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Preface

In 2010 a series of events brought me to the realisation that I knew 
hardly anything about what was happening in english universities, 
despite having been around them as a student, lecturer and employee 
for the best part of 20 years.

The main catalyst was the decision by Middlesex university to 
close its highest rated research department, the centre for research 
in Modern european Philosophy, where I had pursued my own 
doctorate a few years before. eventually, during that summer’s 
vacation, the centre was transferred across London to kingston 
university, leaving behind the undergraduate courses and the 
academics who taught them.* Philosophy finally disappeared from 
Middlesex in the summer of 2012. 

decisions such as this are motivated by markets and the manner in 
which money moves around the higher education system. Middlesex 
was expanding overseas and philosophy had a limited role in its 
future vision. At the same time, Middlesex has been able to keep the 
annual research income awarded for the performance of Philosophy, 
roughly £175,000 in 2009/10, although no such research is now 
undertaken there. The relevant funding body ‘does not monitor 
staffing changes’. The money will continue to come in until 2015 
and can be directed to other ends. Middlesex, in effect, was able 
to strip its own assets.

The 2010 general election took place as events were unfolding at 
Middlesex ushering in a coalition which, on receipt of the Browne 
review into university financing, took the decision to raise the 
maximum tuition fee at publicly funded universities from £3,375 
to £9,000 per year. The complexity of the scheme, which underpins 
these fees with unfamiliar ‘income contingent repayment loans’, is 

* Anonymous accounts of this movement from staff and students with its 
extensive online and press coverage (including the twelve-day student occupation 
of Middlesex’s Mansion house building) can be found in Radical Philosophy, 
162, dossier: universities, July/August 2010, pp. 40–7, and, in more detail, on 
the website for the save Middlesex Philosophy group (www.savemdxphil.com), 
the student-led focus for the protests. My own account can be found at www.
afterall.org/online/the-matter-at-middlesex: Andrew McGettigan, ‘The Matter at 
Middlesex’ Afterall online, 8 september 2010.

vii
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viii The GreaT UniversiTy Gamble

notorious: many politicians and commentators do not understand 
the system, nor do academics, students and parents. 

But beyond the headline prices, a more profound transformation 
of money and markets is being pushed through without democratic 
oversight or parliamentary scrutiny. The contention of this book 
is that the government is taking a gamble with english higher 
education but without presenting its plans or reasoning to the 
public. It intends to shift resources to the most selective universities, 
while exposing the majority of higher education institutions to 
new commercial pressures. direct funding is slashed and formerly 
‘private’ providers will be nurtured into the sector so as to undercut 
established provision.

The gamble would be won if this new form of competition were to 
drive up standards overall. To quote a much-loved phrase of Andrew 
Lansley and david Willetts, ‘it is the rising tide that lifts all the 
boats’. In this way, the quiet, piecemeal reforms to higher education 
funding are consistent with the second wave of public sector reform 
seen in health and in primary and secondary education. unlike in 
these areas, however, where a decade of transformation culminated 
in set-piece primary legislation (the 2011 education Act and the 
2012 health and social care Act), the changes in higher education 
have yet to stabilise and the promised Bill has been delayed. This 
means there are still opportunities to resist the worst of the plans.

This book is therefore a primer in two senses. Politically, it attempts 
to set out the measures afoot and as such illustrate what is at stake 
in otherwise obscure developments. chiefly, it anticipates that any 
he Bill which does materialise will be technical and presented as an 
attempt to rationalise arcane legislation. It will, however, be about 
new forms of privatisation, in particular, facilitating the entry of 
private equity into a sector that appears ripe for value extraction.

from below, the book is written for those who, as I did in 2010, 
find themselves confused by what is happening in the institutions 
with which they are associated, whether as students, academics, staff 
or potential applicants. It attempts to provide a one-stop resource 
for interpreting management and governor decisions. If you do not 
understand the context in which corporate strategic decisions are 
made, then you cannot subject those decisions to questioning. This 
is dangerous – the occupant of the vice-chancellor’s office does not 
know best.

To that end, it is the book I wish I had to hand back then. It 
pulls together two years of immersion in the technical side (the 
mechanics and vocabulary) of the issues of funding, recruitment 
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PreFaCe ix

markets, bond issues, joint ventures and other possibilities, such as 
the potential buyout of established universities by private finance. I 
had to become a freelance ‘policy wonk’ in order to work out what 
was going on – this book aims to spare you that chore.

As universities and colleges are forced to operate in commercial 
terrain, it is basic business imperatives that come to the fore. our 
habits of thought about higher education are no longer appropriate 
for this new terrain. This book sets out to be a guide.

To conclude these opening remarks with a few caveats: 
first, this book is pitched for a general readership. As a primer 

and an overview I have had to restrict full discussion of some 
aspects. for some there will be insufficient detail in parts. 

second, I regret that there is almost no discussion of education 
or the lived transformative experience of study and teaching in this 
book. In the world of education policy and financing, there is little 
of this dimension. hopefully, the material in this book is haunted 
by this absence and will spur readers to think about how we ended 
up on our current path.

Third, this terrain is live, with new almost weekly developments 
requiring continual revision of the manuscript. To the best of my 
knowledge, this book describes the state of play at the end of 
november 2012. 

finally, as a football fan, I consider higher education to be on 
a cusp of a transformation akin to that which befell the sport 20 
years ago, when the breakaway Premier League and sky Tv money 
combined with the regulatory arbitrage of corporate restructuring 
to reroute the financial circuits of the game. We are about to witness 
something similar in higher education: a new elite will cement its 
position by monopolising resources in new ways, while the majority 
of institutions will be left to scrap in a new market swamped with 
cheap degree providers. We have a chance to avert the worst excesses 
and even avoid this fate, but it depends on what we do before the 
2015 election.
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Introduction: Privatisation – The Plan 
and the Gamble

In May 2010, the UK Coalition government formed under an 
overarching narrative: austerity measures had to be introduced to 
restore economic health, given the large and increasing public sector 
deficit (the difference between annual income and expenditure). 
Its political ending was envisaged as follows: the structural deficit 
would be eliminated by 2015, the rate of increase of the national 
debt would have been slowed to zero in relation to GDP, and that 
year’s general election would be fought on the platform of economic 
competence. Public funding therefore had to be cut across the board 
and the budgets used to fund higher education could not be immune. 

The government department responsible for English higher 
education – the Department for Business, Innovation and Skills 
(BIS) – chose to concentrate its reductions on the block grant 
received by universities and colleges for undergraduate provision. 
In the Comprehensive Spending Review of October 2010, the 
Chancellor, George Osborne, announced that by 2014/15 the block 
grant would be cut from nearly £5 billion to roughly £2 billion, an 
annual saving of £3 billion, with many subjects seeing all central 
funding removed. This measure protected the independent science 
and research budgets while effecting a change necessary to create 
a new regulated market in higher education.

However, something else is afoot: the government is not simply 
implementing a change driven by temporary difficulties; it does not 
intend to restore the block grant when national finances improve. 
Instead, austerity is the occasion which makes the prominent 
changes more acceptable politically: ‘there is no alternative’.

In order to maintain an equivalent level of financing for universities, 
higher tuition fees must make up for the shortfall. A vote in December 
2010, which precipitated public protests outside Westminster, raised 
the maximum fee permissible at a state-funded university to £9,000, 
a sizeable increase on the 2011/12 fee of £3,375. 

Understandably, headlines focused on this dramatic rise in price 
and its apparent expense for graduates, while obscuring the greater 
burden placed on the publicly backed student loan scheme, which 

1
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2 The GreaT UnIversITy Gamble

requires an increase in upfront government borrowing. In the 
medium term, Public Sector Net Debt is projected to grow by an 
additional £20 billion as a result. Aided by accounting conventions, 
BIS is able to show a reduction in departmental expenditure, but, 
perversely, the standard narrative about deficit reduction and 
borrowing does not apply here.

Instead, the move to a generalised fee and loan regime is part of 
a more profound transformation of higher education and the public 
sector in general. The agenda is to create a lightly regulated market 
of a diverse range of private companies with direct public funding 
to institutions diluted to homeopathic levels. An experiment is being 
conducted on English universities; one that is not controlled and 
that in the absence of any compelling evidence for change threatens 
an internationally admired and efficient system. 

As I write two years on, with the economic strategy unravelling, 
pressures to cut funding further are mounting, while a promised 
Higher Education Bill has been delayed. Now is the time to set out 
what agenda the government has been pursuing, how it has been 
pursued without democratic mandate or oversight, and how it is 
now being extended without parliamentary scrutiny. For the time 
being, the legislative change necessary to fully realise its ambitions 
has been stymied by focused pressure, but the government may be 
gathering its strength for a push before 2014. David Willetts, the 
Minister for Universities and Science, hopes to be ‘ingenious’ and 
to legislate retrospectively once the effects of his policies become 
clearer: as it stands he intends to use the powers put in place by the 
previous Labour administration to pursue a privatisation agenda, 
opening space for private equity and commercial companies to 
operate within the public higher education system and distribute 
profits out to backers, shareholders and owners.

Much of what any Bill would propose will appear obscure and 
technical; it will be presented as the rationalisation of historical 
anomalies, the removal of ‘unfair’ restrictions, and as liberating 
for individual institutions. The aim, however, will be to break what 
appears to its ideologues as a state monopoly in higher education. 

As this book will set out, there is large mixture of cock-up and 
compromise in these developments, with BIS, the department 
responsible for universities, under extended pressure from the 
Treasury to control costs, while also recently losing out to the Home 
Office and the UK Border Agency over student visas at London 
Metropolitan University. The broader aim and strategy can be 
pieced together as one which is consistent with the reforms of the 
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InTrodUcTIon 3

NHS under Andrew Lansley and primary and secondary education 
under Michael Gove. What is introduced is the idea that health and 
education can be offered and run in a manner akin to utilities such 
as gas and electricity. ‘Public Service Reform is an omnibus term. 
We should understand it to embrace economic services as well as 
social services – telecoms, water, rail and postal services as well as 
health, education and policing.’1

What is challenged, eroded or destroyed in all these areas is 
democratic accountability, the disappearance of a public service 
in a positive sense. 

PrIvaTIsaTIon: aImInG for a reGUlaTed secTor of PrIvaTe 
comPanIes

Markets of this kind have to be created. David Willetts is committed 
to creating a ‘level playing field’ for any qualified provider able to 
recruit. The basic building blocks have been put in place without 
the need for primary legislation. 

First, cut the block grant to public universities entirely in those 
areas where private providers are able to compete; thereby removing 
a ‘subsidy’ which allows the established universities and colleges 
to charge lower tuition fees. In a speech to the vice-chancellors of 
England’s universities in February 2011, David Willetts said:

Currently, one of the main barriers to alternative providers is the 
teaching grant we pay to publicly-funded HEIs [higher education 
institutions]. This enables HEIs to charge fees at a level that 
private providers could not match, and so gives publicly-funded 
HEIs a significant advantage. Our funding reforms will remove 
this barrier, because all HEIs will – in future – receive most of 
their income from students via fees. This reform, of itself, opens 
up the system.2 

To confirm, austerity is the cover for an end desired for other reasons.
Second, BIS is rapidly expanding a scheme they inherited from 

Labour to ‘designate’ courses at private providers for student 
support. That is, students on such courses are able to access loans to 
pay up to £6,000 for fees while also being able to access maintenance 
grants and loans, used to cover costs of living while studying, on 
the same terms as those at the established universities. Under such 
arrangements, the private providers find a further impediment 
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4 The GreaT UnIversITy Gamble

removed: students do not need to pay fees upfront and can more 
easily study full-time owing to maintenance support.

Third, it has announced changes to regulations governing the 
protected title of ‘university’, which would allow institutions with 
only 1,000 students to apply. Although this will benefit some smaller 
higher education institutions currently within the state system, its 
main aim is anticipatory: offering new entrants to the market access 
to a title which can boost market perceptions. (‘University’ will 
effectively be a kitemark within the new market.)3

These reforms remove barriers to ‘market entry’ and enable more 
‘providers’ to compete within the state system: the first two changes 
obviously alter the separation of private and public providers. But 
market entry barriers are also about quality control – determining 
the standards of the public system.

It is part of the general conservative ideology that bottom-up 
consumerism, having funding follow the student, will drive up 
quality. Both Lansley and Willetts hold to the credo that ‘competition 
is a tide which lifts every boat’. As Willetts elaborates: 

The case for our higher education reforms is quite simply that 
they will lead universities to focus far more intensively than ever 
before on the quality of the teaching experience because they will 
be competing for students who bring their funding with them.4

First, it is not clear that quality here will mean academic quality, 
rather than general student experience: the evidence points to 
investment in non-teaching facilities, such as sports centres, social 
facilities and landscaped campuses, to attract applicants. Second, 
there are obvious inefficiencies in this competition as increasing 
resources have to be devoted to recruitment and marketing. Which 
leads to the third point.

The cost of financing higher education through the botched loan 
scheme means that the Treasury has insisted on an overall cap on 
student numbers. This creates a zero sum game where the sector 
is unable to expand overall and individual institutions are fighting 
for market share. This has the potential to turn inefficiencies into 
something potentially destructive. Especially if the new providers 
prove capable of disrupting the market.

Importantly, competition will be competition on price at least in 
terms of headline fees and initial graduate debt. New providers will 
offer a cheaper tier of provision that might steal away applicants 
from the more expensive middle seam of higher education 
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InTrodUcTIon 5

institutions, who will be labouring under recruitment restrictions 
which prevent them from out-competing market entrants. This is 
desirable from the Treasury perspective as it has the potential to 
drive down the costs of the system. But it is hard to reconcile this 
situation with the promise of improved quality in general: as we 
will see, the government wants to promote ‘value for money’ rather 
than standard quality.

In the longer term, these measures are designed to create a wholly 
different system with markets determining what is offered. The 
overall impact on public life is unclear, but certain subjects are 
threatened, individual graduates will be more indebted, while the 
broader civic or public missions of universities that have defined 
their histories may be undermined by a challenge from private 
training providers who have no such interest and will therefore strip 
back unprofitable overheads: for example, they are not required to 
participate in widening participation or access initiatives. Nor do 
they pursue research.

In effect, the majority of universities will need to become more 
akin to commercial operations, charging for services. Faced with 
competition from profit-distributing entities with rich backers, it 
is not clear whether maintaining charitable status will be viable in 
the long-run for most. 

The democraTIc defIcIT 

This book concentrates on explaining this vision, how it is meant to 
work, and in particular the culture it engenders within universities. 
It is an attempt to explain what is going on in an area where there 
is little public debate. Without the planned legislation, and the 
national attention generated, there is a democratic deficit here. 

Creeping reform is inconsistent with democratic oversight. What 
debates there have been, have been about fee levels; what has been 
put out to consultation often lacks concrete proposals. In the 2011 
Higher Education White Paper and its accompanying technical 
consultations, key issues were couched in obscure paragraphs, which 
when consulted upon revealed no further detail, only open-ended 
questions. Secrecy surrounded some of the reviews, such as that being 
conducted by the financial investors, Rothschild, into ‘monetising 
the loan book’. A piece of jargon which masks something more than 
a simple sale of student loans to third parties. One concrete example 
can be proffered to illustrate this charge. The vote on tuition fees in 
December 2010 was a ‘snap vote’ called with little notice and with 

McGettigan T02659 01 text   5 06/03/2013   08:52



6 The GreaT UnIversITy Gamble

little time scheduled in the House of Commons: a tactical means to 
curtail debate both inside and outside Parliament.

Besides protests, what we have seen is largely lobbying conducted 
by either privateers or the vice-chancellors, through Universities 
UK (akin to the CBI) or the various ‘mission groups’. The interests 
of these do not match those of academics, students or the public 
in general. Universities, increasingly acting like corporations, were 
paid off: overall universities had expected to see an increase in 
annual income, albeit unevenly distributed, with the cost passed 
on to the individual graduate and the underwriter of the loans: the 
Treasury or taxpayer. 

However, the September 2012 figures from UCAS – the higher 
education organisation overseeing undergraduate applications – 
showed that accepted places at English universities were down by 
over 50,000 students compared to 2011. These results cast doubt on 
the competency of vice-chancellors and their ability to understand 
the government’s plans. 

Why a Gamble?

The government is taking a huge gamble with England’s universities, 
introducing uncertainty into a stable and productive system, though 
one not without its faults. On almost every international survey, 
once size of population and the economy are factored in, English 
higher education demonstrates excellent value for money in relation 
to the public spending that supports it. 

Concerns ought to be to the fore given the pace of change. The 
rush to implement these changes before the next general election 
in 2015 itself creates dangers and entirely avoidable short-term 
challenges for universities who in some cases need to replace £40 
million per year in public funding. It is not clear what the impact 
on academic quality will be: this is not a controlled experiment.

A small elite of institutions will benefit. As they are allowed to 
expand, and their prestige supports higher fees, they will be better 
positioned to monopolise resources. It is the fate of the remaining 
majority of UK universities to be the stakes in this game. Most 
university leaders may think that they may be lucky enough to 
thrive in the new setting, but we should expect a diminution in 
the number of universities in England, whether through merger or 
collapse, and prospective students are likely to soon face less choice 
as to where and what to study. 
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InTrodUcTIon 7

Figure 0.1 shows the distribution of annual incomes by higher 
education institution in England for 2010/11. The mean annual 
income is £170 million. Note it only shows income, not wealth or 
assets or endowments, those measures which favour Oxford and 
Cambridge even further. These disparities are a historical legacy but 
they will be exacerbated by the new regime as those institutions 
which are the richest will be able to generate higher levels of income 
from undergraduate study than previously.

On the former regime, each institution received the same funding 
for the same activity – that is, a sociology student at Huddersfield or 
Nottingham produced the same income. That will not now be the 
case over the medium term: fees produce funding differentials. There 
are therefore a number of institutions – the mass of mass higher 
education – whose operating conditions will be transformed and 
potentially rendered unviable. So any question as to who benefits 
would need to clearly demarcate the self-positioning, constantly 
lobbying elite and new private providers primed to enter the ‘level 
playing field’ from the middle tier.

What motivates this gamble (which as yet lacks any clear controls 
on its outcome) is not hard to find. On the one hand, the clear 
intent of the government is to make universities more customer-, 
business- and industry-focused. Tightening the purse strings 
encourages institutions into such collaborations; universities are 
able to attract other sources of income if they are forced to do so 
as part of a ‘knowledge economy’ and export-oriented strategy. As 
Peter Mandelson, then in charge of BIS, wrote in 2009: 
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Figure 0.1 annual income by english higher education institutions, 2010–11

source: hesa 2011
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8 The GreaT UnIversITy Gamble

Universities will need to seek out other sources of funding, from 
overseas sources as well as domestic ones. The experience of the 
last decade suggests there is considerable capacity to do this. 
New money has come from creating greater economic benefits 
from the knowledge they generate or the teaching expertise they 
provide and from philanthropic sources of income and increased 
international earnings.5

Again, that universities are able to do so, does not mean that it 
is the broader interest of society that they should, if it involves 
re-orientation away from public benefit objectives and reduces 
universities to private training providers with no interest in 
promoting public goods.

But why destabilise and possibly sacrifice the rest of the system? 
There are free market ideologues in both Coalition partners who 
simply see increasing competition and student consumerism as the 
battering rams with which to overcome university inertia. Further, 
the efficiency of the English higher education system indicates that 
it is ripe for privatisation. Opening new outlets for capital is a boon 
to the financial services sector backing the Conservative Party. The 
Bureau of Investigative Journalism detailed the figures: half of the 
£12.2 million donated to Conservative Central Office in 2010/11 
originated there, with hedge fund managers and financiers providing 
£2.69 million.6 

Willetts held twelve meetings with representatives from private 
equity firms and education multinationals prior to the publication of 
the Higher Education White Paper in June 2011. These meetings were 
organised by Hawkpoint: corporate finance advisors specialising in 
mergers and acquisitions. Attendees included: Pearson plc, Kaplan, 
Duke Street, Sovereign Capital, Warburg Pincus, A4E. They are keen 
to gain access to publicly backed student loans and thereby enter 
a market which has been described by some analysts as ‘Treasure 
Island’. Representatives from Hefce, the Higher Education Funding 
Council for England, which is designated to become the sector’s 
regulator, were also in attendance.7 

Ultimately, these aspects come together in a single ideological 
aim. The broader vision in the UK is to roll back the state to a 
minimum function – to broker deals between finance and private 
sector provision. This continues a strand of 1980s public policy 
but one revivified by improvements in data management and, yes, 
financial derivatives. The government will remove itself from as 
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many public services as possible, whether through reduced funding 
or, where it has administrative responsibility, sale.

Willetts and his counterpart, the Education Secretary, Michael 
Gove, favour a new wave of public sector privatisation. In response, 
we must develop new methods of analysis and concepts which grasp 
the transformation we are living through. Above all, we need to be 
attuned to inflections of ‘privatisation’, which in common parlance 
is normally limited to the transfer of assets and responsibilities from 
the state to the private sector. In higher education, we see different 
processes, policy considerations and initiatives: 

1. Marketisation or external privatisation, whereby new operations 
with different corporate forms are allowed to enter the state 
system to increase competition. This might be seen as dissolving 
the distinction between separate public and private sectors.

2. Commodification – the presentation of higher education as solely 
a private benefit to the individual consumer; even as a financial 
asset where the return on investment is seen in higher earnings 
upon graduation.

3. Independence from regulation – private providers accessing the 
student loan book are not bound by numbers controls and do 
not have to comply with reporting or monitoring requirements 
nor widen participation initiatives.

4. Internal privatisation – the changes to revenue streams within 
institutions so that for example, direct public funding is replaced 
by private tuition fee income.

We could add to this list:

5. The outsourcing of jobs and activities to the private sector and 
management consultants, which has become widespread in 
England.

6. Changes to the corporate form and governance structures of 
universities.

7. The entry of private capital and investment into the sector 
through buyout and joint ventures with established institutions.

The alTernaTIve

Yet there remains a third revolution, perhaps the most difficult of 
all to interpret. We speak of a cultural revolution, and we must 
certainly see the aspiration to extend the active process of learning, 
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10 The GreaT UnIversITy Gamble

with the skills of literacy and other advanced communication, 
to all people rather than to limited groups, as comparable in 
importance to the growth of democracy and the rise of scientific 
industry. This aspiration has been and is being resisted, sometimes 
openly, sometimes subtly, but as an aim it has been formally 
acknowledged, almost universally. 

Raymond Williams, The Long Revolution

What many would call for is a proper debate about the purpose of 
universities and higher education in the twenty-first century and 
how they should be funded. Instead we have the hope that the 
market solution, that has not been presented to the public, will sort 
those questions out and that we will not be left with a polarised 
sector featuring a handful of selective universities (privatised to all 
intents and purposes) and a selection of cheap degree shops offering 
cut-price value for money. 

Is education a consumer good that benefits from market reforms? 
It is not consumed in the same way as gas, electricity and water, 
where privatisation has hardly been an overwhelming success. 
What alternative vision of public education is available? A proper 
debate would throw up genuine problems, question assumptions, 
and discuss the solutions to be implemented. We sit at the end 
of a century of expansion – both in the number of institutions 
and the number of people participating in tertiary education. 
This is not without complexities or problems. We have a system 
which has formed over time. It was, in Raymond Williams’s term, 
a ‘long revolution’ involving the transformation of individuals 
and institutions. 

We ought to be putting the question of purpose first and asking 
what we want from higher education in the twenty-first century. In 
1944, the Association of University Teachers set out the core goals 
of the university as: the pursuit and dissemination of knowledge; 
the formation of young people as individuals; and the study of 
social problems and problems of citizenship. The Robbins Report 
of 1963 outlined four aims: (i) instruction in skills; (ii) promoting 
the ‘general powers of the mind’; (iii) the advancement of learning; 
and (iv) the transmission of a common culture and common 
standards of citizenship. We can add to these lists professional and 
vocational training.

The market envisaged by Willetts depends on universities, already 
private, exempt charities, acting increasingly like companies chasing 
commercial ends. The well-known principal-agent problem is 
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exacerbated in universities as vice-chancellors, or their equivalents, 
act as if they are principal (owners) and chief executive (agent) in 
one person. That is, it is not simply that a top-down managerial 
culture has gained the upper hand, ‘command and control’, but that 
it has become autocratic.

Attention has been focused on the exorbitant salaries paid to vice-
chancellors, but it would be better to consider what that reflects: 
broken corporatism. A different form of corporatism would be 
forged about collegiality: a community of scholars and students 
involved in running the institution needs to be developed. This 
would be open, participative and accountable to the broader 
community: an ‘independent public body’ in the terms of the recent 
von Prondzynski review into Scottish university governance.8

Such a set-up would be better able to promote the public goods 
associated with universities and would address the democratic 
issue of participation. In the words of Anthony Crosland: higher 
education institutions should be aspire to be ‘relevant, vibrant, 
deserving of public support’,9 not simply prestigious, selective and 
reassuringly expensive. 

overvIeW of The book

Beyond the headlines about fees it is therefore important to articulate 
and set out the extent of the government’s plans and consider their 
likely consequences. Chiefly, moving to a loan system in large part 
creates the necessary conditions for a new market in undergraduate 
recruitment, which in turn will lead to a new phase in ‘privatisation’. 

The focus of this book will be on the political economy of 
institutions in this new environment. It is designed to be a primer 
on how money is moving in new ways through the system. It 
will provide an overview of the issues and implications. For this 
reason, there will be less attention to students than some might 
have expected. This book will not help you decide whether you 
should pursue higher education or not; it will help you think 
about what higher education should look like and how it is being 
transformed today.

Unfortunately, given the constraints under which this book 
was produced, there are a number of themes that deserve fuller 
treatment but which cannot be dealt with in these pages. These 
include research, part-time study, postgraduate study, business 
and industry collaboration, further education and issues such as 
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12 The GreaT UnIversITy Gamble

widening participation, social mobility and the class dynamics 
of education.

The book is also entirely focused on England, since the changes 
described are taking place in that part of the United Kingdom: 
fleeting reference will be made to Scotland, Wales and Northern 
Ireland for whom education is a devolved issue.

The book is divided into four parts and builds incrementally from 
a short history of recent policy and funding decisions to set out 
how the new market in higher education is supposed to work. In 
particular, it emphasises the polarising effect of the rigged market 
and the need to seek new income streams.

The first Part will cover recent policy history and the expansion 
since the late 1980s before continuing with the basics of tuition fees 
and student loans. The government is offering a revised, publicly 
backed loan scheme. The complexity of this unfamiliar scheme and 
the high figures involved have dominated debate. As it involves 
varying level of repayments for 30 years (or earlier in some cases of 
very high earners) it is difficult for individuals to assess how much 
they will repay in total. Those working within higher education may 
be inclined to skip those chapters, but there are nuances in there 
which are often misunderstood – particularly around the specifics 
of the income contingent repayment loans. Loans will be examined 
in more detail in the final section of the book.

Part 2 is concerned with the new market in undergraduate 
recruitment. Its four chapters cover everything from the 
government’s complex numbers controls to the planned entry of 
new private providers into the sector through the creation of a 
‘level playing field’. 

Part 3 will concentrate on ‘privatisation’. The implications of 
such competition will lead to upheaval: transforming institutions 
from within but also from without through mergers, buyouts and 
the potential transformation of established charities into other 
forms. This section will also look at the issue of corporate form, 
bond issues and other factors altering the internal functioning of 
established universities.

In a departure from most writing on the subject, the fourth Part 
will look at the problems with the loan scheme from a fiscal and 
macroeconomic perspective. How will this and future governments 
manage the liabilities used to create the loan scheme? What does 
it mean for politics and policy that the outstanding balances on 
individual loan accounts are predicted on official figures to reach 
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£191 billion by 2046? What risks are engendered? This section 
introduces the term ‘financialisation’ to describe how loans produce 
information and therefore have the potential to produce a new 
generation of performance metrics. 

The sections are designed to be relatively self-contained and to be 
used as a basic reference point as well as to be read straight through. 
At the end of the book, you will find a glossary and an index.

McGettigan T02659 01 text   13 06/03/2013   08:52



McGettigan T02659 01 text   14 06/03/2013   08:52



Part 1
The basics of he funding

The fundamentals of higher education funding are set out here. 
Chapter 1 covers the recent policy history culminating in the 
events of 2010: the formation of the Coalition government, the 
delivery of the Browne review into undergraduate funding, and the 
subsequent decision to cut direct funding to universities. Chapter 2 
looks at tuition fees and why the average fee in 2012 was above the 
government’s desired figure of £7,500 per year. Chapter 3 examines 
student loans and their repayment terms.
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1
The mass higher education system 
and its funding

To understand the new level of tuition fees in England and the cuts 
to direct grant funding of institutions, one needs to understand the 
recent history of the sector, which has been transformed in the last 
20 years or so by an initially rapid expansion. This has placed the 
funding of students and the financing of universities at the centre of 
policy debate and brought the Treasury into the dominant position 
when it comes to decision-making. 

The advenT of a mass sysTem

Expansion of higher education began under Kenneth Baker, 
Secretary of State for Education in the Thatcher government. 
Initiated by the 1988 Education Reform Act and the 1992 Further 
and Higher Education Act, participation rates by age cohort leapt 
from around 15 per cent in 1988 to close to 35 per cent within a 
decade. Contrary to popular misunderstandings, this participation 
rate was not the simple result of polytechnics being reclassified as 
universities: those attending polytechnics were already included in 
the higher education participation statistics. But, the polytechnics 
and their successor institutions did expand, some dramatically: 
Hatfield Polytechnic, as it became the University of Hertfordshire, 
saw an expansion in its student numbers from around 5,000 to over 
30,000 during the 1990s.

Figure 1.1 illustrates the dramatic spike in participation between 
1988 and the mid 1990s. The two lines on the graph reflect different 
methods of measuring the initial participation rate in higher 
education. The lower line shows the Age Participation Index (API) 
of those under 21 as a percentage of the cohort, which has more 
recently been replaced by the Higher Education Initial Participation 
Rate (higher line) which covers those aged between 17 and 30.1 
Doubts about API methodology mean that is only used here to 
illustrate the relative change in participation.

There are now over one million Home undergraduates studying 
full-time and many more part-time, not to mention postgraduates 

17
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18 The GreaT UnIversITy Gamble

and students from outside the EU. Despite populist and popular 
grumblings, this approach, expanding to meet demand, has largely 
found cross-party support, underpinning both Baker’s initiative 
and Tony Blair’s 1997 election campaign mantra of ‘Education, 
Education, Education’, which set a new target of 50 per cent of 
school leavers moving on to higher education. In some ways, the 
advent of a mass system is the consummation of the 1963 Robbins 
Report which argued that ‘courses of higher education should be 
available for all those who are qualified by ability and attainment 
to pursue them and who wish to do so’.2

fUndInG The mass sysTem

The flipside to expansion is the question of funding. Figure 1.2 
shows the funding per student in 2006/7 prices between 1948 
and 2009. 

Funding per student declined precipitously in real terms from 
1981 and declined even faster with the expansion of the late 1980s 
and early 1990s. The last two major reviews of higher education, 
Dearing (1997) and Browne (2010), focused on this question of 
funding. Dearing recommended a means-tested upfront fee of 
£1,000 per year, the introduction of which stabilised the per-student 
resourcing (black squares in Figure 1.2). This move established 
the principle of ‘co-payment’, whereby the benefit accruing to the 
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private individual from higher education should be reflected in more 
than taxation on higher earnings. 

In 2004, Labour pushed through the contentious policy of 
‘variable fees’, winning its passage by only four votes despite its 
large parliamentary majority. A new maximum fee was set at £3,000 
per year. (Thereby introducing the legislation used by the Coalition 
for its snap vote in December 2010.) These fees, however, were no 
longer paid upfront and were instead covered by an expansion of 
the student loan scheme, which had previously been restricted to 
loans to cover some of the costs of maintenance while studying.

All institutions soon moved to this new fee level and no pricing 
variation occurred at undergraduate level. It is important to note 
that, in contrast to the latest reforms, these fees did not replace any 
central funding but provided additional resourcing to universities 
and college and so restored per-student funding to a level comparable 
to the 1980s (black triangles in Figure 1.2). Advocates of fees have in 
mind the manner in which their introduction broke with government 
rationing of resources.

The broWne revIeW

In 2009, Peter Mandelson, then Labour Secretary of State for 
Business, Innovation and Skills, published a report, Higher 
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Ambitions, which set out a vision for a more entrepreneurial higher 
education sector less reliant on central funding.3 (In the course of 
2010, the Labour government announced a reduction in the higher 
education budget for 2010/11 of £135 million.)

Subsequently, a review panel was established, led by John 
Browne, formerly chief executive of BP. Its remit was to set in 
place a sustainable system of financing higher education that would 
lighten the burden on public finances, but also enable the sector 
to expand to meet the current unmet demand for undergraduate 
education. Its final recommendations were published in October 
2010 as Securing a Sustainable Future for Higher Education, after 
the change in government.4 A short report of 60 pages, it had eight 
main recommendations:

1. Massive reduction in direct grants including the removal of direct 
public funding for arts, humanities and social science degrees.

2. The abolition of the current tuition fee cap allowing universities 
to set whatever fees they wished.

3. A levy scheme, or ‘soft cap’, requiring universities to return 
an increasing proportion of those higher fees to central coffers 
for each thousand pound increment above £6,000 (see Table 
1.1). It was designed to dissuade universities from setting fees 
indiscriminately, since universities do not bear the cost of 
non-repayment on loans, the Exchequer does.

Table 1.1 browne’s proposed fee levy 

Nominal Fee £6,000 £7,000 £8,000 £9,000 £10,000 £11,000 £12,000

Levy per 
 additional £1,000 none 40% 45% 50% 55% 65% 75%
Percentage of total fee 
 received by institution 100% 94% 89% 85% 81% 77% 73%

Source: Securing a Sustainable Future, 2010, p. 37

4. A change to the parameters of the loan scheme so that repayments 
would only begin once the graduate was in receipt of more than 
£21,000 per annum from 2016.

5. The introduction of real interest rates on the loans, i.e., 
above inflation, which were previously subsidised against the 
government’s cost of borrowing.

6. The removal of all institutional recruitment caps (bar medicine 
and dentistry).
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7. An increase in maintenance loans, grants and other financial 
support to full-time students. 

8. Extending access to loans for tuition fees to part-time students.

On the one hand, the proposed system would be more ‘sustainable’ 
by having more funding return as loan repayments. On the other 
hand, removing all ‘supply-side’ restrictions on universities by 
abolishing fee and recruitment caps would mean on average 
that institutions would receive more income providing demand 
remained constant.

While there was consensus on the objectives of the reform of 
higher education funding (increasing participation, improving 
quality of provision, and making the funding solution sustainable), 
the solution of opening up competition by removing all direct public 
support and hiking fees was not unanimously received. Indeed the 
sole piece of research commissioned by the review revealed that: 
‘Most full-time students and parents ... believed that the government 
should pay at least half the cost of higher education. This is because 
the personal benefits of higher education were seen by many to 
match the benefits to society.’ This striking finding did not appear 
in the final report and had to be revealed through a Freedom of 
Information request produced by Times Higher Education.5

The report argued that it had balanced the trade-off between 
public and private benefits accruing to the individual, but its private 
sector-style solutions reflected the background of its Chairman 
and several of its members, with CVs that included stints at the 
management consultancy firm McKinsey. 

The GovernmenT’s resPonse 

Although the previous Labour administration had commissioned 
the Browne review, when it reported in October 2010 many of 
its suggestions were acceptable to the Conservatives now in 
government. The first recommendation, cutting direct central 
funding to institutions, was accepted. The Comprehensive Spending 
Review later in October announced the reduction in central grants 
to universities and colleges: around £3 billion per year by 2014/15 
when the new regime is to be fully implemented. BIS will no 
longer offer any direct funding for degrees in the arts, humanities, 
business, law and social sciences, thus removing one impediment 
to competition from private providers. (The new higher fees will 

McGettigan T02659 01 text   21 06/03/2013   08:52



22 The GreaT UnIversITy Gamble

replace lost funding and therefore do not significantly alter the 
per-student funding seen in Figure 1.2.)

In a formal response to Browne the following month, the proposed 
interest rate taper and the higher loan repayment threshold (£21,000 
in 2016 as opposed to £15,000 today) were both accepted. However, 
the ‘levy’, Item 3 above, proved unpopular with universities who 
wanted to keep more of, and more control over, the higher fees 
they expected to receive. In addition, the removal of a maximum 
tuition fee cap (Item 2) was unacceptable to the junior Coalition 
partners, the Liberal Democrats. Their 2010 Election manifesto had 
committed to abolishing tuition fees; they had actively campaigned 
around the issue and had signed an NUS pledge promising to vote 
against any increase. 

Instead, a compromise was reached with a new maximum 
tuition fee (and no levy). Through a snap vote held in the House 
of Commons on 9 December 2010, the maximum fee allowed 
was raised from £3,375 per year to £9,000 for undergraduates 
commencing their studies in September 2012. Almost two years 
later, Nick Clegg, the Deputy Prime Minister and Leader of the 
Liberal Democracts, felt compelled to issue a filmed apology to the 
nation: not for the policy, but for signing the NUS pledge.

It was a political coup to bring that vote forward using existing 
secondary legislation before publishing a White Paper and detailed 
proposals on the actual functioning of the loan scheme and the new 
market in undergraduate recruitment. No detail could be examined; 
the House of Lords, which voted the following week, was deprived 
of its now conventional role as a revising chamber. 

Had the new maximum fee moved through Parliament slowly, 
accompanying primary legislation, it may have been lost and split 
the Coalition. As it was the vote narrowly passed. This abuse had the 
desired effect of spiking the guns of those opposing the remainder 
of the plans and confusing potential activists about just what had 
been won or lost on that occasion. 

mIsTake and comPromIse

Browne had warned the government not to cherry-pick from his 
proposals and to treat them as a coherent whole, but political 
compromises and mistakes frustrated this further. With no levy 
as per Browne to encourage universities to set lower fees, the 
government proposals contained only the bare maximum of £9,000 
per year. In early 2011, most universities moved to set their fees for 
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2012 entry at this level, thus challenging the Coalition’s pledge that 
the average, mean figure would be £7,500 per year. Treasury models 
had been constructed on that latter assumption in Autumn 2010. 

However, a huge mistake had been committed in the rush to push 
through the snap vote. It had been assumed that a quango, the Office 
for Fair Access (for more on Offa see Chapter 2), had powers to 
negotiate with universities wishing to charge more than £6,000 
per year and to limit what was set. This would have enabled direct 
control of higher education expenditure and underpinned Vince 
Cable’s public assertion that only in ‘exceptional circumstances’ 
would any university set the maximum fee. But Offa has no such 
legislative powers. It can only determine whether or not a publicly 
funded higher education institution should be able to charge more 
than £6,000 in tuition fees. Depriving any institution of the higher 
level of fees is the so-called ‘nuclear option’ available to Offa.

A second problem resulted from compromise. On the eve of the 
December 2010 vote, only a last-minute concession persuaded 
27 Liberal Democrats to vote in favour (21 voted against and 
8 abstained). That concession committed to ensuring that the 
repayment threshold of £21,000 in 2016 would be increased 
annually in line with average wage inflation.

BIS’s intention had been to review the threshold every five 
years. A review could decide to freeze the threshold, move it up or 
move it down. It is a straightforward mechanism for ensuring the 
sustainability of the loan scheme since the threshold both triggers 
when former students start repaying and determines the amount 
repaid monthly (see Chapter 3 for more detail). The concession to 
index-link the threshold altered the workings of the scheme in its 
fundamentals and introduced problems not intended in its original 
design. In effect, were this pledge to come into force from 2017 it 
would lower repayments and therefore increase the burden on the 
Treasury and the taxpayer. 

The government therefore had to manage two problems, one 
the larger than expected loan outlay owing to higher fees, and the 
other, a compromise that meant that repayments are likely to be 
lower than was anticipated back in Autumn 2010. This combination 
threatened the viability of the scheme and ensured that Browne’s aim 
to expand the system had to be rejected: supply-side restrictions on 
numbers would have to be maintained. Indeed, planned numbers 
were reduced by 10,000 owing to the expense of the government 
borrowing needed to finance the new higher loans.
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The 2011 hIGher edUcaTIon WhITe PaPer

The White Paper setting out in full the government’s detailed plans 
had been due in early 2011 but was repeatedly delayed and was only 
published in late June. The delay was largely attributable to this need 
to fix the finances on which the government’s plans had been based.

Students at the Heart of the System concentrated entirely on the 
reform of undergraduate education. Such a document is supposed 
to set out a clear vision for future changes to policy and legislation, 
but this one was a frustrating read. Mostly covering measures 
already undertaken, much of the detail one might have expected 
was displaced into a series of reviews and consultations (I counted 
at least fifteen) that launched, reported and concluded at various 
points over the following months. 

The political function of the various consultations was to map 
out what might actually require primary legislation and to gauge 
in advance where opposition might lie. Following the eruption of 
opposition prior to the December 2010 vote, the government has 
been keen to avoid the focus for protest that primary legislation 
– with its long progress through Parliament – would represent. 
Instead, the plans were to be implemented little by little in piecemeal 
fashion using various means. These methods include budgetary cuts, 
instructions to quangos, secondary legislation, and what are termed 
‘statutory instruments’ (which can even be issued quietly over the 
summer while parliamentary representatives are on holiday: they 
come into law if no objections are tabled). As far as possible the 
government is using powers that already exist or giving existing 
bodies new tasks.

The major new announcement in the document concerned the 
new restrictions on undergraduate recruitment. These market 
reforms, designed to drive down price but also allow the more 
prestigious universities greater freedom to expand, are set out in 
detail in Part 2.

However, the complicated recruitment mechanisms it introduced 
combined with the off-putting nature of the leap to £9,000 annual 
fees seems to have contributed to a large reduction in places. At 
the beginning of September 2012, UCAS was reporting that there 
were 50,000 fewer accepted places for 2012 entry as compared to 
2011. Although a drop in places was also seen after the higher fees 
were introduced in 2006, this was only around 15,000 lower – a 
third of the impact. The Treasury may welcome this development, 
but the university sector does not.
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2
Tuition fees

This chapter and the following set out the fundamental reforms 
initiated by the Coalition government. This will look at the new 
higher fees and funding regime. These changes are profound and 
have been achieved without primary legislation and with limited 
parliamentary scrutiny.1 Although higher fees are not the whole 
story, the move to what is primarily a fees system is the essential 
condition for implementing a new kind of market in undergraduate 
provision, which will be the subject of Part 2. 

First, when fees were introduced in 1998, and when they 
were increased to £3,000, this was additional funding. Now, it 
is replacement funding covering the removal of the central block 
grant to universities. Such a shift to fees combined with a cut to 
grants effects the true intent of the reforms: ‘opening up the system’ 
to private money and operations. In so far as fees replace public 
funding, we see an internal privatisation of the university, even if 
the loan used to pay the fees is publicly backed. Second, money 
will now increasingly follow the student, which is the central tenet 
of the proposed market in undergraduate recruitment. This is the 
chief market reform. Third, the higher fee encourages the applicant 
to consider undergraduate study as a form of ‘human capital’ 
investment, or the purchase of a financial asset, the returns on which 
are to be seen after graduation in the form of higher earnings. As 
‘In Defence of Public Higher Education’ summarises:

These changes will encourage students to think of themselves as 
consumers, investing only in their own personal human capital 
with a view to reaping high financial rewards, and discourage 
graduates to think of their university education as anything other 
than something purchased at a high price for private benefit.2

fees rePlace fUndInG

With the increase of the maximum tuition fee to £9,000 and the 
average fee after waivers for 2012 being around £8,100, we should 

25
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not assume that all universities will be better resourced than they 
were previously.3 How does this translate into per student resource 
for different courses?

The fees supplant the central grant that was paid by government 
to universities directly. Nearly £3 billion has been cut from this 
revenue stream. In 2011/12, the Higher Education Funding Council 
for England (a quango managing the distribution of public money 
to universities) divvied up the undergraduate teaching budget given 
to it by BIS. A grant was paid to each HEI reflecting the number 
of ‘Home or EU’ undergraduates, their mode of study (full-time or 
part-time), and the kind of degree they were pursuing. 

Behind the scenes, degrees are categorised into four bands: A, B, 
C and D. This categorisation reflects the different resources each 
subject is thought to need. For example, it differentiates between 
a laboratory-based degree (Band B) and a course like philosophy, 
requiring only a library and classroom (Band D). Band B received 

Devolution and Tuition Fees

since 1999 higher education policy has been devolved to the legislative 
bodies governing Wales, scotland and northern Ireland with the exception 
of the research councils and the Quality assurance agency which have 
Uk-wide remits. There is a separate higher education funding council for 
each administration.

While the Uk coalition government has extended its policy for english 
universities into student-led market reforms, the devolved administrations 
have resisted this tendency and kept a stronger measure of state control. 
This is most clearly evidenced in tuition fee policy, where there are four 
different policies (note that eU students not from the Uk must be treated 
equivalently to ‘home’ applicants).

all applicants applying to english universities are able to be charged up to 
£9,000 full-time, but the Welsh authorities commit to paying the amount 
above £3,465 for Welsh students. 

Welsh institutions can charge up to £9,000, but the Welsh authorities 
will again pay the difference above £3,465 for Welsh students and EU 
students.

scottish institutions are free for scottish and eU applicants, but 
applicants from the rest of the Uk can be charged up to £9,000.

northern Irish institutions can charge up to £9,000, but for northern 
Irish and eU applicants the maximum fee is capped at £3,465.
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£5,484 in grant per student in addition to the fees charged (excluding 
London weighting), Band D, £2,709.

In 2011/12, students would have seen none of this: they would 
have paid the same fee whichever institution they chose and 
whatever subject they opted to study. Choice was not steered by a 
consideration of more or less expensive courses. The fee for full-time 
study, £3,375, the maximum charged by all universities, was then 
supplemented by the grant. (Students from outside of the EU pay 
‘full cost’ fees. These are unregulated and are therefore higher than 
fees charged to other students and are largely determined by what 
the market will bear.) Table 2.1 compares the funding in 2011/12 
with that which commenced in 2012/13 in simplified form.4

Table 2.1 comparative funding for full-time undergraduate study per student

Indicative Subjects Band Typical 
Grant 
2011/12

Plus 
£3,375 
fee

Grant
2012/13

Including 
Maximum 
Fees 
(£9,000)

Including
Target fee 
(£7,500)

Clinical Medicine 
& Clinical dentistry, 
Veterinary Science

A £14,601 £17,976 £10,000 £19,000 n/a

Laboratory-based 
subjects (Science, 
Pre-Clinical 
Medicine)
Engineering & 
Technology

B £5,484 £8,859 £1,500 £10,500 £9,000

Intensive teaching, 
studio or fieldwork, 
inc. Art, Design & 
Mathematics

C £3,898 £7,273 None £9,000 £7,500

Arts & Humanities
Law & Business

D £2,709 £6,084 None £9,000 £7,500

Source: Hefce, 2012 (www.hefce.ac.uk/learning/funding/201213/faq.htm#q4)

The first thing to note is that the 2012 cuts to the teaching budget 
translate into the removal of all such central funding for Band 
C and Band D subjects, with Band A and B subjects receiving a 
proportionate reduction in funding. The government insists, 
however, that a £9,000 fee should not be the norm:

§1.7 We [BIS] have consistently said that we believe graduate 
contributions of £9,000 should apply only in exceptional 
circumstances. Institutions would need to charge considerably 
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less than this to offset reductions in HEFCE funding, and higher 
charges impose higher costs for the public purse because of the 
generous subsidies in the loan system.5

Second, were universities to set the government’s desired fee of 
£7,500, as shown in the rightmost column, then the subjects located 
in Bands A, B and C would generate only a modicum of additional 
revenue. As we will see below there are also additional costs to 
factor in, especially in relation to the funding of access initiatives. 
In response to concerns around the funding of particular subjects, 
Hefce has introduced a new division within Band C – creating Band 
C1 and Band C2. C1 subjects will include archaeology, creative and 
performing arts, design, information science, software engineering 
and some media studies. From 2013/14, Hefce is proposing to 
restore £250 per year in grant for full-time undergraduates.6 

Band D subjects find themselves in a different situation to the 
other subjects. Like those in Band C they now receive no central 
grant, but the reduction from £2,709 to none is a lower overall 
reduction in resourcing than the roughly £4,000 loss facing Bands 
A, B and C. On this basis, Willetts has rebutted accusations that 
the arts and humanities are being singled out in these reforms.7 Any 
institution setting £9,000 fees for these courses ought to be making 
a large surplus. 

We will look at pricing considerations later, but things are more 
complicated. The issues for arts and humanities at universities relate 
more to the competition to which they will now be subject from 
new private providers. While the Russell Group may be able to 
maintain £9,000 fees for these subjects, other institutions may have 
to go lower. Additionally, some Band D subjects may suffer from 
the reorientation of the system towards professional and vocational 
outcomes, possibly threatening the liberal arts model.

Finally, there may be even the temptation for universities to use 
the surplus from Band D subjects to cross-subsidise more expensive 
subjects and even research. The Association of Business Schools 
is particularly concerned about their ability to retain significant 
proportions of their revenues.

oTher fUndInG

There are three other funding streams that are relevant to the setting 
of fees:
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london Weighting

After its initial absence from official policy and then an interim 
allocation for 2012/13, Hefce is proposing to restore a specific 
‘London Weighting’ grant in 2013/14. Universities are labour 
intensive operations with staffing counting for around 55 to 60 per 
cent of total expenditure on average. Salaries paid to academics in 
London are weighted according to whether the institution is located 
within ‘Inner’ or ‘Outer’ London – grant funding from Hefce will 
now reflect this. Its proposed rates per full-time student are shown 
in Table 2.2.

Table 2.2 london weighting 

Price group Inner London rate Outer London rate

A £1,174 £734
B £499 £312
C £382 £239
D £294 £184

Source: Hefce, 2012

Widening Participation

Hefce maintains a ‘widening participation’ budget of around £140 
million. This is used to provide grants to institutions to cover the 
extra costs of teaching and retaining students from disadvantaged 
backgrounds. This is in addition to the National Scholarship 
Programme (NSP) and access arrangements (see below), but there 
are suggestions that this budget may be lost once the new access 
arrangements are bedded in.

small and specialist Institutions (ssI)

Hefce offers several ‘targeted allocations’ for institutions with 
particular needs, for example its ‘small and specialist’ institution 
grants. These have been awarded to institutions with particularly 
intensive models of tuition and expensive specialist resources for 
‘professional-standard performance spaces such as theatres or dance 
studios, or dedicated practice spaces’ (institutions apply for these 
directly and although a list of such institutions is available the 
amounts awarded are not normally made public).

Although the ‘college fee’ was abolished in 1997, money from 
the SSI budget was paid to Oxford and Cambridge in recognition 
of the extra costs associated with its interview and tutorial system.8 
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This was meant to be phased out, but Hefce continues to pay it. 
For 2012/13, this looks to be £7 million, with Oxford receiving 
£4.2 million and Cambridge £2.7 million.9 Providing the wealthiest 
institutions in the country with such grants is an anomaly that 
needs to be ended.

addITIonal cosTs 

So far, this chapter has explained the manner in which the overall 
structure of the funding regime works. In order to get a firmer 
grasp, we need to consider two additional costs facing institutions 
in the new funding regime: recruitment and marketing; bursaries 
and scholarships.

recruitment and marketing 

The block grant was a predictable source of income for institutions 
since student demand was such that most institutions had no trouble 
meeting their recruitment caps even if applications for particular 
courses fluctuated with fashions. The new market is supposed to 
make institutions more responsive to applicants and students, but 
the rapid implementation of the reforms means that many HEIs will 
see £40–50 million removed from their annual budgets within three 
to four years. This creates institutional uncertainty.

Replacing that income with fees means that recruitment now 
becomes much more of an issue, while the artificial restrictions on 
recruitment that we will look at in Chapter 5 make it harder for 
some universities to meet their targets. With no one quite sure yet 
how overall and specific demand will fluctuate given the higher 
fees, additional resources will have to be diverted to marketing. 
(Note that this is one aspect in which a market mechanism is less 
efficient than central funding.) Londoners in particular will have 
seen many more adverts on the underground and on buses than in 
previous years. 

Already in January 2012, the Higher Education Statistics Agency 
reported that between 2008 and 2011, numbers of marketing and 
PR staff had increased by 5 per cent, whilst reductions were seen 
in other administrative staff.10

access agreements

When introducing the new maximum tuition fee of £9,000 per 
year, the Coalition stipulated that those seeking to charge over 
£6,000 per year must approach the Office for Fair Access (Offa) to 
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negotiate an ‘access agreement’. Institutions that are able to charge 
fees under £6,000 do not have to do so. This is a new development 
since on the old legislation all publicly funded institutions charging 
fees had to have such measures in place. Private providers who offer 
only training and can therefore offer cheaper fees thereby avoid 
any public mission in widening participation in higher education.

Access agreements require institutions to set aside an agreed 
percentage of the additional fees on certain initiatives. These 
measures can include:

•	 improving	the	mix	of	applications	received	from	‘lower-income	
backgrounds and other groups that are under-represented in 
higher education’ (outreach initiatives) such as: ‘students from 
lower socio-economic groups and neighbourhoods in which 
relatively few people enter higher education; students from 
some ethnic groups or sub-groups; students who have been 
in care; and disabled students’;11

•	 providing	 additional	 support	 to	 those	 students	who	are	
accepted, in the form of fee waivers or maintenance bursaries 
to help towards living costs;

•	 or	specialist	initiatives	to	improve	retention	and	successful	
completion amongst such students.

Different institutions have agreed different targets and spending 
commitments in relation to their historical performance. But 
nationally, between 20 to 30 per cent of the additional fee above 
the £6,000 threshold is being used to fund those projects. Offa 
calculates that by 2016/17, £671.8 million per year will be spent on 
access measures (26.7 per cent of the amount charged over £6,000); 
this compares with the commitment to spend £403.1 million on 
access measures in 2011/12, around an extra £270 million.12 This 
represents an additional cost and further erodes the ability of 
institutions to charge under £7,500. 

Once access agreements are combined with the centrally funded 
National Scholarship Programme,13 which will by 2014/15 provide 
£150 million of additional support to students from households 
where income is under £25,000, estimated spend will increase to 
around £800 million in 2016/17.14 This breaks down into:

•	 £298.3	million	on	maintenance	support,	e.g.,	bursaries	and	
scholarships (£295.3 million in 2015/16);

•	 £241	million	on	fee	waivers	(£260.6	million	in	2015/16);
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•	 £58	million	on	student	choice of either maintenance support 
or fee waivers (£24.7 million in 2015/16);

•	 £110.6	million	on	outreach	(£108	million	in	2015/16);
•	 £101.6	million	on	retention	(£83.7	million	in	2015/16).

Offa

The office for fair access is an ‘arms-length’ quango funded by bIs. It was 
set up in 2004 ‘to promote and safeguard fair access to higher education’ 
prior to the introduction of higher tuition fees in 2006/7. Its primary means 
of achieving this is the access agreements it negotiates with each heI 
seeking to charge tuition fees above the basic level of £6,000. offa then 
monitors the performance of the heI against the targets agreed to ‘promote 
access by under-represented groups’.15 

There is some current controversy around the powers that offa has 
under the terms of the 2004 higher education act. The new coalition 
government had believed that offa could impose limits on the fees charged 
by universities above the basic level. It cannot do so and, while it has the 
power to refuse permission to charge more than £6,000, it is not clear 
under what conditions any such sanction would be invoked. This is the 
so-called ‘nuclear option’. 

further, it is crucial to distinguish between applications and admissions. 
offa can oversee attempts to widen the pool of applicants, but it cannot 
interfere in the process that determines which applicants are admitted. 

The 2011 White Paper indicated that the government intended to review 
offa’s powers, but any significant change would require primary legislation. 
It has however beefed up the quango – promising to up its budget and 
increasing its staffing to ten full-time employees.

It was in this charged context that a recent spat erupted. offa’s 
first director, martin harris, retired in august 2012. In february 2012, 
bIs proposed les ebdon, former vice-chancellor of the University of 
bedfordshire, as his replacement. In a small but central operation like 
offa, the person in the director’s seat makes an important difference to 
the judgements around satisfactory compliance. ebdon had promised to 
use the ‘nuclear option’, if necessary, prompting fears from certain quarters 
of a shift towards ‘social engineering’. 

against a backdrop of op-ed columns from michael Gove’s proxies 
(melanie Phillips, charles moore and dominic lawson), the conservative 
members of the bIs select committee sabotaged ebdon’s nomination 
only to be overruled by vince cable, the secretary of state with ultimate 
responsibility for universities. ebdon took up his post in september 2012.
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fee WaIvers and bUrsarIes 

There are two key measures in relation to widening participation 
initiatives. Fee waivers reduce the headline annual fees for particular 
individuals by a set amount while bursaries are paid out to students 
while studying to help with associated costs and living expenses. 
Fee waivers therefore reduce income for institutions while bursaries 
are expenditure. 

Fee waivers and bursaries are considered equivalent under the 
terms of the access agreements higher education institutions draw 
up with Offa. BIS has directed Offa that a minimum bursary is 
no longer stipulated for the poorest students and would prefer to 
see fee waivers: ‘A waiver has the effect of reducing the cost of 
borrowing to both the public purse and the student.’16 With NSP 
funds, individual HEIs determine how it will be offered, but it will 
typically concentrate on fee waivers since the government stipulates 
that only up £1,000 can be provided as a ‘cash bursary’.17 Despite 
this clear steer from the government, ‘please help reduce the cost 
of HE’, different institutions have made different decisions about 
the balance between fee waivers and bursaries. 

The University of East London, for example, has offered no 
fee waivers in order to maximise bursaries, which have a more 
immediate effect. The vice-chancellor, Patrick McGhee, argues 
that fee waivers only benefit the Treasury (lowering its exposure 
on the growing borrowing used to create student loans), while 
bursaries support students while they are studying. His institution 
has developed a suite of distinct offers including a ‘Progress Bursary’ 
for which all students are eligible. 

Every student who successfully completes their first semester 
receives a progress bursary: a card loaded with £500, which can 
be spent on books, stationery, art materials, IT products, field 
trips, printing, and even nursery and accommodation costs. They 
get more when they complete further semesters, to a total value 
of £1,100, and parents and other sponsors can load money on 
to the card too.18

The available money can then be spent in certain shops on certain 
products. It seems to have had some success in encouraging 
retention. In relation to the NSP, UEL offers this scheme to students 
from local schools and colleges and sidesteps the limits on cash 

McGettigan T02659 01 text   33 06/03/2013   08:52



34 The GreaT UnIversITy Gamble

bursaries by using the Progress swipe card – credits of cash value 
of up to £2,000 are uploaded.19

The National Union of Students also favours bursaries. Based on 
the information contained in the access agreements submitted to 
Offa, they have calculated that spending overall on bursaries will be 
lower than it was before the new higher fees came in. The wealthier 
institutions have slightly increased the bursaries on offer, while the 
less well-off universities, despite the example of UEL, will have cut 
their bursaries from £230.5 million to £140.5 million.

PrIcInG decIsIons 

Having looked at costs and funding, we need to consider pricing 
decisions. This is a complex terrain and I will indicate a number 
of distinct, basic strategies. Setting aside questions concerning 
efficiencies, which a market approach with competitive pressures 
is meant to encourage, is the only consideration on price-setting 
how much each course costs? 

There are a number of considerations, not least how accurate 
the methodologies used to produce estimated costs for individual 
subjects are. Initially used to prepare costing for research bids, their 
extension to cover teaching is unsuitable.20 

In the short term, the market forces are sufficiently novel for 
the general dynamics to be unclear. When we combine this with 
the uncertainties that will be outlined in Chapter 5 on the market 
mechanisms governing recruitment, we will see that it is rational 
for institutions to set fees towards the top end so that they can 
compensate for any fall in numbers. Many institutions do not have 
the wealth or retained surpluses to have any alternative to setting 
higher fees.

Further, since the student sees nearly a doubling of fees, many 
institutions have rightly concluded that it is better to charge fees as 
high as possible so as to have some additional resource to improve 
facilities, contact hours, etc. 

Such surpluses on some subjects can also be used to cross-subsidise 
other activities: an institution may continue to run prestigious courses 
or research activity at a loss. This may be particularly important 
for arts and humanities subjects: what guarantee is there that 
management will allow these departments to keep their surpluses? 
It is clear from the USA that science subjects and in particular 
science research is subsidised by tuition fees from humanities 
undergraduates.21 Steve Smith, former president of Universities 
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UK, observes, ‘Of course, institutions may want or need to cross-
subsidise STEM [science, technology, engineering and mathematics] 
by top-slicing HASS [humanities, arts and social sciences] but then 
again many would argue that this has always happened.’22

Finally, a theme we will return to later: the current undergraduate 
set up is not a basic consumer market. Higher education offers 
positional goods determining future opportunities: setting low prices 
may send the wrong signal to potential applicants, who are using it 

Coventry University

coventry University has established coventry University college.23 It offers 
a stripped-back model of learning and tuition: classroom-only subjects with 
all learning materials provided as handouts or online. students have no 
access to sports facilities and though they have access to the university’s 
libraries they are not able to borrow books.

aiming at a flexible provision, cUc organises its academic year into 
six blocks of six-weeks each (scheduled akin to half-terms) for which it 
charged £1,200 per block in 2012/13 when the college opened. assessment 
is modular at the end of each block. a full-time student only needs to attend 
four of the six blocks available in a year. The normal annual fee is therefore 
£4,800. The second aspect of flexibility is the weekly timetabling: classes 
are available from 10 a.m., seven days per week, with classes continuing 
until 10 p.m. on weekdays. lessons are repeated, enabling students to pick 
their way through a timetable to suit their other commitments much as 
one might choose different classes at a gym.

coventry University validates the degrees offered in accounting, banking, 
finance, Insurance, IT legal studies, management and Tourism, while the 
college also offers a variety of foundation, hnc and hnd courses. The 
college is, however, a separate institution with its own building and staff, 
who are on weaker contracts than academics at its parent university. The 
college initially intends to recruit around 1,000 students.

a controversial ‘no fail’ clause which originally appeared on the 
institution’s website has now been removed: ‘We have total confidence 
in our teaching standards, in fact, we offer a guaranteed pass to you if you 
follow our recommended route through your study for professional awards 
– and if you don’t we’ll pay for you to have another go.’24

The University of hertfordshire has recently announced a similar scheme 
using a for-profit subsidiary. coventry University also runs a london campus 
based in the city ‘offering a real business experience’ with degrees in law, 
management, finance and accounting.25
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to judge the prestige, status or the quality of education on offer: ‘we 
are and always will be a £9,000 university’, as I heard one Russell 
Group student representative declare in 2011.

With regard to this last point, a few universities did offer different 
fees for different subjects based on costing calculations. For 2012/13, 
the University of Derby kept to a maximum fee of £7,995, which 
it reserved for ‘specialist courses’ that included items such as field 
trips, but used two additional fee categories to reflect ‘the true cost 
and individual characteristics’.26 Specialist courses accounted for 
around 20 per cent of its provision, ‘resource intensive’ ones were 
priced at £7,495, ‘classroom-based’ at £6,995.

Derby may have suffered from the ‘positional good’ effect as its 
applications dropped by over 20 per cent for 2012/13 entry. In its 
access agreement for 2013/14, it has revised its prices upwards. It 
has introduced a maximum fee for its BEd, while fees for specialist 
courses are now £8,800, resource intensive come in at £8,250, 
and classroom-based have seen a similar increase of £800 to 
reach £7,700.27

A more radical strategy is to go cheap and to set up a ‘no frills’ 
subsidiary: the Ryanair model of provision (see box on Coventry 
University). 

This rapid survey of fees and funding should indicate the depths 
that lurk beneath the headline fee figures. Universities have to make 
novel decisions about market positioning in the absence of central 
grants. The next chapter looks at the workings of the student loan 
scheme that funds fees and maintenance.
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student loans: The basics

Here, we will outline the basic operations of the relatively 
uncommon ‘income contingent repayment’ loans, which are 
generally misunderstood. We will return to the issue of student 
loans in more detail in Part 4 of the book. That later section will 
look at the macroeconomic impact of loans, the attempts to sell 
outstanding loan accounts to third parties, and the general issues 
that loans have for higher education policy. 

WhaT do loans cover?

All full-time Home students studying for their first undergraduate 
course at a UK institution in receipt of public funding are eligible 
for maintenance loans and loans to cover tuition fees. Neither Home 
part-time students nor EU students are eligible for maintenance 
loans or grants, though they can access loans for fees. 

The level of maintenance loans and grants available to students is 
means-tested against household income, which for the majority of 
students equates to that of their parent(s). This may seem a strange 
decision given that almost all students are over 18 and assumed to be 
independent adults for other purposes. But the government recently 
confirmed that, ‘It has been a longstanding principle of student 
support that maintenance grants and loans are generally paid as 
a contribution towards living costs rather than to cover them in 
their entirety.’1 The assumption is either that maintenance support 
is supplemented by families, even where the individual qualifies 
for the maximum grant, or that students work to supplement this 
support, or that they access other debt – such as credit cards, bank 
overdrafts or alternative loans. 

When warning potential students not to fear the debt associated 
with government-backed loans, many commentators forget that this 
is not the only form of debt that students accrue. The repayment 
terms on overdrafts may be extremely tough – such as paying back 
a £2,000 overdraft within a year of graduation.

37
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Figure 3.1 shows how the maintenance grants and loans available 
vary according to household income. It shows the level of loans 
available to those studying away from home outside of London. The 
maximum loan is £5,500 per year – it is for children of households 
earning up to £42,600. Such students studying away from home in 
London can receive up to £7,765 in loans.

Student loans are administered by the Student Loans Company 
(SLC), which has subsidiary operations for each part of the country 
(e.g., Student Finance England). It is a company limited by shares, 
wholly owned by the government. It serves over one million students 
annually and oversees the accounts of former students, though 
HMRC is responsible for collecting repayments through payroll 
deductions and tax returns. 

In effect, the SLC acts as a factor overseeing repayments on behalf 
of the government. Eighty-five per cent of students take out loans to 
pay tuition fees to universities and colleges, but the relation of creditor 
and debtor is between the student and the SLC. This arrangement 
is extremely attractive to private and for-profit companies, who do 
not wish to have the burden of chasing repayments themselves or 
organising their own loan schemes through banks.

While eligible students attending the established, publicly 
funded institutions access loans by right, those attending ‘private’ 
institutions do not. In Chapter 7, we will look at the ‘designation’ 
scheme run by BIS which allows students on certain private courses 

MAINTENANCE
GRANT

MAINTENANCE
LOAN

£3,250

£3,875

£42,600

£5,500

£62,125

£3,575

£25,000
7,000

8,000

0 10,000 20,000 30,000 40,000 50,000 60,000 70,000

To
ta

l S
up

po
rt

 A
va

ila
bl

e 
(£

)

Household Income(£)

6,000

5,000

4,000

3,000

2,000

1,000

–

Figure 3.1 student support – maintenance grants and loans

source: bIs, The Government Student and Graduate Finance Proposals (bIs 10–1259)

McGettigan T02659 01 text   38 06/03/2013   08:52



sTUdenT loans: The basIcs 39

to access maintenance loans and grants on the same terms as those 
at established universities and cover up to £6,000 of tuition fees 
from 2012/13.

Income conTInGenT rePaymenT loans

Since 1998, the UK has adopted an unusual kind of loan called 
‘income contingent repayment’ loans, ICR loans for short. 
Monthly repayments are determined by the current income of the 
borrower not by the total amount borrowed. This means they are 
fundamentally different to the kinds of borrowing with which most 
people are familiar: such as mortgages or unsecured loans which 
have fixed periods of repayment and where the amount borrowed 
is meant to be repaid along with any interest that has accrued over 
the life of the loan. In addition, ICR loan balances are excluded 
from credit reference checks and will not be considered as debt in 
mortgage applications, although the impact on disposable income 
obviously will.

For the loans under discussion here, repayments commence in the 
April after graduating or leaving university. For the new scheme, 
the repayment threshold has been set at £21,000 for 2016. With 
ICR loans the threshold does not just determine when repayments 
begin, it also determines the level of repayments: in this case, 9 per 
cent of gross income over £21,000.

For example, if two former students both earn £25,000, they will 
repay £360 that year (9 per cent of £4,000), even though one might 
have graduated owing £40,000 and the other £20,000. ICR loans 
therefore are potentially open-ended – the period of repayment 
is determined by how long it takes the regular repayments to 
cover the initial amount borrowed (subject to interest rates). This 
represents the mandatory minimum repayment: borrowers have 
the option of making additional payments. Although an ‘early 
repayment penalty’ was considered that possibility was dropped 
after consultation.

With this in mind, from the perspective of graduates, it is very 
difficult to sustain comparisons with the issues that have arisen 
around fees and loans in countries such as Chile, the USA or, lately, 
Quebec. The tuition fee loans in these countries are traditional style 
loans, where borrowing must be repaid within a certain period and 
where sizeable repayments are demanded from recent graduates 
regardless of income.2 Student debt is therefore experienced more 
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punitively than in the UK where low earners are currently shielded. 
US Federal Student loan debt has reached $1 trillion and there are 
advocates there for moving to ICR loans, or ‘smart’ loans as Eliot 
Spitzer has tagged them.3 

Part-time students

numbering 500,000, home or eU part-time students account for roughly 
one third of the undergraduate population, though provision across the 
country is patchy and not all higher education institutions provide extensive 
opportunity for students to choose this mode. some ‘pre-92’ universities 
see a contradiction between part-time provision and pursuing research 
excellence and international prestige, choosing to focus exclusively on the 
market in full-time school-leavers.4

Part-time study had already been affected by reforms such as the last 
labour administration’s ‘equal and lower Qualification’ ruling. This policy 
stipulated that institutions could only receive direct funding for students 
who were studying for a qualification of a higher level than any they already 
possessed (see Table 6.1 in chapter 6). £100 million of direct funding for 
part-time study was lost annually as a result. fees were reported to have 
risen by as much as 25 per cent. businesses were expected to pick up the 
costs by sponsoring employees to pursue relevant courses, but this funding 
did not materialise in the manner anticipated and enrolments shrank by 
3.2 per cent following its implementation. hardly a sensible policy, when 
retraining should be encouraged.

The current coalition reforms also cut direct institutional funding for 
part-time study. fees have therefore had to rise further. as a trade-off, 
access to the student loan book has been extended. from 2012, those 
beginning higher level study for the first time – 25 to 30 per cent of 
part-time students – can take out loans to cover tuition fees: these are 
now subject to a maximum cap of £6,750, 75 per cent of the full-time 
equivalent. 

Part-time students’ loan repayments will begin to fall due four and a 
half years after commencing the course: this therefore means that most 
will be eligible to repay before graduating. The repayment threshold is the 
same as for full-time students: £21,000.

already a volatile market, part-time study appears to have been badly 
affected by the higher fees with some institutions apparently reporting a 30 
per cent fall in accepted places.5 The danger is akin to that espied by milton 
friedman: underinvestment (see chapter 4 for more detail).
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Is IT a loan or a Tax?

The mechanism governing repayments on student loans resembles 
an additional level of tax with monthly repayments deducted at 
source from payroll or self-employment tax returns. We might 
therefore consider former students to have a marginal rate of tax 
of 41 per cent over £21,000: 20 per cent income tax, 12 per cent 
national insurance, and 9 per cent student loan. Or equivalent to 
61 per cent at the higher band, c. £35,000, where income tax is 
40 per cent. 

The government and its supporters are keen to stress this 
resemblance. In particular, monthly repayments for borrowers 
will be lower on the new scheme owing to the higher repayment 
threshold. If the repayment threshold were still £15,000 as it is for 
those who took out ICR loans before 2012, then our two example 
graduates who earn £25,000 would be repaying £900 annually, not 
£360 – £75 per month, rather than £30. 

Legally, though, the arrangement is a loan ‘with the best features 
of a graduate tax’. One reason a loan scheme has been adopted is 
that loan debts can be pursued outside the British tax system. As 
already noted, EU students must be treated equitably with regard 
to university fees. Through a loan scheme, money can be recouped 
from those who leave the UK. 

At 2010/11, there was £111 million outstanding on balances 
belonging to 18,000 EU students. Of those, 9 per cent were 
behind with repayments, while a further 33 per cent were either 
not currently repaying or not in contact with the SLC.6 The same 
issues would arise with Home students emigrating and this is an 
issue that has troubled the ICR loan schemes in other countries, 
such as New Zealand. The government has increased the annual 
operating budget of the SLC by £10 million in order to improve 
their ability to collect debts from abroad.

In a second regard it is also not like a tax: there are individual 
balances and so repayments stop when the balance on the account 
is cleared. (This benefits the highest earners: under a graduate tax 
they would continue to pay and therefore make more contributions.) 
Although student loans are not dischargeable in bankruptcy, they 
are nullified in the event of death or disability. 

Most importantly, it is government policy on new loans to write 
off any outstanding balance remaining 30 years after repayments 
first fall due.7 The potentially open-ended nature of ICR loans is 
brought to a halt. In this way, the loans have a built-in subsidy to 
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protect future low earners. As a result, between 20 and 30 per cent 
of graduates are modelled to be better off than before (they repay 
less overall), despite graduating with larger debts. I will discuss the 
distribution effect of the loans later: lower earners are better off but 
a significantly heavier burden falls on middle incomes. 

There is much that is counter-intuitive and unfamiliar about the 
effects of ICR loans: they have certain merits but are complex and 
have drawbacks that will be discussed over the course of the book. 

I will now move on to discuss the specific details of the scheme and 
its administration: interest rates, repayment rates and thresholds, 
and the ‘write-off’. 

InTeresT raTes

The newly issued loans will have ‘real rates’ of interest; that is, 
the rates will change annually and be tied to inflation, in this case 
the Retail Price Index (RPI). While studying, students will pay an 
interest rate of +3 on the preceding March’s RPI. For loans issued 
in September 2012, this will be 6.6 per cent for the first year as RPI 
in March 2012 was 3.6 per cent. 

From the April after they have left university, borrowers will 
pay a rate of interest determined by their earnings. Those earning 
below the repayment threshold will pay just RPI, a ‘zero’ real rate of 
interest, while those earning over £41,000 will pay RPI + 3. Those 
earning between those two limits will pay a rate between RPI and 
RPI + 3 as determined by a taper, which increases by 0.00015 per 
cent for each additional pound earned. These interest thresholds are 
expected to be uprated annually in line with the main repayment 
threshold (see below). 

The real rates of interest will mean that many of those repaying 
will be making repayments that do not cover the accruing interest. 
This is the case for both our students from earlier who repay £360 
in their first year. From April 2016, assuming interest rates of 3 per 
cent on their commencing balances of £40,000 and £20,000, they 
accrue interest of roughly £1,200 and £600 respectively, but are 
only paying £360 that year. 

An important point to understand from the policy perspective is 
that governments have the executive power to vary interest rates on 
new loans. The Coalition announced its intention to set real rates 
of interest, i.e., above inflation. To do so it had to sneak passages 
into the 2011 Education Act overwriting the relevant clauses of 
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primary legislation (interest rates on loans taken out before 2012 
are prevented from going above RPI). 

However, its new powers went further and extend to setting 
commercial rates of interest in line with those ‘prevailing on the 
market’. Although governments may not seek to set rates this high, 
it does mean that there is administrative leeway to change interest 
rates within those parameters. Secondary legislation can be used 
so long as market rates are not exceeded.

rePaymenT Threshold and rePaymenT raTe

As already explained, the repayment threshold has been set at 
£21,000 for 2016 when the first repayments on the new loans fall 
due. The repayment rate will be 9 per cent of gross earnings above 
that threshold (this rate has been consistent across all the iterations 
of ICR loans). Again, as with interest rates, where the threshold is set 
is an administrative matter and only requires secondary legislation.

Chapter 1 explained how a concession to the Liberal Democrats 
meant that the threshold should be increased annually in line with 
average earnings from 2017. This adds another variable and another 
layer of complexity to the scheme, but also ties the threshold down 
and gives administrators less flexibility.

It is notable, however, that the regulations for the new loans, 
which were only ‘made’ in May 2012, do not mention any uprating 
and instead only set the level at £21,000.8 Since no increase would 
need to happen before 2017, when those to whom the commitment 
was made are unlikely to be in government, it may be that we should 
expect the threshold to be frozen. Since the threshold is a convenient 
and effective mechanism for controlling the level of repayments, 
breaking the commitment to annual uprating has several advocates 
concerned with the sustainability of the scheme (see Part 4).

The ‘WrITe-off’ 

The loan scheme incorporates a commitment to write off the 
outstanding balances for individuals 30 years after their repayments 
first become due. The first significant write-offs on loans taken out 
in September 2012 will be seen in 2046. The write-off period on 
loans issued before 2012 is 25 years. In Scotland, it is 35 years, in 
Wales and Northern Ireland, 25. As with the other administrative 
details, the write-off can be changed using secondary legislation. 

McGettigan T02659 01 text   43 06/03/2013   08:52



44 The GreaT UnIversITy Gamble

This is in effect a subsidy offered to individuals who take out 
loans. The government underwrites the initial investment: if the 
individual’s education does not result in higher earnings and 
sufficient repayments to repay the borrowing and interest, then 
the government picks up the tab. ‘Public money’ is now a subsidy 
to individuals, rather than expenditure through grants made directly 
to institutions. 

Repayments for Men and Women

figures 3.2 and 3.3 and Table 3.1 come from the Institute for fiscal studies 
who have a sophisticated graduate ‘population’ built out of representative 
salary paths. They modelled a single cohort of 10,000 male students 
and 10,000 female who were assumed to enter higher education in 
september 2012.9

The chart shows the distribution of lifetime earnings distributions for 
men and women which underlies the simulated graduate population. 
There is a difference of £1 million in the median lifetime earnings for men 
(£2.6 million) and women (£1.6 million) according to the Ifs.
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On current estimates, the government expects that just 68 per 
cent of what is lent will have been repaid by 2046. That is, for 
each £1 lent only 68p will return (in today’s prices and factoring in 
the government’s own costs of borrowing). The remainder will be 
lost with the write-off. There is a notable gender difference hidden 
within this figure. Owing to different patterns of lifetime earnings, 
around 90 per cent of what is lent to men is repaid, but around half 
of what is lent to women will be written off.

PhIlosoPhy of The scheme

The philosophy behind the scheme can be gauged from this 
David Willetts letter published in the London Review of Books. It 
summarises the main points covered so far in this chapter.

The Ifs tabulated the results of their simulations by lifetime earnings 
decile and by sex. starting from a debt on graduation of around £40,000, 
we can see the ‘net Present value’ of graduate repayments and the 
percentage of the loan that is therefore repaid on nPv terms.10 The bottom 
row summarises the average effect solely by sex: the Ifs estimates that 
on average women will repay 53.8 per cent of the value of their loan, men 
87.2 per cent. That is, 46.2 per cent of what is loaned to women will be 
written off.

Table 3.1 Projected graduate repayments by lifetime earnings

decile of  Total repayments Total repayments as
lifetime earnings (net Present value) percentage of borrowing (nPv)
 all Women men all Women men

Poorest £4,064 £3,920 £5,764 11.1% 10.7% 15.9%
2 £9,534 £9,155 £11,352 25.9% 24.9% 30.9%
3 £15,244 £14,481 £17,550 41.6% 39.4% 48.3%
4 £20,939 £19,994 £22,805 56.8% 54.2% 61.9%
5 £26,724 £25,833 £28,054 72.2% 69.9% 75.7%
6 £31,155 £30,418 £31,935 83.9% 82.0% 86.0%
7 £34,933 £34,978 £34,901 93.4% 92.9% 93.8%
8 £36,858 £37,166 £36,712 98.4% 98.9% 98.1%
9 £38,702 £38,815 £38,664 102.0% 102.3% 101.9%
richest £40,374 £40,560 £40,345 106.3% 106.5% 106.3%
all £25,852 £20,032 £32,690 69.2% 53.8% 87.2%

source: Ifs, 2012
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We are replacing the teaching grant with an alternative source 
of income from government in the form of student loans, with 
graduates only starting to repay once they are in well-paid jobs. 
We write off about 30 per cent of those loans because we recognise 
that there will be some people who cannot afford to pay them 
back. This offers the best features of a progressive income tax 
charged at a rate of 9 per cent on earnings above £21,000 per 
annum until graduates have paid off the cost of their university 
education. But as we are going to get back around 70 per cent 
of the money through these graduate repayments, the cost to the 
Exchequer is much less than it would be from an unconditional 
teaching grant. Some of the savings we make on the teaching 
grant will go into a more generous maintenance package for 
students so that students from poor backgrounds are not put off. 
It will also enable more income to reach universities than under 
the old system. Our estimate is that, in cash terms, the overall 
public support for universities in 2014–15 could be 10 per cent 
higher than in 2010–11.11

It is like an income tax; it is more progressive – relative to the earlier 
loans; more income gets to universities at a time of austerity; 30 per 
cent of what is loaned is to be written off beginning in 2046 (this 
has now been revised up to 32 per cent as of 2012). 

The obvious point is elided: although monthly repayments are 
lowered, individuals will on average be repaying for longer and 
more in total. But is the scheme progressive? A progressive tax is 
one that takes an increasing proportion of the taxable base as that 
base increases. The key to this is then the repayment threshold which 
has been raised from £15,000 in 2011/12 to £21,000 in 2016.12 
Above that threshold the tax rate is proportional – it is fixed at 9 
per cent – though the interest rate on outstanding balances varies 
according to income.

What this means is that those on the lowest incomes will pay 
less than under the previous scheme, both in terms of monthly 
repayments and in terms of total repayments. The loan scheme is 
less regressive than the previous scheme. However, in terms of a 
graduate tax or general taxation, the highest earners would continue 
to contribute, while under a loan scheme they stop repaying even 
before the 30 year policy write-off (see deciles nine and ten in 
Table 3.1). 

Returning again to the IFS modelling, we can see in Figure 3.3 
that under the new scheme the lowest quartile of earners repay less 
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in total than under the previous system (in NPV terms), despite 
starting with higher debts. IFS assume roughly £40,000 of debt on 
graduation as compared to £15,000 on the previous scheme marked 
as ‘current system’. 

A further point that Willetts has made is significant. From the 
charts above, we cannot see when the repayments are made, but this 
should also be considered as one of the merits of the new scheme. 

In the old system we inherited from Labour where the repayment 
threshold was £15,000, all the burden of paying back was paid 
by people in their 20s and early 30s just when the pressure is 
heaviest. ... The total amount of repayment goes up but we do 
spread it much more evenly across the lifecycle.13

The higher threshold shifts the distribution of repayments to later 
in the loan lifecycle with the majority of repayments falling in the 
second half of the 30 years. This is laudable in one regard. On the 
other hand, by shifting more repayments into the future the scheme 
becomes more volatile and less predictable. This will be the main 
theme of Part 4.

ambIGUITIes

Here we should consider some of the ambiguities generated by the 
complexity of the scheme and the unfamiliar ICR loans. 

£45,000

£30,000

£20,000

£15,000

£10,000

£5,000

£0
10050 60 70 80 903010

N
PV

 o
f l

ife
tim

e 
re

pa
ym

en
ts

Percentile of lifetime earnings distribution

New system

Current system

0

£35,000

£25,000

£40,000

4020

Figure 3.3 repayments under the old and new schemes

source: Ifs, July 2012

McGettigan T02659 01 text   47 06/03/2013   08:52



48 The GreaT UnIversITy Gamble

First, Professor Nicholas Barr provides an important alternative 
perspective on the question above. Is the loan scheme progressive, 
if the expense of it means that many are excluded from higher 
education owing to the rationing of places?14

Second, the commitment to underwrite the loans means that the 
headline tuition fee offered by universities is not really a price. The 
cost to graduates is primarily determined by their future incomes 
not by their initial debt at graduation. For the average graduate, 
there will be no difference in terms of total repayments between 
taking out loans to cover fees of £6,000 per year or £9,000 per year. 

Now the main point of a loan scheme over a graduate tax is to 
have a market where prices operate as a meaningful signal. That 
is, the intention is for different institutions to set different fees for 
different courses. This would not have happened with a graduate 
tax, since each graduate would be taxed the same rate whether 
they had been to the University of Oxford or the University of 
West London and whether they did astrophysics or accounting. The 
public subsidy distorts the market and unless it is removed there 
will be no proper price. 

Third, the government has been sending out mixed messages. On 
the one hand, the scheme is meant to be progressive and affordable, 
but on the other, BIS has been encouraging fee waivers rather 
than bursaries (see Chapter 2). The design of the scheme means 
that it is like a tax and therefore one should not be put off by the 
headline fees; simultaneously, institutions are supposed to offer 
fee waivers to poorer students as part of access agreements in 
preference to bursaries which support them when they are studying 
(i.e., when they need it, before they benefit from their projected 
higher earnings). 

Fourth, we are forced into the surreal situation of assessing the 
loan scheme and likely repayments by looking 30 years into the 
future. These loans are unsecured, there is no asset connected to 
them that can be cashed in, such as, say, a mortgage backed by 
property. We have to assume that there are no profound political or 
economic changes: that somehow nothing happens for the next 30 
years, as if it were just empty time. Indeed, on the best models, most 
repayments begin to arrive in the final decade of the loan lifecycle, 
while the system as a whole begins to reach operational maturity 
only sometime in the mid 2030s. Our habits are not really up to 
thinking about ICR loans with this kind of design.

Fifth, loans are issued in a culture with a particular social 
psychology, or ideology, of debt: that one pays back what one owes. 
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In such a culture, having an individual loan account showing an 
outstanding balance may be subject to interpretations at odds with 
the intentions behind the design of the scheme. How will the public 
view graduates who have received an expensive education but who 
then choose to pursue less remunerative careers? What about people 
who emigrate and end up working in a country where the costs of 
living and salaries are much lower?

Terms and condITIons

The question of distribution is different to the question of 
sustainability. The latter is determined by the level of repayments 
received in future. Estimates depend on both the general shape of 
the economy and graduate earnings for the next 30 years: for the 
most part, this means making assumptions that it will be similar to 
the last 30 years. If the economy stagnates and graduates struggle 
to find appropriate jobs, then repayments may be much lower 
than anticipated.

The broader implications for the management of higher education 
will be discussed in Part 4 but we need to focus on one implication 
here: the contractual situation of borrowers.

Assuming that future governments hold to the commitments 
made by this one, then it would seem that the risk of lower than 
expected repayments here falls on the Exchequer. But governments 
have the option of changing the terms and conditions offered to 
future cohorts. 

Governments can also use executive powers, granted to them by 
the existing legislation, to alter the terms and conditions for existing 
or current borrowers. A clause on page eight of the 2012/13 ‘Student 
Loans – A Guide to Terms and Conditions’ reads:

You must agree to repay your loan in line with the regulations 
that apply at the time the repayments are due and as they are 
amended. The regulations may be replaced by later regulations.15

That is, it is not just that Parliament is ‘omnicompetent’ or that 
future governments cannot be bound by the decisions of earlier 
ones. Rather, it is that Parliament has used its legislative powers 
to give the executive leeway to alter all four administrative details, 
without its oversight. It is clear that the loans are now not merely 
income contingent, but future-policy contingent. 
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It is now too easy for governments to make such amendments: 
there is very little legislative or legal protection.16 New Zealand, 
which operates an ICR loan scheme, used its May 2012 Budget 
to increase the repayment rate from 10 per cent to 12 for existing 
borrowers.17 These borrowers have clauses similar to that cited 
above and so have no legal ability to challenge this decision.

Responding to a question on this matter put by the BIS Select 
Committee, David Willetts commented:

in the letter that every student gets there are some words to the 
effect that Governments reserve the right to change the terms of 
the loans. That is a text that has always been there for students, 
but we have no plans to change the framework we have explained 
to the House of Commons and set before this Committee. ... We 
have set out our plans, but there is always that health warning 
that successive Governments have put on the letter the prospective 
student gets, and I would be irresponsible if I did not say that 
statement is there and always has been there.18

The function of that ‘health warning’ in the ‘letter’ changes as 
primary legislation changes, for example, with the removal of 
statutory clauses setting interest rates at RPI. Besides interest rates, 
repayment rates and the write-off, most likely is that the repayment 
threshold may be frozen. 

Borrowers therefore face some uncertainty – especially if the 
current economic stagnation continues. Future governments could 
decide to exact higher rates of repayment. While it would be 
unprecedented for the terms on loans to be made less generous, 
we need to bear in mind that the new loans are much larger and 
involve a much greater outlay, and hence risk, for the government.

One potential solution to this issue of protection is to remove 
the clause cited above and write the terms and conditions into 
the agreements that individuals sign. This would provide some 
protection against the use of secondary instruments to change 
terms for existing borrowers. Of course, primary legislation could 
overwrite such contracts, but that would be much more difficult to 
implement. The strength of political will required to effect change 
is gauged by the impediments to be overcome.

To summarise the main points of this chapter: ICR loans are 
potentially more progressive than other loans, especially when 
combined with the write-off subsidy. But the scheme is complex and 
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ambiguous, presenting difficulties for a full market owing to the lack 
of proper price and also leaving concerns about the sustainability 
of the scheme. However, this is the price the government is willing 
to pay to achieve a new market in undergraduate recruitment. 
Replacing grants with loans is the central plank of these reforms, 
and, politically, the prime objective.
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Part 2
marketisation

This section of the book provides a thorough account of the 
nascent market in undergraduate recruitment as the government 
seeks ‘supply-side’ reforms to change what is on offer to potential 
applicants: new institutions, changes to established ones, and 
regulatory overhaul.

I feel that the scale and ambition of these changes and their 
potential consequences have been underestimated largely because 
the reforms have been pursued in piecemeal fashion and because 
university vice-chancellors were confident of operating in the new 
terrain. September 2012’s figures on recruitment may have changed 
some attitudes as new undergraduate numbers have dropped to 
levels last seen in 2007.

Chapter 4 examines the motivations, intentions and assumptions 
behind the new market initiatives, while Chapter 5 tracks the 
decisions implemented by the government in setting up new artificial 
recruitment mechanisms and shows why these changes contributed 
to a large drop in undergraduate recruitment in 2012. 

Chapter 6 covers regulation. Without a scheduled higher education 
bill, we find ourselves partially in limbo while the market reforms 
continue apace. The focus of the chapter is on new ‘risk-based’ 
regulation of degrees as a central feature of the new market and 
what that means for current arrangements.

Chapter 7 examines the market entrants who benefit from the 
creation of a ‘level playing field’: this is the external privatisation, 
or ‘marketisation’, of the sector outlined in the Introduction. It 
looks at the entry of private equity through this route and provides 
a bridge to Part 3 on privatisation.

The general effect is clear. Elite institutions, the most selective at 
undergraduate recruitment, and certain kinds of cheaper provider 
(e.g., HE taught in further education colleges and private operations) 
benefit from the reforms: they are allowed and encouraged to 
expand. The majority of institutions previously in receipt of public 
money for undergraduate provision are being restricted – it is getting 
harder for them to maintain their numbers. 
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The strong market position of the established universities must 
be nullified if new providers are not to be driven out by normal 
competitive pressures. The government needs to ensure that aspiring 
providers are not squished in a freely competitive market. Instead 
we see the kind of intervention that was developed in the utility 
privatisation of the 1980s and 1990s: monopolies must be broken 
up or restricted so that market competition can flourish. 
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Why a market? 

Market solutions are a key plank of a general ideology that runs 
across all political parties. Many ministers and influential individuals 
in government today were junior ministers and advisors in the 
heyday of Thatcherism. For them the ‘discipline of the market 
place, the power of the consumer and the engine of competition’ 
was needed in education. But the stumbling blocks were profound 
since a proper pricing signal was necessary for choice to be effective. 
Nicholas Timmins recounts the prolonged efforts of Keith Joseph 
and the young Oliver Letwin to thrash out the problems with a 
voucher system for primary and secondary education; repeatedly 
hitting practical problems for want of technical knowledge.1

The market envisioned by the Conservatives in higher education, 
as a lightly regulated sector with a variety of providers, cannot 
appear fully formed. It has to be created. Therefore we need to see 
what is currently happening as transitional arrangements aimed at 
reconfiguring the sector, its institutions and what they offer (the 
‘supply side’) prior to that new market. Some of the measures will 
be more restrictive in the short term. 

I will suggest that the endeavour is misconceived. In two ways, 
the government misunderstands the kind of ‘good’ that education is: 

1. The market is being set up as if undergraduate education were a 
normal consumer good: it is not. For better or ill, undergraduate 
higher education in England is a positional good: institutions 
are ranked in a hierarchy, and opportunities are restricted. 

2. Its reforms treat it as solely of benefit to the private individual, 
missing the associated public benefits which are now at risk.

The market is often presented in simplistic fashion as a contrast 
to ‘central planning’. What free market competition is meant to do 
– and we do not have it yet in higher education – is distribute scarce 
goods more efficiently, matching supply to demand through the 
pricing signal. Price is the ‘single best indicator of quality’ according 

55
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to the Browne review, which advocated the abolition of tuition fee 
caps for that reason.

Beyond this principle, several others are offered. As Willetts put 
it in 2009: ‘You couldn’t win the argument for higher fees unless 
you could show what was in it for students and their parents.’3 So 
what is in it for students and parents?

First, popular ‘first-choice’ institutions will be freed from current 
numbers restrictions and allowed to expand by accepting qualified 
students whom they would previously have rejected for lack of 
places. Willetts has been keen to encourage Oxford and Cambridge 
to follow his lead here, but instead it is the next tier down where 
such movement has been seen. More students will get their first or 
second choice institutions.

Second, the aim is to ‘foster a more diverse sector that better 
reflects the numerous reasons why people enter higher education’.4 
In this way, applicants will be offered more choice. The key is 
diversity of institutions and courses. There is a diverse private 

Friedman’s ‘The Role of Government in Education’

In education, the ideologues backing these changes have a clear icon. 
milton friedman’s 1955 essay, ‘The role of Government in education’, 
lays out the terrain. Its ideas, though altered, are being realised through 
the use of modern financial instruments, administration and data-
management techniques.2 

friedman’s vision is clear: the state should not administer, let alone own, 
institutions of education but fund a ‘voucher’ to students who then take 
it to the institution of their choice – whether public or private, charity 
or for-profit. The voucher represents a fixed sum of public money which 
can be redeemed at any institution; where fees are higher, parents pay 
the difference. 

a voucher has the advantage over direct funding of institutions since (a) 
the institutions would not be dependent directly on government, but on 
student choices, (b) the voucher would fund ‘activities it is appropriate for 
the state to subsidize’, (c) vouchers could be used at private institutions – 
(who are otherwise faced with ‘unfair competition’ from state-subsidised 
institutions able to charge much lower fees) – thereby promoting a diverse 
mix of providers, which would ‘likely ... be more efficient in meeting 
consumer demands’. (friedman believes that vouchers should only be used 

�
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education market in different kinds of training (yoga, IT, languages, 
etc.) offered via short courses. Should a three-year degree be treated 
any differently? 

David Willett’s credo was set before the vice-chancellors in a 
speech to Universities UK Spring conference in February 2011.

I have worked on many different areas of the public sector over 
the past 30 years. The biggest lesson I have learned is that the 
most powerful driver of reform is to let new providers into the 
system. They do things differently in ways none can predict. They 
drive reform across the sector. Research by Caroline Hoxby shows 
that admitting new schools causes existing schools to raise their 
game. It’s the rising tide that lifts all boats – an insight which lies 
behind Michael Gove’s recent school reforms. It also lies behind 
Andrew Lansley’s proposals to empower GPs so they can choose 
providers in the best interests of patients.5

at ‘approved’ or ‘qualified’ institutions but does not develop an account of 
what regulation would be appropriate.)

This position on public funding through vouchers holds good for ‘general 
education’, where the ‘gain accrues to other members of society’, but for 
professional and vocational training, a loan is more appropriate. The latter 
is ‘human capital investment’, which only benefits the individual in so far as 
the training received increases productivity and boosts subsequent earnings.

We should note here the deviation of current Uk government policy 
which has removed all direct funding to ‘liberal arts’ subjects: these boost 
citizenship and leadership according to friedman, and so count as general 
education. similarly, friedman decries governmental funding for medical 
or dentistry training given the high salaries available afterwards, yet these 
are areas where large grants still remain. 

While friedman would prefer private insurance companies, or the like, to 
offer such human capital loans, he appreciates that there are worries about 
the lack of security on these loans and the ‘factor’ issue – the administrative 
challenge of keeping track of borrowers and repayments. In light of this 
market ‘imperfection’ and the risk of underinvestment it engenders, it 
is appropriate for government to intervene here to ‘help people make 
productive investments in themselves’.

We can clearly see the central co-ordinates of the coalition policy: 
removal of grants, supply-side reform, fee loans extended to students at 
all qualified providers.
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Beyond choice, the third point is that the general consumer pressures 
present in such a market will drive up quality. In response to this 
rising tide, Willetts suggests all universities will have to up their 
game and concentrate on offering an improved student experience. 
This is a ‘bottom-up’ reform raising standards of achievement 
through consumer pressure. This is the equivalent in education 
to the line that free markets are the best means towards increased 
prosperity for all. Chiefly, Willetts believes that the sector has had 
too little incentive to focus on teaching – students as consumers 
will rectify this.

However, it is not clear if this third point is not in some conflict 
with a fourth point. Will the market drive up standards or will 
it offer better value? Writing in the London Review of Books in 
response to Howard Hotson, Willetts states: ‘This competition will 
be partly on price, especially through fee waivers and suchlike for 
students from lower income backgrounds. But, equally, it will be 
competition by quality.’6 This is not so straightforward as Willetts 
imagines. Value is of course measured across two axes – quality 
and cost: both ‘cheap and cheerful’ and ‘expensive but worth it’ 
offer value in this sense.

Finally, a fifth point is that these reforms are about making the 
sector more responsive to other stakeholders and are aimed at 
breaking up the vested academic ‘producer interest’, which protects 
jobs and the status quo. Only competition between ‘providers’, 
and importantly ‘price signals’, can deliver a product of the quality 
desired by a broader community and not determined solely by the 
desires of academics. The Browne review, for example, reported that 
the higher education system did not seem to be responsive enough 
to the needs of business: 

20% of businesses report having a skills gap of some kind in their 
existing workforce, up from 16% since 2007. The CBI found that 
48% of employers were dissatisfied with the business awareness 
of the graduates they hired. This evidence suggests there needs 
to be a closer fit between what is taught in higher education and 
the skills needed in the economy.7 (my emphasis)

Commercial pressures will encourage institutions to orient in 
this way. But this evidence can be read otherwise, as we will 
outline below.
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WhaT mIGhT be WronG WITh markeT reforms?

So we have five points in favour of market reforms: (i) the most 
selective institutions expand, (ii) new providers offer diversity, and 
consumer pressures drive up either (iii) quality or (iv) offer a better 
range of value options, and (v) university courses become more 
relevant as they are required to collaborate more with industry and 
employers. What are the problems with this vision?

Why education is not a consumer Good and What This means  
for choice

Before looking at each of these claims, we should first reiterate 
what was pointed out in Chapter 3. Owing to the design of the loan 
scheme, there is no genuine pricing signal: the headline fee is not 
necessarily what a graduate pays. Moreover, unlike training and 
short courses, an undergraduate degree is not currently amenable 
to normal consumer experience. The kind of consumer testing 
through repeat purchase, with, for example, brands of baked beans 
or beer, is not generally available here. Higher education is for 
most a ‘one-off’ purchase, since as yet the mechanisms to transfer 
between institutions and courses with valid, recognised credit are 
either complex or not in place. Further, the benefits of the product 
often do not become clear during ‘consumption’ but only later, well 
after study has finished. For this reason, it is referred to by Roger 
Brown as a ‘post-experience’ good.8 

At the heart of market-based solutions lies the figure of an 
informed, rational consumer. But if the normal consumer experience 
is not available, what alternatives are there? The government has 
promoted the importance of information provision by institutions. 
Writing to the Guardian, Willetts claimed that ‘the prestige of 
institutions should be based on quality of teaching, not just research. 
So we will massively improve the information available about 
different courses at different institutions...’.9 But it is not clear that 
information about courses can rectify this fundamental difference 
between education and other homogenised consumer goods, no 
matter how reliable and accessible such information is made.10 
While genuine information on costs, for example, is important, 
none of what is proposed is an objective measure of teaching quality 
nor capable of making statistically significant comparisons between 
subjects or institutions.11 

The league tables popular with the press often concentrate on 
the ‘inputs’: the selectivity of the institution, the students who 

McGettigan T02659 01 text   59 06/03/2013   08:52



60 The GreaT UnIversITy Gamble

attend, or the wealth of the institution (the ‘spend per student’), 
rather than the pedagogical experience. While other surveys tend 
towards measuring how ‘satisfied’ students are rather than offering 
any genuine measure of what they have learnt.

The argument in favour of competition was that institutions 
would have to focus on teaching quality, but, in practice, more 
resources may be diverted to data management and maintaining 
statistics. And it is far from clear that any such data will displace 
the general attitudes of employers and the public towards higher 
education qualifications. 

The Browne review averred that ‘students are best placed to 
judge what they want to get from participating in higher education’; 
but knowing what you want is not the same as the quality of the 
course on offer. In the new market with hundreds of potential higher 
education providers, the assumption that consumers can become 
well-informed about what is available appears misplaced, and many 
applicants may be mis-sold courses of study. It will be a saturated 
market where even the experts are unfamiliar with most institutions.

Students cannot try different courses repeatedly as they would 
with other consumer goods. Information cannot capture quality 
objectively. For these reasons, ‘indirect or symbolic’ proxies will 
operate as signals. Prestige will function strongly here. Owing to 
historical legacies and the composition of British society, higher 
education is a positional good in so far as there is a hierarchy 
of institutions and the value of a university place depends on its 
selectivity and relative scarcity (that is, it is not a consumer good 
in so far as it is not available to anyone who wishes to purchase 
it). Students who attend Oxford and Cambridge gain a huge 
advantage in subsequent employment opportunities. In 2012, 
some institutions tried to recreate prestige artificially by setting 
higher entry requirements. Many had to drop these requirements 
dramatically in ‘clearing’ in order to make up their numbers.

Popular Institutions may not expand

From such a perspective, one might see that the expansion of popular 
providers may not be in their own interest: ill-considered growth 
and loss of selectivity may undermine an institution’s position in 
this regard. 

Indeed, Oxford’s submission to the Browne review indicates 
a different goal: altering its student demographic to increase the 
percentage of postgraduates and doctoral researchers – moving 
towards the ‘shape’ of Yale and Harvard. Though the submission 
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emphasised the importance of tutorial-led undergraduate study, it 
was not clear that Oxford believed it had to be one of only two 
institutions to offer that mode. Recall also that both Oxbridge and 
Cambridge stated that the costs of its undergraduate tutorials are 
in excess of the £9,000 available. Expansion would entail further 
losses. Since the tutorial and weekly essay is what differentiates 
‘Oxbridge’ provision it would make no sense to abandon this 
pedagogical mode in order to get more students in.

It is not self-evident that popular courses should wish or need to 
expand. There may be greater market risk in so doing and highly-
performing institutions may not wish to expose themselves to 
this. It is also unclear what incentive exists for highly-performing 
institutions to expand especially where the full costs of a course in 
such institutions are not covered by the combination of residual 
grant and tuition fee.12

David Willetts seems extremely confused on this matter, apparently 
believing it is the city of Oxford’s planning approach that prevents 
expansion. 

diversity and Quality

Turning to diversity, the effects of which will be seen more clearly 
in Chapters 6 and 7, it is important to understand that this diversity 
will be encouraged whilst overall student numbers in the system 
remain largely capped. Diversity at the expense of established 
provision in a zero sum game is quite distinct from the expansion 
available in a market without such restrictions. 

Moreover, questions of quality will be to the fore in the market. 
New entrants are encouraged by lowering existing barriers and 
safeguards, not least around quality of provision. This can be seen 
most clearly in the lowering of the eligibility criteria pertaining to 
university title and degree awarding powers, which we will examine 
in Chapter 6. Can a responsive market co-exist with the traditional 
quality and validation processes? 

With recruitment to the fore in a market, indeed the primary aim 
for many institutions, we may see inefficiencies in so far as resources 
are oriented that way, rather than towards instruction (the third 
argument in favour of the reforms was that consumer pressure would 
improve teaching quality). Investment may instead go towards the 
general student experience or factors influencing the first impression 
made on those attending open days. We may therefore see bigger 
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spend on prettifying the campus, building new leisure facilities and 
upgrading student accommodation and other areas. In the USA, this 
expenditure has become conspicuous and driven more by a need 
to outdo rivals publicly. Here is a phenomenon very close to the 
potlatch described by Georges Bataille.

In so far as these factors above combine with competition on 
price and value for money, we will see an increasingly polarised 
sector. All scenarios show resources increasingly flowing towards 
a small minority who already have the historically accumulated 
advantages of wealth and prestige. Very simply, under the previous 
funding system, a student studying sociology, for example, at 
whatever university, would pay the same fees at £3,375 and the 
government would provide an equivalent level of funding directly 
to the institution via a block grant – equal resourcing. This equality 
now disappears. (I am not suggesting that universities should not 
select on A level results. I am suggesting that additional resources 
– higher fees – should not follow those selection decisions. These 
are two different issues and again different aspects of competition.)

We are on the cusp of a new, more unequal terrain. Perhaps one 
comprising two leagues – a Premier League and a Conference where 
the vast majority of institutions scratch around for students and 
where there is no relegation or promotion between the two. Given 
the arguments offered in favour of value for money, this polarisation 
may be a desirable outcome for the market reformers.

responsive to consumers and business

The fifth and final argument in favour of reforms is that the sector 
would become more responsive. 

When much of the income of higher education institutions came 
from the block grant for undergraduate tuition, this was assumed to 
be a ‘proxy measure’ for activity.13 But as Tristram Hunt noted in the 
Guardian, universities are being pulled between various demands: 
breadth of provision may not be sustainable in a market driven by 
undergraduate fee income.

The real problem is that universities are expected to be all things to 
all people: agents of social mobility, drivers of urban regeneration, 
centres of fundamental research, partners in business, exemplars of 
teaching, hubs of inward investment. For our top-flight institutions 
this is all do-able but many middle-ranking universities, unable 
to compete on cost or quality, will suffer.14
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From the Mandelson years onwards, universities have been 
encouraged to ‘focus on their strengths’ or to find an effective 
market niche. Allowing consumer choice to drive quality and frame 
the provision available seems to risk breadth and quality. 

Becoming responsive to demand may see universities shedding 
subjects which could lead to lost capacity and a contraction in 
the breadth of what is on offer. A much circulated cliché amongst 
academics relates to how other factors such as popular television 
shows influence choices at degree level. Applications for Archaeology 
were boosted by Time Team in the 1990s, while Forensic Science 
received a huge boost from CSI and Silent Witness. Brian Cox’s 
programmes on the Solar System and Universe have had a similar 
effect on Physics. Should a market in HE be able to absorb these 
shifts in demand? Or should we mothball or close courses as 
these trends wax and wane? The specialised training of research 
may be hard to revivify when trends shift again. (We may even 
see the problem of oversupply in certain subjects seen to be more 
professional or vocational – a potential glut of business and law 
graduates, for example.)

Given the associated debt and basic mechanics, of which more 
in subsequent chapters, a ‘more responsive sector’ might end up 
being one that is more oriented to training, whether vocational 
or professional. Are we only interested in an education system 
geared towards employment? Should the main point of the system 
be to conduct training for employers or indeed a large-scale sift on 
behalf of employers so that they are able to draw up recruitment 
short-lists by casting their eyes over a CV (effectively externalising 
recruitment costs)? Since the abolition of the Industrial Training 
Boards, funded by an industry levy, many costs have been passed 
on to the taxpayer or the individual. ‘British businesses spend less 
than their overseas counterparts on training, far less on research, 
and – with a few exceptions – are not exactly world leaders when 
it comes to apprenticeships.’15 

These concerns relate to the five motivations for a market-based 
initiative and put the onus on government not simply to rely on 
credulous ideology. Unfortunately, since this government wishes to 
see a certain amount of creative destruction, what would count as 
evidence for a change of course is not clear. As we will see in the 
next chapter, even a drop of 50,000 accepted places (15 per cent) 
is seen as ‘modest’ or ‘acceptable’ rather than the first evidence of 
market failure and underinvestment in Friedman’s terms.
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To conclude this chapter, I wish to stress the danger to broader 
public benefits.

PUblIc benefIT

Hunt touched on the public benefits provided by universities and 
colleges. By encouraging a level playing field for private providers, 
some of them for-profit, the provision of training, whether vocational 
or professional, is privileged over other aspects of education, and 
any broader public benefits or goods are likely to be threatened as 
private providers have no obligation to promote such activities or 
achievements. 

Similarly, market reforms intended to encourage efficiencies may 
mean the jettisoning of activities that do not produce revenue. 
Moreover, a consumer approach pushes the focus onto accreditation 
– the qualification awarded – rather than the overall experience, a 
tendency towards commodification: only the exchange value of the 
credential is presented. It effectively becomes a financial asset, an 
‘investment’ that boosts future earnings, or a positional good in the 
job market. Universities are then judged by how well they provide 
training that increases graduate earnings profiles (see Chapter 13 
for more detail). 

Over the summer of 2011, a group of academics came together 
to produce an alternative approach to a market in higher education. 
They argued that public interest is not exhausted by demonstrating 
that public money is spent ‘properly’, and that the alternative to 
markets was to attempt to ensure that, whatever students apply to 
do, the provision meets a high standard delivered by a professional 
academic team who are research-active and engaged with the 
broader community of colleagues and practitioners. The document 
they produced, ‘In Defence of Public Higher Education’, aimed to 
account for the public goods neglected in the market-led vision 
of undergraduate study supported by the government and the 
Browne review. 

Its opening paragraph states that documents produced by the 
Browne Review or BIS ‘make no mention of the public value of 
higher education. The only benefits mentioned are the private 
benefits to individuals in the form of higher earnings deriving from 
investment in their human capital, and to the “knowledge economy” 
in terms of product development and contribution to economic 
growth.’16 Its list of broader benefits included:

McGettigan T02659 01 text   64 06/03/2013   08:52



Why a markeT? 65

•	 ‘Public	 universities	 are	 necessary	 to	 build	 and	maintain	
confidence in public debate.’ 

•	 Universities	promote	a	broader	cultural	life	than	economic	
return: creative arts, music, drama, etc.

•	 The	brainpower	and	skills	of	a	population	is	a	national	asset	
not merely private human capital investment.

•	 Universities	produce	professionals	who	play	a	key	function	
within society – doctors, teachers, etc.

•	 Universities	have	an	immediate	economic	impact	 in	their	
locality, but also provide broader social and community 
benefits through use of facilities and cultural life. 

•	 A	recent	report	by	New	Economics	Foundation	was	cited,	
which found that when considering higher education’s 
benefits ‘just three social outcomes – greater political interest, 
higher interpersonal trust and better health – contribute a 
benefit of £1.31 billion to UK society over and above the 
economic benefits’.17

The document concluded that these goods and benefits need to be 
preserved through direct public funding. The block grant was one 
way of achieving this. 

We might add that it is unclear how the reproduction of academic 
and intellectual life more generally will be promoted if the system 
of reproduction based on postgraduate and research degrees breaks 
down owing to accumulated debt, consumer pressures and the 
absence of funding.

Having set out these aims and core concerns about the whole 
approach, we will now turn to particular features of the market: the 
numbers controls governing recruitment; the proposed regulatory 
framework; and the ‘new providers’ being encouraged to enter.
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market-making:  
The control of student numbers

Fashioning a new market in undergraduate recruitment requires 
direct government intervention at several stages. This chapter shows 
how the transitional arrangements for undergraduate recruitment 
at universities in receipt of public funding serve three ends. They 
are designed to drive down overall Exchequer costs, free the most 
selective universities to expand should they so choose, and create the 
conditions under which new private providers can enter the market. 

With regard to the last point, the majority of institutions will 
find it more difficult to recruit than in previous years owing to the 
artificial restrictions first announced in the 2011 White Paper and 
implemented with instructions to the quango, Hefce. The creation 
of a ‘level playing field’ for private providers is achieved through 
bias against many established institutions, who in a free market 
would outcompete any newcomers. 

The advantageous market position enjoyed by public universities 
first needs destabilising. Indeed, so restrictive are the imposed 
recruitment arrangements that only seven institutions charging over 
£7,500 appeared to be clear candidates for expansion and neither 
Oxford nor Cambridge intended to do so. 

Although David Willetts is arguing that more applicants than 
previously got into their first choice university, this increase is a tiny 
number when compared to the tens of thousands who exercised 
their choice not to go at all in 2012. At the time of writing, 
undergraduate numbers entering in 2012 were estimated to be 
50,000 down on 2011.

This chapter will show how the new numbers controls contributed 
to that decline and what it signifies given that the government is no 
longer committed to providing support for ‘unviable’ institutions. 
We will go through each component of the numbers controls in turn: 
the overall cap on students in higher education; the AAB+ policy; 
the manner in which the ‘core’ for each institution is calculated; 
and the margin pool of 20,000 places.

66
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When the plans for higher education were announced late in 
2010, loans were presented as a lesser evil compared to the forced 
reduction of undergraduate numbers (however temporary). Instead 
we now seem to have both: a loan scheme and a large fall in numbers 
which will please the Treasury. 

overall caP on nUmbers

The government controls its loan outlay – for fees and maintenance 
– by controlling the overall numbers of Home and EU students 
starting each year. Undergraduate places are rationed. For September 
2012 entry, this cap amounted to around 325,000 places at HEIs 
(with a further 25,000 HE places available at FE colleges).

The Browne review was concerned with the problem of how to lift 
this cap to expand provision and thereby meet the unmet demand 
evinced by each year’s thousands of unsuccessful applicants. In 
contrast, the Coalition policy was to not only maintain an overall 
limit on numbers, but to remove 10,000 places which had been 
introduced by Labour for 2010. This fundamental difference 
between the intentions of Browne and that of the current policy 
makes a large difference to market dynamics.

That overall limit was previously constructed out of specific 
recruitment allocations assigned to each institution.1 The White 
Paper proposed the managed ‘liberalisation’ of this central imposition 
on institutions, often ‘spun’ as ‘quasi-Soviet’, over the medium term. 
The result was new supply-side mechanisms to govern recruitment: 
the new AAB+ grouping, a special category of applicants, plus the 
‘core’ and the ‘margin’; we examine each in turn. These are artificial 
constraints and more complex than what went before.

Many institutions are hamstrung, encouraged to manage down 
their numbers; this allows for space for new providers, who benefit 
from direct intervention by the government.

‘aab+’ 

‘AAB+’ names a group of applicants who achieve A level results 
of A, A, B or better.2 It was estimated that there would be 85,000 
applicants in this category in 2012. 

Each university and college can recruit as many of these candidates 
as they are able to (with the exception of medicine and dentistry 
which are still centrally controlled separately by Hefce on behalf 
of the NHS). High end institutions seeking to expand will look to 
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pick up these candidates, but each candidate recruited deprives 
other institutions, creating a ‘zero sum’ sub-game within the overall 
numbers controls. This ‘mini free market’ thus produces unwanted 
‘threshold effects’. A volatile competition for a restricted grouping 
of students was made worse by the initial estimates being too high. 
I will explain the implications of this in more detail below.

From the applicant’s perspective, this policy should offer more 
choice to those achieving AAB+ as institutions will be very keen to 
recruit them and some institutions may even offer blandishments, 
such as merit scholarships, common in the USA, in order to 
boost numbers. The University of Kent and Queen Mary offered 
fee waivers of £2,000 or £3,000 to students scoring AAA, while 
Goldsmiths has offered ten free places to the ‘brightest and best 
students from Lewisham, our local borough’.3 

The think tank, Higher Education Policy Institute, has warned of 
an ‘arms race’ developing, as institutions try to fight off rivals for 
these candidates: ‘The upshot may be that there will not in reality be 
a large movement in AAB+ students between institutions, but these 
universities will pay a high price to maintain existing numbers.’4 
One potential problem here has been marked by the University of 
Cambridge: ‘As others have pointed out, AAB+ students will not on 
the whole come from socially deprived groups. Allowing universities 
that can attract more students qualified in this way to expand may 
run counter to the desire of the White Paper to promote greater 
social inclusion in such universities.’5 

The government intends to expand this pool incrementally 
each year and has confirmed that for 2013/14 the benchmark will 
be lowered one notch to ABB+ bringing roughly 40,000 further 
applicants into this class.

The ‘core’ 

Each institution still has an imposed cap on its annual recruitment. 
But these cores are smaller than previous allocations, since ‘AAB+’ 
students and the ‘margin pool’ of 20,000 (explanation to come) have 
been carved out of them. The core places are set for applicants with 
grades below AAB+, that is, equal or lower than ABB. Any AAB+ 
applicant is ‘free’, but each ‘ABB-’ applicant costs: each counts 
against the core.

Calculating the core is complex with several stages, but in brief, 
Hefce used data on the students recruited to each institution in 
previous years to compile the new numbers. Most importantly, 
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past performance in AAB+ recruitment was the most important 
factor in determining the cores for 2012. An institution which had 
managed to recruit 1,000 AAB+ students in 2011 had that number 
subtracted from its central allocation. This means that institutions 
can only maintain their numbers by competing for AAB+ students 
and equalling or bettering their previous performance. 

In order to address the concerns about widening participation 
raised by Cambridge above, the most selective universities were 
given a large advantage here: no core could be lower than 20 per 
cent of the previous year. For example, an institution which had 
2,500 AAB+ students out of a first year complement of 3,000 would 
have its core reduced to 600 (20 per cent), rather than 500 (3,000 
minus 2,500). Thus leaving it with greater potential to expand – its 
‘implied total’, according to the official jargon, would be 3,100: the 
new core plus the ‘implied’ AAB+ students, resulting in a potential 
increase of 100.

Here is the first instance of what was set out in the introduction to 
this chapter: elite, selective institutions benefit, others are put under 
recruitment pressure despite the enormous unmet demand to go to 
university. Tables 5.1 and 5.2 show the early contours of the new 
polarisation created by government. These are the Premier league 
and the lower league mentioned in the previous chapter.

Table 5.1 shows those higher education institutions suffering 
the biggest loss of ‘implied places’ by percentage in 2012 (ranked 
by loss with largest at top). The columns show, in order from left 
to right: the core, anticipated AAB+ recruitment, implied total for 
2012 entry, the 2011 numbers control (for comparison), followed 
by numerical and percentage differences.

Table 5.2 shows all higher education institutions which lost fewer 
than 5 per cent of places (excluding specialist institutions which 
chose to ‘opt out’ and institutions which bid for margin places). It 
also demonstrates that there were only seven institutions ‘implied’ 
to gain from the policy. These are indicated in bold: Oxford, 
Cambridge, Bristol, Durham, Imperial, LSE and the very small 
Courtauld Institute of Art. University College London is on the 
cusp, but improved its recruitment to achieve expansion in 2012.

There are a couple of further implications of this policy to 
emphasise. First, less prestigious institutions are unlikely to be able 
to recruit sufficient additional AAB+ students to make up for their 
loss to the core. These institutions will therefore shrink.

Second, were the selective, prestigious institutions to decide 
to expand, then the others would struggle to maintain their past 
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performance and therefore face even bigger losses than ‘implied’. 
Institutions who previously picked up AAB+ candidates rejected by 
the top handful may find themselves exposed here: caught between 
the immovable object of the number of AAB+ applicants and the 
irresistible force of bullish institutions.

There is though an alternative for an institution not wishing 
to shrink: institutions can consider bidding for the new ‘margin’ 
of places. 

The ‘marGIn’

The margin is a second pool of 20,000: a pool of places as opposed 
to applicants (AAB+). Its 20,000 do not represent additional places 
in higher education; the margin was created by taking a percentage 
cut from each institution’s core. Institutions were invited to bid 
for those places for specific courses. Any numbers gained through 
successful bids were in addition to the core and AAB+ recruitment. 
However, only those institutions charging under £7,501 on average 
after fee waivers were eligible. This is therefore an incentive for 
institutions to lower prices or switch their ‘spending’ commitments 
in access agreements from bursaries to fee waivers so as to sneak 
under the qualifying average.

When the White Paper announced the new margin pool in June 
2011, universities had already set their 2012/13 fees and agreed 
their access initiatives with Offa in time for recruitment to begin in 
Autumn 2012. The ‘margin’ appeared to be a crude intervention to 
encourage institutions to revise their original decisions: they could 
then bid for some of the places they had lost from their core. 

The message was clear: the less selective universities ought to 
lower their fees to £7,500. The difficulties of such a move were set 
out in Chapter 2, especially for the London institutions with higher 
overheads. Most universities decided to ‘hold tight’, preferring to 
lose places but maintain a higher fee.

Further bias can be seen in BIS’s instruction to Hefce, which 
oversaw the first tendering process. Hefce was to ‘pay attention to 
value for money and quality, particularly encouraging bids from FE 
Colleges and alternative providers with the capacity to introduce 
new, or grow existing, higher education provision’.6 

HE courses taught in FE colleges are cheaper, with the average 
tuition fee in 2012/13 coming in at £6,989 per year (as compared 
to £8,100 in universities). The margin was aimed at taking places 
away from the established universities and distributing them to 

McGettigan T02659 01 text   72 06/03/2013   08:52



markeT-makInG: The conTrol of sTUdenT nUmbers 73

cheaper providers, many of whom were offering HNCs and HNDs, 
not full degrees, validated by the for-profit education conglomerate, 
Pearson. Here, lower level qualifications are replacing undergraduate 
degree places. The end result of the process was announced in 
February 2012: ‘9,643 places have been distributed between 35 
higher education institutions (HEIs), and 10,354 places between 
155 further education colleges (FECs).’ 

Assessing the full impact of this swing is a little complicated. Ten 
thousand places appear to have been transferred from HEIs to FE 
colleges, but some of the places awarded to FE colleges compensated 
for lost places previously franchised by higher education institutions 
(see Chapter 6 for more details). But the big winners amongst 
universities were Anglia Ruskin (569 places), London Metropolitan 
(564), Nottingham Trent (558) and Staffordshire (549). Amongst FE 
colleges, Hartpury (352), Newham (294), Newcastle (260), Norwich 
(249) and Mid Kent (214) picked up more than some universities.7 

The 20,000 places allocated this way will be repeated in 2012/13 
enabling the change to bed in. For 2013/14, however, only a further 
5,000 places will be redistributed through the margin and it will 
operate in a different manner with the eligibility fee cap altered.8

WhaT acTUally haPPened In 2012?

So far I have treated the numbers controls separately from the 
question of successful recruitment. This enabled the demonstration 
of a systematic bias against a large group of English universities. 
The numbers controls made it more difficult to maintain numbers 
at many institutions, but this is different from their ability to recruit 
in the new terrain, which depends on a large and complex network 
of factors.

What did happen in the 2012 recruitment cycle and what might 
it further reveal about the future contours of this new market? 
As I write in September 2012, UCAS is reporting a drop in new 
Home/EU undergraduate enrolments of at least 50,000. The overall 
reduction in numbers was anticipated but not on such a scale: Hefce 
anticipated that HEIs would lose 19,500 places, while FE colleges 
would gain 8,570 directly funded places (a 48 per cent increase). 
Although authoritative analysis is not yet possible at the time of 
writing, we can suggest six further factors: 

1. fewer deferrals from the 2011 entry cycle as applicants opted to 
avoid the imposition of higher fees; 
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2. a wariness from institutions around over-recruitment given new 
enhanced penalties and a less flexible scheme;

3. the mis-estimation of the ‘AAB+’ numbers, which reduced that 
pool by at least a further 6,000; 

4. unfamiliar threshold effects caused by AAB+; 
5. a reported failure on the part of the margin places to attract 

students; 
6. and, perhaps most importantly, changed consumer behaviour. 

Taking each point in turn, the 2012 entry cycle began with a base of 
deferred acceptances, which was lower by about 10,000 on previous 
years, as some of those applying in 2011 who instead may have 
opted for a gap year decided to avoid the new funding regime. 

Second, institutions may have been reluctant to risk over-
recruiting. The new measures looked to be more punitive – with a 
penalty of perhaps £10,000 per student and no margin for error. 
Such tight restrictions will present universities with difficulties in 
a system where offers are made before qualifications are known 
in the majority of cases, and where ‘articulation arrangements’ 

Opt-outs and Exemptions for the Numbers Controls

Exemption
specialist institutions offering creative arts, performing arts and design can 
apply for exemption from core, margin and ‘aab+’. 

To be eligible, institutions must recruit primarily via audition or portfolio, 
not qualifications. most have exercised this ‘opt-out’ and instead maintain 
their previous student numbers allocations, reduced only by the minimal 
cuts (around 3 per cent) needed to reflect reduction in overall student 
numbers. In return for exemption, they have no option to expand.

This opt-out will remain in place for at least three years beyond 2013/14. 
such conservatoire and studio settings can often also attract direct funding 
through the ‘small and specialist institution’ funding. 

This policy applies only to specialist institutions: the same courses offered 
within larger universities providing a diverse range of subjects cannot apply 
for exemption. 

since applications to such courses are often ‘post-qualification’ (the 
applicant will already have sat a levels or equivalent before embarking on 
a preparatory foundation course), whether a candidate is aab+ or not is 
known in advance. although opting out avoids the complications above, 

�
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guarantee places to those who have succeeded on lower level, access 
or foundation courses run within the institution or at partners. 

Third, earlier in 2012, Hefce had estimated that there would 
be 85,000 applicants with AAB+ or equivalent. This benchmark 
factored in an expected annual increase in those achieving the 
highest grades at A level. However, 2012 saw the first decline in 
numbers achieving top grades for 20 years. According to reports, 
the pool of AAB+ applicants with A levels was 10,000 below the 
estimate. An increase of 4,000 in applicants holding qualifications 
equivalent to those grades at A level partially offset this reduction.

In total, only 79,000 applicants were classed as AAB+ reducing 
the pool by 6,000. Overall numbers were therefore reduced by 
the same amount, because core allocations at each institution had 
been reduced to accommodate the estimate. The core was stable 
but the reduction in AAB+ meant competition at this level was 
tougher than anticipated. The new elite shown on Table 5.2 further 
disadvantaged themselves as they are less likely to accept some 
equivalent qualifications, such as distinctions in BTECs. The Russell 

selective institutions with canny management may have worked out how 
to exploit that situation. If popular courses in say, fine art, at Goldsmiths 
or Ucl, where no opt-out is possible, decided to expand, then specialist art 
schools who have opted out may still struggle to recruit. 

Overseas Students
overseas, non-eU, students are not subject to any recruitment allocations, 
or fee caps, though the current issues with the Uk border agency and home 
office, who are recording students in the net migration statistics, may limit 
this avenue (see chapter 8).

Alternative Financing and Sponsorship
overseas students are exempt from numbers controls because they cannot 
access the student loan scheme. one option mooted was to allow home 
or eU students who chose not to take out loans to be treated similarly. This 
was rejected as benefiting richer students unfairly. 

While the possibility is excluded for individuals, where entire courses 
are sponsored by companies or charities, these do fall outside the numbers 
controls as all fees are covered and there is no ‘draw on public funds’. such 
‘closed’ courses are ‘off-quota’. here we can see an incentive for universities 
to extend industry and business collaboration.
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Group is reporting lost income totalling £80 million amongst its 
members and filled 11,500 fewer places than expected.9

With regard to the fourth point – expansion and ‘threshold’ 
effects – although Oxford and Cambridge opted not to expand 
(for reasons explained in Chapter 4), Bristol, Durham, King’s 
College London, Imperial and UCL were aiming to do so. Bristol 
took an additional 600 and UCL, 300. As explained above, this 
leaves fewer AAB+ applicants for others to recruit, undermining 
their ability to match their past performance. As an example of a 
‘threshold effect’, the University of Southampton reported that its 
numbers were down by 600, though its ‘implied total’ indicated that 
a par performance would see 192 fewer. They complained that they 
had qualified applicants who they would like to recruit, but were 
prevented from doing so by the restrictions on core recruitment. 
We may see here a polarising tendency within the elite as first and 
second choice institutions outcompete those who pick up applicants 
rejected by the very top.

Other reports indicate that some prestigious institutions dropped 
the normal grade requirements significantly in Clearing in order 
to maintain stable numbers. As their place in this market depends 
on their position as selective institutions, some of the new elite 
may retrench and reduce numbers rather than have to repeat such 
behaviour in future. From the elite perspective, the influence of 
other positional markets, such as research and global competition, 
provides a further set of considerations. 

In the medium term, a few institutions have plans for serious 
expansion. UCL’s designs for a new campus in Stratford have been 
approved by Newham council, while Imperial has just purchased 
the former BBC site in White City, to be known as Imperial West. 

What this reveals is a level of complexity on the supply-side 
misjudged in government rhetoric about consumer choice. From the 
demand side, points five and six, we can see that consumers may 
have exercised their right not to buy the product on offer, judging 
it over-priced. David Willetts has claimed that more applicants than 
ever got into their first choice universities, but thousands opted not 
to take up offers made to them.

We need to emphasise one political advantage of a market. 
Willetts and members of BIS have described the fall as ‘modest’ or 
‘acceptable’. The market enables them to maintain ‘clean hands’ 
in a way they would not have managed had they imposed cuts of 
50,000 centrally. Blame can be passed to institutions who misjudged 
the new market. But in policy terms the government does not have 
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clean hands, and is pressing on with its gamble. By pushing on to 
move to ABB+ in 2013, the government is ‘doubling up’, hoping 
things will settle down despite the problems with the threshold 
effects described above.

We are moving forward very rapidly here and the consumer 
behaviour that is most noticeable is a mixture of debt aversion 
and doubts about whether higher education is worth it for 30 years 
of repayments. 

vIabIlITy 

I conclude this chapter by emphasising how the numbers controls 
and the market have a further edge: financial viability. University 
finances are probably the best they have been in recent history, with 
large cash reserves and surpluses at most institutions; but there are 
also significant debts and few are immune to the problems that 
would come from a failure to recruit at their recent levels.

In the short term, it is possible to sit tight in the face of a small 
loss of income, but with the cumulative effects of shifting pools 
eating into the core, along with changing pressures on applicants, it 
is not clear that there is a ‘do-nothing’ scenario in the medium term. 
Many institutions will have to consider retrenchment – narrowing 
provision and concentrating on areas of particular strength. Other 
options include concentrating on postgraduate or short-course 
provision, or lowering fees to go for the market opened up to 
commercial providers. 

But this market may also undermine the viability of established 
institutions. The government is sanguine about such a turn of events. 
Paragraph 6.9b of the 2011 White Paper states:

Currently, HEFCE can take action in the public interest where an 
institution is at risk of getting into financial difficulties. Providers 
that perform poorly under the new funding arrangements will 
primarily be those that fail to recruit enough students. Like its 
predecessors, the Government does not guarantee to underwrite 
universities and colleges. They are independent, and it is not 
Government’s role to protect an unviable institution. However, we 
see a continuing role for a public body to work with institutions 
at risk of financial difficulties.

Its proposal for a ‘continuing role’ is for Hefce to act as administrator 
and oversee an ‘orderly wind-down of activity’ that would protect 
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the students (by finding them alternative institutions at which to 
complete their studies).10

Any ‘failure to recruit’ is going to owe much to the artificial 
supply-side impositions outlined above. There is large unmet demand 
which ought to increase as the compulsory school age is raised to 18, 
assuming potential students are not all dissuaded by the mess of a 
financing scheme. Institutions who through bad luck fare poorly in 
this new rigged game know the blame should be placed mainly on 
the government’s reforms and their rushed implementation.

Mergers have been seen before in the sector, while management 
takeovers of ‘unviable’ hospitals are now occurring in the National 
Health Service. Late in 2012, the University of Bolton sought out 
staff opinion on an appropriate response to the ‘imminent financial 
and sustainability risks’ it faced. It offered three basic scenarios: 
redundancies, do nothing, or seek takeover by another university.11 

One function of this instability is to ease the entry of new providers 
and private equity into the loan-funded sector, creating new outlets 
for value extraction. This will be the theme of Chapter 7, while 
the possibility of university ‘buy-outs’ is discussed in Chapter 9. In 
the next chapter we will see how the overhaul of the framework 
governing degree standards also serves to create a level playing field 
for private operations.
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risk, deregulation and 
deprofessionalisation 

What kind of regulatory framework do you need for higher 
education? The route into this question is to consider that while it is 
perfectly possible to set up Crouch End College and award diplomas 
in coffee retail, the title ‘university’ and the power to award degrees 
of various kinds are legally protected.1 In addition, there are laws 
and regulations governing the kind of institutions that can receive 
direct public funding (grants) and which students can access the 
loans provided by the SLC. At root is a question of standards and 
whether they are to be guaranteed, policed, monitored or left to 
market forces. The government wants to see a new, diverse range 
of experiments in provision, but can it avoid the associated risks 
with people’s education and student experience?

A lower bar on ‘market entry’, to create a ‘level playing field’, 
allows more businesses into the sector but threatens the traditional 
approaches to quality assurance. If it becomes easier to gain the 
power to award degrees or to style a business as a ‘university’, how 
does the sector avoid a ‘subprime crisis’? Concerns here arise around 
the deprofessionalisation of higher education.

The delayed he bIll

When the Higher Education White Paper was published in 
June 2011 it set out a proposed structure for a new three-tier 
regulatory framework. This would have been the centrepiece of 
the planned Higher Education Bill. With the Bill now delayed, 
perhaps indefinitely, as a result of Coalition politics and union-led 
opposition, we are therefore somewhat in regulatory limbo. 

In June 2012, the government formally responded to consultations 
run off the back of the White Paper, and seemed to indicate that 
they were adopting a wait-and-see approach:

The White Paper set out proposals for primary legislation to 
create a new regulatory framework. Many responses to the White 
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Paper stressed that we do not yet know the full effect of the 
new funding arrangements. Hence, it cannot be clear what form 
of regulatory framework will be appropriate. We will therefore 
not at this stage be seeking to introduce changes to primary 
legislation, but will move our reform agenda forward primarily 
through non-legislative means. We will keep this situation under 
review.2 (my emphasis)

Responding to Howard Hotson in the London Review of Books, 
David Willetts had asserted that quality assurance depends on 
‘regulation and a clear legal framework’.3 But now he apparently 
no longer holds to that position, since he is happy to see how things 
develop before legislating reactively. 

In a blasé moment before the BIS Select Committee, when asked 
directly about the likely date for the appearance of a Bill, Willetts 
replied, ‘Who knows?’ The government intends to be ‘ingenious’ in 
using its existing powers to press on with a piecemeal recomposition 
of the higher education landscape. But there is one pressing issue 
to be resolved with primary legislation: Hefce needs to be given 
powers to control access to the student loan book. There will also be 
political pressure from universities as they demand clarity and begin 
to feel the competitive pressure from below. A late Bill, prepared 
in 2014 towards the end of this Parliament, could be one way to 
exploit that pressure – pushing through primary legislation under 
the cover of urgency, meaning that scrutiny is limited.

This chapter will look at the proposed regulatory framework 
which is primarily designed to integrate private operators into what 
was the publicly funded higher education sector. It will consider the 
implications of the proposed framework and its new ‘risk-based 
approach’ to quality (which is proceeding after instructions were 
given to Hefce). 

The reGUlaTor: hefce

A lightly regulated market of private companies needs a regulator. 
The Browne review had proposed creating a superquango, HE 
Council, to act in this way. This would have required primary 
legislation as it involves the creation of a new body. Instead, the 
government is keeping the existing quangos, Hefce, QAA, OIA and 
Offa, and tweaking their functions. This enables it to effect piecemeal 
reforms more quickly, especially as the senior personnel in these 
existing organisations are supportive of the government’s reforms. 

McGettigan T02659 01 text   80 06/03/2013   08:52



rIsk, dereGUlaTIon and deProfessIonalIsaTIon 81

Hefce has been nominated to act as the lead regulator. It is to be 
transformed from a funder which has some regulatory functions to 
the lead regulator which provides some (mostly research) funding. Its 
function will be analogous to Monitor in the NHS, or the regulators 
in the utility sector (Ofgem, Ofwat, etc.). That would seem to 
transform it at core, even though the name and personnel may remain 
the same. Hefce’s chief executive Alan Langlands was formerly chief 
executive of the NHS executive (1994–2001), and recent board 
appointments have been of people with NHS experience.

Originally established in 1992 to oversee standards of provision, 
distribute grant funding, and monitor the use of that funding (and 
general financial stability), Hefce has gained several functions in 
the intervening years. For example, it now oversees the universities 
and charities which are exempt charities (the majority) on behalf of 
the Charity Commission. Responsibilities for promoting knowledge 
exchange and widening participation were also added more recently.

Under the new structure, Hefce would be tasked with promoting 
competition in the interests of students as consumers and overseeing 
qualified providers; it is meant to achieve a memorandum of 
understanding with the Office for Fair Trading and to concentrate 
on ‘abuse of market position’, price fixing and ‘anti-competitive 
practices’. It is not clear at this stage how Hefce can oversee 
competition between private companies and hold some of them to 
additional requirements in respect of charitable status.

In so far as it needs to be given new powers, then primary 
legislation is required. The government’s efforts to be ‘ingenious’ 
may have some effect, but instructions to quangos are in danger of 
exacerbating a democratic deficit, given that Hefce only appears to 
be accountable to the Secretary of State.

hefce and PUblIc fUndInG 

Owing to the changes achieved without legislation, we may indeed 
hit some major snags if nothing is established before 2015. For 
example, Hefce’s powers only relate to the bodies it currently 
funds with grants. It therefore has no current relationship with the 
private sector. 

It ensures compliance with student numbers controls at established 
universities (the subject of Chapter 5) because it threatens to claw 
back grant funding in the event of over-recruitment. Over-recruit-
ment was a viable strategy for publicly funded institutions because 
the institution would still receive fee income from students. 
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All eligible students have the right to access loans for tuition fees 
and maintenance. This now becomes a pressing problem. Once we 
hit 2014/15, when three cohorts of students will be on the new 
funding regime, Hefce will no longer be distributing any block 
grant for undergraduate teaching to many institutions (for example, 
those which do not teach medicine or the subjects that still attract 
some direct funding). 

In such cases, there would no reason for the institution to 
comply with the imposed numbers controls – every student in the 
college would have the right to access loans and there would be 
no carrot or stick that Hefce could use to effect compliance. In a 
recent consultation, Hefce admits: ‘Our current ultimate sanction is 
withdrawal of funding, which may not in the future be an effective 
mechanism.’4

Hefce would therefore have to be given the power to enter into 
binding contracts with providers as a condition for access to the 
loan book. This would underpin the basic sanction in the proposed 
regulatory framework. Paragraph 6.13 of the White Paper contains 
the following passage:

HEFCE, as primary regulator, will be expected to monitor 
providers, address signs of failure and agree recovery arrangements. 
Should an institution fail to meet any of these requirements, 
despite having been given time to take remedial action, their 
access to student support finance could be suspended or stopped.

We should therefore expect to see some form of primary legislation 
even if it is not in the guise of a Higher Education Bill.

The frameWork: WhaT Was ProPosed? 

As already noted, the proposed framework was intended to integrate 
the private sector and what were the publicly funded HEIs. A 
three-tier system would see institutions positioning themselves at 
one of the indicated levels:5

1. Bodies holding taught degree awarding powers (DAPs). These 
institutions must comply with quality assurance measures and 
provide an independent dispute resolution arrangement for 
students (with the Office of the Independent Adjudicator).

2. Institutions designated for student support. ‘Student support’ 
covers maintenance grants and loans for fees and maintenance. 
Those seeking access to that money for their students must abide 
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by additional regulations. They would be obliged to set fees 
under the maximum tuition fee cap (currently £9,000) and be 
assessed by the regulator to ensure financial sustainability. They 
would have to comply with student numbers controls as per 
Chapter 5. Any institution seeking to charge over £6,000 per 
year would have to enter into an access agreement with Offa.

3. Institutions seeking access to teaching grants. These institutions 
would meet all of the requirements for 1 and 2, but in addition, 
must be not-for-profit and meet any conditions specific to the 
grant. This would cover subjects in Bands A, B and, from 2013, 
C1 (see Chapter 2 for details).

Established higher education institutions already in receipt of public 
grant funding would fall into tier 3. Tiers 1 and 2 primarily relate 
to private higher education providers which have decisions to make 
about how to position themselves, since this proposed framework 
alters the conditions under which they currently operate, especially 
in relation to access to student support. This is discussed in detail 
in Chapter 7. 

Here we now look at ‘degree awarding powers’ (DAPs), which 
are crucial to quality regulation.

deGree aWardInG PoWers

Higher and further education in the UK currently operates under a 
framework that differentiates qualifications on a scheme determined 
by the amount of study required and different learning outcomes. 
This framework is shown in Table 6.1.

Table 6.1 further and higher education Qualification (fheQ) framework

Higher Education Qualification FHEQ level

Doctorates 8
Master’s Degrees (MSc, MA, MRes, MPhil, etc.) 7
 Postgraduate Diplomas
 Postgraduate Certificate in Education (PGCE)
Undergraduate Degrees 6
 Graduate Diplomas
 Graduate Certificates
Foundation Degrees (FdA, FdSc) 5
 Higher National Diplomas (HND)
 Diplomas of Higher Education (DipHE)
Higher National Certificates (HNC) 4
 Certificates of Higher Education (CertHE)

Source: QAA, Further and Higher Education Qualification framework, 2008
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Under current regulations, undergraduate degrees are level 6. 
The institutions able to award degrees are restricted: it is a legally 
protected qualification. Level 4 corresponds to one full year of study 
at undergraduate level, level 5 to two years.

The majority of institutions that hold the power to award degrees 
do so by virtue of statute or Royal Charter. That is, they were 
granted the powers by the state. The former polytechnics, previously 
awarding Council for National Academic Awards (CNAA) degrees, 
were granted the power to award their own degrees under the 1992 
Further and Higher Education Act: this was a crucial component of 
their transformation into autonomous universities. Exceptionally, 
Oxford, Cambridge and the Archbishop of Canterbury have the 
power to award degrees without having received that formal decree 
(in some ways this is a feudal legacy).

Since 1992, the Privy Council has overseen a process by which 
other institutions can apply for DAPs in accordance with regulations 
that were amended in 2004 for England and Wales.6 As part of its 
deliberations, the Privy Council is advised by the Quality Assurance 
Agency and the appropriate minister. Bodies not in receipt of public 
funding only receive powers for six years, at which point they must 
be renewed.

At present, the assessment is dependent on staff and 
institutional set-up. Crucially, since degree awarding powers are 
given to ‘autonomous’ institutions, those applying must offer ‘a 
well-founded, cohesive and self-critical academic community that 
demonstrates firm guardianship of its standards’. Staff must not 
only be ‘competent to teach’ but also be ‘active and recognised 
participants in research and/or advanced scholarship’.7 

Alongside this fundamental principle, the institution must have a 
track record in undergraduate teaching and clear and appropriate 
mechanisms for ensuring that academic judgement is safeguarded 
and promoted. An institution is responsible for enabling staff 
to maintain ‘a close and professional understanding of current 
developments in research and scholarship in their subjects’, 
as ‘teaching for degree-level qualifications should reflect, in a 
careful, conscious and intellectually demanding manner, the latest 
developments in the subject of study’.

This point is perhaps underappreciated: academics are therefore 
responsible for standards, and institutions for ensuring that 
academics are supported in this regard. It rests on the sine qua non 
that a self-critical academic community exists.8 The high bar set 
here is the key plank of current quality control. 
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WhaT Was ProPosed In The reform of deGree aWardInG 
PoWers?

The government has not yet prepared detailed or draft regulations 
on degree awarding powers. But it is keen to create supply-side 
reform in the interests of a more diverse market. Advocates of 
‘supply-side’ reform may take different positions on what should be 
done here. Some promote online learning and two-year fast-track 
degrees, which involve students (and academics) eschewing the 
traditional timetable with three terms or two semesters and summer 
holidays and instead studying through without a break to create an 
extra term or semester. 

Others are in favour of making the content of a degree more 
vocationally or professionally relevant. While still others believe 
that the government should be moving away from the traditional 
focus on level 6 – and the middle-class shibboleth or rite of passage 
of three years full-time study away from home. Many students may 

The Quality Assurance Agency 

The Quality assurance agency is an independent charity, and technically not 
a quango. It has a Uk-wide remit: higher education institutions within the 
public framework are required to subscribe. These subscriptions generate 
one third of its annual income; the remainder comes from a contract with 
hefce, on whose behalf it conducts audits of higher education institutions. 

because it relies on the self-critical community of academics, the Qaa 
focuses on paper trails, handbooks, guidance manuals and assessing 
procedures. It is viewed dimly by many academics owing to these ‘box-ticking 
exercises’. If it were clearer that the Qaa’s role here is supposed to be 
complementary to that of academics, such resentment might be avoided. 

however, the Qaa’s attempts to colonise academic judgement through 
its ‘benchmark’ standards in different subjects is unhelpful here. similarly, 
the recent initiative to establish Qaa as a kitemark is probably misconceived 
given its dependence on academic communities and its own status as a 
subscription-based institution.9

Its other core function is to prepare independent reports for the Privy 
council in relation to applicants for degree awarding powers. comments 
by the chief executive, anthony mcclaran, in october 2012 seemed to 
indicate that Qaa had begun to see its role as offering a ‘gateway to new 
providers’ as opposed to policing stringent requirements.
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be better served by well-designed level 4 and level 5 qualifications 
where they can acquire higher level vocational and professional 
skills suited to the current shape of the labour market.10

These three developments appear to be happening simultaneously. 
This means that things are increasingly becoming blurred. What 
seems clear is that the government would like to reframe our current 
understanding and practices around degrees and what institutions 
can award them.

Pushing for alternative providers will involve lowering the current 
barrier to DAPs or making access to them through partnerships of 
one kind or another more easily available. We will look shortly at 
the new ‘risk-based’ quality assurance measures being implemented 
without legislative change, but we first need to consider the 
liberalisation that introduces new risks in the first place. 

This is the crux: allow more operators to operate but react to any 
failings. For example, the White Paper indicated that the required 
track record of higher education provision would be reduced to just 
two years and, in addition, overseas activities would be considered. 
One might consider this in context: it took roughly 20 years for 
polytechnics to receive their own DAPs. 

The basic idea is that more institutions will be allowed to 
award their degrees, but if concerns about quality are raised, the 
regulator will have the power to intervene and ‘suspend or remove 
degree awarding powers, however granted, where there is clear 
evidence that quality or academic standards continue to be below 
the acceptable threshold and efforts to improve the position have 
proved unsuccessful’.11

bodIes ThaT do no TeachInG: Pearson deGrees

A further idea strongly supported by Willetts was the radical 
suggestion that it should be possible to grant DAPs to institutions 
that do no teaching. The preferred recipient of these powers is 
Pearson plc, which owns the examination board, Edexcel, that 
awards HNCs and HNDs, level 4 and 5 qualifications. In 2011, 
Willetts wrote:

In addition, we will end the fixed, yet illogical, link between 
degree-awarding powers and teaching. We have, perhaps unin-
tentionally, created a regulatory system which says that awarding 
bodies must also teach students. That would be seen as absurd in 
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any other part of the education sector. It is also ahistorical, for 
the past growth of higher education in England was based on 
colleges teaching students for external degrees. The polytechnics, 
for example, taught degrees examined by the old Council for 
National Academic Awards. This is a model with much going for 
it because it means students at new institutions can obtain degrees 
or other qualifications from prestigious and well understood 
institutions. Employers, in particular, are likely to value such 
clear signals.12

Having seen the centrality of academics within the current quality 
control system, the reader may be surprised by the strength of this 
intention. But the idea was developed in the Technical Consultation 
where the government committed to ‘removing the barriers’ that 
prevented non-teaching bodies from gaining DAPs. To analyse the 
proffered argument critically: 

1. There is nothing ‘illogical’ in the coupling of DAPs and teaching: 
according to current regulations, academic communities 
safeguard standards and represent ‘professional integrity and 
judgement’.

2. It is not clear why Willetts believes we need to turn the clock back 
to the mid 1800s, given the infrastructure we now have available. 
To be ‘ahistorical’ is not to see the change that has occurred over 
the last two centuries: Willetts makes an opportunist appeal to 
history. 

3. Higher education is not like any other part of the education 
system, even though Willetts and some in industry do see 
undergraduate study as ‘more school’, or merely training.

4. The polytechnics did not have its degrees examined by the 
CNAA. The CNAA validated programmes as being of degree 
level, it did not set or mark exams: it was not offering an external 
degree (see Box).

5. The CNAA was staffed by seconded senior academics. 
Non-teaching bodies may not have academics at all. 

6. Note the importance of brand in ‘prestigious and well understood 
institutions’: Willett’s intention was to extend DAPs to Pearson/
Edexcel, which already awards HNCs and HNDs in England.

That said, this kind of change would have required primary 
legislation, so with the Bill postponed this idea is on hold. 
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Why Is The GovernmenT keen on Pearson deGrees?

Pearson’s popularity with Willetts depends on a particular issue 
that has arisen with regard to partnership arrangements between 
universities and FE colleges offering HE level courses (‘HE in FE’). 

Partnerships and External Degrees

External degrees are degrees where the examinations or assessment are 
open to anybody. one does not need to register for a degree programme, the 
candidate organises study towards the assessment themselves. The most 
significant of these is the University of london’s International Programme 
(indeed this is what students at anthony Grayling’s ill-starred new college 
of the humanities will sit, at an exorbitant mark-up). The london Programme 
is constructed from the courses and academic input of its constituent 
colleges and universities: the quality is meant to be guaranteed by those 
staff. It is therefore not like the division of responsibility we see in secondary 
education: examination boards (awards) and schools (teaching institutions). 

Partnership arrangements between institutions are varied but typically 
refer to arrangements between a ‘senior’ institution holding degree 
awarding powers and a ‘junior’ which does not. note that the junior partner 
would therefore be outside the three-tier regulatory framework. The senior 
partner is responsible for safeguarding standards. Partnership arrangements 
with overseas institutions are big business and make quality assessment 
even more difficult. nearly 300,000 students were registered for a Uk 
degree overseas in 2010/11. The main three modes are:

•	 Franchise	arrangements: a course designed and assessed by the 
senior institution is delivered by a partner institution, commonly a 
further education college. 

•	 Validation: a course designed, taught and assessed by the junior 
institution is validated by a higher education institution as being 
of degree level. The student receives a degree from the senior 
institution.

•	 Articulation	arrangements:	The	senior	institution	agrees	to	guarantee	
places on, or offer fast track entry to, a higher level course for 
students achieving specific grades on a separate course offered by 
the junior partner. 

as we will see, complex arrangements may combine more than one of 
these modes.
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Around 250 colleges offer HE in FE with around 25,000 places 
available through Hefce’s number allocation in September 2012, and 
further places through franchise arrangements with HE institutions. 
The latest report on the topic calculates that 1 in 12 HE students 
is in a further education college: 177,000 students in 2009/10.13

Willetts is keen to extend this provision because it is cheaper than 
other options. It has been estimated by the Association of Colleges 
(AoC) that its members could offer a full degree programme (level 6) 
for £5,000 per year. However, current arrangements are threatened 
by the new numbers controls. FE colleges offering degree level 
courses currently have partnerships with HEIs who either franchise 
some of their places to FE colleges, or validate courses developed by 
the FE college (see Box). In franchise arrangements, the university 
passes places from its own student numbers allocation to the partner 
delivering the course (see Chapter 5). With recruitment tightening, 
a rational response would be to claw back such places to protect 
core provision and bring back ‘in house’ places previously run at 
a partner.

Martin Doel, Chair of the AoC, has described the relationship 
as ‘feudal’, and both Willetts and Vince Cable warned back in 
2011 that ‘Universities should not impede cost-effective provision 
of HE by colleges.’ Cable twice explicitly referenced reports of 
‘anti-competitive practices’ by universities in this context, stating 
on one occasion: 

If there is substance in these suggestions, then this must end. As 
I’ve repeatedly emphasised, the intention is for student choice to 
drive supply, not Government intervention. But it is a legitimate 
role for Government to examine options for intervention in 
markets which are not operating to best effect – and to support 
fair competition, for example between FE colleges and universities. 
Where we see barriers to entry, or uneven playing fields, we will 
take steps to address them.14

The proposed requirement for Hefce to police anti-competitive 
practices and abuse of market position has direct pertinence here.

Though the margin provided places directly to FE colleges, these 
courses would also require a partner, in this case to validate what 
is on offer. Cable later condemned the suggestion that universities 
might increase their fees here. He warned that any loss of FE 
provision would be a ‘backwards step’.15 
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This is where Pearson/Edexcel degrees would come in. Pearson 
plc is a publicly quoted, UK-based multinational specialising in 
education and publishing. Pearson has a market capitalisation 
of roughly $10 billion. In the UK, it owns the Financial Times, 
Penguin Books and the examination board, Edexcel, through which 
it already offers its own BTECs, HNCs and HNDs, in partnerships 
with FE colleges. 

Willetts indicated that he had been approached by education 
providers who wanted access to an ‘externally validated’ degree so 
as to extricate themselves from the problems FE colleges currently 

The University Title

In June, Willetts announced ‘ingeniously’ that he had lowered the current 
eligibility criterion to the legally protected ‘university’ title with immediate 
effect. Previously, those seeking university status would have needed 
4,000 full-time students; now the government will consider applications 
from those which only have 1,000 ‘full-time equivalent’ higher education 
students, ‘of which at least 750 are studying for a degree’, and where this 
represents more than 55 per cent of the total student body.16 The college of 
law became the first institution to benefit from these changes, announcing 
in november 2012 that it would be known as The University of law. Given its 
purchase by private equity (see chapter 9), it is the first for-profit university 
in the Uk. around the same time, ten ‘university colleges’ were cleared to 
apply for the full title.

Universities were formerly seen as distinct institutions or societies 
concerned with the pursuit of knowledge and the advancement of learning 
for its own sake and distinct from institutions offering technical higher 
education. Importantly, universities were understood to be communities 
of scholars – ‘a corporation or society which devotes itself to a search after 
knowledge for the sake of its intrinsic value.’17 It is this form of corporatism 
which is being replaced by a different understanding of ‘corporations’. 

now, however, when allied with changes to daPs, the difference 
between a university and a training provider, however specialist, is being 
eroded, as the title is now open to small institutions, indeed monotechnics. 
since 2004, in england and Wales, there has been no requirement that 
institutions offer a broad range of subjects, nor that they offer higher 
degrees or pursue research.18

What then does the university title signify? does this change in meaning 
help consumers or merely boost the brand of providers? 
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experience. The key point is that Pearson/Edexcel has no students 
of its own, hence no numbers controls to worry about, and so 
would not face the conflicts of interest described above. Were 
Pearson/Edexcel to gain full DAPs, the attractions to colleges and 
government are clear: the infrastructure exists at the local level, 
while Pearson obviously has the capacity through Edexcel to roll 
out cheap mass provision. Willetts enthused: ‘The combination of 
a local FE college, regional employers and an awarding body could 
be an important embodiment of the Big Society. So these challenges 
have to be addressed to open up the system.’19

But because Pearson/Edexcel does no teaching itself and therefore 
has no academics, it does not qualify for degree awarding powers 
under current legislation. With no Higher Education Bill in the 
offing, the government cannot proceed directly with its intention 
to remove legislative barriers here.

rIsk-based QUalITy assUrance

Despite not having the three-tier framework in place to regulate 
all institutions with degree awarding powers, the government has 
instructed Hefce to push ahead with plans for a new ‘risk-based 
approach to quality assurance’, which should be introduced by 
January 2014. As Roger King explains, there are two dimensions 
to such an approach: 

In competitive market-like systems, such as that proposed in the 
White Paper for higher education in England, risk is regarded as 
two-dimensional: it provides the basis for consumer protection 
on the one hand (protecting against risk), while encouraging 
enterprise on the other (encouraging and managing risk-taking).20 

Hefce as regulator wishes to uphold the interests of students 
and taxpayers in a competitive environment and ‘support efficiency 
and effectiveness in institutional management and governance’.21 
A risk-based approach attempts to balance these two potentially 
conflicting demands. 

By relaxing the barriers to participation, the government seeks 
the benefits of ‘enterprise’. But in so far as lowering the barriers 
removes one of the main controls for quality, then there is a risk to 
the ‘consumer’. The fundamental deregulation concerns the place 
of academics and their professional practice and judgement within 
the system.
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The market envisioned by the government involves removing this 
criterion: a risk-based approach is designed to allow quality to be 
monitored but for provision to respond to consumer demand. That 
is, instead of professionals upholding an agreed standard, customers 
will drive the process and determine what standards are or are not 
acceptable. In many of the ‘new providers’, the teaching staff are 
not academics as defined in the current regulations in so far as they 
are not ‘recognised’ as active scholars or researchers (see above).

In concrete terms, Hefce proposes lightening the audit burden on 
established universities and colleges by ‘visiting’ less frequently (or 
invasively) than the current six-year cycle. For newer institutions and 
first-time entrants, the burden would be greater until they had built 
up a successful track record. On top of this two-tiered audit cycle 
and a complaints procedure, there are a series of potential ‘triggers’. 
These might include very low scores in key aspects of information 
provision and certain events such as ‘changes of ownership, actual 
or proposed’ and ‘significant variations in provision’, such as course 
closures or growth in collaborations and partnerships.22 (A clause 
inserted into the November 2012 consultation on designation stated 
that any such change would automatically trigger a re-assessment.23)

There is a need to come up with robust regulation to cover changes 
of ownership, but our key group, academics, are largely absent from 
the discussion: ‘triggers’, many initiated by students, and audits by 
regulatory bodies are here replacing professional practice. It is not 
clear how Hefce proposes to protect whistleblowers or how they 
intend to ensure that competitive pressures are not distorting the 
safeguarding function that rests on academic judgement. 

I do not wish to mystify academics. Even prior to the new 
market, the ‘self-critical community of scholars’ had been eroded 
to a large extent by an expansionist executive and managerial class. 
Roger Brown indicates that it has been in nobody’s interests to 
properly assess what has been happening to standards and student 
achievement: ‘Equally depressing has been the failure of any national 
body to take responsibility and ownership of the problem. Too 
often, when presented with evidence of these detriments, the sector’s 
response has been tardy and defensive.’24 Further, there does appear 
to be growing evidence that fewer hours of study are required to 
gain an honours degree. A Hefce report from 2009 reported that 
the UK (roughly 30 hours per week) now compared unfavourably 
with France (42).25 Earlier research by Hepi in this area was cited 
in the 2011 White Paper to underscore ‘legitimate concerns about 
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the variation in student workload’ across subjects and institutions 
(for example, varying between 19 and 45 hours per week for Law).26

But the question of what higher education is does depend on 
addressing the question clearly: whose responsibility is quality and 
who is in a position to assess it? A combination of regulatory and 
market reform could serve to deprofessionalise the sector, removing 
one of the potential, though currently neglected, bulwarks against 
declining standards. The trends of the last two decades would have 
to be reversed to make this effective.

rIsk and ParTnershIPs

Those questions lead on to partnership arrangements. I have no 
doubt that many partnerships are productive, but quality assurance 
measures have become extremely attenuated here and we have had 
one recent scandal (see below). Since partnerships are potentially 
lucrative for many institutions, there are pressures on quality 
assurance. Since these arrangements can often deliver cheaper 
courses, the government has been supporting their expansion 
by enabling students on more of these courses to access loans. 
Unfortunately, there now appears to be the potential for a large-scale 
problem with subprime degrees. 

The QAA is revising its guidance on collaborations and 
wishes to set out principles ‘capable of embracing any form of 
collaboration, including potentially those not yet existing’. The 
‘diverse portfolio of activities’ to be encompassed currently includes 
arrangements with ‘non-academic providers and employers’, such 
as the Guardian’s proposed MA in Journalism (to be franchised 
from Cardiff University). The facts on the ground have already 
moved beyond traditional partnerships to become complex nests 
involving more than two organisations and modes. As the QAA 
note: ‘Historically, degree-awarding bodies have collaborated 
with partner organisations but higher education providers who 
do not have degree-awarding powers may themselves be involved 
in managing collaborative arrangements with other organizations’ 
(my emphasis).

For example, Icon College of Technology and Management in 
London offers a BSc in Business Administration which is built from 
a HND offered by Edexcel, and an articulation agreement with 
a separate company called MDP. MDP specialises in offering the 
‘top-up’ third year necessary to transform the HND (level 5) into a 
BSc (level 6).27 MDP does not have its own DAPs, what it offers is 
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validated by the University of the West of England.28 There are four 
organisations involved here: Icon College is doing the teaching, but 
the qualification is initially Edexcel’s, which articulates into MDP’s 
top-up as validated by UWE.

Pearson’s new venture, Pearson College, will utilise a similar 
structure. It is offering a BSc in Business and Entrepreneurship.29 
Pearson makes use of Edexcel to award a HND for the first two 
years of the course, with the third year validated by Royal Holloway 
University of London. Royal Holloway ‘tops up’ the diploma into 
a full undergraduate degree. The added dimension here is that 
Pearson’s degree has been designed in collaboration with industry 
(BT, Atos and Cisco) and it itself is a non-teaching body. So which 
‘community’ is Royal Holloway assessing? What role do self-critical 
academic communities play here, if any?

It is here that we truly see how a risk-based approach has 
been extended – both the above schemes are ‘enterprising’, but 
responsibility for the quality of the degree ultimately rests with 
UWE and Royal Holloway. How can such supply chains with 
multiple partner organisations fit into the current audit and 
assessment scheme? 

One might be inclined to argue ‘caveat emptor’, but students at 
Icon can access the publicly backed loan scheme: there is a taxpayer 
interest here as well as the need to consider whether such access to 
student support is considered to signify approval for the programme.

The University of Wales fell foul of such arrangements. It generated 
two thirds of its annual revenue of £15 million through partnership 
fees. A BBC Wales documentary uncovered that its validation 
processes were being exploited by unscrupulous college managers 
down the chain. The QAA had already expressed ‘no confidence’ 
in its international partnerships and this further disclosure proved 
to be the undoing of the institution. It will be dissolved into a new 
body operating under the original charter of Trinity Saint David.30

The attraction of extending degree awarding powers to Pearson 
is also clear in this context: it would eliminate the need for the 
complex ‘top-up’ year in these cases. However, beyond the concerns 
about having degrees awarded by non-teaching bodies, there is 
also the question of Pearson’s corporate status. As mentioned 
above, it is a public limited company with a market capitalisation 
of approximately $10 billion. It runs education at all levels as a 
profit-making enterprise. 

With Hefce now proposing a separate audit cycle for partnership 
arrangements and other forms of non-standard provision (including 
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distance learning programmes, branch campuses and joint 
ventures),31 it may be better to consider creating a not-for-profit 
body to oversee partnerships along the lines of the old Council 
for National Academic Awards. Partnerships may be the rot in 
the system that is most open to commercial abuse: validation is 
the ‘Achilles heel’ in quality assurance, according to Roger Brown. 

The reforms proceeding without a Higher Education Bill are 
designed to diversify the market by encouraging collaborations and 
partnerships, but in doing so risk is introduced into what was the 
public system. Although there are some sound proposals coming 
from Hefce, by downplaying the role of academics in ensuring quality 
a deprofessionalisation is perpetuated that is intimately connected 
with deregulation and risks to quality. The problem of quality has 
been neglected despite the resources put into the quangos. The 
chief reform needed is to support academics in resisting commercial 
and direct management pressures when necessary. Currently, senior 
quango staff are too keen to facilitate both of these forces. 

Willetts’s enthusiasm for extending degree awarding powers to 
Pearson, a for-profit multinational that does no teaching, exemplifies 
the government’s approach. A cheap mass system can be offered 
through such provision, but will it better serve students and the 
nation than what we have at present?
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7
‘new Providers’, for-profits and 
Private equity

Following on from the previous chapter’s discussion of regulation, 
here we look at how opening up public funding to private providers 
is already under way and will provide the gateway for large 
for-profit companies and private equity to establish themselves in 
competition against the established, charitable sector and to extract 
profits through state-supported loans. According to the schema 
set out in the Introduction, this chapter therefore addresses the 
external privatisation of the sector. It provides a bridge between 
the discussion of current markets and Part 3’s concern with various 
other forms of privatisation, including ‘buyout’ – the potential for 
private equity to purchase an established university.

Writing in his book on intergenerational public policy, The Pinch, 
David Willetts managed to avoid dealing explicitly with higher 
education, but on schools he was clear:

It is the failure to open up the supply side which is the reason why, 
despite years of ambitious attempts at education reform, Britain 
now lags behind many other advanced Western countries. We 
have already got parents who want to choose and a significant 
amount of public money that would follow them. ... But we have 
not created the mechanisms to provide more of the good schools 
that they want to choose. We must make it easier for people, 
including parents themselves, to set up new schools. New school 
providers must be able to enter the maintained sector.1

A parallel passage in the White Paper reads: ‘§4.1 Better information 
will enable students to make informed choices about where to 
study. But that will not be enough unless popular higher education 
institutions and courses can expand, and new providers, including 
those who offer different models of higher education, can enter the 
market.’ Real choice requires not just information but a diversity of 
providers. ‘Free universities’ has come to mean something distinct 
from ‘free schools’: Willetts has not yet called for parents to set up 
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their own universities, but integrating the diverse private sector into 
the public is the core goal of the reforms.

Such integration requires the creation of the level playing field, 
best exemplified by the massive reduction in direct public funding 
going to established institutions and the extension of the loan 
scheme to private providers through the ‘designation’ process 
outlined below.

As we saw in Chapter 5, the short-term restrictions on the 
majority of institutions are a deliberate step in a process designed 
to destabilise them prior to the entrance and expansion of the 
alternative providers, who in contrast will be nurtured into the 
new terrain. The established universities are unable to retaliate or 
even defend their numbers as the government is instituting complex 
submarkets in which they must first compete with each other.

This is the prime lesson from the privatisation of the UK 
nationalised utility companies in the 1980s and 1990s: the national 
monopoly must be broken up or hamstrung so that it does not simply 
eat up the new competition using its established market position 
in the early days. In such a circumstance, the public institutions 
would simply re-establish themselves in the dominant position. To 
think like some in government, you must see publicly funded higher 
education as just such a monopoly – this is why ‘abuse of market 
position’ is one of the anti-competitive practices that Hefce is to 
police with the aid of the Office for Fair Trading. 

The clear advantage of new providers from the perspective of 
‘supply-side reform’ is that they look very different to the current 
established sector. They are more flexible with regard to timetabling, 
open to online learning, two-year and ‘no frill’ degrees. They are 
likely to be closer to industry and more interested in preparing 
‘job-ready’ graduates. As one advocate of for-profit providers 
argues: ‘Prospective adults and a modest number of recent high 
school graduates are attracted to post-secondary institutions that 
quickly lead to employment. Their curricula are tailored to employer 
needs without the multitude of frills found in other sectors.’2 New 
operations may even be offshoots of particular companies.

They will offer novel study experiences, more choice to the 
consumer and, effectively, stimulate the market by giving a kick up 
the backside to the inert, complacent publicly funded institutions. 
Willetts states that he would like to see new liberal arts colleges 
and specialist providers, but the diverse range of operators about 
to move in is much broader than that: ‘The biggest lesson I have 
learned is that the most powerful driver of reform is to let new 
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providers into the system. They do things differently in ways none 
can predict.’3

desIGnaTIon for sTUdenT sUPPorT

So keen is the government on private provision that it has been 
expanding a shadow finance scheme allowing private providers 
to seek ‘designation’ for specific courses using powers granted to 
the Secretary of State by the 1998 Teaching and Higher Education 
Act.4 Students on these designated courses can access maintenance 
loans and grants to support living costs in the same way as those 
at universities in receipt of public funding.5

In 2011/12 such students were able to access up to £3,375 to put 
towards the cost of their tuition fees. This was equivalent to the 
cost of tuition fees at publicly funded universities. From 2012/13 
that amount has been increased to £6,000. However, the private 
institutions might have been charging much higher than that. 
Designated courses are not subject to numbers controls – neither 
on recruitment nor on the number of students who can access loans 
or grants. 

Regulation and funding demarcates the public and private sectors 
in UK higher education, not corporate form per se (see Chapter 9). 
All universities in receipt of public funding are private institutions 
established as charities. This distinction is eroded by the current 
reforms which will make access to the loans the prime source of 
public support. By using existing powers quietly to achieve this 
expansion, the private sector is being nurtured and the invitation has 
been accepted: there are designated courses now at over 150 private 
institutions. Approval was recently given to 98 Edexcel courses 
at London College UCK within four days of their application 
being received.6

In 2010/11, students on these courses accessed over £40 million 
in loans and grants. Since rapid expansion of the scheme followed 
the formation of the Coalition government that figure leapt to 
£100 million in 2011/12. This could double again in 2012/13. At 
this point, recruitment will be boosted by the higher tuition fee 
loan available and because many of these courses will be charging 
fees that are now competitive when compared to the established 
universities and colleges.

The main criterion for designation is that the particular course leads 
to a valid higher education qualification: for example HNC or HND 
overseen by Edexcel/Pearson, or an undergraduate degree. Six private 
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institutions have their own taught degree awarding powers: BPP 
university college, Regent’s College, The College of Law, ifs School 
of Finance, Ashridge Business College and University of Buckingham. 
Designated degree courses at other private institutions will therefore 
be validated by institutions that do hold degree awarding powers. 

If one looks at the list of ‘designated’ courses, then besides 
missionary and theological colleges and alternative health centres, 
one can see Burnley Football Club, museums, theatre companies 
and other institutions which one would not normally associate 
with higher education. It is such small operations that will rapidly 
begin to fill the sector, creating the saturated market noted earlier. 
As an example of the new risk-based approach, in October 2012, 
Guildhall College had designation status removed from two courses 
following student complaints, the first instance of this kind (in 
2011/12 its students received £1.7 million).

The proposed regulatory framework outlined in the 2011 White 
Paper (and above, Chapter 6) was supposed to replace the designation 
scheme and cement the place of private providers allowing them 
to register at Tier 2. Access to student support would continue, 
but in return for those private providers giving up some of their 
independence by agreeing to regulations governing student numbers, 
tuition fee caps, information provision and access arrangements. 

Delay to any higher education legislation suits these operations: 
with regard to numbers controls, the longer new legislation can be 
delayed, the stronger the position of the private providers who can 
currently expand. It will be difficult to force them to reduce numbers 
at the time of integration. A working group formed between Hefce 
and SLC is considering how this might be possible even without a 
Bill: a consultation was published in November 2012.7 However, 
numbers controls would only apply to full-time undergraduate 
degrees, leaving courses based on other qualifications and modes 
of study free to expand.

mUlTInaTIonals and PrIvaTe eQUITy 

Beyond the small operations described above, the government has 
its owns ideas about some larger fauna gracing the sector. Pearson 
plc has been mentioned, but other multinationals and transnational 
private equity also figure:

The global higher education providers that operate in many 
countries from India to Spain to the USA need to know that 
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BPP University College of Professional Studies 

bPP is viewed favourably within higher education reform circles. It is often 
referred to as the only ‘for-profit’ with degree awarding powers (granted in 
2007), although technically the degree level courses are run by a non-profit 
distributing subsidiary of bPP holdings. 

Upon assuming his office in may 2010, david Willetts granted the 
subsidiary the use of the protected title, ‘university college’. John browne 
made his first public appearance after the publication of his 2010 review 
at bPP and commented:

I was particularly pleased to deliver my first speech on our review here 
at the bPP business school. This school is exactly the type of private 
provider which our report sees becoming more important in the future. 
ours is a system which loosens controls on what type of institution can 
teach what. Instead, it forces institutions to think more clearly about 
their mission and how they can best serve their students.8

In 2010, its parent, the publicly limited company bPP holdings, was taken 
off the stock exchange when purchased outright for £368 million by apollo 
Global (a $1 billion private equity joint venture between apollo Group 
which owns the University of Phoenix and the carlyle Group, which held 
a stake until october 2012 when the apollo Group assumed outright 
control).9

bPP offers a clear example of how designation has offered the opportunity 
for private providers to expand. In preparation for the arrival in 2012/13 of 
the new loan fee limit of £6,000, bPP divided its undergraduate operation 
into four schools: business, law, english and a new school of health covering 
psychology, nursing and chiropractic (bPP also owns mcTimoney college 
of chiropractic). It now has offices in bristol, swindon, manchester, leeds, 
newcastle and birmingham, along with three sites in london. 

In 2009/10, 70 of its students accessed student support amounting to 
£0.5 million; by 2010/11 that had increased to 300 students and £2.5 million 
(£730,000 was loans for fees). In 2011/12, there were over 1000 students 
accessing £9.3 million (£2.65 million for fees), and bPP’s designated courses 
had expanded to over 100, with each of its sites registered separately. 
Undergraduate applications were up 125 per cent for september 2012 entry 
and with the reforms discussed in the previous chapter, it is preparing to 
use the name bPP University. 
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we will be removing the barriers that stop them operating as 
universities here as part of our system – provided, of course, that 
they meet high standards which are a key feature of our higher 
education system.10

This commitment to help overseas institutions operate within the UK 
regulatory framework was augmented by an announcement from 
Willetts in January 2012, inviting ideas on new kinds of privately 
financed science and technology ‘universities’, concentrating on 
postgraduates and research, and joint ventures. International 
partners are prominent in this announcement, which should be 
read alongside recent efforts to have NHS trusts operate overseas.

Globalisation is still at its early stages when it comes to Higher 
Education. The next round of new institutions may well link 
existing British universities with international partners. The 
surge in international investment in science and technology 
would make this a key part of the mission of a new foundation. 
It might be that today’s institutions propose a new campus or 
a new international partnership. Or it might be new providers 
wanting to enter with different models. Today I can announce 
therefore that the Coalition is inviting proposals for a new 
type of university with a focus on science and technology and 
on postgraduates. Local economic partnerships, universities, 
businesses and international partners can come together to put 
forward proposals for new institutions.11

No government money is available, but Willetts pledged to remove 
any specific obstacles to the scheme, ‘including by legislation where 
necessary’. Effectively the government plans to operate as a broker 
here, putting together finance with existing HE expertise.

Private equity, which has already boosted its presence in 
post-16 education through the acquisition of training providers, is 
well-placed to enter HE.12 What is private equity? It is an alternative 
mode of capitalist activity whereby private funds run by investors 
purchase existing companies in part or outright. Companies are 
typically taken off the public equity (share) markets, hence the 
‘private’, and a management team is put in place by the fund. This 
approach is seen by advocates to overcome the traditional conflict of 
interests in a publicly limited company between managers (agents) 
and owners (shareholders).
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Private equity extracts value for the fund investors largely by 
levying management fees on the companies purchased and by 
making a profit on the subsequent resale or public offering of the 
company, typically within three to seven years of initial takeover.13 
Reforms to the funding of English HE make it easier for private 
equity to acquire a private education company and take advantage 
of the government’s enthusiasm for change. Easy access to student 
loans, essentially risk-free money, may even make the sector more 
lucrative for a longer game than normally played. 

For example, Greenwich School of Management and Brighton 
Institute of Modern Music are both owned by Sovereign Capital. 
In 2010/11, students at these two schools received a quarter of all 
funding that went to those studying on ‘designated courses’ – nearly 
£12 million (£3.7 million in tuition fee loans). The following year, 
those two colleges had over 3,000 students who were responsible for 
£28 million in student support (almost one third of the total issued to 
private providers in 2011/12).14 The Parthenon Group, eager market 
consultants, have now described the sector as ‘treasure island’.15

As we noted in the introduction, the backers of the Conservative 
Party have an interest in opening up the HE sector to private equity. 
In addition to the meetings described there, David Willetts has 
met with representatives of Apollo Group, the European and 
UK operations of Kaplan, Education Management Corporation, 
Laureate and Pearson. Twelve meetings in all. At the same time, John 
Nash, the founder of Sovereign Capital was invited to join the ‘Red 
team’ set up by the Chancellor, George Osborne, to advise on public 
sector reform by ‘thinking the unthinkable’. Nash ‘has donated more 
than £200,000 to the Conservative Party and more than £20,000 
to Andrew Lansley’.16 When he was in opposition, Willetts received 
direct, personal sponsorship in 2007 from an investor, Peter Hall, 
who believes ‘it’s corrosive poison for this country to have public 
enterprises so deeply involved in providing services’.17

concerns reGardInG for-ProfIT ProvIders 

At this point, it is important to distinguish private providers, which 
may be not-for-profit and even charities, from the for-profits. As 
explained throughout, the meaning of private and privatisation 
changes depending on the context. Here, it may simply mean 
independence from regulatory frameworks and the absence of direct 
public funding. A good example is the University of Buckingham, 
which has its own degree awarding powers and is a charity, but 
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has always positioned itself as an independent liberal arts college 
so as to be free from bureaucratic burdens: it enters the National 
Student Satisfaction survey voluntarily. Such private providers are 
distinct from commercial, for-profit enterprises, also private, but 
which are primarily oriented towards making a return for investors 
and owners. 

In principle, there is the question as to whether students at profit-
distributing enterprises should have access to publicly backed 
student loans and maintenance grants. Even the collection of loan 
repayments provides an attractive free service to private providers, 
who would otherwise have to organise their own loan schemes. 
However, more importantly, the public system also has a built-in 
subsidy. This kind of boost to revenue generation is appropriate for 
charitable activities, but not for profitable, commercial activities. 
At a minimum, the latter should be charged for access to student 
loans to cover the associated costs of their students to the state. 

However, beyond this general point, there is now extensive 
evidence from the USA of malpractice, attributable to the distortion 
in the educational setting of the profit-motive and, in the case of 
publicly quoted companies, share price. US for-profit universities 
have been implicated in various scandals involving aggressive ‘boiler 
room’ recruitment and the mis-selling of unaccredited ‘professional’ 
qualifications. These problems are seen to be intimately connected 
with the profit-motive and returns to investors.

The Huffington Post website ran an excellent exposé of ‘predatory’ 
recruitment practices at Education Management Corporation after 
it was taken over by Goldman Sachs, complete with the scripts used 
by recruiters, which instructed them to find potential applicants’ 
‘pain’ so as to convince them that college might be a solution to 
their struggles.18 The company is now subject to an $11 billion 
federal lawsuit alleging fraud.

PBS’s documentary College Inc. covered the manner in which 
for-profit operations offer ‘subprime’ degrees.19 In the USA, these 
colleges spend more on recruitment and marketing than instruction, 
have miserable completion rates (under 20 per cent of students 
graduate within six years of enrolment), while their graduates rack 
up the worst default rates. The programme focused on the University 
of Phoenix owned by Apollo, who in the UK have acquired BPP. 

A two-year US Senate Committee investigation led by Tom 
Harkin reported at the end of July 2012.20 It found that profit 
distribution on average accounted for nearly 20 per cent of annual 
revenue, lower than marketing and recruitment (22 per cent) with 
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both higher than instruction (17.4 per cent). Bridgepoint Education, 
described as a ‘scam’ by Harkin, had drop-out rates above 84 per 
cent while still making profits. Traded companies were open to most 
criticism, indicating the pressure to provide returns to investors and 
owners at the expense of the quality of education.

The Harkin report was concerned that these companies financed 
their expansion and profit extraction on the back of access to federal 
money through aid and student loans. Access to loans is precisely 
the issue here, but David Willetts has taken time to rebut those who 
claim he is opening up the sector to these kinds of abuse. In the 
Guardian, his letter stated: ‘Peter Wilby claims we are seeking to 
emulate the US, but that misunderstands our reforms. America does 
not have the quality assurance, student support or widening access 
measures that we have and which our reforms will strengthen.’21 

First, it is not clear that England does have a sufficiently robust 
quality assurance regime to deal with entities such as Education 
Management Corporation. The Harkin report is about the failure 
to regulate and protect the consumer interest when confronted with 
organisations that are within primarily profit-distributing structures. 
A regulator that promotes competition and student choice is 
insufficient. Second, in so far as they can charge less than £6,000 
per year, for-profit institutions would also be exempt from ‘student 
support or widening access measures’ under the proposed three-tier 
regulatory framework. Moreover, subprime degrees, like subprime 
mortgages, are sold to communities relatively unfamiliar with the 
product. As such, institutions operating in that manner would 
superficially resemble institutions promoting widening participation.

Malpractice is not unpredictable. It is important to note, however, 
that the private and for-profit operations in the USA are more 
expensive than public alternatives. In the UK, the intention is quite 
different – they are supposed to undercut established provision. The 
government wishes to drive down the cost of mass higher education 
– they will therefore encourage competition on price, which is much 
easier to effect in higher education than it is in the NHS, where it 
proved a stumbling block that delayed the passage of the Health 
and Social Care Bill.22 This puts a different complexion on things 
and explains the government’s lack of support for the New College 
of the Humanities (see below). 

Lowering the entry barriers is a risk, however, and there may be 
a lot of collateral damage. Their introduction into a zero sum game 
with the established universities may provide ‘creative destruction’. 
The University of Cambridge, one of the institutions immune to the 
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threat, made an official submission to the government in September 
warning of the dangers here:

There is a serious long-term risk that new providers will be 
prepared to operate initially at a loss to take market share from 
some universities that will then become unviable. In many cases, 
this would be to the detriment of local and regional communities 
who would then lose the wider benefits that a local university 
with its diverse range of activities can provide (and which new 
operators without the same roots in local communities are 
unlikely or unwilling to provide).

This effect would be gravely exacerbated if the new operators 
were to close because they had misjudged their financial models 
or withdrew their services locally as market conditions changed 
or their attention was drawn elsewhere. We could then be left 
with a depleted university sector and damaged communities.23

Private equity funds and multinationals have the deep pockets to 
position themselves in this way initially. Cambridge’s warning about 
lack of local commitment can be seen in the University of Phoenix’s 
recent decision to close 115 sites after falling enrolments: a public 
system committed to localities does not operate in this way.

Further confirmation of Cambridge’s fears is seen in a striking 
finding of the Harkin report, which noted the extremely rapid 
growth of for-profits over the last decade. Enrolments were up over 
200 per cent between 1998 and 2008,24 with Ashford University 
expanding from 300 to 77,000 (mostly online) students following 
purchase by Bridgepoint Education Inc. The for-profit field was 
very small originally, with most colleges private companies in the 
hands of individuals. But in the late 1990s investors got involved. 
Federally backed student loans for fees removed the debt collection 
risk and Wall Street moved in. For-profit education in the US is now 
dominated by large multinational conglomerates backed by private 
equity and investment banks. This order of growth can be seen here 
in the colleges owned by Sovereign Capital.

Opening up the English market to these operators is therefore 
a gamble that we might not be able to undo. While the political 
parties may concentrate on whether the maximum fee cap should 
be £9,000 or £6,000, or whether the Liberal Democrats will go 
into the 2015 election still pledging to abolish them, the forms of 
privatisation outlined here may not be reversible. 
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oPPosITIon 

Delay to the proposed Higher Education Bill can be attributed to a 
few causes. First, there is little appetite within the Coalition for any 
primary legislation involving higher education. Nick Clegg’s apology 
for making a pledge to vote against tuition fees felt like an attempt 
to draw a line under the issue prior to the 2015 election. But it is 
primarily the organised opposition to the profiteering agenda that 
has forced the government to operate without a Bill. The University 
and College Union took a strong decision to focus their campaigning 
here, and Early Day Motion 1999 opposing ‘for-profit universities’ 
has the support of over 130 MPs.25 

Over the Christmas 2011 break, after the publication of the White 
Paper, the government rushed out a tender inviting teams to survey 
UK private higher education, looking at their student make-up and 
graduation rates. Such evidence might have been better marshalled 
before drawing up policy, but this survey was intended as a means 
to rebut some of the arguments against the influx of private equity 
and provision, and perhaps to construct a rationale for its plan to 
grant the massive commercial conglomerate Pearson the power 
to award degrees. Concerns over quality and profit incentives in 
education converge in that particular instance.

It is therefore welcome that Hefce have proposed that any 
‘substantive change’ in university ownership should be the trigger 
for a quality review. The Huffington Post exposé of Education 
Management Corporation emphasised how the culture of the 
organisation changed following its purchase by Goldman Sachs. 
But a reapplication for degree awarding powers would be a stronger 
measure, clearly framing the accepted point that degree awarding 
powers are not a tradeable asset. This would remove some of 
the confusion we currently see in the UK which will be discussed 
in Chapter 9. 

leGal and reGUlaTory arbITraGe: The noT-for-ProfIT form

Having laid out the concerns relating to private equity and the 
presence of for-profits within the regulated framework as currently 
proposed, we need to be clear that concentrating only on the status of 
the corporate entity that delivers training or teaching is inadequate. 

Profit-distributing group structures can use not-for-profit 
subsidiaries to ‘game’ the regulations or legislation. At present, 
this mainly relates to matters such as VAT exemption and access 
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to public grants, but it could be used to circumvent any potential 
prohibition on students at for-profit providers accessing student 
support (or fees potentially charged to the institution for such 
access).26 Since for most readers this will be complex and unfamiliar 
terrain, I will use a simple and high profile example. The structures 
explicated will reappear in Chapter 9, as this form of arbitrage could 
also facilitate the buyout of established universities. 

neW colleGe of The hUmanITIes

Although it has garnered the headlines and boosted the profile of 
its founder, Anthony Grayling, New College of the Humanities 
may turn out to be something of a sideshow.27 NCH is not a 
university and does not have its own degree awarding powers. It 
will offer its own diploma while its students will also sit the external 
degrees available through the University of London’s International 
Programme. It is technically a ‘crammer’, with students receiving 
intensive one-to-one tuition and a general liberal arts curriculum.

It opened its doors to 60 undergraduates in September 2012, 
only a third of its initial target after it was unable to secure ‘Trusted 
sponsor’ status from the UK Border Agency and so is unable to 
bring in students from outside Europe. Its fees of £18,000 per year 
are only competitive in that overseas market and a majority of its 
intake were on half-price or full fee waivers.

The College is unviable but for the deep pockets of its private 
equity backers. By far the largest shareholder, over 30 per cent of the 
company, is the Swiss family Ebstein, who run the venture capital 
firm Meru AG based in Lucerne. Grayling, other NCH Directors 
and some of its professoriate have also taken an equity stake in 
the parent company, a private company limited by share. Given its 
corporate form, it is potentially profit-making. A separate charitable 
trust, NCH Trust, has bursaries available for its students from a 
fund of £250,000. 

Alongside the high headline fees, the profit-distributing nature of 
the company attracted criticism from those who think educational 
establishments that aspire to be ‘Oxbridge colleges in London’ 
should be charities.28 Perhaps in response to such criticisms, but 
more likely to benefit from the same tax status as BPP University 
College, NCH changed its corporate structure in January 2012. A 
third company, limited by share and a wholly owned subsidiary 
of New College of the Humanities Limited, was established. It 
was non-profit-distributing and called Tertiary Education Services 
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Limited. In a further development, the parent and the subsidiary 
switched names that March. The parent is now called Tertiary 
Education Services Limited and the subsidiary is called New College 
of the Humanities Limited. The charitable trust was unchanged.

Grayling explained the new structure in an interview with New 
Humanist describing Tertiary Education Services as a ‘service 
company ... a profit-making arm’.29 This was not strictly accurate 
as TES is the parent company, which owns all assets and provides 
administrative and catering services to the subsidiary college. Money 
moves out of the college operation through payment for these 
services, rent on its Bedford Square building, and fees to directors 
‘for their service to the company as directors’ and ‘for any other 
service which they undertake for the company’. That is, although it 
is not allowed to distribute profits to shareholders, there are plenty 
of ways for money to move out of the subsidiary to the profit-
distributing parent and directly to the significant shareholders in 
TES, who are also directors of NCH.

The interview with New Humanist continues as Grayling attempts 
to justify the for-profit angle:

Though we think of them as public institutions, all universities 
are independent private corporations – given subsidies by the 
government to teach our children – and all of them, he says, have 
‘third leg’ spin-off money making businesses: ‘Everyone knows 
Oxford and Cambridge earn hundreds of millions from their 
publishing operations and science development, UCL owns 11 
or 12 companies, one of them manufactures compression socks, 
designed by one of their staff, they sell millions.’ His argument in 
a nutshell is that NCH in this respect is really no different from 
any other university.

But as TES is not a ‘third leg’ but the controlling company in the 
group, TES/NCH is distinct from the established public universities: 
their subsidiaries distribute any surplus or profit up the chain to 
the parent, the charitable teaching institution. NCH/TES works the 
other way: from the teaching institution to the profit-distributing 
company. The money moves in the opposite direction (see Figure 
7.1). Indeed, because of its monopoly relation to its subsidiary, the 
parent could make a profit even if NCH loses money.

This kind of regulatory or legal arbitrage means that the group 
structure, not the individual corporate entity, must be assessed. 
Most of the proposed regulation discussed in Chapter 6 is weak 
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when viewed from this perspective: not-for-profits can access 
VAT exemption and become eligible for receipt of grants (Tier 3 
institutions on the proposed framework). But not-for-profit 
subsidiaries need to be viewed differently.

What we also see is that recent proposals to extend VAT 
exemption to for-profit entities, announced by George Osborne 
in the 2012 Budget statement, are not about ‘fairness’ or ensuring 
that different models of provision can proliferate, as claimed in the 
HMRC consultation.30 Both NCH and BPP show that there is no 
real disincentive to new provision under current tax regulations. 
New exemptions are purely about facilitating the extraction of 
profits in the manner decried by Senator Harkin. 

Again, we see intervention to favour private provision and private 
equity, not to ensure the quality of higher education or improve the 
student experience. There appears to be no good reason to extend 
access to student loans to students at for-profits and several reasons 
not to. A level playing field for profit-oriented private providers is 
not needed, but it lies at the heart of market reforms. 

Tuition Fees

Management Fees to Directors Distributes Profits to Shareholders

Service Charges
RentNew College of the 

Humanities Limited
(not-for-profit)
Teaching staff

Tertiary Education 
Services Limited
Owns assets and provides 
all non-teaching services 
to NCH.

Figure 7.1 how money moves out of the not-for-profit subsidiary

McGettigan T02659 01 text   109 06/03/2013   08:52



McGettigan T02659 01 text   110 06/03/2013   08:52



Part 3
Privatisation

As noted in the Introduction, some commentators baulk at the 
use of the term ‘privatisation’ in the context of English higher 
education, since it is normally used to refer to the sale of publicly 
owned assets or the break-up of a state monopoly. Neither seems 
appropriate to describe universities and colleges which are already 
private institutions. 

This section endeavours to overturn that narrow view of the 
process and fills out some of the trends already identified. The 
previous section on markets focused on issues such as independence 
from the regulatory framework, the commodification of education, 
and the ‘external’ privatisation of the higher education sector 
by changing the funding streams and encouraging the entry of 
‘alternative’ providers. All of these issues can be understood as part 
of a broader process of privatisation – particularly the replacement 
of direct public funding to institutions.

In the chapters grouped together in this section we will examine 
the other forms of privatisation listed in the Introduction, beginning 
with ‘internal privatisation’: how the nature of funding streams 
alters institutions from within. Chapter 8 concentrates on how 
commercial imperatives come to the fore and uses overseas income 
as its main example. 

Chapter 9 looks at the legal form of universities and considers the 
government’s plans to make it easier for HEIs to adopt alternative 
corporate structures the better to access private finance. In this 
chapter, I will also look at the potential for private buyouts of 
established universities, joint ventures, and outsourcing. Chapter 
10 surveys the recent moves towards university bond issues as a 
way of raising investment capital: I look at how this changes further 
the institutions in the sector. Finally, Chapter 11 considers issues of 
governance: how are universities run? How far are their ‘boards’ 
adequate to this new terrain where decisions about corporate 
strategy are raised to a new level?
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8
University finances and  
overseas Income 

The sector overall in England is at its healthiest for many years. The 
number of institutions making significant operating surpluses has 
climbed to nearly 70; the number reporting deficits dropped from 
25 to 10 between 2010 and 2011. Cash and near-cash reserves have 
also been rising: to £6.5 billion (as at 31 July 2011). Simultaneously, 
the sector is looking at ways to further diversify its revenue base 
and seek out new commercial opportunities that make a return and 
so support their main activity. Again, positioning in these markets 
is complex and depends on different standings, largely determined 
in relation to research strengths.

When I interviewed Chris Hearn from Barclays Capital for 
Research Fortnight in September 2011, he told me: ‘The last couple 
of years have been probably the best years that universities have 
ever had if you measure it in terms of income, surplus and the cash 
buffer that they have been able to build up.’1 These reserves may 
provide contingency funds for the coming uncertainty of the new 
market conditions.

With direct state funding to institutions cut, the balance of 
private to public income in most higher education institutions will 
be shifted accordingly: ‘internal privatisation’. The government 
therefore believes its reforms to undergraduate funding will move 
the balance between public and private income from 60:40 in favour 
of public to 40:60 in favour of private money across the sector, 
exempting universities from EU procurement law governing public 
institutions.2 Many will welcome this shift as it removes universities 
from the aegis of a policy designed to open up the public sector 
away from protectionist national policies.

Private sources include industrial sponsorship, commercial 
operations such as short courses, partnership fees, spin-offs using 
university patents to create commercial products and, of course, 
tuition fees (home and overseas). For arts, humanities, business, 
law and social science undergraduate degrees, all income will be 
tuition fee income from 2012. 

113
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Additional private income runs in parallel with the interpenetration 
of values and practices of business and commerce into universities. 
In her farewell speech as Chair of the Charity Commission, Suzi 
Leather discussed the significant internal transformations charities 
undergo as finances change:

But what really concerns me is a less tangible, less visible and 
longer-term challenge to charities’ future. Namely whether 
[C]harities will continue to be able to demonstrate that they are 
fundamentally different from other types of organisations. ... 
charities themselves are becoming ever more similar to other types 
of organisations. Charities are encouraged to become business-like, 
including by collaborating with corporations, and many charities 
have trading arms that operate much like businesses. Charities are 
also entering into new areas of public service provision, including 
by joining consortia with other charities and organisations to 
provide services say in the criminal justice system. None of these 
developments are necessarily problematic per se. But, collectively, 
they contribute to a perceived blurring of boundaries.3

As she clearly states, public benefit is the legal raison d’être for 
charities. But as alternatives to direct state funding are sought, the 
commercial bottom line may increasingly win out. A.C. Grayling’s 
complaints about the commercial activities of the established 
universities are perhaps accurate. As these private revenue resources 
proliferate, what happens to the functioning of the institution? 
How are those parts of the business seen that generate surpluses as 
compared to those which are propped up? 

This plays across the ambiguities of the terrain. The 1988 Bologna 
Declaration, titled The Magna Charta Universitatum was adopted 
by the EU Ministers of Education in 1999. It reads:

To meet the needs of the world around it, [a university’s] research 
and teaching must be morally and intellectually independent of all 
political authority and intellectually independent of all political 
authority and economic power. 

The UK has a strong tradition of defending academic freedom and 
institutional autonomy from direct political interference. Autonomy 
is normally conceived of as a negative freedom from a particular 
interest group. Making institutions increasingly private may further 
inure some from government meddling.
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Many may be keen for increased independence from government 
but what relations do alternative sources of income require? 
There has been much less discussion of the influence of ‘economic 
power’ or market pressures on the institution (beyond the benefits 
consumerism is meant to bring). The movement of money may 
present a more profound challenge – it may be harder to resist. 
Individual partnerships will be seen as positive, mutually beneficial 
relations, but in each case it will be hard to assess the contribution 
to broader public benefit. Vice-chancellors champion institutional 
autonomy, but are they really seeking the freedom to act as the chief 
executives of corporate entities, who wish to be free of ties to the 
public however attenuated?

This chapter will consider a particular case to illustrate some of 
the strategies at work: income from non-EU students and overseas 
campuses. 

fInances

Total annual income for UK HEIs is over £27.5 billion, of which 
roughly £23 billion comes in to English institutions. It breaks down 
as shown in Figure 8.1. The majority of income, a little over 50 per 
cent, came through teaching, whether tuition fees or recurrent block 
grants to institutions. The government’s proposals for England will 
shift the balance here between tuition fees and grants, but the overall 
income from Home and EU students is likely to remain roughly 
constant in 2012. Overseas tuition fees are self-explanatory and 
will be viewed more closely shortly. They account for £3 billion: 
over 10 per cent of total income.

There are four other main categories here. ‘Other income’ 
can include the partnership fees and income from commercial 
subsidiaries, but one third of it is related to student accommodation, 
catering and earnings from conferences. ‘Funding body grants’, 
excluding teaching, covers mainly Hefce’s research funding based 
on the research assessment exercises, while ‘Research grants and 
contracts’ includes grants made by the research councils. 

The sliver at the top of the pie chart represents endowment 
and investment income. Endowments are funds provided by 
specific donations often with particular terms: whether funding a 
professorial chair, a research centre or library, or providing bursaries 
for students. Typically, a small percentage of the fund is released 
each year (whatever can be matched by income on management of 
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the fund as an investment) – this is what is recorded as income in 
the chart above.

While endowment income in the USA accounts for 25 per cent 
of income, here it is tiny. Only the Universities of Oxford and 
Cambridge have significant holdings. According to a Financial 
Times report in October 2011, Cambridge now has endowments 
estimated at £4.5 billion after a ten-year fund-raising drive produced 
£1.2 billion. Oxford’s stand at £3.3 billion. The rest of the sector 
combined has endowments amounting to £2 billion.

It is worth noting that efforts to increase charitable fund-raising 
through donations or endowments is less likely to produce dividends 
in the new funding terrain. The match-funding scheme run by 
Hefce between 2008–12 is unlikely to be continued. Indeed, the 
Russell Group have been looking at alternatives such as alternative 

Funding body grants 
(exc teaching), 

£3.17 bn 

Funding body: recurrent 
teaching, £5.69 bn 

Tuition fees and education 
contracts, £6.03 bn 

Overseas tuition 
fees, £2.94 bn 

Research grants and contracts, 
£4.43 bn 

Other income, £5.03 bn 

Endowment and investment 
income, £0.24 bn 

Figure 8.1 Uk heI income by source 2010/11 (thousands)

source: hesa, Press release 174, ‘finances of Uk higher education Institutions 2010/11’, 8 march 
2012.
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investment products (see the discussion of ‘mini-bonds’ in 
Chapter 10). 

The sector figures cited above mask the disparities in income 
that we noted in the Introduction (Figure 0.1). That showed the 
wealthiest institution, Cambridge, generating six times the mean 
annual income of £170 million. 

The Russell Group shows the greatest diversity in revenue sources, 
dominating research funding and with less reliance on teaching 
and central funding. Now that Exeter, Durham, Queen Mary and 
York have joined the group, expanding its members to 24, it will 
also take close to 50 per cent of the total income illustrated above.

overseas sTUdenT Income 

We concentrate on overseas income here as the contours are diverse, 
complex and contested, involving every university or college in 
the country. Many investors see the sector on the cusp of a new 
globalised market which would allow ‘degree awarding powers’, 
particularly those based in the UK and the USA, to be ‘monetised’ 
in new form through online learning. We are not quite there yet, 
but overseas partnerships and campuses are expanding, while 
tuition fees from ‘overseas students’ – students from outside the 
EU – already play a vital role in income for all higher education 
institutions. For those outside the Russell Group and the 1994 
Group, the proportion of overseas income is often higher. UK 
universities have been encouraged to pursue this money as export 
income. It is therefore possible to assess it as a general phenomenon. 

Institutions are not bound by the same restrictions with respect 
to overseas students as they are with Home and EU students: there 
is no maximum fee cap (some fees rise to as much as £30,000 per 
year for specialist courses) and institutions are able to recruit as 
many students as they are able (though immigration rules apply – 
see below). 

Figure 8.2 shows the origin of all non-Home students at UK 
institutions, including EU, who make up 5.2 per cent of the student 
body. By far the largest group now comprises students from China 
– 67,000. In the last decade, numbers of overseas students have 
climbed from under 175,000 to nearly 300,000: they now make up 
one in six of full-time students (overseas students are not eligible 
to study part-time).

This expansion has coincided with universities being moved out 
of the Department for Education to the Department for Business, 
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Innovation and Skills (and its predecessor, DIUS). Higher education 
is seen as an important export industry (it is now the seventh largest 
such industry) as students spend not only fees but in the surrounding 
economy (estimated at another £8 billion per year). 

HE has been identified by Vince Cable as one of our key ‘traded 
services’ with a central place in rebalancing Britain’s economy and 
addressing the record current account deficit (the difference between 
imports and exports). New HE markets are emerging in Indonesia, 
Turkey and Brazil. These countries are developing with a young 
demographic and weak HE infrastructure. UK universities have been 
encouraged by BIS to cultivate and pursue this market, especially 
the Brazilian ‘Science without Borders’ initiative which will see 
100,000 students sent worldwide for graduate studies.

However, there is a problem. Overseas students across all sectors, 
including those coming to the country for English language courses, 
account for nearly 50 per cent of all visas issued for entry into the 
UK. At its peak in 2009, 400,000 student visas were being issued, 
but the rules have since been tightened and the current government 
has declared a target to reduce net migration (immigration minus 
emigration) to below 100,000 per year by 2015. This is obviously 
difficult without reducing student visas and the government launched 
a crackdown on private tuition colleges (and some FE colleges) over 
the course of 2011.

In the year to June 2012, 280,000 student visas were issued: a 
reduction of 70,000 on the previous year. But net migration remained 
at 216,000, well above the government’s target. Many, including 
David Willetts, have argued that HE student visas should be taken 
out of this count as students tend to return home after studying and 
the incentive to stay has been reduced by recent changes: students 
no longer have the right to work in the country for two years after 
graduation.4 But the Home Office has refused to budge, as it still 
sees student visas as a route of entry for those who want to come in 
to the country to work. In fact, Theresa May, the Home Secretary, 
used her speech at October 2012’s Conservative annual conference 
to attack the ‘vested interests’ opposing her approach.

They argue that more immigration means more economic 
growth. But what they mean is more immigration means a bigger 
population – there isn’t a shred of evidence that uncontrolled, 
mass immigration makes us better off. ... They argue, too, that we 
need evermore students because education is our greatest export 
product. I agree that we need to support our best colleges and 
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universities and encourage the best students to come here – but 
to say importing more and more immigrants is our best export 
product is nothing but the counsel of despair.5

London Metropolitan University

at the time of writing, london metropolitan University had just won the 
right to have a judicial review conducted of the Uk border agency’s decision 
to strip it of its licence to sponsor non-eU students. lmU was the first 
university to be put in such a position (only a few weeks before the 2012 
term was to begin). Previously Glasgow caledonian and Teeside were two 
universities to have had their licences temporarily suspended, while several 
private tuition colleges had had their licences revoked. 

late in august 2012, the news broke that Ukba had revoked lmU’s 
‘highly Trusted sponsor’ status. lmU was therefore no longer able to 
offer places to students from outside the eU and in addition all its current 
overseas students, numbering at least 2,000, would have their visas 
withdrawn within 60 days of individual notification. Their only alternative 
was to find another university willing to offer them a place to complete their 
studies: a ‘task force’ was set up by hefce and Universities Uk to oversee 
and aid this process for ‘genuine’ students. however, following the review 
hearing at the royal courts of Justice, the Ukba has allowed lmU’s existing 
students to remain for the 2012/13 academic year.

Theresa may took the final decision, the ‘nuclear option’, over-ruling 
bIs. It sent a clear message to universities and voters. even if the 2015 
net migration target is missed, it would not be for failure to take tough 
decisions. The reputational damage to Uk higher education and the blanket 
condemnation from the sector appear only to reinforce this political stance.

lmU’s problems are administrative and long-standing, ‘seriously 
deficient’ according to damien Green, the Immigration minister at the time 
of the decision. They stretch back to its formation as a merger between the 
University of north london and Guildhall ten years ago.

reports from lmU staff suggest that the management were distracted 
by a lucrative validation deal with the private college, london school of 
business and finance (which triggered the ‘aggressive’ Ukba investigation 
in the first place), and a ‘shared services initiative’ involving a private firm 
to manage its administration (see chapter 10 for details). The contract with 
lsbf involved lmU sponsoring 5,000 students at the private college, more 
than it was planning to recruit itself. This deal originally had the approval 
of the Ukba but then became the pretext for the second audit.
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Universities are therefore, to put it mildly, receiving mixed messages. 
BIS, their ‘home’ department, encourages them to diversify income 
streams and bring in more foreign students. The Home Office, 
meanwhile, is working to a very different political agenda and 
imposing restrictive administrative demands on adult students. 

Universities hold ‘Highly Trusted Sponsor’ status which enables 
them to bring in overseas students on visas – but they must comply 
with an onerous administrative system based on record-keeping 
initiated in 2010: evidence of students’ minimum English standards 
and attendance at lectures and seminars once in the country. The 
UK Border Agency’s complex regulations run to several pages and 
changed 14 times in the three years following their introduction. 
If significant numbers of students fail to enrol or drop out without 
completing the course, UKBA can suspend sponsor status. Simeon 
Underwood, a registrar at the London School of Economics wrote 
in Times Higher Education of the impact at his institution:

Our costs have grown. Between staff costs in admissions, staff 
costs in advice to students who are already here, management 
time, IT development and fees to the UKBA, the London School 
of Economics is spending at least a quarter of a million pounds 
a year to run this area.6 (my emphasis)

The threat and power residing in the UKBA means that universities 
recruiting overseas students are probably taking more effort 
to comply with the UKBA than with Hefce or QAA, the main 
regulatory bodies in the UK. 

overseas camPUses

One possible to solution to this damaging political, interdepart-
mental impasse involves expansion overseas. This could be through 
validation partnerships as discussed in Chapter 6; though, however 
lucrative, these may involve reputational risk since the home 
institution has little control over what is happening abroad. 

Alternatively, if the students have difficulties coming into the 
country, then let’s take the universities to them. BIS has identified 
two parties interested in funding such ventures: Goldman Sachs and 
the Ontario Teachers Pension Fund, who may be looking to invest 
between £150 and £200 million at a time.

A new unit has been launched, UK Education Services (UKES), 
which will provide the support in this area as well as helping to 
sell other education services abroad. John Elledge, of Education 
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Investor, describes what is on offer as a ‘flat-pack campus’: a single 
package of finance, expertise and construction. It might be better 
to see UKES as a ‘one-stop shop’, though Elledge also reports a 
‘speed-dating’ event ‘at which British and Brazilian universities 
could meet each other with a view to finding research partners’.8 
This office is also available to advise foreign governments looking 
to roll out higher education cheaply.

Overseas campus operations have been a bit of mixed bag, with 
only the University of Nottingham offering a real success story here 
through their campuses in Ningbo (China) and Malaysia. While 
Nottingham and University College of London may emphasise 
the strategic and research angle of their endeavours, the main aim 
of such campuses is to provide an alternative, cheaper route to 
access the populations of developing countries like India, China 
and Indonesia. It is reported that there are now more than 200 

Middlesex University

The majority of middlesex University’s 1,000 students on overseas campuses 
are in dubai. It has another much smaller campus in mauritius: a joint 
venture via a subsidiary company registered in dubai’s free trade zone and 
an Indian-based partner. middlesex University’s attempts to open a third 
overseas campus in delhi, India, through the mauritius set-up, collapsed 
only two months before the scheduled opening, in circumstances that have 
not been made public.7

middlesex has long had an international orientation, opening its first 
overseas offices in 1995 and gaining two Queen’s awards for enterprise 
subsequently. Its distinct vision of its future priorities has led it to pursue 
an ambitious overseas strategy focused on south asia, while using the 
powers it gained on becoming a university to validate and franchise degrees 
amongst international and domestic partners. 

capitalising on existing market advantages has its complement in 
reviewing departments which do not fit in with such vistas. In a very public 
dispute in 2010, middlesex threatened to close, and then transferred to 
kingston, its highest rated research centre: modern european Philosophy 
has little appeal in overseas markets. Philosophy’s mode of teaching, modes 
of assessment (essays) and dependence on libraries resist quantified, 
uniform approaches that are more amenable to mass roll-out through 
partnership and franchise agreements. even in the case of nottingham, 

�
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overseas branch campuses, with the UK, USA and Australia the 
most prominent players.11

The most recent developments with English universities involve 
campuses in Cyprus for the University of Central Lancashire and 
the University of East London. These seem to offer a different model 
as they are also being advertised to Home students – the £9,000 
fee at UCLan’s campus near Larnacka includes accommodation 
and some flights to and from the UK.12 UEL Nicosia offers degrees 
in Business and Accounting; UCLan, mathematics and computer 
science. UCLan also has plans to open in Bangkok and Sri Lanka.

This strategy is not without its difficulties. High-profile US 
universities have opened branch campuses abroad only to have 
to close them when the business model failed. In UAE, George 
Mason University closed its Ras Al Khaimah campus without 
getting a single student through to graduation, while Michigan 
State in Dubai managed to operate for two years.13 Although Times 

what is taken abroad are courses in business, commerce and, in some places, 
engineering, not the arts, humanities and social sciences. 

To justify the closure of Philosophy, managers at middlesex claimed 
that it was unviable and only continued owing to cross-subsidy from 
other departments. This claim was based upon an internal accounting 
method with a particular benchmark: a department was deemed to be 
‘loss-making’ if it failed to contribute at least 55 per cent of income to 
central administration. To quote the save middlesex Philosophy website: ‘It 
is not possible to say how – if at all – the [55 per cent contribution] relates 
to the university’s actual central expenditure on facilities for teaching and 
research.’9

Philosophy was grouped with religious studies for this exercise. In 
2009/10, the target was missed by two percentage points (53 per cent), 
but for the following year the contribution was estimated to be 59 per 
cent. such opportunist use of figures, and the paroxysms of middle or junior 
management, masks the broader strategy. 

The loss of such subject provision needs to be considered alongside 
another phenomenon at middlesex: it shed all of its north london campuses 
bar one in hendon while expanding overseas. When such commercial logic is 
evidenced at the expense of public interest (there is now no higher education 
in Tottenham or indeed haringey) what recourse does the public have? In 
2010, the office for fair access identified middlesex as the university which 
spent the smallest proportion, just 7.7 per cent, of its additional fee income 
on bursaries, scholarships and outreach initiatives.10 
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Higher Education states that the UK is unique in not having seen 
an operation close down, this ignores Middlesex’s Delhi campus 
which had the plug pulled two months before opening.14

The pension funds and financiers interested in backing overseas 
campuses are reported to be dissatisfied with the management teams in 
place at English universities. They want a more commercially oriented 
approach. How does this tally with a public education system? 

The point of this chapter is to illustrate the pressures brought 
to bear on UK universities in the pursuit of alternative sources of 
income. The pursuit of overseas income has received encouragement 
from certain parts of government over the last few years and 
exemplifies the belief at the top that the UK is well-placed to benefit 
from a post-industrial knowledge economy. 

Large operations such as Nottingham have been able to expand 
abroad without significant alteration to their home campus. The 
same cannot be said for Middlesex, which has seen a transformation 
in both its subject provision and its physical presence in North 
London. The pursuit of revenue-generating activities and new 
markets may come at the expense of what the public might see as 
core activities: this is why privatisation is the appropriate term. 
Public interest may be sacrificed for revenue streams, or ‘demand-led’ 
decision-making. 

In the case of London Metropolitan, certain risks were run in 
order to access a lucrative contract. It is not clear how the public 
interest is served if academics, students and the local community 
are punished for the over-reaching ambition of senior management 
and the wrong-headed decisions of the UKBA.

McGettigan T02659 01 text   124 06/03/2013   08:52



9
corporate form, Joint ventures  
and outsourcing 

The opening sentences of the Foreword to the 2011 Higher Education 
White Paper illustrate the government’s understanding of the place of 
universities and colleges within society: ‘Our university sector has a 
proud history and a world-class reputation, attracting students from 
across the world. Higher education is a successful public-private 
partnership: Government funding and institutional autonomy.’ 

What the government is keen to stress here is that higher education 
institutions are private corporations in receipt of (diminishing) public 
money. The basic unit of these reforms is the corporate entity, to be 
made more private in terms of revenue streams and to be placed 
within a regulated market. To this end, most of the discussion and 
consultation has been with vice-chancellors, the company heads, 
and the sector bodies, such as the regulators. Academics and the 
public have generally been bypassed.

WhaT kInd of comPany Is a UnIversITy?

As pointed out by Peter Williams, the university system has grown 
from a small number of private self-governing communities of 
scholars into a mass system which plays a key role in the reproduction 
of our democracy.1 At the same time, new institutions have become 
part of the system and some have grown into large enterprises with 
a global span. But does a system amounting to the aggregation of 
100 private companies add up to a public higher education system? 
What kinds of companies are universities?

In 2008, David Watson approached this issue by asking, ‘who 
owns the university?’, or, in the parlance popular in the 1990s: 
‘who are the stakeholders?’ He highlighted the ‘hybrid, ambiguous 
public-private world’ of higher education’ by arguing that HEIs 
are closer to companies like BAe Systems, than their public sector 
counterparts, hospitals or schools. With the advent of primary care 
trusts and academy schools, this may no longer be accurate, but 

125
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his answer was probably too simple even in 2008: a university is ‘a 
private company with a majority of public contracts’.2

The legal forms of universities are varied reflecting their historical 
development over time. Amongst more than 100 higher education 
institutions in the UK, we find charitable trusts, companies limited 
by guarantee, chartered corporations, statutory corporations, not 
to mention the various anomalies such as Oxford and Cambridge 
and the three Scottish universities founded by Papal Bull: Aberdeen, 
Glasgow and St Andrews. Watson concludes that it is the members 
of the corporation or the governing council that ‘own’ the university, 
but the question of members, governance and owners is more 
complicated and varies with the form. 

A further issue is transformation: government plans to make it 
easier for universities to change form ‘the better to access private 
finance’ were floated in the 2011 White Paper. Meanwhile private 
equity buyouts have become more likely: purchasing an established 
university outright would be an alternative route to the market to 
that outlined in Chapter 7. From this perspective, here we will also 
consider joint ventures, more forms of outsourcing, and ‘shared 
service initiatives’.

corPoraTe forms

The traditional understanding of a university is of an independent 
community of scholars pursuing knowledge and advancing learning. 
Unlike their counterparts in some European countries, UK HEIs are 
not state institutions, their academics are not civil servants (as they 
are in Italy or Spain, for example). They are legally independent 
corporate institutions with charitable status (the majority are 
‘exempt charities’). Therefore, as already noted, care must be taken 
in the use of the term ‘privatisation’. 

In England, we can identify six general categories, along with 
some anomalies:

Oxbridge and Cambridge are civil corporations. Older than the 
modern British state, their constituent colleges are communities and 
separate registered charities. 

The universities founded prior to 1992, numbering around 50, 
are chartered corporations in receipt of a Royal Charter.3 As such 
have the legal status of a person and are not bound by ultra vires 
(see below) but changes to constitutions and any relinquishing of 
the charter, may require primary legislation or its equivalent. For 
Oxford, Cambridge and the chartered corporations (all in one sense 
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membership organisations), the distinct legal status was exemplified 
in the figure of the Visitor, a representative of the Crown, who 
has the power to arbitrate disputes between the institution and 
its members.4

Higher education corporations (HECs), numbering around 45, 
are statutory corporations formed under the terms of the 1988 
Education Reform Act.5 The ex-polytechnics, excluding those 
formerly within the aegis of the Inner London Education Authority, 
have this status, along with other institutions which later took 
advantage of the same legislation to become HEIs. 

These institutions were in public ownership but now have a 
quasi-public status. Chiefly, HECs do not have the full rights of 
private ownership associated with independent companies: they are 
unable to dissolve themselves. That power rests with the relevant 
Secretary of State, who may exercise it after consultation. Any assets 
are protected and must be preserved solely for charitable use in a 
successor company constituted as a company limited by guarantee.6 
HECs are also bound by ultra vires: they can only do what they 
have been given powers explicitly to do in the statutes that created 
them (or whatever is necessarily implied by those powers). 

Companies limited by guarantee are distinct from the forms 
above in that they are entirely private companies and are able 
to alter their constitutions freely. Twenty-five universities have 
this form, comprising several post-2000 universities but also the 
London School of Economics and the ex-polytechnics formerly 
within the Inner London Education Authority: these institutions 
were always constituted as companies limited by guarantee. London 
Metropolitan University, which was formed from the merger of two 
of the latter, has the same form.

The anomalies: Three smaller universities and colleges are trusts: 
University of Chester; Bishop Grosseteste University College, 
Lincoln; Harper Adams College. Guildhall School of Music and 
Drama is a Department of the Corporation of London (and not 
a charity).

Our taxonomy is completed by considering companies limited by 
share. These are potentially for-profit entities providing returns to 
their shareholders. According to the lawyers Eversheds, a normal 
company limited by share, that is, one which has not adopted 
articles preventing the distribution of assets and profits, has ‘all 
the benefits of a company limited by guarantee plus an ability to 
raise capital and make distributions which are not available to a 
company limited by guarantee’.7 
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This latter point is extremely significant for the new financial 
terrain of higher education. However, not all companies limited by 
share are profit-distributing. The Royal Agricultural College is even 
registered as a charity, while both BPP University College and New 
College of the Humanities (discussed in Chapter 7) are non-profit 
distributing bodies. NCH is wholly owned by Tertiary Education 
Services Limited. BPP is owned by BPP Holdings Limited.

Pearson, to which the government is keen to grant degree 
awarding powers, is a public limited company (plc) a distinct form 
of company limited by shares, where shares are freely traded (unlike 
the companies mentioned above which are private: their shares 
are not offered to the public). As an illustration of the investment 
advantages available to these forms, Pearson raised over £1 
billion through a rights issue a decade ago. A further advantage, 
not mentioned by Eversheds, gives pause for thought here. When 
sanctions were introduced against the Gaddafi regime in Libya, 
Pearson simply suspended trading in the $200 million of shares 
owned by the Libyan sovereign investment fund. It saw none of 
the fallout that shook the London School of Economics over the 
donations and contracts signed with the regime, worth barely one 
hundredth of the traded shares.8 

chanGInG corPoraTe form 

The 2011 White Paper proposed new legislation easing the ability of 
universities to change corporate form so as to better access private 
investment (§§4.35–4.36). Such simplifying primary legislation 
would have been a keystone of the delayed HE Bill and largely aimed 
at allowing higher education corporations to become companies 
limited by guarantee without having to go through the Secretary 
of State.9 The 2011 Education Act passed legislation allowing the 
analogous further education corporations the freedom to make 
such a move. 

By giving higher education corporations the power to dissolve 
themselves or change to an alternative form, they would no longer 
be quasi-public. A similar process could be proposed for chartered 
corporations who wish to alter their constitutions that would take 
Parliament and politicians out of the process. 

Currently statutory corporations and institutions holding 
Royal Charters require primary legislation (or its Privy Council 
equivalent: orders of council) to change their constitutions or amend 
articles. This is one way in which democratic oversight of higher 
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education occurs. In the recent Charities Act Review conducted by 
Lord Hodgson, this oversight was simply interpreted as a burden 
on parliamentary time and administrators.10 It instead suggested 
delegating the power to approve constitutional changes to the 
Charity Commission and leaving the trustees (governors) to concern 
themselves with changes to articles. 

Further, it may or may not have been the government’s intention 
to facilitate the ability of universities to shed their charitable status 
and take on a profit-making form. 

charITable sTaTUs

Education is one of the four charitable activities, and institutions 
providing education can apply for charitable status even if they 
charge fees for tuition. Seventeen HEIs are registered with and 
regulated by the Charity Commission, as are the constituent colleges 
of Oxford, Cambridge and Durham (and all student unions). Owing 
to their place within group structures, neither BPP nor NCH qualify 
as charities, though NCH has an associated Trust.

The majority of established universities are ‘exempt’ charities. 
They are not registered with the Charity Commission but are 
overseen by Hefce with regard to their public benefit objectives. 
Farrington and Palfreyman’s The Law of Higher Education offers 
the following explanation: ‘The rationale for the exemption ... is 
that parliament has been satisfied that acceptable and appropriate 
arrangements already exist for carrying out the objects of HEIs and 
safeguarding their property.’11 Financially, the main significance for 
exempt charities is that they do not require permission from Hefce 
to conduct sales or enter mortgages.

Given that the tenor of the proposed changes was to ‘make it easier 
to attract private finance’, we need to consider the main impediment 
facing charities. This is the point raised by Eversheds above: charities 
are unable to raise equity investment by issuing shares.

Faced with competition from new, potentially profit-making 
vehicles with access to private equity, established universities may 
prefer to ditch their charitable status and ape the legal form of the 
new competitors, whether as private companies limited by share 
or as publicly limited companies (potentially quoted on the stock 
exchange). This competitive pressure will be exacerbated if the VAT 
exemption for not-for-profit providers is extended to commercial 
operations – removing one competitive advantage from charities 
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(setting aside the uneven distribution of donations and endowments 
with the sector).

The ‘sale’ of The colleGe of laW

Over the course of 2012, an example of such a change was seen. 
The College of Law, a rival to BPP in legal courses, announced 
that it was being sold to Montagu Private Equity, formerly part of 
HSBC, for around £200 million.12

A basic ‘two-step’ structured the deal. A profit-distributing 
subsidiary of Montagu was created before all staff, assets and 
undertakings associated with College of Law were transferred 
across. The new entity was called The College of Law Limited. In 
effect, the charity and the education and training business have been 
split – with the business transferring to the new entity. The charity, 
now renamed The Legal Education Foundation receives the £200 
million and uses it to fund a trust supporting the original charitable 
objectives. (This could translate into funding students to study at 
The College of Law Limited.)

The teaching business will build on its sites at Chester, Guildford, 
London, Birmingham, York, Bristol, London Moorgate and 
Manchester. Now that it is a company limited by share and profit-
distributing it may look to exploit its degree awarding powers 
in new markets, such as the new ‘strategic collaboration’ with 
Singapore Institute of Legal Education. Needless to say, Willetts 
was enthusiastic: ‘With the new funding invested in the college, it 
will be able to build its brand, take its trusted degrees into other 
countries, and boost British education exports. It’s an excellent 
outcome for everyone.’13

This is the standard route by which a charity is ‘sold’. A similar 
move was seen in the sale of the University for Industry. It is the 
responsibility of the trustees to determine that the charity is receiving 
full value for its assets and that this is the best option to pursue 
the charitable objectives. Note that a charity cannot just decide to 
‘stop’ being a charity.

I imagine most people find this process more than a little 
unsatisfactory. Trustees are meant to ensure that there are no 
conflicts of interest, but in the case of The College of Law the senior 
management team will transfer over to lead the new enterprise. 

This obscure process has been conducted without any wider 
accountability to the public. The reasoning the trustees followed to 
approve the decision is not clear: The College of Law does provide 
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some FAQs, but these are extremely vague on the technicalities and 
even the issue of profit distribution.14 One issue seems particularly 
murky: what happens to the degree awarding powers granted to 
The College of Law in 2006? These are significant for the whole 
sector and not just private matters. 

Legal Education Foundation maintains the Royal Charter, which 
cannot simply be discarded as it is the entity which was awarded 
DAPs. Technically, degree awarding powers cannot be sold or 
transferred from one entity to another. They were due for renewal 
this summer, but with no academics, the charitable trust would no 
longer be eligible. 

BIS and the College are attempting to argue that the teaching 
business represents a continuing ‘institution’, which can be 
separated from the legal entity, and that DAPs were not granted 
by charter but by statute (through a process governed by the 1992 
Further and Higher Education Act). But such a separation should 
not be possible for a chartered corporation for the reasons set out 
earlier – the whole entity is the corporation. Bypassing the ban on 
transfer of powers by claiming to transfer the ‘college’ bit of the 
corporation is therefore dubious, but would set a precedent for all 
HEI’s whose degree awarding powers depend on statute rather than 
their original charter. In November 2012, the College was upgraded 
to full university status becoming The University of Law.

coUld a ‘PUblIc’ UnIversITy be boUGhT oUT In ThIs Way?

What would we say if several major universities began to follow 
the example of The College of Law as commercial pressures come 
to the fore? 

Companies limited by guarantee are able to make such decisions 
without all the Privy Council palaver over the Royal Charter. 
Established universities with this form would need to negotiate 
two impediments – degree awarding powers (awarded in perpetuity 
in this instance) and continued access to grants as a not-for-profit. 
As less and less grant becomes available this latter point may not 
be such a problem.

A model for a buyout that would work for such companies was 
proposed by Eversheds in a 2009 report for Universities UK (Figure 
9.1).15 This is meant to be feasible under current legislation but 
would require government approval. It represents a similar form of 
legal arbitrage to that seen in Chapter 7. It enables the distribution 
of profits to investors by exploiting a group structure.
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To interpret this diagram: The existing HEI is on the left. It 
maintains degree awarding powers, not-for-profit status, and is 
responsible for teaching. (This is distinct from The College of Law 
sale where the teaching business and staff were transferred to the 
new company.) As the report explains in paragraph 3.12: ‘Under 
this model, the existing higher education institution will retain its 
position as a designated institution for the receipt of funding council 
grant and any Learning and Skills Council funding (if relevant), 
as well as its own degree-awarding powers.’ As such, the issues in 
relation to The College of Law’s powers do not arise.

‘NewCo’ is a company limited by share. It is established with 
two classes of shares so that majority voting rights remain with the 
HEI. However, some of the other shares may be ‘preference’ shares 
entitling investors in NewCo guaranteed or superior dividends in 
return for waiving voting rights. All physical assets are transferred 
to NewCo. It generates returns because the HEI must pay rent and 
fees for services – this depends on a monopoly relation. Helpfully, 
the diagram shows the intention: NewCo ‘strips profit’ through 

VAT
Group

£

Members <50%
ordinary shares

>50%
‘A’ ordinary shares

Assets

Management of
College (strip profit)

Relationship:
1) LSC/HEFCE Funding
2) Degree awarding
3) Student education

NewCo
(Profit)

Existing
HEI

Treasury

Figure 9.1 ‘a model for a university buyout’

source: reproduced as it originally appeared in Universities Uk, 2009
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charging for the management of the college or university. The 
main function, however, is to allow equity capital in NewCo to be 
invested in the operation of the institution. A clear example of a 
corporate structure designed to give access to private finance. 

The Eversheds model is also meant to apply to higher education 
corporations, though chartered corporations are likely too big 
to need to consider this option. In this case, the Treasury would 
receive ‘the capital value of the higher education institution’ (§3.15). 
However, the current statutory ‘asset lock’ attaching to higher 
education corporations may present an impediment. If the HEC is 
dissolved, assets can only be transferred to a successor company, a 
company limited by guarantee, and assets must be used purely for 
charitable purposes. 

This is much stronger protection than that indicated in the White 
Paper which promised only to ensure that ‘the wider public interest 
will be protected in any such change of status’ (§4.36). This phrasing 
became even weaker in the accompanying Technical Consultation: 
‘[we will] balance the potential benefits against the concern that ... 
there is a wider social interest which may need to be protected’ (my 
emphasis). One way in which the public interest may be protected 
is simply by having the purchaser also pay a sum to the Treasury 
in recognition of the public investment that has gone into these 
establishments over the years. 

Hostile takeovers are not possible given the absence of 
shareholders. But the majority of higher education institutions 
face new commercial pressures. From this perspective, we need 
to reconsider the issue of institutional viability. If no merger is 
available, then private takeover, involving a change of corporate 
form, may be presented as preferable to institutional collapse. As 
I write, the future and financial viability of London Metropolitan 
is murky. Given that it is a company limited by guarantee, the 
likelihood of private purchase must be high. 

Private equity firms in the USA have specialised in taking over 
struggling colleges before pursuing expansion. Any legislative 
changes proposed to corporate form may be less about making it 
easier for institutions to attract finance and more about making it 
easier for private equity to purchase a mainstream university by 
removing the current impediments: DAPs, ‘asset locks’, charters, 
and all.

Chiefly, the government would prefer to be in a position where 
such decisions do not have to be approved by the Secretary of State 
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or Parliament, but are transformed into private matters for the 
board of governors or equivalent.

oUTsoUrcInG, JoInT venTUres, ParTnershIPs, eTc.

Besides the outright purchase of universities or colleges, the ‘cleanest 
solution’ according to Eversheds, two other approaches exist for 
‘privatising’ the university. 

Outsourcing is familiar to most; it removes staff from the employ 
of the university and uses an agency to provide the service (this 
agency will be private and mostly likely for-profit). The government 
would like to help universities reduce costs by moving outsourcing 
further. It has now legislated (2012 Finance Act) to offer VAT 
exemptions on services shared between two VAT-exempt operations.

This clears a previous obstacle to pooling ‘back room’ services 
(administrative, IT, catering, maintenance, library and other 
‘support’): ‘shared services’ will in theory allow partners to access 
larger economies of scale if they keep provision ‘in house’ or offer 
greater leverage in new tenders. As I wrote for Radical Philosophy 
in 2012: ‘This could accelerate the outsourcing already seen in 
the sector and indeed produce further outsourcing on already 
outsourced services.’16 

Although described as outsourcing in some of the press coverage, 
developments at London Metropolitan University over the summer 
of 2012 pointed to something closer to the buyout model illustrated 
above. A tender document published in March 2012 advertised 
for a ‘strategic partner’, effectively a management consultant on 
a contract worth £74 million over five years.17 What was being 
advertised was a three-stage plan:

1. The consultant would help to review and augment the 
administrative set up at the university.

2. The consultant would help develop a ‘shared service partnership’ 
aimed at making savings.

3. LMU would open up this ‘backroom’ service provision to other 
higher education providers so as to produce a ‘high quality cost-
effective’ service.

Advertising for a management consultancy to take over the running 
of administration may have been the envisaged solution to the 
ongoing administrative problems which came to a head with the 
revocation of LMU’s ‘Highly Trusted Sponsor’ status (see Chapter 8). 
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The difference from outsourcing is that the private operation is 
not providing the services to replace university posts. Instead, at 
stage 3, a ‘special purpose vehicle’ may be set up into which staff are 
then transferred. All services and operations were to be considered 
for this move, with the exception of teaching staff and the vice-
chancellor. It is for this reason that it resembles the Eversheds 
proposal for a buyout (Figure 9.1): the subsidiary could well be a 
profit-making enterprise like ‘NewCo’ and a vehicle for investment.

However, the UKBA acted before the tender could be awarded 
and the contract was not awarded in September as planned. London 
Metropolitan will instruct its consultant to conduct stage 1, but this 
will now be an ‘extensive and rapid Business Re-engineering exercise’, 
an attempt to establish the institution as an ongoing concern.

Joint ventures take many forms but at root they involve either 
setting up a new enterprise or separating off part of an institution’s 
existing activity. Such initiatives have focused on peripheral academic 
provision such as access degree courses, English language classes and 
distance learning provision. There is great interest from investors 
in spinning off online course provision. Joint ventures with private 
backers or delivery partners will be profit-making ventures – with 
both partners taking a share of revenues. Eversheds, again, outlines 
its ideas for likely future developments: ‘research commercialization 
projects, revenues from overseas campuses and from selling access 
to the institution’s degree-awarding powers in the private sector’.18

Joint ventures also figure in the government’s plans for a new 
form of private funded ‘university’ and an expansion of UK HEIs 
operating overseas campuses (see Chapter 8). Attracting inward 
science and technology investment and boosting education as an 
export industry is a key goal for all political parties. These ventures 
will involve private finance and an existing institution, with the 
government providing logistical support and pledging to remove 
any legislative barriers. Education Services UK, a new unit of BIS, 
will effectively operate as a broker or match-maker here.

conclUsIon

From this brief outline of joint ventures, partnerships, and 
outsourcing we can see that commercial operations and partnerships 
are already proliferating and creating a complex terrain in which 
democratic accountability is becoming more and more attenuated. 
The complexity of corporate forms, group structures and joint 
ventures make it difficult for the public to be aware of what is 
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happening here. There is a need for a new branch of public interest 
business journalism.

Legislation is likely to be presented to Parliament as a ‘streamlining’ 
measure seeking to rationalise baroque procedures or to give more 
autonomy to institutions. But in the absence of strong regulatory 
frameworks, the function of Parliament or the Secretary of State in 
providing oversight of the sector will be eroded. We will turn to the 
issue of governance in Chapter 11, but at the heart of these matters 
is a push to make it easier for private equity to enter the sector 
through buyouts and ventures, while keeping democracy out of it.
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University bonds and other credit 
Products

Although the new market mechanisms generate uncertainty, 
conversely this may represent a window of opportunity for smart 
investment. With students facing higher fees, they may expect a 
better ‘experience’: money is needed to improve facilities and secure 
recruitment levels. Equally, as a small elite looks set to pull away, 
many may feel that now is the time to borrow so as to break into 
that group or indeed for the peripheral elite to cement their place. 
Such a prize could launch several ambitious strategies.

The sector’s debts currently amount to about £5 billion: roughly 
20 per cent of annual income. As we move to a more corporate 
model, we should expect this ratio to move. Chris Hearn of Barclays 
Capital believes the sector is ‘underleveraged’ and could take on 
an additional £4 to £5 billion of borrowing to finance investment. 
Combine that figure with cash reserves of around £5 billion and 
we could see sizeable movement.

Initially, such investment will only secure a larger share of 
the market, the market itself cannot grow owing to government 
controls. The influx of additional money would raise the stakes. In 
a zero sum game, investment is potentially destructive. There are 
therefore likely to be some winners and some high-profile losers. 
Overambitious or unlucky strategies may contribute to institutional 
implosion in a sector where the government is no longer committed 
to being the backer of last resort.

lendInG

In previous years, mortgaging assets or accessing unsecured banking 
lending through overdrafts or revolving credit facilities may have 
been more usual. But the financial crisis has led to a general 
contraction in traditional bank lending, while capital grants to 
universities from Hefce have also become much scarcer. 

HE has been seen as a safe sector for lending, but this was largely 
due to large-scale public funding and a belief that governments 
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would intervene to protect institutions that ran into difficulties. 
This view may be shifting as polarisation commences. Times Higher 
Education reported that this new thinking is revealed in an ‘interest 
rate spread’ between different institutions with banks charging more 
interest to institutions seen as less secure.1

It is in this context that there has been a renewed enthusiasm 
for bond issues by English universities. It is the common source 
of investment financing in the USA. Because it is debt, rather than 
equity, it represents an option for universities that wish to maintain 
their charitable status. Indeed, the government has been keen to 
encourage Housing Associations to go down this route and in recent 
years we saw the Wellcome Trust make a multi-million pound issue.

The history of bond issues by universities is relatively unknown. 
Although there have been a handful of recent ‘private placements’ by 
Russell Group universities, in 2012 we saw the first two university 
‘public offerings’ since the late 1990s. De Montfort University issued 
£90 million of bonds with a further £20 million in reserve (issued 
but purchased by DMU). The University of Cambridge went for 
£350 million. 

These are likely to be the first of several, as according to Barclays 
‘demand would be enormous’ and it is irrelevant to their calculations 
about ‘leveraging’ whether universities use traditional bank lending 
or bond issues. I will therefore spend some time explaining bonds.2 

bonds: The basIcs

Bonds are the building blocks for many more complex financial 
products, but at their simplest are tradeable IOU notes. They are 
issued by governments (Treasury ‘gilts’) and by companies and are 
increasingly common in the ‘third sector’. Bonds are unsecured 
lending: they are not backed by assets, though in the case of 
bankruptcy, bondholders will normally be the ‘senior’ creditors 
and hence get first call on any assets that can be liquidated. There 
are three key components to the basic bond: 

•	 The	‘principal’	is	the	amount	borrowed.	
•	 The	‘coupon’	is	an	annual	interest	payment	normally	defined	

as a percentage of the value of the bonds held – it can be fixed 
or indexed to, e.g., inflation. An important factor to appreciate 
is that the interest rate does not ‘amortise’ the debt: the annual 
payments are ‘interest only’. 
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•	 The	‘maturity’	is	a	defined	period	at	the	end	of	which	the	
principal must be repaid in full. The principal is not affected 
by the annual repayments made.

Universities will be offering longer maturities than is typical for 
corporate bonds. While the latter mature between 7 to 10 years, 
university bond issues will be at least 30 years and possibly up to 
40. In 2006, Imperial issued £50 million on bonds that will not 
mature until 2056. With interest rates at historic lows, it is a great 
attraction to lock down borrowing for such periods.

For universities there is another attraction: one to do with 
institutional autonomy. As things currently stand, the financial 
memorandum each university signs with Hefce includes a clause 
relating to the annual costs of servicing borrowing. Universities 
must seek permission from Hefce if those costs go above four per 
cent of total annual income. What this means is that universities and 
colleges have more autonomy in relation to bonds. Since bonds are 
effectively ‘interest only’, annual repayments are smaller relative to 
the amount borrowed. They can therefore borrow higher amounts 
without going through Hefce.

Pension funds and insurance companies are keen on university 
issues, because the longer maturities on these bonds are a good 
match for the lifetimes of their liabilities. They are not necessarily 
looking for high returns but secure, long-term assets. Purchasing 
such bonds would also enable them to diversify their existing 
portfolios. Scottish Widows, M&G and Legal & General purchased 
the DMU bonds.

In terms of security, all universities looking at this avenue would 
need to pay for a rating from a credit ratings agency. Lancaster, 
Bristol, Nottingham, King’s College London and Sheffield are all 
rated by Standard & Poor’s, while Moody’s covers De Montfort, 
Brunel, Keele and Cambridge (to whom it has awarded its highest 
rating Aaa/stable – better than its rating for the Bank of England).

recenT examPles

In recent years, King’s College London, Imperial, Manchester, 
Liverpool, Edinburgh and York have made private placements of 
between £50 and £100 million (Manchester) of bonds. The coupons 
were around 5 per cent. At such large universities, a bond issue is 
one way of ‘hedging’ an investment portfolio. 
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Cambridge’s bond is the biggest issue in English university 
history, but it has such strong finances that it probably prefers to 
raise £350 million through this route than by disposing of other 
assets. In contrast, the recent £110 million public offering by De 
Montfort University (DMU) is a very different matter. For a start, 
its coupon of 5.375 per cent is much higher than Cambridge’s (3.75 
per cent), reflecting the different assessments of risk involved for 
bond purchasers. Although smaller, DMU’s bond represents over 
70 per cent of its annual income of around £150 million. 

One final point concerns the public offering. The size of the 
Cambridge issue meant it was unsuitable for the private market. 
But DMU had to go to the market because its investors want the 
guarantee of a tradeable bond with sufficient liquidity to cash in the 
asset if needed: those taking on the private placements are convinced 
of the security of their investment and do not need such guarantees. 
DMU did not have the option of a private placement and it may 
have had to access more borrowing than it needs: the principal 
(£90/110 million) is a long way below the typical lower limit for a 
public offering of £200 million.

While economists such as David Blanchflower have extolled the 
virtues of using bonds for capital investment in important projects, 
it is not clear that DMU’s issue will generate additional revenues. 
It appears to be a defensive measure designed to protect its place 
in the new market by overhauling existing facilities, pedestrianis-
ing its campus and buying its way out of a more onerous lending 
facility with Lloyds Bank. 

The precursors for public offerings by English universities are 
not great, as they have been typically pursued by institutions with 
weaker finances. In 2009, Lancaster University used a new loan 
from RBS to pay off its bondholders 15 years before its 1995 bonds 
were due to mature. It was due to repay £35 million at that later date 
but gave out nearly £16 million extra in penalties and termination 
fees to escape early from an ‘onerous’ covenant that gave third 
parties a veto on further capital expenditure.

Bonds issued by the University of Greenwich in 1998 to finance 
the refurbishment of the former Royal Naval College (where it 
was unable to achieve secured lending against the buildings owing 
to their status as part of a Unesco World Heritage Site) have 
been withdrawn from public listings following the collapse of the 
specialist insurance company guaranteeing the bond. £30 million, 
the principal, is due to be repaid in 2028.
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resPonsIble decIsIons

The two cases above point to potential problems with bonds. At 
5.375 per cent on £110 million DMU will have to find around 
£5.9 million each year to pay its coupons. In recent years it has 
been making a deficit so just meeting annual costs is a challenge in 
itself, likely to involve cuts to staffing. But how will it also find the 
principal it needs in 2042? If additional revenue is not generated, 
and surpluses retained, then one has to consider where the money 
will come from. Although DMU’s principal at £110 million may be 
worth around £35 million in today’s prices (allowing for inflation), 
that is still nearly a quarter of De Montfort’s current annual turnover. 

Lancaster required additional borrowing to pay off its 
bondholders. This is known as ‘refinancing’. Alternatively, the bonds 
may need to be ‘rolled over’: new bonds are issued to repay the 
principal on the maturing ones. One might see this debt dynamic as 
kicking a problem down the road. As yet, there is no mature bond 
market for UK universities, so we can only speculate that DMU will 
be able to rollover any debts in 2042. One well-placed financier 
told me that the market for university bond issues may not be as 
large, or as liquid, as estimated by Barclays. Does good governance 
equate to leaving a problem for a future set of governors to resolve 
in 30 years’ time?

The economist Hyman Minsky developed a scheme to analyse this 
situation. There are three positions for a debtor: hedge, speculative 
and Ponzi borrowing.

Hedge borrowers are able to pay the annual interest from their 
income and reserve a surplus so as to pay off the principal (or they 
have sufficient liquid assets which can be realised if needed). They 
are therefore accessing borrowing as a way to best manage their 
investments – the University of Cambridge would be in this position 
with its borrowing.

Speculative borrowers can meet their annual costs of borrowing 
but not the principal borrowed and so will need to refinance. 
DMU would be in this position if it can reduce expenditure to 
meet the coupon. 

The Ponzi position applies to those who are borrowing to ride 
asset bubbles. They can pay neither the interest nor the principal 
and are dependent on increases in asset values to cover their costs 
of borrowing. Let us hope that no English universities enter this 
position since their only asset bubble may be their tuition fee 
income stream. 
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Further, we need to consider the pliancy of the indebted beyond 
the need to meet interest payments and repay the principal. 

Bonds have covenants that stipulate the conditions which must be 
met by the issuers or specify ‘events’ which may trigger changes such 
as requiring the principal to be repaid immediately. Bond covenants 
are now much less onerous than those seen in the 1990s, but DMU’s 
still runs to over 100 pages and makes US Bank Trustees Limited 
the bond ‘trustee’ – an arbiter which determines whether certain 
defined events have or have not occurred. 

One item in the covenant relates to the need to maintain an 
investment grade credit rating. Failure to achieve this is termed a 
‘negative rating event’. There is a further ‘regulatory event’ which 
is triggered if Hefce ceases to be the regulatory body responsible 
for DMU. In both cases, the bondholders may require DMU to buy 
back the bonds or redeem them immediately. 

Recent events at London Metropolitan (see Chapters 8 and 9) 
may create a problem here. Both Moody’s and Standard & Poor’s 
base their university ratings on the ‘likelihood of extraordinary 
support from the UK government’ in the event of ‘acute liquidity 
stress’. For Moody’s this likelihood is ‘very high’, for Standard & 
Poor’s, ‘moderately high’. But following the decision of the UKBA, 
London Metropolitan has been holed below the waterline. If it does 
not win its judicial review it is likely to face acute liquidity stress as 
a result of government agency action. This is likely to have knock-on 
implications for DMU who may now find it harder to maintain its 
investment grade rating.

Is DMU a brave pioneer for bond issues by smaller institutions 
or is it taking some pretty hefty risks to avoid being stuck in a 
bad market position? Either way it has certainly abrogated some 
of its institutional autonomy to a dynamic that we do not yet 
fully understand. 

The fUTUre? bonds In The Usa

In the USA, there is a mature bond market. Issues represent the 
main method of raising investment. But there is an intimate relation 
between debt financing and tuition fee increases, since the ability 
of universities to raise tuition fees at will is well-regarded by credit 
rating agencies. This is largely neglected in commentary about the 
student debt crisis over there.

To take one example, the University of California is a useful proxy 
for the UK higher education sector since its budget is comparable, it 
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was previously largely state-funded, and it has several internation-
ally regarded universities including UCLA, UC Berkeley, UC San 
Diego and UC Davis. UC has an annual income of around $20 
billion, comparable to the UK sector as a whole which was £27 
billion in 2010/11.3 One caveat: UK universities are not as diversified 
as in the USA, where universities run sports stadia and hospitals. 

UC uses several flavours of bond. However, its main ‘general 
purpose bond’ is directly tied to tuition fee income, which is paid 
into an account held by Bank of New York Mellon, the bond trustee. 
Bondholders have first call on that income stream to service their 
coupon if needed.4 California State Auditors reported that ‘pledging 
tuition and fee revenue enables the university to obtain financing 
under more favourable terms’ but also that bondholders had not 
yet needed to access that pool.5 The pledged pool itself amounted 
to $8.7 billion in 2010/11. Given that UC has issued total bond 
debts of $14.3 billion (at 31 December 2011), concerns are natural.6 
UC’s debt to income ratio is now close to 70 per cent – much, much 
higher than is generally seen in the UK, although DMU will take 
that step in one bound. 

Bob Meister has argued that the primary aim of the university 
is now to protect its borrowing power in capital markets. The 
university issued $1.7 billion of bonds in 2011 alone and believes 
it can issue a further $3 to $5 billion in the next five years without 
affecting its credit rating. Were it to risk downgrading a notch it 
could access a further $5 billion on top of that. 

The numbers are staggering. Across the US, higher education has 
become increasingly debt-financed with individual students taking 
out personal loans to pay the ballooning fees. Fees at some private 
colleges, such as Vassar and Wesleyan, are over $40,000 a year. Total 
student debt recently went beyond what its citizens owe on credit 
cards and is somewhere around $1 trillion (one thousand billion 
dollars). Any collapse in demand could have severe consequences 
for the sector given the debt propping up its institutions.

The bond craze in California went so far that San Diego district 
educational authorities issued bonds to replace investment that was 
not forthcoming from the State. As Gillian Tett observes, ‘Though 
these bonds shield taxpayers (and politicians) ... today, they create 
a headache later. At best this is a case of kicking the can down the 
road; at worst, a case of the government dancing with loan sharks.’7

Something similar may happen here if a raft of bonds is issued 
that do not have to be paid off until 2040 and beyond, while the 
cap on tuition fees may hamper the development of a mature, liquid 
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market. (I stress the ambiguity of that final clause to refer back to 
questions about the developing debt dynamic.)

Whichever way one looks at it, the movement into bonds is 
undoubtedly a new phase of privatisation. Gambles such as DMU 
are taking may only be assessed in hindsight: having got in early it 
may limit its rivals’ ability to match investment, but if the market 
fails to develop and it cannot generate higher revenues there may 
be extremely difficult times ahead. DMU has gone ‘all in’ as they 
say in poker.

alTernaTIve flavoUrs of bond

The bonds described above are ‘vanilla’ bonds – there is nothing 
fancy about them except for some variations in covenants. As noted, 
these are the basic building blocks of financial products and other 
spicier flavours are available. As the market for university issues 
matures, new products will be developed. What follows is a brief 
guide to some of the main possibilities, which may be attractive 
to institutions unable or unwilling to go for the full-blown public 
offering or to those looking to boost borrowing capacity. We will 
briefly outline some newer initiatives and possibilities: social impact 
bonds, mini-bonds, and ‘securitisation’. The latter is particularly 
important and will crop up again in relation to the government’s 
attempts to sell the portfolio of graduate loan balances.

social Investment or social Impact bonds 

The government’s vision of a Big Society depends on the development 
of new financial products. Rather than administering public services 
itself, the government, or proxies such as the Big Society bank, will 
act as a broker putting together private finance with local initiatives.

Social impact bonds differ from the basic kind so far discussed in 
that the return on the bond is not fixed. The coupon terms on bonds 
can be ‘structured’ to link payments (rather than just defaults) to 
events or options. They are at root a kind of derivative. Derivatives 
need not involve the buying or selling of stocks, commodities or 
currency; instead, they can involve bets on the changing prices 
of said items or agreements about other outcomes. They are 
second-order dealings.

With social impact bonds, the two parties – the government and 
the investor – form a contract with a set of conditions specified to 
determine levels and rates of payment in relation to a particular 
service. Neither party need provide the service. They are speculating 
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on an objectively determined and agreed outcome: the performance 
of third parties against targets whom the government has funded 
with the investor’s money. 

In a pilot scheme run in Peterborough, a £5 million bond issue 
raised funds to provide accommodation and support to 3,000 
ex-offenders. If the reoffending rate falls by 7.5 per cent after six 
years, then the bond purchasers will get £8 million back (from the 
savings made by the success of the scheme – i.e., fewer probation 
officers will be needed). Should it go the other way the entire bond 
stake could be lost. 

The Office for Civil Society is offering to tailor such bond issues 
to individual schemes. The idea is similar to that behind PFI, in that 
the risk of the innovative approach to a social problem is financed 
privately. New ‘early years’ initiatives could also take this form: 
successful intervention would keep children out of care or prison 
with the savings made again going to the bond purchasers.

Such schemes could translate into research projects that otherwise 
fail to find research council or other support. The funding, and 
the risk, would be provided by private backers with any outcomes 
that are amenable to quantified or monetised solutions being the 
objective of the bet. The university itself could be the party to the 
bet rather than the government.

securitisation 

Securitisation involves turning illiquid assets and their associated 
future income streams into tradeable bonds (‘securities’). 
Securitisation can take many forms but in general the performance 
of the bond is tied to the performance of the asset: for example, the 
coupon could vary and there may be no principal repayment when 
the bond matures. In this way, the bond may also be isolated from 
the general performance of the issuer.

Originally developed in relation to the repackaging of mortgage 
and other loan debt, securitisation has extended into other areas. 
David Bowie raised over $50 million in 1997 by selling ten-year 
bonds against the future royalties on his pre-1990 back catalogue 
(25 albums and over 280 songs). The return to investors was tied to 
the return on sales of Bowie’s music. The income stream had been 
isolated from him personally and he was not required to meet any 
shortfall if income was lower than predicted (say, owing to the advent 
of file sharing). Prudential insurance company paid $55 million for 
the entire issue on a 7.9 per cent coupon. It was downgraded a 
number of times, finally hitting junk status in May 2003.
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Football clubs have securitised their future gate receipts and 
season ticket sales. In return for cash to invest today, this was seen 
as a good gamble in the late 1990s. Tempted by the money available 
to Premiership teams through television rights and the riches of 
European competition, clubs adopted ambitious strategies to break 
into the small group of elite clubs. 

Securitisation has already been seen in the higher education sector 
through the private finance initiatives and other off-balance-sheet 
solutions used in student accommodation. In such arrangements a 
specially created company, typically a joint venture between a bank 
and a construction company, will raise the capital needed for the 
project through bond issues securitised against the future revenue 
generated by rents. The contracts may be what are termed DBFO 
contracts – the third party designs, builds, finances and operates 
the rooms, which revert to university ownership after a period of 
30 or 40 years (often the estimated lifetimes of the new-builds). 
Some contracts may stipulate that students be placed in the DBFO 
buildings before other accommodation is filled.

There is an exceptionally active market in student accommodation 
with several types of ‘solution’ including leaseback. The money 
involved is larger than the direct bond issues mentioned above: the 
University of Sheffield has a ‘student village’ on the back of which 
nearly £160 million of bonds was issued.

mini-bonds 

There is a current vogue for ‘mini-bonds’. Here companies have 
designed boutique products to be sold to individual rather than 
institutional investors. These are much smaller offerings – under 
£5 million in some cases – while the coupon may be replaced with 
offers of the company’s products, such as the debenture seats at 
Wimbledon or the gift vouchers to the value of 2 per cent offered 
by John Lewis on top of its 4.5 per cent coupon. Mini-bonds are 
not traded and may have a much shorter maturity. The John Lewis 
bond is five years. 

Such offerings depend on customer loyalty. This has its equivalent 
in the university sector. Indeed, such an option was presented to 
the Browne review into university funding by the Russell Group. 
‘Graduate linked bonds’ were meant to allow prestigious universities 
to set fees above the maximum tuition fee: the difference between 
£9,000 and whatever higher fee was set would be covered by issuing 
bonds to private investors:
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Universities would then generate additional up-front investment 
by leveraging the future contributions of their graduates to secure 
funding from private investors. This could either be through 
issuing bonds directly linked to the income stream received 
from graduate repayments, or through the university itself 
selling annuities.8

As to the potential market for such products, the report suggested 
that alumni, loyal to their alma mater, might be encouraged to 
buy bonds ‘[with a lower coupon] than market rates, on the basis 
that they would be investing to support their own institution 
and its graduates’.9 If charitable donations are threatened by 
the new terrain of high fees, then ironically that terrain offers a 
replacement. Investment rather than giving. Such markets could 
offer something more lucrative than direct fund-raising and without 
the unpleasant connotations of glad-handing wealthy and potentially 
embarrassing patrons. 

conclUsIon

As an alternative to borrowing from banks, borrowing through the 
bond markets appears to have advantages. But those advantages 
are most apparent for the wealthier universities with more robust 
cash-flows. We do not yet have a mature market in university paper 
and it is therefore hard to assess DMU’s decision to issue around 
£100 million in this way. 

In the USA such a mature market is intimately bound up with 
rapidly rising tuition fees: even the finances of a world-renowned 
institution such as the University of California are vulnerable 
to a shift in demand for higher education. Bond issues are not a 
sure-fire way to replace state funding and involve decisions which 
our universities and colleges may lack the capacity to assess. 
While corporate bonds tend to have short lives, university bonds 
do not mature until 30 years later. What do such temporalities 
mean for responsible governance? We will address this theme in 
the next chapter.
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11
Governance and Public accountability

The preceding chapters in Part 3 have set out the increasing 
complexity of the financing of universities and the decisions 
facing their managers. This chapter considers how universities are 
governed: that is, how senior executives are overseen and how that 
function allows for wider transparency and accountability, or not. 

The government’s intentions here are twofold: it wishes to treat 
universities as private companies and students as consumers. By giving 
the latter more power, universities will become more responsive to 
wider society. This is an alienated model of accountability and one 
that exacerbates the potential conflict between charitable objectives 
and commercial imperatives. Similarly, this approach contributes 
to a ‘democratic deficit’ in so far as the consultations surrounding 
higher education reform are limited to vice-chancellors and mission 
groups, as if the former were business leaders and owners, or repre-
sentatives of the Confederation of British Industry or the Institute 
of Directors.

As outlined in Chapter 9, vice-chancellors are in most cases neither 
the owners of universities nor the agents of owners. Questions of 
management and governance are intimately related to the question 
of corporate form. While calls for institutional autonomy make 
sense in resisting direct political interference, we must be wary 
of allowing vice-chancellors to act as autocratic chief executives 
with even fewer checks on their decisions. What differentiates 
universities from most private companies is their relation to a board 
or equivalent and their charitable status. Almost all HEIs have their 
roots in local communities. How can we protect that legacy?

Since HEIs, as charities, are largely funded through donations 
and public funding, we expect their trustees to represent the varied 
interests of society, the public whose benefit these charities are 
meant to serve. But now these charities face unstable incomes and 
large-scale decisions about borrowing and investment, including 
even the decision (outlined in Chapter 9) as whether to sell the 
institution. In a commercial world can governors really play two 
roles, ensuring the pursuit of charitable objects and acting as a 
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corporate board? Deciding how to direct received public funding 
in such a manner as to serve a constituency of varying stakeholders 
is very different from setting out to generate revenue.

We can identify clear issues here: the composition of boards of 
governors; commercial pressures; the channel for academic scrutiny 
of managerial decision-making; and wider public accountability. 
This chapter will treat each in turn.

Governance sTrUcTUres and commercIal PressUres

Senior management, the executive, has operational responsibility, 
but a board or ‘Council’ in the pre-92 universities is responsible for 
setting the mission of the institution, approving corporate strategy 
and ensuring continued financial solvency. They must also comply 
with the relevant regulations and act as the equivalent of trustees 
with regard to charitable objectives. 

Although the composition of boards varies, most university 
boards have a majority of ‘lay’ or independent members, neither 
academics nor students, who have shown, for example in the case of 
higher education corporations, ‘capacity in industrial, commercial or 
employment matters or professional practice’. This reflects a desire 
for vocational or professional relevance to the local community. In 
an age of private funding and international reach these members 
of the board have a transformed role. 

Representatives of the internal constituency, staff and students, 
have only a small presence. Owing to the corporate form of boards, 
responsibility for decisions is jointly taken. For this reason, staff 
and students on the board are not understood to be delegates or 
representatives, but are expected to use their independent judgement 
to make decisions in the interest of the corporate body. 

For higher education corporations (see Chapter 9), it is important 
to recognise an important difference. With chartered corporations, 
the university as a whole is the corporation and is effectively an 
organisation of members: their complex governance statutes reflect 
this status. With HECs, only the board is the corporation. The 
board ‘conducts’ the university. As a result, the vice-chancellor, 
or equivalent, is more powerful; the board of governors is less 
representative for staff and students, with unions excluded at 
some places; the academic board has more of an advisory status: 
the ‘educational character and mission’ are determined by the 
governors. The set-up at companies limited by guarantee is similar.
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commercIal PressUres

New commercial pressures in the market for undergraduate 
recruitment will increasingly mean that maintaining solvency and 
managing risk are the overriding objectives. We must not forget that 
the market solution depends on there being the real risk of failure 
for universities. The White Paper declared the intention not to act 
as backer of last resort stating that ‘it is not Government’s role to 
protect an unviable institution’ (paragraph 6.9b). 

Without large-scale public funding, self-preservation, the ‘iron law 
of oligarchy’, will mean that the primary aim of the organisation is 
the bottom-line of revenue generation with public benefit objectives 
following on later if, indeed, they do not conflict with the former. 
After the bottom-line, the main ‘stakeholder’ to corporate eyes 
is probably the unaccountable quango, Hefce, or indeed, in light 
of the London Metropolitan debacle, the UK Border Agency (see 
Chapter 8). 

As universities become more commercially oriented, their 
management structures mimic commercial operations and come 
closer and closer to that model, intensifying previous tendencies. 
‘Command and control’ executives may move away from collegial 
set-ups to hierarchical management structures. Performance 
indicators suit the professional practices and targets of managers 
rather than academics. 

Certainly the proposed reforms about ‘changing corporate 
form’ may also have been intended to make it easier to rationalise 
statutes and streamline boards so as to become more ‘corporate’, 
with governors acting more as ‘non-executive directors’. As John 
Holmwood notes, the line coming from vice-chancellors is that they 
need the power to operate ‘quickly and flexibly’.1 The changes at 
University of Central Lancashire, where the university will become 
part of an overarching group structure framed by a private company, 
are officially justified from this angle. The Chair of its Board of 
Governors announced: 

The University operates in a highly dynamic landscape and we 
need to become more agile, both in terms of future challenges 
and the opportunities presented to us. Becoming a Company 
Limited by Guarantee will provide us with much greater flexibility 
to respond to the constantly shifting political and regulatory 
landscape in which we operate in the UK and to take advantage 
of the opportunities around the globe.2 
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It is clear that any further shift from charitable status to a 
company owned by individuals, other companies or shareholders 
entails changes to the running of the organisation, especially if 
owners seek the distribution of profits or dividends. But even 
without such a development, increasing commercialisation generates 
similar effects: boards become less taxed by the need to represent 
various constituencies and more concerned with whether frontline 
delivery staff are meeting the expectations of customers. 

From this perspective, we need to be wary of strident demands 
for institutional autonomy from vice-chancellors. The danger today 
is not direct political interference challenging academic freedom, 
but vice-chancellors increasingly acting as chief executives who in 
the absence of any clear owners have even fewer limits on their 
powers than their equivalents in other sectors. (At University of 
Central Lancashire, its new structure will see the vice-chancellor 
reporting in to the more senior ‘group’ Chief Executive from August 
2013.) Institutional autonomy may translate into the freedom to act 
autocratically without regard to the constituencies the organisation 
originally set out to serve. Senior levels are increasingly populated 
by career professionals tied neither to the institution nor the 
sector. Regulatory frameworks are one way to limit the short-term 
perspectives of such individuals. 

academIcs and Governance 

There is a chronic under-representation of staff and students on 
boards. Similarly, the various structures through which academics 
are represented internally have, in the words of Alberto Toscano, 
become ‘monopolised in opaque and pernicious ways by senior 
management’.3 While academics are meant to be responsible for 
safeguarding quality and standards, vital functions are increasingly 
being taken over by administrators and managers. 

Audit cultures are part and parcel of the new managerialism 
oriented to revenue raising, tendering exercises such as the Research 
Excellence Framework, and compliance with government data 
collection. This is a consistent theme of both recent studies and 
academic complaints: with time eaten up by research, teaching and 
administration, academics are no longer able to be involved with 
even the limited democratic structures of the institution. Excess 
workloads have serious implications for the sector. 

More worryingly, management pressures to improve examination 
results may also be eroding independent academic judgement and 
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the key role of protecting standards.4 An institution only has 
degree awarding powers if it can demonstrate that it is supporting 
academics to perform this role. But there is little scope for academics 
as a ‘self-critical community’ to review management decisions about 
course closures, which are often wrapped up in dismal consultation 
procedures. Recent trends at the chartered universities include 
attempting to remove Council (governing body) oversight of academic 
redundancies: in effect, delegating that procedure to management. 
Academics thereby would be relegated from members to employees: 
the situation experienced at the non-chartered universities. 

WIder accoUnTabIlITy

Companies limited by shares and publicly limited companies are 
responsible to their owners – their shareholders. How do the 
owners (shareholders) ensure that the agents (management) act in 
the interests of the owners? With universities, what is equivalent 
relation? Increasingly it appears as if vice-chancellors believe they 
are agents and owners. 

Throughout recent developments, the government has privileged 
discussions with vice-chancellors, their lobbying body Universities 
UK, and ‘mission groups’ which represent different subsets of vice-
chancellors. This is in addition to meeting privateers, private equity 
managers and other profit-making interests. It is a national issue 
but how does the nation get a say especially if its representatives are 
denied the opportunity to debate primary legislation in Parliament?

In terms of public accountability, we can see that there is very 
little structural inclusion of a broader public, who have been largely 
kept in the dark as we creep towards a corporatised marketplace. As 
government funding disappears and the finances come from private 
sources, what transformation does this effect upon management? 
In one sense, the accountability that comes through public money 
is eroded, while board meetings are closed to the public and there 
is no requirement for any elected political representatives to be on 
university boards. 

So what would be the alternative to promote a democratic, 
transparent and accountable system which protects and promotes 
mass participation beyond a consumerist approach? It is with 
such issues to mind that the recent von Prondzynski review into 
the governance of Scottish universities has developed the very 
different model of an independent public body.5 Its recommenda-
tions on improving transparency and accountability through public 

McGettigan T02659 01 text   152 06/03/2013   08:52



Governance and PUblIc accoUnTabIlITy 153

meetings and elected chairs of governing boards now appear to 
have the support of the Scottish National Party. Along with having 
board meetings in public, it recommends that the position of lay 
members should be advertised externally and that the chair of the 
board should be directly elected. It also seeks to guarantee union 
representation (staff and student) along with a ‘rector’, again elected, 
whose responsibility would be to safeguard student interests. 

In continuing to refuse to charge students resident in Scotland 
any tuition fees, the system north of the border is diverging. The 
possibilities for such alternative structures in England seem to be 
diminishing. The proposals in the recent Higher Education White 
Paper ‘to make it easier to change corporate form’ were not intended 
to midwife the first co-operatives or ‘John Lewis’ ownership models 
within the sector.

What seems lacking in the debate here is any notion of a 
participative institution. In his excellent ‘biography’ of the welfare 
state, Nicholas Timmins writes the following of the transformation 
of the polytechnics effected by legislation of 1988 and 1992:

It was a revolution which happened so fast and so silently ... that 
it was almost invisible, barely debated in public at all. Universities 
found themselves made accountable in new and sometimes painful 
ways, their dons rated for research, with some under pressure to 
become ‘teaching only’ institutions. Almost all were desperately 
searching for ways to enhance their income.6

As originally conceived, the polytechnics, in contract to autonomous 
universities, were the public sector of higher education designed to 
serve local communities. This notion has been lost and needs to 
be recreated – not by turning back the clock to the 1980s but by 
recasting universities as independent public bodies. 

Opening up board meetings to press and public might be one 
small step towards introducing a check against corporatism, but 
an alternative would be to give people more say in the processes at 
the institutions that determine the mode and content of education.

Institutions which see their primary responsibilities as the pursuit 
of truth and the advancement of learning may not see themselves 
as public institutions. Indeed, Cambridge wrote in response to the 
White Paper: ‘Universities are not solely or in any strict governance 
sense accountable to their students. ... Universities serve many other 
interests, including society (through discharging public benefit 
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obligations for example), research funders, donors, alumni, partners 
from across the public and private sectors and central Government.’7

Oxford and Cambridge may be the only two institutions immune 
to market pressures – they have the wealth and prestige to ride 
out whatever comes. But they serve only a small proportion of the 
undergraduate population. In order to safeguard a mass system 
strongly based in local communities and regions, we may need to 
move away from adherence to a unitary funding or market system 
and direct public money in a more targeted fashion, possibly even 
allowing the big beasts further independence.

The current government like the last is keen to encourage a 
diversified market of institutions offering different choices to 
prospective students. But in the event of market failure, where a 
local community can be largely ignored or abandoned in favour of 
more lucrative markets, what recourse do we have? How can the 
current governance structures mitigate against such possibilities?

The trends of privatisation lead to a corporate sensibility that 
maintains little broader responsibility other than corporate self-
preservation or maximising market share. There is a broader 
question for democracy here. Reliance on private corporations to 
make decisions in the public interest – ‘the market will sort it out’ 
– is risky. Institutional autonomy is a principle that should override 
neither democratic accountability nor interventions by government. 
A market system of lightly regulated individual companies is 
unsatisfactory, particularly if democratic functions are passed to 
unrepresentative quangos.
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Part 4
financialisation 

This final part of the book leaves behind institutions to take a 
different perspective: the impact of the new funding regime on 
public sector finances. 

Loans behave in very different ways to grants and accordingly are 
registered differently in departmental budgets and national accounts. 
These accounting conventions have long-term implications for higher 
education policy, while in so far as loans generate information, the 
government is provided with a means to maintain certain forms of 
control over the privatised sector.

I will use the term ‘financialisation’ in this context to describe how 
policy will become determined in accordance with the risk associated 
with a growing student loan ‘book’. Managing this risk will be the 
first priority of those subsequently responsible for universities and 
colleges. Financialisation names the process by which knowledge 
becomes enclosed by a system of accounting.

Chapter 12 will set out the main issues: in particular, how 
the government estimates and accounts for loan repayment 
and non-repayment and how this impacts upon departmental 
expenditure and the headline public sector finance statistics central 
to the current political narrative: the deficit and the debt. 

Future governments may be faced with an unsustainable scheme 
and be required to make adjustments. Chapter 13 outlines some 
of the policy options available including the development of new 
institutional performance measures based on graduate earnings 
profiles and the ongoing attempts to ‘sell’ the portfolio of outstanding 
ICR loan accounts.
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loans: The Government’s Perspective

The main intention of this chapter is to cast a critical eye over the 
suggestion that the new funding regime was a reaction to temporary 
budgetary pressures. As the previous chapters have shown, the new 
funding regime, especially the removal of significant levels of block 
funding, was central to creating a new market in higher education. 

The Comprehensive Spending Review of 2010 was the occasion 
on which to launch this initiative. While the new regime does reduce 
BIS’s expenditure, it is important to understand the accounting 
convention through which this is achieved and that the reduction 
in expenditure is accompanied by a sizeable increase in loan 
outlay. The bottom line is that the overarching narrative of ‘deficit 
reduction’ does not work in the context of student loans: the growth 
of debt is not slowed, it is rather increased in the short term. This 
is prima facie perplexing but the overall implications are central to 
understanding the policy terrain of the next few years. 

As mentioned in Chapter 3, there is something surreal about the 
character of discussions concerning the new funding regime for 
higher education. Even to discuss the new loans issued to the cohort 
in 2012, we are obliged to assume that the scheme is allowed to run 
for 34 years without any alteration. The first ‘30 year’ write-offs will 
be recorded in the national accounts in 2046. Politics is, however, 
likely to intervene, and this chapter will outline why. 

First, we need to distinguish the sustainability of the scheme 
from its distributional effects as outlined in Chapter 3. Whether 
the loans are or are not progressive is a distinct question from 
whether the estimates of repayments between now and 2046 will 
prove accurate. If not enough of the money loaned returns, then 
the burden of meeting such a shortfall will be left to future higher 
education budgets.

One impact of the attempt to manage this risk is already apparent: 
tighter controls on, and indeed reductions in, overall numbers. 
Student places for September 2012 were reduced by 10,000 initially 
(additional places introduced in 2010/11 were not ‘consolidated’), 
then by a further 5,000 to allow for a projected A level grade 
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inflation that did not materialise. In addition, margin places were 
distributed to cheaper provision: FE colleges and non-degree courses.

A second impact can be seen in the decision to freeze the maximum 
tuition fee at £9,000 for 2013/14, i.e., it was not increased in line 
with inflation. Maintaining a tight control on numbers and fees is 
one way to restrict the Exchequer’s exposure, but it is probably 
not politically sustainable in the longer term. Maintaining artificial 
‘supply-side’ restrictions of this kind is difficult for ministers who 
believe in free markets; they may be hoping that within a few years 
their competition measures will begin to drive down price. 

The savInG In The fUndInG reGIme

In order to understand the medium and long term issues, it helps 
to begin with the savings that are meant to be generated by the 
new funding regime. This regime depends on moving from grant 
expenditure (paid direct to institutions) to a set-up that involves 
higher tuition fees backed for the most part by student loans. This 
saves money because most of what is lent as loans is meant to 
come back as repayments, but it does not do so very quickly and 
this means that estimates for repayment rates play a key part in 
the accounts. 

Although we have had no official statement on the savings 
expected to be achieved, we can piece together a figure of roughly 
£1 billion annually. The 2010 Comprehensive Spending Review 
announced that the grants made for higher education (excluding 
the research budget) would be reduced from £7.1 billion to £4.2 
billion by 2014/15.1 The entirety of this cut was to come out of the 
undergraduate teaching budget: spending on maintenance grants 
and access support, including the National Scholarship Programme, 
was actually increased.

In February 2011, David Willetts told the assembled vice-
chancellors at the Universities UK annual conference that by 
2014/15, when three cohorts are on the new funding regime, annual 
outlay would look as follows:

Hefce grant  £2 billion
Maintenance grants & scholarships £2 billion
Tuition fee loans £6.5 billion
Maintenance loans £3.5 billion
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There is therefore a total annual outlay of £14 billion of which £4 
billion is the grants noted above and £10 billion is loans.2 Tuition 
fee loans are much higher than before. Indeed, Willetts has estimated 
that owing to higher tuition fees, the sector overall will be roughly 
10 per cent better off as a result of these changes. 

So where is the saving to government if the funds needed to 
finance higher loans exceeds the savings to grants? The saving 
is realised through what some regard as an ‘accounting trick’ 
determining what does and does not count as expenditure when 
dealing with loans. (The specifics of accounting for such ‘policy 
lending’ may have contributed to an argument against a graduate 
contribution scheme.3)

Grants paid to institutions are expenditure. A £3 billion cut to 
grants is a £3 billion cut to expenditure. Loans work differently. The 
money loaned is expected to come back – therefore it is not straight-
forwardly expenditure. Initially, only the estimated loss on loans 
counts as expenditure. For example, if the government expected all 
of the money loaned to come back, then nothing would be recorded 
as spending: the loans would be revenue neutral. The government 
is however expecting to lose 32 per cent of what has been loaned 
(allowing for its own cost of borrowing over the lifetime of the 
loans). Only that 32 per cent is therefore recorded as expenditure. 
Replacing £3 billion of grants with higher levels of loans would 
therefore save departmental expenditure. 

Steve Smith, vice-chancellor of Exeter, and head of Universities 
UK in 2011, explains:

the reality is that the government will spend much more on HE 
in 2014 than it does in 2011. The explanation for this seeming 
paradox lies in the arcane rules of government accounting. 
Cash advanced to the Student Loans Company (SLC) to pay 
to universities on behalf of students does not count as public 
expenditure: the only part that counts is the estimated amount that 
will not be repaid ... which is currently estimated at 31 per cent.4

Using the government’s current figures, revised since Smith wrote, 
we can see that £10 billion of student loan outlay translates into 
only £3.2 billion of expenditure. Smith continues to set out the 
basic calculation:

[W]hile funding to HEFCE reduces by about £3 billion by 2014, 
public spending on fees and maintenance loans is expected 
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to increase by about £4.3 billion – and spending on student 
[maintenance] grants is also likely to increase by about £0.6 
billion. This equates to an increase of about £2 billion in public 
spending on HE by 2014.

Got that? So there is an additional loan outlay of £4.3 billion 
as compared to 2011/12. If you add that to the extra money for 
maintenance you get nearly £5 billion to set against the £3 billion 
cut from Hefce’s budget. A net increase of £2 billion. Smith goes on:

The savings to government ... come from the fact that the 
reduction in HEFCE funding of about £3 billion is only offset 
during the year by the increased [maintenance] grant expenditure 
(of £600 million) and by the [additional] ‘RAB charge’ of about 
£1.33 billion. Government thus spends about £2 billion more 
each year, but the national accounts record this as a net reduction 
of about £1.07 billion. (my additions and emphasis)

‘RAB charge’ is a piece of technical jargon. It refers to Resource 
Accounting and Budgeting: the convention used across government 
since 2001 to set departmental expenditure limits and manage 
capital expenditure and loans. The ‘RAB charge’ is shorthand 
for the amount of expenditure recorded to cover the estimated 
non-repayment on the loans issued in 2012/13. In departmental 
accounts, an ‘impairment’ is set aside and ring-fenced to cover this 
estimated cost.

In sum, the loan outlay is increased by £4.3 billion, but that only 
translates into an additional £1.33 billion of expenditure. Setting 
out Smith’s calculations in a table may help to clarify what he is 
driving at. 

Table 12.1 steve smith’s numbers (billions)

Increase in loans for fees and maintenance +4.3
Cuts to Hefce’s budget for undergraduate teaching –3
Increase to maintenance grants +0.6
Total Increased Outlay +2
Which results in  
Increase in RAB as a result of higher loans +4.3
Cuts to Hefce’s budget for undergraduate teaching –3
Increase to maintenance grants +0.6
Total Decrease in Expenditure –1.07

Source: Adapted from Steve Smith’s figures, McGettigan 2012.5
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Smith’s calculation is slightly awry: he should take into 
consideration not just the estimated non-repayment on the 
additional loan outlay, but the additional non-repayment on the 
rest of the loan too. The threshold for repayment has been raised 
and therefore the estimated non-repayment has moved from 26 per 
cent to 32 per cent. That said, it gives us a good ball-park figure 
for the saving from BIS’s annual budget – roughly £1 billion. Not 
exactly a huge saving given the changes at stake. 

Coming at this question from a slightly different angle, Paul 
Bolton’s paper for the House of Commons library outlines that 
the anticipated saving to expenditure in Autumn 2010 was £1.3 
billion. Expenditure in 2010/11 was £8.8 billion in 2010/11 and 
that was expected to fall to £7.5 billion in 2014/15.6

And that is where most discussion of the impact of loans on public 
finances has stopped. But there are further implications, not least in 
relation to what happens to the deficit and the debt over the next 
few years, but also potential implications for the budgets of other 
government departments (see Box).

PUblIc secTor fInance sTaTIsTIcs: The defIcIT and The debT 

If we think back to May 2010, the Coalition came together with a 
clear goal: to reduce the structural budget deficit and slow down 
the growth rate of public sector net debt. As David Willetts put 
it, every department was expected to do its bit: ‘Higher education 
cannot be entirely insulated from the savings necessary to reduce 
the deficit.’7 It is therefore the saving to the deficit which is the main 
merit of the new funding scheme. 

The deficit

The ‘deficit’ is a measure of the government’s annual expenditure 
minus the annual income it receives, for example, from taxes. Any 
shortfall must be funded by borrowing, which adds to the debt.8 
‘Deficit reduction’ as a policy is therefore directed at lowering the 
additional debt needed to meet this shortfall. Reducing the deficit 
slows down the rate at which the debt is growing.

The debt

Public Sector Net Debt – PSND – is a measure of the UK’s balance 
sheet: its assets set against its liabilities. It is a measure of what 
the government owns or is owed (assets) versus what it owes to 
others (liabilities, typically borrowing in the form of Treasury 
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gilts, government bonds, held by other parties). The preference is 
to express PSND in relation to Gross Domestic Product rather than 
nominal terms. UK PSND at the time of writing is around 70 per 
cent of Gross Domestic Product (or £1 trillion).11 The Coalition 
aimed to eliminate the ‘structural deficit’ by 2015/16 and thereby 
have PSND begin to fall in relation to GDP, as the latter was to be 
boosted by economic growth.

Consumer Price Index and the Impact of Tuition Fees

In october 2012, the new figures for the consumer Prices Index (cPI), a 
measure of inflation, registered the impact of the new higher tuition fees. 
The office for national statistics noted that education had contributed 
0.32 percentage points of upwards pressure helping to produce a final rate 
of 2.7 per cent. a similar effect is expected to appear in the next two years 
as cohorts on the new funding regime replace those on the old one. 

although not expected to be significant in the medium term,9 there 
were expected to be knock-on implications, first noted by simon Ward, 
chief economist at henderson Global Investors.10 In recent years, cPI 
had been used to calculate the annual increases for tax credits, inflation-
indexed benefit payments and state and public sector pensions. There was 
therefore a potential effect on the £200 billion welfare budget overseen by 
the department of Work and Pensions, where a small increase attributable 
to he reforms could have an effect sufficiently large to outweigh the saving 
to the small annual bIs budget.

however, in his december 2012 autumn statement, the chancellor 
George osborne announced that he was severing the link between those 
benefits and cPI to fix the annual increase at only 1 per cent for each of 
the three years commencing in april 2013. This eliminates any potential 
tuition fee impact from the largest part of the welfare budget. as yet, the 
link remains for state pensions and public sector pensions, which amount 
to around £80 billion and £35 billion of annual expenditure respectively. 
The former benefit from a ‘triple guarantee’ which sees the annual increase 
determined by the highest of three measures: wage inflation, price inflation, 
or a baseline 2.5 per cent. The relevant secretary of state, Ian duncan 
smith, need not use cPI as the measure of price inflation, nor will the 
issue arise until december 2013 when decisions need to be made about 
the increases for 2014. by convention it is September’s figures which are 
used for this increase and so the impact seen in october 2012 will not be 
salient until then.

McGettigan T02659 01 text   162 06/03/2013   08:52



loans: The GovernmenT’s PersPecTIve 163

The Impact of loans

Student loans are extremely complicated in accounting terms, 
and conventions have changed in recent years. The saving to 
BIS’s departmental expenditure described above cannot simply be 
read across to give a reduction to the deficit in a given year. The 
headline statistics are based on the national accounts and things 
work differently there.

In brief, the impairment set aside to cover the loss on the loans 
does not figure in the national accounts, which instead record the 
relevant transactions to be covered by the impairment when they 
occur. This splits into two parts over the lifetime of the loans: an 
interest subsidy and the write-off subsidy. The former is ‘unwound’ 
annually, but the latter only occurs in 2046 for the new loans under 
discussion. In short, this means that the immediate reduction to 
the deficit as a result of the new funding regime is greater than the 
saving on departmental expenditure.

When we consider the normal narrative around deficit reduction, 
we would expect deficit reduction measures to slow down the 
increase of the debt. However, loans work differently. The 
government funds the Student Loans Company. New loan outlay 
increases the government’s borrowing, while repayments received 
reduce it: the government funds the annual shortfall. (Graduate 
loan repayments do not count as income for the purposes of the 
deficit calculation.) Therefore much higher tuition fee loans mean 
more upfront borrowing to finance them and that increases the debt 
irrespective of the deficit reduction achieved. 

The deficit is reduced, but more borrowing is required in the 
short and medium term until graduate repayments begin to increase. 

In its November 2010 Economic and Fiscal Outlook, the OBR 
estimated that the new policy would see the shortfall between outlay 
and repayments rise to roughly £10 billion by 2015/16. The increase 
of debt attributable to higher education therefore accelerates in the 
early years of the new scheme, contributing an additional £25 billion 
between 2012/13 and 2017/18 inclusive.12 (Compare this increase 
to the £1 billion saving from expenditure achieved annually from 
2014/15.)

From this perspective, the scheme reaches what might be 
considered ‘operational maturity’ at the point when annual 
repayments begin to come back in significant amounts and match 
outlay on new loans. According to projections offered by BIS and 
by the OBR, annual repayments will not match annual outlay until 
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sometime around the mid 2030s. In other words, for the next 20 
years, additional borrowing will have to be made to support the 
loan scheme. 

long-range Projections

The Coalition’s narrative was rather short-termist, aiming to frame 
and rectify an economic problem before the 2015 general election. 
The new student loan scheme is anything but short-term: the 
loans have 34-year lifecycles, and the scheme only hits operational 
maturity sometime in the mid 2030s. In order to understand the 
loans from this latter perspective, we need to distinguish two aspects 
of the government’s balance sheet which are often confused: the 
liabilities and the assets.

The Liability: The borrowing the government undertakes to 
finance the loan scheme is the government’s liability due to the 
loans: it is money the government owes to bondholders.
The Asset: The outstanding balances on individual student loan 
accounts are assets. They are money owed to the government. 
The loan ‘book’ or portfolio is a financial asset that generates 
income in the form of graduate repayments.
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Figure 12.1 Projected repayments (£ billions, 2011 prices)

source: data provided by bIs, autumn 2011
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Here are two figures to illustrate the issue. They are for the whole 
of the UK, not just England. Figure 12.2 is generated from data 
provided by the Office for Budget Responsibility.

The OBR’s Fiscal Sustainability Report from July 2012 depicts 
two scenarios. With the solid line, tuition fees increase in line with 
inflation; with the broken line tuition fees increase in line with 
average earnings.13 The OBR assumes the second, more expensive, 
scenario.14 What this means is that the liability, government 
borrowing, peaks at just over 6 per cent of GDP in the early 2030s. 
The OBR estimates that this is equivalent to £94 billion in today’s 
prices. In addition, on the ‘earnings’ scenario, the debt does not 
disappear but falls ‘to 4.4 percent of GDP (£67 billion) by 2061–62’. 

We therefore see something of a debt bubble, but one that has 
been obscured by the government’s focus on short-term deficit 
reduction. Note the final date! 50 years hence!

Figure 12.3 shows the financial asset: above, the aggregated 
outstanding balances on individual student loan accounts; along 
the bottom, total annual repayments which we saw in Figure 12.1 
on a different scale. Outstanding student debt, money owed to the 
government, will climb from £35 billion in 2012 to £191 billion by 
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2046. At this point, the outstanding amounts drop as the 30-year 
write-offs on individual loans kick in.

People often confuse these two figures, the liability and the asset, 
but they are not the same. Neither in accounting terms, nor in 
nominal terms, since the real interest rates on student accounts 
create an ‘interest rate spread’. Outstanding student loan balances 
increase faster than the government’s liabilities. In addition, 
differing assumptions about the average level of tuition fee loans 
affects comparisons of the two figures. BIS (the asset, Figure 12.3) 
estimated the average tuition fee loan for full-time students to be 
£7,500, while OBR used £7,000 tuition fee loans to calculate the 
liability (Figure 12.2). It is not clear what underlies this discrepancy; 
both assumed maintenance loans of around £3,000.

Looking again at Figures 12.2 and 12.3, one could imagine that 
governments would be tempted to ‘sweat’ the asset more, so that 
it produces higher repayments. Those outstanding balances could 
more than pay down the liability. ‘If only the terms on loans could 
be made less generous!’

From the consideration of our overarching political narrative, 
this may be more than a temptation. If the electorate is being told 
that fiscal prudence involves managing the debt (PSND) towards a 
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target, then we should be aware how that statistic is constructed. 
Its prominence in the narrative frames political decisions.

Although PSND means net debt, only the liability due to student 
loans (Figure 12.2) is included in that statistic. The money owed to 
the government on outstanding balances, the asset (Figure 12.3), is 
excluded from the calculation – it does not ‘net against’ the liability. 

What is the Loss on the Loans?

The loss on the loans is estimated to be 32 per cent. The loss is dependent 
on repayments made against the original borrowing and related costs. This 
loss is not to be confused with the nominal aggregated amount written off 
on accounts which are still outstanding 30 years after repayments first fall 
due. I will give a simple example to explain the difference between the loss 
and the amount written off. 

suppose I agree to lend mack £10 for a year on the condition that he 
repays me £15. I then borrow the £10 from fred and agree to give fred 
£12 in return a year later. (This is the ‘interest rate spread’ – the difference 
between what fred charges me and what I charge mack for the loan 
of £10.)

a year later, I owe £12 to Fred – this is my liability. but mack owes 
£15 to me – this is my asset. because of the interest rate spread, I should 
have net gain of £3. 

now suppose I only manage to get £13 from mack and agree to ‘write 
off’ the outstanding remainder. I have written off £2 of what is owed to 
me, but I am able to pay back fred and have still made £1. I made £1 on 
the deal, I did not lose the £2 I wrote off from mack’s account. 

What if mack only managed to repay me £9? I then need to find 
an additional £3 to repay fred his £12. now I would have lost £3. (for 
the sake of argument, perhaps mack has died so I have to write off 
the £6 outstanding.) I have only covered 75 per cent of the cost that 
I undertook in borrowing from fred. It is this case that is analogous to 
the government’s situation with regard to loans: it only expects to get 
68 per cent back and covers the expected shortfall by setting aside the 
remaining 32 per cent in expenditure in the year the loans are issued.

What this example is meant to show is that you should not confuse the 
sum of the outstanding balances that are scrubbed in 2046 with the loss 
to the government on the scheme.
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This is because the loan book is classed as an illiquid financial asset: 
it cannot be easily turned into cash! 

With only the liability included in PSND, the impact of loans 
on the headline statistic is worse than might be expected. In sum, 
the new higher education funding regime does not fit the political 
narrative offered by the Coalition: although the contribution to the 
deficit is reduced, the contribution to the debt is increased; although 
BIS departmental expenditure is reduced in the short term, it is not 
clear how much money the scheme saves overall or in the long run.

esTImaTInG rePaymenTs

The models above are based on estimates of future repayments, 
which are then used to estimate overall losses. The first actual losses 
will not be known until 2046, but the saving recorded today is 
based on those estimates. Any variation between actual and estimate 
is shouldered by future governments, possibly entirely from HE 
budgets. This is the key risk in the scheme. The question is therefore: 
how reliable are the estimates of future repayments? 

There are many virtues to ICR loans but they are much less 
predictable than traditional loans (where the amount borrowed is 
paid back within a fixed period with regular payments calculated 
accordingly). In the new funding regime, with much higher 
initial debts and much longer loan lifetimes, these problems are 
exacerbated. 

We do not yet know the amount of loans the SLC will have to 
issue in 2012. The average tuition fees and the number of students 
taking out loans are the determining factors here. The government 
seems to have settled on a particular target: £7,500 as the average 
loan taken out to cover fees. (The average fee after waivers is 
estimated to be £8,100, but not every eligible student may take out 
a loan for fees, currently around 85 per cent do.) On the simplified 
‘ready reckoner’ released by BIS, the assumption is that all graduates 
study for three years and leave with £35,100 of debt: this equates to 
£11,700 per year and therefore appears to presuppose an average 
annual loan for maintenance of £4,200.

We had a brief look at the IFS model in Chapter 3, which examined 
the distribution of repayments by career earnings. Modelling future 
graduate earnings and the general shape of the economy for the next 
30 years is the key challenge. Typical assumptions include that the 
economy will revert to trend with earnings experiencing real rises 
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2 per cent above price inflation and that graduates will continue to 
prosper as they did previously.15

BIS uses data covering 1991 to 2008 from the British Household 
Survey to piece together ‘salary paths’ by rank, then uses the Labour 
Force Survey results from 2001 to 2009 to construct an earnings 
path in 2009 terms, before using OBR projections of the economy to 
create a path in nominal terms (relevant in relation to the repayment 
threshold from 2016 and beyond).16

Critics of the government scheme see the official projections as 
based on over-optimistic assessments of the economy and graduate 
salaries, particularly in relation to the lower graduate earners who 
are unlikely to experience the same annual increases as those who 
enter the highly paid professions (see Figure 12.4). 

The IFS, whose figures the government feels ‘vindicate’ its scheme, 
has estimated the non-repayment at 33 per cent, slightly above the 
government’s current estimate. However, IFS have also produced a 
‘pessimistic’ modelling scenario, where average earnings growth is 
only 1.5 per cent in real terms: there non-repayment increases to 37 
per cent. Hepi point out that the IFS ‘pessimistic’ scenario is closer 
to the current OBR estimates about future graduate salaries.17 37 per 
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cent also tallies with modelling produced by London Economics.18 
Since the annual loan outlay is roughly £10 billion, small percentage 
shifts of this kind translate into hundreds of millions of pounds. 
Hepi see an additional £680 million per year of costs resulting 
from this difference between a non-repayment rate of 30 per cent 
and one of 37.19 

Although the IFS believe that the ‘graduate age-earnings 
structures’ they use ‘appear remarkably stable over time’ and that 
these dynamics will ‘continue into the future’ for their model, their 
report twice warns that the focus of the model and the report is the 
distributional impact across a population, not the sustainability of 
the scheme.20 In the technical Appendix, the authors write: 

It is worth emphasising that our earnings simulations are not 
predictions of the future; they are instead simulations based 
on a series of assumptions. Predicting the earnings of future 
graduates poses more severe challenges, in particular because 
the distribution of earnings of future graduates is likely to change 
due to underlying changes in the economy, and also may itself be 
affected by the reforms, for a number of reasons.21

This is an important point. The more sophisticated a model is in 
terms of its population, the more susceptible it may be to changes 
in that population (career salary paths) in real life.

Real life intervenes in one further respect. In Chapter 3, we saw 
how Willetts was keen to justify the scheme through the manner in 
which the burden on those in their twenties and thirties is alleviated 
by the higher repayment threshold. An effect of that decision is that 
more repayments are made later in the loan lifecycle. Figure 12.4 
illustrates this feature of the new scheme. With repayments further 
into the future, predicting rates of return becomes harder. It may 
not be apparent for some time how well the loans are likely to 
perform. This could mean that several cohorts have been launched 
on terms where the impairments set aside to cover non-repayment 
are insufficient. 

The government has repeatedly emphasised that forecasting 
repayments decades hence is a difficult and imprecise job and that 
the assumptions they use are ‘not unreasonable’. But as I emphasised 
in an exchange with Willetts in the pages of Times Higher Education, 
the responsible approach to relative unpredictability involves dif-
ferentiating the estimated loss from the ‘impairment’ put aside 
in the accounts to cover it.22 One might use a higher figure for 
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the impairment to allow for contingency. Otherwise it is a future 
departmental budget that will likely have to absorb any adjustments. 

Note that whether the impairment adequately covers future 
liabilities is a matter separate from whether the reforms make 
savings. For example, if student numbers decline so that fewer loans 
are issued there would be a substantial saving, but if the impairment 
is based on 30 per cent non-repayment and it turns out to be 37 
per cent, then a future HE budget would likely have to make good 
the difference.

The Treasury is maintaining one ‘hedge’ against this potential 
problem. It charges BIS RPI + 2.2 per cent for access to the lending 
needed to finance student loans. Its own cost is much lower – 
currently even below RPI. This current, temporary interest rate 
spread affords the Treasury some protection against the liability, 
but at present it does not benefit the departmental budget. 

Calls for loans to be extended to support postgraduate education 
need to be reconsidered in light of these factors. But it is not as if 
governments will wait and see what will happen. There are options 
for actively managing these associated risks, and these are the focus 
of the next chapter.

McGettigan T02659 01 text   171 06/03/2013   08:52



13
managing the loan book 

Uncertainty hovers over the new higher education funding regime. 
However, this government and those to come have the means to 
manage this uncertainty, even if they are not tempted to completely 
overhaul the set-up.

Governments are not going allow the build up of potential 
long-run problems. Some within government expect the new market 
conditions to exert sufficient competitive pressure so as to drive 
down fees and lower the cost of the loan scheme. In the interim, the 
tight control on numbers and fees is likely to continue. Alternatively, 
cuts could be made to other parts of the higher education budget 
to compensate for the ballooning borrowing associated with the 
loan book. 

There are several other options here: changing the terms on loans; 
managing institutions; attempting to sell the loans to third parties.

chanGInG The Terms on loans

As discussed in Chapter 3, changing the terms on the loan book for 
future borrowers is almost to be expected. We have already seen five 
variants on loans since they were introduced in 1990 (two types of 
mortgage-style, and three kinds of ICR loan). 

The least controversial change would be to freeze the £21,000 
repayment threshold in 2017. This would succeed in generating 
higher levels of repayment without much effort. Indeed, the new 
regulations have been drafted without any reference to the promised 
annual up-rating. The current government insists that it is its 
intention to enact this measure, but that it does not yet need to 
do so. In which case, it requires whatever government we have in 
2016/17 to make the necessary amendment, if they wish to keep 
to the promise made to the Liberal Democrats in December 2010. 

Should such freezing prove insufficient, and the scheme still 
remains too generous to borrowers, then there will be calls to 
rectify the situation. We should not underestimate the ideological 
impact of individual loan accounts with large outstanding balances. 

172
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A discourse around ‘deadbeats’ could see low-earning graduates 
brought into repayments. 

The latest British Social Attitudes survey shows a diminishing 
sympathy for ‘social transfers’, and we should not treat the write-off 
subsidy as immune to these considerations.1 We have seen far 
more contentious policies carried out under the guise of necessary 
austerity since the Coalition came to power. Most importantly, the 
write-offs are not implemented until several years hence. 

Although such changes would alter the distributional effect 
and the progressive claims for the loan scheme, a suspicious mind 
might expect a clever two-step. Sell a generous loan scheme to the 
public, Coalition partners and Parliament, only to make it far less 
generous when its lack of viability becomes apparent. In this way 
a scheme that would not have got approval in one go is achieved 
in two bounds.

manaGInG InsTITUTIons

More subtle pressure can be placed on universities themselves. The 
relationship of debt and repayment is between the graduate and the 
SLC; in so far as one considers universities and colleges, their role 
in this financial dance might seem to end once they have managed 
to recruit and see the students through each year in order to collect 
the fees. Finding ways to bring universities back into the circle is 
one policy aim. 

A generalised loan system has a significant feature: loans generate 
information. Loans go out into the world and one can measure how 
they return through repayments. The money moves in different ways 
– public subsidy is now via individuals not direct to institutions – but 
that detour is productive in terms of data. Because these patterns 
are accompanied by a £ sign, we have the first indications of a new 
powerful performance indicator. 

In Chapter 12, we discussed the overall non-repayment rate 
within the loan scheme. Earlier we looked at repayment rates by sex 
and by earnings deciles. But repayments can be examined another 
way. Data on repayments can be examined by institution and even, 
apparently, by course. 

Back in May 2011, Willetts wrote in an article for Times Higher 
Education arguing that the ‘RAB charge’ would be at the ‘core of 
university financing for many years’.

McGettigan T02659 01 text   173 06/03/2013   08:52



174 The GreaT UnIversITy Gamble

I expect that, in the future, as the data accrue, the policy debate 
will be about the RAB [non-repayment] charge for individual 
institutions. One reason why we were not able to accept Browne’s 
ingenious idea of a levy on higher fees is that it was indiscriminate 
and did not reflect the actual Exchequer risk from lending to 
students at specific universities.2 (my emphasis)

All along the government has been opposed to a graduate tax, 
or other tax solution, because it would not create a market with 
differential fees. Here we have an indication as to why the Browne 
review was rejected, somewhat disingenuously: it did not have the 
same ability to individuate institutions such that the repayment 
rates of their graduates could be monitored.

As opposed to the headline price of fees which confronts the student 
or applicant, the government confronts different non-repayment 
rates for different institutions as the Exchequer cost. How is such a 
measure possible? One method has been outlined by the economist 
Tim Leunig, who suggests that the data the SLC receives from 
HMRC could be cross-referenced with the UCAS records for the 
same individuals.3 On this basis one could create actuarial style 
tables matching repayment records to university, course and ‘A-level 
or other academic attainment’. Another economist, Neil Shephard, 
has been given access to the SLC dataset to see what can be devised 
from it. Willetts has expressed his ‘incredible frustration’ that these 
measures are not yet robust and available.4

In this vein, a recent government document announced that:

2.2.12 ... we have worked with the Office for National Statistics 
to introduce a new question into the Labour Force Survey which 
will, in time, allow analysis of long-run earnings outcomes from 
specific institutions.5

If Leunig’s method does not work, then this might (it might also 
have overcome the shortcomings Willetts espied in the Browne 
levy). The main factors determining Exchequer exposure are the 
level of fees set at an institution and the earnings of its graduates. 
By assessing both, the government could get a sense of the risk, 
which could easily be reinterpreted as taxpayer’s ‘value for money’: 
‘Should we fund this degree course at this university given how 
little the graduates repay?’

This could work in both positive and negative ways. Universities 
with low risk might be allowed to set higher fees or have numbers 
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controls relaxed. Universities with poor performances might face 
sanctions. Under the new powers and duties proposed for Hefce 
we find: ‘A duty to ensure not only the proper use of HEFCE’s 
own funding but also that of publicly backed student loans as an 
essential part of the system to help manage overall government 
expenditure on higher education’ and the power ‘to suspend or 
remove a provider’s designation for student support [loans] or 
HEFCE teaching grant’6 (my emphasis).

From the Treasury or policy perspective, one can see the 
attraction: it provides another lever by which to intervene in the 
decisions universities make. Universities would then be asked to 
consider lowering their fees or enacting measures designed to boost 
graduate earning profiles (perhaps by shedding courses which do 
not perform so well).

The threat of the sanction would prove to be stronger than the 
execution. Accordingly, loans provide the regulator or government 
with the means to limit the independence of institutions. On the one 
hand, loans enable privatisation and, in theory, remove the need for 
centrally allocated numbers controls, but on the other hand, they 
empower the centre.

fInancIalIsaTIon 

I use the term ‘financialisation’ to analyse education in a distinct 
manner. Generally, the term is used to indicate the domination of 
finance capital in the modern economy, everyday life, corporate 
practices, services and production. Here, I use it to show how a 
public good, education, is placed within a system of accounts via the 
novel use of data, accounting techniques and political disciplining.

In the UK, public services have been subject to systematic 
review by management consultants led by McKinsey. Their 
motto? ‘Everything can be measured and what gets measured gets 
managed.’ As De Angelis and Harvie note: ‘public managers seek to 
measure academic labour with criteria that are predicated on values 
other than the values of teaching, researching and the collective 
production of ideas and thinking’.7 Best of all, they would like to 
measure academic labour in terms of finance. 

The fee and loans system brings that possibility closer: students/
graduates are the bearer of the unit of accounting. Their passage 
through the system generates the quantified cost outcomes which 
enable future forms of public policy intervention. 
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Roger Burrows summarised the shift to accountability through 
audit and reporting in academia with the following list of measures 
bearing upon the individual academic:

One could, for example: ... publish in journals with an average 
‘impact factor’ of Y; have an undergraduate teaching load below 
the institutional norm; have a PhD supervision load that is about 
average; have an annual grant income in the top quartile for the 
social sciences; work within an academic agglomeration with 
a 2008 RAE result that places it within the ‘top 5’ nationally; 
receive module student evaluation scores in the top quartile of 
a distribution; work within a school with ‘poor’ NSS results, 
placing it in the bottom quartile for the subject nationally; teach 
a subject where only Z per cent of graduates are in ‘graduate’ 
employment 6 months after they graduate, earning an average 
of just £18,500; work within a higher education institute that is 
ranked in the ‘top 10’ nationally in various commercially driven 
‘league tables’, and within the ‘top 80’ globally, according to 
others.8 

Beyond all these, the non-repayment rate associated with a particular 
course at a particular institution would be the one measure to rule 
them all. Financing will achieve what direct government control 
could not, through these more insidious methods, and it will appear 
that universities are doing it to themselves. The pull of access to the 
loan scheme may be so strong that institutional autonomy becomes 
a chimera. 

Consider this. I meet many current or soon-to-be students who 
do not believe they will ever earn enough to begin repaying their 
loans. ‘So why worry about the debt?’ Hopefully, I have outlined 
what could happen: one, that the repayment threshold may move 
relative to earnings; two, if too many of your peers take the same 
attitude then certain courses may be deemed to be unviable for 
loans. This is a particular threat for courses such as philosophy 
and art and design. The impact may not be felt on the individuals 
quoted, but on future cohorts who are deprived of certain subjects 
to study, since they may only be offered at private institutions.

sellInG The loan PorTfolIo

The third major option for managing the risk or exposure on 
student loans involves a tale of frustration for this government 
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and the previous one. Both investigated and prepared for selling 
the new income contingent repayment loans but have been unable 
to do so. Recounting this somewhat obscure history may give some 
indications of likely future attempts.

As originally conceived by Milton Friedman, these loans would 
best be offered by insurance companies or pension funds, but if none 
were willing to come forward then the government could intervene 
to create the market and so ensure that there was no ‘underin-
vestment in human capital’. The most important consideration 
for independent loan schemes is the difficulty and expense of 
collecting repayments and ensuring that borrowers do not default 
or disappear: these are loans which are unsecured, they are not 
backed by any physical collateral that the bank could claim under 
such eventualities. 

One could envisage an independent loan scheme paying the SLC 
to act as factor on its behalf so as to benefit from the HMRC 
payroll collection, and this is perhaps the most likely option were 
any established universities to decide to ‘go independent’. This 
problem is however distinct from underwriting a scheme such 
as the government’s, which is not designed to generate a surplus. 
Friedman’s idea was that such loans would be self-financing and 
even profitable. In contrast, the progressive and generous loan 
scheme extolled by the government entails a loss: the risk to the 
government is that the loss might be bigger than anticipated. 

In recent years, governments have looked into the possibility 
of getting third parties to issue student loans. As one internal 
government report put it: ‘Third party origination of new loans 
would present a permanent de-risking’ (my emphasis).9 Most 
recently, Santander reported that it had met with Coalition rep-
resentatives to discuss an independent loan scheme but that talks 
did not progress. According to Steve Smith, this was because the 
bank was seeking a guarantee from the government to underwrite 
non-repayment: precisely the risk that independent loans are 
supposed to remove! Banks had made similar demands back in the 
1980s when loans were first mooted by Kenneth Baker.10 

An alternative is for the government to issue the loans but 
find third-party purchasers to defray or remove entirely the risk 
associated with, as the same internal report puts it, ‘the growing 
portfolio of Income-Contingent Repayment student loans on the 
Government’s balance sheet’. Any proposed sale must structure the 
transaction so that ‘sufficient risk and control will be transferred’.11 
Ideally, an ‘outright’ sale would be the preferred option, but there 
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are impediments to this. We should ask why any purchaser would 
want to buy what the government is trying to sell. The government 
has the lowest cost of borrowing and so in the long run would 
be most likely to generate the best return. By examining the only 
previous sales of student loans, we may gain some insight into 
the motivations behind the sale and the structuring of such deals: 
especially why the government might be prepared to offer a discount 
or subsidy to the purchaser.

PrevIoUs sales of sTUdenT loans

In the late 1990s, in the early days of the Blair government, two 
£1 billion tranches of ‘mortgage-style’ student loans were sold to 
third parties: Finance for Higher Education Limited, a subsidiary 
of NatWest, and Honours Trustee Limited, a consortium formed 
by Nationwide Building Society and Deutsche Bank AG. These 
loans were for maintenance costs only and had a fixed repayment 
period of five years once the very generous earnings threshold was 
crossed.12 Importantly, this made repayments more predictable than 
for ICR loans.

Although the full details of the sale are not public, announcements 
in the House of Commons at the time mean that we know that 
the government committed to paying an annual subsidy to the 
purchaser. These subsidies were expected to exceed the costs of 
keeping the loans on the government’s balance sheet by roughly 
£140 million.13

That is, the government received £2 billion from the purchasers 
but agreed in return to pay annual subsidies that were estimated 
to amount to £750 million over the lifetime of the loans. Initially, 
about £120 million went out in the first annual subsidy but these 
payments diminished as the loans were repaid. In 2007, a written 
parliamentary answer estimated the repayments to amount to £635 
million in 1998/99 terms. This was lower than originally estimated 
but at that stage the government had also revised down its discount 
rate from 6.0 per cent to 3.5 per cent. The cost was therefore revised 
to £125 million at that stage. (I only paid off my loan, part of these 
tranches, in March 2012, meaning we have another five years of 
subsidies to consider.)

The key statement was made by Kim Howells speaking about 
the first tranche in March 1998:
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My right hon. Friend the Chancellor of the Exchequer said in his 
statement of 10 July 1997 that we would continue the policy of 
student loan debt sales as part of our pledge to work within the 
spending plans already announced for this year and next. The 
sale also underlines our commitment to developing a wide range 
of public-private partnerships which involve a transfer of risk to 
the private sector. This sale transfers to the private sector much 
of the risk of loans defaulting.14

There are a few points to pull out of this. First, the spending plans and 
Brown’s two rules, one Golden, were framed around headline public 
sector finance statistics, as the then Chancellor tried to create an 
approach to economic policy that was ‘open and accountable, based 
on clearly established rules and discipline’.15 Tight departmental 
controls for the first two years of the New Labour administration 
meant that the income generated from the sales helped Brown meet 
his ‘Golden Rule’: that income and expenditure should balance over 
the economic cycle. 

At the time, student loans were treated very differently in the 
accounts: annual loan outlay was entirely classed as expenditure and 
graduate repayments as receipts.16 With the bulk of those receipts 
somewhere in the future, one could see the attraction of taking £2 
billion upfront, and thereby alleviating the short-term restraints, in 
return for an ongoing annual payment. The resonance with Public 
Finance Initiatives (PFI) also points to the rationale: the risk of loan 
default is translated into an annual fee which is more predictable.

Similarly, Brown’s ‘sustainable investment’ rule meant that PSND 
should not rise above 40 per cent of GDP. Even under different 
accounting conventions today, one could still see an incentive to 
take the borrowing used to fund the SLC (the liability) off the 
balance sheet, particularly as the asset, the loan book, is illiquid 
and therefore does not feature in the calculation around which an 
‘open and accountable’ policy has been constructed. 

The present government has committed to a political narrative of 
deficit reduction and a slowdown in the growth of PSND relative 
to GDP. Since loans add so much to borrowing in the short and 
medium term, finding a way to shift that debt off the balance sheet 
makes sense politically even if it is arguably economically illiterate. 
The government may be prepared to take a fixed loss in return 
for reducing the liability on the balance sheet. In terms of risk 
management, that 32 per cent estimate of non-repayment would 
be translated into actual expenditure, in so far as it appears as an 
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agreed and fixed subsidy or discount on sale, rather than a provision 
in the accounts for future uncertain losses.

One potential analogy is the recent sale to Virgin Money of the 
banking arm of nationalised Northern Rock. Virgin’s purchase 
provided the government with £750 million in 2011 plus potential 
further payments over the coming years. In terms of overall asset 
value, the government may have made a loss in the region of £400 
million, but as with student loans, the illiquid asset has been turned 
into money. Again, associated liabilities, which do appear in PSND 
calculation (unlike the asset value), have been removed.

Income conTInGenT rePaymenT loans 

Things work differently for income contingent repayment loans, but 
similar general considerations should apply when considering why 
the government would be keen on such deals. The key legislation 
is the 2008 Sale of Student Loans Act brought in by the Labour 
government.17 This Act enables the government, technically the 
relevant Secretary of State, to sell loans to third parties without 
consultation and without the consent of the borrower. That said, 
third parties are not able to change the terms and conditions of 
the loans: no sale can make any borrower worse off nor would 
purchasers have the powers to change terms. Loans can however be 
sold subsequently, onwards to fourth and fifth parties, etc., unless 
the Secretary of State intervenes.

Following the Act, a programme was initiated to achieve sales 
worth £6 billion in 2008/09 and 2010/11. The idea was to set up 
a regular and sustainable schedule of sales that would ‘continue 
indefinitely’.18 The legislation allows loans to be sold in ‘tranches’ 
and permits the subsidies to purchasers discussed above in relation 
to the previous sales. The preferred option at the time was not 
an ‘outright’ sale, given the sums involved, but a securitisation-
based model (see Chapter 10). The loans would be repackaged 
through bonds that investors would purchase in return for a share 
of graduate repayments. One can judge from the dates that all this 
was being prepared just as the financial crash began to gum up the 
system. The programme was suspended in 2009 and its planned 
form abandoned.

In late 2009, the Labour government decided to seek specialist 
financial advice about ‘alternative routes to market’. It was envisaged 
that a specialist banking consultant would produce a report on 
options to accompany the Browne review which was also set up at 
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INTRODUCTION 

In 2008, the OECD launched the AHELO feasibility study, an initiative with the objective to 
assess whether it is possible to develop international measures of learning outcomes in higher 
education.  

Learning outcomes are indeed key to a meaningful education, and focusing on learning 
outcomes is essential to inform diagnosis and improve teaching processes and student 
learning. While there is a long tradition of learning outcomes’ assessment within institutions’ 
courses and programmes, emphasis on learning outcomes has become more important in 
recent years. Interest in developing comparative measures of learning outcomes has increased 
in response to a range of higher education trends, challenges and paradigm shifts.  

AHELO aims to complement institution-based assessments by providing a direct evaluation of 
student learning outcomes at the global level and to enable institutions to benchmark the 
performance of their students against their peers as part of their improvement efforts. Given 
AHELO’s global scope, it is essential that measures of learning outcomes are valid across 
diverse cultures and languages as well as different types of higher education institutions (HEIs).  

The purpose of the feasibility study is to see whether it is practically and scientifically feasible 
to assess what students in higher education know and can do upon graduation within and 
across these diverse contexts. The feasibility study should demonstrate what is feasible and 
what could be feasible, what has worked well and what has not, as well as provide lessons and 
stimulate reflection on how learning outcomes might be most effectively measured in the 
future.  

The outcomes of the feasibility study will be presented in the following ways: 

 this first volume of the feasibility study Report focusing on the design and 
implementation processes;  

 a second volume which will be published in February 2013 on data analysis and 
national experiences;  

 the feasibility study Conference which will take place in Paris on 11-12 March 2013; 
and 

 a third and final volume to be published in April 2013 on further insights (and which 
will include the conference proceedings). 
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READERS’ GUIDE 

Chapter 1 of the present report describes the general context which gave rise to the concept of 
an AHELO. It looks at the global trends in higher education and how the sector has evolved in 
last few decades and the challenges these present for the quality of higher education provision. 
It also points to the lack of data and information. It then describes how the concept of learning 
outcomes has gained importance and what current tools exist to assess higher education to 
date, thereby setting the scene for an AHELO.  

Chapter 2 describes the early days of AHELO: the decision process and discussions which gave 
AHELO its original design as well as the early criticism received and the challenges which would 
have to be faced, and explains how these were taken into consideration.  

Chapter 3 then presents the general design chosen for the feasibility study, how the financial 
constraints and the impact of the global financial crisis affected this design (including the 
phasing of the work). It also explains the management and running of the study at the national 
and international level, as well as the various groups involved in the decision-making or running 
of the feasibility study, and how they interact. 

Chapter 4 goes into the detail of how the instruments for the assessment and contextual 
surveys were developed. It describes the typical instrument development process for large-
scale international surveys/assessments and the importance of the various steps, before 
outlining the instrument development processes effectively adopted for the Generic Skills, 
Economics and Engineering assessments as well as for the Contextual Dimension surveys. 
Finally, it provides an overview of how the localisation process (i.e. translation and adaptation 
of the instruments) was undertaken for each of these instruments.  

Chapter 5 details the process of implementation, i.e. the actual testing of the AHELO 
instruments in real-life conditions. It starts by providing an overview of the management of the 
AHELO feasibility study implementations in countries and institutions, and how participating 
institutions were selected. It also describes the approach to student and faculty selections and 
the sampling design adopted for the feasibility study, and the process of electronic delivery of 
the AHELO tests. A discussion of observed response rates and the effectiveness of student 
engagement strategies followed. Finally, the chapter describes the process for scoring 
constructed-response tasks in a consistent way.  

Chapter 6 concludes with the lessons learnt from the feasibility study with respect to the 
design and implementation of an AHELO. 

Annex A acknowledges all contributors to the feasibility study.  

Annex B provides a list of illustrative items used in the actual test. 
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Note on terminology 

The AHELO feasibility study involved the participation of 17 higher education systems. In most 
cases, participation was at the national level although a number of systems also participated in 
the feasibility study at the regional, provincial or state levels. This was the case for Abu Dhabi 
(United Arab Emirates), Belgium (Flanders), Canada (Ontario), and the United States 
(Connecticut, Missouri and Pennsylvania). For simplicity and ease of reading, all higher 
education systems are referred to as “countries” or “participating countries” in the report, 
irrespective of the national or sub-national level of participation.  

Abbreviations used in the report 

AACC American Association of Community Colleges 
AAC&U Association of American Colleges and Universities 
AASCU American Association of State Colleges and Universities 
AAU Association of American Universities 
ACE American Council on Education 
ACER Australian Council for Educational Research 
AERA American Educational Research Association 
AHELO Assessment of Higher Education Learning Outcomes 
AMAC Australian Medical Assessment Collaboration 
AMK Ammattikorkeakoulu – Finnish institution of higher education comparable to a 

university of applied sciences 
APA American Psychological Association 
APEC Asia-Pacific Economic Cooperation 
ATAV Adaptation, Translation And Verification 
BA Bachelor of Arts 
BMD Bachelor-Master-Doctorate (degree structure) 
CAE Council for Aid to Education 
cApStAn Linguistic Quality Control Agency 
CHEPS Centre for Higher Education Policy Studies 
CLA Collegiate Learning Assessment 
CPR Indiana University Center for Postsecondary Research 
CRT Constructed-Response Task 

Within the AHELO feasibility study, different types of constructed-response items 
were used entailing different types of responses (short and extended responses, 
performance tasks, etc.). For simplicity within the Report, constructed response 
items take the abbreviation of a constructed-response task, or CRT. 

DIF Differential Item Functioning 
ECTS European Credit Transfer and Accumulation System 
EDPC Education Policy Committee 
EHEA European Higher Education Area 
EI Education International 
EQF European Qualifications Framework 
ETS Educational Testing Service 
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EU European Union 
EUA European University Association 
EUGENE European and Global Engineering Education academic network 
FCI Faculty Context Instrument 
GDP Gross Domestic Product 
GNE Group of National Experts 
GRE Graduate Record Examination 
HEI Higher Education Institution 
IAU International Association of Universities 
IC Institution Coordinator 
ICC Item Characteristic Curves 
ICI Institution Context Instrument 
IDP Australia International Development Programme 
IEA International Association for the Evaluation of Educational Achievement 
IEA DPC International Association for the Evaluation of Educational Achievement Data 

Processing and Research Center 
IMHE OECD Higher Education Programme (formerly Programme on Institutional 

Management in Higher Education) 
IMHE GB IMHE Governing Board 
INES OECD’s Indicators of Education Systems (framework) 
IRT Item Response Theory 
ISCED International Standard Classification of Education 
IUT Institut Universitaire de Technologie 
JSON JavaScript Object Notation 
LEAP Liberal Education and America's Promise 
LS Lead Scorer 
MA Master of Arts 
MAPP Motivational Appraisal of Personal Potential  
MCQ Multiple Choice Question 
MOOC Massive Open Online Courses 
MSC-AA Medical Schools Council Assessment Alliance 
NAEP National Assessment of Educational Progress 
NAICU National Association of Independent Colleges and Universities 
NASULGC National Association of State Universities and Land-Grant Colleges 
NC National Centre 
NCME National Council on Measurement in Education 
NIER National Institute for Educational Policy Research 
NILOA National Institute for Learning Outcomes Assessment 
NPM National Project Manager 
NSSE National Survey of Student Engagement 
OECD Organisation for Economic Co-operation and Development 
PIAAC OECD Survey of Adult Skills (formerly Programme for International Assessment of 

Adult Competencies) 
PISA OECD Programme for International Student Assessment 
PPP Purchasing Power Parity 
PWB Programme of Work and Budget 
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QAA Quality Assurance Agency for Higher Education 
SCG Stakeholders’ Consultative Group 
SCI Student Context Instrument 
STEM Science, Technology Engineering and Mathematics 
TA Test Administrator 
TAFE Technical And Further Education 
TAG Technical Advisory Group 
TALIS OECD Teaching and Learning International Survey 
TECA Tertiary Engineering Capability Assessment 
TRP Technical Review Panel 
UAT User Acceptance Testing 
UCTS UMAP Credit Transfer Scheme 
UIS UNESCO Institute for Statistics 
UMAP University Mobility in Asia and the Pacific 
UNDP United Nations Development Program 
UNESCO United Nations Education Science and Culture Organization 
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CHAPTER 1 
 

THE RATIONALE FOR AN AHELO:  
HIGHER EDUCATION IN THE 21ST CENTURY CONTEXT 

 

This chapter first provides a brief overview of the global trends that have shaped the 
development of higher education over the past half century. It then describes the 
emergence and growing emphasis in the policy debate of a quality challenge in the last 
few decades. Finally, it looks at the shift of focus in assessment and the growing 
recognition of the importance of learning outcomes, trends which, taken together, 
illustrate a paradigm shift for higher education.  
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The sections below describe the global trends that have shaped wide-ranging mutations in 
higher education, as well as the growing focus on the quality of higher education. Together, 
these patterns have shaped the context of the current OECD AHELO initiative. 

Global trends in higher education  

There is widespread recognition that skills and human capital have become the backbone of 
economic prosperity and social well-being in the 21st century. In contemporary knowledge-
intensive economies and societies, individual and societal progress is increasingly driven by 
technological advances. Prosperity requires nations to retain their competitive edge by 
developing and sustaining a skilled workforce, maintaining a globally competitive research 
base, and improving the dissemination of knowledge for the benefit of society at large.  

In this context, higher education represents a critical factor in innovation and human capital 
development and plays a central role in the success and sustainability of the knowledge 
economy (Dill and Van Vught, 2010). Hence, higher education has become increasingly 
important on national agendas and has undergone profound mutations and reforms worldwide 
over the past decades, as portrayed in a recent OECD review of tertiary education policies 
(OECD, 2008). As stated by Altbach et al., “an academic revolution has taken place in higher 
education in the past half century marked by transformations unprecedented in scope and 
diversity” (Altbach et al., 2009).  

As recent as 40 to 50 years ago, higher education essentially referred to the traditional 
research universities. This picture is entirely different today. Several trends have contributed to 
reshaping the model of the collegial1 and “ivory tower” university attended by the elite. Today 
HEIs are more diversified and are closer to a patchwork model attended by larger segments of 
the population. Thus, higher education today is characterised by massive expansion and wider 
participation; the emergence of new players; more diverse profiles of HEIs, programmes and 
their students; broader adoption and more integrated use of communications and educational 
technologies; greater internationalisation, competition and signalling mechanisms; growing 
pressures on costs and new forms of financing; as well as new modes and roles of governance, 
including increasing emphasis on performance, quality and accountability. 

Expansion of higher education systems 

In the last half century, the most salient of these trends is undoubtedly the dramatic expansion 
of higher education worldwide, as depicted in Figure 1.1. In 1970, the UNESCO Institute for 
Statistics (UIS) estimated that there were roughly 32.5 million students enrolled in higher 
education worldwide. In the year 2000, this estimation increased to nearly 100 million and in 
2010 to 178 million. This translates into 4.3% average annual growth in tertiary enrolment, a 
very rapid growth when compared to the 1.6% average annual growth in the world population 
over the same period (UNDP, 2012). Figure 1.1 also reveals an accelerating expansion starting 
in the mid-1990s, with a 5.9% average annual growth of higher education enrolments in the 
first decade of the 21st century. The number of higher education students is forecast to further 
expand to reach 263 million by 2025 (British Council and IDP Australia, cited in Davis, 2003 and 
Daniel, 2009).  
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Figure 1.1 ‑ Trends in higher education enrolments worldwide, 1970-2025 

 

Source: UNESCO Institute for Statistics Data Centre for 1970-2010 and Daniel (2009) for 2025 forecast. 

Growth has prevailed on all continents and constitutes a defining feature of global trends of 
the late 20th and early 21st centuries (Guri-Rosenblit et al., 2007). There are many underlying 
factors. First and foremost the public demand for higher education has soared, fuelled by 
growing upper-secondary completion rates. Additional factors include social mobility 
expectations, growing female participation, as well as democratisation and urbanisation 
processes and independence movements in the developing world. The shift towards post-
industrial economies has also affirmed that an educated workforce is essential for economic 
development and has heightened the demand for white-collar workers in the public sector and 
service industries. Finally, the accelerated pace of technological change has further stimulated 
access to and participation in higher education (Gibbons, 1998; Schofer and Meyer, 2005 and 
Altbach et al., 2009).  

Higher education participation has expanded in stages across countries and world regions. 
Altbach et al. (2009) note that the United States and Canada were first to achieve mass higher 
education in the 1960s, followed by Western Europe and Japan in the 1980s. This trend then 
spread towards emerging regions. The growth in tertiary enrolments over the past four 
decades was more obvious in emerging regions, notably Sub-Saharan Africa (8.4% average 
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annual growth), the Arab states (7.4%), East Asia and the Pacific (7%), Latin America and the 
Caribbean (6.4%). and South and West Asia (6%). More recent trends suggest that the greatest 
growth is now taking place in South and East Asia. China and India alone will account for over 
half of the global increase in student numbers in the years to come (Kapur and Crowley, 2008). 
Moreover, by 2020, they will account for 40% of young adults (aged 25-34) with a tertiary 
degree (OECD, 2012a). 

Wider participation 

The growth in absolute numbers of students is mirrored by trends in access to higher 
education. In just 14 years, the proportion of young adults entering undergraduate university 
programmes2 has soared by 25 percentage points, from 37% in 1995 to 62% in 2010. 
Meanwhile, rates for those entering more vocationally-oriented programmes3 have remained 
stable, at 17% (OECD, 2012b).  

Comparable trend data are not available to examine changes in higher education participation 
over a longer period. It is possible, however, to capture the progress achieved indirectly, by 
comparing the attainment rates among different age groups. In this type of analysis the 
proportion of young adults currently holding a tertiary degree – i.e. aged 25-34 years in 2010 – 
is compared with those who completed their studies 30 years earlier – i.e. aged 55-64 years in 
2010. The analysis shows that across the OECD, the proportion of tertiary degree holders has 
grown from 23 to 38% over three decades (OECD, 2012b). 

Canada, Japan and Korea have already reached higher education attainment rates of over 50% 
and this is becoming the benchmark for OECD countries. Several OECD countries have indeed 
set ambitious goals, as illustrated by the European Commission’s target of 40% higher 
education attainment among European younger generations by 2020, which 11 Member states 
have already surpassed4 (European Commission, 2010; Roth and Thum, 2010). Likewise, 
President Obama’s administration has established an ambitious goal of 60% attainment rates 
among 25-34 year-old Americans in 2020, so that “America will once again have the highest 
proportion of college graduates in the world” (Obama, 2009; Kanter 2011). Among non-OECD 
G20 countries, the Russian Federation has also achieved over 50% higher education attainment 
while China aims towards a 20% target by 2020 (China Government, 2010) and some leading 
Indian analysts call for 20-25% participation rates in the near future (Levy, 2008) and 30% by 
2020 (Eggins and West, 2010). 

A key feature behind this wider participation is the increasing female participation in higher 
education. According to data from the UNESCO Institute for Statistics, women made up 41% of 
higher education enrolments worldwide in 1970. They achieved parity with men in 2005 at the 
global level (despite some world regions lagging behind), and now slightly outnumber them 
with about 51% of global enrolments (UIS, 2011). The latest data from the OECD’s Education at 
a Glance underlines that this trend is more marked within OECD countries, with significantly 
higher entry rates for women relative to men, both in undergraduate university programmes 
(69 vs. 55% on average) as well as vocationally-oriented programmes (19 vs. 16%). In 2010, 
women also reached parity with men with regard to access to advanced research programmes, 
at entry rates of 2.8% for both (OECD, 2012b). 
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Emergence of new players 

As a corollary to the massification of access and participation over the past half century, higher 
education systems have experienced an increase in higher education providers, with a 
burgeoning of new HEIs established across the globe to respond to growing demand. As a 
matter of fact, the majority of HEIs operating today were established in the past century 
(Guri-Rosenblit and Sebkova, 2004). 

To illustrate the magnitude of change, the Indian higher education system consisted of 
27 universities and 695 colleges at the time of independence in 1949 (Agarwal, 2009). By 2006, 
the number of HEIs had sky-rocketed to 361 universities and thousands of colleges (Kapur and 
Crowley, 2008). This trend is unlikely to abate with the further growth in total enrolments 
projected for the next 15 years. To put figures in perspective, Daniel (2009) estimates that 
meeting the demand for an additional 85 million students worldwide between 2010 and 2025 
will require accommodating an additional 109 000 students – i.e. the equivalent of four large 
universities – every week! 

In many countries, the massification process has led to the emergence of new types of 
institutions within higher education, as alternatives to traditional universities. The growth of a 
strongly employer-oriented non-university sector, closely integrated with the labour market 
needs of each locality and region, is indeed one of the most significant structural changes in 
recent times for higher education systems (Grubb, 2003; OECD, 2005a). Within the OECD, this 
movement started in France in the mid 1960s with the creation of Instituts Universitaires de 
Technologie (IUTs) based on the model of some of the United States’ vocationally-oriented 
junior and community colleges, followed in the early 1970s by Technical and Further Education 
Colleges (TAFE) in Australia, Fachhochschulen in Germany and Distriktshøgskoler in Norway. In 
the late 1970s, Portugal set up Polytechnic Institutes while the Netherlands created its 
Hogescholen (HBO) in the late 1980s. The 1990s saw the emergence of the Polytechnic sector 
(AMK) in Finland, the Universidades Tecnológicas in Mexico and the Swiss Universities of 
Applied Sciences. Finally, the Universidades Politécnicas and Universidades Interculturales 
emerged over the past decade in Mexico (OECD, 2008).  

These new HEIs were often established to create training opportunities for mid-level 
professionals needed for post-industrial and increasingly knowledge-intensive economies 
(Altbach et al., 2009). By offering shorter programmes, they were better able to meet growing 
demands at a manageable cost (Trow, 1974). They were also able to respond to increasingly 
diverse needs of the labour market and regional development (Kyvik, 2004), and to 
accommodate the growing diversity of individual students’ motivations, expectations and 
career plans (Goedegebuure et al., 1994). 

Assessing the relative importance of each sector is not straightforward as there is no 
exhaustive register of HEIs worldwide, new providers are being established almost on a weekly 
basis, and the non-university sector is far from being homogenous. Nevertheless, the latest 
estimates of the UNESCO-affiliated International Association of Universities (IAU) list over 
17 000 HEIs worldwide (IAU, 2013). 
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Several countries have also relied extensively on private providers to meet the growing 
demand for higher education, resulting in a massive expansion of the number of private HEIs. 
This trend has been most prevalent wherever there has not been a tradition of public funding 
of higher education, or resources have been limited to accommodate any additional demand 
through public higher education (Levy, 2008; Bjarnason et al., 2009). The fastest-growing 
systems have also been those in which private provision has expanded most rapidly. For 
instance, the private sector in India, which accounted for just 15% of the seats of engineering 
colleges in 1960, rose to nearly 87% of seats by 2003 (Kapur and Crowley, 2008). In Latin 
America, the past two decades have also seen the growing privatisation of higher education to 
balance resources with the need to satisfy increasing demand (Segrera, 2010).  

In 2008, Gürüz estimated that the private sector accounted for some 30% of enrolments 
worldwide (Gürüz, 2008). However, this average reflects diverse country-specific realities. 
Within the OECD, Chile, Japan and Korea have the largest private university sectors with fewer 
than 30% of students enrolled in public HEIs. Mexico, Poland, Portugal and the United States 
also have sizeable private sectors operating with dominant private funding in the university 
sector, while Estonia, France, Norway and Switzerland have significant non-university private 
sectors (OECD, 2012b). Outside the OECD, the largest private sectors are found in Asia 
(Indonesia, Philippines, Malaysia) and Latin America (Brazil), and to a lesser extent in some 
post-communist countries (Altbach et al., 2009). Private enrolments are likely to expand further 
in the years to come given the large projected increases in higher education participation in 
China and India, and the reliance of these countries upon private providers to absorb excess 
demand.  

More diverse profiles of institutions, programmes and students 

A related trend is the growing diversity of higher education student bodies, HEIs and their 
educational offerings. This diversification is generally assumed to offer major advantages to the 
various stakeholders in higher education systems, like better addressing students’ needs, 
enabling higher levels of higher education attainment, improving social mobility, better serving 
the needs of the labour market, increasing political legitimisation and more effective higher 
education systems (Birnbaum, 1983; Huisman, 1995; Van Vught, 2008). 

A corollary of the shift from elite to mass – and now even universal in some countries – higher 
education access and participation is the growing heterogeneity of students in terms of their 
socio-economic background, academic ability and preparedness, career expectations, 
motivation and engagement. This diversification reflects the increasing social demand for 
tertiary education and the subsequent greater participation (OECD, 2008). Besides the rise of 
female participation, another prominent development is the growing participation of more 
mature students in search of a first degree, in pursuit of their studies after a period in the 
workforce, or attending while working in order to update or upgrade their skills.  

HEIs today include an increasing number of non-traditional students, “those who did not enter 
directly from secondary school, are not from the dominant social groups in terms of gender, 
socio-economic status or ethnic background, or are not studying in a full-time, classroom-based 
mode” (Schuetze and Slowey, 2002). Increasingly, they are serving first-generation higher 
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education students seeking social mobility, representatives of economic or social minorities as 
part of equity policies, adults and lifelong learners looking to update/upgrade their skills, etc. 
These diverse student bodies each have their own constraints and challenges to overcome. 
HEIs are thus required to adapt their provision so as to respond to all needs and help all 
students thrive.  

Student demands are also changing. Learners increasingly seek courses that enable them to 
update their knowledge throughout their working lives. In addition, as learners seek to acquire 
particular knowledge or skills to satisfy labour market needs, more and more prefer to pick and 
choose courses from the most suitable providers, rather than studying a traditional clearly 
defined programme at one institution (OECD, 2008). 

As a result, there is ever more diversity within institutions. For instance, traditional universities 
are increasingly expanding their offer to include short-cycle courses and more vocationally-
oriented degrees and vice versa. Modes of delivery have also considerably expanded. Indeed, 
the traditional mode of full-time and campus-based attendance is ill-suited to the needs of 
adults and lifelong learners who often undertake their studies while working and supporting a 
family. The development of more flexible ways of provision such as distance learning and e-
learning has improved access to a wider range of student populations and contributed to 
meeting increasingly diverse demand (OECD, 2005b). These are also seen as more cost-
effective alternatives to traditional modes of delivery (Salmi, 2000). New technologies have 
also brought about changes in approaches to teaching, especially at the under-graduate level, 
with standardised courses often delivered online, allowing for different use of classroom time 
with more small seminars and interactive discussions, and greater time spent with students on 
their individual projects. Finally, HEIs have started to extend their lifelong learning offerings. 
The organisation of learning is increasingly adapting to include: the assessment of prior 
learning; a wider range of programmes; part-time learning; module-based curricula and credit 
systems; competence-oriented, student-centred organisation of studies; and the provision of 
non-degree studies and continuing education (Schuetze and Slowey, 2002). 

Higher education institutions have not only become more diverse in type, ownership and 
educational offerings, they have also diversified their missions, targeting specific groups of 
students (women, minorities, disadvantaged or students with special needs, adults and lifelong 
learners, international students, etc.), serving specific local or regional needs, specialising in 
some niche areas, or establishing close links with specific industries/corporations (Altbach 
et al., 2009). This suggests that HEIs, over time, have assumed responsibility for a far wider 
range of occupational preparation than in the past. Altogether, it has resulted in a strong 
institutional differentiation to meet the needs of increasingly diverse audiences. 

However, this differentiation process has not unfolded clearly and without ambiguities. For 
instance, in some countries the more vocationally-oriented sector has faced an academic drift 
whereby seeking legitimacy as fully-fledged universities, despite formal institutional 
differentiation (Van Vught, 2008).  
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Continuing advancement and rapid integration of new technology 

Communication and education delivery technologies are continuing to advance at accelerating 
rates. These advancements have had and will continue to have significant impact on the 
organisation and provision of higher education both within countries and worldwide (Johnson 
et al., 2012). This presents challenges for higher education in all countries including keeping 
pace with rapid advances in communications and social networking technologies; 
accommodating the increased costs of technology into existing mechanisms for financing 
higher education; and taking full advantage of the educational opportunities these 
technologies provide to expand student access and improve their success in higher education. 

Many HEIs and programmes have successfully adapted and used a succession of technological 
advances in recent decades, including technology-assisted open universities, non-classroom-
based modes of instructional delivery, and computer modelling and simulation as instructional 
tools. “Blended” instruction in which classroom time is augmented through internet-based 
student-faculty interaction or student-to-student networking is now the norm in many HEIs and 
programmes. Yet, research suggests that these steps are only early innovations in the 
transformation of both instruction and learning and that greater potential can be realised 
through the integration of technology (Norway Opening Universities, 2011; Johnson et al., 
2012). 

Internet-based online instructional delivery is now the fastest growing type or sector of higher 
education in many countries (Elaine Allen and Seaman, 2011). The recent and rapid emergence 
of Massive Open Online Courses (MOOCs) can potentially provide access to advanced courses 
taught by top faculty to hundreds of thousands of students. This has opened doors to even 
greater opportunities and at the same time has introduced new challenges for higher 
education. Several MOOC networks using similar technologies, and led by some of the world’s 
leading universities, provide course-by-course access to students worldwide, raising questions 
about degree credit and credentialing or degree-granting for such course completion both 
within and across countries (OECD, 2007).  

Online delivery of education is also expanding rapidly to meet the career-specific education and 
training needs of adult populations. While such educational opportunities, including many at 
the sub-degree or certificate level, are increasingly important for social advancement and 
economic development, they are often not effectively accommodated within traditional higher 
education governance, financing and quality control mechanisms.  

Advances in data collection and warehousing technologies have given rise to additional 
opportunities to monitor and track student learning individually and longitudinally across as 
well as within HEIs and systems of higher education (Prescott and Ewell, 2009; Garcia and 
L’Orange, 2010). Advances in data analytics have also helped identify the impediments that 
students encounter and they offer considerable potential for conducting formative 
assessments of learning that can be helpful to both students and instructors.  
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Greater internationalisation 

The internationalisation of higher education also features among the sector’s key 
transformations in the past 25 years, especially in the European context. International activities 
and exchanges have long been bound to research – despite signs of student and academic 
mobility in medieval European universities – while teaching and learning remained essentially 
nationally-based (Scott, 2000). But internationalisation has widened in scope over the past 
three decades, and is now an essential dimension of national and institutional strategy and 
policy (OECD, 2008).    

Internationalisation can be defined as “the process of integrating an international, intercultural 
or global dimension into the purpose, functions or delivery of tertiary education” (Knight, 
2003). Although student and academic mobility are clearly the most observable features of 
internationalisation, they are not the only aspects. The internationalisation process manifests 
itself in various ways, and encompasses the full spectrum of educational programmes and 
activities that contribute to internationalised learning, ranging from the internationalisation of 
programmes’ content and delivery to the mobility of students and scholars, in addition to 
intermediate forms of trans-national education such as the cross-border mobility of HEIs 
and/or their programmes. Another major form of internationalisation relates to the growing 
convergence of tertiary education systems (e.g. Bologna process), and curricula in some 
disciplines (Bennell and Pierce, 2003; Altbach, 2004). 

The internationalisation process has evolved in response to several trends. First, as world 
economies become increasingly inter-connected, international skills have become ever more 
important for operating successfully on a global scale. This has led to growing demands to 
incorporate an international dimension into education and training. Meanwhile the 
acceleration in global economic integration has hastened the internationalisation of the labour 
market for the highly skilled, and internationally recognised qualifications have risen in 
importance in some sectors (Bennell and Pierce, 2003; Peace Lenn and Campos, 1997). The rise 
of the new economy has provided additional stimulus since employers in OECD countries 
increasingly need to look abroad for talent as their own graduates are insufficient to replace 
those going into retirement. Internationalisation has thus become a part of a longer term skill 
development strategy. Demographic trends have also triggered internationalisation. In some 
OECD countries, faced with decreasing domestic enrolments after unprecedented expansion in 
tertiary education provision in the 1980s, internationalisation is increasingly seen as a way to 
compensate losses and ensure the viability of some HEIs. By contrast, in many emerging 
countries internationalisation offers a cost-effective alternative to national provision to 
increase capacity and meet growing demand on short notice (Van der Wende, 2001). The 
match between the insufficient capacity of emerging countries and the oversupply of some 
OECD tertiary education systems has been facilitated by the trend towards deregulating higher 
education in many OECD countries enabling the emergence of new educational offerings, 
including distance learning and cross-border operations of HEIs. Lastly, the emergence and 
rapid expansion of higher education export industries in some OECD countries has heightened 
awareness on the trade value of internationalisation from a macroeconomic perspective 
(OECD, 2008).  
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All forms of internationalisation have developed and grown in importance over the past three 
decades. Student mobility is an important and relatively well-documented aspect of this 
growth (Tremblay, 2002), but other forms of internationalisation have also gained momentum. 

Figure 1.2 - Growth in internationalisation of higher education (1975-2010, in millions) 

Long-term growth in the number of students enrolled outside their country of citizenship 

 

Data on foreign enrolment worldwide comes from both the OECD and the UNESCO Institute for Statistics (UIS). 
UIS provided the data on all countries for 1975-95 and most of the non-OECD countries for 2000, 2005 and 
2010. The OECD provided the data on OECD countries and the other non-OECD economies in 2000 and 2010. 
Both sources use similar definitions, thus making their combination possible. Missing data were imputed with 
the closest data reports to ensure that breaks in data coverage do not result in breaks in time series.  

Source: OECD and UNESCO Institute for Statistics, published in Education at a Glance 2012. 

International student mobility has increased tremendously over the past three decades, from 
0.8 million students worldwide in 1975 to 4.1 million in 2010 (Figure 1.2). This trend has been 
accelerating in recent years, driven by large increases in student mobility from China, India and 
European countries in particular. Growth is projected to continue in the future to reach 
approximately 5.8 million around 2020 (Böhm et al., 2004) and 8 million by 2025 (Altbach and 
Bassett, 2004). A noteworthy development is the new European mobility strategy launched at 
the last Bologna Ministerial conference in Bucharest which sets the specific target of 20% of 
graduates in Europe to have studied or been trained abroad by 2020 (Bologna Secretariat 
2012). While not representative of global trends, the Bologna developments are nevertheless 
important drivers of student mobility given the geographic scope of the Bologna process.   

Unlike student mobility, data are scarce on the international mobility of academic staff. This is 
further complicated by the multiple forms of mobility, from short-term moves of a few 
days/weeks to longer movements of one year or more. Available evidence suggests that the 
main internationalisation of faculty consists of short-term leave, exchange visits and research 
collaborations (Enders and de Weert, 2004). The proportion of academics involved in longer-
term exchanges is considerably lower than it is for short stays abroad. Marginson and 
Van der Wende (2007a) consider that it is not clear that longer term academic migration is 
increasing, although mobility to the United States is the exception. Other reports also stress 
limited longer-term academic mobility in Europe, although the United Kingdom, Scandinavia 
and the Netherlands seem more open in their recruitment (Mora, 2004; Musselin, 2004; Jacobs 
and Van der Ploeg, 2006).  
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The internationalisation of curricula gained momentum in the past decade with greater 
emphasis on the teaching of foreign languages and broader international perspectives in the 
substantive content of programmes and curricula (Van der Wende, 2001; Harman, 2006). 

Another significant trend relates to the profound changes in the organisation and structure of 
national higher education systems to improve their transparency and inter-operability. This 
phenomenon has been most evident in Europe with the Bologna Process aimed at establishing 
a European Higher Education Area (EHEA) and enhancing the comparability and compatibility 
of higher education structures and degrees in Europe by 2010 (Bologna Secretariat, 1999). The 
Bologna Process is far-reaching, insofar as a number of non-EU countries have endorsed the 
Bologna declaration and joined its convergence process, to reach 47 participants spread 
geographically between Iceland, Portugal, Turkey and the Russian Federation. 

The Bologna declaration proposed to adopt a system of easily readable and comparable 
degrees based on a common degree structure, often referred to as the BMD5 structure. Several 
authors have noted the resemblances between the Bologna degree structure and the American 
model, hence broadening the convergence movement to intercontinental scale and global 
relevance (Douglass, 2006; Tapper and Palfreyman, 2005). 

In addition, the Bologna declaration engaged signatory countries to develop instruments to 
translate and recognise credits and qualifications earned elsewhere, including in other 
countries. A major development has been the establishment of the European Credit Transfer 
and Accumulation System (ECTS), a student-centred system based on the student workload 
required to achieve the objectives of a programme in terms of the learning outcomes and 
competencies to be acquired. Meanwhile, the Diploma Supplement was developed as a follow-
up tool for the implementation of the Lisbon Recognition Convention (Council of Europe, 2005). 
This is intended to enhance transparency and to facilitate academic and professional 
recognition of higher education qualifications. 

Similar developments are taking place in other world regions with the development of the 
University Mobility in Asia and the Pacific (UMAP6) Credit Transfer Scheme (UCTS) to promote 
university student mobility in the Asia Pacific region (Mongkhonvanit and Emery, 2003). To the 
extent that the key players in international education are involved in either the ECTS or UCTS 
schemes, the influence of ECTS and UCTS on other countries’ practices is likely to increase in 
the future. The Diploma Supplement also extends beyond Europe and has been piloted in 
Australia (OECD, 2008).  

The past 15 years have also seen the emergence and growing development of off-shore 
delivery of education by HEIs. Australia and the United Kingdom pioneered this movement in 
the 1990s, but the United States has also become a major force in this area and a number of 
other countries – especially European countries – have joined this trend and, since 2000, set up 
campuses abroad and other trans-national arrangements (OECD, 2008, OECD, 2004; McBurnie 
and Ziguras, 2001). Given the obstacles as well as the risks faced by HEIs in setting up campuses 
in foreign countries, the majority of trans-national operations take the form of joint 
programmes with foreign HEIs through franchise arrangements with a partner institution in the 
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international students’ home country. More recently, virtual HEIs which operate exclusively 
online have emerged. 

Recent trends suggest that although programme and institution mobility is not yet that 
important, these forms of internationalisation are expected to outpace the delivery to 
international students onshore.  

Increasing pressures on costs and new modes of financing 

Another prominent trend of higher education over the past few decades relates to the growing 
pressure of its cost, and the adoption of new modes of financing in many countries.  

The first phenomenon of rising costs is a direct consequence of the expansion of higher 
education systems and wider participation, which have increased the financial burden of higher 
education as most countries have tried to expand their systems while limiting the adverse 
impact on unit costs and expenditure to maintain quality. Indeed higher education provision 
offers limited scope for economies of scale. At the aggregate level, for the 25 OECD countries 
with trend data, the cost of higher education has risen from 1.3 to 1.5% of GDP between 1995 
and 2009. Moreover, unit costs have also increased since 2000 by 9% on average across the 
OECD (OECD, 2012b). 

In addition, a second phenomenon of fiscal pressure to curb costs has arisen in many countries. 
Indeed, economic growth over the past two decades has been insufficient to sustain the rising 
costs of higher education resulting from massification in most countries across the globe 
(Altbach et al., 2009; Sanyal and Johnstone, 2012). This mismatch has put increasing pressure 
on public budgets, especially in those countries with a strong tradition of public financing of 
higher education (e.g. most of Europe). Many countries have thus adopted new modes of 
financing over the past 15 years to foster cost-sharing. In 2011, Education at a Glance reported 
that more than half of the 25 countries with available information had, since 1995, undertaken 
system reforms of tuition fees and financial support for students, and most had introduced or 
increased students’ contribution to the cost of their higher education (OECD, 2011). As a result, 
among OECD countries with trend data the public share of higher education expenditure has 
decreased from 78% in 1995 to 73% in 2009 (OECD, 2012b).  

Overall, reforms of higher education finances over the past 15 years have focused on three 
main directions, although the relative importance of each depends on the specific country 
(OECD, 2008): 

 First, there has been a diversification of funding sources. This reflects, in part, an 
overall trend of shifting the cost burden to students and away from public subsidies 
through greater contributions by students and their families. Private resources have 
also been mobilised through the commercialisation of research and other private 
uses of institutional facilities and staff. 

 Second, the allocation of public funding for tertiary education is increasingly 
characterised by greater targeting of resources, performance-based funding, and 
competitive procedures. The basis for allocating core funding to HEIs has become 
more output-oriented. In a number of countries, formulas to allocate public funds to 
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HEIs are now related to performance indicators such as graduation or completion 
rates. Research funding has also increasingly been allocated to specific projects 
through competitive processes rather than block grants. A number of countries have 
also linked the allocation of research funds to assessments of research quality.  

 Third, a number of countries have expanded their student financial support systems. 
In some countries, loans have gained in importance relative to grants in overall 
financial aid packages. Repayable types of aid have also increased in some countries.  

More recently, the global financial crisis and the current economic downturn in the world 
economy have further fuelled concerns for the sustainability of higher education funding 
models. While costs of provision have continued to increase, students and systems have had 
less money to invest. Eggins and West (2010) suggest that recent trends in the financing of 
higher education are likely to exacerbate in the years to come:  

After many years of running hard to stay still, and taking advantage of all the readily 
available means of cutting costs and raising income, a tipping point is being reached 
in many systems, where more radical steps are unavoidable. *…+ Once it is accepted 
that states will no longer be able to fund universities at previous levels, it follows that 
other sources must be found. With them come new stakeholders, whether fee-
paying students, alumni, business, professional practices, city authorities or regional 
economic development agencies. *…+ Public accountability, along with service to the 
community, will remain valued aspects of HE provision. The surest route to success 
will be to identify a unique mission and pursue it tenaciously. 

Growing emphasis on market forces: competition and signalling mechanisms 

Competition and signalling mechanisms have also become more prominent in the higher 
education sphere over time, as a corollary to the growth in educational offerings, private 
provision, rising costs, fiscal pressure and the internationalisation of higher education. These 
mechanisms were triggered by a number of different factors: 

 First, since the 1980s, there has been a rise of New Public Management approaches 
to public services provision in many OECD countries which has put ever more 
emphasis on market mechanisms and principles borrowed from the private sector. In 
particular, leadership, incentives and competition among public sector agencies and 
private providers have been promoted to enhance the outcomes and cost-efficiency 
of public services (Parker and Gould, 1999; Marginson and Van der Wende, 2007; 
Lebeau et al., 2012). Instruments used in this context range from competitive 
research grants, contract research, performance-based funding formulas for teaching 
and learning activities, and public funding based on the number of students (OECD, 
2008). 

 A number of countries have also strengthened market mechanisms with a view to 
reducing the reliance of HEIs on public funding in a context of tight education 
budgets (Kaiser et al., 1999). HEIs have indeed been under growing pressure to 
diversify their revenues over the past two decades, and market mechanisms have 
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been introduced or reinforced with this specific goal in mind, e.g., through policies on 
tuition fee deregulation, policies on marketing institutional research, etc.  

 Competition has also been advocated as a tool to improve teaching quality, as well as 
institutions’ responsiveness to the needs of society, the labour market and students 
(Kaiser et al., 1999). The underlying assumption is that students would “vote with 
their feet” if dissatisfied with the quality or relevance of service provision in a given 
institution. Likewise, relevance to the needs of the local community and labour 
market becomes critical as soon as HEIs compete with each other for additional 
sources of funding. 

 Meanwhile, the emergence of new providers in the public or private sectors has been 
possible thanks to deregulation policies in many countries which have lifted entry 
barriers to the higher education market. But in a context of imperfect information on 
teaching quality, these new players have often suffered from a bad reputation and 
their inability to demonstrate a track record on their outcomes (Altbach et al., 2009). 
They have thus placed increased emphasis on signalling mechanisms to ascertain 
their value and build their legitimacy to attract the best students.  

 The asymmetric information problem is even more acute whenever a border is 
crossed. Building and maintaining an international reputation is an essential part of 
institutions’ and systems’ strategies to attract international students and faculties 
(Nelson, 2003; Douglas and Edelstein, 2009). Indeed, surveys of prospective 
international students confirm that reputation is a key driver of mobility flows (Kemp 
et al., 1998; Pimpa, 2005).  

Signalling is an integral aspect of these increasingly competitive markets. Indeed, higher 
education has many features of an experience good, i.e. a service whose characteristics such as 
quality are difficult to observe prior to consumption (Nelson, 1970). With such information 
asymmetry, consumers struggle with their consumption choices and reward reputation in the 
absence of more transparent measures of quality. Accordingly, HEIs as well as systems use a 
range of signals and marketing tools to showcase their worth and build their reputation. For 
instance, Kwieck (2001) observes that HEIs in the Western world are increasingly borrowing 
marketing methods from the private sector. The emergence of global rankings and their 
growing importance is illustrative of this compelling search for signals and recognition (Van 
Vught and Ziegele, 2012). In reference to British business schools, Wilkins and Huisman (2012) 
assert that they operate in a market-driven environment and rankings are very much part of 
that environment to the extent that they have a significant impact on the ability of schools to 
attract top scholars, the most able students, and research funding.  

The emergence of the first global ranking of research universities in 2003, and the burgeoning 
of global rankings ever since, have provided an unprecedented opportunity for HEIs and 
systems to rely on these external and transparent instruments to support claims on their 
quality and win high-stakes reputational capital (Shanghai Jiao Tong University, 2003; Usher 
and Savino, 2006; Rinne, 2008). While rankings are less of a concern among the current elite 
world and historical HEIs, they garner more attention from recently-established HEIs within the 
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emerging global marketplace, especially so in the case of research universities. Moreover, 
rankings draw much media and public attention. In this context, they have started to guide the 
strategic behaviours of university leaders, governments, students and employers (Hazelkorn, 
2008; Van Vught and Ziegele, 2012). Nowadays, HEIs just like systems increasingly use rankings 
to support claims of excellence and “world class” status (Wilkins and Huisman, 2012; Song and 
Tai, 2007). 

Marginson (2009) notes in this respect that the global referencing of research universities has 
gathered prominence in just half a decade, which Salmi and Saroyan (2007) attribute to the 
absence of a single global quality assurance agency, giving ranking systems the role of a quality 
regulator for international students. Rinne (2008), by contrast, expresses disquiet with the 
notion that nation states are losing their power to define standards and to control the key 
features of educational selection. But as Marginson contends, the external drivers sustaining 
the momentum for rankings and other comparisons of countries and HEIs are so powerful that 
“never again will higher education return to the state of innocence prior to the Internet and the 
Jiao Tong” (Marginson, 2009). 

Rankings’ key contribution is their focus on transparency. Rankings underline the principles of 
powerful signalling tools, i.e. the measurement of real outputs rather than reputation, and 
transparent and accurate data collection (Marginson, 2009; Van Vught and Ziegele, 2012). 

However, this is not to say that global rankings have not been contested. Several authors have 
stressed their biases, noting that the resulting perceptions of reputation are all too often based 
upon imperfect proxies of quality such as input factors or the research performance of HEIs 
(Siow, 1997; Dill and Soo, 2005; Griffith and Rask, 2007; Salmi and Saroyan, 2007; Hazelkorn, 
2008; Van Vught, 2009). Others have offered suggestions to improve them (Swail, 2011) and 
have designed new conceptual approaches (Van Vught and Ziegele, 2012). And yet some also 
denounce their distorting effects (Hazelkorn, 2007). 

New modes of governance stressing performance, quality and accountability 

In parallel with the above trends, the governance and steering of higher education has also 
evolved in the last two decades, spurred on by the growing number of HEIs, the diversification 
of their missions, student bodies and roles, and the rise of New Public Management principles 
as well as private providers (Dobbins et al., 2011). Overall, the growing complexity of higher 
education systems has made central oversight increasingly inadequate, and most countries in 
which it was prevalent have engaged in reforms to revisit higher education steering 
mechanisms (Dobbins et al., 2011).  

Reviewing these steering mechanisms has generally involved a reappraisal of the purposes of 
higher education and the setting by governments of new strategies for the future. It has also 
entailed granting greater autonomy and room for manoeuvre to HEIs to encourage them to be 
more responsive to the needs of society and the economy, but with clearer accountability to 
governments and society at large to ensure quality and cost-efficient operation (OECD, 2008). 

Institutional autonomy has been widened – e.g. by authorising HEIs to be established as legal 
persons (foundations, not-for-profit corporations) and allowing private providers. The trade-off 
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is that HEIs have become increasingly accountable for their use of public funds and are 
required to demonstrate “value for money” (OECD, 2008). They are under pressure to improve 
the quality of their teaching and research despite decreasing resources due to mounting 
funding constraints. Important changes have occurred to address these new challenges 
through renewed academic leadership and new ways of organising the decision-making 
structure. Academic leaders are increasingly seen as managers, coalition-builders or 
entrepreneurs (Askling and Stensaker, 2002) while governing bodies composed of internal and 
external stakeholders have been established to provide strategic guidance and steering.  

Performance indicators and external quality evaluations are an integral aspect of the new 
model of distant steering, and a number of countries have introduced some degree of 
performance-based funding (Borden and Banta, 1994; OECD, 2008). In this context, in recent 
years there has been a growing appetite for performance and quality measures from both 
higher education public and private stakeholders, as well as from the HEIs themselves. 

The quality challenge and limitations of diverse attempts to fill the quality information gap 

Concerns for drop-out and its implications for equity and efficiency 

In the context of massive expansion of higher education systems and wider participation, there 
are persistent concerns related to the quality and relevance of students’ preparation for higher 
education. These concerns stem from the greater heterogeneity of students than in the past, 
with respect to their abilities or expectations, and the multiplication of new HEIs – including 
some rogue providers – as discussed above. Of particular concern to policy makers is the 
magnitude of non completion, often perceived as a waste of financial and human resources. 
Indeed, in spite of the adoption and development of sophisticated quality assurance systems in 
most OECD countries over the past two decades, failure and inefficiencies in the learning 
process have not been eradicated (OECD, 2008). 

As depicted in Figure 1.3, on average three out of ten students entering a higher education 
programme of some kind in OECD countries will drop out without obtaining at least a first 
degree (OECD, 2010). These figures, however, should be interpreted cautiously: 

 First, because most national data collections do not track students across HEIs. The 
number of dropouts therefore includes some students transferring to and graduating 
from other HEIs.  

 In addition, research shows that there are sizable economic returns from higher 
education even when degrees are not achieved, so completion rates are not all that 
matters (National Research Council, 2012). 
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Figure 1.3 - Proportion of students who enter higher education without graduating with at 
least a first degree at this level (2008) 

On average, in the 18 OECD countries for which data are available, some 31% of tertiary 
students enter tertiary education without graduating from a programme equivalent to this 
level of education 

 

1. Some of the students who have not graduated may be still enrolled, or may have finished their education 
at a different institution than the one they started at, like in the United States.  

2. Includes students entering single courses who may never intend to study all courses needed for a degree. 
3. Tertiary-type A only. 

Source: OECD. Education at a Glance 2010. 

Even with these caveats in mind, drop-out and underachievement incur economic costs as a 
result of lower returns to non-degree higher education compared to full degrees, while costs 
per student are the same in both cases – at USD 13 700 per year on average across the OECD in 
20097 (OECD, 2012b). This raises questions about the scope for improving the “productivity” of 
higher education through targeted policies to enhance the quality of service provision, and as a 
consequence, students’ retention and success. Some countries are indeed concerned with 
inefficiencies in their systems, including not only high student drop-out rates, but also 
excessive time to completion, programme duplication, programme under-enrolment, and 
insufficient use of cross-institution collaboration (see OECD, 2008 for examples). 

The social costs of underachievement are equally high given the social outcomes of higher 
education and its contribution to social mobility and equity (d’Addio, 2007; Blanden et al., 
2007). Available evidence suggests that disadvantaged students are not only less likely to aspire 
to higher education studies and to access higher education programmes, but they are also 
more prone to dropping out, thereby reinforcing inequality (Mateju et al., 2003; Koucky et al., 
2008, OECD, 2008; Brock, 2010). Given these social costs and consequences, efforts to improve 
student completion and institutional productivity must be carefully undertaken so that they do 
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not further inhibit access and success for sub-populations already underrepresented in higher 
education. 

Insufficient information on higher education quality 

Ever more stakeholders have an interest in higher education quality and outcomes as a result 
of the shift from “elite” to ”mass” – and in certain countries to ”universal” – systems of higher 
education. Consequently, greater interest and scrutiny – and hence greater transparency – is a 
natural corollary of this growth. This issue was taken up at the Meeting of OECD Education 
Ministers held in Athens in June 2006. Ministers committed their countries to the goal of 
raising the quality of higher education: 

At our meeting, we agreed on a new task: to go beyond growth, by making higher 
education not just bigger but also better.  

*…+ Ministers recognised that key stakeholders – including students, families and 
governments – must have better information about topics such as quality and cost to 
make decisions and hold HEIs accountable for their performance. 

*…+ In Particular, measuring the quality of higher education outcomes is needed both 
to justify the allocation of public resources and the effectiveness with which they are 
used by increasingly autonomous HEIs, and also to pursue enhancements in the 
quality and relevance of educational outcomes more broadly and systematically, so 
that HEIs serve economies and local communities effectively (Giannakou, 2006).  

This affirmed accent on quality does not underestimate the progress achieved already in this 
area. In fact, the strong development of quality assurance systems is one of the most significant 
developments of higher education since the early 1980s. Quality assurance expanded in 
response to the massification of participation, the growing diversity of educational offerings 
and the expansion of private provision (El-Khawas et al., 1998, Dill and Beerkens, 2010). While 
traditional, often informal quality assurance procedures were suited to systems with a small 
number of HEIs and students, they are no longer adapted to contemporary complex and 
diversified systems. Van Vught and Westerheijden (1994) note that the development of quality 
assurance also responded to cost pressures: “Budget-cuts and retrenchment operations 
automatically lead to questions about the relative quality of processes and products in higher 
education.” Finally, increased market pressures also fostered greater focus on accountability in 
higher education. In the United States for instance, higher education has become more 
consumer-driven with students and parents resisting tuition hikes and calling for more 
accountability with regard to quality and cost-effectiveness of HEIs. 

Yet, despite the rapid development of quality assurance systems and their growing 
sophistication in the last two decades, little is known of their actual impact (OECD, 2008). 
Indeed, the overarching goal of quality assurance processes is to ensure that minimum 
standards are met and to improve the quality of higher education outcomes over time. In this 
context, impact is the yardstick by which to gauge the effectiveness and success of the systems 
put in place.  
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There is evidence of effects on academics’ behaviours and management within HEIs, but 
scepticism surfaces in a number of studies examining the impact of quality assurance on 
teaching and learning, (Christensen, 2010; Ewell, 2010; Harvey 2006; Newton 2000, 2001), 
although some authors are more optimistic and report a more concrete impact of evaluations 
on teaching practices (Brennan, 1997; Silva et al., 1997). Likewise, some of the countries who 
participated in the OECD Thematic Review of Tertiary Education offered some evidence of the 
positive impact of quality assurance mechanisms on the quality of teaching and learning, 
although this impact was measured in terms of the number of negative accreditation 
evaluations, student satisfaction ratios or the acceptance and recognition of HEIs – i.e. by very 
rough proxies of impact on student learning. In fact the OECD Review concluded with a 
recommendation to increase the focus on student outcomes to alleviate this problem (OECD, 
2008). 

In assessing higher education student outcomes, policy makers face a considerable information 
gap. Ewell (1999) notes the remarkable development worldwide of performance indicators in 
higher education. The most commonly used indicators are completion rates and time to 
completion indicators, drop-out rates, especially after the first year, and graduation rates as 
well as destinations and employment rates of graduates in specific fields of study. These 
performance indicators provide a valuable information base to understand and monitor the 
performance of higher education at institutional level. However, for other aspects, and most 
notably for the learning outcomes of higher education, while it would appear to be among the 
most important pieces of information on higher education, available data remains scarce in 
many systems (see Nusche, 2007, for a summary of existing assessments).  

There are proxies of higher education quality in addition to quality assurance systems and 
existing performance indicators, but each has significant limitations:  

 There is strong evidence that students still base their enrolment decisions largely on 
the reputations of HEIs, particularly when engaging in international mobility. Yet, 
reputations are highly subjective and tend to reinforce existing hierarchies. 
Marginson (2009) notes for instance that the peer survey reputation proxy used in 
the Times Higher/QS ranking has only a 1% return rate and tends to over-represent 
the former British Empire countries. 

 Likewise, there has been extensive research on the limitations of international 
rankings to understand aspects of quality that are most relevant to prospective 
students (Hazelkorn, 2008; Rauhvargers, 2011). Indeed, to the extent that rankings 
apply a transparent and uniform methodology to a large number of HEIs and/or 
programmes, they are constrained by data availability (Van Vught and Ziegele, 2012). 
This results in a bias towards available data on inputs and research excellence which 
may be adequate to capture research excellence but is ill-suited to provide an 
accurate picture of teaching and learning quality in various HEIs and/or programmes 
(Dill and So, 2005; Astin and Lee, 2003).  

 Student surveys and student satisfaction surveys are commonly used to capture the 
quality of teaching and learning (OECD, 2008; Kuh, 2009; McCormick, 2009; Radloff 
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and Coates, 2009; Radloff, 2011). They can indeed provide valuable information to 
HEIs when applied at national level, providing comparative insights on their strengths 
and weaknesses as well as an opportunity to benchmark their performance with the 
achievement of others on a number of criteria. But their applicability across national 
boundaries is more delicate, especially for international satisfaction surveys whose 
cultural sensitivity is well-documented. In addition, satisfaction is not a measure of 
learning. 

 Other proxies used or advocated to capture the quality of teaching and learning are 
students’ self-reports on their learning gain (Douglass et al., 2012). Recent research 
suggests however that students’ self-reports on their learning are poorly correlated 
with objective measures of learning, which calls into question their use in studies of 
higher education quality (Bowman, 2010).  

 Finally, graduate surveys are commonly used to provide insights into the success of 
graduates in the competitive labour market as well as the adequacy of provision in 
relation to the needs of employers. While appealing and useful from a qualitative 
standpoint, the use of labour market outcomes as proxies for higher education 
quality is problematic to the extent that labour market outcomes of higher education 
graduates are highly sensitive to conjuncture and local economic conditions. Their 
use in comparative quality assessments could result in a bias against HEIs located in 
economically-depressed areas or preparing students for occupations in sectors facing 
a difficult conjuncture. 

In this context, a growing need has emerged to develop direct measures of learning outcomes 
to overcome the limitations of current proxies for the quality of teaching and learning. 

The rationale for an AHELO 

The proposition to explore the development of an international AHELO emerged during the 
Athens Meeting of OECD Education Ministers in 2006 (Giannakou, 2006). This concept was put 
forth at a time of great pressure to develop better performance metrics in higher education, 
whether to support accountability reporting requirements or to assist leaders, teachers and 
learners to understand and position their work in increasingly complex environments. This idea 
illustrates the broader trends reshaping higher education as it shifts into the 21st century. 
Indeed, the AHELO proposition is illustrative of a paradigm shift for higher education, which 
manifests itself in several ways. 

Moving beyond collegial approaches 

As described in the above sections, the expansion and mutations of higher education have 
brought about a shift of emphasis from collegial approaches of horizontal governance by 
communities of scholars towards models combining greater autonomy with top-down features 
such as increased transparency and accountability.  

This shift has been examined extensively. In the United States, Liu (2011a) observes that issues 
related to improved higher education performance and effective accountability have received 
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unprecedented attention from stakeholders8. Hursh and Wall (2011) deplore the growing 
pressure on HEIs to adopt neoliberal principles (privatisation, entrepreneurship, 
standardisation, assessment, and accountability) which, in their view, undermine the historical 
purposes of higher education and reduce faculty autonomy. Segrera (2010) makes similar 
observations in the Latin American and Caribbean contexts and asserts that while the 
traditional values of universities are still valid (autonomy, academic freedom, research, 
students' work, assessment), they should be viewed within the context of new global norms. 
Finally in Europe, Bologna developments are also illustrative of this shift. Within this 
framework, however, a deliberate attempt is made to reconcile accountability with institutions’ 
autonomy and academic freedom, as expressed in the Bucharest Communiqué of Bologna 
Ministers in 2012: 

*…+ We confirm our commitment to maintaining public responsibility for higher 
education and acknowledge the need to open a dialogue on funding and governance 
of higher education. We recognise the importance of further developing appropriate 
funding instruments to pursue our common goals. Furthermore, we stress the 
importance of developing more efficient governance and managerial structures at 
HEIs. We commit to supporting the engagement of students and staff in governance 
structures at all levels and reiterate our commitment to autonomous and 
accountable HEIs that embrace academic freedom (Bologna Secretariat, 2012). 

The growing emphasis on transparency and accountability that characterises the new paradigm 
has led to increased demands for colleges and universities to engage in outcomes assessment 
for accountability purposes (Secolsky and Denison, 2011). As a matter of fact, the increase in 
the various global ranking tools can be seen as a reaction to this rising demand for 
transparency (Van Vught, 2009; Van Vught and Ziegele, 2012). 

While the assessment of learning outcomes has traditionally been an internal matter for HEIs, 
there are now signs that traditional collegial approaches are no longer sufficient. Indeed, 
internal assessments are often tailored to be as locally relevant as possible. With the shift 
towards more universal and internationally-oriented higher education systems, using internal 
assessments to yield more general information might, without some external check, spark 
concerns about grade inflation. This is not to say that localised assessments of student learning 
do not remain important, but recent trends show the emergence of more generalisable forms 
of assessment as a complement, such as common examinations, shared item libraries, the 
application of graduate tests or professional licensing examinations (for instance, GAMSAT, 
2012; Ideal Consortium, 2012; MSC-AA, 2012; USMLE, 2012). 

Given its international scope, the AHELO concept reflects the most advanced manifestation of a 
generalisable test that could potentially provide independent insights into learners’ knowledge, 
capacity, and their ability to apply knowledge and skill to solve real-world problems. 

Growing focus on student learning outcomes 

A second paradigm shift relates to the conception of higher education outcomes. Increasingly, 
the focus is moving away from input-based conceptions (number of classes taken, study time 
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and student workload) towards outcome-based notions of higher education throughput, as 
described by Chung (2011) in the context of engineering education: 

Under the impact of globalization and the coming of the Information Age, there is a 
paradigm shift occurring in the engineering curriculum and academic structure. Apart 
from the creation of new programs for the emerging fields in engineering, the 
approach and orientation have also been shifted from objective-based/input-based 
education to outcome-based education. The criteria for the new generation of quality 
engineering graduates have been much broadened (Chung, 2011). 

This shift has been most evident in Europe where the Bologna Declaration of 29 European 
ministers of education in June 1999 stated as a key objective for Europe to establish a 
European Higher Education Area (EHEA) by 2010 and committed to write all higher education 
modules and programmes in terms of learning outcomes by that date (Bologna Secretariat, 
1999). The Bologna Declaration has now been endorsed by 47 countries around the world. In 
addition, many countries outside the Bologna Process are aligning their higher education 
systems to be Bologna-compatible so as to facilitate description of qualifications, mutual 
recognition of degrees, and student mobility (Kennedy, 2008). Ten years down the road, 
Reichert (2010) praises the visionary goals of using learning outcomes and competencies as the 
structuring principle of all curricula in Europe, but laments that only few countries and HEIs 
have embraced this approach. It is thus no surprise that Bologna ministers have recently 
reaffirmed the importance of moving forward in the implementation of a learning outcomes’ 
approach: 

*…+ To consolidate the EHEA, meaningful implementation of learning outcomes is 
needed. The development, understanding and practical use of learning outcomes is 
crucial to the success of ECTS, the Diploma Supplement, recognition, qualifications 
frameworks and quality assurance – all of which are interdependent. We call on 
institutions to further link study credits with both learning outcomes and student 
workload, and to include the attainment of learning outcomes in assessment 
procedures. We will work to ensure that the ECTS Users’ Guide fully reflects the state 
of on-going work on learning outcomes and recognition of prior learning. 

*…+ We welcome the clear reference to ECTS, to the European Qualifications 
Framework and to learning outcomes in the European Commission’s proposal for a 
revision of the EU Directive on the recognition of professional qualifications. We 
underline the importance of taking appropriate account of these elements in 
recognition decisions (Bologna Secretariat, 2012). 

Meanwhile, a similar shift is also underway across the Atlantic (Johnstone et al., 2002). Loris 
(2010) refers to a new vision for college learning at the beginning of the second decade of the 
21st century in the United States context, and describes the Liberal Education and America's 
Promise (LEAP) initiative launched by the Association of American Colleges and Universities 
(AAC&U) to outline the essential learning outcomes that contemporary college students need 
to master in both general education and the major. In addition to and related to LEAP, there is 
also growing interest among U.S. HEIs and States in applying European-based ”Tuning” 
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practices (described below) within a number of major academic disciplines, and in adopting 
Degree Qualification Profiles, a U.S. version of Bologna-based degree frameworks, as part of 
accreditation or other quality assurance and public accountability provisions (Lumina 
Foundation, 2011). 

With higher education systems being increasingly interconnected and operating on a global 
scale, such a paradigm shift is not without implications for student mobility, transferability of 
credentials and degree recognition. A growing body of research over the past 10 to 15 years 
has examined the implications of this shift towards learning outcomes at both national and 
international levels: 

 defining desired learning outcomes across institutional and national boundaries and 
in various disciplines (the “Tuning” process described below); 

 integrating learning outcomes perspectives in quality assurance processes; and 

 measuring learning outcomes, first at national level (Nusche, 2007) and then across 
borders with the AHELO initiative. 

Central emphasis on student centered learning and research on teaching-learning processes  

In 1995, Barr and Tagg launched a thought-provoking discussion in higher education circles by 
stating that there was a paradigm shift in American undergraduate education. In their view, 
higher education is shifting from an ”instruction paradigm” – characterised by an emphasis on 
delivering lectures and providing students with the means to learn – towards a ”learning 
paradigm” in which the emphasis is no longer on the means but on the end, i.e. supporting the 
learning process of students: 

A paradigm shift is taking hold in American higher education. In its briefest form, the 
paradigm that has governed our colleges is this: A college is an institution that exists 
to provide instruction. Subtly but profoundly we are shifting to a new paradigm: A 
college is an institution that exists to produce learning. This shift changes everything. 
It is both needed and wanted. 

We are beginning to recognize that our dominant paradigm mistakes a means for an 
end. It takes the means or method-called "instruction" or "teaching" - and makes it 
the college's end or purpose. *…+ We now see that our mission is not instruction but 
rather that of producing learning with every student by whatever means work best 
(Barr and Tagg, 1995). 

Associated with the move towards a learning paradigm, the dominant pedagogy has also 
shifted to a learner-centred focus (Cornelius-White, 2007; Weimer, 2002). There is some 
evidence that faculties have started embracing the principles of a learning-centred philosophy 
in the United States and are willing to change their practices to adopt new classroom strategies 
(Webber, 2012; Scott et al., 2009). In the Asia-Pacific region by contrast, Cheng (2009) reports 
more difficulties in implementing effective reforms and stresses the importance of teachers’ 
management and professional development (Cheng, 2009). Learner-centred approaches are 
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also prominent within European policy agendas, as affirmed in the Bucharest Bologna 
Communiqué:  

*…+ We reiterate our commitment to promote student-centred learning in higher 
education, characterised by innovative methods of teaching that involve students as 
active participants in their own learning. Together with institutions, students and 
staff, we will facilitate a supportive and inspiring working and learning environment 
(Bologna Secretariat, 2012). 

A corollary of this strong emphasis on student-centred learning is to better understand the 
interplay between teaching and learning so as to identify effective teaching strategies and test 
new ideas to enhance students’ learning outcomes (American Psychological Association, 1997; 
McCombs and Miller, 2007). Research scrutiny on teaching-learning processes is also prompted 
by pressures on costs which call for improving efficiency of higher education provision and 
heighten the need for evidence-based research on effective teaching and learning strategies.  

In reviewing systematic research findings on the effectiveness of various interventions 
designed to help at-risk students remain in college, Brock (2010) shows that some student-
centred programmes and interventions can improve student outcomes. But Liu (2011b) 
stresses the importance of standardised outcomes assessment for the evaluation of 
instructional effectiveness of higher education. In this respect, the AHELO initiative has the 
potential to open a range of new research avenues by providing objective measures on learning 
outcomes, as well as a wealth of contextual and background information. It is therefore fully in 
line with the new paradigm of student-centred learning. 

AHELO within the broader movement towards competencies and learning outcomes 

While AHELO is the first international attempt at measuring higher education student learning 
outcomes across borders, languages and cultures, it is by no means unique or isolated. On the 
contrary, it is part of a broader context of distinct initiatives converging in their focus on 
performance, competencies and learning outcomes. This final section briefly outlines the 
various forms of this movement and related international initiatives before situating AHELO 
within this complex field. In framing its relevance, it is indeed useful to review how AHELO is 
situated alongside related international developments.  

In an effort to develop cross-institutionally generalisable information on educational outcomes, 
HEIs and systems have turned to proxy information. Accordingly, a first group of initiatives 
focus on the collection of data to be used as indirect proxies of outcomes and performance: 

 Student engagement and satisfaction surveys 

While student surveys abound in higher education, particularly those that measure 
”satisfaction”, only a few have sought to move beyond the bounds of single systems 
and to measure learning as opposed to satisfaction with provision (AHELO 
Consortium, 2011). The data collection on student engagement is probably the most 
sophisticated international contextual assessment to date. It was initiated in 1999 by 
Indiana University through the United States’ National Survey of Student Engagement 
(NSSE), and has been replicated since 2006 in Australia, Canada, China, Japan, 
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Mexico, New Zealand and South Africa. Rather than directly assessing learning 
outcomes using a test, the assessment of student engagement records the extent to 
which students have participated in defined learning activities and the amount of 
teacher and institutional support they received in doing so (Kuh, 2009). These data 
have stimulated important discussions in several countries about learning processes, 
contexts, and outcomes. Such collections can provide useful insights, however the 
data collected are subjective in nature and focused on educational processes rather 
than learning outcomes. 

 Rankings 

The proliferation of global rankings illustrates the need for systems, HEIs and 
individuals to gain access to internationally comparable data and information on 
university achievement. Prominent initiatives include the Times Higher Education 
World University Rankings (TSL Education, 2011), the Academic Ranking of World 
Universities (Shanghai Jiao Tong University, 2011), QS World University Rankings, and 
the US News and World Report Best Colleges (US News and World Report, 2011). 
With numerous others, these developments have driven a “rankings movement” that 
has considerably sharpened focus on data-driven cross-institutional comparison. The 
impact and visibility of these rankings emphasises the demand for this type of 
information, but it also brings to fore the limitations of these tools. Both the rankings 
and the discourse that surround them are a direct trigger for AHELO inasmuch as 
they highlight a need to compensate for the shortcomings of existing metrics.  

 U-Multirank 

By far the most significant attempt to overcome many limitations of prevailing 
rankings is the U-Multirank project (Van Vught and Ziegele, 2012). Following on from 
the U-Map project (Van Vught, 2009), the U-Multirank has set out to compare peer 
HEIs, using the U-Map classification tool to construct groups of similar HEIs. Within 
these groups, the project then attempts to apply a multi-dimensional ranking that 
takes into account teaching and learning, research, knowledge transfer, 
internationalisation (including mobility), and community outreach. Ultimately, the 
project aims to deliver a transparency tool that can be used by multiple stakeholders. 
U-Multirank is, in many ways, a natural companion project for AHELO, aspiring to 
increase the validity, scope, diversity and transparency of information on higher 
education. 

A second group of initiatives focus on the definition of expected learning outcomes for 
different qualifications or degrees: 

 Qualifications frameworks 

Qualification frameworks are grids developed to enhance the transparency and 
recognition of qualifications. They show the desired learning outcomes associated 
with a particular qualification, what an individual holding this qualification should 
know, understand and be able to do, as well as the interaction between various 
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qualifications within a system. Qualification frameworks have developed rapidly over 
the past two decades, and more than 70 countries now have developed national 
qualification frameworks. In Europe, the overarching Framework of Qualifications of 
the European Higher Education Area (EHEA-QF) was adopted by the ministers of 
education of the Bologna Process in May 2005, through the Bergen Communiqué. 
Descriptors for each cycle are based on learning outcomes and competencies, and 
signatories committed to develop compatible national frameworks by 2010. In 
addition, the European parliament adopted in 2010 a recommendation establishing a 
European Qualifications Framework (EQF) which acts as a translation device to make 
national qualifications more readable across Europe, promote workers' and learners' 
mobility and facilitate their lifelong learning. Starting in 2012, all qualifications are 
expected to explicitly refer to an appropriate EQF level. Their main drawback is that 
they are unfamiliar to non-specialists, and prescriptive rather than empirically 
descriptive. 

 Tuning 

“Tuning” (Tuning Association, 2011) is a process initiated in 2000 in Europe which 
involves describing and aligning degree outcomes on the basis of competencies and 
learning outcomes. It was initially developed as a project to link the higher education 
sector to the Bologna Process and Lisbon Strategy. Working with devolved 
communities of scholars, Tuning reflects the need for universities to sustain their 
unique missions within collaboratively determined frames of reference and to retain 
their diversity while looking for points of reference, convergence and common 
understanding. Its underlying rationale is to enable the comparability of degrees. 
Reference points have been developed for first and second cycle programmes, 
covering generic and subject-specific competencies for a number of subject areas. 
The work, now expanded into the Americas, Africa, Central Asian Republics and 
Russia (with feasibility studies in Australia, Canada and China), provides important 
preconditions for AHELO, as it initiates conversations about learning outcomes, 
encourages scholars to consider curricula and qualification comparisons, and 
produces cross-national communities of practice. As a matter of fact, a Tuning-AHELO 
project was undertaken at the outset of the AHELO feasibility study to reflect on 
expected learning outcomes for the two disciplines chosen (see Chapters 3 and 4). 

Finally, a third group of initiatives go one step further and attempt to measure learning 
outcomes achieved by students and learners, as opposed to learning outcomes expected or 
desired. 

 National assessments 

Various national approaches to assessing learning outcomes exist (Nusche, 2007), yet 
few span national boundaries. Hence a particularly important rationale for a study 
such as AHELO is to produce consistent information on learning outcomes that is 
international, and potentially global, in scope. 
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 International assessment collaborative initiatives 

International assessment collaborations, such as those of the United Kingdom’s 
Medical Schools Council Assessment Alliance (MSC-AA, 2012) or the Australian 
Medical Assessment Collaboration (AMAC, 2012) constitute promising initiatives for 
yielding generalisable information on learning outcomes. They concentrate on the 
collaborative development of common examinations, question items and formative 
assessments. Partner schools can then access them through a bank of high-quality, 
valid and reliable items in a variety of formats. These initiatives go one step further 
and deliver learning outcomes data which can be generalised beyond local contexts. 
Work is underway to extend and bolster this model in cross-national contexts. 

This snapshot review has outlined key initiatives collecting generalisable data on students’ 
learning outcomes. It has highlighted the complexity of attempts to undertake meaningful 
international comparative studies which are relevant to a variety of stakeholders and which 
facilitate transparency in increasingly diverse higher education systems. As illustrated, there 
are solid foundations, but to date they have not explored system, institutional and discipline-
specific performance. 

Students’ learning outcomes are a key factor of institutional performance, and hence of 
aggregate system performance. While some indirect evidence can be gained from graduate 
destination surveys and student engagement surveys, to date, there are no instruments for 
international measurement. AHELO has the potential to fill this gap by directly assessing 
student performance.  

As such, AHELO can play a unique and increasingly significant role within this global dynamic. 
But the prerequisite is to ensure that AHELO is feasible. This has been the focus of the 
feasibility study whose processes and initial findings are described in the following chapters. 
Interestingly, as the AHELO feasibility study has unfolded over the past few years, some of the 
shaping rationales which led to AHELO have become even more important. Learning outcomes 
have gained in importance in higher education discussions and debates. Budgets are tighter 
than ever, placing growing pressures on the sector and students, and raising interest in higher 
education productivity. New HEIs have emerged. And the ever more diverse profiles of student 
bodies require increasingly individualised and student-centred teaching and learning strategies. 
All of this makes the AHELO feasibility study work particularly timely.  
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NOTES 

 
1  Pusser (2003) defines the collegial model of university governance as follows: “Within the 

collegial dimension, organizations are viewed as entities based on collective action and 
widely shared values. Decision making is seen as a participatory, pluralist, and democratic 
process within a collegium or community of scholars. Here goals are shaped by collective 
deliberation, action is guided by consensus, and power and decision making are shared 
throughout the organization”. 

2  Entry rates to tertiary type 5A programmes as per the international standard classification 
of education (ISCED) taxonomy. Entry rates represent the proportion of people in a single 
age-cohort who enter a given level of higher education at some point in their lives. The 
OECD average is processed between OECD countries with trend data only. 

3  Entry rates to tertiary type 5B programmes. Average processed between OECD countries 
with trend data.  

4  EU Member states who had already surpassed the EU 2020 goal by 2009: Belgium, Cyprus 
(see notes 4a and 4b below), Denmark, Finland, France, Ireland, Italy, Luxembourg, the 
Netherlands, Sweden and the United Kingdom. 

  4a. Note by Turkey: The information in this document with reference to “Cyprus” 
relates to the southernpart of the Island. There is no single authority representing both 
Turkish and Greek Cypriot people on the Island. Turkey recognises the Turkish Republic 
of Northern Cyprus (TRNC). Until a lasting and equitable solution is found within the 
context of the United Nations, Turkey shall preserve its position concerning the “Cyprus 
issue”. 

  4b. Note by all the European Union Member States of the OECD and the European 
Commission: The Republic of Cyprus is recognised by all members of the United Nations 
with the exception of Turkey. The information in this document relates to the area 
under the effective control of the Government of the Republic of Cyprus. 

5  Bachelor-Master-Doctorate. In fact the Bologna declaration only envisaged a 2-cycle 
structure but a third cycle was added in 2003 in Berlin (OECD, 2008). 

6  UMAP is an association of government and non-government representatives of the 
higher education sector in the Asia-Pacific region. 

7  Cost per student is calculated as the ratio of public and private expenditure by HEIs to the 
number of full-time equivalent students enrolled at that level. Expenditure in national 
currencies is converted using purchasing power parities (PPP) to enable international 
comparisons. See OECD (2012b) for further details on methodology. 
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8  These include the federal government, accrediting and higher education organisations, 

and the public. 
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CHAPTER 2 
 

THE BEGINNING OF AHELO: DECISIONS AND CHALLENGES  

 

This chapter provides an overview of the questioning that surrounded the concept of an 
international Assessment of Higher Education Learning Outcomes (AHELO) when the idea 
was first discussed in a meeting of higher education ministers in June 2006 in Athens. The 
chapter then describes the approach chosen by the OECD to carry out the AHELO 
feasibility study. 
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The notion of exploring the development of an international Assessment of Higher Education 
Learning Outcomes (AHELO) emerged within the context of the Meeting of OECD Education 
Ministers held in Athens in 2006, as part of a broader commitment to raise the quality of higher 
education in their countries (Giannakou, 2006):  

*…+ measuring the quality of higher education outcomes is needed both to justify the 
allocation of public resources and the effectiveness with which they are used by 
increasingly autonomous institutions, and also to pursue enhancements in the quality 
and relevance of educational outcomes more broadly and systematically, so that 
higher education institutions (HEIs) serve economies and local communities 
effectively.  

However this initiative – initially referred to as a “PISA for higher education” – generated much 
discussion throughout 2006-2008 in higher education circles between policy makers, experts 
and stakeholders. It was received very differently by different constituencies or their members, 
with some stakeholders embracing the idea enthusiastically and participating actively in its 
development, while others being more critical of the approach and vocal in pointing to its 
potential risks. In many cases, the AHELO idea also raised different viewpoints within countries 
and stakeholder groups. 

The first chapter has described in detail the potential value of assessing learning outcomes in 
higher education in the 21st century. As skills and human capital are gaining in importance for 
economic prosperity and social well-being, growing cohorts of students worldwide enrol in 
higher education programmes with the hopes of preparing adequately to meet the challenges 
of contemporary knowledge-intensive economies and societies. There is already ample 
evidence of the existence of economic and social returns from higher education, but also scope 
to make their higher education experience more meaningful. Focusing on learning outcomes 
can help HEIs and systems move further in this direction.  

Indeed, a major benefit of working towards developing comparative measures of learning 
outcomes is to keep the spotlight on teaching and learning within HEIs. Measures of learning 
outcomes also hold important promises for higher education faculties and leaders in providing 
evidence-based diagnosis tools on the strengths and weaknesses of their courses and 
programmes to be used as part of their quality improvement efforts. Developing benchmarks 
on learning outcomes attained by students in different HEIs is also essential to better 
understand the interplay between teaching and learning, and support HEIs and faculties in 
moving towards more student-centred pedagogies. As higher education is going through a 
fundamental shift from an instruction paradigm to a learning paradigm – partly as a result of 
increasingly diverse missions, roles and student bodies – the value of AHELO types of measures 
will only grow in importance. 

This is not to say that the concept of developing an AHELO is not without questions and 
challenges. As a matter of fact, in the early years of the AHELO feasibility study there was much 
discussion between experts and stakeholders on the AHELO initiative and the challenges to 
develop and operationalise such an assessment. This chapter therefore portrays the key 
challenges identified by stakeholders in developing and operationalising an AHELO, before 
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outlining the experts’ advice on addressing these issues and the implications they had on the 
design of the AHELO feasibility study. 

Questioning feasibility: Key challenges in developing and operationalising an AHELO 

The first few years of the AHELO feasibility study were characterized by much discussion within 
some stakeholder circles on the nature and purposes of AHELO, and the perceived challenges 
and risks associated with the development of international measures of learning outcomes. 
Overall, concerns focused on the risk of rankings based on AHELO data, possible misuse by 
governments and policy makers, the complexity of comparisons across diverse HEIs, the risks 
inherent in the use of standardised tests, the potential impact of such a tool on institutional 
autonomy and academic freedom, the focus of AHELO on generic skills as well as some more 
methodological and practical questions. These issues are outlined in this section for the sake of 
providing an overall picture of the context in which the AHELO feasibility study unfolded, even 
though some of the challenges below are sometimes based on misconceptions or opinions. 
Accordingly, with a few exceptions, the references in this section essentially consist of opinion 
pieces reported in various media rather than scholarly research articles.  

Risk of ranking 

In its early months, the AHELO idea was received with caution and scepticism in some higher 
education circles, not least due to the erroneous yet common comparison of this initiative with 
rankings of HEIs whose distorting effects were widely commented on and criticized at the time 
(Hazelkorn, 2007; Van Vught, 2009). For example, The Economist reported in 2007 that AHELO 
would: 

*…+ sample university students to see what they have learned. Once enough 
universities are taking part, it may publish league tables showing where each country 
stands, just as it now does for compulsory education. That may produce a fairer 
assessment than the two established rankings.  

Despite the fact that AHELO was never envisaged as a ranking tool within OECD circles, the risk 
for AHELO data to yield another ranking – or to be used in existing rankings – has featured 
prominently among the concerns expressed by stakeholders. In a 2008 letter to OECD senior 
officials, the president of the American Council on Education (ACE) – speaking on behalf of 
other U.S. higher education associations1 – indicated that although OECD’s “intention is not to 
develop another ranking system, it is highly likely that the results will indeed be used to rank 
HEIs” (Ward, cited in Lederman, 2008a).  

As described by Ewell (forthcoming), “the AHELO proposal came at a sensitive time for the 
United States. The negative atmosphere around standardized testing as an element of 
accountability generated by the Spellings Commission remained palpable and the Voluntary 
System of Accountability and No Child Left Behind kept the topic alive and controversial in 
policy circles.” As put by one of ACE’s officials, “the notion of measuring students’ achievement 
within the United States has been very controversial [...] the notion of developing a mechanism 
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to do it across the world seems orders of magnitude more controversial” (Hartle, cited in Labi, 
2007).  

But while the U.S. context provides a specific spin on initial reactions in North America, similar 
concerns were also prevalent elsewhere. Education International (EI) – a global federation of 
teacher unions – issued a statement in 2007, outlining its methodological and political 
reservations on AHELO’s development. Among them, the organisation voiced concerns from 
academic communities “that a PISA for higher education could easily be transformed into a 
simplistic ranking or league table of HEIs” (Education International, 2007). Likewise, a 
January 2008 meeting of OECD senior officials with the Council of the European University 
Association (EUA) also revealed worries by some members that AHELO might produce a one-
dimensional ranking of the world’s universities that would promote a competitive “World 
Championship” behaviour of HEIs over more diverse measures in an “Olympic Games” spirit, as 
one speaker put it (EUA, 2008).  

According to Achard (2010), the resistance against rankings in general – and any tool which is 
believed to be possibly used in rankings – derives from the fact that rankings are viewed as “the 
dragon of New Public Management2 and accountability assaulting the ivory tower of 
disinterested knowledge”. In his view, rankings “certainly participate in a global shift in the 
contract between society and universities”.  

Wildavsky provides however a more strategic interpretation to this defiance:  

So far, United States colleges have little to fear from the currently available 
international rankings, which focus heavily on the research and reputation measures 
at which the long-established and top tier of American schools excel. But new 
rankings that shine a spotlight on student learning as well as research could deliver 
far less pleasant results, both for American universities and for others around the 
world that have never put much focus on classroom learning. The truth is that we 
don’t know how we’ll stack up – and not everybody wants to find out. Some in the 
American higher education community have been deeply resistant to the prospect of 
AHELO (Wildavsky, 2009). 

Misuse of results 

Some in the higher education sector also pointed out that AHELO results could be misused by 
governments. According to Olds and Robertson (2011), “there is a political economy to world 
university rankings, and these schemes [...] are laden with power and generative of substantial 
impacts; impacts that the rankers themselves often do not hear about, nor feel (e.g. via the 
reallocation of resources)”.  

In fact, the emergence of the AHELO initiative within an intergovernmental organisation and 
the interest it has generated from a number of governments have heightened the sector’s 
anxiety as to the stated (or possibly unstated) goals of AHELO. Green (2011) reports: 

that governments have provided financial support for the first phase and secured 
institutional participation indicates that policymakers see such a tool as useful. Their 
very interest, however, creates anxiety among some institutional leaders and 
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representatives, who fear government-led efforts *…+ Concerns center on *…+ the 
potential for policymakers to use the results as a tool for decision-making rather than 
for analysis and improvement. 

The bulk of concerns related to the possible misuses of results have focused on possible 
reallocations of resources based on AHELO findings. Notwithstanding the OECD policy 
recommendation on higher education quality assurance to disconnect assessment results and 
public funding decisions (OECD, 2008), ACE’s president David Ward feared in 2008 that 
“policymakers will undoubtedly be inclined to use the results in ways that will disadvantage 
those HEIs that do not perform well against others, possibly for reasons over which they have 
no control” (cited in Lederman, 2008b). Similar uneasiness was voiced by EI which, in a letter to 
OECD officials, warned against the “danger that AHELO could be used as a crude accountability 
mechanism by governments to reward good performers and punish the poor ones”. Some 
apprehensions centred on the possibility that low performing HEIs could suffer funding 
cutbacks – thereby accentuating the problems. But concerns also pointed to the risk of 
reallocations of funding within HEIs towards teaching to the detriment of their other missions 
(e.g. equity, regional role). 

Another set of worries address the risk that AHELO data could distort public policy and possibly 
run counter to AHELO’s stated goal to enhance higher education quality. In this spirit, 
Hazelkorn (2011) argues that “many countries [...] have used rankings to spearhead profound 
restructuring of their higher-education systems [...] are choosing to reward the achievements 
of elites and flagship HEIs rather than improve the capacity and quality of the whole system”. In 
her view, AHELO results could similarly be used to strengthen high-performing HEIs at the 
expense of enhancing quality across the board.  

The OECD position on this issue has been clearly outlined in the quality assurance chapter of 
the Thematic Review of Tertiary Education Policies, which recommended disconnecting 
assessment results and public funding decisions to avoid such perverse effects (OECD, 2008). 

Complexity of comparisons across diverse institutions 

There are also a range of arguments against the AHELO concept due to the diversity of HEIs’ 
missions, profiles and student bodies, and the resulting complexity to engage in fair 
comparisons. The various implications of institutional diversity for developing a comparative 
assessment tool can be summarised as follows: 

 With respect to the diversity of institutions’ / programmes’ profiles and the 
determination of learning outcomes to be assessed, EI (2007) notes that “there is a 
notable lack of consensus on what should be the appropriate practices and outcomes 
of higher education [...] There is considerable variation between and within HEIs with 
respect to what specialized programs students pursue and even what is taught within 
specific subject areas”. In the context of greater specialisation of degree programmes 
at the higher education level, “a standardized international test of higher education 
outcomes makes little sense”. 
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 In relation to variations in student intake and characteristics, critics have also 
challenged the impossible interpretation of differences in performance between HEIs 
given that: “attendance at a college or university is not universal but is based on 
selective standards that vary markedly between countries and even between HEIs 
within countries *…+ Test results would therefore not necessarily reflect the ‘quality’ 
of education students receive at community colleges or elite HEIs, but would rather 
be more indicative of differences in admission standards and the socio-economic 
status of students” (EI, 2007).  

 In a letter to OECD senior officials, ACE stressed the need to factor in the profile of 
students (in terms of goals, admissions criteria, age, academic preparation, socio-
economic background and financial means) to ensure meaningful comparisons of 
institution performance. 

 A similar issue relates to the diversity of institutions’ missions and that an AHELO – by 
placing greater emphasis on learning outcomes’ performance and results – might 
result in shifting priorities and goals, and ultimately run counter to the equity mission 
of some HEIs to train disadvantaged groups of students. A more philosophical 
concern from some in the higher education community is the fear that institutions 
would increasingly be seen as producers of manpower skills, thereby fuelling 
pressures for uniformity to the detriment of other HEI missions. 

 Finally, stakeholders have also warned of the risks inherent in comparing HEIs or 
programmes with varying levels of resources, whether in terms of funding, faculty 
numbers and qualifications, and other resources.  

While dealing with these various dimensions of institutional diversity is far from trivial in 
developing an international comparative assessment, the collection of detailed information on 
these important contextual factors as part of an AHELO would enable the identification of peer 
institutions with similar characteristics in terms of mission, resources, faculty and student 
characteristics, and emphasis of programmes. An important step in this respect has been the 
development and feasibility test of the “U-Map” tool, which provides information about the 
activity profiles of HEIs with the explicit intention to create the conditions to compare HEIs with 
comparable profiles (Van Vught, 2009).  

Contesting of standardised tests 

Directly related to institutional diversity, AHELO detractors have also contested the use of 
standardised tests and a “one-size-fits-all” approach to assessing higher education learning 
outcomes. As put by one of ACE’s officials in 2007, “The conversations in the last year have 
underscored *…+ the difficulty of finding a common instrument for measuring [learning 
outcomes] in the United States *…+ If we haven't been able to figure out how to do this in the 
United States, it's impossible for me to imagine a method or standard that would work equally 
well for Holyoke Community College, MIT and the Sorbonne” (Hartle, cited in Lederman, 2007). 

A first set of arguments against standardized tests focus on the inevitably limited information 
that an instrument, designed to cover the broad spectrum of higher education programmes, 
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can yield for individual HEIs and faculties. Banta and Pike (2012) argue that “the college 
outcomes assessed by standardised tests represent a very small slice of what is important in 
education and almost certainly in graduates’ post-college lives.”  

But more than standardised tests, it is often their indiscriminate use which is considered to be 
problematic as Rhodes (2012) explains: “When decisions are made based on standardised test 
results of a very few learning outcomes, as we have done in the schools in this country, virtually 
every other critical learning outcome disappears from practice. [...] Our graduates need more 
than the limited range of competencies easily measured by standardised tests.” In the same 
spirit, EI argues that “standardised tests almost invariably result in oversimplified 
measurements of the ‘quality’ of education” and there is a danger in them leading to “very 
simplistic conclusions about the quality of complex and highly differentiated systems, processes 
and HEIs.” The organization of faculty unions concludes that “standardized testing can and 
should never replace the central role that higher education teaching personnel play in 
assessing students” (EI, 2007).  

Others point to the amount of information lost in using standardised tests and claim that other 
data sources may actually yield more informative data. For instance, Douglas et al. (2012) 
contend that student self-assessments can provide “an opportunity to learn more than what is 
offered in standardized tests *…+ especially in large, complex institutional settings.” They argue 
that properly-designed student surveys “offer a valuable and more nuanced alternative in 
understanding and identifying learning outcomes in the university environment.” 

This is not to say that critics of standardised tests see no value in them. Banta (2007) recognises 
that they “can be helpful in initiating faculty conversations about assessment.” But in EI’s view, 
for standardized tests to be useful, they will need to provide useful information on the 
educational context, resources, programmes and pedagogical processes.  

The criticisms forwarded above are somewhat exaggerated, to the extent that as AHELO has 
never been intended to replace other forms of classroom and institutional assessments or 
student surveys, nor has it meant to provide the sole yardstick by which to judge higher 
education quality. Nevertheless, it is important to take notice and have a good understanding 
of the underlying fears behind some common arguments against AHELO. 

Potential impact for institutional autonomy and academic freedom 

The questions surrounding AHELO have also pointed to its potential impact on institutional 
autonomy and academic freedom with fears within higher education circles that participation 
in the AHELO assessment might be forced on HEIs as an accountability requirement, and could 
over time contribute to homogenising higher education programmes and constraining 
academic freedom. Representative organisations of HEIs and faculty unions have been most 
vocal about these implications.  

In a letter to OECD senior officials (cited in Lederman, 2012), representatives from the three 
institution member organisations involved in the Transatlantic Dialogue3 argued strongly that 
“it is possible to measure outcomes and enhance quality without promoting standardisation of 
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educational programmes and homogenisation of institutional missions.” EI’s position is also 
illustrative of similar concerns:  

External standardised assessments raise important issues around professional 
autonomy for academic staff. *…+ Traditionally, the quality of HEIs has been assessed 
through rigorous and regular peer reviews4. *…+ The quality of the educational 
experience students receive simply cannot be quantified in a performance-based 
test. Quality is a function of the “lived experience” of higher education including the 
conditions and activities of teaching and free enquiry. (EI, 2007)  

The origins of these concerns are somewhat unclear since AHELO has always been envisaged as 
a tool which would complement – but not replace – existing classroom and institutional 
assessments and which would be designed precisely to account for and protect the diversity of 
HEIs’ missions, profiles and programmes so as to avoid standardisation and homogenization. 

Relevance of generic skills in different systems 

Another criticism of the AHELO concept has derived from its focus on generic skills. As Peter 
Ewell has aptly articulated, 

to academics in the U.S., the existence and importance of “general education” 
abilities like oral/written communication, critical thinking, and quantitative reasoning 
go without saying. *…+ Undergraduate programs elsewhere for the most part have no 
general education component and students enter directly into study in depth. So it is 
not surprising that including a Generic Skills assessment in AHELO was questioned in 
some offshore academic communities. (Ewell, forthcoming) 

This issue of different academic traditions in different parts of the world was exacerbated by 
the choice of the U.S. Collegiate Learning Assessment (CLA) as the basis for the generic skills 
instrument for the AHELO feasibility study. While the AHELO feasibility study only tests one 
component of the CLA, and moreover an adapted version of it, it has often been mistakenly 
interpreted as if the AHELO feasibility study was testing the CLA for broader adoption in an 
AHELO main study context should the feasibility study be successful. In fact, all the instruments 
used for the AHELO feasibility study (whether for generic skills of the disciplines) were selected 
for the purpose of exploring the possibility of validly and reliably measuring learning outcomes 
and proving the concept. They do not necessarily reflect what a future AHELO might look like. 

The use of a CLA-based instrument for generic skills in the AHELO feasibility study has 
generated three distinct ranges of objections against the “generic skills” component of AHELO:  

 Within U.S. circles, the selection of the CLA has somewhat transposed on AHELO 
fierce methodological discussions on the merits of this specific instrument relative to 
other approaches, as illustrated by Banta (2007) or Douglass et al. (2012).  

 Outside of the United States by contrast, concerns have focused essentially on 
whether a future AHELO might impose a U.S.-based model on the rest of the world, 
as reported by Green (2011): “other objections to AHELO derive from criticisms of the 
CLA, the US instrument that is being adapted for the generic strand. That it is a US 
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test alarms some, even though testing experts and faculty will adapt it to different 
countries and languages”.  

 And finally at a conceptual level, the choice of the CLA has raised much discussion on 
the relevance of assessing generic skills independently and decontextualized from the 
subject matters. Indeed, while there is wide acceptance in the academic global 
community that the development of generic skills and competencies should be an 
integral part of academic studies, there is however much debate as to whether 
generic skills can and should be assessed out of disciplinary context – as done in the 
CLA approach. Herl et al. (1999) argue that “in order to be an effective critical 
thinker/problem solver, one must have knowledge about the issue at hand” whereas 
Banta and Pike (2012) contend that “skills like written communication, problem 
solving, and analytic reasoning are learned – and assessed – best as they are applied 
in a discipline.” In addition, Baird (1988) notes that “if we look for evidence about 
critical thinking and problem solving within discipline or programme areas, the 
results will be much more acceptable and meaningful to faculty.” 

Notwithstanding the fact that all instruments chosen for the feasibility study were only 
intended to prove a concept and do not pre-judge what an eventual future AHELO might look 
like, they have certainly fuelled anxieties in some academic circles. 

Methodological and practical questions 

Finally, the concept of an AHELO has raised some additional methodological or practical 
questions which can be summarised as follows: 

 In a review of existing ranking and benchmarking tools, the EUA noted in relation to 
AHELO that “using learning outcomes for comparing the performance of teaching and 
learning processes can only be successful if the participating HEIs and countries have 
actually adopted a learning outcomes-based approach in both the teaching process 
and in student assessment” which – he argues – is not yet the case as “recent 
progress reports of the Bologna Process demonstrate that it will take time before this 
practice becomes general” (Rauhvargers, 2011). 

While the insufficient development of a learning outcomes approach in some 
national and institutional settings may explain part of the resistance against AHELO 
types of initiatives, it can be argued that this should not uphold the development of 
learning outcomes measures which, on the contrary, could contribute to shifting 
emphasis from staff-centred to student-centred learning in those countries and HEIs 
where the learning outcomes approach has not yet been adopted. 

 Some concerns also focused on how an AHELO could address the issue of student 
motivation to ensure that student response rates would be sufficient to ensure that 
the results are representative of an institution’s performance. As described by Ewell 
(forthcoming), “a major challenge that AHELO faces is getting students to exert 
sufficient effort in completing (or even showing up for) an examination that does not 
count”, and controlling for possible differences between countries in terms of level of 
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student effort and engagement. While some HEIs have become accustomed to 
addressing this issue through various incentives for student respondents, some 
stakeholders have questioned the potential impact of student self-selection and the 
potential of compromising results. Banta and Pike (2012) illustrate those concerns: 
“Even if samples of test takers could be standardized across colleges and universities, 
issues of motivation will remain. Motivation to do well on the test also varies 
enormously, from those who just show up because they are asked to do so to those 
who are given a vested interest such as earning extra credit in a course or ensuring 
that their college looks as good as possible in a comparison.” 

This issue is addressed at some depth in the AHELO feasibility study (see Chapter 5). 

As outlined in the paragraphs above, initial discussions around the idea of an AHELO have 
underlined a number of key challenges that would need to be addressed in developing a valid 
and meaningful assessment. 

Initial expert meetings to frame a roadmap 

Fully recognising the specificities of higher education and the particular challenges associated 
with developing an assessment of learning outcomes at that level, the OECD convened three 
international expert meetings throughout 2007 to provide recommendations on how to take 
the AHELO idea forward.  

In forming these groups of 10 to 20 experts (see Annex A), a deliberate decision was made to 
keep the meetings small enough to remain focused, and to ensure the presence of a range of 
expertise including policy makers, higher education researchers as well as assessment 
specialists with hands on experience of assessment techniques and challenges.  

This pragmatic arrangement made it possible to address a range of issues and provide guidance 
for a strategy within a limited timeframe but it excluded some stakeholders from these initial 
discussions. This led to the perception by some that AHELO was being developed without input 
from certain segments (or groups). Moreover, the presence of experts from the testing industry 
– while crucial to address some more technical issues and challenges – may have conveyed the 
impression that the expert task force was skewed towards advocates of standardised testing 
(Adelman and Hartle, cited in Lederman, 2007; EI, 2007). 

Washington meeting 

The first expert meeting in Washington considered the usefulness and desirability of an 
international AHELO (OECD, 2007a). The experts identified considerable challenges to 
developing internationally comparative measures of higher education learning outcomes and 
acknowledged that it was not clear how these could be overcome. However, none considered 
the goal unattainable and all recognised that reliable information on learning outcomes would 
only increase in importance, as higher education would continue to diversify, internationalise, 
and as new virtual ways of delivery and provision would make physical space as a unit of 
service provision less relevant. 
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Determining relevant units of data collection and analysis 

Experts acknowledged that measures of higher education learning outcomes hold out 
important promises for students, HEIs, and public policy, more generally. However the extent 
to which the information needs of the various stakeholders could be met would depend on the 
units from which data are collected and for which outcomes are reported.  

The experts suggested that at least initially, it would not be feasible to develop internationally 
comparative information on higher education learning outcomes at the system-level for several 
reasons:  

 variation in institutional structures challenges the establishment of cross-nationally 
comparable classes of HEIs;  

 governments in many countries have limited options to incentivise HEI participation 
in assessments, particularly those carried out at an international level; 

 cross-country variation in enrolment rates and selectivity; and  

 mandated assessment, in the form required to obtain a system-wide representative 
sample of HEIs, would tend to lead to administrative response, not faculty response 
and thus was not effective as a tool for improvement.  

Subsequent discussions, therefore, centred on establishing measures of learning outcomes at 
the level of HEIs, departments or faculties. The idea was to combine agreed measures of quality 
with reliable assessment methods to which HEIs could, with an appropriate set of incentives, 
voluntarily subscribe. The experts considered two kinds of outcome measures at the level of 
institutions or sub-institutions: 

 Individuals, whether prospective students or employers, would want to know the raw 
scores enrolled students would attain on an assessment, recognising that such an 
assessment would not only measure the quality of educational services provided but 
also other facets, such as the effects of selection and the socio-economic aspects. 

 Individuals, HEIs and public policy makers would primarily be interested in the “value 
added” contributed by the HEIs, i.e. the scores an institution would attain after 
accounting for the quality of prior schooling or the degree of selectivity of the higher 
education programmes and institutions.  

The experts also considered what would constitute meaningful target populations for an 
international AHELO and rejected the option of comparable age bands as too complicated. 
They considered an assessment towards the end of a three or four-year degree as a more 
practical solution for a feasibility study. 

Using the results 

There were diverging views on how the knowledge about learning outcomes in HEIs can and 
should be used. Some saw such information primarily as a tool to reveal best practices, to 
identify shared problems among HEIs and to encourage collaboration and lateral capacity 
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building among research and teaching personnel. This approach emphasises the relevance of 
performance information for the institutions themselves and on contextualising performance 
data with other information on the learning environment in HEIs. Other views extended the 
purpose of learning outcome measures to support contestability of public services or market-
mechanisms in the allocation of resources, e.g. by making comparative results of HEIs publicly 
available to facilitate choice.  

The experts agreed that there was little point in reporting data at the level of individual 
students. Therefore, the assessment could use matrix sampling techniques to widen the 
coverage of the assessment without unduly extending the response time demands on 
individuals. 

Defining and operationalising higher education learning outcomes 

The experts acknowledged that there was no generally accepted definition of what higher 
education outcomes ought to be, but considered that there were promising ways underway to 
examine various facets of learning outcomes.  

The experts reviewed existing experience on establishing measurable criteria for the quality of 
learning outcomes and suggested that the feasibility study should encompass two strands, 
which together would embrace a wide spectrum of learning outcomes:  

 A first strand could assess transversal higher-order competencies, such as critical 
thinking, analytic reasoning, problem-solving, or generating knowledge and the 
interaction between substantive and methodological expertise. These competencies 
are widely viewed as critical for the success of individuals and ever more relevant in 
the information age.  

 A second strand would seek to assess discipline-related competencies, starting with 
one or two disciplines. This approach would require highly differentiated assessment 
instruments and exclude competency areas that are not easily amenable to large-
scale assessment or that are not sufficiently invariant across cultures. The experts 
suggested that, whatever the disciplines chosen, the aim would be to assess 
competencies that are fundamental and “above content”, i.e. with the focus on the 
capacity of students to extrapolate from what they have learned and apply their 
competencies in unfamiliar contexts, an approach similar to PISA. 

The experts acknowledged that the outcomes from these two strands would speak in different 
ways to different stakeholders. 

The experts suggested that simplistic assessment tools and an impoverished definition of 
assessment would pose significant threats to the credibility of the exercise. They were also 
concerned about the “tunnel vision” that could result from narrow assessments driving policy 
and practice. To counter such tendencies they suggested the feasibility study focus on a few 
HEIs, rather than aiming initially at large scale assessment and use measures and instruments 
that engage students and faculties. This would be easier for discipline-specific measures.  
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Establishing a “quality space” in which HEIs and systems can be meaningfully situated 

The OECD made it clear that it does not aim to establish a single performance measure that will 
then be used for a uni-dimensional ranking of HEIs or countries. The OECD also acknowledged 
that any effort to bring together all HEIs on one standard would risk driving the assessment 
down to the lowest common denominator. Its aim is rather to establish a “multi-dimensional 
quality space”, in which quantifiable quality criteria establish the dimensions of the space. If 
the concept of the “quality space” proves possible, higher education systems, institutions, 
departments and faculty could then be situated within this space depending on the prevalence 
of the different quality attributes. Consumers would then be able to choose programmes and 
institutions depending on the configuration of the quality attributes most relevant to them, 
rather than depend on uni-dimensional ratings that combine quality attributes in predefined 
ways, which may not necessarily be the most relevant ways for either consumers or providers.  

The key question would be: which dimensions of diversity would an international assessment 
by the OECD capture? In this context, the experts recognised that learning outcomes are only 
one component of the quality of HEIs. Therefore, the “quality space” would need to recognise 
other dimensions of the quality of outcomes as well, such that HEIs and systems could be 
appropriately represented in the space, in accordance with their respective missions.  

A critical question would always be how to report outcomes from such assessments, i.e. what 
types of reporting would prove most effective for the various stakeholders, in terms of raising 
outcomes and engaging personnel and HEIs in improvement. This would also include the extent 
to which the information individuals and HEIs receive should go beyond the performance of 
their own institution. One view was that all evidence from the evaluation of public policy 
should be made public (with appropriate analyses) to provide evidence to taxpayers and the 
users of higher education as to whether HEIs are delivering the expected results, to provide a 
basis for intervening across the systems where results in priority areas are unsatisfactory, and 
to improve the quality of policy debate. Other views were that the publication of outcome data 
may be counterproductive as it could detract from the diversity of HEIs and bias institutional 
behaviour.  

Paris meeting 

The main purpose of the second meeting of experts in Paris (OECD, 2007b) was to consider 
whether an AHELO would be conceptually possible, i.e. how an AHELO study might be 
organised and what research and policy questions it might address. The experts were tasked to 
review existing approaches to assessing higher education learning outcomes and to explore the 
design of a study to assess the feasibility of pursuing such work in an international comparative 
context.  

The experts agreed that it was important to develop any international AHELO in a transparent 
and participatory manner. HEIs and their representative bodies, such as the IAU and the EUA, 
should be informed of ongoing work. The experts stressed that it was also important to consult 
relevant professional bodies, employers and experts working in the area of assessing learning 
outcomes.  
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Objectives of an international AHELO 

The experts reviewed the design and operational implications of the various potential 
objectives for an assessment of learning outcomes, namely: i) to inform national policy 
development, ii) to compare learning outcomes across HEIs, iii) to inform institutional strategic 
planning, and iv) to inform consumer choice.  

The design of an international assessment would depend on the objectives chosen and no 
assessment could achieve all of the goals equally well. Although establishing the objective(s) 
would be a policy choice, the experts considered comparing learning outcomes across HEIs 
and/or programmes both a relevant and, at least in principle, feasible goal and that a feasibility 
study would need to cover aspects of both transversal and discipline-related competencies. 
This would provide institutions with useful information on their strengths and weaknesses 
compared to objective benchmarks.  

Operationalising the assessment of higher education learning outcomes internationally 

The experts stressed that a fully developed assessment of different kinds of learning outcomes 
was beyond the scope of this initial project. They reviewed a number of existing assessments 
for transversal competencies including the CLA, MAPP, iSkills and the GRE and preferred the 
CLA approach because it tests high-level critical thinking and communicating competencies 
with a high degree of face-validity but suggested adding some shorter test items to the CLA 
type performance tasks.  

The experts agreed that an assessment of subject-specific competencies would also be needed, 
while the diversity within subjects posed major challenges, recommended conducting the 
feasibility study in subject areas that have a stable core of methodologies such as engineering 
or economics and possibly expand the range of covered subjects over time. They noted that the 
Tuning project as well as the subject-specific tests in Brazil or Mexico might provide insights for 
this process.  

The experts noted that transversal and subject-specific competencies are just two dimensions 
of the many learning outcomes of HEIs. Non-cognitive learning outcomes and labour market 
outcomes could not be assessed in the feasibility study due to time and resource constraints.  

The experts stressed that assessments of higher education learning outcomes have to be 
sensitive to social and cultural differences and testing material should thus be checked carefully 
for cultural differences. But the experts did not see a general problem with cross-cultural 
validity. 

Determining relevant units of data collection 

The experts suggested establishing a sample of countries with diverse educational systems and 
positions on measuring higher education learning outcomes.  

It was agreed that the feasibility study should involve a limited set of volunteer universities or 
colleges.  
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Most experts argued that testing should be done shortly before the end of the first academic 
degree, which in most countries would be a Bachelor’s degree. The necessary sample size 
would depend on the desired statistical significance, the study design and the choice of 
method.  

Most experts recommended that results from outcomes assessments should not be compared 
to an absolute quality criterion, because it is difficult to establish quality benchmarks and HEIs 
might oppose such a criterion-referenced approach. Instead the results should be interpreted 
by comparing institutional performance with benchmarks based on the performance of other 
participants.  

The experts agreed that, in order to provide for appropriate coverage of the competency 
domains, the matrix sampling technique should be used, which would preclude the use of the 
generation of individual student scores. 

Seoul meeting 

The main purpose of the third expert meeting held in Seoul in October 2007 (OECD, 2007c) was 
to discuss the design and implementation of a feasibility study and the structure suggested for 
a feasibility study by the OECD and Educational Testing Service (ETS) was broadly endorsed by 
the experts.  

Communication with stakeholders 

The experts recommended that the work of assessing higher education outcomes should be 
viewed as a process, which includes not only designing and implementing the study, but also 
communicating with stakeholders to build awareness of the assessment and an understanding 
of its value.  

The purposes of the feasibility study 

The experts recommended that the two purposes of the feasibility study should be to test 
whether reliable cross-national comparison of higher education outcomes is scientifically 
possible; and whether a valid assessment can be practically implemented within HEIs.  

The experts advised that the proposed feasibility study should not be regarded as a pilot study. 
Fuller field trials would be required in a subsequent stage. It was also agreed that in order to 
test the assessment effectively, a diverse selection of HEIs should participate in the feasibility 
study.  

Construction of the assessment instrument 

The experts discussed three options for constructing an assessment for a feasibility study, 
namely to construct an entirely new instrument for the assessment; to “internationalise” one 
of the existing instruments (for example the CLA); or to compose an instrument by selecting 
items/questions from a pool of existing instruments.  

None of these approaches had unanimous support: constructing a new instrument would take 
a long time, internationalising an existing instrument had its difficulties, and mixing existing 
instruments might lose the core qualities of the separate instruments. 
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However, the experts agreed that it would be possible to have different approaches for the 
feasibility study and a subsequent main study. Since the instrument for the feasibility study 
needed to answer whether it is possible to measure and compare cross-national outcomes of 
higher education, it could perhaps be constructed from existing instruments. For a future, fully-
fledged study a new instrument could be constructed.  

Number of countries/languages and HEIs in the feasibility study 

The experts agreed that the feasibility study should cover a minimum of three countries, 
include at least three languages and define the desirable outcomes of higher education (skills 
and knowledge) with representatives of different cultures, to find the common characteristics 
and a cross-national consensus.  

It was also suggested that three to five HEIs per country would be enough to conduct the 
feasibility study. In considering whether to include more countries or HEIs in the study, the 
information gain was taken into account and the recommendation was to ensure that a 
balance be maintained in complexity and cost. This would be a necessary criterion for the 
successful testing of the concept. 

Subjects in the feasibility study 

The experts agreed that engineering, economics and biotechnology were the most interesting 
subjects for a feasibility study. It was agreed that one subject could be enough for the purpose 
of a feasibility study and that, if costs and practical concerns would allow, two subjects could 
be included.  

Timing and duration of testing 

Because of the national differences in academic year, experts agreed that a window of two 
months of testing would be precise enough, while still giving flexibility to the HEIs.  

Experts estimated that a reasonable time length for the assessment for a student to be 1.5 to 3 
hours and agreed that two hours was reasonable duration for individual students. 

Using a matrix sampling approach, different sections of the assessment would be given 
randomly to students and no student would take the full assessments. All the test items would 
then be aggregated to give the complete results per institution. However, using matrix 
sampling means that the results are no longer meaningful for individual students.  

Computer delivered assessment  

The experts recommended that the assessment should be computer delivered. It was made 
clear that this would be an irrevocable decision.  

For comparability reasons, it was essential that the sampled student take the assessment 
because the assessments results would be associated to background information on the 
students. To ensure that it was the sampled students who took the assessment, it would be 
advantageous if the assessment would take place at the institution, for instance in a computer 
lab.  
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Motivating institutions to participate 

In the opinion of the experts, the information that the feasibility study would provide HEIs on 
how to improve their own teaching and learning processes should be an appealing incentive for 
them to participate. While some HEIs would want to participate to show how well they do, 
some would want to participate to know how well they do. For the purpose of the feasibility 
study it would not be necessary to reveal the results of the individual HEIs unless they so 
agreed.  

Motivating students to participate 

Motivating students to participate is critical to a successful feasibility study, for two reasons: to 
have students participate in sufficient numbers, and to ensure they make the effort to perform 
their best in the assessment. The experts expected that it would be harder to motivate 
students in the start-up phase, but it would become easier once the assessment was 
established.  

The experts thought it important to give individual students the results on their performance in 
the assessment. Because of the matrix sampling design of the assessment it would not be 
possible to give the entire assessment score as comparison (since each student only would only 
do a selection of the entire assessment). The experts still deemed it important to give the 
corrected assessment results to the students. It was suggested by the experts to be sensitive 
about comparisons in order not to discourage any students.  

Next steps 

The insights and recommendations of the three groups of experts were subsequently shared 
with OECD education ministers during an informal ministerial meeting on evaluating the 
outcomes of higher education held on 11-12 January 2008 in Tokyo. As reported by Japan’s 
Minister for Education, Culture, Sports, Science and Technology who chaired the meeting 
(Tokai, 2008), the ministers: 

Underlined the importance of establishing valid and reliable measures of learning 
outcomes and welcomed the initiative led by the OECD to assess the feasibility of an 
international study on assessment of learning outcomes [...] Underlined the need to 
develop and implement the work in open and transparent ways, to involve HEIs and 
relevant agencies in the process, and to document the conceptual underpinning of 
the proposed feasibility study, the criteria for success and the process to assess the 
validity of the measures [...] and noted that countries would base decisions on 
further steps on the outcomes of the feasibility study.  
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NOTES 

 
1  The letter was sent on behalf of the following organisations: the American Association of 

Community Colleges (AACC), the American Association of State Colleges and Universities 
(AASCU), the American Council on Education (ACE), the Association of American Colleges 
and Universities (AAC&U), the Association of American Universities (AAU), the National 
Association of Independent Colleges and Universities (NAICU) and the National 
Association of State Universities and Land-Grant Colleges (NASULGC). 

2  See Chapter 1 for a description of the New Public Management theory and its 
implications for higher education steering and governance. 

3  The series of Transatlantic Dialogue events bring together the American Council on 
Education (ACE), the Association of Universities and Colleges of Canada (AUCC), and the 
European University Association (EUA). They involve some thirty presidents, rectors, and 
vice-chancellors from universities in Canada, Europe and the United States. 

4  It has been argued, however, that those peer reviews through academic senates or 
councils traditionally took place without agreed reference points among the academic 
community. As a result, they were often based on personal opinions of peers, which 
proved to be rather problematic at times because of lack of objectivity. 
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CHAPTER 3 
 

DESIGN AND MANAGEMENT OF THE FEASIBILITY STUDY 

 

 

This chapter first describes the general AHELO feasibility study design and how this was 
adapted in the context of the global financial crisis. It then goes through the details of the 
phases of the work and concludes by describing the various groups involved in the 
management of the feasibility study and providing an overview of the management 
activities at international, national and institutional levels. 
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Survey design 

Following the endorsement of the OECD ministers, the AHELO feasibility study was launched in 
early 2008, with work effectively starting in May following the recruitment of a Senior Survey 
Manager at the OECD. The Senior Survey Manager’s first task was to draw up a road map for 
the feasibility study and seek interest in participation from countries.  

Study design emphasising a proof of the concept 

The design of the AHELO feasibility study was envisaged, from the outset, as a research 
exercise rather than a pilot study for a fully-fledged AHELO main survey. This had significant 
implications for the study design.  

First, the research approach focused on gathering evidence in support of the AHELO concept by 
building, as much as possible, upon existing tools and instrument materials rather than 
developing new assessment tools. With this modus operandi, it was evident that the 
instruments and tools chosen for the feasibility study would not in any way prejudge the 
instruments and tools that might be developed in the context of an eventual AHELO follow-up 
main survey. This point was underlined by the AHELO Group of National Experts (see Box 3.1) – 
which was responsible for the technical conduct of the feasibility study – when decisions on 
instruments and contractors were made.  

Second, the research approach also allowed to artificially break down the work into several 
distinct strands in order to examine different types of higher education learning outcomes – 
e.g. generic and discipline-specific skills – as well as different approaches to assessment and 
testing – e.g. through performance tasks, other constructed-response tasks (CRTs) or multiple 
choice questions (MCQs). This purely artificial approach would yield insights on the relative 
merits and drawbacks of various methodologies and assessment domains and the design of an 
eventual AHELO follow-up main survey would most likely consider combining different types of 
learning outcomes and testing approaches.  

Third, the research approach guided the selection of disciplines. Experts suggested engineering, 
biotechnology and economics for a feasibility study. However conversations with stakeholders 
revealed an overall belief that developing an international assessment would be far more 
challenging in the social sciences than STEM and it was therefore decided to focus on two 
contrasting disciplines from the STEM and social sciences areas: 

 Engineering was chosen for the STEM areas given the large amount of work and 
research done to date on defining learning outcomes of engineering programmes, 
the reasonably well-defined occupational destinations of engineering graduates, and 
the well-articulated expectations of employers in the engineering sector with well 
established standards by professional associations.  

 Economics was chosen as a field of study that leads to a broader range of 
occupational destinations, and with less guidance from employers on the skills and 
competencies which they expect economics graduates to have acquired during the 
course of their education. 
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Box 3.1 - Governance of the AHELO Feasibility Study 

Governance of the AHELO feasibility study was shared between the OECD Education Policy 
Committee (EDPC) and the Governing Board of the OECD Programme for Institutional 
Management of Higher Education (IMHE GB).  

The EDPC is made up of representatives of OECD member countries and it provides strategic 
direction for all OECD work on education. The EDPC decided to embark on the feasibility study 
and will take the strategic policy decision on whether to take AHELO forward beyond the 
feasibility study. 

The IMHE Programme is open to all recognised higher education institutions (HEIs) as well as 
associations of HEIs and government representatives and the IMHE GB was responsible for the 
oversight of the AHELO feasibility study. The IMHE GB thus provided a platform for HEIs to engage 
with governments in AHELO so that the approaches adopted took account of institutional needs 
and concerns. In particular, the IMHE GB:  
 determined the AHELO feasibility study policy objectives;  
 ensured compliance with the policy objectives and design parameters at milestones during 

implementation; and 
 enabled participating countries, agencies and HEIs to be fully informed of all aspects of the 

implementation. 

However the technical nature of the project led the EDPC and the IMHE GB to establish an AHELO 
Group of National Experts (GNE) to oversee decisions on the methods, timing and principles of the 
AHELO feasibility study. The AHELO GNE acted as a subsidiary body to the IMHE GB and its 
members were nominated by countries (see Annex A for the list of members). The AHELO GNE 
also allowed countries that were not directly involved in the feasibility study to have their say and 
monitor progress as members of the GNE.  
The AHELO GNE was the main steering mechanism for technical aspects of the feasibility study 
and:  
 provided guidance on directions for the project, in line with the policy objectives 

established by the IMHE GB; 
 made key decisions related to the design and conduct of the project, including tendering 

processes as well as the phasing and financing of the work to bridge the financing gap;  
 provided input into the development of the assessment instruments and contextual 

surveys to ensure that the diverse cultural and curricular contexts of participating 
countries were reflected in the assessments; 

 established priorities for indicators, analysis and data-collection instrument development;  
 ensured compliance with the policy objectives established by the IMHE GB at key 

milestones during the implementation of the feasibility study; and 
 guided the preparation, review, and completion of all documentation  and reports from 

the AHELO feasibility study. 

In order to make the feasibility study process as open and transparent as possible, an AHELO 
Stakeholders Consultative Group (SCG) was established to provide additional scope for 
consultation and dialogue with key groups interested in higher education quality. As outlined in 
Annex A, this group comprises representative organisations of HEIs, students, faculty unions, 
employers, quality assurance agencies, professional associations of engineers and economists, as 
well as AHELO sponsors.  
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While the AHELO feasibility study design essentially followed the recommendations of the 2007 
expert groups presented in Chapter 2, it also embraced some of the recommendations made 
by stakeholders, for instance detailed advice from Education International (2007).  

At their suggestion, the OECD: 

 Undertook initial work prior to launching the AHELO Call for Tenders to assess 
whether it would be possible to agree on the learning outcomes to be assessed. To 
this end, a Tuning-AHELO project was undertaken in early 2009 which consisted of 
applying the Tuning methodology developed in the European context to a broader 
range of countries more reflective of global higher education systems. The outputs of 
this work were two reports describing the Tuning-AHELO conceptual frameworks of 
expected/desired learning outcomes in the Science of Economics and in Engineering 
(Tuning Association, 2009a, 2009b). 

 Incorporated a strong contextual dimension in the AHELO feasibility study design to 
enable detailed analyses of the factors associated with enhanced learning outcomes. 
It also follows the EI recommendation that the contextual dimension be applied 
across the board rather than as a separate strand of work. 

 Established a mechanism for consultations with stakeholders by forming the 
Stakeholders’ Consultative Group (SCG) that met regularly throughout the course of 
the feasibility study (see Box 3.1). 

 Designed the feasibility study in such a way that it would examine whether the 
AHELO test applied to diverse HEIs in terms of their mission, curriculum and student 
intake and reveal possible biases. 

The AHELO feasibility study design made higher education institutions (HEIs) the main units of 
analysis and reporting, in accordance with the recommendations of the 2007 groups of experts. 
This meant that no attempt would be made to sample HEIs nor to develop country-level 
performance measures. At the same time, it was important to gauge whether an AHELO could 
provide valid and reliable results across the spectrum of diverse HEIs types. Thus, each 
participating country was encouraged to select a convenient group of volunteer HEIs that was 
sufficiently different in terms of mission, geographic location, student characteristics, 
selectivity etc. that it could reflect the range of HEIs in their system.  

Four distinct but coherent strands of work 

The study design of the feasibility study therefore consisted of four distinct strands of work to 
be developed separately but coherently (see Figure 3.1). The first three strands consisted of an 
assessment in three different domains: generic skills (such as critical thinking, analytical 
reasoning, problem-solving and written communication), economics and engineering. The last 
strand of work focused on the issue of value-added measurement but did not involve direct 
assessments of learning outcomes and value-added. Instead, it was decided that within the 
scope of a feasibility study, this issue would be addressed from a research perspective, through 
a reflection on methodological approaches, data needs of various value-added strategies, and 
pros and cons of different approaches. 
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Figure 3.1 ‑ AHELO Feasibility Study strands of work 

 

While it was envisaged that the three different strands of work would be undertaken 
separately, with different groups of countries involved in each of them, the feasibility study 
design also envisaged that they would be carried out coherently in terms of processes, test 
administration and analysis, so as to maximise synergies across the different strands, 
streamline communications and generate economies of scale. An additional benefit was to 
obtain results which would be as comparable as possible to gauge the relative merits and 
drawbacks of each approach. 

In order to achieve coherence across the three assessment strands, it was decided to bring 
them under the umbrella of a single Consortium with responsibility for international project 
management, test administration and analysis of the feasibility study findings, while leaving 
scope for different organisations to be responsible for the development of instruments in each 
strand.  

This approach had the advantage of streamlining the feasibility study processes for greater 
comparability of its findings, capitalising on various Consortium partners’ expertise, and pooling 
expertise to reach superior analytical capability. The success of this strategy, however, would 
depend critically on the level of co-operation between the Consortium partners and the ability 
of the Consortium leading organisation to establish trust between the various groups involved. 
This was not a trivial concern due to the nature of the project which deliberately attempted to 
explore different types of approaches to testing which could have implications for the longer 
term commercial interests of partner organisations. 

An additional challenge of the AHELO feasibility study design was that the instrument for the 
Generic Skills strand was selected early in the process, following the recommendation of the 
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2007 groups of experts who preferred the CLA approach because it tested high-level critical 
thinking and communicating competencies with a high degree of face-validity. This was 
considered the only available instrument with these properties at the time. The agreement in 
principle to go ahead with an instrument based on the CLA for the Generic Skills strand was 
reached in early 2009, after the AHELO Group of National Experts had verified that no Generic 
Skills instrument with similar properties had emerged since 2007. As a result, work on the 
adaptation of some components of the CLA instrument for international use started in 2009, 
before the AHELO Call for Tenders for the other strands was awarded. This timing mismatch 
limited the scope for building synergies between this strand of work and the others, whose 
development did not start until later in 2010 (see below). More particularly, it led to additional 
operational and co-ordination challenges in the development of Generic Skills instrumentation 
and test administration procedures.   

The other key features of the AHELO feasibility study design can be summarised as follows,1: 

 The study design made clear that the goal of the AHELO feasibility study was not to 
publish data on learning outcomes for participating HEIs, but rather to provide a 
proof of concept that it would be possible to develop such measures. The emphasis 
of the overall assessment design, analysis plan and international reports would thus 
be on:  

 identifying the methodological and technical questions raised by an 
international AHELO;  

 addressing these issues during implementation and in the analysis of results; 
and  

 providing conclusions on the outcomes of the feasibility study as well as 
guidance for future longer-term development of an AHELO. 

 The target population was set as students about to finish a Bachelor-type degree in 
the Bologna degree-structure, or its equivalent for countries outside of the Bologna 
area.  

 Both paper-and-pencil or electronic delivery were initially envisaged in the Call for 
Tenders. However the final design opted for electronic delivery recognising that this 
would likely be the preferred mode of delivery for an eventual AHELO follow-up main 
survey. As a result, the feasibility study would benefit from exploring practical 
implications of electronic delivery. 

Participating countries 

The experts groups in 2007 discussed at length the challenges of capturing higher education 
outcomes in a way in which cultural and linguistic differences were taken into account and 
agreed that the feasibility study should cover several quite different countries and include at 
least three languages (see Chapter 2).  

At the same time, given that the AHELO feasibility study aims at providing a proof of concept, it 
was proposed to involve a maximum of five countries and ten HEIs within each country for each 
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strand of work. In order to ensure sufficient international variation in each strand, the following 
criteria were taken into account when inviting countries to participate in the different strands 
of work: 

 geographic origin: ideally with countries from the five regions of the world (Africa, 
America, Asia, Europe and Oceania)2; 

 language: ideally with at least one English-speaking country, one Asian language, one 
Latin language and one other European language; and 

 culture: ideally with a mix of Latin, Nordic, European, Anglo-Saxon and Asian cultures. 

The final list of participating countries (see Box 3.2) seemed to be satisfactorily spread across 
the different assessment strands. Indeed, the distribution of countries’ participation across the 
three strands of work ensured a reasonably balanced picture in terms of geographic, linguistic 
and cultural backgrounds, although countries from North America or the Asia-Pacific region 
language and culture could have provided further insights for the Economics strand.  

Box 3.2 - Countries finally participating in each skills strand 

The Generic Skills strand was tested in nine countries: Colombia, Egypt, Finland, Korea, Kuwait, 
Mexico, Norway, the Slovak Republic and the United States (in Connecticut, Missouri and 
Pennsylvania).  

The Economics strand was tested in seven countries: Belgium (Flanders), Egypt, Italy, Mexico, the 
Netherlands, the Russian Federation and the Slovak Republic.  

The Engineering strand was tested in nine countries: Abu Dhabi, Australia, Canada (Ontario), 
Colombia, Egypt, Japan, Mexico, the Russia Federation and the Slovak Republic.  

Constraints and implications on the survey design 

The feasibility nature of the project meant that its financing would not be part of the regular 
OECD programme of work and budget. Therefore, the AHELO feasibility study was to be funded 
from the outset through grants and voluntary contributions, as is commonly the case for new 
cutting-edge OECD projects such as PISA or PIAAC. 

Although the OECD Secretariat staff involved in the management and conduct of the study was 
funded from the OECD central budget for the initial steps, the bulk of the financial resources 
for development work and implementation needed to be raised. To secure financial support, 
the first step was to convene a critical mass of OECD countries to participate in, or support 
financially, the AHELO feasibility study. Countries were invited to participate between July and 
September 2008 and by December ten countries had committed to supporting the work 
financially, raising some EUR 1.5 million in voluntary contributions. 

Implications of the global financial crisis and other constraints on the study 

However, the costs of the feasibility study were estimated at just over EUR 10 million at that 
time and despite countries’ genuine interest, it was evident that the bulk of the funding for the 
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international development costs would need to come from other organisations and 
foundations, and contacts were made with the European Commission and foundations in 
Japan, Europe and the United States.  

Unfortunately, soon after the project was launched, the global financial crisis in September-
October 2008 and the surrounding climate of economic uncertainty affected philanthropic 
foundations as well as the private sector, and made funding for innovative projects like AHELO 
more difficult to obtain. Within the context of an economic crisis, fundraising efforts were a 
continuing challenge throughout the feasibility study.  

Along with the funding challenge, other constraints included: 

 OECD rules concerning procurement of external services, whereby projects and 
activities cannot operate in deficit and contracts can only be signed once funds are 
available to cover the whole amount of the contract; 

 the costs of delays, since delaying the conclusion of contracts until funding was made 
available led to additional costs such as staff and meetings costs at the international 
and national levels; and 

 risk management considerations in terms of countries and institutions’ engagement, 
public relations and philanthropic engagement.  

Overall, fundraising challenges and associated delays obliged participating countries and HEIs 
to extend and/or revise the arrangements they had put in place for managing the work. Despite 
this, the feasibility study benefited from the continued commitment and support of its 
participating countries: only two countries withdrew (as a result of national constraints and 
shifting priorities), yet they maintained their initial financial contribution. Moreover, this was 
offset by more countries joining the study in subsequent stages, reaching 17 participants in 25 
field implementations by the end of the study. 

The implications of funding constraints for public relations and philanthropic engagement were 
more complex.  Indeed, the AHELO feasibility study was subject to high media interest from the 
outset. Within this context, fundraising challenges and questions as to whether the study 
would be able to proceed had an impact on credibility, which in turn made fundraising more 
challenging than had been anticipated. 

Closing the funding gap 

In light of these fundraising challenges and management constraints, several approaches were 
adopted to close the funding gap.   

Reducing costs 

With the GNE’s support, the OECD Secretariat negotiated with the two principal contractors to 
reduce their costs in several ways without sacrificing the goals of the study: 

 reducing the number of face-to-face expert and NPM meetings, and where possible, 
organising them back-to-back with GNE meetings to reduce travel costs; 
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 foregoing the programme leadership and institutional leadership contextual 
instruments; 

 opting to not use multiple choice question items (MCQs) to complement the 
constructed-response tasks (CRTs) for the assessment in the Generic Skills strand 
(later restored3); 

 developing only a provisional assessment framework for the Economics and 
Engineering strands, and producing an instrument that did not include innovative CRT 
item types; 

 narrowing the scope of the Engineering assessment from two subfields to civil 
engineering alone; and 

 deferring until a second phase the design and development of all facets of 
implementation including: sampling, fieldwork training, coder training, facets of 
quality management, data preparation and validation, and analysis and reporting. 

Finding alternative funding  

The second approach was to find alternative funding streams and secure broader support for 
the AHELO feasibility study including by: 

 Calling on participating countries to increase their level of financial support to the 
project, which all did. All provided additional contributions, thereby maintaining 
momentum until completion. 

 Inviting non-participating OECD member countries to support the work. England, 
Ireland and Sweden responded positively and offered financial support to the study. 

 Increasing the number of participating countries and the EDPC and the IMHE GB 
agreed to extend participation to Abu Dhabi, Colombia, Egypt, Kuwait and the 
Russian Federation. This both increased the funding base for the study and also 
enhanced geographic, cultural and linguistic diversity. 

 Allowing the five countries who expressed interest in participating in more than one 
strand to do so, thereby generating additional resources for the study. 

 Continuing to solicit funding from foundations throughout the course of the study.  

Reviewing the project design and timeline 

The third approach to fill the funding gap was to review the project design and timeline. To this 
end, the AHELO GNE considered four alternative work plans to accomplish the work: 

 an “initial scenario” proposed to maintain the initial objectives, scope and timeframe 
of the project;  

 a “delay scenario” under which the study would proceed only with the work already 
contracted and started (the adaptation and translation of the CLA instrument for the 
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Generic Skills strand) while work in the disciplinary strands and contextual dimension 
would be put on hold until funding would make it possible to proceed;  

 a “conservative scenario” to minimise the risk of uncertain fundraising outcomes and 
scale down the work to available budget, thereby limiting the scope of the work to 
the Generic Skills strand alone in the short term, for which a contract was already in 
place and work was underway; and 

 a “phasing scenario”, whereby the first phase would proceed with developing 
assessment frameworks and instruments in all strands of work while the 
implementation of the work would be deferred to a second phase and subject to 
funding availability. 

In their deliberations, the GNE members underlined the importance of keeping momentum 
with the work, even if for more limited activities than initially envisaged. The GNE also stressed 
the value in maintaining the breadth of the feasibility study – i.e. not restricting the feasibility 
to one strand of work – even if this meant that the implementation of the work had to be 
delayed. De facto, this ruled out the delay and conservative scenarios, and as funding was 
insufficient to proceed with the initial scenario, the AHELO GNE opted to phase the work in line 
with funding availability. 

The funding gap was eventually closed and this eventually allowed the study to proceed to its 
second phase, and to restore the bulk of the deferred elements. This ensured that the overall 
scope of the study was retained, without compromising its integrity.  

In the end, participating countries bore the bulk of the AHELO feasibility study costs (84%), 
while contributions from non participants and foundations added another 13% and the balance 
was funded from OECD central costs. The AHELO feasibility study received generous support 
from the Lumina Foundation for Education (United States), the Compagnia di San Paolo (Italy), 
the Calouste Gulbenkian Foundation (Portugal), Riksbankens Jubileumfond (Sweden), the 
Spencer Foundation (United States) and Teagle Foundation (United States). Indirect support 
was also provided by the William and Flora Hewlett Foundation (United States) which 
contributed to the international costs of the three participating US states. 

Impacts of a phased approach on the AHELO Feasibility Study timeframe 

The initial timeframe for the AHELO feasibility study spanned the period from November 2009 
to late 2011 but was adjusted in line with the GNE’s decision to adopt the “phasing” scenario. 
While work on the Generic Skills strand instrument had started earlier (see above), the contract 
with the selected contractor could only be finalised in July 2010, and only covered the first 
phase of the work. The contract for the second phase was finalised in February 2012 (see 
Box 3.3).  
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Box 3.3 - Contractual arrangements  

As the AHELO feasibility study work was complex and highly technical, much of the work was 
subcontracted to a Consortium of specialised agencies each bringing specific areas of expertise 
to the study. Contractual arrangements therefore had to be devised between the OECD and its 
main contractors, as well as between the AHELO Consortium lead organisation (ACER) and its 
various sub-contractors. 

Strict rules and constraints govern the OECD procurement policy to ensure a competitive, 
transparent and impartial procurement process as well as to provide the best overall value for 
the Organisation while guaranteeing quality and reliability. Accordingly, an international Call 
for Tenders was sent out in mid 2009, except for the development of the Generic Skills 
instrument for which a unique service supplier had already been identified. Derogation from 
the tendering process for this instrument was sought and obtained from the OECD 
Procurement Board. 

The OECD therefore contracted separately with the CAE for the adaptation of some 
components of the Collegiate Learning Assessment (CLA) for international use in the Generic 
Skills strand of the AHELO feasibility study

4
, and with ACER as leader of the Consortium for the 

other facets of the work. This contractual architecture was unusual insofar as the OECD 
contracted with CLA and ACER separately for the instrumentation part of the work, while it 
brought them together within the Consortium for subsequent activities related to fieldwork, 
analysis and reporting.  

Two factors contributed to the further complexity of the contracting arrangements: 

 The decision to phase the study due to funding constraints resulted in more contractual 
arrangements for subsequent phases of the work, not only between the OECD and the 
AHELO Consortium, but also between ACER and its various sub-contractors.  

 Some countries’ late and staggered participation confirmation required a significant 
number of contract amendments, each multiplied by the number of main contracts 
covering the feasibility study work. 

From a practical perspective, these additional contracts and amendments proved far more 
complex and time-consuming than it would have been had all countries confirmed 
participation at the outset and had funding been available to cover the whole scope of work 
from the start.  

From an operational standpoint, the contractual arrangements worked fairly well overall. 
However, the initial decision to position the Generic Skills strand independently of the other 
elements in the first phase of work led to distinct processes and blurred reporting lines, 
especially around the transition from instrumentation to fieldwork.  

The Generic Skills strand development work had an early start in January 2010. Once the 
performance tasks were fully translated and adapted in participating countries, some pre-
implementation work for the Generic Skills strand was contracted to the CAE to adapt the CLA 
test system platform for international use. The decision was also made to proceed with Phase 1 
activities for the other strands of work, i.e. framework and instrument development and their 
small-scale validation. Proceeding with the work aimed to maintain momentum and allow for 
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participating countries in this strand of work to be ready for implementation when funding for 
the second phase of the feasibility study would become available. 

Building on existing CLA materials and its online platform, the pre-implementation work 
included developing detailed work plans for testing operations, adapting the testing platform, 
developing proctor training and scorer training manuals. However, this pre-implementation 
development work was conducted ahead of the other strands. This led to some duplication of 
work as well as to some inefficiency. Some elements of the detailed work plans were not used 
for implementation and, although elements of the manuals were integrated into the materials 
developed for the other strands, the manuals were not distributed per se for use in 
participating countries. 

Pre-implementation work also involved adapting the CLA online platform and its three 
interfaces, the proctor, the student and the scorer interfaces. Proctor training videos and a 
proctor reference manual were developed, and translated by some participating countries. 
However, integrating the adapted CLA online platform with the Consortium’s online platform 
rendered some of the developed materials, such as the proctor training videos, irrelevant for 
the new integrated online platform.  

Despite the challenges caused by the misaligned timing of the activities in the different strands 
of work, once most of Phase 1 activities were completed, the roll-out of Phase 2 followed the 
timelines as scheduled despite a tight timeframe. Indeed, the late decision to proceed with 
Phase 2 meant that the Consortium had to deliver testing materials, the online platforms, 
survey operations procedures, as well as training NPMs and LS in a tight timeframe that left 
little flexibility in terms of time delivery. These time constraints impacted activity timelines at 
the country level where NPMs were required to react quickly, without much time for activities 
such as consulting on and translating the contextual dimension materials as well as verifying 
and validating data files. 

Phases of work 

Phase 1 - instrumentation and initial proof of concept 

The first phase of the work (See Figure 3.2) focused on providing an initial proof of concept: the 
feasibility of devising assessment frameworks and instruments with sufficient validity to reflect 
various national, linguistic, cultural and institutional contexts.  

This phase consisted of adapting and/or developing provisional assessment frameworks and 
instruments suitable for an international context in a first step. The assessment instruments 
were then validated in a second step through small-scale testing in participating countries to 
get a sense of their cross-linguistic and cross-cultural validity. 

Development of the generic skills instrument 

In January 2010, the CAE started adapting and “internationalising” some components of the 
existing US CLA instrument. In developing the generic skills assessment instrument, two CLA 
performance tasks were selected and adapted by participating countries in co-operation with 
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CAE to ensure their cross-cultural appropriateness. In addition to the two performance tasks, 
MCQs were added, drawing from existing pre-validated items designed to measure generic 
skills5. Participating countries were consulted and approved these items which were then 
adapted culturally, translated, and independently verified.  

The original study design for developing the generic skills instrument relied on the adaptation 
of an existing instrument and did not foresee the development of an international Generic 
Skills framework. As the work on instrumentation progressed and MCQs were added, it became 
apparent that an assessment framework was needed to reach an international consensus on 
the generic skills to be measured6. Consequently, a Generic Skills Framework was developed by 
the AHELO Consortium (AHELO Consortium, 2012a). It describes the various conceptions of 
generic skills and how the construct was assessed in the AHELO feasibility study. Its 
development was overseen by the TAG. 

Figure 3.2 ‑ Phases of the AHELO Feasibility Study 

 

Development of the discipline-based instruments 

In July 2010, the AHELO Consortium started to develop assessment frameworks and 
instruments for the economics and engineering strands of work. The first task consisted of 
developing the assessment frameworks using the preliminary frameworks developed by the 
Tuning-AHELO expert groups, selected to cover a range of continents and countries, as well as 
different schools of thought in each discipline (Tuning Association, 2009a, 2009b).  

Initial proof of concept: Instrumentation development and 
small-scale validation

Phase 1 (January 2010 - June 2011)

Scientific feasibility and proof of practicality: Field 
implementation of the assessment instruments and contextual 

surveys and analysis of the evidence collected

Phase 2 (July 2011 - December 2012)

Value-added measurement: Methodologies and approaches

Phase 3 (March 2012 - March 2013)

AHELO Feasibility Study Outcomes
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 The development of the economics framework and assessment instrument was 
undertaken by Educational Testing Service (ETS) and overseen by an international 
economics expert group (see Annex A).  

 The development of the engineering framework and assessment was undertaken by 
ACER, Japan’s NIER, and the University of Florence and overseen by an international 
engineering expert group (see Annex A). 

The two developed frameworks demonstrated that agreements on domain definition could be 
reached in two disciplinary fields, economics and engineering, and as such, provided a 
preliminary output of the AHELO feasibility study. They also provided useful input for test 
developers to design instruments to assess the performance of students who were close to 
obtaining their Bachelor’s degree (AHELO Consortium, 2011a, 2011b).  

Qualitative and quantitative validations of assessment instruments 

Once expert groups and participating countries were satisfied with the materials developed, i.e. 
assessment frameworks and instruments, countries translated and adapted the assessment 
instruments to prepare for small-scale testing. Quality control during the translation process 
was an integral part of instrument development to ensure that the small-scale testing provided 
data comparable across countries (see Chapter 4).  

Qualitative validation of the assessment instruments was conducted with focus groups and 
small numbers of students in various HEIs within each participating country.  

 In the case of the Generic Skills strand, pre-testing included cognitive laboratory 
procedures and “think aloud” interviews conducted with student respondents to 
review their thought processes retrospectively and ensure that the translation and 
adaptation process had not altered the meaning or difficulty of the task. These 
interviews were conducted using a verbal probing method in which the interviewer 
probed for further information about the response given by the student. Although no 
data was collected and the validation process was not as extensive as in the 
disciplinary strands, it allowed identifying some cross-cultural appropriateness issues.  

 In other strands, students participating in the small-scale testing also completed a 
questionnaire regarding their experience with the assessment instrument. In the 
discipline strands, faculties and ICs were also involved in the process and invited to 
provide feedback on the instruments. Student responses were scored using the 
translated scoring rubrics. The data was collected, entered by country teams, and 
reported to the AHELO Consortium for quantitative and qualitative validation. 

The qualitative validation that followed the small-scale testing also provided aspects to be 
taken into account in an eventual main study. For example, feedback indicated that students’ 
familiarity with performance tasks used for the generic skills assessment instrument varied 
across countries. Initial feedback also suggested that the authentic scenario tasks used for the 
engineering assessment instrument stimulated students’ interest in the tasks. 
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The psychometric analysis of student performance data in the discipline strands also provided 
insights into the way in which individual test items functioned across different groups of 
students. It helped identify the need to clarify and improve the scoring rubrics areas. Results 
obtained from this quantitative validation were used to review and refine the assessment 
instruments.  

Development of the contextual dimension instruments 

In February 2011, the AHELO Consortium was contracted to develop the framework and survey 
instruments for the contextual dimension. The development work was undertaken by CHEPS at 
the University of Twente, ACER, and the Indiana University Centre for Postsecondary Research 
(CPR). It was overseen by the AHELO Technical Advisory Group (TAG). 

The framework built upon earlier work undertaken by the OECD at initial stages of the study 
(Ewell et al., 2008, 2009). It was developed through research and consultation, and by seeking 
the expert opinion of a range of groups and individuals from different regions and countries7. 
Feedback from consultations was used to finalise the framework and provided a basis for 
survey instrument development, translation and adaptation, validation, small-scale testing and 
delivery (AHELO Consortium, 2011c). 

Three context survey instruments were developed with the intent of identifying factors 
explaining observed learning outcomes of the target population: 1) a student context 
instrument (SCI); 2) a faculty context instrument (FCI); and 3) an institution context instrument 
(ICI). In addition, a range of indicators were specified for collection at the national level to 
provide additional context data.  

Qualitative validation of the survey instruments was done through focus groups organised in 
Australia, Japan, the Netherlands and the United States to gather information from students 
and HEI personnel. Feedback from these consultations along with subsequent revisions 
ensured that the survey instruments reflected the framework’s intent. In addition, individual 
countries were asked to confirm the utility of the survey instruments while verifying the 
translations and adaptations of country-specific terminology. 

Phase 2 - practical implementation and psychometric analysis of results  

The goal of the second phase was to evaluate the scientific and practical feasibility of an AHELO 
by focusing on the practical aspects of assessing student learning outcomes. During this phase, 
assessment instruments and contextual surveys were administered to diverse HEIs to explore 
the best ways to implicate, involve and motivate leaders, faculty and students to take part in 
the testing and to build an interpretive context for the learning outcomes to help identify 
factors leading to enhanced outcomes. The second phase involved both the implementation 
per se, including test administration and scoring of student responses, and data analysis, 
reporting and evaluation of the scientific and practical feasibility of an AHELO. 
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Implementation of the AHELO instruments to assess practical feasibility 

Once the three assessment instruments and the three contextual surveys were developed, 
translated, adapted, pre-tested and revised, but before they were administered in each 
participating country, other preparations were required.  

The Assessment Design and its derivative Analysis Plan (AHELO Consortium, 2010a and 2010b) 
were produced early in the study to guide the development and the analyses that followed. 
The Assessment Design identified the methods and analyses selected to assess the cross-
national and cross cultural validity of the assessment and survey instruments. The derivative 
Analysis Plan included specifying the research questions and setting out the quantitative 
criteria to assess the various dimensions of the AHELO feasibility study. 

The students and faculty sampling plan was developed and included the use of an unbiased 
probabilistic sample (AHELO Consortium, 2011d). Using probabilistic sampling guaranteed that 
HEIs’ estimates would be comparable across institutions. 

Technical Standards were developed by the Consortium to ensure a high degree of uniformity 
in all participating countries in achieving standardised administration of the instruments 
(AHELO Consortium, 2012b). The standards pertain to administration, development, 
implementation, analysis, reporting and review activities of the AHELO feasibility study. The 
standards helped ensure that all assessment activities provided data comparable across HEIs 
and subgroups by monitoring the quality of resources and processes, and detecting variations 
to design during implementation.  

Online tools for student testing, data collection and scoring were developed and tested. The 
AHELO test system was utilised for all but one component of AHELO, namely the Generic Skills 
CRTs, which were administered to students and scored using the adapted CAE test system 
platform. The use of two different test systems required integrating their functionalities to 
ensure a seamless transition between the two systems for countries participating in the 
Generic Skills strand. 

Online computer delivery also required that international and HEIs’ technology and physical 
resources met appropriate technical standards. Both computer-based platforms had 
customised interfaces, required management functionality, and the capacity to be deployed 
and supported internationally. Testing of the online systems was conducted in participating 
HEIs prior to implementation ensuring that the assessment and survey instruments were 
deployed in all the languages of the participating countries and that technical requirements 
were in place at all participating HEIs. Security protocols were put in place to ensure 
institutional and individual confidentiality and test security. 

Survey procedures and operations were developed and shared with all participating countries 
and training activities were conducted for test administration and scoring procedures. In 
November 2011 and March 2012, NPMs received training to prepare for activities such as 
sampling, use of the AHELO online test system, national management and procedures to 
implement the test instruments and contextual surveys. Training was also conducted for LSs 
from each country to provide them with detailed instructions on how to score CRTs, train 
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scorers and monitor scoring in their countries and the Sampling Manual for NPMs and ICs 
(AHELO Consortium, 2011d), Test Administration Manual for NPMs and ICs (AHELO 
Consortium, 2011e), and International Scoring Manual (AHELO Consortium, 2011f) were 
prepared. 

The actual implementation of the test instruments and contextual surveys started at the 
beginning of 2012 and concluded in July 2012 with the scoring of student responses. Between 
February and early June, data was collected from almost 23 000 students, 4 800 faculty and 
more than 240 Institution Coordinators across all 17 participating countries. 

To supplement the evaluation of the practical feasibility of implementing an assessment of 
learning outcomes on an international scale, online evaluation questionnaires were submitted 
to all NPMs, to a sample of ICs and to all LS. The questionnaires collected information on 
national contexts and asked participants to reflect on their experience and suggest 
improvements. 

Data analysis to assess scientific feasibility 

The main activities conducted once implementation was completed, included data file 
preparation, verification and validation, sampling analyses and weighting, scaling of student 
performance data, validity analyses, contextual analyses, and the production of data products 
and written reports. 

Prior to data collection, data file structures were defined to include data from participating 
countries, HEIs, faculty and students, and created to enable linkage across different 
instruments and ensure accurate and consistent storage of information. Following data 
collection, data cleaning and verification procedures were put in place to validate the data 
collected in collaboration with the NPMs or National Centres. Use of online collection 
mechanisms helped ensure that the data collection was consistent and valid. 

For analysis purposes, student-based weights were computed using response rates by HEI and 
strand, and adjusted for student non-response within an HEI or programme (as defined by the 
sampling plan adopted in each HEI and strand). 

The student response data analyses were conducted using scaling methodology based on item 
response modelling (using the Rasch model) with a focus on the cross-cultural comparability of 
all instruments used in this study. Each individual assessment instrument item was analysed 
and reviewed during scaling. Item characteristic curves (ICC) were generated for every item, 
providing a graphical representation of item fit across the range of student abilities for each 
item. 

In addition to item response modelling, other classical analyses were conducted to generate 
reliability and validity statistics, and test the efficiency of alternate scoring methods. These 
analyses helped identify the extent to which the assessments were successfully – or not – 
generalised cross-nationally, cross-culturally, cross-linguistically and cross-institutionally. 

The cross-contextual validity of the test items was also explored by assessing differential item 
functioning (DIF). Item response theory (IRT) was used to detect variance of item parameters 
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across contexts. Such variance indicated that groups of students with the same ability had 
different probabilities of responding correctly to an item. Referred to as “item bias”, this 
analysis indicated that the probability of successful performance on specific items was a 
function of group membership as well as individual ability. 

The contextual data collected was used to perform general descriptive analysis in which 
cognitive learning outcomes were disaggregated by major student groupings and institutional 
characteristics. Exploratory and explanatory analyses, using multilevel modelling, were 
conducted to better understand the relationships between context and outcomes. The selected 
models not only described the relationships, but also showed how some effects varied from 
institution to institution, and helped identify the sources of variation. 

To assess the scientific feasibility of an AHELO using the outcomes of field implementation, all 
information collected was considered against the technical criteria and threshold measures 
defined in the Technical Standards (AHELO Consortium, 2012b). The evaluation of the degree of 
success of international implementation was then submitted for review to the TAG to verify 
that technical qualities had been met. 

In addition to the evaluation of scientific and practical feasibility, AHELO was designed to 
produce several resources to support data analysis and disseminate internationally the results 
from the AHELO feasibility study: 

Database and codebooks 

The database includes all student scores, all final and replicate weights for sampling variance 
computation and any context composite indices derived from the questionnaires, together 
with students’ responses to the questionnaire and the test questions. This database will allow 
the OECD Secretariat, the AHELO GNE, NPMs and participating HEIs to conduct further 
analyses. 

Compendia 

The compendia were developed to include a set of tables showing statistics for every item in 
the questionnaires, and the relationship of background variables with performance. The tables 
show the percentage of students per response category and the average performance by 
assessment and domain for the groups of students within each category. 

Technical report 

The technical report summarises all technical aspects and standards of the AHELO feasibility 
study. It describes all data and statistical conventions and approaches applied in the study, 
information on test and questionnaire design, field operations, sampling, quality control 
mechanisms, methodologies used to analyse the data and other technical features described at 
a level of detail that enables researchers to understand and replicate the analyses. 

Institutional report 

The institutional report provides HEIs with information on their students. The report consists of 
the full dataset for a given institution as well as the institutional performance profile including 
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benchmarks of other participating HEIs in a way that does not allow the performance of 
individual HEIs to be identified. The report also provides guidance to the institution in terms of 
understanding the content in the report and interpretation of the data provided. This includes 
information about the reporting metric and caveats relating to comparability and use of data.  

Study report 

The Consortium final report to the OECD includes the methodological and technical questions 
raised by an international AHELO – including domain definition, conceptual assessment 
frameworks, validity of instruments, translation, cultural adaptation, field implementation, 
scoring, scaling and reliability of results, data analysis. It also documents issues that arose 
during implementation and in the analysis of results and offers the Consortium’s conclusions 
on the scientific and practical outcomes of the feasibility study as well as guidance for the 
longer-term development of an AHELO should the initiative be taken forward.  

Phase 3 - value-added methodologies and approaches 

The third and last phase of the work focuses on the exploration of methodologies and 
approaches to capture value-added, i.e. the contribution of HEIs to students’ outcomes, or 
‘learning gain’, after taking into account the students’ incoming abilities. In addition to 
assessing the quality of higher education by measuring learning outcomes at a single point in 
time, the end of the equivalent of a Bachelor’s degree in this case, the AHELO feasibility study 
was also tasked to provide insights on whether it would be feasible to measure growth in 
learning.  

However, measuring value-added raises a number of scientific and practical issues and imposes 
layers of complexity that, though theoretically well-understood, are difficult to resolve in large-
scale assessments (OECD, 2008). Given the complexity of measuring learning gain, the 
proposed approach was to first establish the feasibility of measuring student learning 
outcomes at the end of the Bachelor’s degree. Then, consideration would be given to the 
possibility and relevance of developing value-added measures in a context like AHELO. 

The purpose of the value-added measurement strand was not to actually measure value-
added, but rather to review and analyse possible methods to capture the learning gain that can 
be attributed to the HEI. The first step was to conduct a short literature review of value-added 
measurement approaches, building upon similar work carried out at school level by the OECD 
(OECD, 2008) so as to provide a general overview of value-added modelling currently used in 
K-12 education as well as in higher education. 

In the second step, a panel of value-added experts will meet in January 2013 to discuss possible 
methodologies and provide guidance on the relevance and development of a value-added 
measurement approach for an eventual AHELO main survey and will report their findings in 
early 2013.   
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Study management and actors 

The design and implementation of the AHELO feasibility study entailed collaboration among 
representatives of participating countries, an international Consortium contracted to 
implement the study, and the OECD Secretariat.  

International management 

As is commonly the case for large-scale international assessments undertaken by the OECD, 
international management activities were shared between the OECD Secretariat and a 
Consortium of contracted organisations with responsibility for operational issues and analysis. 

The OECD Secretariat 

The OECD Secretariat was responsible for the overall management of the AHELO feasibility 
study. This involved preparing the terms of reference of the AHELO feasibility study Call for 
Tenders under the guidance of the AHELO Group of National Experts (GNE), engaging 
consultants and contractors to implement specified activities, managing contracts with the 
contractors and acting as the interface between the AHELO GNE and the contractors, as well as 
monitoring the contractors for quality assurance purposes (OECD, 2009). 

The OECD Secretariat was also responsible for building consensus among participating 
countries at the policy level, during the preparation of the terms of reference and at milestone 
points of the study, and for presenting regular progress reports to the IMHE Governing Board 
and the Education Policy Committee.  

The OECD Secretariat also participated actively during the development of all documents and 
reports as well as overseeing the documentation of the project, approving all documents 
before they were disseminated to participating countries. This applied, in particular, to meeting 
documents, manuals and test materials. It is also the OECD Secretariat’s role to produce the 
final reports from the feasibility study in collaboration with the AHELO GNE, the Technical 
Advisory Group (TAG), the contractors and the participating countries, on the basis of the 
statistical analyses and reports provided by the contractors. 

The AHELO Consortium 

The development of the feasibility study and the management of its implementation were the 
responsibility of an international Consortium8 led by the Australian Council for Educational 
Research (ACER) from its appointment in mid-2010. The Consortium operated within the 
guidelines established by the IMHE GB and the AHELO GNE. 
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Box 3.4 - AHELO Consortium partners  

As set out in the AHELO feasibility study terms of reference, the Consortium was formed to 
maximise synergies across the different strands of the feasibility study, streamline 
communications and generate economies of scale. The Consortium’s partner organisations 
included: 

 The Australian Council for Educational Research (ACER), an educational research organisation 
with increasing international reach through its work especially in the Asia-Pacific region and 
Europe, and through its offices in India, the Middle East, and the UK. 

 The cApStAn Linguistic Quality Control Agency, widely recognised as the leader in linguistic 
quality control and equivalence checks and whose staff and verifiers brought extensive 
experience from PISA, PIAAC and other international studies to the Consortium. 

 The Centre for Higher Education Policy Studies (CHEPS), a leading higher education policy 
centre that combines basic and applied research with education, training and consultancy 
activities. 

 The Indiana University Center for Postsecondary Research (CPR) which has led several major 
studies on the student experience and houses the National Survey of Student Engagement 
(NSSE). This is one of the most advanced and widely adopted evidence-based institutional 
assessment activities. CPR is also home to the newly created National Institute for Learning 
Outcomes Assessment (NILOA). 

 The Council for Aid to Education (CAE) which has designed a large and prominent assessment 
of higher education outcomes, the Collegiate Learning Assessment (CLA). 

 The Educational Testing Services (ETS), recognised as one of the world’s foremost 
educational assessment and research organisations. Given its strong international focus, ETS 
was well positioned to provide significant input in the areas of questionnaire development. 

 The International Association for the Evaluation of Educational Achievement (IEA) Data 
Processing and Research Center (DPC), with more than 15 years of experience concerning 
data processing for large-scale surveys. 

 The National Institute for Educational Policy Research (NIER), Japan’s premier educational 
research and development agency. NIER has participated in many OECD, IEA, UNESCO and 
APEC projects of direct relevance to AHELO. 

 SoNET systems, which has substantial experience developing and delivering large and 
complex software development and IT infrastructure projects, including the development of 
several online testing systems. 

 Statistics Canada, the national statistical office of Canada which has contributed to numerous 
international research studies in recent years. 

 The University of Florence School of Engineering, which has conducted significant work on 
engineering education, most recently via its leadership of the European and Global 
Engineering Education academic network (EUGENE) representing 76 international partners. 
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Within this undertaking, the Consortium was responsible for: 

 Appointing a project director and staff with the skills and abilities to implement the 
tasks outlined in the AHELO Call for Tenders (OECD, 2009). The project director was 
expected to devote the vast majority of his/her time to implementing the AHELO 
feasibility study and responding to enquiries from and maintaining open 
communication with the OECD Secretariat. It was also the responsibility of the 
project director to establish a level of trust and understanding between and among 
the Consortium partner organisations, the OECD, and key representatives from 
participating countries. 

 Establishing and supporting processes to assist the development and management of 
the AHELO feasibility study. 

 Designing and providing necessary training for national project staff, for 
administration (National Project Managers [NPMs] and Institution Coordinators [ICs]) 
and scoring/coding procedures. 

 Establishing and managing the AHELO Group of National Project Managers (NPMs), 
including:  

 defining the role and expected profile of NPMs; 

 setting up the intended working relationships with NPMs for consideration and 
agreement by the AHELO GNE at the start of the work; 

 defining the frequency and location of NPM meetings; and 

 organising and hosting NPM meetings, including some training sessions before 
administering the AHELO instruments. 

 Establishing and managing the AHELO Technical Advisory Group (TAG) 9, including:  

 proposing potential members and a potential Chair of the TAG, for approval 
and appointment by the OECD Secretariat in consultation with the AHELO GNE; 
and 

 organising meetings of the TAG including the compensation of members.  

 Liaising with the OECD Secretariat to ensure the overall success of the AHELO 
feasibility study, including providing advice regarding the effects on the international 
costs of countries that join later, withdraw, or cause delays to the project. 

 Creating a dedicated AHELO website for all key documents, meeting papers and 
records to which participating countries and the OECD Secretariat were provided 
access. 

 Developing and implementing quality assurance processes, including the 
development of procedures and a schedule for the review of data with NPMs to 
ensure their accuracy. 
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Expert groups involved 

In carrying out the AHELO feasibility study, both the OECD Secretariat and the AHELO 
Consortium were advised and supported by a number of international expert groups that took 
on various roles in the steering and implementation of the study. The membership of each of 
these groups is presented in Annex A. These groups played a more indirect role in the steering 
of the AHELO feasibility study through the sharing of expertise, dialogue and providing advice.  

Expert Panel for the Contextual Dimension 

This group of experts was convened by the OECD to provide advice on the contents and 
construction of the AHELO feasibility study contextual dimension, and to develop a conceptual 
and analytical framework for the contextual instruments. The expert panel comprised 
individuals whose experience and research backgrounds centred on the effects of learning 
environments and pedagogy on undergraduate student learning, and the organisation and 
governance of national higher education systems and HEIs (Ewell et al., 2008 and 2009). 

Technical Review Panel (TRP) 

The Technical Review Panel (TRP) was established to review the technical aspects of proposals 
submitted in response to the AHELO Call for Tenders (OECD, 2009) and prepare 
recommendations for final approval by the AHELO GNE. The TRP included five individuals with 
strong policy, technical, or budget expertise in the area of large-scale international 
assessments. Each member was required to sign a statement indicating the absence of conflict 
of interest and the commitment not to work for any of the contractors or sub-contractors, in 
any manner, shape or form that could be related to the AHELO feasibility study for the study’s 
duration. 

Technical Advisory Group (TAG) 

A Technical Advisory Group (TAG) was established to provide a mechanism through which the 
contractors and the AHELO GNE could draw on a wide range of international expertise and 
advice on the development of instruments and questionnaires as well as on operational and 
methodological issues, more generally. The role of the TAG was to provide advice on matters 
such as instrument development, translation and adaptation procedures, validation activities, 
scoring and verification procedures, and feasibility evaluations throughout the unrolling of the 
feasibility study. The TAG was also asked to identify best practices and standards for developing 
and implementing assessment instruments and surveys, as well as to judge whether those 
standards were adhered to in the best possible manner. The TAG comprised experts and 
individuals who were appointed for their expertise, and not to represent specific stakeholder 
groups. 

The TAG took on increasing responsibilities over the course of the AHELO feasibility study, 
including serving as an expert group for the Generic Skills strand and the contextual dimension, 
as well as providing overall quality control for the study10. 
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Other experts groups 

Other expert groups were involved in the development of the feasibility study. They are 
mentioned in Chapter 4 and Annex A. 

National and institutional coordination 

National authorities of participating countries were responsible for establishing a National 
Centre (NC) and nominating an NPM following guidelines provided by the AHELO Consortium 
for each of the three strands of work. NPMs were responsible for overseeing the national 
implementation of the feasibility study. In some countries, the management of the 
implementation was the responsibility of education ministries. In others, the management was 
overseen by senior faculty or employees of independent educational research organisations.  

National Project Managers liaised with the Consortium on all issues in their country related to 
the implementation of the AHELO feasibility study. They played a vital role in ensuring that the 
AHELO feasibility study was administered in accordance with prescribed technical standards 
and survey operation guidelines, and in documenting processes implemented at national level 
for the completion of the study’s final reports. For some participating countries, the same 
individuals served as representatives to both the AHELO GNE and the AHELO NPM. 

Within the framework and standards established by the AHELO Consortium, the NPMs were 
responsible in their countries for: 

 managing the translation of the assessment instruments and contextual surveys into 
the languages to be used in their country; 

 coordinating survey operations activities in participating HEIs; and 

 submitting data to the Consortium, co-operating in the cleaning of data and 
preparing national reports.  

National Project Managers were also responsible for nominating a Lead Scorer (LS) responsible 
for scoring all the student responses. In countries participating in more than one strand, one LS 
was required for each strand. LSs were supported by a national scoring team. 

Each participating HEI within a country nominated an IC. The role of the IC involved liaising 
closely with the NPM, assisting the NPM with drawing samples of students and faculty within 
the HEI/department, providing institutional information, and working with test administrators 
(TAs) to organise the administration of assessment and context instruments at institutional 
level.  

The TAs worked closely with ICs to administer tests to students in HEIs. TAs were expected to 
have experience in managing and supervising tests and exams in university settings and to be 
familiar with the use of computer-based deployment systems. It was also required that TAs 
would not have a direct personal or professional relationship with any of the students in the 
testing sessions they administered. 
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NOTES 

 

 
1  A more complete description is available in the terms of reference of the AHELO Call for 

Tenders (OECD, 2009). 

2  In the initial stages of the AHELO feasibility study, participation in the study was restricted 
to OECD member countries until a number of non-member countries expressed interest. 
Participation in the study was then opened to a broader range of participants. 

3  The GNE decision to not use or develop MCQs for the Generic Skills assessment was later 
reversed based on the TAG recommendation to add a subset of MCQs for validity and 
reliability analyses. These were kindly provided by ACER at no extra cost to the project. 

4  Work contracted directly with CAE also included some pre-implementation work related 
to the internationalisation of the CLA online testing platform for use outside of the U.S. 
context. 

5  In April 2011, the GNE decided to follow the AHELO TAG’s recommendation to 
complement the performance tasks with MCQs, given their importance for scaling, 
psychometric equating, quality control, and reliability. 

6  The AHELO TAG served as the generic skills expert group and provided general monitoring 
of the development work for this strand. 

7  Notably the AHELO GNE, the TAG, NPMs, the SCG, the Economics Expert Group, 
Engineering Expert Group and the AHELO Consortium. 

8  The decision to select the ACER-led Consortium was made at the third meeting of the 
AHELO GNE on 18-19 November 2009, after a review of proposals received in response to 
the AHELO Call for Tenders (OECD, 2009). 

9  The management of the TAG was under the responsibility of the AHELO Consortium until 
February 2012 when the AHELO GNE transferred the responsibility of the TAG 
management to the OECD Secretariat as a way to strengthen its independence in the 
concluding stages of the study. 

10  It became apparent after a few meetings that the sampling and psychometric experts in 
the initial group found it difficult to be deeply involved in the work, and new experts were 
thus added to the group in 2012 to provide stronger technical oversight on these critical 
issues at the implementation and analysis stage of the project. 
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CHAPTER 4 
 

INSTRUMENT DEVELOPMENT 

This chapter first provides a brief overview of the standard process used in developing 
instruments to measure student performance and collect contextual data in educational 
settings. It then sets out a description of the frameworks and assessment instruments as 
well as the contextual surveys developed for the AHELO feasibility study. 
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The quality of the AHELO feasibility study results relies greatly on the quality of the instruments 
developed and used to assess higher education students’ learning outcomes. In designing the 
AHELO feasibility study, two types of data collection instruments were considered: i) student 
learning outcomes assessment instruments and ii) contextual (background) survey instruments. 
While the assessment instruments provided specific information on student performance on 
the learning outcomes for the domain tested, contextual survey instruments gathered 
background information from students, faculties, higher education institutions (HEIs) and 
National Project Managers (NPMs) to shed light and help contextualise differences observed in 
student performance. This chapter describes the instrumentation development process for 
each of the AHELO assessment instruments as well as the contextual surveys administered as 
part of the AHELO feasibility study. 

The instrumentation process  

Developing assessment instruments to measure student learning outcomes involves a wide 
range of activities from designing the instruments to validating the quality of the final 
instruments. Figure 4.1 below illustrates the five steps generally followed for developing 
assessment and survey instruments in cross-cultural educational settings. Each step is briefly 
described in the following section, along with its application within the context of the AHELO 
feasibility study. 

Figure 4.1 - Instrument development: from design to final review 

 

 



107  AHELO Feasibility Study Report - Volume 1   

  

© OECD 2012 

Step A: Developing assessment frameworks 

The first step of the process (A in Figure 4.1) generally entails developing the assessment 
framework so as to establish the purpose of the assessment and outline an agreed upon 
definition of the domain to be tested. The instruments are then developed based on this 
agreed upon definition. The framework provides the link between the construct being assessed 
and the test outcomes. A well-designed framework includes three essential components: i) a 
clear definition of what is being assessed; ii) a description of the items to be used and the mix 
of different types of items; and iii) the basis for interpreting the results.   

For the purpose of the AHELO feasibility study, full coverage of internationally-agreed domain 
assessment frameworks was not necessary since the goal was to provide a proof of concept 
that an assessment of learning outcomes could be carried out across countries. What mattered 
most was to demonstrate that some aspects of an assessment framework could be agreed 
upon in contrasted national and institutional settings and could be validly and reliably 
measured across diverse countries and higher education institutions (HEIs). Consequently, the 
decision was made to develop “provisional frameworks” not meant to be exhaustive and final, 
but which should contain most of those elements which the majority of experts in each domain 
agree are essential.  

In order to develop provisional framework with an international scope, reaching international 
agreement with consultation and review is essential. Cross-cultural comparisons of academic 
performance require that different countries, and even different HEIs within countries, agree 
on the definition of the domain to be tested. This is one of the major difficulties with making 
cross-cultural comparisons.  

Given the wide-range of countries participating in each strand of the AHELO feasibility study, 
stakeholder agreement on the different frameworks was an important step in the framework 
development process. Even though the frameworks developed were only to be considered 
provisional, framework development still required substantive input from both participating 
countries and subject-matter experts to ensure that the resulting instruments would be valid 
and would reflect the cultural context of the countries in which the AHELO feasibility study was 
implemented. 

The four AHELO feasibility study frameworks, namely the i) Generic Skills assessment 
framework; ii) the Economics assessment framework; iii) the Engineering assessment 
framework; and iv) the Contextual Dimension framework, were developed using the process 
illustrated in Figure 4.2 below, albeit with fast-tracked procedures in the case of the Generic 
Skills assessment framework (more details are provided later in this chapter). 
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Figure 4.2 - Developing frameworks 

 

The first stage of the framework development process used was to conduct audits of existing 
materials.  

 The development of the assessment framework for the Generic Skills strand built 
upon existing work done for the Collegiate Learning Assessment (CLA). But given the 
need to develop a framework international in scope, a review of literature from 
different cultures was conducted to build on the existing CLA theoretical basis1.  

 For the two discipline strands, ground work was undertaken by the OECD in 2009 via 
the Tuning-AHELO project, which applied the Tuning methodology to reach 
consensus on expected learning outcomes in economics and engineering 
undergraduate programmes (Tuning association, 2009a, 2009b). The economics and 
engineering test developers then built upon these Tuning-AHELO frameworks in 
creating their provisional frameworks. Audits were conducted based on input from 
two international Expert Groups who provided suggestions for additional sources and 
connections within participating countries.  

 For the contextual dimension, survey developers were guided by the conceptual and 
analytical framework established by a group of commissioned contextual dimension 
experts (Ewell et al., 2009), and the results of a prioritisation process of the 
underlying contextual variables by AHELO participating countries. In addition, an 
audit of existing survey resources and practices was carried out, focusing on 
initiatives that were international, national and institutional in nature. 



109  AHELO Feasibility Study Report - Volume 1   

  

© OECD 2012 

The second stage of the framework development process was to review the draft versions of 
the frameworks that were developed using existing materials. In the discipline strands, two 
subject-matter Expert Groups (Economics and Engineering), drawn from participating countries 
and key international organisations, were established to review the draft framework 
specifications and content in preparation of a version for wider and targeted consultations. The 
Technical Advisory Group (TAG) was responsible for oversight of the development of the 
Generic Skills strand and Contextual Dimension frameworks. For the contextual dimension, in 
addition to oversight by the TAG, there were also consultations with the Stakeholders’ 
Consultative Group (SCG). 

The third stage consisted of national consultations for validation. This involved submitting the 
assessment frameworks to the AHELO Group of National Experts (GNE), National Project 
Managers (NPMs) and relevant experts in all participating countries.  

Finally, the last stage was to conduct a final review of the assessment frameworks based on the 
results of the consultations. Further details on each of the four frameworks developed for the 
AHELO feasibility study are provided later in this chapter. 

Step B: Developing assessment instruments 

The second step of the instrument development process (B in Figure 4.1) consists of developing 
assessment and survey instruments reflective of the frameworks developed. The use of the 
table of specifications usually guides instrument developers to ensure that items created, or 
selected and adapted, match the learning outcomes and contribute to the purpose of the 
instrument. 

Typically, this process starts with the creation or selection of items that match the table of 
specifications. Assessment and survey instruments are constructed by either developing 
entirely new materials created for the specific testing/survey situation, or by using existing 
instrument(s), or parts of it, possibly with modifications of existing items. Once the items are 
written, selected, or modified, subject-matter experts and assessment experts review the 
drafted instrument to ensure that each item is relevant to the test, and that the resulting 
combination of all items reflects the table of specifications and is aligned with the assessment 
framework. In addition to being submitted to experts, drafted items and instrument may also 
be submitted to a reference group representing stakeholders to ensure that the resulting 
assessment materials are approved by potential users of the assessment results. 

In the context of the AHELO feasibility study, the design of the study involved the development 
of an assessment instrument for each of the three strands to be assessed (generic skills, 
economics and engineering) as well as three survey instruments to collect contextual 
information through a Student Context Instrument (SCI), a Faculty Context Instrument (FCI) and 
an Institution Context Instrument (ICI). In addition, a range of indicators were specified for 
collection at the national level to provide additional context.  

It was decided early in the design process that assessment instruments would require, at most, 
90 minutes testing time2 while contextual survey instruments would require a maximum 
response time of 15 minutes for the student and faculty surveys.  
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The nature of the feasibility study work had the following implications on the instrument 
development process: 

 Because the focus of the AHELO feasibility study was on providing proof of concept 
on whether it was possible to develop international measures of learning outcomes, 
there was no need to develop perfect and exhaustive instruments to measure higher 
education learning outcomes and contexts – i.e. covering all possible aspects of an 
ideal framework. 

 The timeframe to accomplish the work was more limited than for a full-scale study 
and left little scope to develop entirely new test materials. 

 Although developing instruments for use in different national, cultural, linguistic and 
institutional settings presents many challenges, using existing material developed in a 
specific national context within the context of the AHELO feasibility study was 
acceptable to prove the concept, provided that the material was adequately adapted 
to be implemented internationally. 

 In developing instruments, it was important to ensure that what was being tested 
was valid in as many as possible institutional and national contexts, e.g. through a 
cross-national review of assessment frameworks and instruments to check for 
cultural and linguistic appropriateness as well as a review of their suitability in 
diverse institutional contexts. 

 Lastly, in implementing instruments, emphasis was placed on ensuring that the 
resulting measures of learning outcomes would be valid, reliable and free of bias to 
the extent possible, e.g. through adequate processes for the translation and cultural 
adaptation of instruments, the sampling of students and faculties within HEIs, and 
the scoring of tasks, scaling, etc.  

All three assessment instruments were developed with the intent to include a broad sample of 
items covering a range of difficulty to enable the strengths and weaknesses of populations and 
key subgroups to be determined with respect to the components of each assessment 
competency. 

For each assessment instrument, two types of items were developed: 

 The first item type had a constructed-response format in which students had to 
provide their own responses to questions.  

 The second item type was a multiple-choice format in which students were asked to 
choose the correct answer to a question out of four possible choices.  

All three assessment instruments and the three contextual surveys were administered 
electronically during the implementation phase of the feasibility study, with the exception of a 
few students in Kuwait who responded on paper3. More details on the delivery mechanisms are 
provided in Chapter 5. 
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Step C: Translating and adapting assessment instruments and surveys 

The third step of the process (C in Figure 4.1) entails the national translation and adaptation of 
the assessment and survey instruments. In assessments in which more than one language is 
required, careful consideration to translation and adaptation of the assessment and survey 
instruments is needed to ensure cross-language comparability. Literature on empirical 
comparative research indicates that translation issues are one of the most frequent problems 
in cross-cultural surveys. Translation errors are much more frequent than other problems such 
as clearly identified discrepancies due to cultural biases or curricular differences (Harkness 
et al., 2003; Hambleton et al., 2005).  

Guidelines and quality controls guide the translation and adaptation (localisation) process and 
ensure that the translated and adapted items and instruments in all the various languages are 
faithful to the source version of the assessment materials and equivalent to one another. To 
ensure the quality of the localisation process used for the AHELO feasibility study instruments 
and surveys, a set of procedures was structured in two distinct parts4: 

 Quality assurance procedures included defining the localisation design, preparing 
translation and adaptation guidelines (including criteria for the selection of 
translators), resolving early on potential equivalence issues, training national teams 
of translators and related assistance; and providing consolidated monitoring 
instruments in which both team recommendations and translation/adaptation issues 
addressed by countries are documented, followed up and archived. 

 Quality control procedures, checking whether the standards are met and proposing 
corrective action when not. 

Quality control procedures included thorough verification of target versions against 
source versions, effective reporting of residual errors and undocumented deviations, 
expert advice in case corrective action was needed, a final check procedure, and 
standardised quantitative and qualitative reports on how effectively the different 
target versions followed the translation and adaptation guidelines.  

Detailed information on step C is included later in this chapter. 

Step D: Small-scale validation of the assessment and survey instruments 

The fourth step of the process (D in Figure 4.1) consists of the small-scale validation of the 
assessment and survey instruments. This step involves pre-testing, or pilot-testing the items 
developed with students who have the same characteristics as the population targeted for the 
assessment situation. This step provides the opportunity to assess the quality of the items and 
their appropriateness for the testing situation. Where pre-testing settings include a minimum 
of 200 respondents, analyses of the pre-test data provides a basis for selecting or revising items 
for the final instrument. 

In addition to providing data, pre-testing is also an opportunity to collect feedback from 
students, as well as from teachers or faculty, on the instrument and its items, including their 
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insights on the instrument characteristics such as test length, difficulty, and relevance to the 
discipline being tested. 

For the AHELO feasibility study, once the instruments were translated and adapted for each 
country, they were pre-tested and refined based on findings. The pre-testing of each 
instrument involved a small number of students per participating country and in some cases, 
comprised cognitive laboratory procedures, with an initial cognitive walk-through by analysts, 
and a set of cognitive interviews with respondents to review their thought processes 
retrospectively. Respondents were then probed to identify particular steps that might have 
been problematic. 

Step E: Final review of the assessment and survey instruments 

The fifth and last step (E in Figure 4.1) in the development of assessment and survey 
instruments is the final review. Results from small-scale validation activities, feedback collected 
from respondents, consultations conducted with stakeholders all contribute to the final review 
of the instruments. 

Although the previous steps of the instrument and survey development process produced the 
final version of the instrument, only the results of the quantitative analyses determine the final 
set of items that would be used to interpret the results. Despite careful application of the rules 
throughout the instrument and survey development process, it is common that some items do 
not perform as expected and are discarded from data analyses. Consequently, they not 
contribute to the final assessment results. 

We now examine in details how this development process played out in the Generic Skills, 
Economics and Engineering strands.  

The AHELO feasibility study Generic Skills Assessment 

As indicated earlier, the development of the Generic Skills instrumentation did not follow the 
usual development process where the framework is developed first and then followed by the 
instrument development. The development work started with the adaptation of one 
component of the existing US Collegiate Learning Assessment (CLA) instrument (the 
constructed-response section). The development work for the constructed-response section 
was contracted to the Council for Aid to Education (CAE), which operates the CLA. The work 
consisted of selecting two CLA performance tasks (PTs) to assess generic skills, and adapting 
them so that they would be suitable to an international context, and administered in 
90 minutes (see Annex B for an illustrative performance task used in the AHELO feasibility study 
Generic Skills assessment instrument). 

The constructed-response section was complemented by MCQs5, drawing upon an existing 
cross-curricular generic skills test developed by Australian Council for Educational Research 
(ACER). These MCQs required an additional 30 minutes of testing for a total administration 
time for the Generic Skills instrument of 120 minutes. Two key issues in selecting the MCQs 
were considered. First, the MCQs needed to be suitable to translate into a range of languages. 
Second, they needed to be appropriate to use in different cultures. Overall, the items needed 
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to be international in perspective, capable of being appropriately translated, and accessible to 
higher education students. Within the limited amount of testing time available, and taking 
account of the few items it was possible to include, the intent was to collate items that would 
represent a fairly broad and balanced sample of generic thinking skills that can be reported in a 
single score6. 

Work on the AHELO Generic Skills Assessment Framework began in late July 2011 following 
confirmation of the implementation phase by the AHELO Group of National Experts (GNE). The 
development work was led by ACER in consultation with CAE, and with oversight by the TAG. A 
first draft was produced and submitted to the TAG for review. Further consultation and 
development strategies were conducted and the framework was finalised by mid 2012 (AHELO 
Consortium, 2012a). 

Development of the Generic Skills assessment framework  

Many countries are placing ever more emphasis on understanding how to produce graduates 
with general as well as specific skills. These generic skills, or competencies, are often called 
“core”; “key” or “workplace” (transferrable) skills. The AHELO feasibility study’s Generic Skills 
strand explores the possibility of measuring such learning outcomes across HEIs, cultures, and 
languages.  

For the purpose of the AHELO feasibility study, generic skills are considered the general 
abilities, capacities or capabilities deployed in all kinds of cognitive activity. These outcomes are 
seen as broad, enduring skills that, although not domain specific, are developed by frequent 
practice and exercise in specific domains. These skills are those that would be desired of any 
student regardless of subject matter or discipline, and are teachable and learnable. They are 
distinguished from the knowledge or skills of particular performances or domains. Such general 
abilities are the flexible, fluid capacities developed by and used in learning new things.  

Given the nature of the generic skills concept, there are several major challenges in developing 
valid measures of generic skills in higher education. Firstly, different stakeholders in different 
countries must have the same understanding of the concept. Secondly, in developing generic 
skills measurements, generic skills may not be separable from the knowledge or skills of 
particular performances or domains. This could mean that a student’s ability to display a 
generic skill in a particular context could, in part, be determined by familiarity with the context 
(Clanchy and Ballard, 1995). While the issue of testing generic skills can be highly contentious, 
it has been actively undertaken by testing agencies for several decades. 

The original study design to assess generic skills sought to adapt an existing instrument. It did 
not include developing an international version of an assessment framework. As the work on 
instrumentation evolved and MCQs were added, it became apparent that an international 
consensus was needed on the generic skills to be measured. This contributed to the decision to 
develop the Generic Skills Assessment Framework (AHELO Consortium, 2012a). 

The concept of generic skills in the AHELO feasibility study addresses the challenge of generic 
skills testing by targeting the common core of generic abilities. The Generic Skills Assessment 
Framework (AHELO Consortium, 2012a) describes conceptions of generic skills and the 
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construct used in the AHELO feasibility study. It explains the assessment that is used and how it 
relates to this construct. The framework was developed within a short timeframe and in a 
context in which there is little international consensus about “generic skills”, and debate as to 
whether they exist outside of professional, cultural or disciplinary contexts. As such, the 
framework focuses on what appears to be the most significant and general skills on which 
there is most agreement. 

Although the Generic Skills Assessment Framework (AHELO Consortium, 2012a) was developed 
at about the same time as the MCQs, and not prior to the development of the instrument as is 
usually the case, consultations were conducted with participating countries to determine the 
content of the Generic Skills instrument. 

 To determine which MCQs to include in the instrument, a list of items was sent to 
NPMs who were asked to indicate whether each item was suitable or not for use in 
their country. Despite clear country differences in their selection of MCQs, 
convergence emerged on which items were most suitable for use.  

 In the development of the Generic Skills CRTs, NPMs were also asked to provide 
feedback on the suitability of a number of performance tasks for use in their cultural 
context.  

Both consultation processes indicated a certain level of international agreement on the 
assessment of generic skills and contributed to the final shape of the Generic Skills Assessment 
Framework (AHELO Consortium, 2012a). 

However, due to time constraints, the framework development did not proceed with an 
achieved consensus of an international group of experts. Broad consultation with relevant 
experts from around the world would be required to make it more reflective of an international 
consensus on which aspects are important to assess and the degree to which the framework 
accounts for institutional, language and cultural differences. The framework does, however, 
summarise the approach used to assess generic skills in the AHELO feasibility study.  

Development of the Generic Skills instrument  

For the assessment of the generic skills, two types of assessment items were used: 

 CRTs, also referred to as PTs, adapted by the CAE from the CLA; and 

 A set of MCQs provided by ACER. 

The comments above about the nature of generic skills and the characteristics of a generic skills 
assessment apply equally to the CRTs and the MCQs. The CRTs focus more on critical thinking 
than the MCQs as the generative nature of the CRTs lends itself to evaluative questions. The 
MCQs deal with a wider range of topics and various types of thinking than the CRTs, but they 
are not testing generative thinking or writing skills. Complementing each other, both the CRTs 
and MCQs aim at the central core of cognitive skills (AHELO Consortium, 2012a).  

To better reflect the framework targeting the common core of generic abilities, the selection of 
items for the assessment instrument was guided by the principle to minimise the importance of 
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prior knowledge or familiarity with context in the assessed performance. The items selected 
presented students with unfamiliar or generally accessible material, and asked them to 
demonstrate their ability to interpret this material. This strategy aimed to minimise concerns 
about the potentially confounding influence of demography or context on performance as 
much as possible. 

The selection of the two CLA performance tasks was done in February 2010 by the NPMs of 
participating countries at the time7. Selecting the two performance tasks began with an initial 
review by the NPMs of a subset of nine CLA performance tasks used in the U.S. with the goal of 
selecting two that would be most appropriate for international implementation. Choices were 
constrained by time and budgetary constraints, since only two PTs could be selected (instead of 
three initially envisaged). Out of four PTs considered suitable and valid in an international 
context, NPMs selected two for modification and use in the AHELO feasibility study. The subset 
of PTs was selected using the following criteria: (a) universality of PT theme, (b) ease of 
translation based on complexity of language in PT, (c) ease of scoring (based on U.S. experience 
with the CLA). 

Following the selection of the two PTs, NPMs reviewed the contents and suggested 
modifications to fit within their individual country’s context following agreed upon procedures. 
Subsequently, each country’s recommended modifications were collected for review and 
consensus was reached on the two PTs based on the CAE and NPMs’ evaluations and 
recommendations for final development. The CAE modified the two PTs (tasks, scoring rubrics 
and IT administration procedures) following agreed upon modifications and resubmitted the 
two PTs for country approval. 

Subsequently, the two PTs were translated and adapted following an agreed upon localisation 
process. The localisation process included conducting cognitive workshops to obtain 
information on how students think when undertaking the performance tasks. In each 
participating country, a small sample of students was asked to “think aloud” as they carried out 
the tasks. Extensive research showed that “thinking aloud” provided insights into the students’ 
thinking process and thereby verified that the thinking elicited by the performance task was the 
thinking sought. This process was used to verify that the performance tasks measured the same 
thinking across countries  

The MCQs used as the second type of items for the assessment of generic skills, were selected 
from a catalogue of pre-existing items that had already been developed by test writers at ACER. 
In the limited time available to develop these items, it was not possible to develop a shared 
understanding of generic skills across countries, or to conduct a pilot test of the recommended 
items. However, participating countries were consulted on the selection of those MCQs that 
were then adapted culturally, translated, and independently verified.  

Item selection for the MCQs was based on two factors: suitability for translation and cross-
cultural appropriateness. The MCQs needed to be suitable to translate into a range of 
languages and appropriate for use in different cultures. These factors also drew attention to 
the diversity of candidate abilities which were likely to be encountered, and the subsequent 
need for MCQs to be of various levels of difficulty. Overall, the items needed to be perceived as 
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valid internationally, capable of being appropriately translated, and accessible to higher 
education students. 

The Generic Skills assessment instrument was administered between February 2012 and June 
2012 in 9 of the 17 AHELO feasibility study participating countries. A total of 98 HEIs 
participated in this strand, involving 10 657 students coming from different fields of education. 

The AHELO feasibility study Economics Assessment 

The process of development of assessment frameworks was similar for both discipline-specific 
strands. For the sake of clarity we are presenting these separately but this means that similar 
information is repeated under each strand.  

The development of the framework and assessment materials for the Economics strand was 
undertaken by Educational Testing Service (ETS) as part of the AHELO Consortium, along with 
the contribution of several international consultants, while the work was overseen by an 
international Economics Expert Group. The framework was based on the “Tuning-AHELO 
Conceptual Framework of Expected and Desired Learning Outcomes in Economics” (Tuning 
Association, 2009a) and the “QAA Subject Benchmark Statement for Economics 2007”8 (QAA, 
2007), as well as with the consensus of the Economics Expert Group.  

The Economics Assessment Framework defines the domain to be tested and specifies the 
learning outcomes for students in the target group. The Economics assessment instrument 
comprises both a CRT and MCQs. It is designed to be completed in 90 minutes. 

The Economics assessment instrument assesses the skills and knowledge of final-year 
bachelor’s degree students and comprises one CRT and 45 MCQs to provide additional 
coverage (see Annex B for illustrative items used in the AHELO feasibility study Economics 
assessment instrument). The items were translated and adapted by participating countries, and 
their qualitative validation was completed by focus groups and small numbers of students in 
various HEIs within each country. Analysis of the qualitative validation results guided the 
revision and the further development of the instrument for the main administration. 

Development of the Economics assessment framework  

The AHELO Economics Assessment Framework (AHELO Consortium, 2011a) was the guiding 
document during instrument development. Materials were developed in direct consultation 
with the learning outcomes and competencies specified in the framework. The framework 
defines the domain to be tested as follows: 

The AHELO Economics Assessment does not focus on the recall of factual knowledge, 
but rather focuses on ”above content” skills including application of concepts, use of 
appropriate statistical and non-statistical tools, drawing conclusions, recommending 
policy, and being conversant with the ”language of Economics”. 

The framework is based on the following five learning outcomes, all of which specify outcomes 
which students should be able to achieve by the end of their bachelor’s degrees: 
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 demonstrate subject knowledge and understanding; 

 demonstrate subject knowledge and its application to real world problems; 

 demonstrate the ability to make effective use of relevant data and quantitative 
methods; 

 demonstrate the ability to communicate to specialists and non-specialists; and 

 demonstrate the ability to acquire independent learning skills. 

The framework also stipulates that assessment of these learning outcomes should require 
students to use the four competencies below:  

 abstraction 

 analysis, deduction and induction 

 quantification and design 

 framing 

This approach used for the Economics Framework development focused on developing a 
provisional framework with the following characteristics: 

 broadly reflects the current thinking of experts in higher economics education; 

 takes into account the characteristics of the target population – in this case, final year 
“first-cycle” (Bachelor’s Degree) economics students; 

 defines the subject domain in terms of features such as content areas, skills and 
processes and different schools of thought; 

 is specific enough to be useful in the instrument development process, but not so 
limited that the opportunity for the assessment of integrated skills, conceptual 
understandings and “above content” learning outcomes is eliminated; and 

 takes into account cultural and language differences of participating countries. 

From a technical perspective, the Economics Assessment Framework fulfils the requirement of 
a well-designed framework. It defines the domain to be tested and specifies the expected 
learning outcomes for students in the target population. It also offers an overview of the 
instrumentation required to measure the competencies, with discussion of issues such as time, 
language level, item type, scoring, assessment delivery and administration, and reporting.  

International development and validation of the Economics Assessment Framework suggests it 
is possible to define discipline-specific learning outcomes internationally. It was not certain at 
the beginning of the feasibility study that academics from different countries would agree on 
what to measure in the disciplines as well as on an assessment instrument, especially in a social 
science like economics. Therefore an economics strand was included in the feasibility study. 
Consultations and feedback collected indicated that it was easier than expected to get 
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economics experts to agree on what an AHELO should cover and measure. This was due, in 
part, to the decision to assess above content-knowledge and focus on the application and use 
of the concepts and “language of economics”. 

Developing a framework which is conceptually robust, technically referenced and capable of 
efficient operationalisation was crucial for the success of the Economics strand of the feasibility 
study. It is important that key stakeholders see their policy and educational concerns and 
interests reflected in the framework. Numerous cycles of consultation were built into 
framework development. This feedback played an important role in identifying the 
framework’s strengths and limitations. These somewhat summative consultations were also 
used to validate plans regarding the framework’s operationalisation. 

Not all components of the five learning objectives were assessed in the Economics Assessment, 
in part due to the time constraint and the nature of a computer delivered assessment. For 
example, communicating with non-experts orally could not be assessed. Other learning 
objectives were applicable to CRTs rather than MCQs. In any case, the interpretation of the 
results from the administration of the instruments needs to reflect clearly what has been or not 
tested. 

Overall, the Economics Assessment Framework took account of curricula diversity, defined the 
domain being measured, offered a clear conceptual structuring of the domain, and provided 
details of how the domain is to be operationalised for measurement purposes. The Economics 
Assessment Framework was endorsed by the Economics Expert Group. 

Development of the Economics instrument  

The instrument development process used for the Economics strand involved the following 
activities: 

 Identifying and revising relevant items from existing instruments used for similar 
populations to those targeted in the feasibility study. 

 Mapping all potential items against the provisional framework to determine if the 
items have sufficient cultural generality for inclusion in the feasibility study. 

 Working with the Economics Expert Group so that items that contain field-specific 
terminology (such as “demand function” and “utility value”) be translated accurately 
to be clearly understood and valid for students in different countries. 

 Working with the Economics Expert Group to develop a “mini instrument”, consisting 
of approximately 20 MCQs and one CRT, which was not meant to cover the entire 
domain but constructed in such a way that all the tasks included are considered 
appropriate to measure learning outcomes in economics. 

 Linking all the resulting items to the developed provisional assessment framework. 

The allotted administration time for the Economics assessment instrument was 90 minutes. It 
was intended that the assessment instrument include a broad sample of items covering levels 
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of difficulty that enabled the strengths and weaknesses of populations and key subgroups to be 
determined with respect to the components of economics competency. 

Two types of assessment items were developed.  

 The first type of item was a constructed-response format. 

Constructed-response tasks were developed through an evidence-centred design 
process to assess higher order integrative skills as well as communicative 
competencies. They assessed all of the five learning outcomes identified in the 
framework. Each CRT was designed to take students 30 minutes to complete, with 
the assessment instrument including one of these tasks.  

 The second type of item had a multiple-choice format.  

These were designed to assess the same learning outcomes as the CRT but in a 
different manner. They were included to provide a fast and efficient way to collect 
data on students’ economics knowledge, understanding and skills and to 
complement the CRTs in terms of domain coverage. To respond to MCQs, students 
needed to select one correct response out of four possibilities. In total, 50 MCQs 
were designed for students to complete in 60 minutes.  

As CRTs measuring higher order skills need to be scored reliably across cultural and linguistic 
groups, careful consideration was given to developing scoring rubrics for such items. A key 
aspect in the evidence-centred design process, used to develop the CRTs, began with a notion 
of what successful performance on a task might look like. Scoring guides were developed in 
English while the tasks were being developed.  

Test developers and the Economics Expert Group considered how best to weigh the mix of item 
types given the testing time constraints and the desired technical characteristics of the 
assessment instrument. They considered that a 90-minute long assessment instrument would 
ensure appropriate levels of reliability and sufficient content coverage. Although the 
instrument configuration with the highest estimated reliability included only MCQs, such an 
approach would not allow for the kind of content and skills coverage required by the 
framework. 

To validate the items used for the Economics assessment instrument, the following activities 
were conducted: 

 Verifying that all items reflected the consensus view of a group of well-regarded 
international experts to ensure appropriate content representation as well as diverse 
cultural and national perspectives, experiences and priorities. 

 Conducting and recording a small number of cognitive labs and “think aloud” 
interviews with United States university seniors, using drafts of English versions of 
the items. 
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 Holding focus groups using a “mini test”’ with small groups of students in a 
convenience sample of HEIs identified by NPMs and members of the Economics 
Expert Group in each of the target languages. Students were asked to complete the 
items and then asked to complete a small number of evaluative questions about each 
item.   

 Compiling a summary of validity and usability information for each item in a final 
report. 

Focus groups were held to assist in developing the assessment instrument in Phase 1. The 
feedback from the focus groups was used to revise the assessment instrument for testing of 
students in Phase 2. The focus groups also gathered data on candidates’ perceptions of the 
assessment instrument.  

Focus groups on the Economics assessment took place in all of the countries participating in the 
Economics strand of the feasibility study. In each country, focus groups were conducted at 
between 5 and 10 HEIs with volunteer participants. During the focus groups, participants 
worked on a printed version of the assessment instrument which includes a number of tasks. 
Based on the data collected from participants, the assessment instrument was reviewed by the 
translator and assessment developers. During the focus groups, participants were presented 
with either Form A or Form B of the assessment instrument. Each form consisted of one long 
CRT with multiple sub-tasks and twenty-five MCQs to be completed in one hour. One-half of 
the students in each focus group were given Form A, and the other half Form B. 

Focus groups have contributed to identifying the following issues as they relate to CRTs: 

 Given the need for CRTs to assess the above-content learning of final-year economics 
students worldwide, problems related to cultural specificities were written in such a 
way so as to not disadvantage students due to cultural factors. 

 Due to variations in economics programmes in different countries, it was important 
to identify areas of essential commonality in different programmes so as not to 
favour certain candidates over others. The emphasis on above-content assessment, 
however, means that the CRTs were developed with a view towards assessing a 
student’s economics competencies and capacities rather than strictly assessing 
content knowledge.   

 As the CRTs present authentic economics contexts, copyright issues could pose a 
problem. It was important to ensure that materials used in the CRTs could be used 
without restrictions, and in some cases, to gain permission to use data or other 
published information, especially when these derived from official documents or 
reports. 

Focus groups also contributed to identifying the following issues related to MCQs: 

 Due to the nature of economics and the interdependency of content, some items 
could potentially map to multiple framework competencies. Every item, however, 
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was drafted to measure primarily a single component of economic knowledge and 
skill as specified in the framework.  

 Economic principles are often divided into two major components: macroeconomics 
and microeconomics. Careful consideration was given to balancing items so that 
neither one of these components was emphasised over the other. 

After revision and review, the final design of the instrument used for the Economics strand 
contained two CRTs and 48 MCQs. The MCQs were divided into four modules, each with 12 
items and students were presented with all of these in different rotations. Each student taking 
the Economics assessment instrument was presented with one of two CRTs, and was assigned 
randomly a test that contained all 48 MCQs with one of four rotations.  

The Economics assessment instrument was administered between February 2012 and June 
2012 in 7 of the 17 AHELO feasibility study participating countries. A total of 60 HEIs 
participated in this strand, involving just over 6 000 students. 

The AHELO feasibility study Engineering Assessment 

Development of the framework and assessment materials for the Engineering strand was 
undertaken by the AHELO Consortium – specifically ACER, Japan’s National Institute for 
Educational Policy Research (NIER), and the University of Florence. Several international 
consultants contributed to the development. Framework and assessment instrument 
development were overseen by an international Engineering Expert Group. 

The Engineering Assessment Framework9 (AHELO Consortium, 2011b) defines the domain to be 
tested and specifies the expected learning outcomes for students in the target group. The 
Engineering assessment instrument comprises both CRTs and MCQs, and is designed to be 
completed in 90 minutes. 

The Engineering assessment instrument assesses the skills and knowledge of final-year 
bachelor’s degree students and comprises test units developed around a key engineering 
problem coverage (see Annex B for illustrative items used in the AHELO feasibility study 
Engineering assessment instrument). The test units include a range of MCQs and CRTs. The 
items were translated and adapted by participating countries and qualitative validation was 
completed with focus groups and small numbers of students in a range of HEIs within each 
country. Analysis of the qualitative validation results guided the revision and the further 
development of the instrument. 

Development of the Engineering assessment framework 

The Engineering Assessment Framework (AHELO Consortium, 2011b) was the guiding 
document during instrument development. Materials were developed in direct consultation 
with the key competencies, which are set out in more detail in the framework itself.  

The Engineering Assessment Framework was built on the AHELO-Tuning document (Tuning 
Association, 2009b), the AHELO Engineering assessment workshop held at ACER in Melbourne 
in January 2010, the Tertiary Engineering Capability Assessment (TECA) document (Coates and 
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Radloff, 2008), and broader AHELO technical materials. It draws on the processes and practices 
adopted in the PISA literacy surveys (e.g. OECD, 2005). Subsequent drafts incorporated review 
comments from Consortium and Engineering Expert Group members. 

The Engineering Assessment Framework defines the domain to be tested, specifically: final-
year Bachelor's degree students competency is the demonstrated capacity to solve problems 
by applying basic engineering and scientific principles, engineering processes and generic skills. 
It includes the willingness to examine such problems in order to improve the quality of life, 
address social needs, and improve the competitiveness and commercial success of society. 

An assessment instrument must tap into the different aspects of a test taker’s proficiencies. 
Engineering competency entails applying relevant skills and knowledge to solve problems of 
interest to an engineer. Recognising that engineering problems occur in a wide range of 
situations, a representative sample of contexts was selected to elicit the constituent 
components of engineering competency. The contexts in which students need to demonstrate 
their skills and knowledge included both those specific to civil engineering and those more 
generally applicable across a number of fields of engineering. 

From a technical perspective, the Engineering Assessment Framework (AHELO Consortium, 
2011b) developed for the AHELO feasibility study fulfils the requirement of a well-designed 
framework. It defines the domain to be tested and specifies the expected learning outcomes 
for students in the target population. The framework was endorsed by the Engineering Expert 
Group reflecting a consensus on the important learning outcomes. The framework took 
account of curricula developments, defined the domain being measured, offered a clear 
conceptual structuring of the domain. The framework also provided details of how the domain 
was to be operationalised for measurement purposes with discussions of issues such as time, 
language level, item type, scoring, assessment delivery and administration, and reporting. 

However, particular issues of relevance to the review and final development of the Engineering 
Assessment Framework that were identified include: 

 The differences among participating countries and HEIs in their use of concepts 
relevant to the AHELO feasibility study definition of an engineering programme 
assessment, and the implications of these differences to operationalise the 
framework through item development; 

 The relationship between basic engineering and branch-specific competencies, 
including: 

 the extent to which a common set of basic competencies applies across all 
branches and what role that plays in assessing students in their final year of study 
in civil engineering; and 

 how basic competencies can be assumed: as attained by candidates much earlier 
in their study and not assessed; as likely to have been met and assessed by a very 
small proportion of items; or as assessed through a relatively large proportion of 
achievement items. 
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 The structure of representing competencies across the different branches, including: 

 whether the structure of knowledge and understanding of outcomes suggested 
in the AHELO Tuning framework is the best way to represent the outcomes; and 

 whether different scores (or groups of scores) should be weighted equally within 
each branch, and whether they are expected to exist as different scales within 
branches or contribute to a single scale. 

 The role of generic engineering skills, including: 

 how the generic engineering skills described in the AHELO feasibility study Tuning 
framework relate to other (non-engineering) generic skills measured in the 
AHELO feasibility study10; and 

 what proportion of the assessment should be allocated to the assessment of 
generic engineering skills. 

Development of the Engineering instrument 

Following the development of the provisional assessment framework for the Engineering 
strand, an assessment instrument was developed to test one branch of engineering: civil 
engineering. Instrument development involved: 

 identifying relevant items from existing instruments used for similar populations to 
those targeted in the AHELO feasibility study; 

 developing new items for the instrument that will cover different item types; 

 developing scoring guides in consultation with the Engineering Expert Group and 
NPMs to ensure that CRTs measure higher order skills and can be scored reliably 
across cultural and linguistic groups; and 

 mapping all potential items against the established framework, in consultation with 
the Engineering Expert Group. 

The Engineering assessment was expected to be completed by students in 90 minutes. The 
intent was for the assessment instrument to include a broad sample of items covering various 
levels of difficulty that enabled the strengths and weaknesses of populations and key 
subgroups to be determined with respect to the components of engineering competency. 

Two types of assessment items were developed. The first type of item was a constructed-
response format. CRTs were designed to comprehensively assess four key competencies 
defined in the Engineering Assessment Framework: i) engineering generic skills; ii) engineering 
analysis; iii) engineering design; and iv) engineering practice. 

Constructed-response items typically required students to do more than provide a simple 
numerical or short-text response to a question. In the engineering context these items may, for 
example, have required students to complete short engineering designs (typically in their 
specialty branch), describe analytic processes or evaluate and make use of complex data to 
make recommendations or suggest solutions to engineering problems. The CRTs introduced an 
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authentic engineering scenario structure, design, situation or problem in a specific context and 
presented students with a set of items related to that context. The scenario was introduced 
through a range of stimuli including photographs, diagrams, tables and charts. Students then 
responded to a number of items requiring both short answers and longer responses. 

The second type of item was a multiple-choice format. MCQs were designed to assess the fifth 
key competency defined in the Engineering Assessment Framework – basic engineering 
science. They were included to collect data quickly and efficiently on students’ engineering 
knowledge, understanding and skills, as well as to complement the CRTs. They cover a wide 
range of basic engineering knowledge, along with specific above-content competencies. The 
MCQs were also included as a means of verifying the robustness of competencies assessed by 
the CRTs. Applying basic engineering and scientific principles requires proficient understanding, 
results from MCQs should indicate whether students have in fact developed the fundamentals 
that underlie competencies required to analyse and synthesise solutions to complex 
engineering problems. 

Students needed to select one correct response out of four possibilities for the MCQs. In total, 
40 multiple-choice items were developed, grouped in 4 sets of 10.  

The item development team made use, wherever possible, of test items and source material 
submitted by participating countries. Including materials from participating countries helped 
ensure that, from a cognitive and conceptual point of view, test items reflected diverse modes 
of thought, and various cultural and national perspectives, experiences and priorities, 
particularly with a view to considering the possibility of developing an instrument that could be 
used in a broad range of countries in the future. 

Once the assessment instrument was developed, it was submitted to the process of ‘panelling’. 
The purpose of the panelling exercise was to ensure that items performed their intended 
function and were unambiguous.  

The following questions were used during panelling sessions for the review of the assessment 
materials: 

a) Content validity 

i. How does the material relate to the assessment specifications? 
ii. Do the questions test the assessment framework? 

iii. Do the questions relate to the essence of the stimulus or do they focus on 
trivial side issues? 

iv. How will this material stand up to public scrutiny (including project 
stakeholders and the wider community)?  

b) Clarity and context 

i. Is it coherent? Unambiguous? Clear? 
ii. Is the material interesting? Is it worthwhile? Of some importance? 

iii. Is it self-contained? Or does it assume other prior knowledge, and if so is 
this appropriate? 

iv. Is the reading load as low as possible? 
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v. Are there any ‘tricks’ in the question that should be removed? 
vi. When a unit includes more than one item, are there dependencies 

between the items? For example: Does one item give a clue to the next 
one? Would a different order of items within a unit make a difference? If a 
response to one item is incorrect, does this affect possible responses for 
other items in the unit? 

c) Format 

i. Is the proposed format the most suitable one for the item? 
ii. Is the key (the correct answer to a multiple-choice item) indisputably 

correct?  
iii. Are the distracters (the incorrect options to a multiple choice question) 

plausible but indisputably incorrect? 

d) Test takers 

i. How will the test-takers perceive this material? To answer this, panel 
members must imagine the cognitive, cultural and response format 
demands of the items from the point of view of test-takers. 

ii. Is it at the right level, both in terms of the expected ability level, age or 
school year-level(s) of the test-takers? 

iii. Does the material breach any ethical, cultural or other sensibilities? 
iv. Is it likely to be biased, i.e. is it likely to be easier or harder for certain 

subgroups in the assessment population for reasons other than differences 
in the ability being measured? 

v. Is it clear what would constitute an answer to the question? That is, will 
test-takers know exactly what they are being asked to produce (as 
distinguished from knowing how)? 

e) Scoring  

i. Is the proposed scoring consistent with the underlying ability described by 
the assessment domain? Would test-takers possessing more of the 
underlying ability always score better than test-takers with less?  

ii. Is the chosen marking scheme the most suitable one for the purpose? 
iii. Are there other answers that have not been taken into account in the 

marking guide (e.g. those that may not fall within the ‘correct’ answer 
category description, but seem to be correct)? 

iv. Are there different approaches to arriving at the same answer? Do these 
different approaches represent equivalent or different levels of 
proficiency? 

v. Should partial credit be given if part of the answer is achieved? 
vi. Are the scoring criteria practicable for the markers, or are they excessively 

cumbersome? Are the different levels of performance clearly 
distinguishable? 
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After panelling, the items were modified in response to the panel recommendations and finally 
reviewed by the development team and Engineering Expert Group. 

To establish the validity of items and decide on a suitable configuration of items that best 
meets the over-arching goals of AHELO, the following activities were conducted: 

 Mapping items to the conceptual framework. 

 Ensuring that items reflect diverse modes of thought, and various cultural and 
national perspectives, experiences and priorities. 

 Conducting a small number of cognitive labs and ‘think aloud’ interviews with 
Australian university seniors, using drafts of English versions of the items. 

 Pre-testing the ‘mini test’ in-country with small groups of students (focus groups) in a 
convenience sample of HEIs identified by NPMs and by the members of the 
Engineering Expert Group in each of the target languages. Students were asked to 
complete the items and then asked to complete a small number of evaluative 
questions about each item.  

 Compiling a summary of validity and usability information for each item in a final 
report. 

Four focus groups were conducted with final year undergraduate civil engineering students. In 
each of the four focus groups, students were asked to complete three CRTs within 60 minutes. 
A further 60 minutes was then dedicated to discussion and feedback. This process provided a 
chance to obtain some initial data from current students.  

Following data collection from focus groups, the scoring guides were reviewed in light of 
authentic student responses in the different languages. This review allowed the test developers 
to: 

 check and when necessary refine the descriptions of student achievement described 
in the scoring guides in light of actual student responses; 

 refine the guides to accommodate any previously unanticipated valid responses; and 

 supplement the guides with student response examples that are indicative of the 
different substantive categories described in the guides. 

Feedback from the focus groups suggested that the authentic scenario tasks that were 
developed stimulated students’ interest in the tasks (see Boxes 4.1 and 4.2). The aim of the 
focus groups was to gauge the way in which students actually engaged with the assessment 
instrument and thus to inform assessment development. In addition to providing useful 
feedback during discussion, each participating student was asked to fill in a questionnaire 
which asked certain questions regarding the items. 

The students participating in these focus groups provided an overwhelmingly positive response 
in the feedback questionnaire and during the group discussions. They found the CRTs to be 
authentic, practical, clear, interesting and engaging. 
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Focus groups also contributed to identifying the following issues related to CRTs: 

 Given the need for CRTs to assess the above-content learning of final-year civil 
engineering students worldwide, problems related to cultural specificities were 
written in such a way that students from certain countries cannot be disadvantaged 
due to cultural factors. 

 Due to variations in civil engineering programmes in different countries, it was 
important to identify areas of essential commonality in different programmes so as 
not to favour certain candidates over others. The emphasis on above-content 
assessment, however, means that the CRTs were developed with a view towards 
assessing a student’s engineering competencies and capacities, rather than their 
content knowledge.  

 There was concern that students in some countries would find certain contexts 
difficult due to familiarity issues, and that this would affect their results. Allocated 
testing time was another issue. After the focus groups and expert feedback, it was 
deemed that 20 minutes was not sufficient for a student to complete each CRT. Many 
students struggled to complete the CRTs in the designated time during the initial 
focus groups. It was decided to increase the time allocated to 30 minutes per CRT. 

 As the CRTs present authentic engineering contexts, copyright issues could pose a 
problem. It was important to ensure that materials used in the CRTs could be used 
without restrictions. It might be necessary to gain permission to use data and images, 
especially when these are derived from official documents or reports. 

Focus groups also contributed to identifying the following issues related to MCQs: 

 A large proportion of the MCQs selected for inclusion in the clusters needed to be 
revised so that they were acceptable internationally. It was important to maintain 
acultural contexts and content in the MCQs, as with the CRTs. If the content of an 
MCQ was deemed to be country-specific, it was removed from the pool of items. For 
instance, one item assessed student’s knowledge of the specific engineering codes in 
Japan. An item such as this is not within the scope of the AHELO project. 

 There was a wide range of difficulties in the MCQs for possible inclusion. It was 
decided to spread the difficulties across the clusters. Some items were deemed to be 
too difficult, however, as they did not focus on basic engineering sciences but 
contained a more specialised focus for a specific type of engineering student. 

 Furthermore, some items would have taken a student too much time to complete, 
which was not practical due to the time constraints of the AHELO assessment. 

 Several MCQs which focused on non-technical aspects of civil engineering were also 
removed from the pool for two reasons. First, these items mapped to areas of the 
framework that were covered by the CRTs. Second, these items were rather easy and 
it was deemed that any individual with high-level critical thinking skills would have 
selected the correct answer. 
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Box 4.1 - Australia - Students' feedback on the AHELO assessment instruments 

In the first phase of the AHELO feasibility study, ten Australian universities conducted focus 
groups with final year civil engineering students to provide feedback on the assessment items that 
were drafted for the project. There were two types of items examined by students: a constructed 
response task (which requires students to respond to a range of stimuli in order to present 
solutions to authentic problems) and multiple choice questions (relating to basic engineering 
science). Students were asked to complete the items, individually fill out a survey detailing their 
opinions about the items and then engage in a discussion with their fellow students about the 
assessment.  

Overall students from Australia who participated in the focus groups saw the assessments as 
having content relevant to their coursework and being in a format that was new and challenging.  

Typical feedback from students relating to the constructed response task included: 

 “It’s a realistic problem which made me think and understand that the knowledge I learned 
from university is being applied in the real world”;  

“Interesting question which challenges people to think. A real situation for real application 
was interesting”; and 

“It is a real project - I may meet the same problem in my future career. It was challenging for 
me”.  

For the multiple choice questions feedback included:  

“It was a very comprehensive summary of most things related to civil and structural 
engineering. Personally good to revise”;  

“Interesting and challenging questions. Have to think critically and apply the skills learnt in 
past four years. Very relevant to my program”; and  

“The task covered a broad range of knowledge”. 

NPM for Australia 

The Engineering assessment instrument was administered between February 2012 and June 
2012 in 9 of the 17 AHELO feasibility study participating countries. A total of 70 HEIs 
participated in this strand, involving just over 6 000 students. 

The AHELO feasibility study Contextual Surveys 

The contextual framework and survey instruments were designed by experts from the Centre 
for Higher Education Policy Studies (CHEPS) in the Netherlands and the Center for 
Postsecondary Research (CPR) in the United States, based on work carried out by the OECD, the 
AHELO Group of National Experts and consultants.  

The development of the framework was undertaken through research and consultation, and by 
seeking the expert opinion of various groups and individuals from all over the world. Feedback 
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from consultations was used to finalise the framework and provided a basis for instrument 
development, validation, small-scale testing and delivery. 

Three context survey instruments were developed to identify factors that could shed light on 
observed learning outcomes of the target population: i) a Student Context Instrument (SCI); ii) 
a Faculty Context Instrument (FCI); and iii) an Institution Context Instrument (ICI). In addition, 
various indicators were specified to be collected at the national level in the National Context 
Instrument (NCI) to provide additional context data. 

Development of the Contextual dimension framework 

The Contextual Dimension Assessment Framework (AHELO Consortium, 2011c) was developed 
and validated which, for the purposes of the AHELO feasibility study, reflected an international 
consensus on the important contexts that shape higher education learning outcomes. The 
development work built on work already completed by the contracted contextual dimension 
experts (Ewell et al., 2009). 

In broad terms, the framework for the context survey instruments set the conceptual focus and 
scope for this aspect of the work, provided the technical foundations for managing collection, 
analysis and reporting, and enhanced the efficiency of the assessment. 

As with the frameworks developed for the assessment instruments, a number of guidelines and 
processes were observed in developing the framework for the context surveys. The framework 
was designed with the following principles: 

 To reflect the views of the participating countries as well as the thinking of leading 
experts in the field. Input from countries, AHELO’s Technical Advisory Group (TAG), 
the Economics and Engineering Expert Groups and AHELO’s Stakeholder Consultative 
Group (SCG) has been critical. Individuals and groups have worked together with the 
design team to reach consensus on how best to measure the constructs. 

 To take into account the characteristics of the target population. The AHELO 
feasibility study is being conducted in a wide range of countries. Countries vary 
culturally, in how higher education fits into society and in many other ways. These 
country and cultural differences have been taken into account by the design team, 
countries and experts. 

 To define the constructs to be measured in the contextual surveys, help 
operationalise the constructs, specify item characteristics and design parameters, 
and provide a template for mapping context items. 

 To reflect the relative importance of constructs and scales so that question inclusion 
can be decided and communicated to the various stakeholders. 

The development work on the contextual dimension began with a series of background 
reviews. This integrated series of reviews detailed relevant substantive, pragmatic and 
technical considerations relevant to development.  
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Using existing work as a guide, an extensive review of relevant research was conducted. 
Methodological papers were considered so as to highlight potentially important technical 
characteristics of the surveys. This research helped further establish the relevance of the 
concepts to be addressed, to chart technical characteristics of surveys in use, and to clarify and 
position the development approach. The review was international in scope. 

Simultaneously, an audit of existing context survey resources and practices was conducted. This 
focused on initiatives that are international, national and institutional in nature. These three 
levels of analysis are important as many contemporary collections are trans-national rather 
than national in focus, and many of the largest collections are cross-institutional in nature. 

A database of relevant and available survey items was compiled. These were categorised 
according to pertinent substantive, technical and practical criteria. An attempt was also made 
to source psychometric information on selected items. The item inventory was intended to be a 
working document that would facilitate the item development process. 

The review considered what existing documentation was available in participating countries 
and HEIs with a view to minimising data collection, and reducing the burden on participating 
countries. This required reviewing the confidentiality, currency and reliability of existing 
information. This audit was undertaken via NPMs, in parallel to the research review, and 
through direct liaison with selected HEIs and research institutes.  

The results of the reviews were analysed and condensed into a synthesis of existing research 
and practice. This was based directly on existing work undertaken by both the U-Map project 
(Van Vught, 2009) and Ewell et al. (2008, 2009), providing validation and extension where 
necessary. Documentation of the background reviews was an intrinsically important activity, 
but the main operational purpose of doing this was to inform the formation of a parsimonious 
but sufficiently rich framework. 

The framework helped maximise collection efficiency while at the same time ensuring 
conceptual alignment and technical rigor. A single high-level framework was developed to 
situate the constructs and variables to be measured, assist with item generation and 
management, and facilitate statistical analysis and reporting. 

The structure proposed by Ewell et al. (2009) aligned well with the hierarchical input-process-
output framework. Over the years, this basic but robust framework has been used across a 
large number of diverse education systems and contexts (Bottani and Tuijnman, 1994; Astin, 
1978 and 1985; Ewell and Jones, 1996; Jaeger, 1978; Nuttall, 1994). The most established 
contemporary international manifestation is the OECD’s indicators of education systems (INES) 
framework (OECD, 2004). To build links with other analytical and empirical work, the INES 
framework used the general organising principle. The INES framework organises policy and 
educational issues to be considered in the AHELO feasibility study using two dimensions: 

 the level of the country higher education to which the resulting indicators relate 
(systemic, provider, instructor, learner); and 

 whether they relate to outputs or outcomes, policy-amenable determinants of these 
outcomes, or antecedents or constraints. 
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This structure was populated with variables nominated by Ewell et al. (2009), the GNE and 
additional background reviews. As illustrated by Ewell et al. (2008), a wide variety of context 
variables could be addressed by the AHELO feasibility study. Given the need for parsimony, the 
following priorities were used to guide the selection: 

 Is the construct of policy relevance and interest? Is the issue of timely interest? Is 
there a public interest in the particular issue? Will the information obtained be of 
value in understanding student performance and other outcomes and taking steps to 
improve them? Is the issue related to a construct in which trends over time are of 
importance? 

 Is the factor appropriate for international assessment? Is the issue one that can be 
addressed cross-culturally? That is, will it have a similar meaning across countries? 
Will comparisons relate to important policy issues? Is addressing the issue in the 
AHELO feasibility study adding value beyond what might be accomplished with an 
institutional evaluation? 

 Within the context of the AHELO feasibility study design, is it technically feasible to 
address the issue? Are the variables used to address the issues reliable and valid? Do 
we know that from prior variable usage, or from the research literature? Is the time 
and cost associated with the variables used to address the issue reasonable? How do 
we evaluate whether items are working properly? Are there less expensive ways to 
collect the information?  

The INES structure provided a sufficiently broad foundation locating the concepts of interest to 
the AHELO feasibility study contextual dimension. Following the process detailed in the 2003 
PISA Technical Report (OECD, 2005) and the European Commission sponsored U-Map project 
(Van Vught et al., 2008; Van Vught, 2008 and 2009), additional dimensions were added to this 
framework to both reflect the multidimensional nature of contemporary conceptions of higher 
education quality and enable specification of substantive concerns at a relevant level of detail. 
The resulting framework was designed to identify specific links between various factors and 
design analyses that explore the direct or indirect relationships between these. 

The Contextual Dimension Assessment Framework specifies the rationales for developing 
surveys as part of a contextual dimension of the AHELO feasibility study: 

 First, to help assess the feasibility of capturing contextual variables across different 
countries and institutional contexts in valid and reliable ways. 

 Second, to help test psychometric analyses to identify relevant contextual variables 
for longer-term development and demonstrate the analytical potential of the AHELO 
feasibility study for institutional improvement. 

 Third, to help manage sampling, data collection and quality control and, finally, to 
inform bias analyses undertaken as part of the objective assessments. 

From a technical perspective, the Contextual Dimension Assessment Framework fulfils the 
requirement of a well-designed framework. The framework situates the constructs and 
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variables to be measured, assists with item generation and management, and facilitates 
statistical analysis and reporting. Broad consultation took place to seek the expert opinion of a 
range of groups and individuals (notably the AHELO GNE, TAG, SCG, Economics Expert Group, 
Engineering Expert Group, and the AHELO Consortium). NPMs and members of the SCG were 
able to provide comments on specific indicators via an online survey. The resulting framework 
is reflective of an international consensus about important learning processes and outcomes.  

Development of the Contextual dimension surveys 

With the framework in place, three surveys were developed to be conceptually and 
psychometrically linked: i) an SCI; ii) an FCI; and iii) an ICI. In addition, a range of indicators was 
specified for collection at the national level to provide additional context. 

Additional information at the institutional level was also required to assist with management, 
sampling, fieldwork, analysis and reporting. NPMs and Institution Coordinators (ICs) also 
collected the information that was absolutely necessary, from a technical and practical 
perspective, to implement the feasibility study.  

The approach used to develop and validate the context items align with those used for the 
assessment instruments. Its defining features were that it would be highly consultative, phased 
and conceptually based. In recent years, the approach has been tested and refined in several 
national and international studies. It is detailed here in terms of defining design specifications, 
mapping and drafting items, qualitative testing, quantitative testing, and final review. The same 
approach was used for all instruments regardless of variation in the target population. 

Survey instrument development was guided by a number of general design considerations to 
enhance the power of measurement and ease of administration. These aligned with the 
standards set for international data collections (Schmidt and Cogan, 1996; Mullis, Martin and 
Stemler, 1999; Siniscalco and Auriat, 2005), characteristics of large-scale existing context 
assessments (for instance: NSSE, 2008; AUSSE, 2009) and linked with other survey design 
specifications recorded during the background reviews. 

In summary, the surveys developed for the contextual dimension, were designed to: 

 measure the target constructs; 

 have high levels of face, content and construct validity; 

 provide reliable and precise measurement of target constructs; 

 be efficient to administer, analyse and report; 

 align with and enhance existing instruments and practices; and 

 provide a basis for ongoing research and development. 

Item specifications were set to enhance the quality of measurement and minimise response 
interference effects. Item specifications were defined from studies that have sought to 
determine the characteristics of effective survey items (Kuh, 2002; Laing et al., 1988; 



133  AHELO Feasibility Study Report - Volume 1   

  

© OECD 2012 

Yamaguchi, 1997; Converse and Presser, 1989; Andrich, 1993; Bradburn and Sudman, 1988). 
Such specifications included, for instance, that: 

 items should be as succinct as possible; 

 grammar and spelling should be accurate; 

 the cognitive demand of each item should be less than the cognitive demand of the 
phenomenon being measured by that item; 

 only a single phenomenon should be tested in each item; 

 each item should have distinct and independent content; 

 items should be distributed across the range of the variable; 

 use of negative phrasing should be minimised or avoided; 

 the information should be known to the respondent; 

 items should refer to recent activities; 

 items should be reviewed for possible bias to environmental or individual contexts; 

 items should be phrased clearly and unambiguously; 

 item design should encourage serious and thoughtful response; and 

 items should not threaten, embarrass or violate the privacy of the respondent or 
encourage them to respond in socially desirable ways. 

The surveys were designed to be completed within 15 minutes. 

The work to operationalise the multidimensional framework for the purposes of measurement 
involved identifying the desired level and unit of analysis for each construct in the framework, 
and then mapping the constructs to the different surveys, potentially in a many-to-many 
fashion. This exercise linked the framework with the instruments and charted the data 
structures and algorithms required for item sampling.  

On this basis, initial item drafting and review began. For this, the item inventory compiled 
earlier which contained the most advanced items in use in relevant existing instruments. Every 
effort was made to link with widely used available resources, including through establishing 
licensing arrangements that may be required.  

The items were drafted with reference to the underpinning assessment framework, a process 
that was managed continuously throughout the development. This mapping process provided 
information about how each survey item fit in the framework and how the combination of 
survey items in the surveys and existing resources achieved the overall measurement goals 
described in the framework. 

Items were developed for use in online versions. The survey items and materials were first 
developed in English. The translation of the surveys into the languages used in participating 
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countries was the responsibility of participating countries. However, central management of 
the surveys and their development was needed to ensure that cross-national comparability of 
instruments is achieved in the translation process. 

Feedback on the draft surveys was sought from a range of stakeholders. This feedback helped 
refine and shape items to align them with the assessment framework, educational contexts, 
existing quality assurance activities and research foundations. 

It was essential that appropriate language be used in the instruments. An appropriate reading 
level was set, as common semantic conventions. 

A series of focus groups were held to capture student and faculty insights into the range and 
characteristics of the items. The small-scale trial tests collected data to undertake an initial 
psychometric examination of the context survey items, and provided further information that 
would help refine items and scales.  

The survey instruments were distributed to a heterogeneous sample of current learners. The 
faculty-focused instruments were distributed to a sample of current faculty with teaching 
activities. For efficiency, these tests were conducted online. Data was entered, verified and 
compiled into files for analysis. Around 50 staff and 200 students were asked to take part in this 
field test of the student and faculty survey instruments. 

At the same time, NPMs were allowed to remove any items from localised versions which they 
felt were entirely inappropriate for the local context, or add items which had been approved by 
the AHELO Consortium. This occurred principally in the instruments for Institutional 
Coordinators. 

The Expert Groups from all strands provided input into the process of item development for 
the survey instruments. This included both thinking about how key reporting issues can best be 
addressed, and what particular wording in the questions was most likely to produce sound 
items with good psychometric qualities, i.e. valid and reliable. 

A range of psychometric analyses were conducted to explore the characteristics of learners’ 
interactions with the student survey items, the behaviour of the items, and relationships 
between items and target constructs. Technical reviews and developments were undertaken to 
bring together the various validation activities, cross check the measurement properties of the 
instruments, and develop a range of resources for managing and analysing the items and 
instrument. 

The final set of items was proofed and cross-checked against project objectives and survey 
instrument specifications. The items were reviewed in terms of the generic measurement 
criteria specified at the start of the development. The item mapping initiated at the start and 
managed through the development process was verified. 

A codebook was developed to manage the operationalisation of the items, assist with item 
sampling, underpin data file production, and guide analysis and reporting.  

The contextual survey instruments were administered between February 2012 and June 2012 
in all of the 17 AHELO feasibility study participating countries. Contextual data was collected 
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from 22 977 students, 4 807 faculty in 248 HEIs, providing critical insights into environmental 
and demographic factors relevant to learning outcomes. 

Box 4.2 ‑ Mexico ‑ Students' feedback on the AHELO assessment instruments 

Students participating in AHELO showed their appreciation for this test. They answered a 
questionnaire related to the contextual dimension; additionally, various HEIs conducted informal 
motivational surveys to learn about the students’ motivation and performance on the test.  

For the Generic Skills strand, most students answered that they were unfamiliar with constructed-
response tests, but they considered them engaging and challenging. For some of them, this kind of 
test is quite unusual and, they would like them to be used during the learning process. They also 
wanted to know the results of their performance on the test.  

For the Engineering strand, students expressed that the test was interesting, especially the open 
questions section in which they applied their knowledge to solve problems. Some of them 
observed that the test included some topics that they did not study in their course curriculum but 
they believed that their knowledge helped them to solve it anyway.  

For the Economic strand, surveys were conducted prior to the test during the focus groups. In 
these groups, students said they liked the test although they would rather have something more 
qualitative. They noticed that many items were about knowledge from the first semesters so they 
could not recall them easily. 

NPMs for Mexico 

Localisation of assessment and survey instruments  

Two major aspects needed to be assessed when considering cross-cultural and cross-linguistic 
generalisability of instruments: i) how well participants met the established technical standards 
for detailed translation, adaptation and verification (localisation) processes; and ii) 
psychometric analyses results providing evidence of data comparability across contexts11.  

The section below focuses on how the procedures used for localisation of assessment and 
survey instruments were undertaken in the study. The following steps were followed:  

 A preliminary examination of test materials was conducted by a panel (test 
developers, verifiers, domain specialists) to anticipate potential adaptation issues, 
ambiguities, cultural issues or item translatability problems. The information 
gathered at the earliest stages was integrated into a centralised record of the 
translation and adaptation history of each item. 

 The AHELO feasibility study Translation and Adaptation Guidelines (AHELO 
Consortium, 2011d) were developed to assist national translation teams. This 
document includes general as well as item-by-item guidelines for individual 
instruments and surveys. It provides a list of mandatory, desirable or rejected 
adaptations that should be reflected in the centralised monitoring tool for 
translation, adaptation and verification. The item-by-item guidelines draw the 
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translators’ attention to possible terminology problems, translation traps, literal 
matches (e.g. between stimuli and items), patterns in response options, etc. The 
guidelines were produced jointly by test developers, domain experts and linguists. 

 A file management system was used to coordinate file transfer between participating 
countries. Instructions on how to use the SoNET environment to develop national 
versions of the instruments and surveys were provided to translators.  

 Double translation and reconciliation was used to translate and adapt instruments. 
Participating countries were asked to prepare two independent translations of test 
instruments and survey items into their target language(s). A reconciler merged the 
two independent translations and prepared a final national version. The translation 
and adaptation of the constructed-response items scoring rubrics followed a slightly 
different approach. It was suggested that countries produce a single translation of 
the coding guides and have this translation vetted by their local domain specialists. 
The translation team then checked for thorough equivalence of the translated 
scoring guides to ensure that scorers in each country shared the same understanding. 

All source instruments were prepared in English. For each field implementation, a number of 
distinct instruments required translation, including constructed-response tasks, multiple-choice 
items and student, faculty and institution context surveys. The majority of countries tested 
students in one language, with the exception of Egypt and Kuwait which offered students the 
option to take the test in either Arabic or English (see Box 4.3) 

Box 4.3 - Kuwait ‑ Assessing students in a multicultural society 

As an important multi-cultural center of the Gulf and the larger Middle East, the State of Kuwait 
operates on a multi-language platform in all sectors of society both publically and privately. Bi- and 
even tri-lingual competencies of Kuwaiti society are becoming the norm rather than the exception, 
which is made apparent by the range of international academic curricula that are operational from 
K-12, undergraduate as well as graduate education and beyond. The State of Kuwait thus chose to 
provide its educational institutions with the option of assessing its students’ competencies in a 
language that best reflected its curriculum, its students’ cultural and academic profiles, and in 
accordance with the pre-dominant academic language that is operational at each respective 
institution/college.   

In the case of students majoring in Quranic studies who took the written test over and above the 
computerized platform: the National Committee believed that students in more traditional majors 
were less comfortable with the computerized technology and word processing when applied to 
the Arabic language. The committee believed that the assessment of student’s generic skills should 
not be hampered by the student’s inability or discomfort with the method of assessment and the 
platform used for assessment. The committee thus decided that providing those students with the 
option of the handwritten test eliminated a variable that could potentially discriminate students 
who are not sufficiently competent in Arabic word-processing. 

NPM for Kuwait 
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The number of translation, adaptation and verification activities required for the feasibility 
study was substantial. In all 120 translation and adaptation activities took place. All of these 
processes were subsequently verified, resulting in 240 activities overall. Detailed information 
about the processes used to localise instruments used in AHELO can be found in the AHELO 
Country Profiles Translation and Adaptation Process (AHELO Consortium, 2012b). 

In AHELO, as in many major international assessment studies, the localisation process followed 
mostly the decentralised model in which National Centres were each responsible for localising 
assessment materials for use in their respective systems while the AHELO Consortium guided 
and assisted the systems throughout the process. In specific cases, however, an alternative 
approach was used due to the lack of available time to implement the decentralised model. To 
accommodate the large volume of work and tight timelines, three types of workflows were 
used to implement localisation processes. These types are indicated by the letters A, B and C in 
Table 4.1. 
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Table 4.1 - Country localisation workflows  
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Abu Dhabi English (Abu Dhabi)     A A B B   B 

Australia English (Australia)     A A B B   B 

Belgium (Fl.) Dutch (Flanders)   A A   B B  B  

Canada (Ontario) English (Canada)     A A B B   B 

Colombia Spanish (Colombia) B C   A A B B B  B 

Egypt Arabic (Egypt) B C   A A B B B B B 

Egypt English (Egypt) B C A A A A      

Finland Finnish B C     B B B   

Italy Italian   A A   B B  B  

Japan Japanese     A A B B   B 

Korea Korean B C     B B B   

Kuwait Arabic (Kuwait) B C     B B B   

Kuwait English (Kuwait) B C     B B B   

Mexico Spanish (Mexico) B C A A A A B B B B B 

Netherlands Dutch   A A   B B  B  

Norway Norwegian B C     B B B   

Russian Federation Russian   A A A A B B  B B 

Slovak Republic Slovak B C A A A A B B B B B 

USA (CT, MO, PA) English (USA) B C     B B B   

Workflows A and C were both decentralised translation models. Workflow A was managed by 
the AHELO Consortium and Workflow C by CAE. While differences between the two approaches 
existed, they had similar characteristics. First, centralised tools and documentation was 



139  AHELO Feasibility Study Report - Volume 1   

  

© OECD 2012 

prepared for National Centres detailing how the adaptation and translation processes should 
take place. Second, National Centres received training in implementing the translation 
approaches.  

A dual translation model was used in each country, with two translators working independently 
to provide a full translation of the relevant instrument into the testing language. Country teams 
then determined the best reconciled translation, taking account of the strengths of each 
version. This was then verified by the AHELO Consortium or an agency working with CAE. The 
localisation process provided an opportunity for some countries to cooperate on this activity 
(see Box 4.4). 

Box 4.4 - Country cooperation on translation 

Netherlands and Belgium (Flanders) 

The Netherlands and Belgium (Flanders) both participated in the Economics strand. The Flemish 
team joined Phase 1 at a rather late stage. This created an unfortunate delay in their progress. This 
delay could only be handled thanks to a generous offer of cooperation from the Dutch team. Both 
countries use Dutch as their national language. They even have a linguistic union and this 
guarantees that the same grammatical and spelling rules are applied. In such a situation it was 
evident that a close cooperation in the translation of the questionnaires and handouts could be an 
advantage to both teams.  

The Dutch team made their translation of the initial set of questions for the economics test 
available to the Flemish team. When this translation was submitted to a Flemish expert team to 
assess the extent to which it could be applied to their country, it turned out that there were 
considerable cultural differences between the two countries on how some of the questions were 
phrased. The wording of some questions, though perfectly understandable, sounded rather 
strange and artificial to Flemings. They needed to be adapted to avoid negative reaction from 
students. In some cases the translation of technical terms, though correct, was assessed as 
inadequate for use by Flemish students. These translations were adapted or supplemented with 
the original English terminology. The same procedure was applied to the final version of the 
economics test in Phase 2.  

The advantage of such cooperation between countries using the same language is evident. The 
tasks in the translation procedure can be split between the teams and this lowers the work load. 
But they must be aware that, due to cultural and linguistic differences, a round of adapting the 
translated instruments to the national culture is a must. 

NPM for Flanders 
Colombia and Mexico 

Colombia and Mexico were the only two Spanish speaking countries that participated in the study. 
Both countries´ leading teams made an agreement to share translations of different materials. 
These include guidelines, workshops and test materials of the two common strands they 
participated in: Generic Skills and Engineering. The possibility to cross check Spanish translations of 
test materials enabled a higher validity of the comparison of results between both systems. 

NPM for Colombia 
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The purpose of verification was to ensure linguistic correctness and cross-system equivalence 
of the different language versions of AHELO instruments. For the Economics and Engineering 
strands, one of two verifiers was a domain specialist. This was the first time in an international 
study that a domain specialist had been involved in the verification process. This added 
element ensured that the translation of domain-specific terms was reviewed by an expert in 
the testing domain. 

In countries which tested in English, translation was not required but adaptation was 
nevertheless used to ensure that the instrument was entirely appropriate to the country 
context in which it would be used. The changes made were then verified. 

Workflow B was used for Generic Skills multiple-choice items and for the contextual surveys. 
Due to the late decision to include these elements in AHELO, there was insufficient time for 
Workflows A or C to be followed. In Workflow B, instruments were centrally translated by 
BranTra, part of the AHELO Consortium and then provided to National Centres for review and 
adaptation prior to verification.  

National Centres appreciated the use of centralised translation mainly because the translation 
cost was borne by the AHELO Consortium, reducing the burden on country resources. At the 
same time, this approach was much faster than the decentralised approaches used in 
Workflows A and B. A drawback, however, was that National Centres felt a lesser sense of 
“ownership” over their system versions of the instruments.  

Most NPMs provided positive feedback on the translation, adaptation and verification of test 
and context materials. The majority of NPMs found the process to be professional and 
straightforward, standards high and support and feedback from cApStAn (in relevant strands) 
excellent. The use of Adaptation Translation and Verification (ATAV)12 spreadsheets was 
welcomed by NPMs, with one commenting that “ATAV is a system that gives all parties an 
overview of the translation process and it also makes it possible to ‘argue’ a point or a 
position”. 

Several countries did nevertheless offer suggestions on desired improvements for the future: 

 In the Generic Skills strand, the translation process for the performance tasks 
materials was reported to be challenging and more time-consuming than first 
estimated by some countries. For instance, the texts were much longer than 
expected at the time of estimating costs in order to secure funding for ATAV 
activities. 

 In the disciplinary strands, countries pointed out the importance of involving domain 
experts early in the translation process to support NPMs when translating the 
instruments. Those experts should be familiar with the relevant field in the country 
and could provide not only technical feedback, but also feedback on idiomatic 
expressions and wording. 

 Several countries recommended improvements in the schedule of the item 
translation and adaptation process. Countries recommended that the translation and 
adaptation process should only begin once the test instrument is fully understood. 
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For instance, it was suggested to review test materials including questions, 
benchmark papers, and samples of students’ answers before completing translation 
and adaptation activities. 

 There was also feedback from one NPM who indicated that it would be beneficial to 
have “less focus on word to word equivalence, and more focus on substantive 
equivalence”. One NPM in the Generic Skills strand, for example, asserted “to be sure 
we need [the] expertise of [a] translation and adaptation expert but it is not enough”.  

 With respect to training and ongoing support, several NPMs recommended follow-up 
support, for example, through an online chat.  

 Finally, a number of NPMs recommended that, in any future AHELO main survey, the 
key manuals used by ICs, TAs and LSs undergo a formal ATAV process. 

Overall, the localisation of the study assessment instruments and contextual surveys to be 
delivered to students, faculty and ICs in the language of instruction at participating institutions 
throughout seventeen countries involved a number of detailed, time consuming and complex 
activities. 

The objective of localisation was to obtain the highest possible level of equivalence across 
countries as well as languages. As such, it was imperative to ensure that each assessment item 
tests the same skills and brings into play the same cognitive processes as the original version, 
while being culturally appropriate within the target country. 
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NOTES 

 
1  Initially, the feasibility study design did not envisage the development of a framework for 

the Generic Skills strand since the decision was made to adapt an existing instrument 
developed in the United States and, consequently, its underlying theoretical 
underpinning. However, during the unfolding of the feasibility study the TAG and some 
stakeholders felt a need for a Generic Skills reference framework while discussing the 
validity of the Generic Skills Instrument in an international setting. The decision was thus 
made by the AHELO Consortium to also develop a Generic Skills framework. 

2  The later addition of multiple-choice items to the Generic Skills Instrument required 
extending the administration time for this instrument to 120 minutes. 

3  The only exceptions are for a few students in Quranic studies in Kuwait who responded to 
the test on paper as a result of limited exposure to computer use in their programme.  

4  This is covered in more details later in the chapter.  

5  The decision to complement the Generic Skills CRTs with MCQs was based on the TAG’s 
recommendation, made in April 2011, to provide additional data for quality control, 
equating, DIF analyses, and scaling of the assessment instrument results. 

6  Due to scheduling, time and resource constraints, MCQs were not subjected to qualitative 
review by students or faculty.  

7  Finland, Korea, Kuwait, Mexico, Norway and USA (CT, MO and PA). Three countries joined 
the Generic Skills strand after the selection of performance tasks was made: Colombia, 
Egypt and the Slovak Republic. 

8  Subject benchmark statements provide a means for the academic community to describe 
the nature and characteristics of programmes in a specific subject or subject area. They 
also represent general expectations about standards for the award of qualifications at a 
given level in terms of the attributes and capabilities that those possessing qualifications 
should have demonstrated (QAA, 2007). 

9  Among the broad range of engineering fields, the field of civil engineering (hereafter, 
“engineering”) was selected for the AHELO feasibility study to test whether it was 
possible to produce an assessment in a scientific professional discipline. 
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10  The TAG suggested comparing student performance results on generic skills discipline 

items, such as those identified in the Engineering framework with those generic skills 
assessed within the Generic Skills strand, taking advantage of the four countries 
administering both strands to conduct cross-testing with the same body of students in 
each country. However, the recommendation could not be pursued due to time 
constraints. 

11  Psychometric analysis results will be presented in Volume 2. 

12  The AHELO Translation, Adaptation and Verification (ATAV) workbook was used to track 
detailed transaction-level records of any changes made to the source version of the 
document for management, analysis and audit purposes (see AHELO Consortium, 2012d 
for more details).  



147  AHELO Feasibility Study Report - Volume 1   

  

© OECD 2012 

CHAPTER 5 
 

IMPLEMENTATION 

This chapter goes through the various aspects of the second phase of the feasibility study, 
the implementation. It looks at the process of selection of participants (including 
sampling), assessment delivery, response rates and scoring.  
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Management of AHELO implementations in countries and institutions 

National higher education systems and volunteer higher education institutions (HEIs) played a 
key role in assessing practical feasibility of the AHELO study. When the terms of reference for 
the AHELO feasibility study were published in 2009 (OECD, 2009), 10 countries indicated their 
intention to participate in 11 field implementations: four in the Generic Skills strand, four in the 
Economics strand and three in the Engineering strand. By the time student testing sessions 
started in 2012, 17 countries had joined the study and the number of field implementations 
(i.e. strand and country combinations) had reached a total of 25.1  

AHELO participating countries first had to set up national infrastructure for both 
instrumentation and implementation phases of the study. The role of the NPM or National 
Centre was to act as an intermediary between the OECD, government agencies, the AHELO 
Consortium, institutions and other stakeholders, and to coordinate all AHELO activities within 
that country (See Figure 5.1). Within countries, the AHELO National Centre and roles of 
National Project Managers (NPMs), Institution Co-ordinators (ICs) and Test Administrators (TAs) 
were most directly relevant to survey operations, and more specifically, test administration. 

Figure 5.1 - AHELO feasibility study communications structure 

 

Whether or not countries chose to establish their National Centre as part of a government 
structure or as part of a university research group, they were required to identify a NPM who 
would assume the coordinating role for the implementation of the study in their country (see 
Box 5.1). All communications between the AHELO Consortium and those involved in 
implementing the study at the national level were channelled through the National Centres at 
country level.2 ICs were responsible for all communications with students, and usually with 
faculty, although in some cases National Centres communicated directly with faculty. Lead 
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Scorers were responsible for managing the system scoring team and liaised closely with 
National Centres.  

 

Box 5.1 - Key players within countries 

National Project manager (NPM) 

The NPM was responsible for implementing the AHELO feasibility study at the national level, and 
ensuring that all required tasks were carried out on schedule and in accordance with the 
prescribed technical standards and operations guidelines, and for documenting processes 
implemented at national level. NPMs were also responsible for attending international 
conference calls and meetings, recruiting different groups of experts, coordinating country level 
general meetings with institutions and other stakeholders, including policy level discussions. 

Institution Coordinator (IC) 

The AHELO feasibility study implementation procedures required an IC to be appointed at each 
HEI participating in the study to ensure a successful assessment and standardized 
implementation of the assessment. In addition to liaising closely with the NPM, the IC’s role 
involves assisting the NPM in the drawing of student and faculty samples, providing institutional 
information, and working with TAs to organise test administration and context instruments. ICs 
were responsible for maintaining test security and were required to report all deviations from 
the survey procedures to their NPMs (AHELO Institution Coordinator Manual, AHELO 
Consortium, 2011a). ICs were responsible for selecting and training TAs to manage testing 
sessions. 

Most of the ICs held relatively senior roles in their HEIs and this influenced the support they 
received from their HEI. Mandatory training for ICs – including training on the use of the test 
system – needed to be arranged about 1-2 month prior to testing. At some HEIs a large number 
of people were involved in implementing AHELO, with teams of up to 23 individuals in some 
HEIs, including administrators, IT specialists, TAs and graduate students. In other HEIs, ICs 
managed all activities themselves, which they found quite burdensome.  

Test Administrators (TAs) 

TAs also played an important role in making sure that test administration was carried out 
smoothly and uniformly. TAs worked closely with ICs to administer tests to students within HEIs 
and they were responsible for managing and supervising the test administration (AHELO Test 
Administration Manual, AHELO Consortium, 2011b).  

The number of TAs involved in each HEI was determined by the number of participating students 
and testing rooms to be used, based on one TA per test room and an approximate ratio of one 
TA to every 40 students. TAs should not have a direct personal or professional relationship with 
any student in the assessment sessions that he or she administers.  

Countries reported that appointed TAs’ academic backgrounds ranged from fellow professors 
and teaching colleagues to graduate and PhD students. In some countries, members from the NC 
team served as TAs, as well as PhD students, administrative staff or IT-personnel from the HEI 
(Brese and Daniel, 2012).  
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Communications were an important aspect of the practical implementation of the AHELO 
feasibility study. Several strategies were used to provide as much support as possible to 
National Centres as they implemented the study in their countries, including the AHELO 
Exchange (an online wiki) which was managed by the AHELO Consortium.  

Training courses and instruction manuals also played a key role. International manuals and 
guidelines describing explicit procedures for each distinct AHELO activity were developed for 
National Centres, but some were specifically created for Institution Coordinators (ICs), Test 
Administrators (TAs) or Lead Scorers (LSs) and drew upon methodologies developed for 
previous other large-scale international educational assessment initiatives (e.g. PISA) or higher 
education policy analysis.  

The timetable for field implementation was relatively short (see Table 5.1). The AHELO 
Consortium provided NPMs with a National Management Manual (AHELO Consortium, 2011c) 
in August 2011 that outlined the schedule of key activities for field implementation help them 
plan their country’s activities. In the initial design of the AHELO feasibility study, testing 
sessions were to be administered in line with countries’ academic calendars3 but due to the 
decision made in March 2010 to phase the study (see Chapter 3), the window for test 
administration was limited to the five-month period between January and May 2012.  

Table 5.1 - Key AHELO feasibility study implementation activities and timelines 

Implementation activity Scheduled timelines Completion date 

A. Instrument localisation and institution 
recruitment 

From August to 
November 2011 

January 2012 

B. Finalising online versions of 
instruments 

From November to 
December 2011 

January 2012 

C. Recruiting and training ICs, TAs and 
scorers 

Two months prior to 
testing (training) 

Well in advance of 
testing 

D. Sampling students and faculty One month prior to 
testing 

From one or two weeks 
prior to testing and until 
24 hrs prior to testing 

E. Testing From January to May 
2012 

2 June 2012 

F. Scoring Following testing and 
prior to 30 June 2012 

2 July 2012 

G. Data collection (FCI and ICI) From January to May 
2012 

17 June 2012 

Overall, scheduled timelines were adhered to by most countries but the limited timeframe 
posed three challenges for NPMs. First, delays occurred in finalising student populations at 
institutions – for one country in the Engineering strand, for example, populations were not 
finalised in April 2012, just a few weeks before the deadline to complete country 
implementation. Second, it was more difficult for some countries to schedule testing with many 
students on internships, taking examinations, or finalising major research projects. Third, with 
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different academic calendars, the definition of student populations had to become any 
students in their final-year of a bachelor-level degree.  

Late-joining countries also struggled to meet international timelines. One country officially 
joined the AHELO feasibility study in February 2012, and the decisions of two other countries to 
participate in an additional strand were not made until April 2012. In the latter two cases, the 
AHELO Consortium was able to work with the two countries on some ground work ahead of the 
official commitments being made. The late decision to join the study also generated 
uncertainty for one country that led a number of institutions that had previously indicated their 
willingness to participate, to withdraw, and the process of adapting the instruments to local 
context could not be fully completed.4   

Despite variations in countries’ experiences with managing the AHELO feasibility study, both 
with establishing their National Centres and the timing at which they joined the study, 
comments from NPMs suggest that the organisational arrangements functioned well (Brese 
and Daniel, 2012). 

Selection of institutions and securing institutional engagement 

Ensuring participation of selected institutions in an international study can be challenging. For 
this study, NPMs were asked to organise ten institutions per strand to participate voluntarily 
while trying to get a mix of participating institutions that would reflect the diversity of the 
higher education system.5  Notwithstanding the requirement for countries to reflect diversity in 
their selection of HEIs, the participating HEIs were not, and should not be, considered 
representative of regional or national populations.  

Almost all NPMs reported that invited HEIs in their countries showed great interest in the study 
and in one country more than 30 HEIs expressed interest in participating. National Centres 
developed a range of institutional engagement strategies to recruit institutions and sustain 
their interest and participation in the AHELO feasibility study. For example, several systems 
created national websites to promote AHELO to institutions.  

In international studies it is not unusual to see selected institutions withdraw at the time 
testing starts. However in the AHELO feasibility study, for 19 out of the 25 field 
implementations (19/25), the number of participating institutions was as expected and in total, 
248 institutions took part6  (see Table 5.2).  
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Table 5.2 - Number of participating institutions per field implementation 

Strand Country or system Total participating HEIs 

Generic Skills 
 

Colombia 15 

Egypt 10 

Finland  12 

Korea 9 

Kuwait 6 

Mexico 13 

Norway 5 

Slovak Republic 16 

United States (CT, MO, PA) 11 

Economics Belgium (Fl.) 2 

Egypt 10 

Italy 10 

Mexico 10 

Netherlands 2 

Russian Federation 17 

Slovak Republic 8 

Engineering 
 

Abu Dhabi 3 

Australia 8 

Canada (Ontario) 9 

Colombia 27 

Egypt 10 

Japan 12 

Mexico 10 

Russian Federation 10 

Slovak Republic 3 

Total  248 

 

For six field implementations, the number of participating institutions was lower than expected 
and NPMs pointed to project delays as the implementation phase was postponed, resulting in 
budgetary uncertainties for the HEIs. Another reason for institutions’ withdrawal was that the 
timing of implementation coincided with the busiest time of the institutions’ academic 
calendar.  

NPMs and ICs explicitly suggested that HEIs be funded directly or supported in funding student 
incentives to engage them in the study. Better and more public relations work to promote 
AHELO in the media was seen as worthwhile to encourage HEIs to participate. The most 
frequent recommendation to ensure participation of HEIs was to provide feedback to HEIs and 
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students on their own results as well as in comparison with other institutions in the country 
and on an international level (see Box 5.2). 

Box 5.2 - Italy - Engagement of institutions 

The interest raised among Italian Universities by the economics strand of AHELO was 
remarkable. Even though only ten institutions were selected for the final test administration, 
there were initially 32 universities wishing to take part, out of the 52 institutions which deliver 
courses in economics. The high rate of institutional participation turned into the involvement of 
more than 1 000 students in the country. Such figures, coupled by a successful management of 
the procedures, shed the light on the key features that led to the outcomes achieved: an 
extensive activity carried out by the NPM and her national office, aimed at promoting the 
importance of the project among academics and other relevant stakeholders; the opportunity, 
presented to the universities, to adopt the results performed in the test as a means of incentive 
to stimulate students' participation, awarding them extra credits for their university career 
according to the score achieved, compared with the average score reported at institutional level.  

However, the possibility, initially allowed by ACER to use, as an incentive, the students' scores 
proved not to be feasible after the test: only few and insufficient data were made available to 
the National Centre and, in turn, to the Institution Coordinators. Unfortunately, this led to a loss 
of credibility of the National Centre in front of the ICs and, similarly, of the latter in front of their 
students. 

NPM for Italy 

Sampling of students and faculty 

Even though the selection of participating HEIs in the AHELO feasibility study, by design, did not 
use a sampling approach, probability sampling is nevertheless an important element of the 
feasibility study for the selection of student and faculty respondents. This plays a critical role in 
ensuring the comparability and validity of the student assessment and faculty survey results. 
The main challenge for the study was that sampling has not been widely used in the higher 
education context, due to the perceived difficulty of identifying or obtaining population lists.  

The AHELO feasibility study sampling design therefore provided for the selection of probability 
samples of student and faculty respondents within each HEI, whereby individual participants 
are randomly selected from the list of in-scope potential participants for each population of 
interest in participating HEIs.  

All sampling activities rely on the existence of a complete, exhaustive and current sampling 
frame (or target population). NPMs7 were asked to provide the AHELO Consortium with a 
sampling frame for students and for faculty. In broad terms these frames consisted of 
unit-record information for a range of variables specified in the AHELO Sampling Manual 
(AHELO Consortium, 2011d). These frames were then validated by the AHELO Consortium, 
samples were drawn as appropriate, and login information was provided to the NPM or NC 
prior to data collection. 
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Sampling was primarily the responsibility of National Project Managers (NPMs), with support 
from the AHELO Consortium and using the AHELO Sampling Manual describing the steps 
required to acquire a suitable selection of students and faculty using a single-stage random 
sampling design approach (AHELO Consortium, 2011d). It was developed in general and flexible 
terms to accommodate for a range of country- and institution-specific situations and variations 
in the general design were possible, provided they were approved by the AHELO Consortium to 
guarantee that estimates would remain comparable across HEIs even though the sampling 
strategy employed within each might differ.  

Student sampling  

The student target population includes all students at the end of a three- or four-year 
undergraduate degree in a participating HEI, i.e. if they are expected to graduate or obtain 
their qualification if they successfully complete all the classes in which they are enrolled.8 
Students on internships, or in a foreign country during the data collection period and students 
studying via an external/distance mode were excluded. In addition, students with special needs 
(e.g. visual impairment, reduced mobility) are to be exempted – although in-scope.  

In addition:  

 For the Generic Skills strand, the target population comprised all students at the end 
of a three- or four-year undergraduate degree in one of the programmes offered by 
their HEI.  

 For the Economics strand, the target population comprised all students at the end of 
a three- or four-year undergraduate degree offered by the Economics department, or 
in a multidisciplinary programme who significantly majored in Economics (i.e. with 
over 2/3 of their credits earned in the Economics discipline). 

 For the Engineering strand, the target population comprised all students at the end of 
a three- or four-year undergraduate degree in civil engineering of the Engineering 
department, or in a multidisciplinary programme who significantly majored in civil 
engineering (i.e. with over 2/3 of their credits earned in civil engineering). 

The next step was for ICs in each participating HEI to select probability samples of students and 
faculty from in-scope lists, although in some countries the samples were drawn by the NPM 
and then returned to the ICs. For the purposes of the feasibility study, a systematic equal 
probability sample of 200 students was to be drawn from the implicitly stratified lists of in-
scope students. These sample sizes were set to allow for some amount of non-response. In HEIs 
(Generic Skills strand) or programmes (Economics and Engineering strands) where fewer than 
200 in-scope students could be found, a census of all in-scope students was required instead. 
Alternative sampling designs could be implemented whenever there was no comprehensive list 
of students available to the IC (or if available lists did not provide the programmes in which 
students are enrolled) and if time and resources did not allow the IC to construct such a list. 

Unit record information for all or most data elements of the sampling frame were provided by 
72% of the 249 HEIs that went into fieldwork. However another 5% of HEIs provided only 
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summary statistics for some data elements, 16% provided only a total count of the number of 
students in the population and 7% provided no information on the population at all.  

The patterns of sampling frames’ provision were shaped by country rather than by strand or 
HEI.9 There were various reasons why National Centres did not provide a frame in the 
prescribed format. In some cases, privacy considerations prevented access to such information 
or its aggregation, or such information was available but HEIs would not supply it due to ethics 
considerations, which might have been overcome had there been more time.  

For those HEIs that provided information on the frame the survey population ranged from 10 
to 8 967 across participating HEIs, with a median size of 201 students. In practice however, 
managing exclusions and exemptions created a considerable amount of confusion and 
complexity:  

 In many HEIs where most or all students were on internships in their last semester 
this could have resulted in negligible or zero student target populations. NPMs and 
ICs therefore chose to deviate from prescribed protocols and to include such 
students in their student target population.  

 Some ICs also struggled with the definition of disciplines and offered various 
interpretations of “economics” or “civil engineering”, with implications on identifying 
student exclusions.10  

 Some programmes within HEIs did not have clear academic years while some HEIs 
catering to students from disadvantaged backgrounds had more flexible learning 
paths and did not rigorously enforce the order of units studied or “years” of study.  

 Some “irregular students” only needed to complete 1 or 2 courses to finish their 
degree.  

In the end, few countries identified exclusions in the sampling frames, and the numbers were 
low in cases where this was done.11 Given the few exclusions, the survey population closely 
resembled the target population. Generally, as expected, the populations for the Generic Skills 
strand spanned the entire HEI and were larger than for economics or engineering. Not 
surprisingly, the testing strand was the major determinant in whether a census or random 
selection procedure was used. Sampling was employed for around 90% of HEIs12 in the Generic 
Skills strand, around 15% in Economics (which often have cross-faculty or larger programmes), 
and only around 3% in the Engineering strand (see Box 5.3). 

In practice, the AHELO Consortium received frames and samples much later than planned in 
the majority of cases, which severely compressed the time available to check sampling and 
provide logins prior to testing. Most countries were able to supply composite frames and 
samples which incorporated all participating HEIs, but in some cases, the frames and samples 
were provided separately for each HEI, thereby multiplying the work required for the 
Consortium to check samples and return logins.  

 



Chapter 5 156 

 

© OECD 2012 

Box 5.3 - A Census Approach in Abu Dhabi  

Given the small size of the sector, particularly representing the final-year cohort of students in a 
Bachelor of Civil Engineering program, Abu Dhabi decided to engage in a census to obtain 
complete system coverage (for that programme) rather than consider sampling. It was quite 
challenging to catch up with two years of AHELO activities and meet the tight deadlines of the 
project, but the tremendous support of the government facilitated the manageability of 
mobilizing all stakeholders. Also, the careful selection of highly experienced ICs, who worked 
closely with the students, TAs, and the National Centre (Abu Dhabi Education Council), resulted 
in the high student participation rates. 

Abu Dhabi NPM 

Faculty sampling  

The faculty target population includes all faculty members whose primary appointment is in an 
academic or interdisciplinary unit and whose responsibilities include teaching undergraduates. 
Part-time, replacement or invited faculty, faculty on parental or sabbatical leave, faculty 
teaching courses only to students outside of their respective department, research academics 
or senior executives without current teaching roles, honorary staff, and administrative staff 
were excluded. Faculty teaching courses within their respective departments but also assuming 
a significant amount of administrative work (e.g. reduced teaching load during their tenure as 
Department Head) were to be exempted – although in-scope. 

 For the Generic Skills strand, the target population comprised all faculty who, during 
the academic year covering the collection period, were responsible for one or many 
undergraduate classes offered to the students enrolled in one of the programmes of 
their own department. 

 For the Economics strand, the target population comprised all faculty members of 
the Economics department who, during the academic year covering the collection 
period, were responsible for one or many undergraduate classes offered to the 
students enrolled in the in-scope Economics programmes of the Economics 
department. 

 For the Engineering strand, the target population comprised all faculty members of 
the Engineering department who, during the academic year covering the collection 
period, were responsible for one or many undergraduate classes offered to the 
students enrolled in civil engineering of the Engineering department. 

For the purposes of the feasibility study, a systematic equal probability sample of 40 faculty 
was to be drawn from the implicitly stratified lists of in-scope faculty. However, in many cases, 
HEIs experienced difficulties in defining in-scope faculty. It was not easy to determine from 
institutional records the fraction of staff, whether or not they held teaching responsibilities and 
the cohort of students they primarily taught. Exclusions and exemptions were also used 
somewhat inconsistently across countries.  
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No faculty populations were provided at all for 53 HEIs and only 119 HEIs provided unit-record 
data for all or most elements of the faculty sampling frame as per the technical standard 
requirements.13 Of these 119 HEIs, 48 carried out a faculty census and 71 applied random 
sampling. Random sampling was more frequent in the Generic Skills strand, while the 
Economics and Engineering strands relied more on censuses given the smaller population sizes 
of faculties at department level. 

For the 53 HEIs where no faculty data was provided, the AHELO Consortium decided to provide 
faculty logins nevertheless, in the hope that at least some responses would be received. This 
led to 550 more faculty responses than would otherwise have been obtained. For these cases, 
NPMs were requested to match these responses with individuals in the population at a later 
date, but the retrospective matching of these responses with individuals in the population 
proved difficult to achieve, and it is thus not possible to ascertain response rates in these cases.  

In the majority of cases faculty sampling was completed only one or two weeks before data 
collection, and even closer in the most difficult cases. This caused significant pressure to check 
samples, allocate login details and return this information to NPMs at very short notice.  

Timing was also an issue with regard to the chosen data collection period which, according to 
several ICs, coincided with the end of the semester and collided with exams. In such cases, 
faculty were reportedly concerned with exam issues adding an additional burden to participate 
in an external survey.  

Electronic delivery 

Student testing, data collection and scoring were all undertaken online. The SoNET assessment 
system was adapted and used for the Economics Assessment, Engineering Assessment, Generic 
Skills multiple-choice questions (MCQs), Student Context Instrument, Faculty Context 
Instrument and Institution Context Instrument. The one component for which the test system 
was not used was the Generic Skills constructed-response tasks (CRTs) that were both 
administered to students and scored on an adapted version of the CLA platform.  

The adapted SoNET test system contained three modules: one for testing, one for 
administration and one for scoring. The testing module was used for both student testing and 
contextual data collection from students, faculty and HEIs. Working from an existing platform, 
the test system was customised over a period of several months, using the English source 
version of the assessment instruments and contextual surveys to set up user functionality and 
appearance. The development process involved load testing of servers and input of dummy 
data in all national versions to ensure that data was recorded correctly. 

The CLA platform was adapted for online administering and scoring of the Generic Skills strand 
constructed-response tasks. The adapted CLA platform contained three interfaces: the proctor 
(invigilator), the student and the scorer interfaces. While adaptations necessitated removing 
some features of the original test system that were irrelevant to an international context, other 
functionalities were added, such as the facility for NPMs to monitor and support all testing 
activity at HEIs within a country. Similarly, the scorer interface included added features for Lead 
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Scorers (LS) to use during scoring to approve or “re-queue” entered scores. User Acceptance 
Testing (UAT) was used to verify the functionality of the adapted platform interfaces before 
localisation work began. Back and forth testing between the AHELO test system and the CLA 
adapted platform was also conducted to ensure seamless transition between the two test 
systems. 

The two test systems were integrated into the AHELO test system.14 The AHELO test system 
allowed for a seamless transition between the administration of the assessment instrument 
and the student contextual survey.  

Study delivery mechanism and preparation 

Once the translation, adaptation and verification of assessment instruments and contextual 
surveys had been completed for each country, all testing materials were uploaded to the 
AHELO test system15 and NPMs were given an opportunity to review them. NPMs were also 
asked to ensure that the AHELO test system was tested at each participating HEI (see Box 5.4). 
This was particularly important as the technology used varies greatly within HEIs from different 
countries around the world and this check identified a range of issues that were resolved prior 
to student testing. However, as indicated below, some issues were not identified during this 
system test. 

In one country, the Ministry of Education purchased 67 notebooks that were transported from 
one HEI to another (see Box 5.5). This approach meant that test administration was centralised 
and there was no need to rely on, or to pre-test, institutional computers.  

Box 5.4 - IT strategy and preparation for AHELO tests in Egypt 

An effective IT strategy was developed and implemented to carry out the concurrent AHELO 
online tests in 19 Egyptian Universities: 

 Establishing database of all Universities’ IT facilities (number of computer labs, 
specification of computers, internet service specifications and qualification of technical 
teams).  

 Selecting only universities that fulfilled the required IT facilities. 

 Field visits by a national technical team for verification of IT specifications and facilities 
of the selected universities using checklists, and for training of TAs and IT staff. 

 Three check cycles of the whole AHELO online test system using the assigned computer 
labs.  

 Ensuring Internet Service by coordination with the Egyptian Universities Network which 
works on through two different sources of international internet provider 
(2 Gigabit/sec speed) and with University Data Centres (68 Mb/sec). At the time of test 
sessions, they cooperated to dedicate the bandwidth only to the assigned labs in each 
university to ensure high availability of bandwidth, redundant of services, data security, 
and vulnerability monitoring during the test sessions. The test sessions’ timing, starting 
2 pm Cairo time (at the end of working hours) was chosen to ensure a relatively smaller 
overload of the internet networks all over the country.  
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 Making all universities totally secured through a series of security hardware appliances 
and software applications as well as restricted all applications except the internet 
explorer and all sites except the AHELO Test URL. 

 Establishing a Help Desk Team for continuous reviewing and fine tuning of the technical 
stability of the selected universities, and following up problems with the Rectors of 
Universities and ICs. 

Ibrahim Shehatta, Egyptian AHELO NPM 

The AHELO test system was used by students, faculty and ICs between January and July 2012. 
Peak usage occurred in April and May 2012, with almost 10 000 users accessing the AHELO test 
system during that period. Testing involved almost 23 000 students at 248 HEIs in 17 countries. 
All countries reported to have complied with the required test session timing, i.e. 120 minutes 
overall for the two discipline-based strands, and 150 minutes for the Generic Skills strand, 
including the administration of the student contextual survey and the introduction and closing 
of the test sessions. 

The duration of testing periods varied from one field implementation to another. The number 
of test sessions held at each participating HEI also varied significantly, according to various 
factors including the availability of test rooms, number of computers in test rooms, size of 
student cohorts and the timing of the test in relation to other institutional assessments. Some 
HEIs could test all students in one session, whereas others needed to organise more than 
20 test sessions.  

Around half of the participating countries reported to have offered several test sessions per 
HEI, at different times and days, in order to increase student participation. The number of test 
sessions in HEIs was reported to have been between one and 14 sessions, where the number of 
students per test session varied between one and 75. Generally it was reported that bigger 
testing groups and rooms were more challenging with regard to administration and 
coordination, whereas smaller testing groups (i.e. up to 20 students) worked best. Few 
countries reported that test sessions needed to be cancelled or postponed due to the 
availability of too few students.  

Box 5.5 - The use of notebooks to limit IT preparation within institutions in the Slovak Republic 

Slovakia joined the AHELO project later than the majority of other participating countries so the 
time for preparation of HEIs was shorter. Trying to ensure the smoothest possible operation of the 
testing phase, the Ministry in cooperation with 3 universities working as NPMs in single strands 
decided to provide NPMs with “mobile computer labs” to carry out the tests. The labs contained 
30 notebooks for the Economics and Engineering strands and 50 notebooks for the Generic skills 
strand. So it was necessary to organize several sessions carrying out tests at single HEIs. 

The process was as follows: the NPM came with his team to an HEI participating in AHELO with all 
the notebooks set up in a uniform way for all sessions. The HEI just had to provide a room for 
testing and one connection point to the Internet. All notebooks were connected to a private 
network and tested students could access only the tools inevitably needed for the test. All other 
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means were filtered out or unplugged. 

This setup proved very efficient and effective. Compared with a situation where the computers of 
the HEIs would be used, much fewer IT technicians and administrators had to be involved, 
especially as the HEIs have, in general, slightly different IT security policies. So doing things in this 
way it was possible to a large extent to limit the necessary discussions with IT administrators at 
single HEIs regarding the setting of the IT environment for testing. 

Slovak Republic NPM 

The majority of testing sessions ran smoothly as most HEIs had been able to deal with potential 
problems prior to the start of testing activities. In the few cases where problems did occur, 
some of the difficulties were due to institutional internet connections (insufficient bandwidth 
to allow for all students to test simultaneously) or security settings (firewalls, pop-ups, etc.) on 
individual computers. When students were unable to log on to the test, a number of issues 
were diagnosed and overcome locally. In general, almost all ICs reported that they were heavily 
involved and relied on IT staff from their HEI. 

The AHELO Consortium investigated every report of problems and the AHELO test system 
worked relatively smoothly throughout fieldwork, except on two occasions. The first occasion 
occurred early in the testing cycle, when a small amount of data was recorded only temporarily 
in the test system. This was due to instability in third-party JSON library software applications 
which were unstable with Internet Explorer 6/7. The issue was identified rapidly and fully 
resolved within 12 hours although all of the data could not be recuperated, which resulted in 
one HEI losing over 90% of its data. 

The second occasion occurred on 26 April when all students in the Economics Strand in one 
country unsuccessfully attempted to enter the test at the same time. The testing session had to 
be cancelled and rescheduled later in May 2012. The technical problem experienced might 
have been due to the large number of students attempting to test simultaneously. This possible 
server overload was avoided in the following large-scale testing sessions (with over 1 000 
students) by staggering start times across participating HEIs to avoid server overload.  

Close attention to protocols, by which logins were distributed to NCs and HEIs, ensured that 
high levels of test security were maintained. In common with all local, national and 
international testing, however, it was impossible for NCs or the AHELO Consortium to control 
the access of each individual to test materials or to monitor testing in each testing room. In 
HEIs with a number of test sessions, it was difficult for even ICs to monitor all testing in their 
own HEIs. As such, there is no certainty that sampled students used the test login details 
allocated to them and there is equally no certainty that test procedures were followed 
precisely.  

Plagiarism, cheating and collusion between students are known to occur in all forms of testing 
and are always a possibility despite every possible precaution. In the AHELO feasibility study, 
one report of collusion between students at one HEI was received from one country in the 
Economics Strand, where scorers noted that students provided the same exact responses to 
some questions.  
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In two countries, the test sessions were video-recorded. This enabled the AHELO Consortium to 
see the test conditions in the test room. While it is clearly not feasible for international staff to 
watch every test session taking place around the world, video-recording test sessions may 
provide a useful record that testing protocols were adhered to in the case of any suspected 
collusion. 

Response rates and incentives 

A key challenge for the fieldwork was engaging and motivating sampled students and faculty to 
ensure they participated in the survey (faculty) or attended for the test session (students). The 
Technical Standards in relation to participation and response thresholds provide that: 

 NPMs and ICs must develop appropriate mechanisms to promote participation, in 
line with any defined international methods developed to recruit students and 
faculty into the study. NPMs must consult with the AHELO Consortium regarding the 
appropriateness of any student participation incentives, and must record any 
incentives offered by participating HEIs in the national context instruments. 

 The target student and faculty response rate is set at 75% of the sampled groups in 
each participating HEI.  

Student response rates 

Student response rates varied quite dramatically across countries and strands (see Table 5.3), 
including one HEI that did not secure any student response. The number of student responses 
per HEI ranged from three16 to 273. The distribution of participating HEIs was roughly bimodal: 
around a quarter of HEIs secured between 20 and 50 student responses and another quarter 
between 125 and 175. 
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Table 5.3 - Student response rates by strand and country (%) 

Strand Country Minimum (%) Median (%) Maximum (%) 

Generic Skills Colombia 91.5 95.0 99.0 

Egypt 43.5 75.0 94.0 

Finland 3.5 11.8 31.5 

Korea 37.7 52.3 62.3 

Kuwait 17.8 30.7 39.5 

Mexico 32.0 78.5 94.7 

Norway 4.7 8.3 10.0 

Slovak Republic 16.9 55.3 96.3 

United States (CT, MO, PA) 4.0 29.5 66.8 

Total 3.5 52.7 99.0 

Economics Belgium (Fl.) 19.1 46.6 74.2 

Egypt 38.2 53.8 78.5 

Italy 7.5 39.6 79.3 

Mexico 46.2 83.0 100.0 

Netherlands 3.8 4.1 4.4 

Russian Federation 54.5 88.3 100.0 

Slovak Republic 32.5 78.8 92.9 

Total 3.8 74.1 100.0 

Engineering Abu Dhabi 77.2 96.6 100.0 

Australia 12.3 16.8 98.1 

Canada (Ontario) 
 

58.8 79.2 

Colombia 79.2 97.9 100.0 

Egypt 60.5 87.0 93.8 

Japan 13.9 81.1 95.0 

Mexico 70.0 86.1 97.8 

Russian Federation 80.0 91.5 100.0 

Slovak Republic 50.5 68.6 78.3 

Total 12.3 89.2 100.0 

A close examination of response rates achieved in different countries and strands reveals that 
four countries faced consistently low response rates across their HEIs while five other countries 
achieved consistently high response rates suggesting possible country-specific systemic or 
motivational issues. The other 16 countries achieved a broader range of response rates across 
their HEIs, suggesting that institutional strategies might have played a greater role relative to 
systemic or cultural factors in those contexts. 

Observed response rates were considerably higher in the Engineering strand and the 
Economics strand than the Generic Skills strand. These patterns might be explained by cohort 
effects. Cohorts in the Engineering strand tended to be smaller than in other strands and it may 
be easier to motivate small groups of students who know each other than larger groups, 
particularly where selection is randomised across a large HEI, as was more commonly the case 
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in the Generic Skills strand. Perhaps more importantly, the type of student selection method is 
not neutral. Across all strands and countries, the average response rate achieved was 89% for 
HEIs who used a census, 68% for HEIs in which a non-random selection method was used and 
51% for HEIs in which random sampling was used. Securing sufficient student responses proved 
to be a real challenge in some countries, as illustrated by the experience of two Nordic 
countries (see Box 5.6).  

Box 5.6 - Student response rates in Norway and Finland 

A key challenge in Norway and Finland was low student response rates, at 7.3% and 13.8% 
respectively. Institutions worked hard to engage students, through information, encouragement 
and generous incentives to participate, but with little effect.  

The survey was promoted through student web pages, student newspapers, lecturers and 
repeated e-mails. The sampling approach made it hard to target specific groups of eligible 
students. Due to the long testing session, and need to sign up in advance, institutions offered 
generous incentives including iPad draws and shopping or cinema vouchers (worth 30-35 EUR). 
Despite this diversity of approaches, no clear way of securing high turnout is apparent.  

There are several likely explanations for these countries’ low participation rates. First, Nordic 
institutions have little authority to ‘demand’ or pressurize students to take part in a test that is not 
part of their degree: a study like AHELO is dependent on student cooperation to be successful. As 
the AHELO test is time-consuming (at least 2 hours to complete), students were unlikely to 
prioritize this in their last bachelor’s semester, when they have many demands on their time. 
Furthermore, most students in Norway and Finland write a thesis in this last semester and are 
rarely on campus; this posed an extra obstacle to participation. Second, the test having to be done 
in an IT lab, under exam-like conditions may have made participation less attractive. Finally, 
institutional and student feedback suggests students saw little value to themselves in taking part, 
in the absence of immediate or individual feedback on performance.  

NPMs for Norway and Finland 

Response rates and possible non-response bias  

Although the AHELO Technical Standards had called for response rates of 75% or above to 
minimise the negative impact of non-response biases, there were no agreed or established 
response rate criteria for determining when data should be included in various kinds of 
analyses or reports (AHELO Consortium, 2011d, 2012).  

For countries in which a sampling frame was provided with relevant data elements, where high 
response rates were achieved, the sample yield matched population expectations very well, 
but it showed less fidelity17 to the gender distribution in the population in the country where 
response rates were lower (see Figure 5.2). A further comparison can be made between the 
gender and age distributions of students (and the distribution per field of study for the Generic 
Skills strand) in the frame population and in the sample (see Table 5.4). Overall, the higher 
response rates, the more representative student responses are of the target population. 
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Figure 5.2 ‑ Comparison of male students in population and sample in 2 countries  
and their HEIs (%) 

 

Table 5.4 - Comparison of population and response data (standard deviation) 

Strand Country Gender (s.d.) Field (s.d.) Age (s.d.) 

Generic Skills Colombia 2.1 6.4 3.3 

Finland 12.9 0.9 13.4 

Korea 4.4 3.1 12.2 

Mexico 7.4 1 16.6 

Norway 7.1 5.8 11.6 

Slovak Republic 5.5 14.2 4.1 

United States (CT, MO, PA) 16.3 5.5 6.7 

Economics Belgium (Fl.) 1.7   2.5 

Mexico 4.5   35.5 

Russian Federation 3.1   2.4 

Slovak Republic 5.8   1.4 

Engineering Australia 9.4   11.9 

Colombia 1.4   3.8 

Mexico 2.8     

Russian Federation 2   1.5 

Slovak Republic 5.6   1.3 
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As the above analyses suggest, response rates are important to ensure the fidelity of the 
estimates drawn from a sample of students to the population they represent. In the absence of 
agreed response rate criteria in the higher education context, the AHELO Consortium 
recommended the following guidelines for future practice, whereby: 

 Data would be included in institutional analyses on the condition that response rates 
are above 25%18, regardless of frame quality or selection method. This would prevent 
bias from non-response having a significant impact on scores. However they would 
not be included in cross-institutional analyses. Experience from the feasibility study 
suggests that 86.3% of participating HEIs met this criterion.  

 Data would be included in cross-national analyses on the condition that i) a unit-
record sampling frame has been provided and a census or random selection 
procedure has been used and ii) response rates are above 50%19. Experience from 
the feasibility study indicates that only 50.4% of participating HEIs would be 
admissible based on these conditions considered jointly. The response rate threshold 
would be more constraining for the Generic Skills strand, in which the nature of the 
sampling design made it more difficult to secure high response rates (see Table 5.5). 

Table 5.5 - Proportion of HEIs attaining the 50% response rate threshold, by strand (%) 

 

Response rate of 
50% or more 

Generic Skills 51.0 

Economics 76.3 

Engineering 88.0 

Student engagement and effectiveness of incentives 

From the outset, engaging students to participate in the AHELO feasibility study was seen as 
the most crucial practical challenge to be overcome. Participating countries and HEIs therefore 
adopted a range of different strategies to ensure high participation rates.  

In many cases, HEIs relied on a multi-faceted strategy of student recruitment involving 
communication and marketing as well as incentives. Students were often sent letters and 
emails of invitation, received phone calls and text messages, were invited to seminars on 
AHELO or received information on AHELO during class, and many HEIs also used brochures, 
flyers and posters for promotion. 

In a few countries, the opportunity to participate in the AHELO feasibility study was sufficient 
to motivate students (see Box 5.7). In those countries, non-financial incentives like certificates 
for participation were used. NPMs and ICs reported that students felt an honour to participate 
in an international study (Brese and Daniel, 2012). For example, one IC explains that: “The only 
incentive for the students was the importance and privilege of participating in an initiative 
(feasibility test) that emerged from the OECD, where other members and non members of the 
international organization, would also participate”. 
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In general, however, participation of students on an entirely voluntary basis seemed to be 
problematic. In places where the intrinsic reward of participating in the AHELO feasibility study 
was deemed unlikely to be sufficient, a variety of incentives were used. It needs to be stressed 
in this respect that the concept of “incentive” varies across contexts from tangible material 
incentives to more abstract motivations. In certain instances the NPM/IC indicated that no 
incentive had been offered despite AHELO being pitched as a “compulsory” exercise. Some HEIs 
made participation in the AHELO feasibility study compulsory and as might be expected, these 
approaches were successful in securing high response rates.  

Box 5.7 - Student engagement strategies 

Slovak Republic - Pride to represent their university, curiosity and gift vouchers 

In the Slovak Republic, the motivation tools to engage students to participate in AHELO feasibility 
study were used at two levels.  

The first was at the level of the Ministry. The Ministry declared the implementation of AHELO 
feasibility study in Slovakia as a central development project and invited HEIs to take part. The 
Ministry provided funding for the participating HEIs: a fixed amount of EUR 5 000 per participating 
institution and EUR 50 for each student who actually participated in the test.  

At the second level, the HEIs motivated students firstly by emphasizing that participation would 
represent their HEI. This tool was, in some cases, strengthened by awarding students with 
certificates from the rector. The good reputation of the OECD in Slovakia was also helpful here. In 
addition, most HEIs also chose different direct material motivation tools such as vouchers (mostly 
for purchasing books). In some cases, the students received USB keys, high quality planners with a 
pen or T-shirts. The value of these material motivation tools was usually around EUR 20. 

The students however reported that curiosity of their own achievements was their main 
motivation for taking part in AHELO.  

Slovak Republic NPM 

Colombia - Test administered as part of compulsory national exam  

The way Colombia implemented the test administration was unique among the different 
participating countries: both the Generic Skills and the Engineering tests were administered as 
part of the national end-of-tertiary-education exam, called SABER PRO. This examination has been 
in place for 9 years now. It aims to produce learning outcomes measures to inform policy and 
decision making for the improvement of education quality. Since 2009, it is compulsory for 
students to take the examination during their last year of studies but no passing score is set and 
Higher Education institutions are free to use their students’ results as they please. The exam 
consists of tests on Critical Reading, Quantitative Reasoning, Written Communication and 
Citizenship, that are to be taken by all students, and more specific tests like Scientific Thinking, 
Research in Social Sciences, Agricultural Production or Project Management, which are 
compulsory for some programs and optional for others. 

From among the registered students for the SABER PRO exam, 4 000 students were selected to 
participate in the AHELO application. They all had to sit the AHELO tests on Saturday 2 June 2012, 
and completed the SABER PRO the next day. The coupling of AHELO with SABER PRO allowed both 
achieving an excellent attendance rate for all of the participating institutions; and also taking 
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advantage, to some extent, of the existing managing structure which is deployed during the 
regular SABER PRO session. Fears of technical problems arising due to the high concurrence in the 
web platform proved to be baseless as there were no meaningful difficulties, and the application 
was successfully completed. To be able to deploy this strategy it was required to have access to 
individual results so they could be returned to students together with those of the SABER PRO.  

Colombia NPM 

Australia - The importance of institutional strategies 

Participation rates in Australian institutions were not as promising as were originally hoped. 
However, one particular university in this country employed a number of key practices to its 
implementation of AHELO that successfully engaged students – achieving close to full 
participation. The approach taken by the University of Western Sydney offers an insight into an 
ideal implementation model, especially for countries and institutions where motivating students 
to participate may prove difficult. The approach involved strong and dispersed leadership within 
the institution, insightful planning, and the merging of the assessment into a dialogue about 
learning outcomes between students and staff. 

The implementation of AHELO at this institution was planned in advance, beginning in November 
the year prior to testing – four months before testing – following an information session 
facilitated by the National Project Manager. Leadership in the project came at three levels within 
the institution – from the Chancellery, where a member of the Pro-Vice Chancellor’s office was 
directly involved, from the Head of the School of Engineering and from a senior faculty member 
who had ultimate responsibility for implementation. During planning for the testing, the team 
within the institution identified a core unit (a project/thesis unit) in its final year civil engineering 
program in which the theme of learning outcomes and graduate capabilities was appropriate. The 
unit was planned in such a way that AHELO became an integral part of the work during the 
semester. Students were asked to undertake the assessment as part of the unit of study and 
following the assessment, were involved in discussions to reflect on their assessment experience 
and the relationship between their coursework, the skills they expected to employ in the 
workforce following graduation and professional responsibility related to assurance of educational 
and practice standards.  

Australia NPM 

Overall, incentives were provided by 59% of HEIs that responded to the Institution Context 
Instrument (Table 5.6). Incentives were, in relative terms, slightly more frequent in the Generic 
Skills strand – possibly reflecting the greater challenges of student engagement at institutional 
rather than departmental level. Incentives varied widely. Feedback from ICs suggests that cash 
or vouchers were the most common incentives used, followed by a certificate of participation, 
participation in a prize draw or a gift, food or drinks, or academic bonuses in the form of 
increased grades (see Table 5.7). Many HEIs used a combination of incentives.  
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Table 5.6 - Institutional provision of incentives by strand and system 

Strand Country Incentive No incentive 

Generic Skills Colombia 1 13 

Egypt 3 7 

Finland 12 0 

Korea 9 0 

Kuwait 5 1 

Mexico 3 10 

Norway 6 0 

Slovak Republic 13 2 

United States (CT, MO, PA) 11 0 

Economics Belgium (Fl.) 1 1 

Egypt 5 5 

Italy 5 2 

Mexico 4 6 

Netherlands 3 1 

Russian Federation 12 5 

Slovak Republic 5 3 

Engineering Abu Dhabi 3 0 

Australia 6 2 

Canada (Ontario) 9 0 

Colombia 2 21 

Egypt 5 5 

Japan 12 0  

Mexico 2 8 

Russian Federation 5 5 

Slovak Republic 3 0 

 

Table 5.7 – Types of incentives mentioned by ICs 

Type Number of HEIs 

Cash or voucher 69 

Certificate 31 

Prize draw 27 

Gift 22 

Food or Drink 18 

Increased grade 16 

 

Cash amounts and the value of vouchers varied considerably but on average were 
approximately EUR 20-40 per student, while iPads were the prizes most commonly offered in 



169  AHELO Feasibility Study Report - Volume 1   

  

© OECD 2012 

prize draws. Gifts varied immensely, from cinema tickets to pens and USB keys to movie tickets 
and even slippers with a university logo. However, feedback from NPMs and ICs suggests that 
none of these material incentives was reported as being useful to (significantly) increase 
student participation rates (Brese and Daniel, 2012). A number of HEIs also provided students 
with food and drink either before or after participating in the test and some gave assistance 
with travel costs. 

Some ICs reported giving students some kind of academic bonus for participating in AHELO. 
These included bonuses available to all participants, such as an additional 5% on the capstone 
grades for students. Other benefits included priority in receiving a graduation certificate, 
preferential conditions for admission to graduate study and a note of recommendation for the 
thesis examiner. These strategies may work in some contexts (e.g. census) but are problematic 
when random sampling is used as students not included in the sample are also not eligible for 
the benefits which accrue from participation. 

A handful of HEIs also committed to provide specific bonuses for students who performed best 
in the AHELO assessment, following consultation with the AHELO Consortium during an NPM 
meeting. For example, one extra percentage point to the degree for students who obtained a 
score above the average of their peers. Although NPMs and ICs reported that these strategies 
worked in favour of student participation, motivating students through rewards for 
performance proved particularly problematic, first, because the design of the test was 
unsuitable for precise reporting at the individual student level (see Chapter 2) and second 
because although the AHELO Consortium had reluctantly agreed to deliver lists of top 
performers to two countries during an NPM meeting, it subsequently did not deliver the 
promised lists in time for the graduation rosters (see Box 5.2).20  

Besides communication activities and incentives, experience from the AHELO feasibility study 
also suggests that another important factor in securing high response rates is institutional 
culture (see Box 5.8).  

Box 5.8 - United States - Importance of an institutional culture of assessment 

Across the 11 US universities participating in the Generic Skills Strand of AHELO, approximately 
31% of the sampled students completed the assessment – not too bad in comparison with other 
types of assessment or some other nations, but far below our expectations and the international 
goal of 75% participation. Several observations and insights might be gained, however, because of 
the wide variation in student participation across institutions, from a high of over 60% at two 
institutions to a low of – well, embarrassingly low – in others.  

Most institutions made considerable effort to promote institutional awareness of AHELO and to 
encourage student interest, including campus posters and press releases, individual, leader-signed 
letters of invitation, flexible test scheduling, and repeated email and phone encouragement. 
These appear to have some effect, or at least have underlying relationship to students’ receptivity 
to assessment, since institutions with aggressive promotional activities tended to achieve higher 
student participation. And one Institutional Coordinator did a follow-up survey that showed that 
students were aware of and responded to these motivational efforts.  
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All institutions also provided some direct incentives to students who completed the assessment, 
generally waiving graduation fees, providing a USD 50 gift card, or entry into a lottery for a more 
valuable reward. Five institutions in one state agreed on providing the same student incentive, 
but achieved very different results. One institution raised the ante, offering multiple incentives 
and gift cards of up to USD 100 to those students requiring more incentive near the end of the 
testing period. Such direct incentives and rewards helped, but were not in themselves sufficient to 
raise participation rates to the levels sought. 

So what did work? What factors appear to be associated with the ability of institutions to achieve 
reasonable student participation in an AHELO-type assessment? What appears to affect student 
participation at U.S. institutions is a well-established institutional “culture of assessment,” a set of 
practices and expectations through which academic leaders and faculty regularly use assessment 
to examine and improve their teaching and learning, where students expect to demonstrate their 
skills and knowledge beyond classroom settings and grades. Where established, institutions were 
able use this culture of assessment to achieve higher overall student (and faculty) participation in 
AHELO.  And if verified by more thorough analysis once the institutional data sets are returned, 
such findings could be significant for any future development and participation in AHELO.  

Charles Lenth, SHEEO, NPM for participating US States 

Effectiveness of incentives 

Incentives have the potential to affect various forms of student participation. As suggested by 
the substantial research into this matter, the relationships between incentives and student 
engagement are invariably complex, indirect and contextualised. For countries where response 
rates could be calculated and there was a variation in the use of incentives between HEIs, there 
is no clear pattern between incentives and response rates (see Figure 5.3). This underlines that 
institutional strategies, rather than the use of incentives per se, are of critical importance in 
determining student response rates. 
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Figure 5.3 - Institution response rate by incentive (%) 

 

Incentives may influence more nuanced aspects of students’ engagement in a non-compulsory, 
low-stakes test. In particular, it is useful to examine whether students motivated by an extrinsic 
incentive might engage less in the test. This could be manifest by moving rapidly through the 
test, higher levels of item non-response, or limiting the amount of effort they use to respond. 
In these respects, data from the AHELO feasibility study suggests that the use of incentives was 
not related to the time students put into the test and did not have any conclusive impact on 
levels of item non-response but did have a positive impact on the degree of effort that students 
reported putting into the test in a majority of cases (see Figure 5.4). 

There is thus very little evidence to suggest that the use of incentives had any significant impact 
on the levels of students’ substantive engagement with the AHELO assessments – except for a 
handful of cases where students reported putting less effort into the test. As a result, further 
analysis would be required at national and institutional level to assess the effectiveness of 
incentives in the local context.  
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Figure 5.4 ‑ Effort put into taking the test by incentive (%) 

 

Note: Only includes those field implementations where different institutional strategies were used. 

Faculty responses  

The average faculty response rate varied according to the selection method used. The average 
response rate was 65% where a census was used, 64% where random selection was used and 
around 83% (as much as this can be determined) where a non-random procedure was used. 
The number of faculty responses per HEI ranged from 1 to 55, with 19 being the median 
response. This is well below the target sample size of 30 faculty responses per HEI envisaged in 
the sampling design.  

As with students, faculty response rates were highest in the Engineering strand in which 
student cohort sizes – and likely faculty numbers – were the smallest. It is interesting to note 
that in four cases faculty response rates were above 100%. This illustrates the inaccuracies 
which arise in using non-random sampling methods.  
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Nonetheless, in 12 of the 23 field implementations for which faculty information was available, 
the faculty response rates were better than student response rates. This finding is in line with 
the feedback received from NPMs who reported that it was much easier to get faculty than 
students to participate in the AHELO feasibility study, suggesting a greater level of interest from 
faculty in obtaining information on student learning outcomes. NPMs also considered that “the 
short length of the questionnaire clearly helped” and that success “indicates that doing a short 
test that can be administered via a link sent by email could be a way of generating more 
response”. 

Scoring student responses 

All assessment instruments in each of the three strands included both multi-choice questions 
(MCQs) and constructed response tasks (CRTs). While MCQs were scored automatically, CRTs 
required human scoring. Scoring quality is critical to the reliability of the interpretation of CRT 
results and demands close adherence to standard scoring procedures, even more so in studies 
involving more than one language, culture or country. 

Scorer technical standards and training  

All student responses to CRTs were scored within the country, by country teams of scorers. In 
preparation for scoring and scorer training, the AHELO Consortium provided participating 
countries with the International Scoring Manual (AHELO Consortium, 2011e) covering scoring 
procedures for all CRTs in the three testing strands. More specific and secure information on 
scoring for each strand of work was provided in the Generic Skills scoring guide; the Economics 
scoring guide; and the Engineering scoring guide.  

During international scoring training, test developers21 worked closely with LSs to go through 
the scoring rubrics. During the October 2011 training, LSs were introduced to the approach to 
scoring used in the AHELO feasibility study and worked through scoring rubrics developed in 
each strand. In March 2012, LSs practiced scoring sample student responses. The scoring 
rubrics were finalised after the international training in March 2012, then translated by the 
AHELO Consortium and provided to national scoring teams. Examples of scoring rubrics are 
included in Annex B with the illustrative assessment items.  

Each NPM appointed a Lead Scorer (LS) responsible for recruiting, managing and training the 
team of scorers and monitoring scoring procedures. Many LSs had been involved in the AHELO 
feasibility study for some time or were “nationally recognised experts” in their fields. The 
majority of LSs had prior international experience, some with the scoring of the OECD PISA 
Survey. The size of country scoring teams depended on an anticipated number of student 
responses and varied from two to 14. Scorers were faculty and graduate students. In several 
cases, scoring teams included one scorer from each participating HEI. Additional training for the 
Generic Skills strand was conducted with country teams individually to help LSs prepare for 
scorer training, but more importantly, to help them develop skills needed to be effective in 
guiding a group of scorers towards scoring agreement. Furthermore, training was based on the 
country’s set of benchmark papers. Countries were asked to select a range of possible student 
responses, pre-score those responses and provide rationales for the scores allocated. 
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Scoring experience 

Scoring started in each country once testing was complete. The majority of scoring was 
completed by 22 June 2012, but extensions were given to a number of countries until 
30 June 2012 (and in two cases until 2 July 2012) so that outstanding scoring could be 
completed (see Box 5.9). All strands combined, time spent on scoring student responses to 
CRTs varied by country. Scoring took between two days and two weeks depending on the 
number of responses to be scored, the number of scorers available and the number of hours 
spent scoring per day. Scoring CRTs in the Generic Skills strand required more time than the 
two other strands due to the nature of extended responses and the requirement that all 
student responses be double scored. The AHELO Consortium offered content support with 
regard to scoring procedures as well as technical support related to the online scoring systems.  

Box 5.9 - Colombia - Tight timelines 

Colombia’s sampled population for AHELO was high, 4 034 students were selected to take the test 
(3 000 for Generic Skills and 1 034 for Engineering). Adding to this the fact that testing took place 
in early June created a very tight schedule for AHELO.   

Several factors led to the request for a time extension. 1) National scoring team training could 
only start once testing administration was finished. 2) Taking into account double scoring, the 
amount of scoring involved was very high, nearly 6 000 PTs and CRTs for Generic Skills and around 
1 250 for Engineering. Meeting the initial deadline was impossible because of these factors.   

The National Scoring Team worked long hours in order to achieve the largest amount of work 
possible in the shortest span of time and the Engineering team actually managed to finish on time. 
On the other hand, due to the volume of scoring involved, the Generic Skills team had to ask for 
an extension in order to complete scoring ensuring reliable procedures and results. 

Colombia NPM 

LSs monitored the performance of their scoring teams while scoring was taking place. 
Monitoring was conducted differently in each scoring system. While all student responses in 
the Generic Skills strand were double scored, 20% of student responses were randomly re-
distributed for double scoring in the Economics and Engineering strands. LSs in both scoring 
systems could review any scores given by any scorers and provide corrections, if necessary. 

For the Generic Skills instrument, a total of 97 scorers were involved across the nine 
participating countries, and scorers in each country varied from five to 17 (see Box 5.10). 
Relative to the other strands, a larger number of scorers were involved in the Generic Skills 
strand due to the demands of scoring extended pieces of writing, double scoring each 
response, and auditing every fifth or so response.  

In the Economics strand, the number of scorers varied amongst countries from one to eleven. 
One country only had one scorer, who created two different logins to the scoring system and 
scored all student responses twice. This was a breach of the international scoring guidelines 
and the inter-scorer reliability statistics did not include data from this scorer. The number of 
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student responses scored by any single scorer ranged from one to around 1 500, the latter 
being for the country with one scorer. 

In the Engineering strand, the number of scorers varied amongst countries from three to 13. In 
one country with a large number of responses, first scores were provided by three scorers and 
double scoring was conducted by just one scorer. In another country, there was a more even 
distribution of scoring across scorers. Two English speaking countries took the opportunity of 
the scoring activity to collaborate on scoring calibration. 

Box 5.10 - AHELO Scoring 

Finland - Scoring management in a small country 

As the total number of students taking the test is Finland was low (330 students) it was decided to 
have a minimum number of scorers: two scorers per performance task (altogether four plus a lead 
scorer). This proved to be challenging when two scorers had given different scores for the same 
student. Then a third scorer would have been needed as the test system did not allow the Lead 
Scorer to make the third opinion. However, the best way to solve this problem would be to let 
Lead Scorer make the final decision  which within this context was not the case. The second 
problem faced by Finland was the fact that all the scorers except one were scoring in a different 
city than where the coordinating institution was located. This made it difficult for the Lead Scorer 
to coordinate scoring activities. 

NPM for Finland 

Australia and Canada - International collaboration on scoring calibration 

In an effort to monitor consistency of scoring across their countries, Australia and Canada 
engaged in a small self-funded side project in which a sample of responses from the Engineering 
assessment was cross-marked. In this case the collaboration was made relatively simple by virtue 
of both sharing the same language (none of the other participating countries in the Engineering 
strand were English-speaking countries). 

Within the AHELO online scoring facility, each country allocated a random selection of items to be 
marked by a scorer from the other country. Once this sample was scored, the Lead Scorer from 
the country in which the scripts originated, re-scored the items to monitor consistency and ensure 
final scores were allocated by the country of origin. This small cross-marking exercise proved to be 
worthwhile in helping to validate the scoring practices being employed within the small teams 
undertaking the task in each country. It also helped to further strengthen the international 
dialogue developing about assessment of learning outcomes by building relationships between 
educators in civil engineering and facilitating conversations about how best practice might be 
achieved. 

NPMs for Australia and Canada (Ontario) 

Institution Context Instrument 

In the AHELO feasibility study, the HEIs are both the main units of analysis and the reporting 
level. Therefore, it is essential that results be representative of the institution, and this requires 
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probabilistic sample of students and faculty members within each participating institution. 
However, to compare across institutions, additional contextual information is essential in 
reflecting institutional diversity. Learning outcomes data mean little if they are not situated 
within national, institutional and educational contexts. Data from contextual surveys allowed 
for greater nuances in the interpretation of results by identifying contextual variables that can 
best explain similarities and differences in student performance.  

ICs were asked to complete the Institution Context Instrument (ICI) to provide institutional-
level information regarding the contexts in which students study. The ICI comprised 40 items 
and was administered online. In total, 243 of the 248 institutions participating in the feasibility 
study completed the ICI. Participating institutions varied significantly in size, with the largest 
institution having 250 000 full-time equivalent students. The number of staff was similarly 
varied with a median of 51 total full-time teaching and research staff. Institutions which 
participated in the Engineering strand tended to be largest, and those which participated in the 
Generic Skills strand the smallest. Results indicate considerable variations in institutional 
characteristics (see Table 5.8.).   

Table 5.8 - HEIs characteristics by strand (n=243) 

 
Generic Skills Economics Engineering 

Full-time equivalent students (median n) 7893.0 10398.0 13300.0 

Full-time teaching and research staff (median n) 443.0 758.0 622.0 

Proportion budget public (median %) 62.9 69.5 50.0 

Curriculum blend of broad/specialised 
programmes (median %) 

72.4 84.5 78.7 

Equal balance of teaching and research (median %) 67.7 81.0 71.6 

Doctorate qualification offered (median %) 72.2 80.5 83.1 

Students entering via non-traditional pathways 
(median %) 

14.4 5.9 13.0 

According to ICI responses, some institutions receive no public funding while some receive all 
their funding from public sources. Of participating institutions, 78% reported that their 
curriculum started out broad and became increasingly specialised, a characteristic which was 
particularly prominent among institutions which participated in the Economics strand. 

Most institutions reported that their focus was equally on teaching and research. However, 
29% of institutions participating in the Generic Skills strand described themselves as mainly 
teaching-oriented. Most institutions offered doctorate level education but, once again, this was 
least common among institutions participating in the Generic Skills strand. 
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NOTES 

 

 
1  During the course of the study, one country withdrew its participation mostly due to 

funding considerations, although this decision was also partly due to the very small 
number of institutions offering a civil engineering program.  

2  However, this communication structure did not work as effectively in the Generic Skills 
strand for which two different organisations were contracted for the first phase of the 
work (instrumentation part) and the second phase of the AHELO feasibility study 
(implementation). This has led to some inconsistencies in the communication structure 
whereby the contractor responsible for instrument development and the Consortium 
leading organisation frequently ran parallel communications structures that were not 
related to one another, and direct communications took place between the 
subcontractor in charge of the Generic Skills instrument development and NPMs/ICs. 

3  The academic year of HEIs in many countries begins in September and ends in June, 
although this is not the case in all participating countries. In some countries, for example, 
the academic year runs from March to November, from April to March or from March to 
February. 

4  More specifically, it was not possible to conduct focus groups to validate the assessment 
instrument. 

5  NPMs were asked to consider a combination of criteria that make sense in their countries 
such as: institutional status; institutional setting; funding characteristics and institution 
profiles and tuition-fees dependency; size; geographical location and level of dispersion; 
any specificity of the institution that has been underlined or recognised nationally; and 
any specificity of student populations served by the institution.  

6  While 249 HEIs participated in fieldwork, one institution had no students participating. As 
a result, student data was only gathered from 248 HEIs. 

7  Depending on country-specific management structures, this was the responsibility of the 
NPM or National Centre. 

8  In practice, this was not an issue for most participating countries in which the academic 
year finishes in June or July and for which this definition was directly relevant. It was 
more problematic, however, in countries in which academic year was such that students 
enrolled during the testing period (January to June 2012) and were therefore not in their 
final semester.  
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9  In the Generic Skills strand, two countries did not provide a full sampling frame as per the 

AHELO Technical Standards (AHELO Consortium, 2012). This was also the case of two 
countries in the Economics strand and four countries in the Engineering strand. 

10  This suggests that there could be quite a few opportunities for over- or under-coverage of 
the target student populations in the survey, at least for the economics and engineering 
ones. This is an issue that would require further analysis and guidance to NPMs in the 
event of an AHELO main survey. 

11  Specifically, exclusions were specified for 12 HEIs overall, although the AHELO Consortium 
had the impression that in various instances, countries had excluded elements prior to 
sending their population file for approval, (for example by asking students to volunteer to 
participate in AHELO and then sampling from volunteers rather than starting with 
institutional records). 

12  These percentages only take into account countries and HEIs that provided a sampling 
frame. 

13  Another 16 HEIs did not participate in the faculty survey. 

14  For the rest of this section, the use of “AHELO test system” refers to both the SoNet and 
the CAE adapted test systems. 

15  The AHELO test system also accommodated the testing of multiple languages within a 
country. In particular, Egypt and Kuwait required having the option to test students in 
English, in addition to the country language. US English was provided as the alternative 
language to Egyptian or Kuwaiti Arabic. 

16  This low response at one HEI is artificially low as a result of a failure with the test system, 
which did not record all data and resulted in loss of data for 33 of the 36 students who 
took the AHELO test. It is therefore inaccurate to report on their participation rate.   

17  In summary terms, the standard deviation between population and sample was 2.1 
percentage points in the high response rate country, and 12.9 in the low response rate 
country.   

18  Further replication studies of estimation biases and reliabilities would need to be 
conducted to verify this threshold. 

19  Further replication studies of estimation biases and reliabilities would need to be 
conducted to verify this threshold. 
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20  Arguably, this extra work was out of the scope of the AHELO feasibility study and the 

Consortium workload was already stretched. But the fact that NPMs in these two 
countries committed to these bonuses on the basis of their discussions with the AHELO 
Consortium caused a great deal of frustration and loss of credibility at national level. 

21  Test developers involved during LS training were CAE for the Generic Skills CRTs, ETS for 
Economics, and ACER and NIER for Engineering. 
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CHAPTER 6 
 

LESSONS LEARNT ON DESIGN AND IMPLEMENTATION 

This chapter goes through the main lessons which emerged from the processes described 
in the previous chapters: the purpose of an AHELO, the design and management of the 
study as well as instrument development and implementation. 
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The AHELO feasibility study was designed to establish whether an international survey could be 
developed to support better learning outcomes in higher education. Its objective was to 
demonstrate the operational feasibility of applying internationally comparative large-scale 
student testing in the context of Higher Education Institutions. Along the way, AHELO has also 
sharpened awareness of the importance of learning outcomes as a core part of the higher 
education sector’s mission. Indeed, over the years since the initial proposal for AHELO was put 
forward at the Athens Ministerial Meeting in 2006, learning outcomes have moved from the 
edge of the discussions about university performance to centre stage, and the debates 
surrounding AHELO (see Chapter 2) have, in their own way, contributed to this movement.   

Furthermore, the process of developing AHELO has provided not only raised awareness within 
the sector of the importance of measuring learning outcomes in higher education, but also 
brought to the forefront many of the complexities and challenges of doing so, not least by 
stimulating valuable professional dialogue and debate about the learning process and learning 
outcomes that institutions are – or should be – striving to achieve. This chapter reviews some 
of the emerging lessons from the AHELO feasibility study, which has been a valuable learning 
experience for all those involved. As the TAG Chair observed in 2010, sometimes it is ‘the kinds 
of things we learn by bumping into them’ which are the most valuable insights to arise from a 
feasibility study such as this (Ewell et al., 2010). These emerging lessons will also be useful in 
setting the direction of future development towards a full AHELO survey and may also provide 
insights for others seeking to measure higher education learning outcomes in other contexts 
and settings.  

It is worth recalling that, from the outset, the feasibility study was envisaged as a research or 
“proof of concept” exercise designed to shed light on issues of feasibility, and not as a field trial 
for a fully-fledged main survey. The findings from the feasibility study and these emerging 
lessons should be seen within this spirit of exploration and learning by doing. Furthermore, 
while the feasibility study has served its purpose well, it is also clear that a great deal of further 
work would be needed to develop a full evaluation of higher education outcomes at an 
international level. To a large extent, this reflects and confirms the expectations of the experts 
involved in the initial development stages of the feasibility study.     

Purpose of AHELO – to support improvement in learning outcomes   

A key lesson to emerge from the feasibility study is the importance of clearly establishing the 
purpose of AHELO. The design of the feasibility study embodied a specific purpose, namely to 
provide Higher Education Institutions with a voluntary international comparative assessment of 
the overall performance of their students, which they can use to support and foster 
improvement in learning outcomes. But, as illustrated in Chapter 2, there remained 
considerable concerns among stakeholders about how AHELO would, or could, be used for 
accountability purposes, whether by linking to financing arrangements or through the 
development of league tables. Over the course of the feasibility study AHELO appears to have 
generated a range of expectations and also some anxieties about what it could be intended to 
do, notwithstanding the extensive communication efforts employed. With the benefit of 
hindsight, more could have been done to communicate more clearly what the purpose of 
AHELO was and what it was not.   
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Looking ahead to possible future development, it would be important to re-emphasise that 
AHELO is intended as a tool for Higher Education Institutions to support improvement in 
learning outcomes and, given the concerns expressed by some stakeholders, it may be 
necessary to examine whether some form of safeguards might be needed to ensure that 
AHELO remains true to purpose and is not misused. Such reassurance would also probably 
help to encourage more Higher Education Institutions to participate.    

Feasibility study design  

Learning outcomes are produced through a higher education system that is complex and inter-
connected, with many different stakeholders. Furthermore each country has its own unique 
arrangements, history and context and most are seeing greater diversity emerging as the 
student body has expanded and society’s expectations of higher education have increased. 
Higher Education Institutions are largely autonomous and are increasingly diverse - some 
institutions offer an increasingly wide range of study options while others are more specialised 
in meeting specific needs. In some countries differentiation is supported by policy choices (e.g. 
separate arrangements for Universities and Polytechnics) while in others, differentiation 
emerges as a result of institutions’ choices and priorities.  

Diversity  

The design of the feasibility study deliberately sought to confront the challenges associated 
with diversity and, as more countries joined, the final set of field implementations 
encompassed even more diversity than originally planned. Overall, this diversity proved to be a 
source of added richness to the feasibility study in a number of ways, not least by stimulating 
close scrutiny of differences in expectations about learning outcomes across countries and 
across institutional settings. Efforts to bring together diverse experts to define learning 
outcomes and to develop the instruments paid off although it remains to be seen from the data 
analysis whether the process of adapting instruments to local contexts and languages went far 
enough.  

Higher Education Institutions as the unit of analysis 

The feasibility study chose the Higher Education Institution as the unit of analysis. While this 
proved to be a reasonable approach, it did lead to a number of unexpected challenges. 
Although the volunteering institutions participating in the feasibility study seemed to be highly 
motivated (and other institutions wanted to participate), it would be important to clarify what 
aspects and which data would be most useful and attractive to institutions. A follow-up survey 
of participating institutions, once they have received their institution reports from the 
consortium, would shed light on this and would inform future development. The views of 
institutions and how they would expect to be able to use the results to inform teaching and 
learning are likely to differ according to which strand they were in. Encouragingly, there was 
also a high degree of faculty interest, especially for Engineering and Economics. However, the 
feasibility study was not designed to probe deeply into how institutions and faculty would 
use AHELO and a lesson for further development would be to give this aspect greater 
attention.  
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Engaging key stakeholders and experts  

Another general lesson concerns the importance of seeking input from key stakeholders and 
the study has clearly affirmed the value of consultative processes. Design of the feasibility 
study was significantly shaped not only by a wide cross-section of experts but also by detailed 
and constructive advice from Education International, initially, and other members of the 
Stakeholders Consultative Group. These contributions brought invaluable perspectives and any 
future development would only be enhanced by even greater involvement of all stakeholder 
communities as well as drawing input and ideas from a broader range of participating 
countries. 

Assessment strands 

A key feature of the feasibility study design was the decision to adopt three separate strands of 
assessment for Generic Skills, Economics and Engineering, supported by common contextual 
dimension surveys. This was recognised at the time as an artificial distinction that would yield 
additional insights into the relative merits and drawbacks of different domains and was not 
intended to serve as an “either/or” test of two alternative approaches. Nevertheless, in many 
ways, the discipline strands have proved more straightforward to implement than the Generic 
Skills strand. However, drawing any conclusions about the relative merits of testing generic 
skills versus discipline skills per se is complicated by the conscious decision to adapt an 
existing instrument for testing generic skills in the feasibility study, while recognising that an 
instrument would need to be designed from scratch for a future AHELO Survey (see Chapter 3).  

It is worth noting that generic skills are now attracting more attention in the public discourse 
than was the case when AHELO was first being considered (OECD, 2012), which suggests that 
measuring generic skills effectively deserves even more attention in the future. Indeed, choices 
about the relative importance of developing the discipline strands versus generic skills 
strands in future should not hinge on the performance of the specific instruments used in the 
feasibility study, but reflect instead what are the learning outcome objectives for different 
Higher Education Institutions and how institutions would want to use the results for 
improvement in teaching and learning.             

Management of the feasibility study 

Management of the AHELO feasibility study presented a number of challenges, 
notwithstanding the OECD’s experience with developing large scale surveys, such as PISA, TALIS 
and the OECD Survey of Adult Skills (PIAAC). In many respects those surveys are more 
straightforward than AHELO, not least because they are sample-based surveys with well-
defined target populations and delivery channels.1 In contrast, AHELO involves engaging with 
largely autonomous Higher Education Institutions and persuading them to participate. 
Furthermore, the learning outcomes that AHELO seeks to measure are both more diverse and 
more sophisticated than the foundation skills of literacy and numeracy that are at the heart of 
most international large-scale assessment surveys.  
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Funding  

Uncertainties about funding were a key factor significantly impinging on the effective 
management of the feasibility study. While it is impossible to know whether the funding 
model’s initial heavy reliance on grants from foundations might have been successful in a more 
propitious economic climate, a large investment of time and effort in attempting to raise funds 
from foundations bore relatively little fruit, while the funding difficulties the project faced 
made the whole study more challenging to manage. It led to some compromises on the scope 
of the study, wider (and therefore more complex) country participation and significant delays 
and adjustments to the study’s timeline (see Chapter 3).  

In the end, participating countries shouldered the bulk of the study’s international costs, as 
well as their direct costs incurred within their country. And although the momentum was 
maintained, in accordance with the wishes of the AHELO Group of National Experts, the 
funding gap was eventually closed and most of the scope reductions were eventually restored, 
overall management of the study was much more complex and time-consuming as a result, 
while uncertainty and shifting timelines also made project management more complicated for 
participating countries and for the contractors. 

A key lesson from this experience is the importance of securing sufficient funding for future 
development at an early stage, so as to permit development to proceed smoothly and 
according to plan. This also requires early commitment from a critical mass of countries to 
warrant moving forward with further development, not least because it is otherwise difficult 
to develop a meaningful international assessment. It also seems unrealistic, at least in the 
current economic climate, to expect to secure further significant funding from foundations. 
Thus, any further development of AHELO will need to be largely funded by countries for the 
foreseeable future. In the longer term, a model involving some funding from participating 
Higher Education Institutions might be conceivable, but this would probably discourage 
institutions from participating and in effect, scuttle the whole venture if instituted before a 
critical mass of participating institutions had been reached.        

Contracting arrangements 

Another management lesson from the experience concerns the contracting arrangements. As 
noted above, the shifting timelines and funding uncertainties resulted in less than ideal 
conditions for negotiating contracts with different parties, and in particular, with the AHELO 
Consortium, led by ACER, and with CAE. Managing these contracts also proved very time-
consuming for the OECD Secretariat, which might have been avoided had the contracting 
arrangements been more straight-forward. One area where the contracts would have 
benefited from greater clarity was on communication channels, as the importance of clear 
lines of communication between everyone involved, including those in participating countries, 
became increasingly evident as time went by, and particularly in the implementation phase.       

A key feature of the study was the establishment of the AHELO Consortium (see Chapter 3). 
This approach was intended to bring significant synergies, additional expertise and benefits to 
the study and it was done in full recognition that some of the Consortium partners might have 
longer-term conflicting commercial interests. While, in many ways, this approach worked 
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extremely well, it did rely on effective collaboration between the different partners within the 
Consortium. In the event, the relationship within the Consortium between ACER as leader and 
the CAE as a sub-contractor was not always smooth. With the benefit of hindsight, this 
situation was probably not made easier by the fact that OECD had also contracted separately 
with CAE for the adaptation of the CLA instrument, leading to some blurred reporting lines, 
especially around the transition from instrumentation to fieldwork. More generally, this 
underlines the importance of ensuring that all contracting arrangements are as clear and 
straight-forward as possible and that the most comprehensive tendering processes are used 
(even for sole supplier situations).         

Timelines 

Another lesson on management of the study is to allow sufficient time to prepare the 
extensive documentation and undertake the training that is needed to orchestrate and 
support such a complex international assessment across many different actors and roles. A 
significant investment in developing and testing implementation systems both internationally 
and within countries was also required, particularly as this was the world’s first major attempt 
at an entirely on-line international assessment. The timelines for this preparatory work were 
often very tight, in part due to shifting project timelines, and some countries had difficulty in 
meeting all the deadlines especially where completely new arrangements had to be set up (see 
below).  

Instrument development 

As noted above, the decision to adopt three separate strands of assessment for Generic Skills, 
Economics and Engineering, was recognised at the time as an artificial distinction designed to 
yield additional insights into the relative merits and drawbacks of different domains. A major 
challenge for the feasibility study was to demonstrate that an assessment framework could be 
agreed upon across diverse country and institution settings and a key focus in the instrument 
development stage was adapting to different national, cultural and linguistic settings. This was 
a challenging process but also one that led to rich exchanges of experience and important 
feedback that strengthened the entire instrument development process. It also meant that 
good quality control and quality assurance procedures were even more important than for 
within-country testing.     

A separate step was to establish, through field implementation, whether the specific 
instruments that were developed to assess students and tested in the field would yield reliable 
and valid results. This latter question will be addressed by psychometric analysis to be 
presented in Volume 2 but it is important to note that that this analysis will only pertain to the 
specific instruments that were tested and cannot be generalised. In other words, they will not 
be able to predict the validity or reliability of other instruments that could have been 
developed from the same assessment framework. It is also worth recalling in this context that 
because the feasibility study was designed to provide “proof of concept”, it was generally 
accepted that it was not necessary to develop perfect and exhaustive instruments (see 
Chapter 4).         
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Assessment frameworks  

A decision was made early on to adapt the Collegiate Learning Assessment instrument for the 
Generic Skills strand. However, as the process of adapting this instrument to an international 
context evolved and multi-choice questions were added to the assessment, it became evident 
that a Generic Skills Assessment Framework was needed to guide the work. However, because 
this framework was developed late in the development process, there was insufficient time to 
work through all the aspects in depth and it was not possible for an international group of 
experts to reach full consensus. While the relationships between generic skills and economic 
and social outcomes have become generally accepted, there is little international consensus 
about exactly what generic skills are and, in the context of higher education, their connection 
with professional, cultural or disciplinary contexts. With the benefit of hindsight, while 
adapting an existing instrument allowed some time to be gained, the downside is that it may 
have inhibited the process of establishing a robust international framework on Generic Skills to 
underpin the assessment. In part as a result of this, some aspects of the Generic Skills strand 
seemed to remain a matter of contention among experts throughout the feasibility study.  

Two key lessons can be drawn from this experience. The first is the importance and value of 
establishing international consensus on the assessment framework as an essential upstream 
part of the instrument development process. The second is that what might have seemed at 
the time as a reasonable short-cut may not have been the most cost-effective approach after 
all. This underlines the importance of developing completely new tailor-made instruments for 
any future AHELO. This approach also avoids complex intellectual property issues that can arise 
when adapting an existing instrument.  

In contrast, the development of assessment frameworks for the Economics and Engineering 
strands proceeded smoothly and showed that it is possible to define discipline specific learning 
outcomes internationally. While this was expected for the Engineering strand, there were some 
doubts at the outset whether it would be possible for a social science such as Economics. In 
fact, it proved easier than expected to get agreement amongst the Economics experts, on 
what AHELO should cover and measure.    

Matrix sampling  

Some more general lessons can be drawn about other aspects of the instrument design for the 
assessment strands. A key element that emerged from the implementation phase was the 
institutions’ desire to provide students with feedback on their performance, in part to motivate 
them to participate. However the use of matrix sampling (i.e. randomly assigning different 
sections of the assessment to students) precludes this. One thing this experience suggests is 
that the trade-off between the advantages of matrix sampling and being able to provide 
students with feedback should be reconsidered. Having a small common core of multi-choice 
question items that could be administered to all students irrespective of item rotations might 
be one way to manage this trade-off. However, the time required to complete the tests 
(120 minutes in the disciplinary strands and 150 minutes for the generic skills strand) is already 
long and may have had some impact on student response rates, although further analysis of 
the AHELO feasibility study data would be needed to shed more light on this.  
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Multiple-choice questions and constructed response tasks 

All the assessment instruments combined multiple-choice questions and constructed response 
tasks. A further lesson is to consider more deeply the relative appeal of these two different 
approaches for students (see for example, the feedback from Mexico’s students in Chapter 4) 
and for faculty and the impact this might have both on the willingness to engage in AHELO and 
on the quality of responses (including effort). Finding the best combination of these two 
approaches also needs to be linked more clearly to what the institutions want to get out of the 
exercise and how faculty would want to use the results. 

Contextual dimension 

A well-designed contextual dimension is critical to any future AHELO. It is not only important 
for instrument development and calibration and the scaling of scores, but it is also essential to 
interpret results in context and to be able to extract formative lessons from the results. 
However, further analysis of the AHELO feasibility study contextual data would be needed to 
identify which contextual dimensions and variables add most value to a formative use of the 
AHELO data. Getting the contextual dimension right also needs to involve careful consideration 
of the purpose and uses intended for a future AHELO and extensive consultations with 
stakeholders.  

Instrument localisation  

Instrumentation localisation processes are critical to AHELO as an international assessment. 
Experience from the feasibility study suggests that the processes followed worked well overall. 
Nonetheless, several lessons can be drawn. First, it is important to allow sufficient time for 
high quality translation as it turned out to be a more challenging and time-consuming task 
than initially expected. Second, it is important to get the sequencing right, in particular 
reviewing all the test materials fully before embarking on translation and adaptation activities. 
Third, it would be useful to involve domain experts early in the translation process.  

It is also worth noting that the Adaptation Translation and Verification (ATAV) system (see 
Chapter 4) proved to be a very useful support system. For the future, it could be valuable to 
put all the key manuals to be used within countries through a more formalized ATAV process 
as well. It would also be informative to undertake some ex-post reviews of the quality of 
national translations and adaptations for formative purposes at country level, e.g. through an 
in-depth examination of the AHELO data (country-DIF) to identify possible translation errors at 
country level. 

Field implementation 

Overall, field implementation proceeded very well, despite the challenges arising from the 
uncertainties of the project and shifting timelines, although it will be useful to review national 
and institutional experiences in more detail to identify best practices which could be used as 
models for any future AHELO. However, a number of lessons can already be drawn out of the 
feasibility study experience. 
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Timelines  

A first lesson was that the timelines were generally too compressed (as noted above) and 
would need to be extended for national and institutional activities in any future AHELO. More 
generally, the compromise of undertaking all field implementation within a relatively narrow 
period meant that the timing of activities was sometimes inappropriate in relation to academic 
calendars (holidays, exam periods, students on internships…). The complications that this 
timing imposed on field implementation suggests that a future AHELO development should 
endeavour to time the assessment to fit optimally within each country’s academic year. 
Ideally, confirming an institution’s participation in an AHELO Survey before the start of the 
academic year would allow it to be more effectively integrated with other relevant activities 
and demands on students and faculty.   

Capacity, readiness and quality control 

For many countries participating in the feasibility study meant establishing entirely new 
structures and processes to be able to carry out the field implementation, while participating in 
AHELO was an entirely new process for participating institutions. This presented many capacity 
challenges and the fieldwork benefited from a deep commitment to making it work among 
participating countries. In the context of the feasibility study, it was well understood that 
everyone was “learning by doing” and support arrangements provided by the Consortium 
(manuals, training, phone assistance, etc.) played a crucial and effective role in helping build 
the capacity to undertake the field implementation. Nonetheless, there were some procedures 
that were not fully complied with in some countries and institutions and strict adherence to 
prescribed processes was somewhat less important in the feasibility study due to the formative 
nature of the exercise.  

For the future, participation readiness criteria could be drawn up, to ensure that participating 
countries and institutions can identify whether they have all the systems and mechanisms in 
place to be able to follow prescribed processes. Indeed, if countries or institutions are unable 
to meet the readiness criteria (e.g. with having the data systems in place to make it possible to 
draw a sampling frame), then it would probably make more sense for them to invest in building 
that capacity rather than participating in an AHELO assessment which would produce 
unreliable results.  

A related lesson is the importance of establishing a strong external quality control function to 
monitor the work of contractors as well as participants’ adherence to prescribed processes. 
External quality assurance processes are important to ensure that the study is implemented in 
a standardized way across countries and institutions, which is a pre-requisite for the cross-
national and cross-institutional comparability of the final results. Again, while this was less of 
an issue for the feasibility study, as a learning experience focusing on “proof of concept”, it 
would be crucial for the credibility of the results of a future AHELO full survey.  

Of course, any future AHELO would need to include a field trial to test out both the instruments 
and the procedures in real-life conditions and identify any practical issues ahead of the full 
survey. This would also provide a crucial opportunity to test both participants’ readiness and 
external quality control procedures.  
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Electronic delivery  

A major success of the feasibility study was the use of electronic delivery. Not only is electronic 
delivery important for efficient management and processing of the instruments, but it also 
opens up future opportunities for analysing how students responded (e.g. more or less quickly) 
as a way of refining the instruments themselves. Nevertheless, while the use of two different 
platforms for the Generic Skills strand did not generate particular problems for delivering the 
assessments, it did add a layer of complexity and costs associated with integrating the two 
platforms.  

A range of technical glitches were encountered during the delivery, although most were 
resolved very quickly. While this is to some extent to be expected within a feasibility study 
implemented across many different IT environments, and particularly with a compressed 
timeline, it underscores the importance of allowing sufficient time for preparation and testing 
beforehand under different operating systems and conditions. Readiness criteria (as suggested 
above) for any future AHELO could include these technical aspects as well, drawing fully on the 
experiences and challenges encountered during the feasibility study.  

One approach worth further consideration could build on the experience of the Slovak Republic 
(see Chapter 5), which used an innovative approach to minimise the extent of IT preparations 
and support needed at institutional level by providing a set of dedicated laptops that were 
transported from institution to institution. This not only minimised their exposure to IT risk, it 
also provided a different way of managing test security. While such a particular approach might 
not be feasible in a full survey or in other country contexts, it nevertheless points to the value 
of exploring alternative approaches to electronic delivery and some cost-benefit analysis 
would shed light on the tradeoffs involved.    

Sampling frames and student response rates 

The timely provision of an appropriately detailed and verified unit-record student frame is a 
critical element of a sample-based approach to ensure the integrity of study outcomes and 
results and to allow the estimation of confidence intervals. Yet the feasibility study showed that 
most countries and institutions found this a challenging task and clearer definitions and better 
protocols for developing sampling frames and managing exclusions were needed. National 
Project Managers suggested that a pre-prepared data template for listing students and faculty 
to assist the construction of sampling frames as well as more time to complete all sampling 
steps would have helped (Brese and Daniel, 2012).  

One of the biggest challenges in delivery was obtaining adequate response rates and despite 
countries’ best efforts, the field implementation yielded a wide range of experiences, some of 
which were disappointing to countries, leading some National Project Managers to call into 
question the overall approach to sampling students.  

Two possible alternative approaches on the student sampling frames were suggested. The first 
is to reject sampling in favour of a census approach for all in-scope students, since where a 
census approach was taken, response rates were typically much higher. A census approach 
would also streamline – to some extent – the work involved in preparing and drawing the 
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sample although it would add to scoring workload and costs. However, while this would seem a 
straightforward option to consider in a discipline-specific context, it would be less easy to apply 
to testing generic skills across an entire institution. The second would be to consider drawing 
sample groups of students (e.g. classes or courses) rather than taking a random selection of 
students within the HEI. Such an approach would facilitate communication on AHELO and the 
organization of testing which could be incorporated into the course programme. However, 
while the operational advantages are obvious, further analysis would be required to ensure the 
effectiveness of such a sampling approach (Brese and Daniel, 2012). 

Countries and institutions employed a wide range of approaches to engage students and raise 
response rates. Experience from the AHELO feasibility study also showed that the nature and 
impact of participation incentives offered to students varied widely. But it was not possible to 
detect any clear link with engagement or response – with the possible exception of institutional 
strategies that incorporated the AHELO assessment as part of their curriculum. Reflecting on 
the experience, suggestions that were put forward included:   

 administering the assessments as part of university courses/classes  

 making participation in AHELO a compulsory part of the university curriculum or 
linked with broader discussions on learning outcomes and expectations from 
employers 

 shortening the length of the assessment  

 redesigning the instruments to provide feedback to students on their own 
performance both individually and in comparison with other students  

 providing students with some form of academic benefits to reward participation – 
though not performance  

 improving the scheduling and timing of the AHELO assessment 

While a number of different suggestions and perspectives were offered, no agreement was 
reached or even sought to resolve these perspectives should AHELO move forward. But, at the 
very least, it is clear that further research is needed into what measures would be most 
effective in raising response rates in further development of AHELO. Any future AHELO would 
also require an agreed-upon policy on incentive structures to clarify which incentives are 
appropriate and limit the risk of potential bias.   

Scoring  

Managing the scoring process by and large worked well and countries invested considerable 
time and effort into training scorers and endeavouring to increase the reliability and 
consistency of the scoring process. It also appears that small groups of scorers worked most 
efficiently. This aspect of the feasibility study perhaps worked so well because procedures for 
quality in scoring are very well-established in other contexts both within many institutions and 
at national levels in other contexts (such as in national examinations or international tests such 
as PISA). However, many participating countries felt that more time for training and 
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preparation would have been useful. Tools and training to support closer monitoring of inter-
scorer reliability would also have been useful and in a future AHELO, more emphasis could be 
given to these aspects of scoring procedures, including cross-country equivalency.  

Estimating costs of participation 

Participation in AHELO clearly involved significant costs for participating countries and 
institutions in the field implementation stage, over and above the contributions countries 
made to the OECD for the international costs of the feasibility study. While some cost data has 
been collected by the Consortium and will be analysed, it is not currently possible to provide a 
full estimate of all the costs incurred. More complete assessments of the costs involved would 
have been possible if more systematic monitoring of costs within countries had been built into 
the project from the outset. While the full costs incurred at in the feasibility study would not 
necessarily be a good guide to the possible future costs for countries of participating in a future 
AHELO survey, not least because of adaptations made in light of this experience, more 
complete data about costs would have been useful to identify to carry out some cost-benefit 
analyses of different study aspects.    

Extra value for participating institutions and faculties  

A number of countries felt they got an extra bonus out of participating in the feasibility study, 
because of the deep reflections that this induced about teaching and learning, as the three 
country examples in Box 6.1 show. Their experience points to perhaps the most important 
lesson to be drawn from the feasibility study: that the assessment of higher education 
outcomes is not an end in itself, but rather a stimulus to deeper professional dialogue on 
desired learning outcomes and the teaching approaches needed to achieve them. These 
experiences prove that this has indeed been achieved and point to the potential benefits to be 
gained from taking AHELO development further as a tool to foster improvement in learning 
outcomes.   

  

Box 6.1 - Value to participating institutions and faculties 

Japan - Eye opening 

Japan has been involved in the OECD-AHELO Feasibility Study from the very early stages. From our 
five years of commitment, we have indeed learned much and we would like to highlight the 
potential value of AHELO to institutions and faculties. 

As a member of the AHELO consortium, NIER participated in instrument and scoring rubric 
development and modification for the engineering strand. Through this experience of 
international collaboration, we came to understand tangibly and substantively that there is a 
conceptual framework of engineering competencies and learning outcomes that can be shared 
globally. Although there are limitations and precautions, we believe that in the field of 
engineering, we can achieve with deliberation instruments and scoring rubrics that are valid for 
institutions and faculties around the world. 

As the National Center, NIER undertook translation, instrument implementation, scorer training, 
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and scoring. The scorer training and scoring exercise proved to be eye openers for our 
13 professors who gathered to mark the student responses. Because scoring requires consensus 
on what kinds of responses can be identified as correct, it forces scorers to define precisely the 
scope and level of learning outcomes that students are expected to demonstrate. This exercise 
was instrumental in generating clearer understandings of the conceptual framework of 
competencies, and encouraged critical reflections on teaching practices. 

NIER, Japan 

Canada   Changing the way they teach 

Ontario universities were excited to contribute to the ideas and possibilities of AHELO – describing 
it as a timely international conversation on learning outcomes assessment.  Their interest was 
based on the recognition that our campuses are increasingly made up of internationally engaged, 
and often mobile students and faculty members; and that participating in this project would 
improve global understandings of compatibility and comparability of teaching and learning 

Faculties of Engineering were interested in knowing how their students’ knowledge and skills 
compared to those of other institutions and countries.  For example, how would their students 
fare in generic engineering questions or in areas of practical application?  Deans and department 
chairs were particularly interested in how this information could demonstrate the nature and 
strengths of their curriculum design and how it might inform curriculum change.  

Faculty members were further encouraged by the potential of AHELO when a small group came 
together to score the constructed responses of the students. The framing of questions to make 
students ‘think like an engineer’ was innovative to some – prompting them to consider how they 
taught their students, what they expected of them and how they were assessed.  “I wish I had 
considered these issues before setting the final exam for my students,” noted one professor 
during the scoring session, “I would have done it much differently.” 

NPM for Canada (Ontario) 

Kuwait - Fostering a focus on assessment 

The overall experience of participating institutions has been valuable in that it has both focused 
and expanded the conversation on assessment in areas of:  

 developing measurable mechanisms that can provide the optimal means by which 
student learning outcomes can be determined; 

 standardising these means across compatible institutions and cross-border; 

 developing benchmarks against which institutions are measured;  

 internationalising expectations with respect to student learning outcomes; and 

 internationalising the benchmark that determines quality institutions, quality instruction, 
and quality learning. 

NPM for Kuwait 
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NOTES 

 

 
1  In the case of PISA and TALIS, these can be managed through well-established procedures 

within the schooling system and for the Survey of Adult Skills through established 
household survey approaches.  
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ANNEX A 
 

THE DEVELOPMENT AND IMPLEMENTATION OF  
THE AHELO FEASIBILITY STUDY: A COLLABORATIVE EFFORT 

Introduction 

The AHELO feasibility study would not have been possible without the enthusiasm and support 
of the 17 participating countries/higher education systems from all continents who elicited to 
be part of this ground-breaking endeavour, namely Abu Dhabi, Australia, Belgium (Flanders), 
Canada (Ontario), Colombia, Egypt, Finland, Italy, Japan, Korea, Kuwait, Mexico, the 
Netherlands, Norway, the Russian Federation, the Slovak Republic and the United States 
(Connecticut, Missouri and Pennsylvania).  

Neither would the AHELO feasibility study have taken off the ground without the foresight and 
generosity of its sponsors, whose commitment and investment allowed this work to prove its 
value and importance. The OECD is extremely grateful for their contributions to the AHELO 
effort. 

Notwithstanding the level of enthusiasm and generosity from participating countries/systems 
and sponsors, the success of the AHELO feasibility study also rested with the 249 forward-
looking higher education institutions (HEIs) who volunteered to take part in the AHELO 
assessments and accepted the risk that the results might be challenging them in their teaching 
practices. The OECD is appreciative of their open-mindedness as well as the efforts they have 
put in the study to adhere to prescribed procedures and standards, and is hopeful that the 
results will be valuable to them in their improvement efforts.  

The study has been a collaborative effort, bringing together scientific expertise from a wide 
range of countries and backgrounds.  

The study benefited from a unique governance structure within the OECD insofar as it was 
jointly steered by governments, HEIs and higher education agencies through the Programme on 
Institutional Management in Higher Education (IMHE). The IMHE platform ensured that the 
approaches adopted took account of institutional needs and concerns. The IMHE Governing 
Board (IMHE GB) was responsible for the broader management of the AHELO feasibility study.  

To support the IMHE GB, an AHELO Group of National Experts (GNE) was established to oversee 
the methods, timing and principles of the AHELO feasibility study. The GNE brought together 
experts nominated by participating and other interested countries and was the main steering 
mechanism for the technical aspects of the feasibility study.  
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Through National Project Managers (NPMs), participating countries implemented the AHELO 
feasibility study at the national level in accordance with agreed procedures. NPMs played a 
vital role in ensuring that the implementation of the survey is of high quality. 

The study also drew on the best internationally available expertise at different stages of the 
project and in a range of domain areas through a number of ad-hoc expert groups. In the initial 
stages of reflection, three expert groups were convened in 2007 to reflect on the desirability 
and feasibility of an international Assessment of Higher Education Learning Outcomes (AHELO), 
and to provide guidance for a strategy. In 2008 and 2009, another three expert groups were 
tasked to provide input towards the development of terms of reference for the AHELO Call for 
Tenders. Two expert groups adapted the Tuning approach for AHELO to identify expected 
learning outcomes in economics and engineering - the disciplines chosen for the feasibility 
study - while the third group provided recommendations towards the development of a 
contextual dimension for the feasibility study. In September 2009, a Technical Review Panel 
was also set up to review the technical aspects of proposals submitted in response to the 
AHELO Call for Tenders, and prepare recommendations for the AHELO GNE. Subsequently, 
another three expert groups were set up by the chosen contractor to develop assessment 
frameworks and instruments: the AHELO Economics Expert Group, AHELO Engineering Expert 
Group and AHELO Contextual Dimension Expert Group. These groups met in 2010 and 2011 
and experts from participating countries served on the discipline-specific groups to ensure that 
the instruments developed are internationally valid and reflect the diverse cultural and 
curricular contexts of participating countries.  

An AHELO Technical Advisory Group (TAG) was established in 2010 to provide quality oversight 
throughout the study. It was consulted and provided advice on major technical issues (e.g. 
instrument development procedures, sample and test design, translation procedures, as well as 
scoring and verification procedures) and operational aspects.  

In addition, a Stakeholders’ Consultative Group (SCG) was set up, bringing together diverse 
stakeholders with an interest in the quality of higher education. While the SCG did not have a 
formal steering role in the feasibility study, it proved highly valuable in communicating the 
goals and progress of the AHELO feasibility study; listening to stakeholders’ input, suggestions, 
concerns, warnings or advice; and providing a forum for multilateral discussion and cross-
fertilisation of ideas on the AHELO initiative. 

The design and implementation of the assessments, within the framework established by the 
AHELO GNE, was the responsibility of external contractors grouped into an international 
Consortium1 led by the Australian Consortium for Education Research (ACER). The development 
of the Generic Skills instrument was undertaken by the Council for Aid to Education (CAE). 
Educational Testing Services (ETS) took the lead in developing the economics instrument while 
the development of the engineering instrument was carried out by a consortium led by ACER in 
partnership with Japan’s National Institute for Education Research (NIER) and the University of 
Florence. Finally, the contextual dimension survey instruments were developed jointly between 
Indiana’s University Center for Postsecondary Research (CPR) and the Centre for Higher 
Education Policy Studies (CHEPS). Linguistic quality control was under the responsibility of 
cApStAn for instruments developed by the Consortium and Comms Multilingual for the Generic 
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Skills strand performance tasks, while Statistics Canada was responsible for sampling and 
weighting. The test platforms were developed by SoNET in co-operation with ITS for the 
Generic Skills strand. Other partners in this consortium include the International Association for 
the Evaluation of Educational Achievement (IEA) and Westat. 

The OECD Secretariat was responsible for the overall management of the AHELO feasibility 
study and the coordination of these various groups under the guidance of the AHELO GNE, and 
in line with the policy objectives established by the IMHE GB. 

The following lists the members of the various AHELO bodies and the individual experts and 
consultants who have contributed to the AHELO feasibility study. 
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Sponsors 

Lumina Foundation for Education 
Compagnia di San Paolo 
Calouste Gulbenkian Foundation 
Riksbankens Jubileumsfond 
Spencer Foundation 
Teagle Foundation 
Higher Education Founding Council for England 
Ireland Higher Education Authority 
The William and Flora Hewlett Foundation (support for US participation) 

IMHE Governing Board 

Chair: Prof. Peter Coaldrake (Queensland University of Technology - Australia)  

Deputy Chairs: Tom Boland (Higher Education Authority, Ireland), Steven Egan (HEFCE - United 
Kingdom), Esa Hämäläinen (University of Helsinki - Finland), Åsa Petri (Ministry of Education 
and Research - Sweden) and Giuseppe Ronsisvalle (University of Catania - Italy). 

OECD Member Countries 

Australia: Peter Coaldrake, Queensland University of Technology (or John Hearn, University of 
Sydney), and David De Carvalho, Department of Industry, Innovation, Science, Research, 
Tertiary Education, (or Shelagh Whittleston, Australian Delegation to the OECD) 
Austria: Christiane Druml, Medical University of Vienna (or Andreas Raggautz, University of 
Graz) and Florian Pecenka, Science Attaché, Permanent Representative of Austria to the EU 
Belgium: Benjamin Van Camp, Flemish Interuniversity Council (or Kristiaan Verslys, Ghent 
University) 
Canada: Christine Tausig Ford, Association of Universities and Colleges of Canada (AUCC) 
Chile: Patricio Sanhueza Vivanco, Universidad de Playa Ancha 
Czech Republic: Stanislav Stech, Charles University and Karolina Gondkova, Ministry of 
Education, Youth and Sports (or Adam Krcal, Ministry of Education, Youth and Sports) 
Denmark: Peter Plenge, Aalborg University and Birgit Kjolby, Ministry of Science, Innovation 
and Higher Education (or Mette Holmstrom Mikkelsen, Ministry of Science, Innovation and 
Higher Education) 
Estonia: Kristjan Haller, University of Tartu (or Karin Jaanson, Ministry of Education and 
Research) 
Finland: Esa Hämäläinen, University of Helsinki (or Ritva Laakso Manninen, Haaga-Helia 
University of Applied Sciences) and Reijo Aholainen, Ministry of Education (or Maarit Palonen, 
Ministry of Education) 
France: Sebastien Lobiau, Ministère de l'éducation nationale / Ministère de l'enseignement 
supérieur et de la recherche (or Laurence Malpot / Regine Ducos Ecole des hautes études en 
santé publique - EHESP, Rennes) 
Germany: Marijke Wahlers, German Rectors' Conference (or Sybille Hinze, Institute for 
Research Information and Quality Assurance) 
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Greece: Ekaterini Douka-Kabitoglou, Aristotle University Thessaloniki and Ministry of Education 
and Vassilios Tourassis, Democritus University of Thrace, (or Pandelis Ipsilandis, Technological 
Education Institute of Larissa) 
Hungary: Béla Kardon, Ministry of National Resources 
Iceland: Ingjaldur Hannibalsson, University of Iceland 
Ireland: Tom Boland, Higher Education Authority, Dublin (or Brendan Murply, Cork Institute of 
Technology) 
Israel: Moshe Vigdor, Council for Higher Education and the Planning and Budgeting 
Committee(or Nachum Finger, Council for Higher Education) 
Italy: Giuseppe Ronsisvalle, University of Catania and Marzia Foroni, Ministero dell’Istruzione, 
dell’Università e della Ricerca 
Japan: Shuichi Tsukahara, National Institute for Education Policy Research (NIER) 
Korea: Hyunsook Yu, Korean Educational Development Institute  
Mexico: Fernando Leon Garcia, CETYS University (or Enrique Del Val, Universidad Nacional 
Autónoma de México - UNAM) and Luz Maria Nieto Caraveo, Universidad Autonoma de San 
Luis Potosi - representing the Secretaria de Educación Publica of Mexico (or Carlos Quintal 
Franco, Universidad Autonoma de Yucatan - representing the Secretaria de Educación Publica of 
Mexico) 
Netherlands: Marlies Leegwater, Ministry of Education, Culture and Science 
New Zealand: Roger Smyth, New Zealand Ministry of Education 
Norway: Lars Vasbotten, Norwegian Ministry of Education and Research (or Ingvild Marheim 
Larsen, Norwegian Ministry of Education and Research) and Gunn-Elin Aa Bjorneboe, University 
of Oslo (or Per Ivar Maudal, Norwegian University of Science and Technology) 
Poland: Daria Nalecz, Ministry of Science and Higher Education 
Portugal: Alberto Amaral, Agência de Avaliação e Acreditação do Ensino Superior (A3ES) 
Slovak Republic: Peter Mederly, Ministry of Education, Science, Research and Sport 
Slovenia: Duša Marjetic, Ministry of Higher Education, Science and Technology 
Spain: Luis M. Delgado Martinez, Ministerio de la Educación (or Angeles Muñoz Fernández de 
Bastida, Ministerio de la Educación) 
Sweden: Ann-Caroline Nordström, Stockholm University and Åsa Petri, Ministry of Education 
and Research, Stockholm (or Per Magnusson, Division of for Higher Education, Ministry of 
Education and Research) 
Switzerland: Stéphane Berthet, Université de Genève and Müfit Sabo, Office fédéral de la 
formation professionnelle et de la technologie (or Silvia Studinger, Secrétariat d’État à 
l’Éducation et à la Recherche) 
Turkey: Gokhan Cetinsaya, Council of Higher Education (YÖK) 
United Kingdom: Steve Cannon, University of Aberdeen and Stephen Egan, HEFCE 
United States: Molly Corbett Broad, American Council on Education 

OECD non members / non-membres de l'OCDE 

Brazil: Leandro Tessler, UNICAMP 
Latvia: Janis Stonis, University of Latvia (or Alina Grzhibovska, University of Latvia) 
Russia: Olga Moshkova, National Research University - Higher School of Economics (or Lyubov 
Maximova National Research University - Higher School of Economics) 
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AHELO Group of National Experts (GNE) 

Chair: Jan S. Levy (Norway) 
Bureau: Fiorella Kostoris (Italy), Ryo Watanabe (Japan), Patricia Rosas Chávez (Mexico) and 
Adrie Steenbrink (Netherlands).  

Members and Observers for the participating countries 

Australia: Margaret Pearce (Australian Delegation to the OECD) and Philip Aungles (Australian 
Department of Education, Employment and Workplace Relations) 
Abu Dhabi: Hesham Wagih Gomma and Sylvie Wald (Abu Dhabi Education Council - ADEC) 
Belgium: Noël Vercruysse (Department of Education and Training, Flemish Ministry for 
Education and Training), Eduardo Cascallar (Center for Research on Teaching and Training - 
POOLL) and Filip Abraham (Katholieke Universiteit Leuven) 
Canada (Ontario): Mary Catharine Lennon and Harvey Weingarten (Higher Education Quality 
Council of Ontario - HEQCO) 
Canada: Amanda Hodgkinson and Natalia Ronda (Council of Ministers of Education, Canada - 
CMEC) 
Colombia: Julian Patricio Mariño von Hildebrand and Margarita Peña Borrero (ICFES) 
Egypt: Ibrahim Shehatta (Egyptian National Center for Measurement and Assessment Project); 
Galal Abdelhamid Abdellah, Samir Hilal and Rasha Sharaf (Egyptian Ministry of Higher 
Education), Sanaa Radi and Ghada Mourad (Alexandria University); Ali Huzayyin, Ahmed 
Soliman and Mohamed El-Manylawi (Cairo University). 
Finland: Ossi Tuomi (University of Helsinki), Maarit Palonen (Ministry of Education and Culture) 
and Jani Ursin (University of Jyväskylä) 
Italy: Fiorella Kostoris (Universitá di Roma) 
Japan: Ryo Watanabe, Osamu Aruga, Hiroshi Ando and Mizuki Tanaka (Ministry of Education, 
Culture, Sports, Science and Technology - MEXT) 
Republic of Korea: Jeung-Yun Choi (Korean Educational Development Institute) 
Kuwait: Asad Al-Rashed (Private Universities Council) 
Mexico: Luz María Nieto Caraveo (Universidad Autónoma de San Luis Potosí), Patricia Rosas 
Chávez (Universidad de Guadalajara) 
Netherlands: Adrie Steenbrink (Ministry of Education Culture and Science), Frits Gronsveld 
(Verdonck, Klooster & Associates), Henriette Maassen van den Brink (Amsterdam School of 
Economics), Inez Meurs (Ministry of Education, Culture & Sciences / HU Business School 
Utrecht) 
Norway: Jan S. Levy (Norwegian Ministry of Education and Research), Elisabeth Hovdhaugen 
and Vibeke Opheim (NIFU Nordic Institute for Studies in Innovation, Research and Education), 
Ole K. Solbjørg (NTNU) 
Russian Federation: Tatiana Meshkova (National Research University - Higher School of 
Economics) 
Slovakia: Peter Mederly (Ministry of Education, Science, Research and Sport) 
United States: Charles Lenth and Paul Lingenfelter (State Higher Education Executive Officers - 
SHEEO), Andre Lewis and Frank Frankfort (US Department of Education) 
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Observer countries (including OECD member countries not participating in AHELO and official 
non-OECD Observers) 

Austria: Florian Pecenka (Permanent Representation of Austria to the EU) and Eva 
Schacherbauer (Federal Ministry of Science and Research) 
Bahrain: Hesham Al-Ammal and Ebrahim Janahi (University of Bahrain) 
Brazil: Sheyla Carvalho Lira (Ministério da Educação)         
Denmark: Mette Juul Jensen (Ministry of Science, Innovation and Higher Education)       
England: William Locke (Higher Education Funding Council for England), Matthew Bollington, 
Brian Johnson and Charles Ritchie (Department for Business Innovation & Skills - BIS) 
Germany: Martina Diegelmann (Bundesministerium für Bildung und Forschung), Stefan 
Hornbostel (Institut für Forschungsinformation und Qualitätssicherung / Institute for Research 
Information and Quality Assurance - IFQ) 
Portugal: Isabel Correia (General Secretariat of Ministry of Education and Science), Sérgio 
Machado dos Santos (A3ES - Agência de Avaliação e Acreditação do Ensino Superior)      
Saudi Arabia: Hamad Almehrej (Ministry of Higher Education)      
Singapore: Wei Jian Leong, Wen Pin Leow and Jia Yu PAO (Ministry of Education)          
Sweden: Asa Petri (Ministry of Education and Research), Per Gunnar Rosengren and Aija 
Sadurskis (Swedish National Agency for Education)       
EU: Margarida Gameiro and Mads Gravas. 

AHELO National Project Managers (NPM) 

Abu Dhabi: Hesham Gomma and Sylvie Wald (Abu Dhabi Education Council - ADEC) 
Australia: Daniel Edwards (Australian Council for Educational Research - ACER) 
Belgium: Raoul Van Esbroeck (Vrije Universiteit Brussel) 
Canada: Mary Catharine Lennon Higher Education Quality Council of Ontario (HEQCO) 
Colombia: Julian Patricio Mariño von Hildebrand (ICFES), Maria Camila Perfetti 
Egypt: Ibrahim Shehatta (Egyptian National Center for Measurement and Assessment Project) 
Finland: Jani Ursin (University of Jyväskylä), Heidi Hyytinen (University of Helsinki) 
Italy: Fiorella Kostoris (Universitá di Roma) 
Japan: Shuichi Tsukahara (National Institute for Educational Policy Research - NIER) 
Kuwait: Asad Al-Rashed (Private Universities Council), Anwar Almousawi (Kuwait University) 
Mexico: Adrian De Leon-Arias (Universidad de Guadalajara), José Antonio González Fajardo 
(Universidad Autónoma de Yucatán), José Humberto Loriá Arcila (Autonomous University of 
Yucatan), Ruben Sanchez-Gomez, Patricia Rosas Chávez (Universidad de Guadalajara) 
Netherlands: Inez Meurs (Ministry of Education, Culture & Sciences / HU Business School 
Utrecht) 
Norway: Elisabeth Hovdhaugen, Vibeke Opheim and Rachel Sweetman (NIFU Nordic Institute 
for Studies in Innovation, Research and Education) 
Republic of Korea: Jeung-Yun Choi (Korean Educational Development Institute) 
Russian Federation: Tatiana Meshkova and Elena Sabelnikova (National Research University - 
Higher School of Economics), Oleg Rebrin and Irina Sholina (the Ural Federal University) 
Slovakia: Jan Boda (Comenius University Bratislava), Ján Kalužný (Faculty of Materials Science 
of the Slovak University of Technology), Lenka Mackovicova, Peter Mederly (Ministry of 
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Education, Science, Research and Sport), Roman Nedela (Matej Bel University Banska Bystrica), 
Magdalena Nedelova  
United States: Charles Lenth (State Higher Education Executive Officers - SHEEO) 

Participating institutions and Institutional Coordinators (for countries where the information 
is not restricted) 

Strand of participation is indicated in parenthesis.  

Abu Dhabi (ENG) 

Abu Dhabi University (ADU) - Aly Nazmy 
ALHOSN University - Marko Savic 
United Arab Emirates University (UAEU) - Civil and Environmental Engineering Department 
(CEED) - Amr S. El-Dieb 
Scorers: Abu Dhabi University (ADU): Rafik Al Sakkaf - ALHOSN University: Osama Mohamed - 
United Arab Emirates University (UAEU) - Civil and Environmental Engineering Department 
(CEED): Khaled El-Sawy 
Lead Scorer: United Arab Emirates University (UAEU) - Civil and Environmental Engineering 
Department (CEED): Bilal El-Ariss 

Australia (ENG) 

Charles Darwin University - Deborah West 
RMIT University - Kevin Zang 
James Cook University - Vincent Wang 
Swinburne University of Technology - Emad Gad 
University of Adelaide - Bernadette Foley 
University of Melbourne - Graham Moore 
University of Technology Sydney - Rob Jarman 
University of Western Sydney - Fidelis Mashiri 
University of New South Wales - David Clements 
University of Newcastle - Bill McBride 
Curtin University of Technology - David Scott 

Belgium (ECO) 

University of Gent - Luc Van De Poele 
Katholieke Universiteit Leuven - Luc Sels 

Canada (ENG) 

McMaster University - Cameron Churchill  
University of Ottawa - Dan Palermo 
Queen’s University at Kingston - Ken Novakowski 
Ryerson University - Khaled Sennah 
University of Toronto - Bob Andrews 
University of Waterloo - David Brush 
University of Western Ontario - Ernest Yanful 
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University of Windsor - Faouzi Ghrib 
Carleton University - Yasser Hassan 

Colombia (ENG, GS) 

Universidad Nacional de Colombia - Sede Bogotá - Alba Neira (ENG, GS) 
Universidad Nacional de Colombia - Sede Medellin - Alba Neira (ENG, GS) 
UNIMINUTO - Corporación Universitaria Minuto de Dios - José Orlando Ugarte (ENG) 
Escuela Colombiana de Ingenieria Julio Garavito - María Paulina Villegas (ENG) 
Corporación Universitaria de la Costa - CUC - Alejandra Elguedo Pallares (ENG) 
Fundación Universitaria Internacional del Trópico Americano - Hernando Salcedo (ENG) 
Fundación Universitaria Agraria de Colombia - UNIAGRARIA - Carlos Omar Higuera Bautista 
(ENG) 
Politécnico Colombiano Jaime Isaza Cadavid - Sandra Milena Cardona Galvis (ENG) 
Corporación Universidad Piloto de Colombia - Sede del Alto Magdalena - Mireya Sáenz Trujillo 
(ENG)  
Universidad Católica de Colombia - Marcela Cascante Montoya (ENG, GS) 
Universidad Cooperativa de Colombia - Sede Villavicencio - Julio César Garzón Calderón (ENG) 
Corporación Universidad Piloto de Colombia - Sede Bogotá - Jeanette Bermúdez Rojas (ENG) 
Universidad de Los Andes - Laura Cristina Pinilla Vera (ENG) 
Universidad de la Salle - Manuel Antonio Tobito Cuberos (ENG) 
Universidad la Gran Colombia - Luis Fernando Díaz (ENG) 
Universidad Pontificia Bolivariana - Sede Bucaramanga - Aldemar Remolina Millán (ENG) 
Universidad Santo Tomas - Myriam Gómez (ENG) 
Universidad Distrital Francisco José de Caldas - Carlos Gregorio Pastrán Beltrán (ENG) 
Universidad de Sucre - José Rodrigo Hernández Ávila (ENG) 
Universidad del Magdalena - Jorge Daniel Aragón Russo (ENG) 
Universidad del Quindío - Carlos Arturo García Ocampo (ENG) 
Universidad de Cartagena - Modesto Barrios Fontalvo (ENG) 
Universidad Industrial de Santander - Germán García Vera (ENG) 
Universidad Militar Nueva Granada - Luis Alexander Godoy Estrella (ENG) 
Universidad del Cauca - José Fernando Sánchez Fernández (ENG) 
Universidad Pedagógica y Tecnológica de Colombia - Angel Eduard Rodriguez Suesca (ENG) 
Universidad Nacional de Colombia - Sede Manizales - Alba Neira (ENG) 
Universidad de Caldas - José Fernando Quintana Velasco (GS) 
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http://www.ntnu.no/
http://www.hil.no/
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NOTES 

 
1
  An exception is the Council for Aid to Education (CAE) which separately developed and 

adapted the Generic Skills strand’s performance task instrument prior to joining the 
international Consortium for the implementation phase. 
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ANNEX B 

 
ILLUSTRATIVE ASSESSMENT ITEMS IN THE VARIOUS STRANDS  

Exemplar items for each of the three AHELO strands of work are provided below together with 
their respective scoring rubrics for the purpose of illustrating what the AHELO tests looked like. 

In examining these items, readers should however bear in mind that the experience of test 
developers suggests that an item can have very low face/appearance validity but provide highly 
reliable and valid measurement of target constructs, and vice versa. In particular, it is 
important to remember that these items: 

 were designed for use as part of an overall secure test rather than as stand-alone 
features; 

 are not indicative of the test overall, of the framework or of other items; 

 were not developed or intended for public release, or to be used to depict the test; 

 would be modified and enhanced in light of results if they were to go full scale; and 

 were developed for a specific purpose and time and for use in specific countries. 

Information in the scoring rubrics is partial and has been developed to aid the work of a small 
community of scorers. The data is not designed to cover a comprehensive range of responses. 
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Generic Skills strand illustrative items 

Example of Generic Skills CRT 

Practice performance task 

In order for students to familiarize with performance tasks, they were provided with an 
example to practice: Crime reduction (see 
www.collegiatelearningassessment.org/files/Architecture_of_the_CLA_Tasks.pdf for a 
description). 

Instructions 

You are a member of the administrative staff for the City of Milltown.  The Mayor’s Office has 
received many inquiries from the public and press regarding the recent discovery of a deformed 
catfish in Miracle Lake.  The Mayor of Milltown, Sally Bigelow, plans to discuss this matter at the 
Milltown City Council meeting tomorrow night. 

To help Mayor Bigelow prepare for tomorrow’s meeting, she has asked you to review the 
documents provided in the Document Library (on the right side of the screen) and answer a 
series of questions.   

Your answers to the questions that follow should describe all the details necessary to support 
your position.  Your answers will be judged not only on the accuracy of the information you 
provide, but also  

  how clearly the ideas are presented, 

  how effectively the ideas are organized,  

  how thoroughly the information is covered. 

While your personal values and experiences are important, please answer all the questions 
solely on the basis of the information above and in the Document Library. 

Write your answers in the box below each question.  You can write as much as you wish; you are 
not limited by the size of the box on the screen. 

Questions 

The materials in the Document Library suggest at least three explanations for the 3-eyed catfish, 
namely: inbreeding, parasites, and contamination by Db09 and/or Validium. 

Question 1a 
 

What specific information, evidence, facts, and/or theories discussed in the Document Library 
support the inbreeding explanation?  
 
 

Question 1b 
 

http://www.collegiatelearningassessment.org/files/Architecture_of_the_CLA_Tasks.pdf
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What are arguments against the inbreeding explanation? 
 
 

Question 2a 
 

What specific information, evidence, facts, and/or theories discussed in the Document Library 
support the parasites explanation? 
 
 

Question 2b 
 

What are arguments against the parasites explanation? 
 
 

Question 3a 
 

What specific information, evidence, facts, and/or theories discussed in the Document Library 
support the chemical contamination explanation? 
 
 

Question 3b 
 

What are arguments against the chemical contamination explanation? 
 
 

Question 4 
 

Are there any other explanations for the 3-eyed catfish (i.e., besides inbreeding, parasites, and 
chemical contamination) and if so, what are they?   
 
 

Question 5 
 

What explanation for the 3-eyed catfish is most likely to be correct and why?  Your answer 
should discuss how you might counter (rebut) possible arguments against this explanation. 
 
 

Question 6  
 

What should the City Council do now?  Should it close the mill, close the conservation area, close 
Miracle Lake to recreation, stop taking drinking water from Bush Lake, do something else, or do 
nothing at all?  What is the basis for your recommendation?  
 
 

Question 6 is the last question.  When you click on the NEXT button below, you will move out of 
this task and on to the survey.  You will not be able to return to continue work on any of the 
questions, so only click on the NEXT button when you are completely finished with all of the 
questions in this task. 

 

Document library 
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Document 1 

 
 
 
 
 
 
 
 
 

Three-eyed Catfish Caught in Miracle Lake 

Samantha Stewart, Staff Reporter 

 
The three-eyed “Simpson fish” caught by Miss  
Lily Stone, 12, at the Milltown Miracle Celebration  
yesterday.  “It’s just gross!” 

Milltown. Yesterday’s Milltown Miracle Celebration at Miracle Lake was marred by 
the ill-timed appearance of a three-eyed catfish during the children’s Fishing Derby. 
Lily Stone, who caught the fish, was shocked by its appearance.  “It’s just gross. At 
first I was excited to catch a fish, but when I pulled it out of the water and looked at 
it I just wanted to scream.”   Ms. Stone’s father, the environmental activist, Charles 
Stone, blames Bonaventure Mills. “Its just like the nuclear power plant in The 
Simpsons that caused three-eyed fish. The mill has done it for real.”   

Dr. Malcolm Reis at the University Extension Service said the three-year old fish Ms. 
Stone caught reminded him of those caught recently by some Milltown teenagers 
ten miles away in Hampton County and of some frogs with extra limbs that Dr. Reis 
has been studying for several years.  Reis said that tests showed that parasites 
caused these deformities in both cases.  He also said that while abnormalities can 
be caused in many ways, such as from exposure to radioactive material, chemical 
contamination, and inbreeding, he thinks the most likely cause is parasites. 

 

The Milltown Clarion 
75 cents Monday June 27, 2005 
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Ironically, Ms. Stone caught her three-eyed monster during the Fishing Derby, a 
contest intended to showcase the safety of the waters in the Milltown Conservation 
Area after the Db09 spill 10 years ago, when a break in a pipe at Bonaventure Mills 
spilled 100 gallons of the potent neurotoxin Db09 into the millpond.  The spill killed 
all the animals in the water between Bush Falls and Miracle Falls. This triggered an 
aggressive campaign against the mill that resulted in its closure, putting 125 
employees out of work.  The mill remained closed for two years and recreational 
use of the waters between the falls was prohibited.   

The mill reopened under the direction of Benjamin Bonaventure who completely 
reorganized the mill, its manufacturing process and its business plan. The mill no 
longer uses Db09.  At the mill’s re-opening 8 years ago, Dr. Bonaventure said “Our 
new manufacturing process does not release toxins of any kind. We also completely 
redesigned the plant to minimize the risks of spilling untreated waste into the pond. 
Manufacturing is more expensive now, but we can market our product as an 
environmentally friendly alternative to those produced the old-fashioned way.  We 
think this gives us a competitive edge and it is the right thing to do.”  The mill has 
hired back all the laid-off employees who wanted to return and now has 115 
workers.   

After the spill, Bonaventure gave the land around the mill to the city to create a 
conservation area and park.  A system of dirt trails now provides access to this 
beautifully wooded area.  

Last winter the city council voted 7 to 1 to reopen the waters downstream of the 
mill to recreational use and restock Bush Creek and Miracle Lake with trout and 
bass.  Yesterday was opening day.   
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Document 2 

 

One Monster is Enough 
Charles Stone
The Milltown Miracle!  A catfish so 
deformed it gives new meaning to the 
word grotesque.  Can anyone imagine that 
this is not the inevitable consequence of 
the unholy alliance between the city 
council and Dr. Benjamin Bonaventure?   
The so-called miracle of cooperation is 
nothing more than the spectacle of 
corruption.  My 12-year-old daughter can 
tell you what caused this poor fish to grow 
three eyes.  It was chemical contamination.  
Meanwhile the official scientific 
consultants, bought and paid for by 
Bonaventure, hem and haw and say it 
might be mutation or it might be parasites 
or someone dumping radioactive waste.  
Give me a break.  We all know what 
happened. 
This is the same pond that Bonaventure 
Mills poisoned to death 10 years ago.  Now 
it spawns a three-eyed fish so unnatural we 
have to resort to television cartoons to 
describe it.  And our Mayor wants to “wait 

for the experts to evaluate the situation.”  
What needs to be evaluated?   
And what about the human population 
living next to this cesspool?  Is anyone 
studying the incidence of birth defects, 
cancer, or leukemia?  Are the wildlife 
biologists using tests that are relevant 
measures of effects in humans? Do we 
want to wait until the three-eyed monsters 
turn up in the Milltown maternity ward?   
Remember how all the pregnant women 
who took thalidomide gave birth to 
deformed children.  Do we want that to 
happen here? 
I know that Milltown Elementary has two 
children undergoing chemotherapy right 
now.  That must be a little unusual in a 
town this size.  Last time that happened 
was 25 years ago when the mill started 
using Db09! We must act now.  We must 
close the mill now.  Before anyone else is 
hurt.  One monster is enough! 

  

The Milltown Clarion 
75 cents Monday June 27, 2005 
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Document 3 

Milltown Conservation Buffer Area Map 
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Document 4 

Dr. Seymour Munt 
Department of Biology  
City College 
 
 
Dr. Benjamin Bonaventure 
President and CEO, Bonaventure Mills 
Milltown 
 
Dear President Bonaventure: 
 
Thanks for giving my students access to your mill’s waste area and mill pond.  They had a 
terrific experience investigating a real-world situation.   
 
They tested: (1) the waste flow from the mill, (2) water from the mill pond, (3) water from the 
stream at the bend (about half a mile downstream), and (4) water above Bush Falls, near the 
city’s water intake pipe at the pump house.  Using the Cobb Test on the water samples, they 
found that none of these waters caused mutations significantly above background.  That is, 
water from these sources did not appear to be mutagenic because there was no detectable 
change in the DNA of the indicator bacteria.   
 
Also, because she grew up in Milltown and remembers the Db09 spill, Sandy Evans wanted to 
test Db09 itself.  Again, results showed Db09 caused no increase in the rate of mutation in the 
Cobb Test bacteria.  This was good news since the rocks and soils in our area are unusually rich 
in validium (the naturally occurring form of Db09) that can wash into our water supply.  Indeed, 
a colleague of mine recently found that large amounts of validium are present in the sediments 
at the bottoms of Milltown’s streams and lakes, especially where adjacent soils have been 
exposed. 
 
Again, I thank you for all your help.   
 
 
Sincerely, 
 
Seymour Munt, Ph.D. 
Department of Biology 
City College 
 
cc:  Sally Bigelow, Mayor of Milltown; Carey Thomas, President of City College 
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Document 5 

Excerpt from Saginaw, M. 1998. Introduction to Laboratory Measurement: Biological Sciences. 
Pillsberg Press. 

Cobb Test: A test developed by Bruce Cobb in the early 1970s that investigates new or old 
environmental chemicals for effects associated with mutagenicity. A compound is said to be 
mutagenic if it causes a change in the DNA (deoxyriboneucleic acid) of a living cell or organism. 
The test uses the bacterium Salmonella typhimurium as a test organism, and is used as a rapid 
and relatively inexpensive first screening of untested chemicals that are suspected of being 
mutagenic agents. When mutagenic agents are present, the Cobb Test has been shown to 
detect their presence 90% of the time.  When there is no mutagenic agent present, the Cobb 
test falsely indicates their presence 2% of the time. 
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Document 6 

KMIL Radio 

Transcripts Dept. 

 

TRANSCRIPT, July 15, 2005 Program: MidWeek in MillTown, Interview 

with Dr. Thomas Leusid 

 

 

 

MWMT (or Reporter): We have with us today the distinguished 

biologist Dr. Thomas Leusid from Milltown 

College.  Dr. Leusid has been a frequent 

guest on our show, bringing us interesting 

news and insights from the natural world.   

Dr. Leusid and his students have been 

involved in monitoring the wildlife in the 

Milltown conservation area since it was 

established almost 10 years ago.  Welcome 

Dr. Leusid. 

 

LEUSID: 

 

 

Thank you for having me on your show. 

Reporter: 

 

 

Tell us about the work you do with your 

students in the conservation parklands. 

 

LEUSID: 

 

 

 

 

 

 

My students and I have been monitoring the 

ecosystem of the mill pond and stream for 

over 10 years.  We use a site upstream of 

the mill at the base of Bush Falls as a 

control site.  We monitor plants, 

salamanders, birds and stream invertebrates 

three times a year. By all our measures the 

wildlife is doing well.  I would like to 

thank Bonaventure Mills for their support of 

our projects. 

 

Reporter: 

 

Wait. Are you saying Bonaventure Mills pays 

for your fieldwork?   

LEUSID: 

 

 

 

 

 

Yes, but it is common in science to have 

research supported by the people and 

organizations that are interested in the 

problem.  That’s not to say we wouldn’t 

welcome more public funding. 
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Reporter: 

 

 

 

 

I’m sure you’ve heard about the girl 

catching a three-eyed catfish at Miracle 

Lake.  Have your students found such 

monsters? 

 

LEUSID: 

 

 

 

 

 

 

 

I read about the duplicate eye structure on 

that fish, but I have not seen it myself. 

Although our research  focuses mainly on 

amphibians, we have noticed increasing 

numbers of catfish.  Since the discovery of 

the unusual catfish, my students and I have 

been out in the conservation area doing some 

catch-and-release studies of the fish at 

various places. As you know, catfish are 

bottom-feeders, so we drag the bottom of the 

lake. In Miracle Lake, most of the catfish 

seem to be pretty young, most less than 3 

years old.  Several of them have duplicated 

structures, though none nearly as dramatic 

as Ms. Stone’s catch. 

 

Reporter: 

 

 

Yes. Hers had three eyes!  It seems really 

unnatural. 

LEUSID: 

 

 

 

 

Such duplications are not as rare as you 

might think.  There have been many reports 

of duplications of limbs in frogs, caused by 

a parasite that invades the developing 

embryo. Parasites also caused the 

deformities in some catfish that were caught 

recently in Hampton County. Although we 

cannot definitely rule out parasites at this 

time, we haven’t found them in our Bush 

Falls fieldwork. 

 

Reporter: 

 

 

But what about chemical contamination? Do 

all these places have Db09 spills? 

 

LEUSID: 

 

 

 

 

No and that’s the point. In Reis’s studies, 

these duplications--the ones in frogs and 

catfish in Hampton County--are caused by 

parasitic infections.  But I don’t think 

that’s the case here. In Miracle Lake, I 
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actually favor genetic mutation and then 

inbreeding in the mill pond.  

 

Reporter: How could that happen? 

LEUSID: 

 

 

 

 

You remember the Db09 spill years ago that 

killed all the vertebrates in the mill pond, 

Bush Creek, and Miracle Lake?  We have been 

monitoring the return of amphibians to these 

waters.  These populations have recovered to 

their pre-spill numbers.  However, Bush 

Falls and Miracle Falls severely restrict 

the access for fish.  Frankly, I am 

surprised to find any natural fish 

populations. The mill pond and Miracle Lake 

were only recently restocked and then only 

with trout for the fishing contest. 

 

Reporter: 

 

 

So if the waterfalls keep fish out, where 

did the catfish come from? 

 

LEUSID: 

 

 

 

 

I suspect a clutch of fertilized eggs came 

over Bush Falls.  Adult catfish spend most 

of their time on the bottom, under rock 

outcroppings and in caves.  They aren’t 

likely to be washed over the falls.  Even if 

they did go over they probably wouldn’t 

survive.  And you would need a few fish to 

survive that adventure to get a male and a 

female.   

 

But if a clutch of eggs or even a partial 

clutch broke loose, then all the mature 

adults in the mill pond would be brothers 

and sisters. In other words, the small 

numbers of relatively large catfish we catch 

are probably brothers and sisters from the 

original clutch.  The much more frequently 

caught smaller fish, the one to three year 

olds, would be their offspring. And up to 

now, we have only seen the deformities in 

the young fish. 
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Reporter: 

 

So how is that related to Db09? 

 

LEUSID: 

 

 

 

 

Only that the spill killed all the fish that 

were there, so that a new population could 

be established.  But if parents are brothers 

and sisters, their offspring will be highly 

inbred, and the frequency of visible 

mutations in the population will be high. 

 

Reporter: 

 

 

But the mutations might be caused by Db09, 

right? 

LEUSID: 

 

 

 

 

 

I doubt it. According to our recent 

observations, all the fish in the pond and 

Miracle Lake are much too young to have been 

affected by the chemical spill.  And there 

is no evidence that Db09 causes mutations.   

Reporter: 

 

 

 

 

 

I bet Bonaventure Mills was happy to hear 

that. So what do you think about Dr. Reis’ 

theory that parasites caused the 

deformities?  

 

LEUSID: 

 

 

 

 

Dr. Reis and I favor different explanations 

but neither of us can say for sure what 

happened. The duplicated structures also may 

have been caused by some agent we have not 

identified yet. 

 

Reporter: 

 

 

What will it take to find out what really 

happened? 

LEUSID: 

 

 

We need to raise catfish from the mill pond 

in the lab.   

Reporter: 

 

Maybe a listener will fund that work and 

then we can have you back on the show to 

talk about it.  Thank you so much for your 

time today. 

LEUSID: 

 

Thank you for having me, it is always a 

pleasure. 
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Document 7 

Water Quality Report 

The figures below show the results of annual tests of water at two locations near Milltown 
between 1993 and 2000. Sample collection sites are the pump house for the city water supply 
and 0.25 miles downstream of Bonaventure Mills on Bush Creek. The water was tested for 
various contaminants, including Db09.  The presence of Db09 in concentrations below 0.1 
milligrams per liter (mg/L) of water is considered safe for recreational use, according to the 
Division of Health Standards.  The tests in 1995 were performed very shortly after an industrial 
spill into the millpond at Bonaventure Mills. 
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Scoring 

Analytic Reasoning and Evaluation 

Description: interpreting, analyzing, and evaluating the quality of information. This entails 
identifying information that is relevant to a problem, highlighting connected and conflicting 
information, detecting flaws in logic and questionable assumptions, and explaining why 
information is credible, unreliable, or limited. 

Scale Description 

0 Not scorable. Student made no attempt to answer the questions, so the response cannot be 
evaluated. 

1 Does not identify facts or ideas that support or refute arguments presented in the 
Document Library (salient features of objects to be classified) or provides no evidence of 
analysis. 
Disregards or severely misinterprets important information. 
Does not make claims about the quality of information and bases response on unreliable 
information. 

2 Identifies very few facts or ideas that support or refute arguments presented in the 
Document Library (salient features of objects to be classified). 
Disregards or misinterprets much of the Document Library. May restate information "as is." 
Does not make claims about the quality of information and presents some unreliable 
information as credible. 

3 Identifies a few facts or ideas that support or refute several arguments presented in the 
Document Library (salient features of several objects to be classified). 
Disregards important information or makes minor misinterpretations of information. May 
restate information "as is." 
Rarely, if ever, makes claims about the quality of information and may present some 
unreliable information as credible. 

4 Identifies a few facts or ideas that support or refute all major arguments presented in the 
Document Library (salient features of all objects to be classified). 
Briefly demonstrates accurate understanding of important Document Library content, but 
disregards some information. 
Makes very few accurate claims about the quality of information. 

5 Identifies several facts or ideas that support or refute all major arguments presented in the 
Document Library (salient features of all objects to be classified). 
Demonstrates accurate understanding of much of the Document Library content. 
Makes a few accurate claims about the quality of information. 

6 Identifies most facts or ideas that support or refute all major arguments presented in the 
Document Library (salient features of all objects to be classified). Provides analysis that goes 
beyond the obvious. 
Demonstrates accurate understanding of a large body of information from the Document 
Library. 
Makes several accurate claims about the quality of information. 
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Problem Solving 

Description: considering and weighing information from discrete sources to make decisions 
(draw a conclusion and/or propose a course of action) that logically follow from valid 
arguments, evidence, and examples. Considering the implications of decisions and suggesting 
additional research when appropriate. 

Scale Description 

0 Also 0 if and only if Analytic Reasoning and Evaluation is 0. 

1 Provides no clear decision or no valid rationale for the decision. 
When applicable: 
Does not propose a course of action that follows logically from the conclusion. 
Does not recognize the need for additional research or does not suggest research that 
would address unanswered questions. 

2 Provides or implies a decision, but very little rationale is provided or it is based heavily on 
unreliable evidence. 
When applicable: 
Briefly proposes a course of action, but some aspects do not follow logically from the 
conclusion. 
May recognize the need for additional research. Any suggested research is vague or would 
not adequately address unanswered questions. 

3 Provides or implies a decision and some reason to favor it, but the rationale may be 
contradicted by unaccounted for evidence. 
When applicable: 
Briefly proposes a course of action, but some aspects may not follow logically from the 
conclusion. 
May recognize the need for additional research. Any suggested research tends to be vague 
or would not adequately address unanswered questions. 

4 Provides a decision and credible evidence to back it up. Possibly does not account for 
credible, contradictory evidence. May attempt to discount alternatives. 
When applicable: 
Proposes a course of action that follows logically from the conclusion. May briefly consider 
implications. 
Recognizes the need for additional research. Suggests research that would address an 
unanswered question. 

5 Provides a decision and a solid rationale based largely on credible evidence from multiple 
sources and discounts alternatives. 
When applicable: 
Proposes a course of action that follows logically from the conclusion. May consider 
implications. 
Recognizes the need for additional research. Suggests research that would address some 
unanswered questions 

6 Provides a decision and a solid rationale based on credible evidence from a variety of 
sources. Weighs other options, but presents the decision as best given the available 
evidence. 
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When applicable: 
Proposes a course of action that follows logically from the conclusion. Considers 
implications. 
Recognizes the need for additional research. Recommends specific research that would 
address most unanswered questions. 

 

Writing Effectiveness 

Description : constructing organized and logically cohesive arguments. Strengthening the 
writer's position by providing elaboration on facts or ideas (e.g., explaining how evidence bears 
on the problem, providing examples, and emphasizing especially convincing evidence). 

Scale Description 

0 Also 0 if and only if Analytic Reasoning and Evaluation is 0. 

1 Does not develop convincing arguments. Writing may be disorganized and confusing. 
Does not provide elaboration on facts or ideas. 

2 Provides limited, invalid, overstated, or very unclear arguments. May present information in 
a disorganized fashion or undermine own points. 
Any elaboration on facts or ideas tends to be vague, irrelevant, inaccurate, or unreliable 
(e.g., based entirely on writer's opinion). Sources of information are often unclear. 

3 Provides limited or somewhat unclear arguments. Presents relevant information in each 
response, but that information is not woven into arguments. 
Provides elaboration on facts or ideas a few times, some of which is valid. Sources of 
information are sometimes unclear. 

4 Organizes response in a way that makes the writer's arguments and logic of those 
arguments apparent but not obvious. 
Provides valid elaboration on facts or ideas several times and cites sources of information. 

5 Organizes response in a logically cohesive way that makes it fairly easy to follow the writer's 
arguments. 
Provides valid elaboration on fact or ideas related to each argument and cites sources of 
information. 

6 Organizes response in a logically cohesive way that makes it very easy to follow the writer's 
arguments. 
Provides valid and comprehensive elaboration on facts or ideas related to each argument 
and clearly cites sources of information. 
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Examples of Generic Skills MCQs  

The Generic Skills MCQs are owned by ACER and they are of commercial value. As a result, 
ACER did not consent to the publication of the Generic Skills MCQs. Sample items are 
nevertheless available on www.acer.edu.au/documents/CRT-OnlineSampleQuestions.pdf  and 
http://www.acer.edu.au/documents/GSA_SampleQuestions.pdf 

  

http://www.acer.edu.au/documents/CRT-OnlineSampleQuestions.pdf
http://www.acer.edu.au/documents/GSA_SampleQuestions.pdf
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Economics strand illustrative items 

Example of Economics CRT 

The quotation below is from a 2010 article by Alejandro Foxley, a Chilean economist, writing 
about world economic conditions in 2008-2009. 

“While middle-income countries have pursued regional trade agreements since the 1960s, 
these ties are becoming more important as the global economic crisis curtails demand from the 
United States and other major markets. With the Doha Round of multilateral trade talks stalled, 
regional trade agreements (RTAs) offer an alternative approach to increase trade, spur stronger 
economic growth, and lower unemployment rates in participating countries”. 

Question A  

Explain what Foxley meant by his statement. 

Model answer: 

Foxley stated that countries faced with multilateral trade talks that did not reach an agreement 
looked for an alternative method of reducing trade barriers and prices of imports, and 
increasing exports. These countries were in a position to discuss regional trade agreements to 
expand free trade among countries in a geographical region. These countries moved to regional 
trade talks rather than talks involving a wider range of countries globally.  

Scoring (1 point total): 

Code Description of Response 

 
1 

 
Recognises that not all nations in all regions were equally affected by global slowdown; 
AND that some nations, especially developing ones, would be open to trade barrier 
reduction talks. Since multilateral trade talks were stalled, these countries were looking 
for regional trade agreements which would increase their trade. 
 
Example responses: 
 

 Foxley said that since multilateral trade talks had broken down, some countries 
were looking for an alternative method of reducing trade barriers such as 
regional trade agreements. 

 

 RTA’s increase efficiency in regions by removing barriers to trade and in some 
cases barriers to entry into a market. Since the US demand for foreign goods is 
shrinking exports from certain countries are declining. In order to increase 
exports and efficiency RTA’s can be powerful and are becoming very important. 

 

 Decreasing demand from major markets has caused multi-lateral trade 
liberalization to slow which is causing regional trade agreements to become 
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Code Description of Response 

more important for continued economic growth. 
 

 Regional trade offers an alternative to the demand in times of crisis, it seeks to 
revive the economy and therefore, if there is trade jobs are created. 

 

 
0 

 
Fails to recognise that not all nations in all regions were equally affected by global 
slowdown; OR that some nations would be open to trade barrier reduction talks. 
 
Or provides a vague, incoherent, unrelated or incorrect response. 
 
Example responses: 
 

 Foxley stated that developed countries favored regional trade agreements over 
multilateral agreements. 

 

 Usually the countries depend on big countries to make trade but when big 
countries suffer the middle countries need to get an alliance so they won’t 
suffer. 

 

 Regional markets are beginning to focus on the betterment of their individual 
nations/regions rather than being dependent on the world market. As the global 
market weakens, industry and regional trade are another way of saving the 
economy.  

 

9 Missing (no response given) 

Question B  

Describe the world economic conditions in 2008-2009. 

Model answer: 

There was a world-wide recession (high unemployment) and financial turmoil worldwide. Many 
developed nations were moving toward more protectionist policies in the face of the slow 
growth and high unemployment. There was slower international demand for goods and 
services faced by developing countries due to slower growth in developed ones. Further, the 
impact of the recession was not the same across all nations. 

Scoring (3 points total): 

Code Description of Response 

3 Describes the world economic conditions in 2008-09 by recognizing and discussing  the 
following three aspects of the global economic situation: 
1 - State of economy worldwide --worldwide recession, high unemployment, slow 
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Code Description of Response 

growth, and/or financial turmoil  
2 - Protectionist policies by developed nations—such policies were hindering the 
completion of multilateral trade talks to reduce trade barriers and increase world trade 
3 - Variation in impact of recession—i.e., developing nations vs. developed nations or 
any indication of variation in impact of recession within a group of nations. 
Response must address all of the above. A response, for example, that only indicated 
there was a worldwide recession with high unemployment and slow growth would not 
receive 3 score points since the discussion is just describing the worldwide economy 
 
Example responses: 
 

 There was a world-wide recession (high unemployment) and financial turmoil 
worldwide. Many developed nations were moving toward more protectionist 
policies in the face of the slow growth and high unemployment. Further, the 
impact of the recession was not the same across all nations. 

 

 Unemployment was increasing in all countries, especially developed ones so they 
were less interested in reducing tariffs and more interested in promoting the 
domestic economy. Some developing countries wanted to increase trade by 
decreasing barriers. 
 

 The main feature of the global economic landscape over the years is the financial 
crisis that originated in the United States because of the irresponsible mortgage 
loan rate and the subsequent deterioration in the financial market. This item 
resulted in a fall in trade with Latin American countries which depend on it, and 
a number of problems in the field of international finance,mainly to Europe, due 
to the involvement of the foreign exchange market. Many countries into 
recession. 

2 Recognises two of the following three aspects of the global economic situation: 
1 – State of economy worldwide --worldwide recession, high unemployment, slow 
growth, and/or financial turmoil 
2 –Protectionist policies by developed nations—such policies were hindering the 
completion of multilateral trade talks to reduce trade barriers and increase world trade 
3 – Variation in impact of recession—developing nations vs. developed nations 
 
Example responses: 
 

 There was a world-wide recession (high unemployment) and financial turmoil 
worldwide. Many developed nations were moving toward more protectionist 
policies in the face of the slow growth and high unemployment.  

 

 The world economy was struggling. Major markets, such as the US, the UK, 
France, and generally the entire EU were experiencing high unemployment, low 
consumer demand, and a general time period of recession as the economy was 
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Code Description of Response 

shrinking. Countries such as China continued to buy US and EU debt at an 
increasing rate. 

 

 There was a worldwide recession. Developed countries faced with high 
unemployment were more interested in saving their domestic economy than 
reducing trade barriers. 
 

 During this period, there were great problems of speculation in the area of 
mortgages, and allocations to units that did not meet the level required to 
protect the security of transactions, this affected the consumption of developed 
countries, making the demand for markets to shrink. 

1 Recognises one of the following three aspects of the global economic situation: 
1 – State of economy worldwide --worldwide recession, high unemployment, slow 
growth, and/or financial turmoil  
2 –Protectionist policies by developed nations—such policies were hindering the 
completion of multilateral trade talks to reduce trade barriers and increase world trade 
3 – Variation in impact of recession—developing nations vs. developed nations 
 
Such response might include a detailed description of the state of the worldwide 
economy (recession, high unemployment, financial turmoil, and/or slow growth) 
without any discussion of either protectionist policies that were inhibiting the 
completion of multilateral trade talks or the fact that not all countries were equally 
impacted by the worldwide recession. 
 
Example responses: 
 

 Unemployment, decreased value of currency, decreased demand for goods  
 

 Many countries, including the USA and in Europe, are suffering from economic 
downturns with high unemployment rates. 

 

 Based on the extreme drop in the status of the U.S. market and the lack of 
security in the U.S. currency. Economic conditions around the world were in a 
standstill, experiencing no growth or even negative growth. Causing recessions 
and devaluation of economies.  

0 Fails to recognise any of the three aspects of the global economic situation mentioned 
above. 
 
Or provides a vague, incoherent, unrelated or incorrect response. 
 
Example responses: 
 

 Too much lending peaked = higher risk of default which lead to high market 
instability and increased risk for investors. 
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Code Description of Response 

 

 Unemployment was decreasing faster in developed countries than developed 
ones.  

 

 Inflation was increasing worldwide. Governments were trying to keep prices low 
by promoting international trade. 

9 Missing (no response given) 

Question C 

How might these economic conditions have led Foxley to draw his conclusions in 2010? 

Model answer 

Developed countries were experiencing severe recessions and were moving toward more 
protectionist trade policies. Thus, talks to open multilateral trade and, consequently, national 
economies to engage in increased competition did not occur in this global economic 
environment.  However, developing nations, who were not impacted as much by the financial 
turmoil, were willing to engage in regional trade talks to lower the barriers to trade. 

Scoring (2 points total) 

Code Description of Response 

 
2 

 
Foxley concluded that regional trade agreements were becoming more important in 
increasing trade since the multilateral trade talks were stalled. Contributing to his 
conclusions were the following: 
The recession was worse for developed nations and they didn’t want their businesses to 
have to compete with foreign producers, contributing to the stalling of the multilateral 
trade talks. 
Developing nations weren’t so impacted by the recession and were more willing to 
engage in regional trade talks. These countries were more interested in increasing trade 
to help their economies by increasing trade and growth and reducing unemployment. 
 
Response must include a discussion of both the stalling of the trade talks by developed 
countries and then the desire of developing countries to engage in regional trade talks. 
 
Example responses: 
 

 RTAs were an alternative to multilateral trade agreements for developing 
nations who wanted to engage in international trade. Because recessions were 
less severe in developing countries, they weren’t so interested in protecting their 
domestic economy but interested in increasing markets for trade. 
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Code Description of Response 

 Doha rounds were stalled because reducing trade barriers was not a high priority 
for developed countries who were more interested in protecting their domestic 
economies. Developing countries were less impacted by recessions so more 
interested in RTAs. 

 
1 

 
Discussion of one of the following as contributing to Foxley’s conclusions: 
The recession was worse for developed nations and they didn’t want their businesses to 
have to compete with foreign producers, contributing to the stalling of the multilateral 
trade talks. 
Developing nations weren’t so impacted by the recession and were more willing to 
engage in regional trade talks. These countries were more interested in increasing trade 
to help their economies by increasing trade and growth and reducing unemployment. 
 
Example responses: 
 

 The economies of big countries such as US were really hurting and they didn’t 
want to change anything that would hurt their domestic economies. 

 

 Due to the fact that the demand from major importing countries was shrinking, 
exporting countries need to have more trade liberalization. By engaging in a RTA 
a country becomes more open to imports as well as exporting more to other 
countries (hopefully) which promotes efficiency and hopefully growth. 

 

 The worldwide recession was not as bad for some developing nations as many 
developed ones so they were more interested in engaging in trade talks and 
increasing trade. 
 

 By the fact that countries depended on trade with major countries and, if these 
are no longer willing to trade and we assume that international trade brings 
benefits, it is derived as seeking trade with close associates. 

 
0 

 
Fails to recognise the recession was worse for developed nations, making it unlikely 
that they would engage in talks to increase competition for the domestic economy AND 
that some developing countries were not as affected by the financial turmoil and would 
be willing to engage in regional trade talks/agreements. 
 
Or provides a vague, incoherent, unrelated or incorrect response. 
 
Example responses: 
 

 With unemployment and decreased demand in US, the middle income countries 
are suffering as a result. 
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Code Description of Response 

 Other countries can then supply such goods and services that the US and other 
markets can no longer during the crisis. 

 

 RTAs were more likely to reduce trade barriers than were multilateral trade 
agreements. 

 

9 Missing (no response given) 

Question D 

List two possible advantages of a regional trade agreement and explain why. 

Model answer 

1. The response includes two advantages, such as the following, and explanations. 

2. Increased efficiency because it eliminates some distortions (smaller for advanced 
economies and larger for poor developing countries). 

3. Companies may achieve economies of scale with the removal/reduction of tariffs 
within the trade agreement region because trade restrictions (tariffs or quotas) 
reduce competition in the protected market and result in too many firms in the 
protected industry. 

4. Increased competition resulting from free trade provides incentives for learning and 
innovation. 

5. Increased variety of goods becomes available. 

Scoring (2 points total) 

Code Description of Response 

2 Lists two possible advantages, such as the following, of a regional free trade area and 
explains how each is advantageous. 
1. Increased efficiency because it eliminates some distortions (smaller for advanced 
economies and larger for poor developing countries). 
2. Companies may achieve economies of scale with the removal/reduction of tariffs 
within the trade agreement region because trade restrictions (tariffs or quotas) reduce 
competition in the protected market and result in too many firms in the protected 
industry. 
3. Increased competition resulting from free trade provides incentives for learning and 
innovation. 
4. Increased variety of goods becomes available. 
 
Example responses: 
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Code Description of Response 

 Economies of scale – smaller economies are able to focus resources on 
producing a select few goods, and doing it well, with certainty that they will be 
able to trade for other goods they need. All parties benefit with higher quality 
goods. Lower transportation costs – Markets are closer to producers so it costs 
the producer less to get their goods to the market. This results in cheaper goods 
for the consumer.  

 

 If a nation has to compete with other nations, firms may find cheaper ways to 
produce the product. A company may achieve economies of scale if they can 
increase their production by selling not only to the domestic consumers but also 
foreign consumers. 

 

 One advantage is that the price would be lower without any tariffs so consumers 
benefit. Another is that people in the area can buy goods that they might not be 
able to have if they didn’t trade. 
 

 While exists the trade agreement but no tariffs, dead weight disappears and the 
domestic price is optimized. It increases the quantity traded and increase profits 
for both nations. 

1 Lists one possible advantage, such as the following, of a regional free trade area and 
explains how it is advantageous. 
1. Increased efficiency because it eliminates some distortions (smaller for advanced 
economies and larger for poor developing countries). 
2. Companies may achieve economies of scale with the removal/reduction of tariffs 
within the trade agreement region because trade restrictions (tariffs or quotas) reduce 
competition in the protected market and result in too many firms in the protected 
industry. 
3. Increased competition resulting from free trade provides incentives for learning and 
innovation. 
4. Increased variety of goods becomes available. 

 Example responses: 
 

 Duties and import taxes only cause inefficiency. By engaging in a RTA these taxes 
are removed and the entire area will become more efficient as specialization 
would occur. RTA’s promote unity within a region and create a sort of self-
reliance and independence from other countries. The countries in a RTA can rely 
on each other and become more independent from the rest of the world 
because they are producing most of what they need as efficiently as it can be 
produced.  

 

 By increasing production, firms can achieve economies and scale and result in 
lower costs of production. 
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Code Description of Response 

 People can get things, such as bananas, that they couldn’t get if they didn’t 
engage in international trade. 
 

 First, ensure a level of demand and, second, economic and political stability. 

0 Fails to list an advantage of a regional free trade area and explain how it is 
advantageous. Response may simply list an advantage but fail to explain how it is 
advantageous. 
 
Or provides a vague, incoherent, unrelated or incorrect response. 
 
Example responses: 
 

 Economies of scale. 
 

 Increases revenues received by the government. 

9 Missing (no response given) 

Question E 

List two possible disadvantages of a regional trade agreement and explain why. 

Model answer 

1. The response includes two disadvantages, such as the following, and explanations. 

2. Countries are unable to protect home industry from foreign competition. 

3. At specific tariff levels, large countries are able to generate a terms-of-trade benefit. 
With a trade agreement the large country may lose this advantage. 

4. Domestic market failure may reduce the benefits of free trade because labor or 
capital is insufficiently mobile. 

5. Trade diversions may cause countries to trade within the region rather than from 
countries not part of the regional trade agreement where goods may have been 
cheaper before the regional trade agreement. 

6. Countries within a regional trade agreement lose the ability to select their own 
economic policy. 

Scoring (2 points total) 

Code Description of Response 

2 Lists two possible disadvantages, such as the following, of a regional free trade area and 
explains how each is disadvantageous. 
1. Countries are unable to protect home industry from foreign competition. 
2. At specific tariff levels, large countries are able to generate a terms-of-trade benefit. 
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With a trade agreement the large country may lose this advantage. 
3. Domestic market failure may reduce the benefits of free trade because labor or 
capital is insufficiently mobile. 
4. Trade diversions may cause countries to trade within the region rather than from 
countries not part of the regional trade agreement where goods may have been 
cheaper before the regional trade agreement. 
5. National governments may not be able to address their macroeconomic problems 
using their selected stabilization policies. 
 
Example responses: 
 

 Fewer trade options – Isolated nations have fewer trade partners in their region 
so they are limited to what goods are produced by those partners. Monopolized 
goods – Trade partners are left to trade with fewer partners so price gouging is a 
concern especially when the trade partner has far more trading options. 

 

 Poses a hindrance to growth, increase. Region does not benefit fully from the 
growth of the world market. Also might have fewer types of goods. 

 

 May cause a certain country to become net importer if they cannot produce 
something more efficiently than other countries in RTA. Falsely keep industries 
that are less efficient than those from outside countries solely because of RAT 
agreement (because of tariff on goods from other countries). 
 

 Inability to grow: if the region does not have adequate infrastructure, it is 
difficult for it to grow. Slow growth: Because it is not competent enough. 

1 Lists one possible disadvantage, such as the following, of a regional free trade area and 
explains how it is disadvantageous. 
1. Countries are unable to protect home industry from foreign competition. 
2. At specific tariff levels, large countries are able to generate a terms-of-trade benefit. 
With a trade agreement the large country may lose this advantage. 
3. Domestic market failure may reduce the benefits of free trade because labour or 
capital is insufficiently mobile. 
4. Trade diversions may cause countries to trade within the region rather than from 
countries not part of the regional trade agreement where goods may have been 
cheaper before the regional trade agreement. 
5. National governments may not be able to address their macroeconomic problems 
using their selected stabilization policies. 
 
Example responses: 
 

 People in region may not get all the types of products they want.  Price of traded 
goods will be higher than they would be with a tariff. 

 

 Governments in the regional free trade area will no longer be able to protect 
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“infant” industries. 
 

 With a multinational trade agreement with specified tariffs, some large countries 
have negotiated beneficial (to the country) terms of trade. With a regional trade 
agreement the large countries may lose this. 
 

 Mainly, the economy would be closing and could have effects that would cause 
later saturation and, in turn, a low performance. 

0 Fails to list a disadvantage of a regional free trade area and explain how it is 
disadvantageous. Response may simply list a disadvantage but fail to explain how it is 
disadvantageous. 
 
Or provides a vague, incoherent, unrelated or incorrect response. 
 
Example responses: 
 

 Incomes of workers will decrease. 
 

 Cost of living will increase. Jobs will be shipped overseas. 
 

 Tariffs will increase but other trade barriers will decrease. Workers will be 
unable to move to other countries within the region where jobs are. 

9 Missing (no response given) 

Question G 

Describe the difference between a free trade area and a customs union.  

Model answer 

A free trade area permits goods made in a participating country to enter and leave the 
countries that are part of the free trade area without the imposition of tariffs. Member 
countries can impose their own tariffs on goods exported to non-members. A customs union is 
an agreement whereby free trade occurs among members of the customs union but in this case 
the same tariff for specific goods is imposed on countries not part of the customs union. 

Scoring (2 points total) 

Code Description of Response 

2 Correctly defines both a customs union and a free trade area. 
 
Example responses: 
 

 A free trade area permits goods made in a participating country to enter and 
leave the countries that are part of the free trade area without the imposition of 
tariffs but if a country trades with a country outside the free trade area, the 
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country can set its own tariffs. . A customs union is an agreement that the same 
tariff for specific goods is imposed on countries not part of the customs union 
 

 Both permit free trade between their members, i.e. no tariffs. In a free trade 
area, individual members may impose different tariffs on the imports of non-
member countries. In a customs union, all members impose the same tariff on 
goods traded with non-member countries.  

 

 A customs union is where all parties involved adopt the same external tariffs 
while allowing free trade between members. A free trade area allows free trade 
between members with different tariffs imposed externally. 

 

 In a customs union countries form a “club” that establishes quantitites and 
prices to trade, in addition to the members. With free trade there are no 
barriers. 

1 
 

Correctly defines either a customs union or a free trade area, but not both. 
 
Example responses: 
 

 Free trade area is when there is no strong presence of government restrictions. 
The consumers and producers can freely trade without any interference of a 
third party such as the government. Customs union involves producers of 
another region or country to pay a fee or tax to sell in the present market. This is 
different from free trade because there are no such fees or taxes in free trade 
area and both the buyers and sellers can exchange goods without any 
encouragement or hindering by the government.   
 

 Free trade area is an area with complete trade liberalization. There are no 
barriers to trade which results in all member nations specializing in what they 
can most efficiently produce. A free trade area deals solely with trade. A customs 
union is a union of countries on the basis of many common traits. A customs 
union contains some trade liberalization (but may still maintain certain duties) 
but also includes aspects of political, social, and human rights ideas. A customs 
union concentrates on much more than just free trade. 

 

 A free trade area is the union of several countries where usually the trade is duty 
free. 

0 Fails to define either a customs union or a free trade area.  
 
Or provides a vague, incoherent, unrelated or incorrect response. 
 
Example responses: 
 

 A free trade area involves a group of neighboring countries who agree to trade 
only with each other whereas in a customs union, countries may or may not be 
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neighbours but can trade with each other and/or non-member countries.    
 

 In a free trade area, workers and other factors o production are able to move 
without restrictions between member countries but final goods produced may 
be taxed. In a customs union, workers and other factors of production are not 
free to move between member nations without restrictions, but final goods 
produced are. 

 

 Free trade allows markets to mix freely creating a global market that looks at 
some efficient state (high efficiency) while customs union regulates trade and 
can cause inefficiency with the market. Customs union sets the price of goods to 
which all countries must confirm. 

9 Missing (no response given) 

Examples of Economics MCQs  

MCQ 1 

Assume a fixed-coefficient production function, 

Q = min (L, K), 

where 

Q = the quantity of output, 

K = quantity of capital, and 

L = the quantity of labor. 

An increase in the price of one input will most likely result in: 

A. a decrease in employment of all inputs by the same proportion, and a decrease in 
production 

B. a decrease in employment of the input whose price has increased, an increase in  all 
other inputs, and a decrease in production 

C. a decrease in employment of the input whose price has increased, an increase in all 
other inputs, and unchanged production 

D. no change in output because the coefficients of production are fixed 

Key: Response A 
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MCQ 2 

A French woman signs a contract this year agreeing to work for 240,000 euros next year.  The 
price level is 100 this year, and the probability distribution for the price level next year is 
given below. 

Price Level Probability 

 100   0.5 

 120   0.6 

The expected value of her real wages next year is: 

A. 200,000 euros 

B. 216,000 euros 

C. 218,000 euros 

D. 240,000 euros 

Key: Response B 
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Engineering strand illustrative items 

Example of Engineering CRT 

The Hoover Dam is a 221-metre high concrete arch-gravity dam in the Black Canyon 
of the Colorado River in the United States of America. 

It was built to provide irrigation water, to control floods and to provide water for a 
hydroelectric power station at the base of the dam. 

 
Figure 1: Hoover Dam 

 

The following two images were prepared before the dam was built.  
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Figure 2: The site proposed for the dam in about 1921. 

 

 
Figure 3: A sketch of the proposed reservoir. 

 
 
The next two images show construction plans for the dam and power stations. 
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Figure 4: Plans 

 

 
Figure 5: Plans 

CRT1 1 

Explain why this is a good dam site for hydroelectric power generation. You should discuss at 
least two aspects. 

Scoring Note 1: The question requires students to explain, therefore responses should both list a 
feature AND provide an indication of why/how that feature makes the site suitable for the dam. 
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Scoring Note 2: Note the emphasis of hydroelectric power generation in the question. 

CRTM11(a) Dam height / High potential energy 

Code 1: Refers to the height of the dam OR the possibility of using the high potential energy 
to generate power. 

 The dam is 221 metres high. This is possible due to the natural formation of the 
canyon. This will create an immense amount of kinetic energy when the water passes 
through turbines after transformation from gravitational potential energy. 

 High potential energy from the dam height will be converted into high kinetic energy, 
which in turn spins the turbines, to generate electricity. 

 The canyon formation allows for a large difference in gravitational potential energy. 
Consequently, there is a large potential for extracting energy. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM11(b) High flow rate of river (amount of water entering the dam) 

Code 1: Refers to the beneficial geographic location of the dam site due to the large volume 
of water available flowing from the river OR the high flow rate of the river. 

 This site is situated on a major river. This provides a large volume of water, which will 
allow for the creation of a large amount of electricity, which makes the site more 
economically justifiable. 

 The geographical location of the dam site ensures a large annual flow rate, which 
allows for much electricity to be generated. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM11(c) Lake capacity 

Code 1: Refers to the lake capacity AND identifies this as a benefit to power generation (must 
relate the size to a benefit to power generation).  

 Large lake capacity enables an ability to shift volumes of water between different 
seasons so electricity can be generated all year round. 

 Large water storage means that even in dry months, there should be water available 
for power generation. 

 The lake capacity will enable the hydro-station to reliably produce its capacity output. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

 The lake has a very large capacity. 

CRTM11(d) Minimal social impact 

Code 1: Identifies that the dam location will have minimal social impact (people living on the 
dam site will not need to be relocated OR people living near the dam site will not be adversely 
affected by dam failure) 
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 There are no residences or human activity in the nearby area (so people don’t need 
to be relocated). 

 The surrounding area is dry land, with no human habitation so people would not 
need to be relocated.  

 Because the dam is a considerable distance from a built-up area, the consequences of 
failure of the dam wall are minimised. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

 There are no residents nearby.  

CRTM11(e) Characteristics of rock (could also include hardness and suitable foundation) 

Code 1: Identifies that the rock in the canyon is water tight.  

 The rock is impermeable so it traps the large body of water in the lake. 

 If the rock was highly fractured you may lose the water through seepage.  

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM11(f) Narrow gorge 

Code 1: Identifies that the shape of the gorge allows for efficient construction of the dam.  

 The geographical shape of the canyon makes this an appealing location for dam 
construction as costs would be minimised.  

 A small volume of material would need to be moved during construction of the dam 
due to the narrow gorge. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRT1 2 

Explain the two main design features that contribute to the structural strength and stability 
of the Hoover dam. 

Scoring Note: The question requires students to explain, therefore responses should both list a 
feature AND provide an indication of why/how that feature makes the site suitable for the dam. 

CRTM12(a) Arch-shape 

Code 1: Identifies that the arch-shape of the dam provides stability by directing the loads into 
the two sides of the canyon. 

 The arch shape of the dam places the loads into the two sides, that is, the rocky 
material on either side of the canyon. The arched structure improves the stability as 
it diverts the forces elsewhere. 

 The particular shape of the dam (convex) allows the transfer of axial compressive 
loads to the surrounding walls. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 
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CRTM12(b) Material in canyon 

Code 1: Identifies that the material in the canyon walls must be robust enough to take the 
loads exerted. 

 Due to the loads being directed into the valley wall, a strong valley wall is essential 
for stability.  

 The rocky nature of the gorge, and the fact that it is narrow, allows for the load to be 
distributed into the rock-mass. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM12(c) Weight of concrete 

Code 1: Identifies that the sheer weight of the concrete in the dam increases stability. 

 The sheer weight of the concrete dam itself adds further stability. Thus, the dam wall 
may not need to be as strong as other Arch dams. This dam functions as an Arch and 
Concrete gravity dam simultaneously. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM12(d) Tapered shape of concrete wall/low centre of gravity 

Code 1: Identifies that the tapered shape of the concrete wall keeps the centre of gravity low. 

 The dam shape mimics the hydrostatic stress distribution, which is triangular. 

 The dam wall is thinner at the top compared with the bottom. This makes the centre 
of gravity low and stabilises the entire dam. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM12(e) Spillways and/or tunnels 

Code 1: Identifies that the spillway diverts flood flows past the dam wall, so that the dam is 
not over-topped AND/OR that that the tunnels are used for controlled releases or to divert 
flood flows past the dam wall. 

 Spillways help floods to flow past the dam wall. 

 Diversion tunnels help floods to flow past the dam wall. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRT1 3 

The maximum electrical power generated by the turbines at the Hoover Dam is 2.08×109 W. 

What is the approximate amount of water that flows through the turbines at this power 
output, if the power station operates at 90% efficiency? 

Note: 1 W = 1 J/s, where 1 J = 1 Nm. 
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A. 103 L/s   

B. 104 L/s   

C. 106 L/s   

D. 107 L/s  

Key  

Code 1: C. 

Code 0: Other responses. 

Code 9:  Missing. 

CRT1 4 

Imagine that a new dam is being planned today in a different location.  

Briefly explain two environmental effects of the dam (which could also be upstream or 
downstream) that an engineer would need to consider in an environmental impact 
statement. 

Note: The guide assumes that changes to the river flow are understood. Candidates need to 
provide indications of the consequences of changes to the flow. 

CRTM14(a) Habitats 

Code 1: Identifies that plants and/or animal species’ habitats will be affected. 

 Plant systems may be affected both upstream, due to increased water storage, or 
downstream, due to changes in the flow of a river. 

 Animal habits will be affected by construction of a new dam upstream and 
downstream with loss of habitat and/or changes in flow regimes. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM14(b) Soil and/or siltation/erosion 

Code 1: Identifies that soil conditions will be affected upstream or downstream of the dam. 

 Soil conditions may change over time. 

 The dam may stop fertile soil from flowing downstream, impoverishing riverbank 
areas. 

 It is likely that siltation will occur upstream. 

 Because sand will accumulate within the dam and will not be able to move 
downstream, the riverbed, the coast, and the beach will be eroded 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM14(c) Ground stability around the storage itself 
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Code 1: Identifies that the dam may have effects on the stability of the ground at the dam 
site 

 The rock at the dam will have increased water content and could become unstable in 
parts resulting in landslides 

 Increased rate of earthquakes around large water storages. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM14(d) CO2 Emissions/Greenhouse gases 

Code 1: Identifies that building the dam will result in high levels of greenhouse gas emission. 

 The concrete used in building the dam wall will result in large volumes of CO2 
emissions. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM14(e) Aesthetics 

Code 1: Identifies that there may be some aesthetic impact.  

 The dam will impact scenic beauty. 

 The native wilderness will be impacted. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM14(f) Effluent impact 

Code 1: Identifies that there may be some effluent impact (must relate to water quality) 

 Inflow of household and/or rural effluents may cause over-nourishment of water 
within the dam. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM14(g) Community impact 

Code 1: Identifies that there may be some impact to the community. This could include 
existing water users in the river. Also include flood impacts, e.g. very heavy rainfall leading to 
extreme dam releases. 

 New residential areas will need to be developed in order to relocate people residing 
at the dam site. 

 Could impact upstream on farmers. 

 Noise from the dam may disrupt the life of people near the dam. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 
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CRT1 5 

A taller arch dam, built in 1959 and now disused, is the Vajont Dam in Italy. 

In 1963, a massive landslide occurred upstream of the dam, and some 260 million 
cubic metres of earth and rock fell into the reservoir. Over 2000 lives were lost as 
water spilled over the dam and caused massive flooding in the valley below. 

 

Figure 6: Before the landslide 

 

 

Figure 7: After the landside 

Area of landslide 

Water overflowed 
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Briefly explain two geo-technical assessments you would expect to have been done 
before the dam was constructed. 

CRTM15(a) Material assessment 

Code 1: Refers to an assessment of the material in the vicinity (must specify outcome 
measure or name of test). 

 Geotechnical soil and rock assessments would have been carried out, such as 
penetration or laboratory tests such as triaxial test or shear box tests. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM15(b) Stability assessment 

Code 1: Refers to an assessment of the stability of the slope or hillside (typically refers to 
some form of calculations) 

 A geotechnical slope stability analysis of the surrounding hills to assess the effect of 
increased water mass on the soil, for example, under rapid drawdown effect. 

 Investigating the impact of additional loads from the new dam on the hillsides. 

 Perform a stability analysis, such as a slip circle analysis. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM15(c) Geological assessment 

 Code 1: Refers to a geological assessment of the region (does not require reference 
to calculations, rather refers to mapping-style investigations) 

 Analysing the geological setting and other detailed geological investigations may 
have indicated that a landslide was possible. 

 Looking at the formation of the valley and investigating the possible failure modes. 
For example, existing fault lines. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM15(d) Hydro-geological assessment 

Code 1: Refers to a hydro-geological assessment of the region. 

 Investigation of water table and groundwater, which might affect stability of the 
slopes. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRT1 6 

Consider the following scenario: 
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Results of the geotechnical analyses performed before the dam is constructed indicate that 
there is the potential for a serious slope failure risk, but with very low probability of 
occurrence. The engineering team is presented with two options: 

(i) Proceed with the current design, on the basis that the serious problem is unlikely to 
occur; 

(ii) Re-design the dam, which will incur greater cost, but reduce the risk of failure. 

Discuss two aspects of engineering practice that favour option (ii). 

CRTM16(a) Ethics 

Code 1: Refers generally to the professional responsibility of an engineer to act in the best 
interests of the community. 

 The engineering code of ethics states that the responsibility of the engineer is to the 
welfare of the community before the employer and the profession (of engineering).  

 An engineer must alert others to the potential for danger even if this will compromise 
his job. 

 An increase in cost is not as important as the potential for serious failure. An 
engineer must act in an ethical manner in this situation.  

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM16(b) Safety/Risk 

Code 1: Refers explicitly to engineers’ responsibility to ensure safety or minimise risk. 

 The engineer has the responsibility/duty to minimise the potential for dangerous 
situations arising. Safety must be considered in engineering design and 
implementation through a formal risk assessment. 

 The safety of the community is paramount. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM16(c) Action 

Code 1: Refers explicitly to the need to make sure that something is done (may be through 
follow-up or confirmation of implementation). 

 It is important that the engineer ensures that their advice is acted upon. The engineer 
does not absolve themselves of responsibility by merely telling somebody else. They 
need to make sure that suitable action is taken to ensure the safety of the 
community. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM16(d) Communicating Risk 

Code 1: Identifies that the role of the engineer is to communicate the importance of option 
(ii) to other parties.  
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 If the engineer deems that the site is unsafe or the dam must be re-designed, it is 
their responsibility to convey this to all interested parties. 

 Team members may be unhappy with increased costs and project delays. However, it 
is essential for the engineering team to highlight the catastrophic risks, even when 
the probabilities are low.  

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRT1 7 

After construction of the Vajont Dam, and recognising the possibility of hillside failure, 
outline two planning measures an engineer could have suggested to minimise potential harm 
to people.  

CRTM17(a) Evacuation procedures 

Code 1: Refers generally to the implementation of evacuation procedures / warning system 
(can include communication of these procedures) 

 Implement a warning system, whereby increased geological movement could trigger 
an evacuation alarm so that the town is warned of the possible disaster. Such 
warning is commonplace for large earth and rock-fill dams for instance. 
Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM17(b) Town planning 

Code 1: Refers generally to town planning initiatives.  

 In a location such as this, the town could have been encouraged to move itself away 
from the river over time. A ‘danger zone’ could have been declared so that no new 
buildings were built over the next 20 years, for example. This is linked to town 
planning possibilities. 

 Relocation of the entire town over a 5 year period could be planned. Although this is 
not appealing, it may be the only way to ensure safety to the population. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM17(c) Town protection 

Code 1: Refers generally to town protection measures.  

 A safety wall could be erected which is designed to withstand any possible overflow 
from the dam and divert water elsewhere. Major planning and implementation 
would need to be carried out to ensure that such a measure was viable. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM17(d) Monitoring  

Code 1: Refers generally to monitoring the operation of the dam. 
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 Set up a team of experts who can advise regarding dam operation in the event of 
imminent dam failure. 

 A monitoring program could detect possible dam failure (or slope failure) in the case 
of the Vajont Dam. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM17(e) Operation  

Code 1: Refers generally to changing the utilisation (operation) of the dam (including 
abandoning/dismantling the dam) 

 Reduce the amount of water in the reservoir by releasing water from the dam. 
Although this will negatively affect the dam’s functional efficiency, it will reduce the 
risk of massive flooding caused by landslide in the upstream areas.  

 Implement a system whereby the dam capacity is reduced prior to the wet season 
(the likely period of failure). 

 Dismantlement/abandonment of the storage 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM17(f) Communication plan (public education) regarding the risks 

Code 1: Make people aware about the possible danger of the dam.  

 Educate the public through some form of community engagement so that they are 
aware of the risks of the dam. 

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 

CRTM17(g) Strengthening/reinforcement of the dam wall and/or the hillside 

Code 1: Refers generally to strengthening the dam wall or hillside. 

 Rock bolt the embankment into the bedrock. 

 Rock bolt the hillside to increase stability.  

Code 0: Other responses, including vague, incoherent, or irrelevant responses. 
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Examples of Engineering MCQs 

MCQ 1 

A load P is applied to a Warren truss as shown below. 
 
 
 
 
 
 
 
 
 
 
 

 

If the self-weight of the members is ignored, which of the following statements is correct? 

A. Compressive force exists in both the upper-chord member (p-q) and the lower-chord 
member (r-s). 

B. Tensile force exists in both the upper-chord member (p-q) and the lower-chord 
member (r-s). 

C. Compressive force exists in the upper-chord member (p-q), while tensile force is 
applied to the lower-chord member (r-s). 

D. Tensile force exists in the upper-chord member (p-q), while compressive force is 
applied to the lower-chord member (r-s). 

Key 

 Description: 
Identifies the forces on a Warren truss when a load is applied. 
 
Competencies:  
BES iii. 
Demonstrates: comprehensive knowledge of their branch of engineering 
including emerging issues. 
Specialised area: Structural Engineering, including: structural statics; 
earthquake engineering; maintenance management. 
 

p q 

r s 

P 
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Code Description of Response 

1 C. 

0 Other responses.  

9 Missing 

MCQ 2 

Two manometers are attached to a Venturi tube as shown below.  
Select the correct formula that expresses flow rate Q in the pipe channel.  
 
Assume that g represents the gravitational acceleration and that energy loss is 
negligible. 
 
 
 
 
 
 
 
 
 
 
 

 

A.    
 

 
     

B.   
 

 
     

C.          

D.   
  

 
     

Key 

 Description: 
Identifies the correct expression for flow rate in a Venturi tube. 
 
Competencies:  
BES iii. 
Demonstrates: comprehensive knowledge of their branch of 
engineering including emerging issues. 
Specialised area: Hydraulic Engineering, including water engineering 

Manometer 

Sectional area A Sectional 
area 0.5 A 

Venturi tube 



267  AHELO Feasibility Study Report - Volume 1   

 

© OECD 2012 

and management; design of components and systems such as water 
supply systems and sewer networks. 

Code Description of Response 

1 A. 

0 Other responses.  

9 Missing 

 

MCQ 3 

During a consolidated-drained triaxial compression test on some clay, a fracture 

plane tilting at 60 from the horizontal plane was produced in the specimen as 
shown in the figure below. 
 
 
 
 
 
 
 
 
 

 

 

Select the most appropriate illustration that expresses Mohr’s circle and Mohr-
Coulomb’s failure criterion line at the time of fracture of this clay. 

  

Fracture plane 

(slide plane) 

State of the specimen 
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Key 

 Description: 
Identifies the correct version of Mohr’s circle and Mohr-Coulomb’s 
failure based on a slide plane. 
 
Competencies:  
BES iii. 
Demonstrates: comprehensive knowledge of their branch of 
engineering including emerging issues. 
Specialised area: Geotechnical Engineering, including: foundation 
engineering; dam and tunnel remediation & construction; slope 
stabilisation. 

Code Description of Response 

1 A. 

0 Other responses.  

9 Missing 
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ORGANISATION FOR ECONOMIC CO-OPERATION AND DEVELOPMENT 

 

 

 

The OECD is a unique forum where governments work together to address the economic, social 
and environmental challenges of globalisation. The OECD is also at the forefront of efforts to 
understand and to help governments respond to new developments and concerns, such as 
corporate governance, the information economy and the challenges of an ageing population. 
The Organisation provides a setting where governments can compare policy experiences, seek 
answers to common problems, identify good practice and work to co-ordinate domestic and 
international policies. 

The OECD member countries are: Australia, Austria, Belgium, Canada, Chile, the Czech 
Republic, Denmark, Estonia, Finland, France, Germany, Greece, Hungary, Iceland, Ireland, 
Israel, Italy, Japan, Korea, Luxembourg, Mexico, the Netherlands, New Zealand, Norway, 
Poland, Portugal, the Slovak Republic, Slovenia, Spain, Sweden, Switzerland, Turkey, the United 
Kingdom and the United States. The European Union takes part in the work of the OECD. 

OECD Publishing disseminates widely the results of the Organisation’s statistics gathering and 
research on economic, social and environmental issues, as well as the conventions, guidelines 
and standards agreed by its members. 
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Eyes of the University translates the second and third parts of a massive
work entitled Du droit a la philosophic (Right to Philosophy), which con-
sists of essays, interviews, and talks given by Derrida between 1975 and
1990 on philosophical research. the teaching of philosophy, and the rela-
tion between philosophy and institutions, in particular the university. The
first part of the hook has already appeared under the title Whos Afraid of
Philosophy?

Part one of Eyes of the University, "Transfer Ex Cathedra: Language and
Institutions of Philosophy," brings together Four lectures delivered at the
University of Thronto. In the first two lectures Derrida explores the im-
plications of French becoming a State language and of Descartes's writing
of the Discourse on Method in French for an understanding of the relation
between national or natural languages and philosophical discourse. The fi-
nal two essays examine the conception of the university in Germany at the
end of the eighteenth and beginning of the nineteenth centuries. Kant
and Schelling are read here as the philosophical forebears of the German
model of the university, that model of which current universities are still
the heirs.

Part two, "Mochlos: Eyes of the University," brings together texts writ-
ten and delivered on various occasions, each in its own way returning to
questions of the university and its impact upon research and teaching in
philosophy: Derrida's talk at the anniversary of founding of Columbia
University's graduate school, his oral defense for the doctorat d'etat, his in-
augural lecture as Andrew I). White Professor-at-Large at Cornell Uni-
versity, an interview with the French newspaper Lk:ration, and contribu-
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tions to conferences and collective works. While these texts often take up
philosophical considerations of the university from Kant to Heidegger,
they also reflect on the current state of research and teaching in philoso-
phy, on the tendency to orient these toward a programmable and prof-
itable end, and on Derrida's own role, in particular as a member of the
Groupe de Recherches sur l'Enseignemenr Philosophique (Research
Group on the Teaching of Philosophy—Greph), in struggles to preserve
the teaching of philosophy as a distinct discipline. It should be noted that
the political and theoretical struggle for philosophy and its extension,
while it took a specific form in France, is not limited to that nation but is
being fought in other places as well, in other forms and under different
conditions. Indeed, the demand for philosophy, Derrida notes more than
once, is felt elsewhere, in North America, for instance, but also in other
European countries, in numerous African countries, and so forth.

Greph had its beginnings in a meeting of a small group of teachers and
students in 1974 in response to the 1973 CAPES report (published in
March 1974), which they judged "scandalous."' The group saw this report
as part of a larger politics that they felt to be an attack on the teaching of
philosophy: a continual decrease in the number of reaching positions
available through the CAPES and the agretation and the devalorization
and even the "de facto destruction of the teaching of philosophy" in an
educational system that privileged the sciences! In April 1974, the mem-
bers of Greph approved the group's "Avant-Projet" (published in Who's
Afraid of Philosophy?): the group was officially founded on January 15,
1975. With the announcement of the Reforme Haby—named after then
minister of national education, Ren6 Haby—which set out to curtail the
teaching of philosophy in French secondary schools, the group's work
took on new urgency. Greph fought not only to maintain philosophy in
the lyre but to extend it, to have it begin before the final year, or Termi-
riale, in which it had traditionally been taught. As part of this on-going
struggle, Derrida and the other members of Greph were among those who
called for the Estates General of Philosophy. Held on June 16 and 17,
1979, the Estates General brought together more than i ,aoo people from
diverse backgrounds. including teachers (of philosophy and other disci-
plines), scholars, and nonacademics, all concerned about the fate of phi-
losophy. In 1981 Francois Mitterrand was elected president, and his So-
cialist government won a parliamentary majority on a platform that
included proposals by Greph and the Estates General. in particular the
promise that not only would the attack on philosophy end but the teach-

log of philosophy would he preserved and extended. The promised exten-
sion never became a reality; however, and today philosophy continues to
be taught in the final year of French lyaes.

Nonetheless, as part of a committee established by Mitterrand's minis-
ter of research, Jean-Pierre Chevenement, to investigate the possibility of
an international college of philosophy, Derrida participated in an initia-
tive that he saw as crucial for the reelaboration of philosophical research
and teaching. Founded on October so, 1983, with Dcrrida as its first di-
rector, the College International de Philosophie is funded by the State yet
remains autonomous in its operation. Its mission is to provide a place for
research, particularly in philosophy, that existing institutions either forbid
or marginalize. To this end, the College does not require the kind of
teaching or research accreditation demanded by other institutions.

The appendices to this volume include Derrida's contribution to a
round table held shortly after the Estates General of Philosophy ("Who's
Afraid of Philosophy?"); Mitterrand's letter to Greph, in which he
promises to maintain and extend the teaching of philosophy; two parts of
the report made to Chevenement preparatory to the Founding of the Col-
lege International de Philosophic ("Titles" and "Sendoffs"); and the report
of the Committee on Philosophy and Epistemology, which, as part of a
larger committee formed in 1988 to revise the contents of education, pro-
posed a restructuring of the teaching of philosophy in the lycác and in the
university.

Two volumes by Greph, Qui a peur de la philosophic? and Etats
Generaier de la philosophic, brought together the texts by Derrida trans-
lated here and in Who's Afraid of Philosophy? along with the contributions
of the other members of the group to these struggles and debates.

It is perhaps appropriate that a book collecting texts written over a fif-
teen-year period and intended for different audiences and occasions
should he translated by many hands. I have had the great pleasure and
good fortune to work with and learn from the existing translations, which
I have sometimes modified slightly For this volume, recognizing that ab-
Nolute consistency is no doubt impossible and perhaps not entirely to he
wished for.

I would also like to thank Yael Bratzlaysky, whose patience and good
humor in face of the endless task of translation were unfailing.

J.P-
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If There Is Cause to Translate I: Philosophy
in its National Language (Toward a
"licterature en Francois")

Et si recris en francais, qui est Is langue de mon pays, plutOt qu'en

latin, qui est celle de mcs précepteurs. c'est a cause tine respe're quc

ceux qui ne se servent quc de leur raison naturelle tome pure jugeront

mieux de mcs opinions gut: ceux qui nc croicnt qu'aux livres anciens;

et pour ceux qui joignent le bon stns avec raude. lesquels scuts je

souhaire pour mes juges, its ne scront point, je m'assure, si partiaux

pour lc latin, 	 refusent d'entendre mes raisons pour ce quc je les

explique en langue vulgaire.

And if I write in French, which is the language of my country, rather

than in Latin, which is that of my teachers, it is because I hope that

those who use only their pure natural reason will better judge my

opinions than those who believe only in old books. and because I am

sure that those who combine good sense with scholarship, whom alone

I wish to have as my judges, will not he so partial to Latin as to refuse

to hear my reasons because I express them in a vulgar tongue.'

This, as you know, is the penultimate paragraph of Discours de la meth-
ode (Discourse on Method). That it is written in French goes without say-
ing but not without problems. For its present tense ("I write in French") is
at once that of a constative (you see what 1 am doing, I am describing it)
and of a performative (I am doing what I say; the constative description is
itself written in French; I have committed myself to it; I promise it and am
keeping my promise, right now). Now, this simultaneity, this density of the
present tenses, points to problems of translation that we will, no doubt,
soon encounter. In fact, as I was preparing this seminar in my language,
French, knowing that I would have to give it, once translated, in English,
I already ran into these problems. But they are not met as accidents or ex-
ternal limits; they reveal the structure and the implications of an event like
the one that concerns us now. What happens when, to justify himself, to
plead to specific addressees who are also judges, Descartes writes, "And if I
write in French, which is the language of my country, rather than in Latin,
which is that of my teachers, it is because ... " and so forth



2. 	 TRANSFER EX CATHEDRA

The argumentation underlying this defense is more complicated than it
may seem at first reading. I even find it cunning. In fact, it is only a
weapon, a passage, a passage of arms in the deployment of a rhetorical
panoply to justify the recourse to French in other texts, especially—and
this is not insignificant—in letters.

French, we would say in the current code, is one natural language
among others. What Descartes has to do is justify the recourse to a natural
language to talk about philosophy, a philosophy that up to this time had
been expressed in Greek and, above all, in Latin. As you know, it was
Latin that occupied the position of dominant language at the time, par-
ticularly in philosophical discourse.

We must not let the word "natural" in the expression "natural language"
mislead us. We call "natural" a particular language, a historicallanguage as
opposed to the artificial, formal language constructed from the ground up
to become the universal language. Descartes' argument, as we have just
seen in passing, consists in justifying the use of a "natural" language ad-
dressed to "those who use only their pure natural reason." But the mean-
ing of the word "natural" in the expression "natural language" is clearly
opposed to its meaning in "natural reason." Though it is quite clear, this
first paradox must be emphasized: a natural language is native or national,
but also particular and historical; it is the least common thing in the
world. The natural reason Descartes speaks of is in principle universal,
ahistorical, pre- or metalinguistic. We are dealing here with two determi-
nations of naturalness. Between the two, there is a whole history, the his-
torical dimension of a language, the juridical and political, as well as ped-
agogical, implications that arise the moment a philosophical discourse
claiming to be "rational" (by appealing to natural reason as the most com-
mon thing in the world) passes from one dominant language to another.
What philosophy, what language politics, what psycho-pedagogy, what
rhetorical strategy does such an event entail? In what does it consist from
the moment it merges with what is called a work, in this instance the Dis-
course on Method, a work in the French language?

We are reading the Discourse on Method here in one language or an-
other. I have read it in French; we are reading it in English; I have written
about it in French; I am talking to you about it in English. We are distin-
guishing, then, between the language and the discourse of method. Ap-
parently, we find ourselves here in the distinction, indeed the opposition,
between language and discourse, langue and parole. In the Saussurean tra- 
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dition, the synchronic system of langue, the "treasury of language," would
be opposed to the events of parole or discourse, which presumably consti-
tute the only actuality of langage. This opposition, which would also cover
that of the socio-institutional and the individual (discourse would always
he individual), raises numerous problems that we will not take up directly
here; but you can see already that it is difficult to express the opposition
in certain languages. It already resists translation. In German„Cprache
means at once langue, langage, parole, and discourse, although Rede is
more strictly reserved for this discursive value. Faced with this difficulty,
which he treats rather like an insignificant terminological accident, Saus-
sure says, precisely on the subject of Rede, that it is preferable in this case
to be concerned with "things" rather than "words."' In English, as you
know better than anyone, "language" can also mean langue and &scours,
even if "tongue" and "discourse" can be used in certain contexts.

If, nonetheless, simply for reasons of temporary convenience, we were
to rely on this Saussurean opposition, this model that is more "structural"
than it is "generative." we would have to define our problematic as fol-
lows: to deal with that which, in a philosophical event as a discursive or

textual event, is always caught in language, and happens through language
;Ind to language. What happens when such a speech act draws from the
treasury of the linguistic system and, perhaps, affects or transforms it?

The Discourse on Method comes to French through French, a language
that was not so widely used in the world of philosophical discourse. It was
not self-evident enough in this type of discourse for the author to dispense
with justifying his use of it, rather laboriously and on several occasions,
both in the work itself and outside it. This work then also becomes a dis-
course on its own language no less than in its own language, indeed a "trea-
tise" on discourse, since the word "discourse" in the title Discourse on
Method preserves, among other meanings, that of "treatise." The same goes
for "method," which, in a title, sometimes had the value of "treatise" or "re-
search" at the time. You will notice already the complexity of this structure,
the complexity of the title and the complexity pointed to by the title.

What kind of relations are there, then, between the French language
and this discourse? How can one, starting from this example, deal with
the general relations between a language and a philosophical discourse,
the multiplicity of languages and the universalist claim of the discourse
called philosophical? Since it is a question of the language and discourse
of method, one could, through an immediate transposition, examine the      
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hypothesis of a language of method or of language as method. This hy-

pothesis would lead to the formation of a universal language. a project we

will recall from both Descartes and Leibniz, as well as to a mathematical
language, a fatigue des cal•ds, such as that of Condillac. Before becoming
a methodieallanguage, this language could constitute a corpus, a treasury,
a structural and synchronic system of coded elements; this system, this

(programmed-programming) program, would constrain in advance all

possible discourse on method. According to this schema, which is still

Saussurian, each individual subject, each philosopher talking and think-

ing about method, must draw from this source. He would have to ma-
nipulate this system governed by rules, over which he would have no

power and with which his possibilities would he limited to variations of
combination. And it is often tempting to think that all the specific
philosophies of method, all the systematic discourses on the concept of

method, from Plato to Bergson, from Spinoza to Husserl, by way of Kant,

Hegel, or Marx, could only have been written by combining the types, the

characters coded in a permanent language; they could only have exploited

philosophemes already constituted and caught in a language of philoso-
phy, of method in philosophy, content to make permutations and substi-

tutions in it: an essentially rhetorical implementation of a kind of philo-

sophical grammar over which individual philosophical acts would have no

control. Such a grammar, in the broad sense of the word, would form a

system of concepts, virtual judgments, segments of argumentation, tropo-

logical schemas, and so forth. No invention, then, only a powerful com-

binatory of discourse drawing from language and constrained by a kind of

pre-established social contract committing individuals in advance. I re-
peat, it is not for me, at this moment, to give substance to this schema,

Saussurian in its inspiration, and to use this axiomatics as an excuse for a
kind of structural linguistics of philosophy. I am simply naming the op-
position languel discours and defining it as the title of a problem, indeed as
an object of inquiry: neither a truth nor a certainty.

It is thus in French, in the language of his country, that Descartes

writes, and he writes that he writes in French. He writes about the lan-

guage in which he writes, and he does so in the present tense, in that first

person of the present indicative whose privileged status in performative
utterances is stressed by Austin.' "Right now I am writing in French"; it

should be impossible to write what I am doing in preparing this lecture in

anything but French, and it should defy translation. This grammatical

present is even broader and thus goes beyond the performative present: in

fact, it comes at the end of the discourse and signifies: I have written, I

have just written in French throughout the hook, 1 am forever writing in

"the language of my country, rather than in Latin, which is that of my

teachers."
Such a present tense, however, marks the clear event of a rupture, but

also the continuity of an interminable, and interminably conHictual, his-

torical process. As you know, the imperative of national language, as

medium of philosophical and scientific communication, has not ceased to

recall itself [se rappeled, to call us back [nous rappeled to order, especially

in France. Even before the memorandum addressed to all French re-

searchers and academics, even before announcing that the State would not

give grants to symposia held in France that did not guarantee the French

language its place, at least by means of simultaneous translation, the min-

ister of industry and research specified, in a directive [Note d'Orientation[

for the great Conference on Research and Technology (1982), that the

French language "should remain or become again a privileged medium for

scientific and technical thought and information."' The language politics

defined in this manner justifies itself by threats and responds to necessities

that are not without analogy or, indeed, without continuity with certain

facts or certain contradictions already felt in Descartes' time. The prob-

lematic has remained relatively stable since the sixteenth century. On the

one hand, it is still a question of opposing a national language, which at a

given moment has become the language of the State and which preserves

in its State legitimacy the traces of a recent and specific formation, to na-

tional idioms that are subject to the same State authority and that consti-

tute dissipating or centrifugal forces, risks of dissociation or even subver-

sion, even if and this is the first contradiction, they are simultaneously

encouraged. On the other band, this same dominant national language, the

sole language of the State, will he opposed to other natural languages

("dead" or "living") that, for technical and historical reasons that should

he analyzed carefully, have become privileged media of philosophical or

techno-scientific communication: Latin before Descartes, American Eng-

lish today. We will not be able to deal with the broad implications of these

problems. Let us only establish that they are multiple and at the same

time socio-political, historical, religious, techno-scientific, pedagogical,

ill
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and so forth. I need not emphasize this here, in Toronto, at a time when I
have to translate into English, in the anglophone part of a bilingual coun-
try, a discourse first written in the language of my country, French.

The French history of a problem found in all countries scans to the
rhythm of three great historical eras, all closely linked to the violent and
interminable constitution of the French State.

i) In the first place, it was the great moment of establishing the monarchy
as State: a massive if not terminal or decisive progress of a French language
imposed on the provinces as administrative and juridical medium. What
we arc trying to follow in this seminar is the constitution of the legal sub-
ject and of the philosophical subject tout court, starting from the imposi-
tion of a language. As you know, under Francois I, in 1539, the royal decree
of Viilers-Cotterets ordered that legal judgments and other proceedings he
pronounced, recorded, and delivered in the French mother tongue."' In

1539: almost a centur■,, before the Discourse on Method. One century from
law to philosophy [ du droit a la philosophic], one might say. One century
for the "French mother tongue" to mark a great philosophical event. For
Descartes, who lost his mother when he was one year old, French is a
grandmother tongue (he had been raised by his grandmother) that he op-
poses to that of his teachers, who imposed upon him the law of learning
and the law pure and simple in Latin. It is the language [langage] of the
law [loi] because Latin, the language of the father if you wish, the language
of science and of school, a nondomestic language, is above all a language
[ &ague] of right or law [droit]. And the greatest resistance to the (natural,
maternal, etc.) living language came from the juridical world.

Of course, the decree of Villers-Cotterets itself represents only the legal
form, the scansion, and the juridico-administrative sanction of a broader
movement that prepared and followed it, both in the progression of
French and in the resistance to Frenchification. The factors of progression
and resistance were numerous and diverse. The Reformation, for example,
helped the progression of French by fighting against the Catholic Church
system: an economic struggle, a struggle for the reappropriation of texts
against an international church dominated and dominating by Latin.
There was a whole "nationalist" dimension of Protestantism that was
taken up, after the defeat of the Reformation in France, by a more "Gal-
lic" church in the seventeenth century. The Protestants wanted their New
Testament in French: that of Lefevre d'Etaples in 1523, that of Olivetan in

1535, a few years before the decree of Villers-Cotter&s. In 1541, Calvin, the-
orist of the French Protestants, republished his Institution de la religion
chretienne (Institution of the Christian Religion) in French. We do not
need to be reminded of the role played by translations of the Bible in
other countries during the Reformation: both in the constitution or de-
finitive formation of a language of reference' and in the history of a prob-
lematics of translation.

The church never stopped, at least in the sixteenth century, resisting
this extension of French that can be followed in literature as well, in the
Pleiade, Montaigne, Rabelais, and so forth. Du Bellay's book-manifesto
La defense et illustration de la langue francaise (Defense and Illustration of

the French Language) dates from 1549, that is, ten years after the royal de-
cree of Villers-Cotterets. We cannot follow this fascinating, rich, and com-
plex history of the French language in depth here without overlooking the
other themes that I would like to privilege in this seminar. For a prelimi-
nary inquiry, I refer you first to Ferdinand Brunot's Lhistoire de la langue
franfaise, des origines a ma.' Published in 1906, it is already old, but it
nevertheless remains an inevitable monument in this area. In Marcel Co-
hen's hook, Histoire d'une langue: Le franfais (1947), content and informa-
tion are mobilized in a way that is always interesting and usually necessary,
through a Marxist inquiry that at any rate makes it possible to show the
effects of class struggle, the politico-economic implications, and the link
with the history of technologies in these struggles for the appropriation or
imposition of a language. For a more modern period in the history of lan-
guage, particularly in its relationship to the politics of education systems,
I refer you to Le franfais national by Renee Balibar and Dominique La-

porte, and to Renee Balihar's Les Francais fictifi.' In this short, preliminary,
and necessarily incomplete bibliography, I would also like to point out
Marcel Bataillon's article "Quelques idees linguistiques du XVIIerne sie-
cle, Nicolas Le Gras." This study was published in a collection of texts un-

der the title Langue, discours, societe' in honor of Emile Benveniste, who,
like Bataillon, was professor in that very College de France created by
Francois I (from 1529 to 1534) and called the College des trois longues (for
the study of Latin, Greek, and Hebrew). Some innovators taught French
in this College as early as the sixteenth century. If we wanted to immerse
ourselves in this enormous history, which we cannot, we would have to
problematize simultaneously and methodically all the practices of histori-
ans of language. Their system of interpretation, as you can easily imagine,
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is never neutral: philosophically and politically. It conveys an at least im-
plicit philosophy of language, and itself practices a certain language (rhet-
oric, writing, etc.), and takes sides, at a specific moment, in a language
war. This war continues today, over and within a language in transforma-
tion. And this war traverses institutions; the weapons bear its marks (rhet-
oric, procedures of demonstration, relationships between the disciplines,
techniques of legitimation). In this respect, the differences between
Brunot's (1906) and Cohen's (1947) histories are spectacular; and they are
not limited to political ideology.

Unable to do this work here, let us content ourselves with indicating its
necessity and with tracing a few "arrows" to mark directions, supposing
that it is possible to trace or to direct arrows in such a labyrinth. These few
arrows must in any case retain a certain relationship with the discourse on
method, I mean with the question concerning method (method following
the road; odos, the methodical becoming-road of a path; odos, that which
is not necessarily methodical),"' but also with questions of method. One
of these directions, at our very point of passage, leads onto the road along
which a politics of language also passes, in this instance the State exten-
sion of French by a monarchy that had just ensured its power over the
provinces and the dialects, gains or confirms control over a territory by
imposing linguistic unification upon it. I will not return to the "clearing"
ffrayageb the presumed "metaphor" of method as a figure for the path or
road (via rupta) as language, and not necessarily human language, but also
as language, trace, text, mark of what is called animality: tracks, wars for
sexual and economic territories.

The imposition of a State language implies an obvious purpose of con-
quest and administrative domination of the territory, exactly like the
opening of a road (for the mares of Parmenides' Poem, the horseman
Descartes "who took off at such a good pace," the trains of the pioneers of
the Far West, for the aerial, maritime, or strangely named "spatial" routes
of our century—with their considerable politico-juridical problems). But
there is a still more urgent necessity for us, right here: that by which the
aforementioned figure of the path to be cleared imposes itself, in a way,
from within, in order to tell the progress of a language.

I will give only one example. From Louis XII to Henri III, the com-
plicity becomes very visible between the king and numerous writers, sto-
rytellers, grammarians, physicians, philosophers, to promote the expan-
sion of the French idiom. Brunot evokes the letters of thanks they

Adressed to Francois I, Henri II, Charles IX, Henri III, the praise be-
stowed upon them by Du Bellay, Amyot, Henri Estienne, and many oth-
ers (Brunot 2.27). This sometimes becomes ridiculous; today, at our pre-
sent moment of the defense and illustration of the French language, we
smile at the idea that it was from the "first Francois" that our language got

the name langue francoise. It is true that the royalty protected French belles-

lettres. We would understand nothing of the history of French literature if

we did not pay attention to this language politics. Though Francois I
never appointed any teachers of French, he appointed a royal printer of

French in 1543, a few years after the decree of Villers-Cotteréts. He re-
warded translators or writers who published in French. And above all, and
here is that delicate and so very current problem (which is also that of a
politics of culture and of publishing): he commissioned, programmed,
and subsidized the work of certain writers. Among those commissions
were works whose purpose seems only too evident: for example, those of
Du Hainan, the history of the kings of France. But there was also some
less immediately profitable programming and planning. These writers
were invited, for example (and this is the example I am choosing from this
enormous corpus, for obvious reasons), to write philosophy in French.

It is here, precisely, that you will see a road pass, a French road and

French marches, in the French language, in the invitation sent out by
Henri Irs chancellery. On August 30, 1556, Henri II sent an invitation—
or an order—to Guy de Brues for his Dialogues contre les nouveaux
Academicians (Dialogues against the New Academicians, 1557). He did so
in a letter signed by the chancellor. I quote from it the following passage:

In particular, we wish the path opened by Brues (doing the great duty of do-
mesticating and familiarizing philosophy to our subjects in their own lan-
guage) to be followed by the other good and excellent minds of our kingdom
and to be led out by them, little by little, from Greece and the country of the
Latins towards these border regions [marches]. (Cited in Brunot 2.28)

It is toward these French marches (marks, margins, and so forth, in the
sense of border, here national or military borders, Marken;1 have insisted

enough elsewhere on this chain of marcbe, mange, marque to go more
quickly here)" that Greek or Latin philosophy must be "led out" [aeon-
duirej, that is, be made to come, diverted, by language, a language that
clears a path toward French. That is what Henri ll's chancellor says. We

will not he able to understand Descartes' gesture, less than a century later,
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without keeping in mind this political genealogy, even if there is more to
it than that.

This political and territorial concern also presupposed that the repre-
sentatives of the royalty, as well as the people of the court, received the re-
quired education. Yet outside the priesthood, people generally were not
educated, in particular because they had not learned Latin; hooks in
French therefore had to he made for the benefit of administrators and
courtiers; what Claude de Seyssel called for the first time a Licterature en
fran•ois (literature in French) had to be created. This is the first occurrence
of the word in this form and with this meaning. In the Middle Ages it was
called "lettreilre." The word and the advice go back to this Claude de
Seyssel, extraordinary counsel to Louis XII. He translated Pompei for
him. Saddened by the absence of useful works in French, he also trans-
lated a good deal (from Latin and Greek, which he did not know and for
which he had help); he did so for the nobility and for others who, as he
said, "are often more dedicated to the sciences than the nobility." In 1509,
in a preface full of morality and politics, he proposed in principle that
those who did not know Latin should still learn "many good and lofty
things, whether in the Holy Scriptures, moral Philosophy, Medicine, or
History," and that therefore there was a need for a "literature in French"
(see Brunot 2.29).

Moreover, this same Seyssel directly expressed the political advantage he
saw for the royalty, both within and outside of France, in extending the
territory of the French language. The extension of the language is a good
way, a good method, to be precise, to establish or confirm its power over
French and foreign territories. Seyssel had visited Italy, and in the course
of his travels he had understood at once a Roman model of linguistic-
military-political conquest and the chance for France to ensure a certain
conquest of Italy in the same way. In a prologue to Justin that he had
translated and offered to Louis XII. he gives a piece of advice:

What did the Roman people and princes do when they held the monarchy of
the world and sought to perpetuate it and make it eternal? They could find no
more certain means than glorifying. enriching, and making more sublime
their Latin language, which, From the beginning of their empire. was indeed
meager and rude, and then communicating it to the countries and provinces
and peoples they had conquered, together with their Roman laws couched in
this language. (Brunot 2.3o)

Seyssel then explains how the Romans were able to make Latin as perfect
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as Greek, and he encourages the king to imitate these "illustrious con-
querors" and to "enrich" and "glorify" the French language.

You will have noticed in passing the insistence on right and law: it is in
the interest of the central power to "couch" [coacher] laws in the dominant
national language. This concern comes up against, in fact it merges with,
the properly philosophical or scientific project: to reduce the ambiguity of
language. The value of clarity and distinctness in the understanding of
words, in grasping significations, will at the same time be a juridical, ad-
ministrative, police (and therefore political), and philosophical value. This

concern is found again in Descartes. If good sense is the most common
thing in the world, and since ignorance of the law is no excuse, the legal

text would still have to be read or comprehended through a linguistic
medium purified of all ambiguity, through a language that is not divisible
or does not dissipate into misunderstanding. The decree of Villers-Cot-
wets specifies this in articles Ito and Itt, which stipulate that the acts and
proceedings of justice would henceforth be carried out in French:

And so that there is no cause to doubt the meaning of these decrees lin
other words, so that the subjects of (the) French language May not use their ig-
norance of the law, of the language of the law, namely Latin. as an excuse, and
therefore so that French-speaking subjects in fact may be or become subjects of
the law and subjects of the king, subjects subjugated to monarchial law with-
out any possibility of being elsewhere in language, without the possibility of an
alibi that could make them non-subjects excused by their ignorance of the
law], we wish and command that they be made and written so clearly [my ital-
ics], that there can be no ambiguity or uncertainly [I emphasize again these pre-
Cartesian watchwords], nor any cause to ask for interpretation.

And because such things often take place according to the understanding
of the Latin words contained in these decrees, henceforth we wish all decrees,
along with all other proceedings, whether of our sovereign and lower courts,
or of registers, investigations, contracts, commissions, judgments, testaments,
and whatever other acts and deeds of justice, or deriving from them. to be
pronounced, recorded, and delivered in the French mother tongue and not
otherwise. (Brunot 2.30)

One cannot stress enough the significance of this event, especially its
complicated structure, even though we are still dealing with it in its ap-
parently external and juridical form. One of the complications or overde-
terminations sterns from the liberating aspect of this act. It appears to be
the release from a violent constraint, that of the Latin language, and to
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put into question the privilege of those whose linguistic competence (in
Latin) guaranteed them great power. According to this appearance, in a
strategy of assuming power, the decree would nevertheless make the con-
cession of moving toward the language that it itself calls the "mother"
tongue of the nation's subjects; it seems in fact to move them gently, one
might say, into the trap of their own language, as if the king were saying to
them: in order to he subjects of the law—and of the king—you will fi-
nally be able to speak your "French mother tongue" (langaige maternal
fianrois); as if they were being given back to the mother in order better to
be subjugated to the father.

But not at all. The essential subjugation to the law of the monarchical
State that was being constituted went hand in hand with another vio-
lence: at the same time as Latin, the provincial dialects were also being
abolished. A number of the subjects in question did not understand
French any better than Latin. French was so far from being their mother
tongue that many did not understand a word of it. That language re-
mained, if you will, paternal and scholarly; after Latin, it became the lan-
guage of the law [la langue drr droit], the language by law [la fatigue de
droit]—because of the king. A new trap, in a way, put the dialects before
the law: to plead in favor of a dialect, as to plead in a court rout court,
translation was necessary; one had to learn French. Once one had learned
French, the claim of dialects, the "maternal" reference, was ruined. Try to
explain to somebody who holds both force and the force of law that you
want to preserve your language. You will have to learn his to convince
him. Once you have appropriated the language of power, for reasons of
rhetorical and political persuasion, once you master it well enough to try
to convince or to defeat someone, you are in turn defeated in advance and
convinced of being wrong. The other, the king, has demonstrated through
the fact of translation that he was right to speak his language and to im-
pose it on you. By speaking to him in his language, you acknowledge his
law and authority; you prove him right; you countersign the act that
proves him right over you. A king is someone who is able to make you
wait or take the time to learn his language in order to claim your rights,
that is, to confirm his. I am not sketching the abstract schema of some
structural necessity here, a kind of master-slave dialectic as a dialectic of
languages rather than of consciousnesses. 1 am talking about a paradig-
matic event. It happened when the representatives from Provence wanted
to complain to the king about the obligation forced on them to pass judg-

;
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meat in French, under the pretext that judgment must be passed clearly
and distinctly. These representatives went up, as they say, to Paris. And
here is what happened: I quote Ramus in his Grammaire ( 1 572):

But this gentle king, putting them off from month to month, and having his
chancellor tell them he did not like to hear any language other than his own,

gave them the opportunity to learn French carefully: then some time later
they made their case known in French harangue. This was the ridiculous po-
sition of these orators who came to fight the French language, and nonethe-
less through this fight learned it, and thus showed that, since it was so easy for
older people like them, it would he still easier for the young, and that it would
only be fit, although the language stayed with the people, for the most notable
men, having a public office, to have in their speech, as in their robes, some
preeminence over their inferiors. (Brunot 2.31)

In such a dissymmetry is then established what cannot even he called a

language contract, but rather the sharing of a language in which the sub-
ject (the subject subjugated by a force that is not primarily and simply lin-
guistic, a force that consists first of all in the capacity to clear, to trace, to
open and to control the road, the territory, the passage, the routes, the
borders and border regions [marches], to inscribe and preserve its own
traces there) must speak the language of the more powerful party to
protest his rights and therefore to lose or alienate a priori and de facto the
right that he claims. And that from then on is meaningless.

What I am suggesting here does not amount to subordinating language
or the force of language, or indeed the war of languages as such, in rela-
tion to a pre- or nonlinguistic force, to a struggle or more generally to a
relationship that is not one of language (a relationship that would not
necessarily be one of war but also of love or desire). No, I am only em-
phasizing that this relationship of language must already, as such, be the
power relationship of spacing, a body of writing to clear a path, in the
most general and fullest sense of these words. It is on this condition that
we have some chance of understanding what happens, for instance when
sa tlaartelg peruoawge b. ecomes dominant, when an idiom takes power, and possibly

Of course, a decree is never enough. Resistances to the juridical act have
never ceased. Much more time should he devoted to analyzing them in all
their complexity and duration, in all areas, including the university, where
law continued to he taught and treatises (particularly philosophical ones)                    
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published in Latin. But already at the beginning of the following century,
in 1624, it became possible to defend theses in French. It was not until
1680, however, that Colbert instituted the teaching of law in French. A
very significant sign is related to this: no doubt in order to convert to
Catholicism the children or Protestants who had remained in France,
Louis XIV decided in 1698 to create free and compulsory public schools
where reaching was essentially religious and where French—or, if that was
not possible, patois—would he the only language of instruction. But this
decision had no effect.

Not only was there resistance in the face of the act of law, then, a slow-
ing of its effective application, but even the state of the law itself was not
simple. It had to come to terms with a historico-linguistic structure that
was also a highly differentiated territorial structure. The opposition of
Paris or of Ile-de-France to the provinces was already marked, and a good
many legacies of this situation remain today. Thus, French was not im-
posed on the recently incorporated provinces (Bretagne in 1532, part of
Lorraine in 159, later, in the seventeenth century, Alsace, Roussillon, Ar-
tois, Flanders). Apart from administrative texts, the State had to accept
the multiplicity of languages. And still in 1681, when it recognized the au-
thority of the king, the city of Strasbourg was exempted from enforcing
the decree of Villers-Cotterets.

This history cuts across that of the relationships between vulgar and
church language, that of the Bible and that of worship, all the debates that
developed around these questions (in France and everywhere else in Eu-
rope) and whose treasury of arguments is still used today, particularly in
regard to the language of worship, to prayer and to song. The Sorbonne
declared unanimously in 1513 purely and simply that translations must be
prohibited In 1525 it held that it is

neither expedient nor useful, indeed, given the circumstances, it would rather
he incurious, for the Christian republic to authorize the appearance of to-
tal or partial translations of the Bible; those that exist already should he sup-
pressed rather than tolerated. (Bruno( z.zz)

The Protestants complained:

Est-ce hien faict qu'un Prince ne consente
Lea Faicts du Christ estre a tout relatez
Et en common langage translatez? (see E3runot 1.23)

[Is it good that a Prince not consent
To the deeds of Christ being told to all
And translated into common language?]

To measure the complexity of the forces and motivations at stake, one
would have to quote Montaigne: although one of the greatest inventors or
initiators of French literary language, he nevertheless took a stand against
popular language in worship and prayer:

It is not a story to be told, but a story to be revered, feared and adored. Ab-
surd people they are who, because they have put it into the language of the
people, think they have made it easy to he understood by the people! ...

I believe moreover that the liberty given to anyone to disperse so sacred
and important a word in so many kinds of idioms is much more dangerous
than it is profitable. The Jews, the Mohammedans, and almost all others are
wedded to and revere the language in which their mysteries were originally
conceived, and any alteration and change in them is forbidden; and not with-
out reason. Can we he sure that in the country of the Basques and in Brittany
there are enough men of judgment to establish this translation into their own
language?"

I suggested a moment ago that this history of the French language, as
State institution, went through three great dramatic phases. Such a peri-
odization can only be summary, and I take it as such. Moreover, each of
these phases is original enough in itself to render more than problematic
the assumption that all these events belong to one and the same history: a
homogeneous history of France or of the only "French language." This
schema helps us provisionally to pick out a first series of indications and
thus to prepare another elaboration. The preliminary investigation of the
"first phase," the recognition of a first configuration starting from some
unquestionable symptoms, allows us perhaps to begin to read this appar-
ently philosophical event: Descartes writes that he is writing the Discourse
on Method in French. The philosophical, political, juridical, linguistic, and
other implications of this gesture appear perhaps more clearly on the
scene that we have just situated, even if this "situation" is still inadequate
and only sketched out. And, conversely, by pursuing the "internal" and
"philosophical" reading of Descartes' text, we will have a further opportu-
nity to interpret the implications of the historical events that we have just
evoked briefly. Nor that Descartes talks about them or tells us the truth
about them: let's say that they are "talked" about through his text, and it
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is left to us to translate or decipher it. Not in a conventional relation of
text to context, of "internal" reading to "external" reading, but by prepar-
ing a redistribution or a recontextualization, that of a single text, which
does not mean a continuous and homogeneous text.

This is why l have insisted somewhat on these premises and on this
"first" phase of the process of French becoming the State language. The
other two, of which I will say nothing here, would culminate in the
"French Revolution" and in a certain current techno-scientific transfor-
mation. In the course of the French Revolution, the movement toward
State control once again came up against the juridico-political problem of
translation and the intelligibility of decrees. I will refer you here to (Inc
politique de la &tripe by Michel de Certeau, Dominique Julia, and Jacques
Revel." Resistance to the Revolution was often interpreted by the revolu-
tionaries as the result of a linguistic force and form. When linguistic pol-
itics are hardened, Barre wrote to the convention in a Report of the
Committee for Public Safety, "Federalism and superstition speak low Bre-
ton; immigration and hatred of the Republic speak German; the counter-
Revolution speaks Italian; and fanaticism speaks Basque." A French
teacher was appointed in each commune where "the inhabitants speak a
foreign idiom" (they were more careful with patois) in order to "enable the
people to read and translate orally the laws of the Republic," to teach the
language and the Declaration of the Rights of Man. Thus, they move to
voice, against writing, which is suspected of "maintaining barbaric jar-
gons: 11 The decree of the second Thermidor prohibited all idioms other
than French in any act, even in private agreements. On the XVIth Prair-
ial, Year II, Grëgoire presented to the Convention his "Report on the Ne-
cessity and Means of Abolishing the Patois and Universalizing the Use of
French."' No coercive conclusions were drawn from this report; and af-
ter Thermidor there was a return to a more tolerant practice. But we
would understand nothing of the relation of the French to their language
and to their spelling, or of the role of the Republican school in the nine-
teenth and twentieth centuries, if we did not keep such signals in mind.

Of the "third" great convulsion (and we are in it) I will say nothing.
While retaining something of the two legacies we have just talked about,
it is characterized in a newer and more specific way, on the one hand on
the inside, by a legally recognized reawakening of linguistic minorities
(recognized all the more easily as it remains in the order of cultural mem-
ory and in no way threatens the linguistic unity of the nation-state), and,

on the other hand on the outside, by a struggle against the attempts at mo-

nopolization of techno-scientific language, through the techno-linguistic
powers that dominate the world (commerce, the telecommunications in-
dustry, computerization, software, data banks, etc.). This is well known
and I will not insist on it. I will content myself with saying that with re-
gard to this modern problematic, whether it is a question of the complex
and measured recourse to a national language, whether it is a question of
its linguistics, its discourse on language, or even of a certain project for a

u niversal language of which we will speak later, the Cartesian event of "I
write in French, which is the language of my country" is not a past, a sim-
ple past, for us. For a reason other than the one I talked about in the be-
ginning, its present is not simply grammatical.

In order to try to think this event since the writing in French of the
Discourse on Method, what precautions should be taken in its reading and
interpretation? One would first have to remember that there are at least
three orders and three ranges of texts to consider.

There is the complex and heterogeneous whole, unevenly developed, one
might say, of the socio-juridical or politico-religious history of language. We
have just made some allusions to this. Others would be tempted to say that
they constitute the outside of the Cartesian text. But this outside is inscribed
within the text, and it would be difficult, without taking this inscription
into account, to understand what happens when Descartes, justifying with
his rhetoric his strategy and choice, decides to write one of his texts in
French. What little I have said about this history is enough to hint at this:
his act is not simply revolutionary, even if it seems relatively singular in the
order of philosophy and if it looks something like a rupture. Though he in
fact departs from a certain practice and renounces a dominant usage, and
though he complicates his relationship with the Sorbonne, he nevertheless
follows the tendency of the monarchist State; one might say that he goes in
the direction of power and reinforces the establishing of French law. He
translates the cogito as "je pense" ("I think"), another way of giving speech,
Ina also the law, to the French legal subject. Moreover, and this is a benefit
that is perhaps not secondary, he secures a certain clientele in the foreign
courts where the use of French was fashionable. This complex strategy was
not necessarily commensurate with the consciousness that the subject, be-
ginning with the subject Descartes, could have of it, or with the declara-
tions that this subject could make on this subject.

Yet the second corpus to be considered (the internal reading, one might
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say this time) is precisely all the utterances through which Descartes ex-

plains and justifies his choice. This corpus is divided in two. First, there is,
inside the Discourse itself, the explicit declaration, the argued justification,
the one I read at the beginning. It is rather cunning in itself and we must

return to it, at least in our discussions. Then, in this corpus of explicit de-

clarations on the choice of language, there are statements that are not in
the Discourse itself, particularly in the letters. They concern at the same
time a certain pedagogy, a certain pedagogical facilitation, aimed at feeble
minds and at women (let's not forget that the necessity of, a certain de-

mand for, "facility" is a watchword of Cartesian philosophy): it is a ques-

tion of a book, he says, which he "wished to he intelligible even to women

while providing matter for thought for the finest minds" (Oeuvres 1.56o).
This passage does not directly link the question of vulgar language to the

question of women hut, as we shall see, its argumentative logic links the
two motifs.

The third order or third stratum of the text is the whole of the Carte-

sian corpus in what at least presents itself as its proper order, its "order of
reasons [ordre des raisons]," its projected system, the presumed coherence
between the linguistic event and the organised whole of its philoso-

phemes. The linguistic event in this case is not limited to the choice of a

natural language; it consists in that which links philosophical statements
to some language (it is the question of the structure of statements such as
cogito ergo sum, for example) and to a philosophy of language and signs.

Naturally, the treatment we could attempt of these three orders of cor-

pus would he neither equal, equally divided, nor even dissociated or suc-

cessive. I wanted to mark qualitative or structural boundaries between

these orders of texts, even if they are nor related to one another as a tex-

tual inside to a contextual outside; and even if each of them remains

strongly differentiated. We will talk again in particular about the logic of

Descartes' explicit declarations, in his letters and in the Discourse on
Method beginning with the end that I quoted at the beginning today and
that I quote again to conclude:

And if I write in French, which is the language of my country, rather than in

Latin, which is that of my teachers, it is because I hope that those who use

only their pure natural reason will better judge my opinions than those who

believe only in old books, and because I am sure that those who combine

good sense with scholarship, whom alone I wish to have as my judges, will not

Iflhere Is Cause to Translate I

he so partial to Latin as co refuse (0 hear my reasons because I express them in

a vulgar tongue.

As you may suspect, this passage disappears pure and simple in Etienne

de Courcelles's Latin translation, published in 1644, seven years after the

original. The great Adam and Tannery edition indicates the omission of

this passage. The sentence is sublime: "There was in fact no cause to trans-

late lit)" (il n'y avail pas lieu de lid traduire en effet [Oeuvres 6.583j).

Thus, in agreement with Descartes and according to good sense itself,
good sense being more common than a language, a translation erases a se-

ries of statements that not only incontestably belong to the original, but

speak and practice performatively the language in which this original is

produced. They speak this language and speak about this language. Yet

this is where they founder, in their form and their content, body and soul,

one might say, at the instant of translation. It is good sense itself: what

sense would it make to say in Latin "I am speaking French," as you can

see? Or to say and do it, right here, in English?

Thus, when an "original" speaks about its language by speaking its lan-

guage, it prepares a kind of suicide by translation, as one says suicide by gas

or suicide by fire. Suicide by fire, rather, for it lets itself be destroyed al-

most without remainder, without apparent remainder inside the corpus.

This tells us a great deal about the status and function of what one

could call the self-referential signs of an idiom in general, of a discourse or

a writing in its relationship to the linguistic idiom, for instance, but also

in its relationship to all idiomaticity. The (metalinguistic and linguistic)
event is then doomed to be erased in the translating structure. Now, this

translating structure does not begin, as you know, with what is commonly

called translation. It begins as soon as a certain type of reading of the

"original" text is instituted. It erases but also exposes that which it resists
and which resists it. It offers up language to be read in its very erasure: the

erased traces of a path (odos), of a track, the path of erasure. The tmnsla-
tio, the translation, die Ubersetzung is a path that passes over or beyond

the path of language, passing its path. 16

Translation is passing its path. right here.
—Translated by Sylvia Siiderlind
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If There Is Cause to Translate II: Descartes'
Romances, or The Economy of Words

Last time, we interpreted a historical sequence in the course of which a
certain politics of language asserted itself. We analyzed its logic, its cun-
ning, its dissymmetry. It was one of the three great sequences of a history
of French as a State language. In it was inscribed the event entitled Dis-
course on Method, at least insofar as this latter was written "in French .
the language of my country." We then distinguished the three types of
texts that we should discuss, whether successively or simultaneously. We
were constantly interested (at the beginning and end of the last session) in
the mode of that declaration that is so committed to its own language that
it has no chance of lending itself to translation: someone declares, in the
first person present indicative, that he is declaring what he declares in such
and such a language; this language turns out to be his own language, that
of his country or his natural, native, or national language. but this is not
essential either to the structure of this utterance or to what in it defies
translation. If Descartes had written in Latin, "I am writing in Latin," the
problem would have been the same.

Now, we paused for a moment on the fact that this passage ("And if I
write in French, which is the language of my country . ") was omitted
from the Latin translation that Descartes himself revised, as if a sentence
given to remarking, in a certain language, that it was written in that lan-
guage has no meaning that a translation as such could preserve, at least in-
sofar as one relies on a certain concept of translation.

However, this sentence does have a meaning, a meaning that is rather
simple and easy, in the end, to translate. Its resistance to translation is not
of the same order as that of a poem, ar least in its formal effects or its se-

mantic overdeterminations. It has an affinity with the poem only insofar
as the latter, one might say, always implies—even if it does not actually
declare this—an affirmation that it belongs to a natural language, indeed
to the "proper" language of the writer.

But if Descartes' sentence has a dear and distinct meaning, the present
tense of its utterance is irreducibly bound to a language that forms not
only—as goes without saying—the signifying fabric of this presentation,
but also the signified theme: to change language is, in this case, to oblit-
erate the very heart of the "signified." It is no longer—as is often the risk
with translations—simply a case of altering the signifier, the signified, or
the structure of their relation in such and such a ratio: it is rather a ques-
tion of destroying, pure and simple, the essential import of the sen-
tence—and of the whole paragraph, of the whole text itself, which,

whether directly or not, depends on it.
Thus, this sentence is not simply untranslatable. What happens with it

is both more serious and more singular. Others might say that it is less se-
rious and more banal, and with good reasons—the first of which being
that at this very moment I am speaking to you in English, having written
this in French. and apparently no catastrophe has resulted. Also, when I
said that the sentence "And if I write in French (note this syntax,
and the subtle play of the "if") resisted translation, I was pushing to its

limits a situation that made Adam and Tannery say, more reasonably,
"There was no cause to translate" n'y avait pas lieu de traduire). The

French expression "il n'y a pas lieu," "there is no cause," crosses several
codes, among others the juridical code of obligation ("one must not," "it
is forbidden"), the code of technical utility (it is not useful or expedient),
and the code of social propriety or decorum (it is not done, it is out of
place). Now, in fact, what would he the counter-indication for a transla-
tion that would present itself as such and whose reader would know full
well that it refers back to an absent original? We can easily imagine a
Latin translation saying, "Here is why I am writing in a vulgar tongue, in
the language of my country. which happens to be French." And indeed
this is what happened in the translations into living languages (English,
German, etc.). It is enough for these translations to present themselves as

translations from French—which is in any case readable and made clear
by this very sentence—for any ambiguity to he lifted. That is why, in-
deed, this would not he serious: the text then says to you. "I am a trans-
lation, you are in the midst of reading a translation that presents itself as

20
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the translation of an original that presents itself as originally written in
the language of the writer."

Now, I am claiming that this is precisely what already occurs in the
French, in what we are here calling the original. And only this can explain

an omission, in the only Latin version there is, of a paragraph that the

translations into living languages have never erased. This is because the

Latin version of this text, assuming that we should still call it a translation,
has an altogether different status. This has to do with the historical and

political situation that we discussed last time. Latin is not one foreign lan-

guage among others. And this translation into Latin is not a translation,

at least insofar as a translation presents itself as such by referring back, by
contract, to an original. In this case it is less a question of deriving or
"leading out" from an original language toward a second language (as the
text says, speaking of leading out [aconduire] from Greek or Latin into
these border regions [marches])—it is less a question of aconduire than of
reconduire, leading back toward what should have been, by rights, the

language. There was cause [il y avait lieu], in a situation judged to be
normal and normative, for books of science, law, and philosophy to be

written in Latin. Why did Descartes consent to a Latin translation, to a

translation into a "dead" language? Where has it ever been understood

that there was cause to translate a living language into a dead language—
a language that no one speaks anymore? The translation here is that of
writing, from a possible speech into writing. If Descartes yielded, it was

first of all before a law, a norm, a social contract that was still dominant in

certain circles: one had first to write in Latin those texts for which French

could only be a vulgarizing language—and that means philosophy. And if
by chance, by a deviation or even a transgression, one made the pretence of
beginning with the vulgar language, if one began in short with the trans-
lation, there was still cause [it y avait lieu] to return quickly to the sup-
posedly normal language of origin, which should have remained Latin.

The Latin version is thus nothing more than a restitution, a call to order
or a return to order. Only this can explain the embarrassed explanations,

indeed the anxious justifications. of Descartes in the French version.
Two remarks here of a very different order.

1. We are speaking of a logic and a topology, also of a phoronomy of
translation. A translate° goes from one linguistic place to another, from an
origin to a nonorigin that will have had to be or should have been, by rights,

and in the language of right or law [droit] the origin. This movement trans-

ports that which already appeared to be at work in translation, and this

path that does not follow a straight line circulates between language, in the

common sense of a spoken language, and the text, in the strict sense of a

written language. To translate the Discourse into Latin was to convey it in

writing, or to make it readable under certain conditions and for certain

readers—for all subjects who were competent in certain areas, even if they

were not competent, linguistically speaking, in French. English. Italian,

and German scholars could read, in this language of writing that Latin was,

the Dissertatio de Methodo (0644) even if they could not understand the

Disctnos of i637. Discours sounds closer, moreover, to the spoken, Disserta-

tio to the written. Even if the Latin version is a restoration to writing and

to law (droit], ler us not conclude too hastily that the vocalization of the

Discourse had the value of transgression or emancipation. We have con-

firmed that it gives the dignity of writing and of the law to other forces that

are in the course of becoming forces of law, namely those of a monarchic

State. Likewise, during the Revolution, it was in the name of the law that

teachers came into the communes in order to declare the laws in French.

We might have been tempted to think these translating itineraries as pas-

sages between two poles (law/nonlaw, writing/speech, death/life, dead lan-

guage / living language, paternal language / maternal language, etc.). But

not at all—and this is perhaps the essential point of what is thus shown:

the violence comes from both sides; each term of the opposition is marked

by the other side. There are always two forces of breakthrough [frayage] and

of resistance, each one bearing life and death at once.

2. In speaking of restitution, I was not referring to a virtual and hidden

structure. In fact, to a large extent. what discourse of method there is in

the work that bears this ride can he read also as the French translation of
the Repine ad Directionem Ingenii (Rules for the Direction of the Mind),

a text that was written in Latin, eight years before the Discourse: a hidden

original as it were, since it was not published during its author's lifetime,

but circulated outside of France. We know that Leihniz read it. The Reg--
ulae, then, would be, in Lain and precisely before its literal writing, a Dis-
sertatio de Methodo. The word "method" and the "viatic" vocabulary are

plentiful here, and there is also the issue of rules: technical and ethical pre-
cepts, a dcontology of knowledge or of research, in "the search for truth

[la recherche tie la Write]' (as the title of Rule IV also puts it). Rules: the
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word expresses well what is to be done [ce qu it y a lieu de faire], in a reg-
ular, recurrent, repetitive, and thus formalizable manner, in order to be

conducted and to conduct oneself well on the path of knowledge when

one wants precisely to direct one's mind, to direct oneself, to lead it
straight (recte), on the right path, in the right direction, to the right address.
Thus a Latin treatise will have preceded, almost secretly, the French dis-

course that henceforth resembles, to an extent that is yet to be deter-

mined, a vulgarizing translation, a translating itinerary. As For the method
and the cartography of the path, as for the motif of the "path" (I prefer

"motif" to "figure" or "metaphor" for reasons that I explained or will ex-

plain elsewhere, and also because "motif" at least retains the sense of

movement; as does "metaphor," you will say—hut without any other rhe-

torical presuppositions)—as for this motif, I will only say a word about it

here, saving the longer developments for the discussions and seminar ses-
sions. The motif of the path, of chemin, of via, as you know, is already de-
terminative in the Repine. This unfinished text also had, in its own ad-
ventures, a "viatic" destiny: it returned from its voyage with other papers,

in a trunk found at the bottom of the Seine. The boat that brought them
from Rouen to Paris sank. The Regulae had to be spread out to dry, which,
the biographer Baillet says, "could not be done without much confusion

in the hands of some servants who did not possess the intelligence of their
master for maintaining their order and arrangement."' The order of rea-

sons presupposes the intelligence of the master. Clerselier, the French am-

bassador to Stockholm, Descartes' friend and heir—at least the heir to
these papers—had classified the Repine among the texts whose publica-
tion was not urgent: no doubt because it was not only unfinished but also

written in Latin and thus had little chance of interesting that 'general"
[grand] public to whom Clerselier wanted to introduce Descartes. In his
Preface to Volume 2 of the Letters, in fact, he notes,

The booksellers informed me that the large number of letters in Latin in the

first volume led several people, who are not conversant with that language,

not to buy it and even to tell others that the most beautiful part of the hook

was hidden from them.=

Just like today, then too it was the bookseller who indicated, when ques-

tioned, that philosophical books written in a certain language are not in

great demand. In order to sell, one must change languages, order one's dis-

course in relation to the reading capacity of the greatest number of buyers
possible. And this gap between ordinary language [Iongage I and a "diffi-

cu l t" (esoteric or formalized) language [langue] can he even greater within

one and the "same" language than between two separate idioms. We don't

even have to transpose it to perceive the present relevance of the problem:

pedagogical, academic, editorial, economic, political, and so forth.
By writing in the vulgar tongue, Descartes wanted to facilitate the ac-

cess to facility (a motif we will speak of during the seminar), to avoid the

detour through the knowledge archived away in ancient books. So he
took into account the philosophical fragility of "weak minds," explaining

this with some discomfort in a letter to Silhon (a philosopher and

Mazarin's secretary). His letter (of May 1637) begins by saying that he

wanted to give reasons that were "easy for everyone":

I agree, as you observe, that there is a great defect in the work you have seen,

and that I have not expounded, in a manner that everyone can easily grasp (my
emphasis], the arguments by which I think I can prove that there is nothing

at all so evident and certain [thus easiest] in itself as the existence of God and

of the human soul. But I did not dare to try to do so, since 1 would have had

to explain at length the strongest arguments of the skeptics.'

The "weak minds" he addresses in French are not sufficiently equipped by

the School, nor experienced in philosophical discipline. Descartes is

afraid: they will yield to the arguments of the skeptics, which I will be us-

ing in a merely rhetorical, methodical, and provisory way. Because they

are weak, they won't know how to make their way or return to what is eas-

iest, to the evidence of clear and distinct ideas, to the cogito, to the natural

light of "pure reason" by which the existence of God can be proven, and

so forth. They will let themselves be impressed by skeptical doubt, by the

newly learned argument of the school. The road toward what is easiest—

this nonroad, this point of departure, so close to oneself that is intuitive

evidence—will be barred to them. A strategic paradox, which stems from

the historical and linguistic situation: by writing in French to facilitate

matters for the weak minds (insufficiently schooled or scholasticized),

Descartes can no longer move with such assurance toward what is easiest

and most certain, the absolute value of this philosophical methodology.

Later on he says,

Rut l was afraid that this introduction [which he has just reconstructed]

would look at first as if it was designed to bring in skepticism, and would dis-

turb weaker minds, especially as I was writing in the vulgar tongue.' (Letters

35; Oeuvres t.353-354).
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Choosing to write in a vulgar language in order to appeal more easily to

"natural reason," which the School and ancient books have not vet man-

aged to dim and obscure, which dogmatism, intolerant of doubt, has not

vet impressed, Descartes finds himself forced to take on a certain facility,

in the pejorative sense of the word. This hinders access to "good" facility.

This is the Fault neither of the vulgar language nor of the weakness of

minds, of their natural "imbecility," that of untrained minds. It is institu-
tional, attributable to the School and to the tradition. Weak and not fore-

warned, these virgin minds that understand only French will let them-

selves be intimidated by skeptical doubt: the argument of the School,
archived, typed, ritualized. And yet order must free the mind from sensu-
alism, from the spontaneous dogmatism that prevents one from doubting
sense certainties. This order requires the passage through skeptical
doubt—ar least through the schema of its argument, through its language

and rhetoric—in order to transform skeptical doubt into methodical

doubt. Now, this language and this rhetoric of skeptical doubt are hound,

historically, to the language of the School and to Latin. So Descartes

dreads the paradoxical and pernicious effects of this order on the "weak

minds" that receive it, out of context, in their own mother tongue. Thus

he must renounce this bad facility. The recipient of this letter, Silhon, is

not part of the society of "weak minds" but rather of that of the scholars

whom Descartes "wishes to be [his] judges." He will not let himself be led
astray by the vulgar tongue:

But as for intelligent people like yourself, Sir, if they take the trouble not only

to read but also to meditate in order the same things I say I meditated, spend-
ing a long time on each point, to see whether 1 have gone wrong, I trust that

they will come to the same conclusions as I did. (Letters 35; OelaireS 1.354; my
emphasis)

Language, especially that of the written text, thus remains secondary in

Descartes' eyes. He demands that one not he content with merely reading;

one must also meditate in order. This order is not that of reading or writ-

ing; it is that of reasons—and this is the essential order.

We find the same argument again in the famous letter to Pere Varier

(February 22, 1638). But instead of "weak minds," here we read "women."

It is true that I have been too obscure in what I wrote about the existence of

God in this treatise on Method, and I admit that although it is the most im-

portant, it is the least worked out section in the whole hook. That is partly be-

CallSe ldid not decide to include it until I had nearly completed it and the

publisher was becoming impatient [note the modernity of the strategy, the

p roblematic of philosophical vulgarization, of the media, of editorial pres-

sures, etc.]. But the principal reason for its obscurity is that 1 did nor dare

[same argument, same wording as in the other lecterl go into detail about the

arguments of skeptics, nor to say everything which is necessary ad abdueen-

dam mentem a sensibus [the Latin for coded argument?]: for the certainty and

evidence of my kind of argument for the existence of God cannot really be

known without a distinct memory of the arguments which display the uncer-

tainty of all our knowledge of material things: and these thoughts did not

seem to me suitable for inclusion in a book which I wished 10 be intelligible
cern to women l my emphasis] while providing matter for thought for the

finest minds. (Letters 46; Oeuvres t.56o)

Always the same strategy: two publics, two destinations, two discourses,

indeed two languages, so as to reach as many readers as possible and to

train as many philosophers in the "right" facility. Not everyone can tinder-

stand everything, especially not women; but let us do something so that

they can at least "understand something." We would have to undertake a

long and difficult analysis in order fully to understand, in turn, this allu-

sion to the philosopher-women and to the unscholarly women of the era,

to those who would like to understand something of the philosophy re-

served, like the School, for men: we would have to analyze the situation of

women in that period, according to social classes, their relation to educa-

tion, the premises of "feminist" movements, and so forth. Unable to un-

dertake such an analysis here, I must note, however, that such an inquiry

would be essentially insufficient if it did not integrate—letting itself he af-
fected by it as well—the Cartesian problematic of natural (that is, univer-

sal) reason and of its relations with language, whether learned or vulgar.

This inquiry would thus be inadequate if it did not integrate this im-

mense problem of translation that cannot be separated from it, any more

than the event of the Discourse on Method can be. The complexity of a

"feminist" strategy would be proportionate to the crafty and convoluted

complexity of the Cartesian strategy: must women learn Latin and train

themselves scholastically in order to claim for themselves philosophical

,

authority and masculine power, with the paradoxical risks that accompany
such a claim? Or must they on the contrary demand that one "speak"

knowledge philosophy law, and in particular, medicine, in one's own

mother tongue? You know the record: it is far From being limited to what
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our schools would have us read by way of Moliere's Les femmes savantes or
Les precieuses ridicules.

Descartes wanted to speak to women, and to say to them in effect: there
is a natural reason; good sense is the most common thing in the world; we
must speak a language that is accessible to everyone. This movement, of
course, goes against any exclusion of women. It can even lead one to think
that by having escaped teachers, Latin and the School, women might he
more "virginal" and thus more apt to surrender to what is easiest, most in-
tuitive, most philosophical. The "price to pay" for this "progress" or
"process" or "trial" [procesi would always be the same: the erasure of sexual
difference in and by philosophy. Order, the straight and essential path, that
path that goes from what is least easy to what is easiest, would be an intel-
ligible order, thus "desexed," without a body. The necessary passages, in the
order of demonstrations (the doubt of sensible things, the I think, I am,
God exists, etc.), arc sexually neutral or indifferent. The cogito is related, in
its thinking as in its utterance, in the grammar of its sentence, to a subject
that bears no sexual mark, since it is a res cogitans and not a body. As al-
ways, this neutralization produces ambiguous effects. It opens up for
women access to a universal community and to philosophy (which one
might consider progress), but at the cost of a neutralization of dif-
ference, now relegated to the side of the body, inessential to the act of the
cogito, to intuition, to reason, to natural knowledge, and so forth. The sub-
jectivity of the subject that is thus founded in the Cartesian gesture would
remain—whether it is a question of the body or of language—sexually un-
differentiated. Perhaps it is not even enough, as I have attempted to suggest
elsewhere, to deconstruct the Cartesian subject and to propose instead an
analytic of Dasein in order not to reproduce this "neutralization."'

Descartes was nothing less than revolutionary in speaking in such a way
as "to be intelligible even to women." He is following a profound move-
ment of the era, a movement born in a certain milieu before him and that
developed mainly around him. The reaction against Latin was intense: it
was felt to he a pedantic, indeed a barbaric language; it became indecent,
indeed impolite, to resort to it in certain situations, and one had to excuse
oneself in these cases. The movement did not fade. Several decades later, in
his Doutes sur Ira langue fi-anfoise (1674), Pere Bouhours stages society peo-
ple who wonder whether one should use the word inamissibilite, which "is
a little Latin," and which "still smacks a hit of the barbarism of the School."

As for m c. interrupted M. le Chevalier, I don't believe it is French; ar most, it

is a foreigner dressed a la franfaise, he added, laughing. Since I don't under-
stand i t a t all, said Mme la Marquise, I assure you that would have no diffi-

u lry going without it."

a rt this ulbattle for the French language and against Latin or the School,

c 

the place of women is essential, at least in certain social spheres, first and
foremost at court. Because they have never been taught Latin and the dis-

cipline of the School, women are supposed to have a better rapport with
the mother tongue, a better feel for language. They are. in short. the true

guardians of the vulgar language. Look at Vaugelas and his famous Re-
marques sur la langue francoise (1647). He wrote that good usage is "the
manner of speaking of the soundest part of the court in conformity with
the manner of writing of the soundest of the authors of the day." - Now,
this great chastiser of language also insisted on the fact that "women, like
men" were a part of this normative elite. He even added, "In regards to
doubts about language, it is ordinarily better to consult women than men
and those who have not studied than those who are learned in Greek and
Latin."

Yet in his concern to put language at the service of natural reason or
natural light, Descartes could not plead, pure and simple, however, for
one mother tongue, even if it were his own. He also had to invoke his
vows for a universal language. He did so. But if we are to take an interest
in this related dimension of his thinking on language, we must backtrack,
as if returning toward the premises, and at the same time accept a kind of
discontinuity in the path we are taking. This is inevitable in so short a
time (two talks on such rich problems and such entangled texts). We are
only situating preliminary points of reference, and we will attempt, dur-
ing the lectures and working sessions, to reconstruct some continuity.

I also need a guiding thread for this new stage in the reading of
Descartes.s a;res. Perhaps in order to honor the contract of this lecture, which
was supposed to deal also with "literary and poetic language as linked to
the problem of their translation," I will choose the romance, the word "ro-

al

as my guiding thread.'
Descartes used it several ti mes . 1 will isolate two occurrences of it. The

first
the
tor. He is of his famous letter to Mersenne, from Amsterdam, on

r zo, t 29 (the period of the Regulae, almost ten years before the
e is responding to the proposal of an admirable "new lan-
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guage." An ambivalent response and the counterproposal of a univers
language:

maintain that this language is possible and that it is possible to discover the
science on which it depends: it would make peasants better judges of the truth
about the world than philosophers are now. But do not hope ever to see it in
use. That would require great changes in the order of things—the whole
world would need to become nothing but an earthly paradise, which is worth
proposing only in the land of romance[le pays des romans], (Letters 6; Oeuvres
1.81-8z; my emphasis)

This is the end of the letter. Everything takes place as if—one can fan-
tasize—Descartes were giving up here on the idea of a universal language
for the peasants and was resigning himself to writing, a few years later, in
a natural language For women.

The second occurrence is ten years later, in the "Letter from the author
to the translator of this book (which can serve here as Preface)." The pref-
ace in question is to Principes de la Philosophie (Principles of Philosophy),
a real preface in the guise of a fictive preface. Descartes says what he would
have said if he had written a preface, which in fact he is in the midst of
doing in denying it, that is, in confessing it:

I would also have added a word of advice concerning the way to read thi
book, which is that I would like it first read rapidly in irs entirety, like a ro-
mance [roman], without the reader forcing his attention too much or stopping
at the difficulties which he may encounter in it, simply to have a broad view
of the matters which 1 have treated in it. (my emphasis)"

After which he recommends, as you know, reading the hook three times.
The word "roman" does not have the same meaning in the two con-

texts. In the letter, it is a work of the imagination, the fabulous description
of an unreal country, a fictitious paradise. The preface, on the other hand,
insists on a certain mode of reading: to read a romance is to be taken up
in a story, to run through a narration without meditating, without re-
flecting, and without backtracking. Despite these differences of inflection
or accent, the allusion to the romance in both cases touches on the notion
of order: the order of exposition or of reading in the Principles: and the or-
der of things that should he—hut cannot he—changed in the letter ("The
whole world would need to become nothing bur an earthly paradise,
which is worth proposing only in the land of romance").

Now. the romance is not to he confused with the fable. It implies the lab-

ulous but cannot be reduced to this. Let me refer you here to the chapter

-mundus est fabuia" in Jean-Luc Nancy's admirable book Ego sum.'° For

my own purposes, I will insist on what in the romance is not simply fable.
The fable no doubt has several features in common with the romance.

Recall the beginning of the Discourse:

But regarding this Treatise simply as a history, or, if you prefer it, a fable in

w hich, along with the example which may be imitated, there are possibly oth-

ers also which it would not be right to follow. (Discourses; Oeuvres 6.4)

The fable is a narrative, or rick, whose factual truth need not be verified.

But it can have the exemplary signification of a truth:

Many other things would remain for me to explain and I would even he

happy to add a few arguments to make my opinions more realistic. But to

make the lengthy discourse less tedious, I want to veil part of it in the inven-

tion of a fable through which I hope the truth will appear sufficiently and will

he no less pleasing to see than if I showed it unadorned,"

A fiction that allows the essence to appear, the fable bears truth, exhibits

it or displays it in an attractive fashion. It makes the truth desirable. The

romance avoids tedium, but the similarity stops there. For in his other

uses of the word "roman" Descartes does not seem to acknowledge this

value of truth:

But I considered that I had already given sufficient time to languages and like-

wise to the reading of ancient books, both their histories and their fables. For

conversing with those of other centuries is almost the same thing as travel-

ing.... But when one employs too much time in traveling, one becomes a

stranger in one's own country, and when one is too curious about things

which were practiced in past centuries, one is usually very ignorant about

those which are practiced in our own time. Besides, fables make one imagine

many events possible which in reality are not so, and even the most accurate
of histories, if they do not exactly misrepresent or exaggerate the value of

things in order to render them more worthy of being read, at least omit in
them all the circumstances which are basest and least notable; it follows from

this fact that what is retained is not portrayed as it really is, and that those
who regulate their conduct by examples which they derive from such exam-
ples are liable to fall into the extravagances of the knights-errant of romance,
and form projects beyond their power.

I esteemed eloquence most highly and I was enamoured of Poesy, but I
T hought that both were gifts of the mind rather than Fruits of study. (Discourse

6: Oeuvres 6.6)
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We are thus coming close to the philosophy of language, of o
langage, that was announced in the letter of 1629 to Mersenne. Descartes
finishes by proposing what I will call a possible impossible language, the
possibility of an impossible language: "I maintain that this language i s
possible. . . . But do not hope ever to see it in use. That would require
great changes in the order of things—the whole world would need to be-
come nothing but an earthly paradise, which is worth proposing only in
the land of romance."

The land of romance" [pays des romans] would have an essential rela-
tion with the possible-impossible of language, rather than with a univer-
sal philosophical language, something like a completed tower of Babel.:
Think of Kafka's short story "The City Coat of Arms."'' This fiction on
the theme of the tower of Babel harmonizes ironically with a Cartesia
thematic, topic, and rhetoric: the recourse to the figure of a city that is to.
be constructed from the ground up and raised to the roof (see Discourse,
Second Part and passim), this ascending movement, these stairways, all of
this cells of the philosophical enterprise as a systematic edification that is v
however, indefinitely deferred, from generation to generation: "At first all
the arrangements for building the Tower of Babel were characterized by
fairly good order.... To this must be added that the second or third gen-
eration had already recognized the senselessness of building a heaven-
reaching tower; but by that time everybody was too deeply involved to
leave the city" (36-39). (The city, it would seem, is Prague: "The city has
a closed fist on its coat of arms": I believe Descartes went there.) We can-
not separate this architectonics from a linguistics.

When he replies to Mersenne, who has just informed him of a certain
Hardy's proposed project of a new language, Descartes had already writ-
ten the Regulae. He had already conceived the project of a kind of univer-
sal characteristic granted to the mathesis universalis of Rule IV. In this con-
text, mathematics is the general science explaining everything that can be
researched on the subject of order and measure. This is a Platonic and im-
mediately post-Platonic (Speusippus) tradition as well, and is presented in
Aristotle's Metaphysics (E. 1026a, 2.6-2.7 and K to61b, 19, for example):
mathematics as the common and universal science, without any particu-
lar object. For Descartes, it is both the most necessary and the easiest sci-
ence. The motif of facility is linked essentially with this science. And the
project of a universal characteristic, which is outlined in the Regulae and
announced in the letter to Mersenne, covers the entire axiomatics of facii- .

itv, of technical power, of the "faculty" that we will he following elsewhere

in the course of these lectures. Rule IV:

As I reflected carefully, it finally became cleat to me that only, and all. those

matters in which order and measure are investigated are related to mathemat-

ics , and that it makes no difference whether we are to seek out this measure in
the domain of numbers, figures, stars, sounds, or elsewhere. Consequently I
realized that there must he a general science which explains everything it is

possible to study which touches on order arid measurement without being re-
str i c ted to any particular subject matter. And I realized that this science was to

he called universal mathematics—not an artificial name, but one of long
standing which has passed into common use [he had recalled earlier that "it is
not enough to consider the etymology of the word; for the word 'mathemat-
ics' means nothing more than science' .....etc.[, because this science con-
tains everything by virtue of which the other sciences are called branches of
mathematics. We can easily see now how much it surpasses the other sciences
in utility and simplicity, by the fact that it applies to the very same objects as

these, and many others besides. (Oeuvres 10.377-78)

The project of nzatbesis unimrsalis—or, as Husserl will say, of formal

ontology—presupposes that the investigation not he stopped by the
equivocations of language. In order to formalize and mathematize, all the
obscurities, ambiguities, and equivocations of natural language must be
overcome. Even before proposing a simple and univocal system of nota-
tion, Rule XIII prescribes going from words to things. It would he enough
to cross the equivocal thickness of words toward things to dispel philo-
sophical controversies among the learned. This optimism, which later will
orient the return to the vulgar language, implies a linguistic instrumental-
ism, the effects of which we will soon examine. Words. the lexicon, and

syntax remain to appoint techniques external to intuitive and deductive
thought. It is enough simply to he vigilant as to their condition (univo-
cality, facility, transparency), in order for philosophical communication to
erase any misunderstanding. How can we reconcile this optimism—
whose logic sustains the project of a universal characteristic—with re-
nouncing the adoption of this universal language, worthwhile only for the
"land

of) romance?
ndtfro lmacnec?e"? What relation is there between this writing and this

Rule XIII recalls that the investigation goes from words to things, from
effects to causes, from causes to effects, from parrs to whole. or indeed to
other parts, or, finally. all these things at once—which opens the philoso-
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phy of the simple to its own labyrinth (we will talk, outside this session,

about method and the labyrinth in Descartes, about his Ariadne's thread).

We say that the investigation goes From words to things whenever the diffi-

culty lies in the obscurity of the expression used: not only do all riddles belong
to this group—like that of the Sphinx, about the animal which at first has
four feet, then two feet and finally three feet ... but in the majority of issues
which provoke controversy among scholars, it is almost always a question of
words. . . These verbal questions arise so frequently that if only philosophers
could always come to some kind of understanding as to the meaning of their
terms, we would see almost all controversy disappear. (Oeuvres io. 433-434)

Note Descartes' prudence: he says "almost always" and "the majority of
issues.

From the Repine on, an economy, a principle of economy, guides the fa-
cility of the mathesis as well as the facility of an unequivocal language; in-

deed, beyond language, it guides the facility of a system of notation that

would economize on words—since these themselves can be obscure.

"Faire l'économie des mots": this is an expression in Rule XIV. How can

one designate something that, while necessary to reach a conclusion,

nonetheless does not demand the mind's immediate attention? How can

one come to the aid of memory while avoiding the risks that its weakness

makes us run? One must use "concise signs" (per brevissirnas notas), always
by economy. Since memory is "labile" (/ahllis), we must economize or
spare its efforts: "art" (ars) has invented, "most aptly" (aptissime), the use
of writing (scribendi usum). By committing these economical notations to
paper, to the charta (in charta), we can free thought for its own move-
ment. One precaution should he taken: in each case we must set aside a

single and arbitrary sign for each single unity, for each one, atomic ele-

ment by atomic element. We will designate by a single sign everything
that must be regarded as one for the purposes of resolving a difficulty. This

sign itself will be forged, feigned, invented, arbitrary—whence the re-

course to a certain fabulating. if not romanesque or novelistic, fiction, in
the invention of this artificial writing: "Per unicam notam designabimus,

quae fingi potest ad libitum" (we shall designate it by a single sign, which

can be constructed as we please; Oeuvres 10.455). After giving some exam-

ples (letters and numbers), Descartes proceeds:

By means of this system. not only will we economize on many words bur
moreover—aII this is the main point—we shall manage to exhibit the terms of

our difficulty in such a pure and unencumbered way that even though noth-

ing useful will have been omitted, nonetheless nothing superfluous will he

found herein, nor anything which might risk preoccupying our mental pow-

ers to no avail, since the mind must grasp a number of things at once. (Oeu-
vres to.455)

Perhaps now we can better understand Descartes' response (both recep-

tive and reserved, both attentive and slightly jealous) to the "Hardy" pro-

ject for a new language, in 1629, after the completion of the Regular. He

calls the project "admirable," but multiplies his objections to the claims

that this Hardy—about whom we know nothing—would have made in

order to "advertise his drug" (yet another person who proposes a new

technique of language or writing, getting himself accused of introducing

drugs into a culture)," or furthermore, says Descartes, "to praise his

wares" or "overcome such a drawback" (Letters 3-4; Oeuvres 1.77, 78, 79).
Reproaching Hardy for not having understood that the language to be

sought must depend on "true Philosophy" (Letters 6; Oeuvres i.8t), Des-

cartes reveals his own project of a universal language, the very one he ends

up saying would he worth proposing only in the land of romance.

Here, then, is a letter on the romance of language or on the language of

romance, if not on romance languages [langur rorna pre]. it introduces us to

the philosophy of language that will he proposed later, in the Discourse.
(By analyzing it during another of these lectures, we will try to specify the
import of the cogito as an act of thinking and as a speech act.)

Right in the first paragraph, Descartes announces plainly that even

though he finds the proposal "admirable," he is disappointed when he

looks at it more closely. The basis of his criticism falls immediately into

place. There are two things to learn in every language, syntax and seman-

tics; or, in the terms Descartes borrows here from the most solid (hut also

the most problematic) tradition, "the meaning of words and grammar"

(Letters 3; Oeuvres t.76). On neither of these levels has Hardy proposed

anything new or satisfactory. As for "the meaning of words," Descartes has

an easy time ironizing on Hardy's fourth proposal, which prescribes "lin-

guam illani interpretari dictionario," which, says Descartes, "a man some-

what versed in languages can do without him in all the common lan-
guages" (Letters 3; Oeuvres 1.76). If it is a question of forging a language

that is learned simply by looking up the meanings of words in a dictio-

nary, one can do this For any language, including even "Chinese." If not
everyone can do this, it is on account of the difficulty of grammar: "And I
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believe that is our man's entire secret" (Letters 3; Oeuvres 1.77). Yet that, ac-
cording to Descartes, should be very easy, once one forges or configures an
absolutely simplified language: just one conjugation, one declension, one
construction, without defective or irregular sounds, which "arise from the
corruption of use" (Letters 3; Oeuvres 1.77). This implies an interpretation,
on Descartes' part, of the structure and history of language, of its process
of degeneration; this process would be linked accidentally to historical us-
age and nor to the original essence of the idiom; degeneration would thus
take the form of a useless complication, an irregularity measured against
an original regularity or simplicity that is to be restored. Likewise, in
Hardy's new language (just one conjugation, one declension, one con-
struction, without defects or irregularities), nouns and verbs will be in-
flected only by affixes, before or after "primitive words" (les mots primi-
tives) (Letters 3; Oeuvres 1.77). It is impossible to tell whether this
expression, "primitive words" (which is Pascal's as well, and indeed com-
mon enough), is in Hardy's text or only in Descartes' letter, It is a question
of words whose unity of meaning can be neither broken down nor de-
rived. These are simple and originary elements, so many stopping points
for analysis. Descartes seems to put forward as his own the hypothesis that
such words exist in all languages. Since his project of a universal (possible-
impossible), true. and romanesque language presupposes simple ideas, it
seems to go without saying that the "primitive words" must correspond to
these. Descartes' universal language, which we will come to later, will be
constructed on the basis of something like these primitive words. For the
moment, the point is (0 denigrate Hardy, less for the sake of exposing him
to difficulties or objections than for the banality—indeed the facility—of
his proposal. if one has a new dictionary and such a simplified grammar
at one's disposal, "it is no wonder if ordinary people learn to write the lan-
guage with a dictionary in less than six hours, which is the subject of his
first proposition" (Letters 3; Oeuvres 1.77).

Up to this point, Descartes has been reproaching Hardy only for the ex-
treme banality of his invention: he has reinvented the wheel! It is difficult
not to have the impression of bad faith mingled with jealousy or resent-
ment. For after having facilely ironized on the facility of the invention,
Descartes paradoxically emphasizes the difficulties there would be in get-
ting the new language accepted and used. Before elaborating on the prac-
tical difficulty of this theoretical facility, Descartes drops a few spiteful re-
marks on the sort of promotional discourse in which Hardy packages a

philosophically mediocre product, in order to "advertise his drug" or
"praise his wares." These digs tell us more about Descartes' resentment
than about what he claims to be discussing. A classic situation.

"'ro advertise his drug," Hardy proposes—and it is the principle of the
second proposal that I find most interesting—considering that, once the

new language is known, all languages would end up, would figure, as its

dialects. One would feign considering natural languages as historical sub-
languages, languages that are genealogically derived from this feigned uni-
versal Language, which has been invented or reinvented. This latter would
become, fictively, a reconstructed primitive language. There would thus be
a romance of language. It resembles what Descartes would like to substi-
tute for it, with a small difference—a difference that Descartes jealously
insists on. This small difference is not slight; he will later call it "true phi-
losophy," but it is not certain that by this name it has all the consistency
and all the originality that Descartes once more claims for it—as he will
do later for his "1 think therefore I am" (against the Augustinian filiation,
on the day of his father's death), or for the ontological argument (against
Anselm's proof of the existence of God). Here he proves himself to be jeal-
ous of the very invention of primitiveness itself, of this putative primitive,
archi-paternal or archi-maternal, language. To accuse the inventor of "ad-
vertising his drug"—what a burst of venom, surprising enough in a philo-
sophical discussion that should remain serene, and all the more so since
the accused is not even there, but only the mediator, in the person of Pere
Mersenne. The stakes must he serious: this is what we must tell ourselves
whenever a philosophical objection rakes the violent form of a denuncia-
tion or defamation; let us never forger this. Where has Descartes been hit?
Let us read.

As if by chance, the only example he can find to sustain his sarcasm, at
the point of his nastiest insinuation, is the word "love," " aimer, amare,
philein, and so Forth":

The second ]proposition]. that is, cognita hoc lingua, caeteras onznes, rrt emus

dialectos. rognowere [once this language has been learned, the others can be
learned as dialects of it] is only to advertise his drugs [flare valoir at drogue].

He does not say how long it would take to learn them. but only that they

could he regarded as dialects of his language. which he takes as primitive he-
cause it does not have the grammatical irregularities oldie others. Notice that
in his dictionary. for the primitive words. he could use the words of al] lan-
guages as synonyms of each other. For instance, to signily lone, he could use
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aimer, amore, philein, and so on; a Frenchman, adding to aimer the affix for a
noun will form the noun corresponding to amour, a Greek will add the same
affix to philein, and so on.

Consequently, his sixth proposition, seri pturam invenire [inventing a
script], is very easy to understand. For if put in his dictionary a single sym-
bol corresponding to aimer, a7M117", philein, and each of the synonyms, a hook
written in such symbols could he translated by all who possessed the dictio-
nary. (Letters 4; Oeuvres l.77-78)

Descartes also distrusts the word "arcanum" (secret), which is used by

Hardy to "praise his wares." Descartes is in favor of a philosophy without

secrets, and as soon as he sees this word appear "in any proposition," and

especially in Latin, he "begins to think poorly of it." But his bad faith

again resorts to the so-called argument of the kettle ("The kettle I am re-

turning to you is good as new; anyway, the holes were already there when

you loaned it to me; furthermore, you never loaned me a kettle"). For he

accuses the so-called inventor of labeling with the name arcanum a mere

pseudo-secret, a recipe that is too easy to teach. And here facility becomes

a sin.

In the second part of the indictment, Descartes tries to demonstrate

that this overly facile invention is too difficult to implement, although

Hardy claims to he able to teach it in six hours. This invention would be

useful for the public, Descartes pretends to admit, "if everyone agreed to

adopt it. Bur I see two drawbacks which stand in the way" (Letters 4; Oeu-

vres 1.78).

These two "drawbacks" are not of a strictly linguistic order, but are

rather historical and social. But does one have the right to make this

distinction?

On the one hand, people are used to the sounds of their own language

and will tolerate no other. What is easy and pleasant to us becomes harsh

and unbearable to Germans. Even if we can avoid this annoyance for one

or two languages at the very most, the so-called universal language would

be good for only one country: "We do not have to have a new language to

speak only with the French" (Letters 4; Oeuvres 1.79). Another paradox?

Another denial? Descartes denounces one utopia, and yet it is another

utopia that he will present himself a little later, without making any secret

of it. This will not he inconsistent, if the resistance to using the new lan-

guage must hinge, in Hardy's case, on the fact that the "new language" is

not philosophical enough. Descartes' own language, by contrast, will meet

with resistance because and insofar as it aspires to being philosophical.

And his "romance" will he a philosophical romance.

On the other hand—and this is the second practical drawback—there
would he the difficulty of learning the words of this new language. This

explanation will be of interest to us to the extent that it touches on the

only aspect of the project that is seductive for Descartes: a system of

graphic notation, a writing more than a universal language. Descartes uses

this as a pretext to advance his own project For a universal language and

w riting—his own "great method," one might venture to say.

There would be no problem of apprenticeship for the primitive words

in everyone's own language. Everyone knows them, or can learn them

without effort. But one will be understood only by one's compatriots, un-

less the other person looks in the dictionary. which is not convenient; and

no one will want to learn the primitive words of all languages. Unless, of

course, the recourse to writing is the solution, and it is in the course of

this argumentation that Descartes acknowledges the only , utility of this in-

vention: the possibility of a universal characteristic, the printing of a huge

dictionary in all languages, with common characters for each primitive
word. We would generally and confusedly call these characters "ideo-

graphic," but Descartes does not use this word. They would denote not

sounds or syllables, but rather concepts, semantic units. The example of

this ideographic writing is, once more, love:

So the only possible benefit that I see from his invention would be in the case

of the written word. Suppose he had a big dictionary printed in all the lan-

guages in which he wanted to make himself understood, and put for each
primitive word characters corresponding to the meaning and not to the sylla-

bles, a single character, for instance, for aimer, aware, and philein: then those

who had the dictionary and knew their gram mar could translate what was

written into their own language by looking up all these characters in turn.

(Letten- 5; Oeuvres I.79-8o; my emphasis)

Descartes remains cautious. Not excluding the hypothesis of an inade-

quate deciphering on his own part (the invention is itself a text to be de-

ciphered, and Descartes' only access to it is through the intermediary of a

letter, an interpretation itself to be interpreted), he is still afraid that this

new technique might he useful only for reading "mysteries and revela-
tions" (Letters 5; Oeuvres LSO, remaining too cumbersome for other uses.

Phis allusion to mysteries and revelations points to a whole enthusiastic
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activity during that period concerning new secret writings. Since I cannot
elaborate on this here, let me refer you to the references I make to it in Of
Grammato Iogy.L 4

Over and above this critique, what is Descartes' counter-proposal? It
would be a question of devising a method for instituting primitive words
and their corresponding characters. It is indeed a question of institution
here, in the strictest sense of the word. This method—artificial intelli-
gence, a translating machine—being at once both language and writing,
can be caught in very little time. Its essential mainspring, its novelty, its
universality, as much as its economic facility, is the principle of order, the
"means of order: Yet another determination of the odos, of the path and
the passage. It is a question of "the order between all the thoughts that can
come into the human mind" (Letters 5; Oeuvres 1.8o). The order and struc-
ture of these (linguistic and graphic) marks would be founded on the or-
der of meaning and thought. It is a universal and simple order, which is
guaranteed here, once more, by the analogy with mathematics, and in
particular with arithmetic. For "just as" "there is an [order)"

naturally established between numbers. in a single day one can learn to name
every one of the infinite series of numbers, and thus to write infinitely many
different words in the unknown language. The same could be done for all the
other words necessary to express all the other things that fall within the
purview of the human mind. If this secret were discovered I am sure that the
language would soon spread throughout the world. Many people would will-
ingly spend five or six days learning how to make themselves understood by
all men. (Letters 5-6; Oeuvres 1.80-81)

Hardy has not thought of this. He has nor, as a philosopher, begun by
thinking order, according to order, the real relation of dependence be-
tween this new language and "true" philosophy, which alone permits one
to 'number all the thoughts of man" (Letters 6; Oeuvres 1.81), to distin-
guish them in their clarity and simplicity. Such would be the only ar-
canum, the secret as secret both of method and of language, the secret for
acquiring "the true science" (Letters 6; Oeuvres 1.81).

Now, after boasting not only of the possibility of this language but also
of its necessity and, above all, its facility, Descartes, in a sudden and cata-
strophic turnabout, concludes the impracticability of the thing. Thus, the
conclusion:

IF someone were to explain correctly what are the simple ideas in the human
imagination out of which all human thoughts arc compounded, and if his ex-

If There Is Cause to Translate

planation were generally admitted, I would dare to hope for a universal lan-

guage that is very easy to learn, to speak, and to write. The greatest advantage

( f such a language would be the assistance it would give to men's judgment,

representing matters so clearly that it would be almost impossible to go

wrong. As it is, almost all our words have confused meanings, and men's

m i nds are so accustomed to them that there is hardly anything which they can

pe rfc
is language is possible and that it is possible to discover

e e r ,a

i maintain
alyintrtanidn	ntsht fi d

this
the science on which it depends: it would make peasants better judges of the

truth about the world than philosophers are now. But do not hope ever to see

it in use. That would require great changes in the order of things—the whole
world would need to hecome nothing but an earthly paradise, which is worth
proposing only in the land of romance (romans]. (Lasers 6; Oeuvres 1.81-82)

Here. then, is how the land of romance suddenly becomes the land of

the "true science." Philosophy would have undivided dominion there: the
arbitrariness of the sign, techno-scientific rationality, and above all the law
of language or of writing—for these would be the same thing—would be
the law. The map of this land of romance would have some analogy, even
if they cannot be confused, with the map of methodological rationality,
that of order and of the path become method. 1 want to insist upon the
arbitrariness of the sign. Even if this theme is not explicitly named, it sus-
tains the entire logic of this letter. And especially of the following letter
(again to Mersenne, on December IS, 1629), which distinguishes between
two kinds of semiotic universalities: on the one hand, that of an absolutely
natural language; on the other, that of a totally artificial code that is con-
structed in an arbitrary fashion. Both are universally intelligible, whether
immediately or not. The opposition of nature and arc, of physis and techne,
again governs this semiotic: "Voices, crying or laughing, are comparable
in all languages. But when I see the heavens or the earth I do not have to
name them in one way rather than another; and I believe that would he
the case even if there was an original justness" (Oeuvres 1.103). The struc-
tural difference between the absolutely natural language [langagei (which
must be distinguished from a merely "natural language" [longue]) and the
absolutely artificial language remains insurmountable. And since the lan-

g tutdar g ee

 r saidid to he "natural," composed of words and names, is founded on
the arbitrariness of the sign, it would never be natural, of the naturalness
of the try or laugh that transcends, according to Descartes, all national
b 

"Natural language" is situated between the two universalities. Peasants,
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as well as real philosophers (as distinct from the philosopher of the true

philosophy), speak this natural language. They are thus at least as recep-

tive to this new rational language. which "would make [them] better

judges of the truth than philosophers are now." They are not biased or

outwitted by false knowledge and a false idea of science. However, peas-
ants and philosophers today—and one could add here weak minds and

women—have in common with this natural language a kind of conserva-

tive habit. '['hey will always refuse to change the order of things to call

upon the order of thoughts. They will refuse the earthly paradise or the

land of romance. One gets the sense that this bad order of things corre-

sponds to the fatality of a fan. An original sin would have expelled us from

paradise and imposed this natural language that is no longer purely natural
and will never be purely artificial. The roman. the land of romance, would
be the language of paradise befOre the fall: the myth of a pure language in
illy tempore, purely natural or purely artificial. And these would amount

to the same thing. The language of paradise and the language of method

would share a universal transparency. There would he no more need even

to desire method.

Between the two, there is the method to he constructed and there is

history. History [histoire] cannot he written as a romance [roman]: the ro-
mance does not tell a true story Ihistoird. The philosophical imagination

has more affinity with pure rationality; it dreams of a pure language: the

true philosophy.

We should now go further and specify the history of romance, of the

word "roman," and of the literary genre named thus, of the relations be-
tween rhetoric and the roman before and after the period of Cartesian dis-

course.'

—Translated by Rebecca Coma
ftl

Vacant Chair: Censorship, Mastery,
Magisteriality

At this point we begin a second journey. No more so than the first will

this one lead us toward an overhanging edge from which we could domi-

nate the totality of an epoch or a historical territory. It will be a question

ofsituaring some significant points of reference in order to measure a dis-

placement or the transformation of a problematic. This presupposes stra-

tegic choices and risks on our part.
I am thus taking the risks of a leap without a clear transition between

two great moments in the institutional structures of philosophy in Eu-

rope. During the last lectures, Descartes was, for us, the example of a

philosopher who, while explaining himself and struggling with all sorts of

institutional authorities, never did so as a teaching philosopher, as a pro-

fessor and civil servant in a State university. He no doubt posed pedagogi-

cal questions and analyzed the rhetoric and language of "exposition," but

he did so without having to deal with a reaching of philosophy organized

by the State and entrusted to teachers who are also servants of the State.

Now, at the end of the eighteenth and beginning of the nineteenth cen-

turies the situation was transformed everywhere in Europe in this respect.
We will now focus our attention on the constitution of this new space,

that of philosophy in the State university and of the figure of the civil ser-

vant–philosopher. Naturally, such a transformation could not remain ex-

terior to philosophical discourse itself, to its procedures and its content.
Limiting ourselves here to some exemplary indications, beginning with
the liamian figure of this new situation, we will attempt not to isolate the
so-caIled external considerations from analyses of content.

Without further ado, therefore. I will state that the point of departure,

4.
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the guiding thread I have taken the risk of choosing for this second jour-
ney: the question of censorship, as it might he posed between Reason and
the university. We will speak, then, of censorship as institution, of censor-

ship outside the institution, in the university, or at the limits of the uni-

versity, and of how censorship can operate as academic or State power.

Deployed in its fullest dimension, the question could take a paradoxi-

cal form: Can reason be censored? Should it be? Can it in turn censor? Or

censor itself? Can it find good or bad reasons for censorship? In short,

what is censorship as a question of reason?

In The Conflict of the Faculties' for example, Kant seeks to justify (be-

griinden), to found in reason, in a critical and discriminating fashion, an

apparently factual situation that must be recalled, at least briefly. In short,

in question is the death of a king, as if to confirm by that event that the

force or the re-enforcement of the law always passes by way of a dead

king. In August 1786. , the liberal king, Friedrich II, was replaced, upon his

death, by Friedrich Wilhelm II. The offensive that then developed against

the supporters of the Aufklarung has been attributed to the influence of

Woellner, Friedrich Wilhelm II's minister. Censorship was established in

Berlin a few years after the Edict of Religion (July 1788), which prohibited

everything that appeared to oppose the official religion. In December

1788, the law against the freedom of the press was declared. In 1792, after

the French Revolution, a censorship commission was established. In June

1792, this commission prohibited the publication of hook two of Religion

within the Limits of Reason Alone! Kant protested, addressing himself to

the Faculty of Theology at Konigsberg, then to the Faculty of Arts at Jena,

whose dean finally granted the imprimatur. In 1793, the publication

earned Kant the king's famous reprimand. Kant responds to this repri-

mand and explains himself in the preface to The Conflict of the Faculties.;

It was experts in theology, official theologians authorized by the State,

who, in this situation, had the right and the power to determine what

should or should not he censored. They were the legitimate and recog-
nized trustees of a knowledge; they are supposed to know what does or
does not go against the official religion. Now, in order to obtain a first im-

age of the lines of division, of the critical divisions, of the conflictual

boundaries, and of the interior separations that furrow the territory we are

engaged upon, let us situate, like an emblem, the division a theologian can
undergo, according to Kant, when he must assume two functions as a sin-

gle person. In the preface to the first edition of Religion within the Limits

of -Reasou Alone (1793), Kant explains the necessity and legitimacy of cen-

sorsh,
; P• The rational sanctity of moral law should he the object of the

respect (der groften Acbtung), of an adoration addressed to the

Supreme Cause ( Ursache) that fulfills these laws. Now, what is most sub-

grline.,ite tlime shrinks (z'erkleinert sich) in human hands, that is, in the hands of fi-

nite beings. Laws of constraint (Zwangsgesetze) must therefore he added to

t he free respect of moral law, the only authentic respect. One must make

do with a critique that has force at its disposal, that is to say, with censor-

dup. The theologian who censors books (der Bucher richtende Theology

may have been named, placed, charged (angestellt), posted, appointed by

t he State, in agreement with the church, to perform two functions, with

two purposes. The same individual can belong to two authorities. He can

he appointed as a censor, as an ecclesiastic, to see to the well-being of souls

(Heil der Seelen), or, furthermore, as a scholar (Gelehrter), for the well-

being of the sciences (Heil der Wissenschaften). One must presuppose that

these two kinds of well-being do not go hand in hand, at least not imme-

diately. 4 As a scholar responsible for the well-being of the sciences, this

theologian in fact belonged (at that time) to a public institution, an insti-

tution tinder the name of a university (Gliede einer Offentlichen Anstalt, der

unter dem Namen einer Universitet] • . ), to which all the sciences are

entrusted. If it is practiced in this institution, censorship should not cause

any harm to the sciences and to truth as they are freely cultivated by the

university. And I remind you that the guarantor, the guardian of truth for

all the faculties (higher and lower) of the university is the philosopher,

who also has the right to censor (or should have it, according to Kant)

within the entire interior field of the university institution. The theolo-

gian responsible for the well-being of souls will therefore be quite distinct,

even if within one and the same person, from the university theologian re-

pride

onsible for the well-being of the sciences. Neglecting this rule of bipar-
tition, crossing this boundary, would amount to returning to a pre-

Galilean situation; one would reproduce what takes place with Galileo: a

biblical theologian who intervened in the domain of the sciences (astron-

omy,ancient history, history of the earth, etc.), "in order to humble the

of the sciences and to spare himself the study of them" (Religion 8).

Such would he the internal division of the biblical theologian. But thereis 

also the internal division of the theologian in general; he can he a bibli-
cal theologian (an expert in a positive and revealed religion) but also a
Philosophica/ theologian, a "rational" theologian.
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Before returning to this point, once the motif of censorship has been es-

tablished. 1 would like further to justify my choice of and insistence up on

this theme. This theme might seem anachronistic to those who would

wish to initiate a reflection on modern university reason. Today, especiall y

in the regions we inhabit, it seems as though censorship no longer exists
in the strict sense we have just evoked: academics are no longer prohibited

from publishing a paper, either spoken or written, by a governmental de_

cree (in Kant's case, a royal decree), based on the opinion formulated by a

censorship commission composed of other academics appointed by

the Stare. It would nonetheless he naive to conclude From this that ce

sorship disappeared from that time on, even if one refers to Kant's defin

tion of censorship, that is, "a critique that has power" (Religion 7) and con,

sequently prohibits, reduces to silence, or limits the manifestation o
thought, the written or spoken word. What might have changed is the

form the use of this force takes, the place and machinery of its applica=

lion, of its distribution, the complexity, the diversification. and the over

determination of its pathways. But how can one deny this? There are

things that cannot be uttered within the university—or outside of the

university. There are certain ways of saying certain things that are neither

legitimate nor authorized. There are, quite simply, "objects" that one can-

not study, analyze, work on in certain university departments. Moreover,

censorship does not consist in reducing something to absolute silence. It

is enough for it to limit the range of the addressees, or of the exchanges in

general. Censorship exists as soon as certain forces (linked to powers of

evaluation and to symbolic structures) simply limit the extent of a field of

study, the resonance or the propagation of a discourse. Today, this does

not necessarily originate from a central and specialized organism. from a

person (the king or his minister), from a commission officially established

For this purpose. Through a highly differentiated, indeed contradictory,

network, censorship weighs on the university or proceeds from it (for the

university is always censured and censoring). We find this prohibiting

power associated with other instances or agencies, other national or inter-

national research and teaching institutions, publishing power, the media,

and so forth. The moment a discourse, even if it is not forbidden, cannot

find the conditions for an exposition or for an unlimited public discus-

sion, one can speak of an effect of censorship, no matter how excessive
this may seem. The analysis of this is more necessary and more difficult

than ever.

Let us take an example. When an institution (I am thinking here of the

recently created Collëge International de Philosophic) proposes to give

prio ri• ty to research projects not presently legitimated or insufficiently , de-

cc ioped in other institutions (whether French or foreign), what does that

cio iry• if not a challenge to censorship or the plan (clearly Formulated in

th e Report of the Committee established with the aim of creating this

ollge) to remove certain forms of censorship? It is a question of privi-

i ecring the access to those "things" that are not allowed to he uttered or
done in current institutions. One should understand the term "current in-

stitutions" to mean the totality of the organized field of which I was just

speaking: the university and para-university. publishing, the press, the me-

dia, the new systems of archiving, and so forth. Not to legitimize' some-

thing, according to this or that criterion, not to give it the means to man-

ifest itself, is already to censor. Of course, since the field of "things" that

can be studied, said, or done, is by rights without set limits, the censoring

delimitation remains unavoidable in a finite and necessarily agonistic

field. At every moment, forces are suppressed, limited, repressed, margin-

alized, made minor, according to the most diverse ruses. A book of which

two thousand copies are published, an untranslated hook, remains, today,

almost a confidential and private document. By proposing an apparently

paradoxical institution that would remove the censorship imposed within

the system of other institutions, one must realize that censorship is

thereby assigned a regulating idea that in its essence is inaccessible: an idea

precisely in the Kantian sense. Such an institution will only see the light
of day, become effective, in a given (and thus finite) situation, where it will

be involved in transactions with the state of the system in place; hence

with a certain censoring apparatus, a certain relationship of power be-

tween the censored and the censoring, that is, sometimes, a certain rela-

tionship of self-censorship. There is never any pure censorship or pure lift-
ing of censorship, which makes one doubt the rational purity of this

Concept that, however, never exists without reason and without judgment,
without recourse to the law. One must also know that a new institution

that would propose to lift some forms of censorship should not only per-

'nit new "things" to be said and done, but should also devote itself con-
randy, to a theoretico-institutional analysis (an auto- and hetero-analysis),

in order to detect within itself the effects of censorship or of nonlegitirna-
nor' of all kinds. 'Phis institution should analyze its own instruments of
analysis; For example, this concept of censorship (a bit obsolete today) or
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that concept of legitimation (of non- or delegitimation) that has taken

its displaced relay and that, having very precise origins in the history of

ciological and political thought (for example, in the writings of Max

ber), should include, in its very conceptual structure, some limits and th

its own censoring effects (what is the "legitimacy" of the concept of 1

imation?). These concepts of censorship or of legitimation involve th

retical and practical obstacles precisely because of the field into which

have been imported. One can say this a priori and without thereby coat:

pletely disqualifying them. The field is simply no longer our own. It is i n
order to begin such a task, very modestly and in a completely preliminar y
fashion, that I believe it is necessary to return to the constitution of thi s
philosophical concept of censorship in Kant.

I will remind you, then, of the essential features of this concept. The

possibility of censorship—its necessity also and its legitimacy—appears

in that place where an institution simultaneously intervenes and assures

the mediation between pure reason (here in its highest form, pure prac-

tical reason) and the disposal of force, force at the disposal of the State.

One should not even say that the institution uses censorship or is sub-

jected to censorship: in truth, one cannot construct the concept of the

institution without inscribing in it the censoring function. The pure laws

of practical reason should only constrain insofar as they are honored

through a respect given freely. Since the sublimity of moral law "shrinks"

in the hands of man, respect must be imposed from the outside, by "co-

ercive laws" (Religion 7). These laws thus depend on the finitude and the

fallibility of man. And it is precisely concerning the subject of evil, the

possibility of a "radical evil," that the question of the university will reap-

pear along with that of censorship, in an acute, indeed aporetic, form. If

we had the right to give in to the facility of such shortcuts, we could say

that without the principle of evil in man, there would be no university.

Such a statement would not he false, but it is not a good idea to go so

quickly.
The Kantian definition of censorship is simple: a critique that has force

(Gewalt) at its disposal. Pure force in itself does not censor and, moreover ,

would not apply to discourses or texts in general. Nor does a critique

without power censor. Evoking force, Kant is obviously thinking of a po -

litical force linked to the power of the State. Gewalt is legal force. In the
majority' of cases where censorship was practiced as an official institution ,

at least since the seventeenth century (with the development of print, the
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conflicts surrounding religion, censorship in the service of the Catholic

Church, or in the famous case of Calvinist censorship in Geneva), cen-

sorship was, above all, a matter of the church. This fact always presup-

poses a theologico-political power, an organic solidarity between the

Church and the State. It is thus still a question of censorship as a State in-

stitu t public force at its disposal and working through public

acts. Commissions
on n.

it,‘-iiitiss'ions are named, known, centralized. University experts, es-

'peel ,
ally from theology faculties, have always played an essential role in

this. Directly or indirectly, the university has always been involved in the

o

definition and formation of qualifications for the professions, in evalua-
tions, the granting or refusal of imprimatur, in the seizure or prohibition

of hooks as they are imported, and so forth.

One could interpret all of Kantian politics, that politics implicitly or ex-

plicitly implemented by the critical enterprise, through the three great

Critiques, as a political enterprise whose aim is to take note and delimit: to

take note of a censoring power—and of a legitimacy of State reason as a

censoring reason. the power of censorship—but also to delimit this

power; not by opposing it with a counterpower, but a sort of nonpower,

of reason heterogeneous to power. This would be that of pure reason, or,

from the point of view of its institutional translation, that of the Faculty

of Philosophy. No doubt, Kant wants this faculty to have, under certain

conditions, the right to censor at its disposal (and he uses the word "cen-
sorship" in The Conflict of the Faculties); but, since he always insists that

the Faculty of Philosophy should not have any executive power at its dis-

posal and should never be able to give orders, this amounts to refusing it

the right to censor that is inseparable, in its very concept, from the power
to censor, from force ( Gewalt

This is what we will attempt to analyze from this point on. But we will

have to narrow our focus to sharpen the analysis. We will not deal directly

with all of the problems enveloped in this matter, whether it he a question
of reasond faith,:nth, or of practical reason and religion, of politics and his-

tory, and above all of judgment in general; for the entire politics of cen-

sorship, every critique of censorship, is a critique of judgment. Censorship

is a judgment. It presupposes a tribunal, laws, a code. Since we are speak-
ing of reason and censorship, we could easily evoke the chain that links
ratio to accounting, calculation, censorship: censere means to evaluate [re-
puted, to Count, to compute. The "census," the "cens" is the enumeration
of citizens (reeenseMela, Census) and the evaluation of their wealth by the
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censors (census takers). But let us leave this chain, even though it is ne c
-essary and significant.

Kant intends to legitimize State reason as a censoring reason, supposed
to have the right to censor in certain conditions and within certain limits.
But he also wants to withdraw pure reason itself from all censoring power.
Pure reason should, by rights, exercise no censorship and should he exempt
from all censorship. Now, this limit between reason that censors and rea-
son foreign to censorship does not circumvent the university, but passes
right through it, right between the two classes of faculties: the higher fac-
ulties (theology, law, medicine), linked to the State power they represent,
and the lower faculty (philosophy). No power should have a right of in-
spection klroit de regard] over the Faculty of Philosophy, as long as it is sat-
isfied with saying, not doing, with saving the truth without giving orders,
with speaking within the university and not outside of it.

This strange limit gives rise to antagonisms that Kant wants to resolve
into conflict, into solvable conflicts. He distinguishes precisely between
conflict and war: war is savage and natural; it implies no recourse to the
law, no institutional access to arbitration. Conflict, however, is a regu-
lated, foreseeable, and codifiable antagonism. It should regulate itself; the
adversarial parties should he able to appear before an arbitrating body.

Two remarks before proceeding further. Both concern this fact or this
principle, this principial fact: no censorship without reason. What does
that mean?

First remark: There is no censorship without reason (and without giv
reason) since censorship never presents itself as a brutal and mute repres-
sion, reducing to silence what a dominant force has no interest in allow-
ing to be said, proffered, or propagated. In the strict sense Kant wants to
delimit, censorship certainly makes use of force, and against a discourse,
but always in the name of another discourse, according to the legal proce-
dures that presuppose a right and institutions, experts, authorities, public
acts, a State government, and reason. There is no private censorship, even
if censorship reduces speech to its condition of "private" manifestation.
One does not speak of censorship in the case of repressive acts or of sup-
pression directed toward a private discourse (even less in the case of
thoughts without discourse) and thus restricting instances of contraband ,
translation, substitution, or disguise. Censorship only exists where there is
a public domain, with state-like centralization. The church can also func-

tion as 0 State power or in cooperation with a Stare apparatus. When
resorts to what one would be a little hasty in terming the "meta-

p7

h 	 of censorship in order to describe the process of repression, this fig-
a figure insofar as psychological "censorship" does not proceed,

:censorship:: niv   in the strict and literal sense, along the public thorough-
foe of institutions and the State, even if the State can play a fantasmatic

;.1
k 

role in the scene. But this figure is "felicitous" only insofar as it appeals to

a principle of order, the rationality of a central organization with its dis-
courses. its guardians/experts, and above all its representatives.

Consequently, if censorship is indeed the business of reason, if there is
no censorship without reason, one cannot limit the question of repressive
or prohibitive krce to that of censorship. This would mean being satisfied
with anal zing the web of State connections and ignoring all the proce-
dures, techniques, strategies, and ruses that prohibit or marginalize dis-
course without necessarily being subjected to a process of State reason, or
without declaring itself publicly. As a public institution of the State, the
university was in Kant's time and remains to a certain extent today a very
sensitive place for tracing this limit between censoring and censored rea-
son. This is still a very sensitive area in "totalitarian" countries, where the
most massive form of repression passes by way of State censorship. But in
industrial societies with supposedly liberal and democratic regimes, even
if State censorship is very reduced (I'm not saying nonexistent) for the sys-
tem in general, there are, on the other hand, mechanisms of prohibition,
suppression, repression, without censorship (strict° sewn): an increasing
multiplicity, refinement, and over-determination of marginalization or
disqualification, delegitimation of certain discourses, certain practices,
and certain "poems."

They already existed, and were already very complex, in Kant's time,
and Kant's silence about this would merit analysis. But today this overpo-
tentialization defies all our instruments of analysis. It should mobilize nu-
merous systems of deciphering directed toward places as diverse and di-
versely structured as the laws of capital, the system of language, the
etin. echdoticattional machine, its norms and procedures of control or reproduc-
those f."noiwtechnologies, particularly information technologies, all types of pal-
'tics, particularly cultural and media politics (in the private and public do-
nains), publishing structures, and, finally, all the institutions, including

"physical and psychological" health, without neglecting to cross
all of the systems and subjects that are inscribed or produced in them,
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with the over-determined complexity of their bin-psychic, idiosyncrati c,
etc., functioning. Now, even supposing that one mastered the system of
these systems and that one made the general diagram of this appear on a
giant computer, it would still be necessary to be able to ask it the follow_
ing question: why for example does such and such a sentence, whatever it
he, remain forbidden? Why can't it he uttered? That such a question c an
be asked, that this forbidden sentence can he said or felt as forbidden, pre-;
supposes a lapse, however slight or furtive, in some area of the system, 0
the organigram of prohibition. The latter includes within it the principl e
of disturbance, the force or deconstructive counterforce that permits the
utterance and even the deciphering of the forbidden sentence. Otherwise
it could not even "censor." The censors know, in one way or another, what •
they are talking about when they say one must not talk about it.

Second Remark. No censorship without reason, we said. This is true in
another sense. Within or beyond that which can link the possibility of
reason to that of censorship (technical calculation and enforced examina-
tion, by force, of that which must and must not be uttered), Kant wants
to give the reason for censorship in a discourse on the University. He wants
to speak the truth about censorship from the stance of reason. In doing
and saying this, he would like to protect reason itself from censorship.
How so?

We have seen that Kant legitimizes censorship. He rationalizes the ne-
cessity for it. He constructs, as he does elsewhere, a schema of pure a pri-
ori rationality in order to justify a state of fact. in this case the fact of the
State. He had made the same gesture to justify the division of the univer-
sity into higher and lower "classes." Kant therefore justifies censorship in
reason, censorship as an armed critique, as it were, the critique supported
by police. Now, what is the essential argument of this justification? ThO
fallibility of man. And who can understand the evil in man, who can give
the reason for it? Who can speak the meaning and truth of it? Who can
therefore speak of the meaning, the truth, the possibility and the necessity,
the very foundation of censorship? The question "who?" very quickly be-
comes "what fatuity?": what expert, which corporation of experts, which
competent authority in the university? This cannot come down to the
members of the higher faculties, dependents of the State, subjected to Its
authority and thus to the power of censorship. Neither the theologian ,

nor the jurist, nor the doctor can think evil and have access to the very
meaning of the censorship that, nevertheless, they represent. The truth of

censorship is only accessible to the philosopher, to the Faculty of Philos°-

pn,!. Thi s "lower" faculty represents the place of pure reason, and in ess-

coo:  as well as by contract, it has no power. In a moment, we will ask

(no-se lves quite simply if it takes place, if it has a place, and if the philoso-

pher himself takes place. The three higher faculties all have a specific in-
radical evil. But all three fail to understand it, because they

tdiXciciaetelZi::fby conceiving of this evil as simply "hereditary": hereditary
disease for the Faculty of Medicine, inherited debt for the Faculty of Law,
and inherited sin for the Faculty of Theology.i

V.Pc must take up this demonstration again, as it is presented a little ear-
li er, at the beginning of book one of Religion within the Limits of Reason

Alone ('Concerning the Indwelling of the Evil Principle with the Good, or,
on rhe Radical Evil [das radiaile Bike] in Human Nature"). The problem
had already been formulated, in terms of authority and competence, in the
preface to the second edition, just before this chapter. Kant reiterates what
he had said in the first preface, that is, that what he was undertaking was
by right (o it modem Recht) the task of the scholar, of the researcher in reli-
gious theory, the task of one who studies religion from a philosophical
point of view. By devoting himself to this research, this scholar in no way
encroaches upon "the exclusive rights" (in die ausschlief7ichen Racine) of the
biblical theologian. who is competent in positive religion, historically re-
vealed by the Scriptures: "Since then I found this assertion made in the
Moral (Part 1, pp. 5—ii) of the late Michaelis, a man well versed in both de-
partments. and applied throughout his entire work, and the higher faculty
did not find therein anything prejudicial to their rights" (Religion tz). This
juridical vocabulary gives an indication of the fact that these philosophical
questions concerning the tribunal of reason should be settled according to
a code and before legitimate authorities.

This division of rights and authorities presupposes the establishment of
a border, of a line, or of a pure and decidable limit. Kant had just pro-
posed a topological figure to represent this limit. It deserves our consider-
ation for a moment. It proposes a definition of the philosopher as the
teacher of pure reason" ( refiner Vernunfilehrer), and it prefigures or con-

figures the singular place of the department of philosophy in the Kantian
university.

While explaining the title of his hook, Religion within the Limits ofRea-
qw Alone. Kant remarks that revelation (Offenbarung) in general can in-
k It'd, within  it a pure religion of reason (refine Verminfinligion), a religion
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according to reason alone. This rational religion does not include the hi s ..

torical element of revelation; there is nothing historical about it. However,

compatibility, indeed harmony. between the two religions, the ration a l

and the historical, remains thinkable. This is the whole intent and the en-

tire enigmatic difficulty of the book. These two revelations or two space s ,
the natural and the historical, form two "spheres" or "circles" (Kant mak es

use of both words a few sentences apart) that are not exterior to each

other, but one inscribed within the other, concentric. Around 

while

the same
center, the inside circle is that of revealed or historical religion.

outside circle is that of rational religion. At that moment, instead of situ-

ating philosophy, it is the philosopher whom Kant inscribes in the wider

circle. He calls the philosopher "the reacher of pure reason."

This signifies at least three things:

T. The teacher of philosophy is outside of the religious domain, at least

outside of the historical domain of positive religion. Positive religion seems
in certain respects not to be within his official competence. 1 say "in certain

respects," since it seems to he this way.

a. But. from another point of view. the philosopher, like the Faculty of

Philosophy, can be acquainted with the entire field of the other faculties,

including the Faculty of Theology in its historical knowledge; for the Fac- -

ult• of Philosophy simultaneously covers the field of knowledge as histor-
ical knowledge in its entirety (history is part of the Faculty of Philosophy)

and all fields concerned with truth. Kant says this explicitly in The Con-
flict of the Faculties:

Now the Faculty of Philosophy consists of two departments: a department of

historical knou4edge (including history, geography, philology and humanities,
along with all the empirical knowledge contained in the natural sciences). and

a department ofpure national knowledge (pun: mat hematics and pure philoso-
phy, the metaphysics of nature and of morals). And it also studies the relation

of these two divisions of learning to each other. It therefore extends to all parts
of human knowledge (including, from a historical viewpoint, the teachings of
the higher faculties), though there are sonic parts (namely the distinctive

teachings and precepts of the higher Faculties) which it does not treat as its

own content. but as objects it will examine and criticize for the benefit of the

sciences. The Faculty of Philosophy can. therefore, lay claim to any teaching•

in order to test its truth. The government cannot forbid it to do this without

acting against its own proper and essential purposes. (Conflict 45)

The teacher of pure reason is simultaneously located in a department. in

the exterior space of the larger circle, of the circle that remains exterior to
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TbC 
c i rc le of biblical theology, For example, and, by the same token, is able

to 01141R:11(1d in his vision and his critical inspection the entire field of

know ledge. He has two places: a circumscribed place and a non-place that

is a lso a panopcical ubiquity. This topology defines the jurisdictional pow-

as . The higher faculties "must put up with the objections and doubts it

[the Faculty of Philosophy] brings forward in public:" ( Conflict 45).

3. This philosopher is called "the teacher of pure reason." This is not an

insignificant detail. The philosopher is not simply situated as an individ-

ual subject (one speaks of the place °Plc philosopher and not only of the

p lace of philosophy and pure reason), but also as a teaching subject in an

institution. a competent subject and civil servant spreading a doctrine: he

i s a "Dozent," someone who reaches disciples and whose qualifications arc

recognized by the State. He has a status, which is no longer the status that

dominated in philosophy before Kant. Neither Descartes, nor Spinoza,

nor Lcihniz, nor Hume, nor any of the philosophers of the eighteenth

century had such a status. Between the formulation of the Principle of

Sufficient Reason by Leihniz and the Kantian Critiques, there is a sort of

becoming-institution, more exactly, a becoming-state-institution of rea-
son, a becoming-facultv of reason.

The topological structure of this teaching institution in the Kantian

discourse has an essential relation with the architectonics of pure reason.

Pure reason, we know, is set out at the end of the Critique of Purr Reason.
This is a famous but seldom examined chapter, at least from the point of

view of the teaching institution. In this respect, the chapter is crucial and

original. It is singular in that it describes the architectonics of pure reason

in its essential relation to the discipline. This is a new development in his-

tory. This chapter is undoubtedly well known in French Iycées, since parrs

of it are often extracted to he used as subjects on the French baccalaureat,

such as the famous, "one does not learn philosophy, one can only learn to
Philosophize" (nurphi/osophieren irriren). The very familiarity of this sen-
reencie often conceals the dense and difficult context that determines it and
gives it meaning. 

,,It is a question of a reachin of the teaching of pure reason. Kant

d
u

nustrates that pure reason can he taught, which is not self-evident.

Arid he teaches us this teaching or this original discipline. What is unique
thou discipline   i

r tms  is that in a certain way one reaches it without learn-

ing it, This reaching is a non - teaching. Reason is not learned in the man-
lier in whi ch one learns something, in which one learns historical content.
Let us not forget that this famous and often quoted sentence occurs twice
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in the same chapter. And the emphasis shifts From one occurrence to the
other. One of them tells us:

Mathematics, therefore, alone of all the sciences (a priori) arising from reason
[those that will he taught in the Faculty of Philosophy next to the historical
disciplines that are learned because they are historical], can he learned; phi_
losophy can never be learned, save only in historical fashion; as regards what
concerns reason, we can at most learn to philosophize'

One can certainly learn philosophy, but not philosophically, only his-
torically. Take a look at the short final chapter, which follows this one,
"The History of Pure Reason"; it is a small manual on the history of phi-
losophy or on human reason in a matter that has, up until now, needlessly
occupied our "curiosity" and has left edifices in ruins. It is a sort of pre-
history of the childhood of philosophy about which Kant claims only to
be casting a glance from a transcendental point of view, that is, from the
point of view of pure reason.

2. The philosopher, who teaches without learning, who teaches without
teaching anything at all, teaches an action, not a content. Nevertheless, he
is a teacher (Lehrer, maitre) and not an artist (Iiiinstler), contrary to what
one might have thought; for one might consider someone who teaches
how to practice the philosophical act, rather than Philosophy' itself, to be
an artist. But:

(a) This Lehrer, this magister, is a legislator of reason. His mastery or his
magisteriality has an essential relation to right and to the law.

(b) This teacher of truth does not, in truth, exist. He is nowhere to be
found; he does not take place; he is not present, there (da); there is no Da-
sein of this teacher-philosopher. As a result: the university, and within it
the Faculty of Philosophy that gives it its meaning and its truth, consti-
tutes an institutional place for a teacher of pure reason who in truth re-
mains an ideal and never takes place anywhere. Which amounts to saying
that the university itself does not take place: presently.

How does one arrive at this proposition? How do the university, teach-
ing, and the Faculty of Philosophy constitute institutional places allowing
a teaching without teaching for a teacher of pure reason who in fist does
not exist and is nowhere to be found (after da er selbst doch nitgend)? How
can one think this corporate body without a body proper?

We will reconstruct the path that leads to this singular proposition. But
on the way we will encounter a third theme that I would like to empha-
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siic , In fact. it plays a fundamental role in Kant. but also in the later tra-
dition of this p hilosophical discourse on th e university, in particular that
surrounding the Founding of the University of Berlin. particularly in

More than a theme, it is a figural schema.
We see it crossed with, added to, or supplemented by the organic, in-

deed biological. figure of the living organism as the totality of

of the (natural) seed from which an academic institution develops. We

also see the properly architectonic or architectural figure of the institution
as founded and structured edifice, constructed as an artifact. Here, then,
a re the three themes: I) The philosopher, teacher of reason, legislator and
not artist; 2) this legislator as subject nowhere to he found and as non-
place of the constructed institution or of the organism developed around
him, the non-place ruling the topology; 3) the double figure of a bio-
architectural totality, nature and artifact, a rationality that can be called,
in a manner that is hardly anachronistic, bio-technological.

Kant tells us that architectonics is the art of systems (die Kunst der Sys-
teme). A system is that which converts vulgar knowledge into science. This
also defines the essential function of reason: to go beyond the aggregate,
beyond rhapsody, to form the organized whole, and to give it a form
(Bild). One thus understands the necessity of the organicist "metaphor, "
at least if it is a metaphor. Reason adds no content; it organizes a system,
coordinates and provides the organic form; it totalizes according to an in-
ternal principle. Architectonics, the art of the system, is nothing other
than the theory of the "scientificity" of our knowledge, since this scien-
tificiry depends on systemic organicity. All of this takes place—and this
figure is no less significant than the others—"under the government of
ogiir.leeefalatsrihsi:oieh).Iii e

Ve

git

reason,"

the ir 

the regime and the legislation of reason (timer der
Regierung der rnunfi). The philosophy teacher will he a legislator of hu-
man reason (Gesetzgeber der menschlichen Vernunfi) and not an artist of

:::fisiteiinr tsriai/er). To speak of the regime, government, or regency
to:lure:7 is important when considering all of the following concepts to-

relation to one another: the university, the Faculty
Ph ilosophy., and State power. This is also a system of regulated rela -

ips Royal power will (should) he inspired by reason, by the gov -

ernment of reason, in order to rule the university.

t

	It would he in its inter-

eSt 	

th

e  political government to the government of reason. This
iltetirvseini.d. ea, as idea of reason, inspires all of the Kantian

Politics
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The system unifies the organization of various fields of knowledge un-

der one Idea (in the Kantian sense). The fact that the whole does not al-

low itself to be thought as Idea (in the Kantian sense, that is, in the sense

of a certain inaccessibility), as a rational concept of the farm of the whole,
explains indirectly but surely that the teacher of pure reason, the subjec-
tive correlate of this idea, is in fact just as inaccessible as it, and therefore

as indispensable as he is nowhere to be found. Moreover, the fact that this

idea is also that of an organic whole explains that this organic whole, i n

this case knowledge itself, grows like an animal, from the inside and not

by the mechanical addition of parts:

The whole is thus an organised unity (articulatio), and not an aggregate [ csac-
crvatio). It may grow from within [innerlichl (per intussusteptionen), but nor
by external addition (per appositionem). It is thus like an animal body [tele ein•
rierischer Kiirperj, the growth of which is not by the addition of a new mem;

bet, bur by the rendering of each member, without change of proportion'

stronger and more effective for its purposes. (Critique of Pure Ream 653-65

With this remark, the discourse of the third Critique on organic purpo-

siveness [fina/it'] and on the category of the totality of the living being is

already implied in this rhetoric (and it is more than a rhetoric) of the Cri-
tique of Pure Reason, particularly in its architectonics.

Architectonics plays a specific, acute, and irreplaceable role in rheilll

process of this development, in the fulfillment of the idea. One cannot

think the university institution, as an institution of reason and place of

the growth of rational science, without this role of architectonics. No uni-

versity architecture without architectonics.

The fulfillment of the idea in fact presupposes what Kant calls a schema

(Schema), a figure, a diversity, and a disposition of parts which is essential

to the whole and can be determined a priori, according to the "principle

of purpose" (ores dem Prinzip des Zwecks). One sets our from a purpose, as

in every organic totality. When this schema does not proceed from the

purpose as the main purpose (Hauptzu'eck) of reason, when this schema

remains empirical and open to unforeseeable accidents, it only provides a

"technical," and riot an architectonic, unity. The choice of words here is

significant. "Technical," here, signifies the order of knowledge as "know-

how"; this "know-how" arranges, without referring to principles, a multi-.

plicity of contents in the contingent order in which they present them-

selves. One can always construct institutions according to technical

icheimis , with a concern for empirical profitability, without referring to an

d,a and without rational architectonics. But what we call science, says

Kant , cannot he founded technically, that is, by depending on resem-

blances or analogies of diverse elements, or indeed because of the contin-

gent applications that can be made of science. What today is termed, par-

r i etdarh• in France, the end-orientation [finalisation] of research gives rise

to institutional constructions regulated by profitable applications, and

therefore. Kant would say, by technical, not architectonic, schemas. This

distinction between the technical [le technique] and architectonics thus

seems to cover, to a large extent, the distinction between end-oriented Lti-

naliseel research and "basic" Vondamentald research. This does not mean

tha t such a distinction does nor reach its limit at a certain point." If we

can distinguish between an idea of knowledge and a project of technical
utilization, we should continue to plan institutions that conform to an

idea of reason. The Heideggerian interpretation of the Principle ()Reason
puts this principle on the same side as modern technics [ la technique]: it
amounts, then, to limiting, if not contesting, the pertinence of Kant's dis-

tinction between the technical and architectonics. It is true that, as inter-

preted by Heidegger, a certain Beyond-the-Reason-Principle can always

find itself reoriented toward an end. This would require recasting the en-

tire problematic, including the "idea" of problem, of science, of research,

of episreme, and of idea. I will not undertake this here.

The architectonic schema contains the outline of the whole and of its

division into parts. This outline, the only one given, Kant calls a mono-
gram: an elliptic, enveloped signature, a kind of initial one needs in order

to begin to establish a science and thus its institution. An initial outline,

an initial outlined, for the idea of science dwells within reason like a seed
(Keim). All of the parts of a kind of embryo are surrounded and hidden,

inaccessible, and barely recognizable when studied under a microscope.
There is no radiography, no echography, for the entrails of reason. Further

on, Kant compares systems to worms (Gewiirme) that seem to have a gen-
eratio equivoca and proceed from a simple collection of united concepts.
At first they seem to he truncated, but with time they complete them-
selvesnvesi according to their predestined form, which the schema has in-
scribed in the monogram of reason. Once the organism has developed, all
th e embers of the system appear. The general architectonics of human
reason, the system of knowledge of which it is the monogram, can he out-

,ant says, and this outline today completes the work of the critique
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of pure reason. Such an outline proceeds from collected materials or Fr
the ruin of ancient, fallen edifices. The outline is a reconstruction:

We shall content ourselves here with the completion of our task, name '
merely to outline the architectonic of all knowledge arising from pure retest
and in doing so we shall begin from the point at which the common root Id,
allgemeine Wierzell of our Faculty of knowledge divides and throws out two
stems, one of which is reason. By reason here I understand the whole hi gh er
faculty of knowledge and am therefore contrasting the rational with the
pirical. (Critique of Pure Reason 6)

At this very moment, the question of learning, the question of didactics

and of the discipline as a question of architectonics, is posed. If one disre.,

gards the very content of knowledge and its object, knowledge a parte sub.
jecti is either rational or historical. And it is precisely from this subjective .
side of knowledge that the question of the acquisition of knowledge and

thus of the teaching institution is posed. In this subjective process, know',

edge will he called historical when it proceeds from the given (cognitio e:c

datis). It will be called rational when it begins where it must begin, i.e.,

with principles, ex principiis. A given knowledge is always historical,

whether one learns it by immediate experience or thanks to a narrative,

the account of a discourse. The same object can be known rationally or

historically (in the mode of doxographical narrative, for example). Even a
philosophical system, that of Wolff, for example, can be learned histori-

cally. One can know everything about it, up to the details of its articula-

tions, but, since the subjective relation with the system is of a historical

mode, forgetting an element of it or disputing a simple definition of it is

enough to make one incapable of reproducing that definition or of find-

ing another one. There is, then, a simple historical imitation of reason as

memory or as mnemotechnics. One rediscovers here a rigorously Leibniv

ian motif:" Historical knowledge proceeds from a foreign reason (nab
fremder Vernu0)."1'he power of imitation (das nachbildende Vernidgen)
not the power of production or invention (das erzeugende VermOgen).

Here, a supplementary distinction arises, the only one from which

can rigorously understand the sentence "one cannot learn philosophy, 0 0 '

can only learn to philosophize." This distinction runs between two gigs

of rational knowledge: the philosophical, which operates by pure concepts ,

and the mathematical, which presupposes the construction of concepts

(and therefore, in the Kantian sense of the word "construction," the re•.

cou rse to pure sensibility). As we have just seen, raking its mode of acqui-

i n to consideration, an objectively philosophical knowledge can he

s°5e0iatbirinenc:)rivenmorize contents, which can be philosophical systems; and

hi storical. Such is the case with schoolchildren when they

I 
schoolchildren can be schoolchildren at any age. According to Kant at

throughout one's life one can retain a historical, that is, a scholastic
rlect rt ;o n w ith philosophy, which is therefore no more than a history of

philosophy or a philosophical doxography.

This distinction between the scholastic-historical and the rational is

valid for philosophy, but not for mathematics. Mathematics can be

known rationally and learned at the same time. The teacher of mathe-

matics cannot draw his knowledge from anything but pure (sensible) in-

tuition, from the pure receptivity of the given. Moreover, it is for this rea-
son that the teacher of mathematics can neither make an error nor remain

essentially in a state of illusion. Among all the rational sciences only math-

ematics can be learned, learned rationally. Philosophy can only be learned

In the historical mode: "As regards what concerns reason, we can at most
learn to philosophize" (Critique of Pure Reason 657).

The system of all philosophical knowledge: this is what is called Philos-

ophy.'" It is the mere idea of a possible science; nowhere is this idea given
in concrero. One can thus only find oneself on the path toward it. One is

never in possession of Philosophy, the teacher of pure reason no more so

than anyone else. He is the teacher of philosophizing, not of philosophy.

Here we can understand the second occurrence of the phrase "man kann

nut philosophieren lernen" ("one can only learn to philosophize" [Cri-
tique °Mere Reason 657]). This time, the emphasis is on learning (lernen),
while in the first occurrence it was on philosophizing (philosophieren): i.)
One cannot learn philosophy, one can learn only to philosophize. a.) One
can only learn to philosophize (only learn: for philosophy itself is inacces-

sible). This is what the progression from one statement to the other would
he. The statements remain the same, with the exception of the underlin-
ing, which emphasizes the verb philosophieren in the first. 1.) One can only
learn to philosophize (nur philosophieren), and not philosophy. 2..) One can
only learn to philosophize, approach philosophy without ever possessing
it; thus without really philosophizing with it. It is a question of transla-

'•ion: in French, the syntactic displacement of the "ne . . . que" (one can
learn orr lp : one can only learn ... Ion ne pent apprendre Tie, on ne
Peut quapprendre]) allows one to mark the difference clearly. Since in
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German [he sentence retains the same syntax, philosophieren had to be

derlined ("to philosophize") in the first statement—and the ambiguity

mains. It is not out of the question that these two occurrences retained

most the same meaning for Kant.

This same statement, which is repeated, indeed displaced, and, in any

case, accented differently, clearly shows that philosophy eludes teachin

while philosophizing requires it, requires endlessly and only reaching. T

essence of philosophy excludes teaching; the essence of philosophizing d

mands it.

It would be enough, if one might say so, to draw the institutional co

sequences from this. They result from this double bind that knots it

around the sublime body of the teacher of philosophizing, of his evident

and unavoidable absence. For in his very withdrawal, he remains un-

avoidable. He haunts the scene more than he dominates it; he dominates

it, indeed, as would a phantom. One could say that he fascinates and se-

duces, if these connotations were not too closely tied to sensibility

imagination: For reason should break the charm.

Kant says, in short, that there is no philosophy; there is no philosoph

There is the idea of philosophy, there is philosophizing; there arc subj

who can learn to philosophize, to learn it from others, and to teach it to

others: there are teachers, disciples, institutions, rights, duties, and pow-

ers for this; but there is no philosopher, nor philosophy. Nothing of the

sort is ever present, there, here. Saying "Here I am, me the philosopher, I

am a philosopher" [ je philosophe, je suis philosophe] is not merely the arro-

gant manifestation of a "braggart" (ruhmredig); it is to understand noth-

ing of the difference between an ideal type (Urbild) and an individual ex-

ample. The ideal type of the philosopher as person corresponds to the

cosmic concept, or, put better, the world concept (Weltbegrijf) of philoso-

phy (conceptus cosmicus). This concept is opposed to the concepttu scolasti-
cus, which is that of a system of knowledge as science, considered uniquely

in its systematic unity and logical perfection. The world concept is used as

a foundation of the naming of the philosopher, especially when he is per-

sonified and represented as a model ( Urbild) in the ideal of the philoso-

pher. We must recall at this point that this ideal philosopher is not an

artist of reason ( Vernunfikiinstler), but the legislator (Gesetzgeber) of hu-

man reason. His object of study is philosophy as teleologia rationis hie

manae, the knowledge of the essential ends of human reason. Here, reason

is characterized in its essence as being proper to man, animal rationale.

if it was necessary to recall that the ideal philosopher is a legislator and
nut artist, it is because not everyone who deals with reason is a legisla-

tor. The mathematician, the physicist, and even the logician are only

art i s ts of reason. They have instruments and are themselves instruments

in the hands of he who is their teacher because he knows the essential ends

of human reason: and this is the philosopher, who is nowhere to he found.

But the idea of his legislation is found everywhere in man's reason.

Nowhere. everywhere: how to order this topology? How to translate it

into an institution? We will see how this paradox unfolds when, in the

nal-11c of this very logic. Schelling criticizes The Conflict of the Faculties.
Kant is wrong to wish there were something like a specialized institutional

plaa department for philosophy. Since philosophy is everywhere, one

trust
 is the teacher (maitre]—and he is absent. But he has a mistress—s'e'

tnot reserve a place for it. Above all, one must not assign it a place.

metaphysics. Kant presents metaphysics as a cherished lover (Geliebte) to
whom one always returns after quarrelling. This teacher's mistress

[maitresse du maitre] is also a censor: in the department or in the (lower)

Faculty of Philosophy. She is, therefore, a censor without public force.

Perhaps this censor exercises her censorship against the censorship of the

State. Censorship against censorship, censorship of reason, serving and

not opposing reason.

But, by defining this rational metaphysics as Censoramt, one acknowl-

edges a censoring structure of reason.

The debate thus remains that of the best censorship. For a teacher, or

for a finite being, there is never any lifting of censorship, only a strategic

calculation: censorship against censorship. Is this strategy an art?

—Translated by Barbara Havercrof
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Theology of Translation

Theology of translation: such a title should start me on a necessary and,

on the whole, fairly welt-known path. 'I - he history and problematics o

translation, in Europe, were very early on established on the ground, in

fact on the very body or corpus, of holy Scripture. Natural languages were

fixed, if it can be put this way, rooted or re-rooted, in the very event of the

Bible's translation. For the sake of economy, I will mention only the

proper name of Luther; this emblem will suffice. Starting with this event

or typical series of events, one could follow what has become in Europe o

translation, the discourse on translation, the practice of translation. Other

events, other transformations have no doubt affected the structure. Bu

something of this essential relation to sacred writing seems to remain in-

effaceable in it—and there is nothing accidental in that. I have tried to

show this elsewhere in an essay on Benjamin's "The Task of the Transla-

tor."' I will not dwell on this here but will simply bring together the con-

clusion of "The Task of the Translator" and a certain passage from

Goethe's West-Eastern Divan. In the last sentence of his text, Benjamin

speaks of the interlinear version (of the Bible) as the Urhild, the prototyp-

ical ideal, the originary image or form of translation. (I prefer to retain the

German word Urbild here, for throughout the lecture I will be speaking

of Bild, bilden. Bildung.) Now here is what Goethe says, after having dis -

tinguished, like jakohson,' though in a completely different sense, three

kinds, in fact three epochs, of translation:

But the reason for which we have called the third period the last, this is what

we are going to demonstrate in just a few words. A translation that aims at be-

ing identified with the original tends to come close in the final account to the

iwerlinear version and greatly facilitates the comprehension of the original: by

thi , we find ourselves in a way involuntarily led hack to the primitive text, and

thus the circle is finally completed according to which the translation from the

foreign to the native, from the known to the unknown, is carried out. 3

I 
will not speak directly about this theological dimension. This title,

...Theology of Translation," refers to another historical grouping, to a pre-

m„dc rn configuration that, even as it presupposes and contains within it-

self the "Lutheran" moment, so to speak (as does every concept of transla-

t ion), no less conserves a certain originality, that of a family of events that

arc irreducible in the history of translation, of its problematics and its

p racti ce .
What external and conventional indicators are used to designate this

family of events? Roughly speaking, what we call German Romanticism,

which was at once a moment of intense, restless, tortured, fascinated re-

flection on translation, its possibility, its necessity, its meaning for German

language and literature anda moment when a certain thinking about Bil-
dung, Einbildung. and all the modifications of bilden are inseparable from

what one could call precisely the imperative of translation, the task of the

translator, the duty-to-translate [devoir-traduire]. I have left the words

bilden. Bildung and their entire family in their language of origin be-

cause they arc themselves challenges to translation. Image, form, formation,
culture are so many inadequate approximations, first of all because they

belong to different semantic roots.

Concerning this configuration of Bi/dung and Ubersetzung (a word that

i translation.

t

can hardly be translated by translation without immediately losing the en-

tire positional dimension of setzen [in iibersetzen]), I will begin by referring
totiohen to fine hook by Antoine Berman, L'epreuve tie fetranger: culture
et raduetion dans l'Allemagne romantique. 1 In a kind of homage to this

rybook, what I will do here is provide perhaps a little supplementary contri-

but

 it, on the subject, moreover, of the structure of supp/ementarity

n 

This modest contribution will concern, first, a certain onto-

dimension, a problematics of onto - theology that is located at

the founding of a certain concept of translation. Berman does not speak of

this. I will also try to make visible the link between this onto-theological

dimension and speculation in that period on the university institution. Fi-

'laity, to restrict my analysis and so as not to remain in generalities or meta-
textual illusions, I will approach a text and author Berman barely names
and ahour whom, in any case, he says almost nothing: Schelling.

64
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In effect, the movement of leaving and returning to itself of Spirit, as it is
tined by Schelling and Hegel, but also by F. Schlegel, as we have seen,
the speculative nliffmuktion of the law of classical Bildung What is one's

gains access to itself only by experience, namely the experience of the fo re
z58-59)

To this "law of classical Bildungr that would dominate the thinking

translation, roughly from Goethe to Hegel, passing by way of Schellin g,
Berman opposes the thinking of Hiilderlin, who would "explode the sin,.
plicity of the schema of Bildung."

If I have decided to speak to you about Schelling, it is also for anoth er
reason that I will not venture to call contingent. This paper on "liter ary

translation" that will speak less about translation and literature "properly

speaking- than about a certain Schellingian philosophy of literary transla-
tion, a certain onto-theological claim to found poetic translation, this pa-

per is also the concluding session of the course that I gave right here on

"Languages and Institutions of Philosophy" You will therefore recognize

all the traces of the compromise that I am passing along between that

seminar and this colloquium. The last session concerned a certain Kant-

ian apparatus of the philosophy of the university, of philosophy in the

university, and it anticipated Schelling's critique of the Kantian proposi-

tion. This proposition is indeed called into question again by Schelling in

his 1803 Lectures On the Method of University Studies.' What Schelling re-

proaches in the Kantian construction and deduction of the university

structure (in particular the two classes of faculties, the higher—theology,

law, medicine—tied to the power of the State they represent, and the

lower, that of philosophy, over which the ruling power has no right of

censorship, so long as philosophy speaks about truth within the university)

is the one-sidedness of Kant's topological perspective, his "Einseitigkeit

(University 79).

From the standpoint of institutional architecture, this one-sidedness

translates the one-sidedness of Kantian "critique" in its very principle. Ac-

cording to Schelling, all the dissociations, the entire grid of critical linurs

that chart the Kantian university institution (as it is described in The Cott-

flirt of the Faculties) only transpose the opposition of sensibility and un -

derstanding, of understanding and reason, of sensible intuition and intel-

lectual intuition, of intuitus derivatives and intuitus originarius. &IWO

the two there is of course the scheme of the imagination (Einbildungs -

krafft). a sensitive place for the question of poetry and translation. Bu t

th e re is also ,  quite simply, thinking. For all the dissociations of Kantian

crit i que must evidently allow themselves to he thought. They can do so

n

lv from the standpoint of that which makes dissociation itself thinkable
ooh,

 poss ible, namely an originary unity. For Schelling and according to a

movement shared by everything that will he referred to as post-Kantian

German Idealism, one must start from that from which we will have had to

start in order to think dissociation: originary unity. And if we start from this,

t hen all differences will only be translations (not necessarily in a linguistic

sense) of the same, which is projected or reflected in different categories.

That is what thinking philosophy is: knowing how to start from that from

which knowledge will have started, to rake note of this originary knowl-

edge presupposed by all critical delimitation. This move is no longer pre-

critical: it claims to be post-critical, critique of critique. Schelling's Fourth

Lecture clarifies it in a theory of "reflexive" or "reflecting" translation. It

concerns the study of the pure rational sciences, mathematics and philos-

ophy. Kant separates these in The conflict of the Faculties. He explains that

pure mathematics, unlike pure philosophy (the metaphysics of morals and

the metaphysics of nature), constructs its pure sensible object. This con-

struction has no meaning in pure philosophy. Schelling calls this dissoci-

ation into question again, from the standpoint of the unity of originary

knowledge, which precedes the opposition of the sensible and the intelli-

gible. He starts from intellectual intuition. Not that he identifies mathe-

matics and philosophy, but he speaks of their "resemblance." This resem-

blance makes possible the translation of the one into the other, for they

are both founded upon the identity of the general and the particular. The
universalall triangles, is one with the particular triangle that is in turn taken
For being at once a unity and a totality, unitotality (Fin- and
Allheit) presented to intuition ( University 47 ). For philosophy, intuition is

reason: it is an intellectual intuition (intellektuelleAnschauung) that is one

with its object in originary knowledge (Urwissen) (University 49 }. Math-
ematics resembles philosophy. Its intuition is not immediate but rather
only reflected (reflektierte). It belongs to the world of the reflected image
( abgebildete Welt) and only manifests originary knowledge in its absolute
didnintw iadIdentity in the firm of reflection (Reflex) (University 48 ). The analogical
translatio n between the two worlds that in fact are only one is assured by
the sYmboi Mid) and this symholicity is developed in the play of Abbil-

Einbildung, of imaginative reproduction. Hence the complexity
of the relation to Kant, for this privilege extended to Einbildungskrafi
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(imagination) also has a Kantian filiation. Hence also the essential role
poetry and of poetic discourse in these lectures. Poetry is at the heart
philosophy; the poem is a philosopheme. The opposition to Kant testifi
to the filiation of the Critique of Judgment, which Schelling read as a stu
dent at Tiibingen, only a short time before Fichte (the object of his gr
admiration) and Goethe helped him get an appointment at Jena in 17
the very year Kant gathered the texts of the Conflict of the Faculties. V
shortly thereafter, as a young professor at Jena (where he stayed for o nly
five years), Schelling produced his Lectures on the Method of University
Studies. The argumentative strategy he uses to criticize Kant resembl es
that of the third Critique (Hegel will not conceal that he makes an analo-
gous move); he has recourse to the unity of the moments dissociated by
the two other Critiques. This unity is that of the imagination (Einbild-
ungskraft) and of the work of art, which is its product. As Einbild-
zingskrafi, which Schelling distinguishes from the Imagination (false fan-
tasy),' the imagination always resolves a contradiction by proposing a
mediating, that is to say translating, scheme. This translation by Einbild-
ung is also the contract that links philosophy and art, specifically philo-
sophical language and poetic language. Reason and imagination are one
and the same thing (cf. The Sixth Lecture), but the one "in the ideal" (irn
Idealen) and the other in the real (im Realen) (University 61). Only if we
remain at the one-sided point of view of understanding do we have any
reason to be amazed at this identity or this analogy, this intertranslatabil-
ity of the rational and the fantastic. If the imagination (Einbildungskrafi)
is reason, it is because the internal essence of the absolute, and therefore of
originary knowledge, is In-Eins-Bildung. Therein lies the fundamental
concept of these Lectures, and if it ensures the fundamental possibility of
translation between the different categories (between the real and the
ideal, and therefore between sensible and intelligible contents, and there-
fore, in languages, between the ideal semantic differences and the for-
mal—signifying—so-called sensible differences), it itself resists transla -

tion. The fact that it belongs to the German language and to exploiting
the multiple resources of the Bildung in In-Fins-Bildung remains a chal-
lenge. The French translation, uni-formation, apart from the fact that It
deforms the French language, since the word is nonexistent, erases the re -

course to the value of image that is precisely what marks the unity of the
imagination (Einbildungskraft) and of reason, their corranslatabiliry. I am
not taking the translators to task. Doubtless theirs is the best possible

is linked poetically to a natural language and resists translation.

treillilsurtihttiii
:n fact confirms Schelling's thesis, while at the same time ap-

•peartne.„ to put it in question. In-Eins-Bildung, formation, putting into
form and image, gathers together, to be sure, but this gathering together

roduees unity. It is a poetic production, since it uni-forms without uni-

Form iaing
 in the imprint that it produces. Whence, by virtue of this very

part icularity; its essential tie to a poetics and to a natural language. The in-

kin i-fin.me sans uniformiserj; it preserves the universal and the

[num
pa
ternal essence of the absolute is an eternal In-Eins-Bildung that dissemi-

profusion; its emanation (Ausihrg) traverses the world of phe-

E poetryne: iel nle thrcoaun	 be separated, therefore, an affirmation that Schelling
through reason and the imagination (University 60. Philosophy

incessantly repeats; they should only be translated into one another, even
if the poetic (rooted in the particularity of a language) is the very site of
the limit of the translatability that it nevertheless demands.

We find ourselves here in opposition to Kant on a path that he never-
theless opened. Kant opposes the teacher of pure reason, the legislating
philosopher, to the artist and even to the rational artist. For Schelling,
there is an analogy between the two; the poetic is immanent in the philo-
sophical, and this is fraught with consequences: for philosophical "for-
mation," for Bildung as the teaching, cultivation, and apprenticeship of
philosophy. This "formation" (Bildung) must be thought from the stand-
point of In-Fins-Bildung, of the internal essence of the absolute, of the
uni-formation of the uni-versal and the particular. The university must
also be thought in the logic of uni-formation, which is also a poetics of
translation.

Philosophy is the soul and life of knowledge inasmuch as knowledge
has its end in itself: Schelling cannot find words harsh enough for those
who wish to utilize knowledge, to "end-orient" [finalised it by making it
servpeu:s)t ,her ends than itself, or subject it to the demands of an "alimen-
tary" professionalization. Nietzsche and Heidegger will do the same. As a
"livi ng science" (lebendige Wissenschafi), philosophy requires an "artistic

(58). There is (es gibt), the Fifth Lecture tells us (in fine),"einen
Phil e,osophischen Kunsttrieb, wie es einen poetischen gibs" (an artistic im-
Pulse for philosophy, just as there is a poetical one). The "as" (wie) articu-
lates the analogy, the symbolic affinity, the passageway for a translation.
l 'his is why Schelling never makes a distinction between the philosophi-

cchoice'
I only wanted to underline a paradox: the concept of fundamental
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cal content, the philosopheme, and the form of its presentation. Ev

"new" philosophy, he says, has had to make a new "step" in form (u
ven-ity58)• Corresponding to a new philosophy there has to be a form al in,

ventiveness, a poetic originality, and therefore a provocation as much as a
challenge to translation. In this case there is a problem of philosophi cal

translation, an internal and essential problem that could not have b een
posed for traditional philosophers, at least insofar as they did not li nk

philosophical rationality, or philosophical semantics in general. to the p c,.
eric body, to the "reality" of a Form and a language. This is Schelling's ori g.
inality: it is original (novel) to say that a philosophy can and must possess
originality, that formal originality is essential to it. that it is also a work

art.

This originality distinguishes the philosopher from the mathematicia

(and this explains why there is no problem of translation in mathemat-

ics; mathematics is by its very essence the immediate annulling or solu-

tion of translation). Like mathematicians, philosophers have a relation to

the universal, to be sure, and are united in their science, but they have

the originality of being able to be original because they are capable of this

"transformation of forms" ( Weehsel der Formen) that also calls For a trans-

duction or a trans-lation [une trans- ou zinc tra-duction], an Uber-setzung

(one might say: this is nor Schelling's word), which posits a novelty, im-

poses and superimposes it inasmuch as it ensures the passage beyond dif-

ferential particularity ( University 59).

If there is (es gibt) an artistic impulse for philosophy, what conclusion is

to he drawn for Bildung in the sense of teaching? Can philosophy be

learned? This is a question all the thinkers of the period since Kant are ob-

sessed with, as we have seen; they have all became civil servants in public

education: they are not sure that this is really the destination, the oppor-

tunity, indeed the possibility of philosophy. Can philosophy ever he ac-

quired through practice and study? Is it on the contrary a free gift (on

firies Geschenk), an innate (angeboren) ability granted by destiny (Gesell'

i•k)? In a certain way the answer is "yes," there is (es gibt) a gift or a pre-

sent (Geschenk) bestowed, sent, bequeathed by destiny (Geschick); one -

thus destined to philosophy insofar as it is an art, an art requiring genius

and ruled according to an intellectual intuition that can only he given and

give itself its object, while at the same time being linked to the genius pf
.

a natural language ( University 6o). That said, if what is essential to ph! •

losophv cannot he learned, its particular forms must he learned. That phi-

/*sop
hr is a gift does not mean that each person possesses it without prac-

, properly artistic aspect of this philosophical science (Schelling
o ce•

callS iC
 "dial"tical art") no doubt cannot he learned, but one can practice

it (university 61). Lecture 4 (on mathematics and philosophy) specifies

;hat if the pure intuition of space and time is only "reflected" in the di-

mension o f the sensible to which mathematics refers, in philosophy inni-

irior, i s purely and directly in reason. The person who does not possess

thi s intuition cannot even understand what is said about it: it cannot even

be translated for him (University 49). He may appear to understand the

words but he is not thinking what the words say. He is prohibited from

finding a passageway between these two modes of understanding. Philo-
sophical intuition can therefore only be given (in the sense of a gift, a pre-

sent), and that means that it is incapable of being given (this time in the

sense of being translated or given out by reaching). But this infinite philo-

sophical intuition has a negative condition: the consciousness of the

inanity of all finite knowledge ( University v). This consciousness or this

negative condition can let itself he deepened, clarified, cultivated, Formed,

elaborated in a Bildung. In the philosopher who knows how to form it, to

cultivate it in himself (in sick 6ilder), to form himself in relation to it, this

consciousness must be transformed  in character, even to the point of be-

coming an unalterable organ, an untransformable habitus: the aptitude

for seeing each thing insofar as it is presented (dargestellt) in the idea. This

presentation may be precisely the translation or retransiation of the real

into the ideal. The character or type of the translator, of the philosopher

formed in relation to this translation, to this mode or form of presenta-
tion (Darstellung), can be acquired.

That originary knowledge that constitutes the last instance of this dis-
course

e

a:lthe Urwissen of God; it is "absolute knowledge"—the expression
is Schelling's. We can therefore speak of a theology of translation. But we

also have the institutional translation of this theology of translation: For

Schelling, in the university he plans, "theology, as the science in which the

innermost core of philosophy is objectified, must have the first and high-
( University 79). This is the objection aimed at The Conflict of the

Faculties in the Seventh Lecture ("On Some Conditions Externally Op-

T stedcartroy l i'El slilnoIscodnpehyl, and in Par ticular the Opposition of the Positive Sci-
en'es")• As the French translators properly note, "positive sciences" does

meaning here, but that of those sciences enjoying anin • •
--5ttrut Iona' existence, a body of knowledge and public legitimacy. These
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are the sciences that are the object of a discipline, such as the theologi cai
juridical, and medical sciences Kant opposes to the philosophical
One. The lecture's ride indicates clearly that this opposition betwee n phi:

losophy and these "positive" sciences is external, therefore philosophicall y
unjustified, insufficiently thought. It is indeed the system of opposition al
limits upon which The Conflict ofthe Faculties is constructed that rema in
external and unjustified.

The criticism directed at Kant has two imports, the one literal or
pointed, that is, strictly institutional, the other more fundamental a nd
serving as the foundation for the preceding one. But the one can be trans-
lated into the other. The organizational and intraFaculty critique has for it s
target the onesidedness of the Kantian point of view: this is the point of
view of the finitude that opposes philosophy and theology. It therefor e
makes of philosophy the field of finite thought. By virtue of this it gives the
philosophical discipline at once too little and too much. Too little: it lim-
its it to being only one discipline among others. Too much: it gives it a Fac-
ulty. Schelling does not beat around the bush and proposes quire simply
that there no longer he any department of philosophy. Not so as to erase
philosophy from the university map, but on the contrary in order to rec-
ognize its true place, which is the entire place: "That which is all things
cannot for that very reason he anything in particular" ( University79).

Schelling not only says that there should no longer be any department
of philosophy. He says that there never is any. When we think we discern
one, we are fooling ourselves: that which by usurpation is called by that
name is not authentically philosophical. Schelling's "affirmation" (Be-

hauptung) appears pointedly anti-Kantian. In fact, it remains faithful to a
certain Kantian thesis. Apparently confined in its place, assigned its spe-
cific competence, the Faculty of Philosophy is in fact everywhere, accord -
ing to Kant, and its opposition to the other faculties remains secondary
and external. There are in short two Kants, and two times two Kants in
this entire scene—which is also a scene of interpretative translation. There
is the Kant of The Conflict, who wants to bring a department of philoso-
phy into existence and to protect it (in particular from the State). In order
to protect it, one must delimit it. And then there is the Kant who gran5
the Faculty of Philosophy the right of critical and panoptical supervision
over all the other departments, in order to intervene in them in the nanle,
of truth. And as for critique, there are still two more Kants: the Kant o f

the two Critiques dearly marks out oppositions (and The Conflict of the

aFtir:citiirriiiteriSs

isi to think	

w the third Critique, remains more controlled by the

first nvo): but the Kant of the Critique offudgment, the one who aroused
the young Schelling, rakes himself beyond oppositions

i' (fnk) the living and art. (And let us not fOrget that for Kant,

as we have,Ie i): shlinphasized, the "teacher of pure reason" is at once everywhere

and nowhere. His unavoidable and obvious absence commands the entire

field but also empties out the space of the philosophy department.)'

Now, it is precisely from the point of view of life and art that Schelling

himself proposes (0 reorganize the university, to think its organicity, and

to resituate philosophy within it. if philosophy is objectified in the three

pos i t ive sciences that are theology, law, and medicine, it is not objectified

in totality in any one of the three (University 79). Each of the three de-
partments is a determinate, partial objectification of philosophy, theology
being the highest of them. "Objectification" can be translated as "transla-

t ion." The same meaning is transposed or transported into another idiom.
But what is the total translation, the translation itself that ensures the ver-
itable objectivity of philosophy in its totality? Art. "Philosophy in its to-
tality becomes truly objective only in art" (University 79). And this art is

therefore, like this university itself; an art ofgeneralized translation. Through
a rather surprising logic, Schelling concedes t hat strictly speaking, "for this
reason, there can be no Faculty of Philosophy, but only a Faculty of the
Arts" (University 79-8o). This is only a passing concession, for the logic
would demand that there no more be a department for this total transla-
tion than for omnipresent philosophy.

It is once again the Bild that ensures the translating analogy between
art, hspreeqciufiicrealalyseplf-ppoetry, and philosophy: "Poetry and philosophy, which
another variety of dilettantism imagines to be opposites, are alike in that

roduced, r-iginal image [Bild] of the world" (Uni-
versity 74).

This affirmation is political as well. In the Kantian system, the Faculty
of Philosophy remains determined and limited by the power of the State,
which is still external. Now, art—about which Kant does not speak in The

C"ilict —can never be limited by an external power (Macht). It is there-
fore independent of the State; it has no (external) relation to it it does not
1" itself he oppressed, privileged, or programmed by the State (University
80). There is no State culture, Schelling seems to he saying. But we will
see in a moment that it is not that simple. The positive sciences can be de-
tcrrnined in relation to this external (when it is external) State power.
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Philosophy alone has the right to demand from the State an uncon
rional freedom (Nur der Philosophie ist der Staat unbedingte Freiheit
schuldig) (University 8o). A Kantian affirmation, at least as concerns phi_
losophy inasmuch as it is the judge of truth. Since the State could seek to
suppress philosophy only to the detriment of all the sciences, philosoph y
should have its place, strictly speaking. in a Faculty of Arts. And for th e
arts there are only free associations (firie Verbindungen), as opposed to
public State institutions ( University So). Such a proposition (philosoph y
in the space of the arts) is not revolutionary. Schelling recalls the traditio n
of the Collegium artiurn, ancestor of the Faculty of Philosophy to which
Kant refers: a college independent of the State. a liberal institution th at
would not appoint doctores, professors furnished with privileges in ex-
change for which they take an oath before the State. but magistri, teachers
of liberal arts ( University 8o). Schelling attributes the decadence of philos-
ophy, which has become an object of mockery and ceases to he considered
in the loftiness of its true mission, to the bureaucratic organization of a
corporation (University So). This organization has ceased being a free as-
sociation in view of the arts—and therefore of poetic translation. Schleier-
macher will also say that in relation to the State the Faculty of Philosophy
should keep the status of a private enterprise.'

We are now going to draw out the most general foundations of this spe-
cific critique of the Kantian university, the grounds of this institutional
translation. The Seventh Lecture challenges the axiomatic principle of
The Conflict of the Faculties, namely the distinction between Wissen and
Hande/n, knowledge and action. Pure knowledge was part of the Faculty
of Philosophy, which was not to "give orders" or act, while the other
higher Faculties were tied to State power, that is, to action. A historically
marked opposition, Schelling says, a late arrival, constructed and in need
of deconstruction. It is not even modern in a broad sense, but immedi-
ately contemporary, "a recent product, a direct offspring of pseudo-en-
lightenment [Arrfkliirerei]" (University 71). Schelling reacts violently
against this Enlightenment that, for example in Kant, creates artificial op-
positions, separates knowledge from action. politics from ethics (there is
an analogous movement in Fleidegger, nor would this he his only alfinitY
with Schelling). This unhappy separation is transposed into the university
institution of the Enlightenment. Kant, in his theoretical philosophy, was
wrong to have reduced the idea of God or of the immortality of the 50 111
to "mere ideas" and to have then tried to validate these ideas "in the moral
disposition" (in der sittlichen Gesinnung) (University 71). Now, the eleYa-

'ion of ethics to a point beyond determination makes us similar to God,

and p
hilosophy translates a similar elevation (gleiche Erhebung); it is at

one with the ethical (this is again at once Kanrian and anti-Kantian). There

is -but otw world" (University 71), Schelling says; there is no hinter-

va,0,..1,t" no world in itself. Each of us gives a translation of this absolute

world, an image (Bild) in his own way (jedes in seiner Art and Weise abzu-

barn strebt), knowledge as such or action as such (Univenity72). But the

one translates the other. There is only a reflecting transfer, Bildung, Abbil-
dung (reflected image, reflection). Einbildungskrafi. Between knowledge
and action, the only difference is between two reflected images or two re-

flea ions of one and the same world, a difference in short in translation
(übersetzung and Obertragung). The world of action is also the world of
knowledge; ethics is as speculative as theoretical philosophy (University7z).
in order to think the separation, Kant will indeed have had to think the
originary unity of the two worlds as a single and identical text to he deci-
phered, in short, according to the two significations, according ro the two
versions or two translations of the original text. The unity , of the originary
world causes us to call into question once again the opposition of philoso-
phy and the positive sciences in their institutional translation (theology,
law, medicine), since this opposition was founded on the separation of
knowledge and action. At the same rime, it is the duality of the languages
that proves not to be annulled but derived as the result of reflection, of Re-
flex, of the reflected image, which is also to say, of translating transposition
(übertragung, Obersetzung), of transfer. The entire Conflict of the Faculties
is constructed, we could show, upon the untranslatable multiplicity of lan-
guages or, to put it more rigorously, upon dissociations of a discursive type:
language of truth (constative) / language of action (performative), public
language / private language, scientific (intra-university) language / popular
(extra-university) language, spirit / letter, and so forth.

According to a movement typical of all post-Kantiansms, it all takes
Place as thoughSch e ll i ng,mg from the standpoint of this idea of reason or of
this intellectual intuition, were giving expression to that which is suppos-
edlY inaccessible: by deeming this intuition inaccessible, you show that
YOU have already acceded to it, you think it, it has already reached you,
Y" 11 have already reached it. You think the inaccessible. and so you accede
t" it. And in order to think finitude, you have already thought the infi-
nite.•

s is. moreover. the definition of thinking. It would he more con-
sistent, more responsible, to arrange everything, in reiation ro this thought
that You think, rather than to found your "criticism" in denegation. In the
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most different ways, all the post-Kantians, from Schelling (0 Hegel to
Nietzsche, will accuse Kant of such a denegation. It remains to be s een

what a denegation is when it concerns nothing less than the thinking of

thinking and gives rise to something like the transcendental dialectic s of
the Critique of Pure Reason.

The logic of this accusation, this negation of denegation or this critiq ue

of critique, has paradoxical political implications. In every case. Let u s
consider that of Schelling. He insinuates that Kant subjects the depart-

ment of philosophy, in a public establishment, to the external powe r of

the State; and that therefore he does nor understand the practice and place

of philosophy in society in a liberal enough way. Kant's liberalism wo u ld

nor be unconditional. Schelling seems to he calling Kant back to liberal.

ism, for example according to the model of the College of Arts. Inversely,

Schelling's thinking of uni-totality or of uni-formation as generalized

translation, onto-theological translation without a rupture, without opac-

ity, a universally reflecting translation, can lead to a totalizing absolutiza.

tion of the State that Kant in turn would have deemed dangerous and not

very liberal. Liberalism perhaps presupposes separation, the heterogeneity

of codes, and the multiplicity of languages, not crossing certain limits,

nontransparence.
There is, then, a certain Schellingian statism. What is the State? The be-

coming-objective of originary knowledge in the mode of action. It is even

the most universal of the ideal productions that objectify and therefore

translate knowledge. The State is a form of knowledge, translated accord-
ing to the arche-type of the world of ideas. But since it is only the becom-

ing-objective of knowledge, the State itself is in turn transported or trans-

posed into an external organism with a view to knowledge as such, into a

sort of spiritual and ideal State, and these are the positive sciences, in other

words the university, which is in short a piece of the State, a figure of the

State, its Obertragung, the Oberserzungen that transpose the State inw the

positive sciences. The State-as-knowledge is here a transposition of the

State-as-action. The higher faculties can therefore no longer be separated

from the lower faculty. The differentiation of the positive sciences is made

on the basis of originary knowledge, in the image of the internal type of

philosophy. The three positive sciences arc nothing other than the differ -

entiation, the differentiated translation of originary knowledge, and there-

fore of philosophy. There is a profound and essential identity between phi -

losophy and the State. It is the same text, the same original text, if one

knows how to read its identity from the standpoint of Ur-Wissen.

This grouping (the State and its objectification transposed into the

(bre, positive sciences) is a whole, the whole of the objectification of

originary knowledge. Originary knowledge forms with philosophy an
:interna l organism" (Innen, Organismus) (University 76) that is projected

or t ransported outward in the external totality of the sciences. It is con-

ctrucred through divisions and connections so as to form a body (KOrper)
that itself expresses outwardly the internal organism of knowledge and

philosophy ( University 78). The word organism is frequent and decisive in

this context. It does not translate a biologism, since apparently, at least,

we a re dealing with a metaphor. The ideal and the real are nor yet sepa-

rable in the unity of originary knowledge. This unity permits one to

speak, without trope, of the one as of the other, of the one in the lan-

guage of the other. There is no metaphor but there is also nothing but
metaphor. image in the broad sense (Bild). The originary unity of lan-
guage in originary knowledge allows For rhetoric and at the same time

prevents one from considering it only as a restricted rhetoric. It is a gen-

eralized rhetoric or translatology. This justifies the fact that, since the be-

ginning of this paper, I have often spoken of translation when it was a

question only of transposition, of transfer, of transport in a sense that is

not strictly linguistic. One might think I was going too far and was

speaking metaphorically of translation (understood in the strictly semi-

otic or linguistic sense) when there was actually nothing properly lin-

guistic about the transposition of which 1 was speaking. But the point is

precisely that for Schelling, whose onto-theology I wished to present,

language is a living phenomenon; life or the living spirit speaks in lan-
guage; and in the same way nature is an author, the author of a hook that
smcuheiimust he translated with the skill of a philologist. A motif found at the
same period in Novalis in particular, but already in Goethe. Whence

Schelling's pedagogy of language, of dead or living languages:

Nothing forms the intellect so effectively as learning to recognize the living
spirit ola language dead to us. To he able to do this is no whir different from
what the natural philosopher does when he addresses himself to nature. Na-

seak	 1: 11 emphasized] in order to understand utterances which have be-

ture is like some very ancient author whose message is written in hieroglyph-
its on c as the Artist says in Goethe's poem." Even those who in-
:
p
eh :tit:art: rrnature' only empirically need to know her langzuzge, so ro speak [so to

c.ome unintelligible to us. 	 e same is true of philology in the higher sense of
term. le earth is a hook made up of miscellaneous fragments dating

from very different ages. Each mineral is a real philological problem. In geol-
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ogy we still await the genius who will analyze the earth and show its comp,.
sition as Wolf analyzed Homer. ( University 40)

We have been led to this pan-rhetoric of translation by apparently p o
-litical considerations. According to a paradoxical logic, the hyperiiheral_

ism set over against Kant always carries the risk of turning into the total_
izing—I am not saying necessarily totalitarian—temptation whose
consequences can reverse the liberal demand. Whence the impossibl e
strategy of relations between philosophy and politics, specifically betwe en
philosophy and the State. It would be a mistake to see in this proposition,
according to which the State is the objectifying translation of knowledge
into action, one of those speculative statements of a German Idealism that
we would today study through the mists like some great philosophical
archive. The proposition is no doubt speculative (in a sense that is linked
rigorously to a thinking of the reflecting and properly "symbolic" specu-
lum), but it is also as "realist" as it is "idealist." It is modern. A politology
today cannot construct the concept of the State without including in that
concept the objectification of knowledge and its objectification in the pos-
itive sciences. A political discourse that would not speak of science would
he lost in chatter and abstraction. Today more than ever the determina-
tion of the State includes the state of science, of all the sciences, of the
whole of science. The way in which State structures (let's not speak of gov-
ernment) function depends essentially and concretely upon the state of all
the sciences and techno-sciences. The so-called "basic" [fbnciamentaied sci-
ences can no longer be distinguished from the so-called "end-oriented"
[finalist:es) sciences.'' And what has rightly been called the military-indus-
trial complex of the modern State presupposes this unity of the basic and
the end-oriented. We would also have to connect this "logic" with that of
the "performativity" of scientific discourse.

Schelling would no doubt say that the State is not the objectifying,
translation of knowledge as knowledge but of originary knowledge as ac-

tion.  It would be all the easier today to show to what extent a modern
State is the implementation of a knowledge. Not only because it has a pol-
itics of science that it wants to pilot by itself, but because it is itself formed
and transformed, in its concept, its discourse, its rhetoric, its methods ,

and so forth, according to the rhythm of techno-science.
It was necessary to insist, to be sure, on the unity of originary knowl- 4

edge, on the totalizing gathering-together of the Ein-Bildung der Vielbett

die Einheit as general translatability. But that does not mean homo-

Ri llr i 

sene i ry and indifferentiation. There are forms and therefore specific struc-
There are differences between philosophy and religion, philosophy

:,c p• oetry. '['hat is why one must translate and this translation stems from

t he finitude of individuals. Philosophy is indeed the immediate presenta-

t ion (Darstellung), the science of originary knowledge ( Urwissen), but it is
this only in the realm of the ideal and not "really." If the mind could, in a

s i ng le act of knowledge, really grasp (begreifen) absolute totality as a sys-

tem completed in all of its parts, it would overcome its finitude (Univer-
10 , 75 ). It would not need to translate. It would conceive the whole as be-
yond all determination. As soon as there is determination, there is

differentiation , separation, abstraction. Schelling does not say "opposi-

tion," Entgegensetzung. The real presentation of knowledge presupposes
this separation, this division and this translation, one could say, of philo-
sophical work. "Originary knowledge" can become "real," be realized in
its unity in a single individual, only in der Gaming, in the genus or
species, which is also to say in historical institutions (University 75). His-
tory progresses as this becoming-real of the idea.

This schema constructed the First Lecture on the basis of the absolute
concept of science. The lecture starts from the idea of living totality. From
this it deduces the concept of the university, as Kant also deduces it from
an idea of reason. We have another indication that Schelling revives the
Kantian tradition to which he is opposed as one might he opposed to a
philosophy of opposition. The thinking development of the idea of reason
leads Schelling to reject the limiting consequences that Kant draws from it.

The specialized training or formation (Bildung) of the student must be
preceded by the knowledge of this living totality, of this "living unity" (des
tle iiii th

(University 

d Ti

dig ,eiaZusammenhangs) (University 7). 'Me student must first have ac-
cess to the 	 9):organic 	 of the university, to the "great tree" of knowl-
edge	 one can apprehend it only by starting (genetically)
from Its o riginary root, Urwissen. On the threshold of his studies, more-

l- young man" (and not the young girl, of course) has the sense of,
and the desire for, this totality (Sinn unieb fiir dens Ganze) (University
8 ). But he is quickly disappointed. Schelling describes these disappoint-
r'nents, all the damage done by professional training or by the specializa-
"m that liars access to the very organization, to the organicity of this to-

of knowledge, in other words, to philosophy, to the philosophy of
the univers i ty that constitutes the organic and living principle of this to-
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talky. Schelling then makes a proposal from which we have yet to reap tile ,
full benefit. "It is imperative," he says, "that universities give general i n_
struction in the aims and methods of academic study, both as a whole and
in respect to its particular subjects" (University 6). Which is what

Schelling does in saying so. His lectures tell us what the orientation, t he
method, and the totality of the particular objects of a university worth y of

the name should he. He defines the final destination (Bestimmung) that
determines and regulates all the organically interdisciplinary translation s
of this institution.

This final destination. that of knowledge as well as that of the unive r
-sity, is nothing less than communion with the divine essence. All knowl-

edge tends to enter into this community with the divine being. The philo-

sophical community, as university community, is this Streben
Gemeinschafi mit dem gintlichen Wesen (University is); it tends to partici-

pate in this originary knowledge that is one and in which each type of

knowledge participates as the member of a living totality. Those whose

thought is not regulated and ordered by this living and buzzing commu-

nity are like sexless bees (geschlechtslose Bienen): since they are denied the

power to create, to produce (produzieren). they multiply inorganic excre-

ments outside of the hives as proof of their own platitude; they attest in

this way to their spiritlessness (Geistlosigkeit) (University 55). This defi-

ciency is also an inaptitude for the great translation that causes the mean-

ing of originary knowledge ro circulate throughout the entire body of

knowledge.
Man is nor a bee. As rational being ( Vernunftwesen), he is destined

(hingestellt), placed with a view to, appointed to the task of supplement-

ing or complementing the world's manifestation (eine Erganzung der Wel-
terscheinung) (University 52). He completes the phenomenalization of the

whole. He is there so that the world might appear as such and in order to

help it to appear as such in knowledge. But if it is necessary to complete

or supplement (ergiinzen), it is because there is a lack. Without man,

God's very revelation would not be accomplished. By his very activity,

man is to develop (entwickeln) that which is lacking in God's total revela-

tion (was nur der Offenbarung Gottes fehlt) (University 12).

That is what is called translation: it is also what is called the destination

of the university.
—Thanslated by Joseph Adamson

Mochlos:

Eyes of the University



Mochlos, or The Conflict
o f the Faculties

If we could say we (but have I not already said it?), we might perhaps

ask ourselves: where are we? And who are we in the university where ap-

parentl• we arc? What do we represent? Whom do we represent? Arc we re-

sponsible? For what and to whom? If there is a university responsibility, it

at least begins the moment when a need to hear these questions, to take

them upon oneself and respond to them, imposes itself. This imperative

of the response is the initial form and minimal requirement of responsi-

bility. One can always not respond and refuse the summons, the call to re-

sponsibility. One can even do so without necessarily keeping silent. But

the structure of this call to responsibility is such—so anterior to any pos-

sible response, so independent, so dissymetrical in its coming from the

other within us—that even a nonresponse a priori assumes responsibility.

And so 1 proceed: what does university responsibility represent? This
question presumes that one understands the meaning of "responsibility,"

"university"—at least if these two concepts are still separable.

The university, what an idea!

It is a relatively recent idea. We have yet to put it aside, and it is already

being reduced to its own archive, to the archive of its archives, without
our having quite understood what had happened with it.

Almost two centuries ago Kant was responding, and was responding in
terms of responsibility. The university, what an idea. I was just asking.

his is not a bad idea, says Kant, opening The Conflict of' the Faculties
(Der .Streit der •akuluiten, t798). And, with his well-known humor,
abridgin g a more laborious and tortuous story, he pretends to treat this
idea

as a hod, a happy solution that a very imaginative person would have

83
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come up with, as the invention, in sum, of a fairly rational device th at
some ingenious operator might have sent to the State for a patent. And , 

•
5 in

the West, the State would have adopted the concept of this very ingeni ous
machine. And the machine would have worked. Not without conflict, not
without contradiction, but perhaps, precisely, due to the conflict and the

rhythm of its contradictions.
Here is the opening of this short work that I wanted to invite to o ur

commemoration, with that sense of vague disquiet that arises when, re-
sponding to the honor of an invitation from friends, one brings along, as
an afterthought, some parasite with poor table manners. But for this sym..
posium, it is not Socrates, it is Kant, and he says:

It was not a had idea [kein iibekr Einfall], whoever first conceived and pro
-posed a public means for treating the sum of knowledge (really the thinkers

who devote themselves to it [eigentlich die derselben gervidmeten Kola in a
quasi industrial manner [gleichsam fabrikenntafig], with a division of labor
[lurch Vertheilung der Arbeiten] where, for as many fields as there may be of
knowledge, so many public teachers [Offentliche Lehrer] would be allotted, pro-

fissors being like trustees [air Depositeure], forming together a kind of common

scientific entity [tine Art von gelehrtem gemeinen Wesen] called a university (or
high school [holm Schield), and having autonomy (for only scholars [ Gelehrte]

can pass judgment on scholars as such); and, thanks to its fiirratics (various

small societies into which university teachers are divided, in keeping with the
variety of the main branches of knowledge), the university would he autho-

rized [berechtigt: Kant is being precise, the university receives its legitimate

authorization from a power that is not its own] to admit, on the one hand,
student-apprentices from the lower schools aspiring to its level, and to grant,
on the other hand—after prior examination, and on its own authority [aus

eigner Macho. from its own power]—to teachers who arc "free" (not drawn

from the members themselves) and called "doctors," a universally recognized
rank (conferring upon them a degree)—in short, creating lereiren] them)

Kant underlines the word "creating": the university is thus authorized to

have the autonomous power of creating tit les.
The style of this declaration is not merely one of a certain fiction of the

origin: the happy idea of the university, that someone comes up with. one
fine day, at some date, with something like the fictive possibility of an an -

niversary—this is what Kant seems to he evoking here. Indeed, further on
in his text, after dropping the rhetoric of an introduction, his first move IS

to set aside the hypothesis of a somewhat random find, of an empirical'
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an imaginative, origin to the university. Certain artificial institutions,

he goes on to say. have as their foundation an idea of reason. And the uni -

sitY 
is an "artificial" (kiinstlirbe) institution of this kind. Kant begins by

ver'
reca lli ng this fact for those who would like to forget it, believing in the

naturalness of the place and the habitat. The very idea of government is

Foom.ieil on reason, and nothing in this respect is a matter of chance.

For this reason it must he said that the organizing of a university, with respect
i ts classes and faculties, was not just a matter of chance, but that the gov-

ernment , without showing any special wisdom or precocious knowledge for
doi ng so , was, from a particular need that it felt (for influencing the people
th rough various teachings), able to arrive a priori at a principle of division that
h appily lglikklich] coincides with the principle currently adopted.

And Kant is well aware that he is in the process of justifying in terms of
reason what was a de facto organization determined by the government of
his day, as if by accident its king were a philosopher. Of this he is evi-
dently aware, since he promptly excuses himself in something of a tone of
denial: "But I will not, for all that, speak in its favor as if it had no fault"
Win' 31).
Within the introductory fiction, Kant had multiplied his rhetorical pre-

cautions, or rather he had somehow guaranteed the analogical statements
with, so to speak, a real analogy: the university is analogous to society, to
the social system it represents as one of its parts; and the teaching body
represents, in one form or another, the goal and function of the social
body—for example, of the industrial society that will give itself, in less
than ten years' time, the great model of the University of Berlin; this lat-
ter, even now, remains the most imposing reference for what has been
handed down to us of the concept of the university. Here, then, is the se-
ries of analogies: within the university, one would treat knowledge a little

trustees

rikuesteinesindustryizs ii :dus ep05lteurer y ( g. le l Arrn fahrikennuifig); professors would he like

together they would form a kind of essence or

glehrtem gemeinen Wesen, die ihre Autonornie hiitte). As for this autonomy,

e:til.licerctive scholarly entity that would have its own autonomy (eine Art von

is nip
he fiction and hypothesis arc more prudent still. In itself, this autonomy

doubt justified by the axiom stating that scholars alone can judge
scholars, a tautology that may be thought of as linked to the essenceof ko t	i
Av cage as to the knowledge of knowledge. When, however, the is-

Skit is one of creating public titles of competence, or of legitimating
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knowledge, or of producing the public effects of this ideal autonomY,

then, at that point, the university is no longer authorized by itself. It is au-

thorized (berechtigt) by a nonuniversity instance or agency—here, by th
e

State—and according to criteria no longer necessarily and in the Final
analysis those of scientific competence, but those of a certain perform s_
rivity. The autonomy of scientific evaluation may he absolute and un coil_

ditioned, but the political effects of its legitimation. even supposing th at

one could in .ill rigor distinguish them, are no less controlled, measured,

arid overseen by a power outside the universiry. Regarding this power, uni-

versity autonomy is in a situation of heteronomy; it is an autonomy con.
ferred and limited, a representation of autonomy—in the double sense of

a representation by delegation and a theatrical representation. In fact, th e

university as a whole is responsible to a nonuniversiry agency.

Kant knew something of this. And if he did not know it a priori, expe-

rience recently taught him a lesson. The king of Prussia had just called

him hack to order. A letter from Friedrich Wilhelm reproached him for

abusing his philosophy by deforming and debasing certain dogmas in Re-
ligion within the Limits of Reason Alone. Among us, perhaps, in 1980, there

may he some who dream of receiving such a letter, a letter from a prince

or sovereign at least letting us locate the law in a body and assign censor-

ship to a simple mechanism within a determined, unique, punctual,

monarchical place. For those who dream, for various reasons, of so reas-

suring a localization, I will therefore do the pleasure of citing a sentence

unimaginable today from the pen of Carter, Brezhnev, Giscard, or

Pinochet, barely, perhaps, from that of an ayatollah. The king of Prussia
reproaches the philosopher for having behaved unpardonably, literally "ir-

responsibly" (unverantwortlich). This irresponsibility Friedrich Wilhelm

analyzes and divides in two. The accused appears before two juridical in-

stances. He bears, in the first place, his inner responsibility and personal

duty as a teacher of the young. But he is also responsible to the father of

the land, to the sovereign (Landesvater), whose intentions are known to

him and ought to define the law. These two responsibilities are not juxta-
posed, but are instead subordinated within the same system:

You must recognize how irresponsibly [tide unverantwordichl you thus 5d
against your duty as a teacher of the young ids Lehrer der Jugend] and against

our sovereign purposes ilandaviiterliehe Absiehtenb which you know well.

you we require a most scrupulous account (literally, an assum ing of your re*

sponsibility, Verantwortungl and expect, so as to avoid our highest displeases

t h at in the future you will not FaIl into such error, but rather will, as befits

your reputation and talent to the better use of better realizing

nr7t r dsc:e7 'u(gnpurpose; falling this, you can expect unpleasant measures for

your con tinuing obstinancy. (Conflittn)

Kan t c ites this letter and justifies himself at length, in the preface and

fina lly beyond the preface to The Conflict of the Faculties. Whatever one

thi n ks ref Iris system of justification, the nostalgia that some of us may feel

in th e face of this situation perhaps derives from this value of responsibil-

nv, a t least one could believe, at that time, that responsibility was to he

,,ken---for something, and before sonic determinable someone. One

could at least pretend to know whom one was addressing, and where to

s i tuate power; a debate on the topics of teaching, knowledge, and philos-

ophy could at least be posed in terms of responsibility. The instances in-

voked—the State, the sovereign, the people, knowledge, action. truth. the

university—held a place in discourse that was guaranteed, decidable, and,

in every sense of this word, "representable"; and a common code could

guarantee, at least on faith, a minimum of translatability for any possible

discourse in such a context.

Could we say as much today? Could we agree to debate together about

the responsibility proper to the university? I am not asking myself whether

we could produce or simply spell out a consensus on this subject. I am

asking myself first of all if we could say "we" and debate together, in a

common language, about the general forms of responsibility in this area.

Of this I am not sure, and herein lies a being-ill [ mal-titre] no doubt more

serious than a malaise or a crisis. We perhaps all experience this to a more

or less vivid degree, and through a pathos that can vary on the surface.

But we lack the categories for analyzing this being-ill. Historical codes

(and, a fortiori, historical datings, references to technical events or to spec-

tacular politics, for example, to the great unrest of '68), philosophical,
hhaerirmd e:ielitiitic, and political codes, and so on, and perhaps even codes in
general, as productive [perfOrmant] instruments of decidibility. all seem

Powerless here. It is an im-pertinence of the code, which can go hand in

the greatest power, which lies, perhaps, at the source of this be-
ing- ill, For if a code guaranteed a problematic, whatever the discord of the
Pr'icinns taken or the contradictions of the forces present, then we would
141 better in the university. But we feel bad, who would dare to say oth-
crwiw And those who feel good are perhaps hiding something, from oth-
II'', or fr(1111 themselves.
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Celebrating the anniversary of a university's founding, if one ig no

the secondary gains that attend such commemorations, should supp o

confirmation, the renewing of a commitment, and more profoundl y,

self-legitimation, the self-affirmation of the university.
I just uttered the word "self-affirmation." Regarding the university, w e

hear it at once as a translation and a reference. It is the title of Heideggees

sadly famous speech upon taking charge of the Rectorate of the Unive rsity

of Freiburg-im-Breisgau on May 27,1933, The Self:Affirmation of the Ger.
man University (Die Selbstbehauptung der deutschen Universitiit). If I dare

to summon here this great ghost and sinister event, it is not merely h e_

cause, in doing so, I can avail myself of a pretext here for paying homag e

to Columbia University, for the welcome it managed to extend to intel-
lectuals and professors emigrating from Nazi Germany. It is also because,

however one judges it in terms of political circumstances (necessarily a

very complex evaluation, one that I will not attempt at this time), He.i-

degger's speech on the self-affirmation of the German university un-

doubtedly represents, in the tradition of The Conflict of the Faculties and

the great philosophical texts concerning the University of Berlin

(Schelling, Fichte, Schleiermacher, Humboldt, Hegel), the last great dis-

course in which the Western university tries to think its essence and its

destination in (ems of responsibility, with a stable reference to the same

idea of knowledge, technics, the State, and the nation, very close to a limit

at which the memorial gathering of a thinking makes a sudden sign CO-

ward the entirely-other of a terrifying future. Unable though I am to jus-

tify this hypothesis here, it seems to me that Heidegger, after this speech.
eventually goes beyond the limits of this still very classical concept of the

university, one that already guided him in What Is Metaphysics? (1929); of

at least that the enclosure of the university—as a commonplace and pow- I

erful contract with the State, with the public, with knowledge, with meta-
physics and technics—will seem to him less and less capable of measuring

up to a more essential responsibility, that responsibility that, before hav-

ing to answer for a knowledge, power, or something or other determinat e,

before having to answer for a being or determinate object before a deter -

minate subject, must first answer to being, for the call of being, and must

think this coresponsibility. But, once again, essential as it may seem to

I cannot explore this path today. 1 will try, let's say, to keep a constant. P.

oblique and indirect, link with its necessity.
When one pronounces the word "responsibility" today in the u niversi*

longer knows for sure with what concept one can still rule it. Oneone no

liesing" -
,c between at least three hypotheses.

One can treat responsibility as a precisely academic theme. One

wou ld exhume this archived topos, whose code would no longer be our

own . along the lines of a celebration, an anniversary. In the course of a
exercise, one might, as a historian or philologist, embroider the

cchool
topic 

w i th flowers of rhetoric, paying tribute to a secular institution that,

i n short, though not entirely of its own time, would, for all that, not have

Aged altogether badly. Within this hypothesis, that of commemorative

aestheticism with all it presupposes of luxury, pleasure, and despair, one
would still presuppose that events of the past century, and especially of the

most recent postwar era, would have ruined the very axiomatics of a dis-
course on responsibility—or, rather, of the discourse of responsibility.
Given a certain techno-political structure of knowledge, the status, func-

tion, and destination of the university would no longer stem from the ju-

ridical or ethico-political language of responsibility. No longer would a

subject, individual or corporate, be summoned in its responsibility.

z. A second hypothesis, that of a tradition to be reaffirmed: one would

then recall that more than a century ago, when Columbia's graduate

school was founded, the question of knowing for what, and to whom, a

professor, a faculty, and so Forth, is responsible, was posed within a philo-

sophical, ethical, juridical, and political problematic, within a system of

implicit evaluations, within an axiomarics, in short, that survives essen-

tially intact. One could posit secondary adaptations as a way to account

for transformations occurring in the interval.
3. Keeping its value and meaning, the notion of responsibility would

have to be re-elaborated within an entirely novel problematic. In the rela-
tions of the university to society, in the production, structure, archiving,

and transmission of knowledges and technologies (of forms of knowledge

as technologies), in the political stakes of knowledge, in the very idea of

knowledge and truth, lies the advent of something entirely other. To an-

swer• what to answer for, and to whom?: the question is perhaps more

alive and legitimate than ever. But the "what" and the "who" would have

to by thought entirely otherwise. And (a more interesting corollary) they

could, starting from this al terity, lead us to wonder what they might once
11'11: hcen. this ''‘vh(C' and this "what."

Would these three hypotheses exhaust, in principle, all possibilities of a
(YPical llltestioning about university responsibility? I am not certain of



90
	 MOCI-11.05: EYES OF THE UNIVERSITY

this nothing in this domain seems certain to me. Everything seem s
scure, enigmatic, at once threatened and threatening, in a place where
greatest danger today is concentrated. The Western university is a ver y
cent construction or artifact. and we already sense that it is finis
marked by finitude, just as, as its current model was established, betty
The Conflict of the Faculties (1798) and the founding of the University of
Berlin (October to, 1810, at the close of the mission entrusted to H um.
holdt), it was thought to be ruled by an idea of reason, by a certain rela-
tion, in other words, with infinity. Following this model, at least in its e s.
sential features, every great Western university was, between 1800 a nd
about 185o, in some sense reinstituted. Between that moment and th e
founding of Columbia's graduate school, less rime passed than betwee n
the last war and the present day. It is as if, with a minor delay, we were cel-

ebrating tonight the birthday of the modern university in general.
Whether it is a question of an anniversary or a university, all this turns, a s
we say in French, very Fast.

I was thinking of reopening with you The Conflict of the Faculties, be-

cause the Tatum of responsibility seems inscribed there at the origin and
on the very eve of the modern university, in its pre-inaugural discourse. It
is inscribed there in language receiving from Kant its first great illustra-
tion, its first conceptual formalization of great rigor and consequence.
There, at our disposal, we find a kind of dictionary and grammar (struc-
tural, generative, and dialectical) for the most contradictory discourses we
might develop about—and, up to a point, within—the university. I will

not call this a Code, precisely because The Conflict of the Faculties situates

the Code and the written Code (Gesetzbuch) (Conflict 36ff.) within a very

circumscribed and determined part of the university, within the faculties
called "higher"—essential instruments of the government (the Faculties of
Theology, Law, and Medicine). if The Conflict of the Faculties is not a

Code, it is a powerful effort at formalization and discursive economy' in
terms, precisely, of formal law. Here again, Kantian thought tries to attain
to pure legitimation, to purity of law, and to reason as the court of final
appeal. The equivalence between reason and justice as "law" or "right

[droid finds its most impressive presentation here.
For us, however. most often and in a manner still dominant, the dis -

course of responsibility appeals, in a mode we find tautological, to a put t,

ethico-juridical instance, to pure practical reason, to a pure thinking ° I

right [droll]. and correlatively to the derision of a pure egological subject'
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consciousness or an intention that has to answer, in decidable terms,
of a Con

j before the law. I insist on this: it is thus for us, most often and
for a"
„lost P ,vaiIingly, though this bond is not indissoluble for all eternity. It

is of na tural; it has a history. One can no doubt imagine dissolving the

owe o rrespOnSIbllity by relativizing, secondarizing, or deriving the effect
ois„bjectivity, consciousness, or intentionality; one can no doubt decen-

ter t he subject. as it is easily put, without putting into question the bond

between responsibility, on the one hand. and freedom of subjective con-

c iousness and purity of intentionality, on the other. This happens all the
time and is not that interesting, since nothing in the prior axiomatics is
changed: one denies the axiomatics en bloc and keeps it going as a sur-

vivor, with minor adjustments de rigueur or daily compromises lacking in
rigor. In so doing, in operating at top speed, one accounts and becomes

accountable for nothing: neither for what happens, nor for the reasons to
continue assuming responsibilities without a concept.

Conversely, would it not be more interesting, even if difficult, and per-
haps impossible, to think a responsibility—that is, a summons requiring
a response—as no longer passing, in the last instance, through an ego, the
1 think," intention, the subject, the ideal of decidabilitv? Would it not be
more "responsible' to try to think the ground, in the history of the West,
on which the juridico-egological values of responsibility were determined,
attained, imposed? There is perhaps a fund here of responsibility that is at
once "older" and—to the extent it is conceived anew, through what some
would call the crisis of responsibility in its juridico-egological form and its
ideal of decidability—is still to come, and, if you prefer, "younger." Here,
perhaps, would be a chance for the task of thinking what will have been,
up to this point, the representation of university responsibility, what it is
Porton:lit, become,aecome. in the wake of upheavals that we can no longer conceal

0i- university responsibility possible? Under what conditions? I don't know.
from ourselves, even if we still have trouble analyzing them. Is a new type

but I know that the very form of my question still constitutes a classical
precisely Kantian type: by posing my question in this way Ico nt i n .._ t

ue	 act as a guardian and trustee responsible for traditional re-
sP"sihility- Kant in effect tells us the conditions under which a rational
univetorsdi:iyv• , iiitsgeit.. 1) 1e. ral	 according to him, have been possible. Reading

,
hint

assuranLe and his necessity, much as one might admire
rd. rigor

cdifi	 d plan or structure through the breaches of an uninhabitable
Ce ,

 about which one cannot decide whether it is in ruins or simply
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never existed, having only ever been able to accommodate the discou rse of
its incompletion. This is the uncertainty with which I read Kant, b ut
will spare you further considerations of the pathos of this uncertainty, the

intermittent despair. the laborious or ironic distress, the daily contr adic
tions, the desire to challenge and militate on several fronts at once, so 3.1

to maintain and to risk, and so forth. From the depths of this uncertai nty
I still believe in the task of another discourse on university resPonsibili ty.
Not in the renewal of the contract in irs old or barely renewed form s; but
since. concerning entirely other forms. I know nothing clear, coher ent,

and decidable, nor whether such forms will ever be, or whether the uni•

versiry as such has a Future, I continue to believe in the interest of ligh t in

this domain—and of a discourse measuring up to the novelty, tomo rrow,
of this problem. This problem is a task; it remains for us given-to, to what

1 do not know, to doing or thinking, one might have once said. I say so

not just as a member of the university. It is not certain that the university

itself, from within, from its idea, is equal to this task or this debt; and this

is the problem, that of the breach in the university's system, in the inter-

nal coherence of its concept. For there may be no inside possible for the

university, and no internal coherence for its concept. And so I mention

this task both as a member of the university taking care not to deny his

membership (since the only coherent attitude, for someone refusing all

commitment on this point, would amount, in the first place, to resigning)

and as a non-academic sensitive to the very fact that, nowadays, the uni-

versity as such cannot reflect, represent itself, or change into one of its

own representations, as one of its possible objects. With a view to this

other responsibility, I will hazard a contribution that is modest, prelimi -

nary, and above all in keeping with the time at our disposal here, which

no one in decency should exceed. With this economy and these rhetorical

constraints taken into account, I set myself the following rule: to try co

translate The Conflict of the Faculties in part, and under the heading of

introductory or paradigmatic essay, so as to recognize its points of on'

translatability, by which I mean anything that no longer reaches us and re"

mains outside the usage of our era. I will try to analyze those untranslat-

able nodes; and the benefits that 1 anticipate—if not in the course of tilts

brief effort, then at least in the systematic pursuit of this kind at Na d

ing—will be an inventory not merely of what was and no longer is or

°i.

certain contradictions. laws of conflicts, or antinomies of university rcl"

son, but of what perhaps exceeds this dialectical rationality itself; and the
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, n t ran
k rability we experience will perhaps signal the university's inabil-

i tr eit i(lani itnsegi.f.Since its origin, perhaps.

in the purity of its inside, to translate and trans-

til ic its pr

Will it suffice today to speak of contradiction in the university? Is the

First inwrest of Kant's text not to recognize the conflict at the university's

very interior? Kant foresees the inevitable recurrence of this, a necessity

somehow transcendental and constitutive. He classes the different types

Ind places of contradiction, the rules of their return, the forms of their le-

galitY or illegality. For he wishes at all costs to pronounce the law. and to
discern, decide between legal and illegal conflicts that set into opposi-

'i 	 n't ios tcl ctrIle faculties of the university. Kant's principal concern is legitimate

for someone intending to make the right decisions: it is to trace the rigor-

ous limits of the system called university. No discourse would be rigorous

here if did nor begin by defining the unity of the university system, in

other words the bo rder between its inside and its outside. Kant wishes to

analyze conflicts proper to the university, those arising between the differ-

ent parts of the university's body and its power, that is, here, the faculties.
He wants to describe the process of these internal contradictions, but also
to class, to hierarchize, to arbitrate. But even before proposing a general

division of the teaching body and recognizing the nvo major classes of fac-

ulties, higher and lower, that can confront each other, Kant encounters a

prior, if not a pre-prior, difficulty, one that we today would sense even

more keenly than he. As one might expect, this difficulty derives from the

definition of a certain outside that maintains with its inside a relation of

resemblance, participation, and parasitism that can give rise to an abuse of

power, an excess that is strictly political. An exteriority, therefore, within

the resemblance. It can take three forms. Only one of these seems danger-
ous to Kant. The first is the organization of specialized academies or

scholarly societies. These "workshops" do not belong to the university;

Kant is content simply to mention them. He does not envisage any col-

laboration, any competition, any conflict between the university and these

scientific societies. And yet these do not, as do the private amateurs he
mentions in the same passage, represent a state of nature of science. These
mstitutions  which are also among the effects of reason, play an essential
1-01e in society. Today, however—and this is a first limit to the translation
or the Kantian text in our politico-episremological space—there can he

rY Serious competition and border conflicts between nom' niversity re-sea rch craters and university faculties claiming at once to be doing re-
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search and transmitting knowledge, to be producing and reprodu c in
knowledge. These problems are no longer isolated or circumscribed ,,vh g
they involve the politics of scientific research, including all socio-te chni.

cal strategies (military, medical, or other, such limits and categories los ing
all pertinence today) and all computerization at the intra- or in terstate

level, and so forth. A whole field is largely open to the analysis of this uni-

versity "outside" that Kant calls "academic." In Kant's day, this "outside

could be confined to a margin of the university. This is no longer so cm,
taro or simple. Today, in any case, the university is what has becom e its

margin. Certain departments of the university at least have been reduced

to that condition. The State no longer entrusts certain research to the uni-

versity, which cannot accept its structures or control its techno-politica l
stakes. When regions of knowledge can no longer give rise to the trai n ing

and evaluation properly belonging to a university, the whole architecton-

ics of The conflict of the Faculties finds itself threatened, and with it th e

model regulated by the happy concord between royal power and pure rea-

son. The representation of this model remains almost identical throughout

the West, but the relation to power and to the research it programs in re-

search academics and institutes differs widely between States, regimes, and

national traditions. These differences are marked in the interventions on

the part of the State and of public or private capital. They cannot fail to

reverberate in researchers' practice and style. Certain objects and types of

research elude the university. Sometimes, as in certain Eastern countries.

the university is totally confined to the pursuit of a reproducible teaching.

The State deprives it of the right to do research, which it reserves for acad-

emies where no reaching takes place. This arises most often from calcula-

tions of techno-political profitability as figured by the State, or by national

or international, State or trans-Stare capitalist powers, as one might imag-

ine happening with the storage of information and with establishing dam

banks, where the academic has to surrender any representation as a

"guardian" or "trustee" of knowledge. However, this representation once

constituted the mission of the university itself. But once the library is "

longer the ideal type of the archive, the university no longer remains the

center of knowledge and can no longer provide its subjects with a [-ere.

sentation of that center. And since the university, either for reasons m

structure or from its attachment to old representations, can no longer

open itself to certain kinds of research, participate in them, or transmi t

them, it feels threatened in certain places of its own body; threatened bY

the cicv`1opment of the sciences, or, a fortiori, by the questions of science

sc i ence; threatened by what it sees as an invasive margin. A singular
o r

' list threat. it being the constitutive faith of the university that the
eiti

idea science is at the very basis of the university. How, then, could that

idea t
hreaten the university in its technical development, when one can

110 longer separate knowledge from power, reason from performativity,

metaphysics from technical mastery? The university is a (finished) prod-

uct , I would almost call it the child of the inseparable couple metaphysics

and technics. At the least, the university furnished a space or topological

conkguration fiir such an offspring. The paradox is that at the moment
this offspring exceeds the places assigned it and the university becomes

small and old, its "idea" reigns everywhere, mare and better than ever,

Threatened , as I said a moment ago, by an invasive margin, since non-

university research societies, public, official, or otherwise, can also form

pockets within the university campus. Certain members of the university

can play a part there, irritating the insides of the teaching body like para-

sites. In tracing the system of the pure limits of the university, Kant wants

to track any possible parasiting. He wants to he able to exclude it—legit-

imately, legally. Now, the possibility of such parasiting appears wherever

there is language, which is also to say a public domain, publication, pub-

licity. To wish to control parasiting, if not to exclude it, is to misunder-

stand, at a certain point, the structure of speech acts. (If. therefore, as I

note in passing, analyses of a deconstructive type have so often had the

style of theories of "parasitism," it is because they too, directly or indi-

rectly, involve university leg i t )2

We are still on the threshold of /he conflict of the Faculties. Kant has

more trouble keeping a second category on the outside. But in naming it,

he seems very conscious this time of political stakes. It has to do with the
class of the "lettered": die Litteraten (Sutcliffe). They are not scholars in die
Proper sense (eigmtliche Gelehrte); hut, trained in the universities, they be-

came government agents, diplomatic aides, instruments of power (Instru-
"'ewe der Regierung). To a large extent, they have often forgotten what
they. are supposed to have learned. The State gives them a function and

Power to its own ends, not to the ends of science: "Not," says Kant. "for

the great good of the sciences." To these former students he gives the

name of businessmen or technicians of learning" ( Geschaftsleure oder
Werkkruatl e der Gelehrsamkeit).'lleir influence on the public is official
and l egal (imp /, ubbnem gesetzlichen Einfitrff hahen). They represent the
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State and hold formidable power. In the examples cited by Kant, it seer ns
that these businessmen of knowledge have been taught by the three fa cut_
ties called "higher" (theology, law, medicine). They are ecclesiastics, irk ag_
istrates, and doctors, who are not educated by the Faculty of Philosophy
Today, to be sure, within the class so defined of businessmen or reel- 1,1 i_
cians of knowledge, we would have to inscribe a massively larger va r iety
and number of agents—outside, on the border of, and inside universit y
places. They are all representatives of the public or private administration
of the university, all "decision-makers" in matters of budgets and the alio-.

cation and distribution of resources (bureaucrats in a ministry, "trustees,"
etc.), all administrators of publications and archivization, publishers, jour-

nalists, and so forth. Is it not, today, for reasons involving the structure of

learning, especially impossible to distinguish rigorously between scholars

and technicians of learning, just as it is to trace, between knowledge and

power, the limit within whose shelter Kant sought to preserve the univer-

sity edifice? We will return to this question. It is always, in fact, in terms

of "influence over the general public" that Kant elaborates his problem.

Businessmen of learning are formidable because they have an immediate

tie to the general public, which is composed, not of the ignorant, as the

term is often rendered in translation, but, as Kant crudely says, of "idiots"
(Idioten). But since the university is thought to lack any power of its own,

it is to the government that Kant appeals to keep this class of businessmen

in order (in Ordnung), since they can at any time usurp the right to judge,

a right belonging to the faculties. Kant asks of governmental power that it
itself create the conditions for a counterpower, that it ensure its own lim-

itation and guarantee the university, which is without power, the exercise
of its free judgment to decide on the true and the false. The government
and the forces it represents, or that represent it (civil society), should cre-

ate a law limiting their own influence and submitting all its statements of
a constative type (those claiming to tell the truth) and even of a "practi -

cal" type (insofar as they imply a free judgment) to the jurisdiction of uni-

versity competence and, finally, we will see, to that within it which is most

free and responsible in respect to the truth: the Faculty of Philosophy. The

principle of this demand may seem exorbitant or elementary—one or the

other, one as well as the other—and it already had, under Friedrich

helm, no chance of being applied, but not for reasons of empirical orga -

nization alone, which thereafter would only worsen. One would have to

imagine today a control exercised by university competence (and, in die

last insta
nce. 	 philosophical competence) over every declaration coming

wouldbeing u

the faculties, "

ect. b

.,h

by

 authority to use his or her "knowledge" publicly without

 law, to the control of the faculties, "to the censorship of

as Kant literally says. This system has the appearance and

bureaucrats, subjects representing power directly or indirectly, the

d °1, . ir ing forces of the country as well as the forces dominated insofar
o m

as they' 	 to power and participate in the political or ideological &-

No thing would escape it—not a single position adopted in a news-

pape r or book. on radio or television, in the public practice of a career, in

technical administration of knowledge, in every stage between the re-
the
search known as "basic" [fimdamentaid and its civil, police, medical, mil-

iery, etc., 'applications," in the world of students and nonuniversity ped-

agogy (elementary or high school teachers, of whom Kant, strangely, has

nothing to say in this very place), among all "decision-makers" in matters

of bureaucracy and university accounting, and so forth. In short, no one

I,Yud have 

would have the reality of a most odious tyranny if (i) the power that

judges and decides here were no defined by a respectful and responsible

service to truth, and if (a) it had not been stripped, from the beginning

and by its structure, of all executive power, all means of coercion. Its

power of decision is theoretical and discursive, and is limited to the theo-

retical part of the discursive. The university is there to tell the truth, to

judge, to criticize in the most rigorous sense of the term, namely to dis-

cern and decide between the true and the false; and if it is also entitled to

decide between the just and the unjust, the moral and the immoral, this is
so insofar as reason and freedom of judgment are implicated in it as well.

Kant, in fact, presents this requirement as the condition for struggles

against all "despotisms," beginning with the one those direct representa-

tives of the government that are the members of the higher faculties (the-

ology, law, medicine) could make reign inside the university. One could

Play endlessly at translating this matrix, this model, combining its ele-

ments into different types of modern society. One could also therefore le-
g it imately entertain the most contradictory of evaluations. Kant defines a
university that at s as much a safeguard for the most totalitarian of social
moils as a

place for the most intransigently liberal resistance to any abuse
QfPower a resistance that can he judged in turns as most rigorous or mostirn r,

)'‘vr'terli. In effect, its power is limited to a power-w-rhink-and-judge, a
er- to-say, though not necessarily  to say in public, since this would in-

volve an action, an executive power denied the university. How is the corn-
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bination of such contradictory evaluations possible for a model that i s 0
and the same? What must such a model he to lend itself to this • rieof
manner? I can only sketch our an indirect answer here to this enorrr,

question. Presuppositions in the Kantian delimitation could he glimpsed

from the start, but today they have become massively appare nt . Kant

needs, and he says so, to trace, between a responsibility concernin g truth
and a responsibility concerning action. a linear border, an indivisible and

rigorously uncrossable line. To do so he must submit language to a p anic.
ular treatment. Language is the element common to both spheres (i re_
sponsibility, and it deprives us of any rigorous distinction between the t wo
spaces that Kant would like to dissociate at all costs. It is language that

opens the passage to all parasiting and simulacra. In a certain way, Kam

speaks only of language in The Conflict of the Faculties, and it is between
two languages, that of truth and that of action, that of theoretical state.
ments and that or performatives (especially of commands)that he wish es
to trace the line of demarcation. Kant speaks only of language when h e
speaks about the "manifestation of truth," of 'influence over the people,'

of the interpretation of sacred texts in theological terms, or, conversely, in

philosophical terms, and so forth. And yet he continually erases that in

language which breaks open the limits that a criticist critique claims to as-

sign to the faculties, to the interior of the faculties, as we will see, and be-

tween the university's inside and its outside. Kant's effort—such is the
scope of the properly philosophical project and the demand for a judg-

ment capable of deciding—tends to limit the effects of confusion, simu-

lacrum, parasiting, equivocality, and undecidahility produced by lan-

guage. In this sense, this philosophical demand is best represented by an

information technology that, while appearing today to escape the control

of the university—in Kantian terms, of philosophy—is its product and us

most faithful representative. This is only apparently paradoxical, and it is
before the law of this apparent paradox that the ultimate responsibilu►
should he taken today, if it were possible. This force of parasiting inbt

its, first of all, so-called natural language. and is common to both the tin!'

versify and its outside. l'he element of publicity, the necessarily publi c

character of discourse, in particular in the form of the archive, designate

the unavoidable locus of equivocation that Kant would like to reduce,

Whence the temptation: to transform, into a reserved. intra-univeror,

and quasi-private language, the discourse, precisely, of universal value that,:

is that of philosophy. If a universal language is not to risk equivocation, '

would tiltimarely he necessary not to publish. popularize, or divulge it to

public that would necessarily corrupt it. In his response to thegeneral

31,10  of Prussia, Kant defends himself thus:

A, a teacher of the people I have, in my writings, and particularly in the book

RArion urirhin the Limits, etc., contravened none of the supreme and SOIVreign

purpOSCS known to me; in other words I have done no harm to the public re-
qf the land this is already clear from the fact that the book is not suit-

abl e for the public in any way, being. for the public, an unintelligible and

Closed hook. a mere debate between faculty scholars. of which the public takes
no „m ice; the faculties themselves. to be sure. remain. to the best of their

konwledgc and conscience, free to judge it publicly; it is only the appointed

public  teachers (in schools and from the pulpit) who are bound to any out-
come of such debates as the country's authority may sanction for public ut-

terance. (conflict 15)

It is, then, the publication of knowledge, rather than knowledge itself, that

is submitted to authority. Reducing this publication so as to save a dis-

course that is rigorous in science and in conscience, that is a rational, uni-

versal, and unequivocal discourse—this is a double hind, a postulation in

contradiction with itself. intrinsically in conflict with itself, as if, within
the Kantian text, it were already not translatable from itself into itself.

This contradictory demand was not satisfied in the time of Kant. How

could it be today, when the fields of publication, archiving, and mediati-

zation expand as strikingly as have, at the other end of the spectrum, the

overcoding and hyperformalization of languages? Where does a publica-
tion begin?

There is something still more serious and essential. l'he pure concept of

the university is constructed by Kant on the possibility and necessity of a

Purely theoretical language, inspired solely by an interest in truth, with a
structure that one today would call purely cnnstative. This ideal is no

doubt guaranteed, in the Kantian argument itself, by pure practical rea-

son. by prescriptive utterances, by the postulate of freedom on the one

and and, on the other. by virtue of a de facto political authority sup-
1""sed by right to let itself be guided by reason. Btu this in no way keeps
the performative structure from being excluded by right from the Ian -

" .1-11 agt-' whereby Kant regulates both the concept of the university and thus
e 'a( is purel y autonomous in it, namely, as we will see, the "lower" fac-
rI i-Y, the Faculty of Philosophy. I let myself be guided by this notion of
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performativity, not because it strikes me as being sufficiently clear and
elaborated, but because it signals an essential topic in the debate in whi ch
we are involved here. In speaking of performativity, I think as much of
performativity as the output of a technical system, in that place whet,
knowledge and power are no longer distinguished, as of Austin's notion eon of
a speech act not confined to staring, describing, saying that which is, but
producing or transforming, by itself, under certain conditions, th e s i tua.
Lion of which it speaks: the founding, for example, of a graduate scho ol
not today, where we can observe it, but a century ago, in a very deter-
mined context. Interesting and interested debates that are developi ng
more and more around an interpretation of the performative power of
language seem linked, in at least a subterranean way, to urgent politico-
institutional stakes. These debates are developing equally in departments
of literature, linguistics, and philosophy; and in themselves, in the form of
their interpretative statements, they are neither simply theoretico-const a .
rive nor simply performative. This is so because the performative does not
exist: there are various performatives, and there are antagonistic or para-
sitical attempts to interpret the performative power of language, to police
it and use it, to invest it performatively. And a philosophy and a politics—
not only a general politics but a politics of teaching and of knowledge, a
political concept of the university community—are involved there every
time, whether or not one is conscious of this. A very symptomatic form
today of a political implication that has, however, been at work, from time
immemorial, in every university gesture and utterance. I am speaking not
just of those for which we have to take politico-administrative responsi-
bility: requests for funding and their allocation, the organization of teach-
ing and research, the granting of degrees, and especially, the enormous
mass of evaluations, implicit or declared, that we engage in, each bearing
its own axiomatics and political effects (the dream, here, of a formidable
study, not only sociological, of the archive of these evaluations, including,

for example, the publication of every dossier, jury report, and letter of rec .

ommendation, and the spectrum analysis, dia- and synchronic, 
of all

codes in conflict there, intersecting, contradicting, and overdetermini ng

one another in the cunning and mobile strategy of interests great and
small). No, I am not thinking only about this, but more precisely bat;
the concept of the scientific community and the university that ought
be legible in every sentence of a course or seminar, in every act of writing'

reading, or interpretation. For example—hut one could vary examples I

—the interpretation of a theorem, poem, philosopheme, or the-

„loge"'
6nitelY is ()il l y produced by simultaneously proposing an institutional

mow t: j e ither lw consolidating an existing one that enables the interpreta-
•

rion. or •
by constituting a new one in accordance with this interpretation.
or clandestine, this proposal calls for the politics ofa community

of interpreterserr.preters gathered around this text, and at the same time ofa global

ocietY, a civil society with or without a State, a veritable regime enabling

the inscription of that community. I will go further: every text, every ele-

ment ofa corpus reproduces or bcqueathes, in a prescriptive or normative

je , one or several injunctions: come together according to this or thatnt
rule, this or that scenography, this or that topography of minds and bod-

ies, form this or that type of institution so as to read me and write about

me, organize this or that type of exchange and hierarchy to interpret me,

evaluate me, preserve me, translate me, inherit from me, make me live on

(iiberleben or lb rtleben, in the sense that Benjamin gives these words in
"Die Aufgabe des Oberserzers" (The Task of the Translator] ). Or inversely:
if you interpret me (in the sense of deciphering or of performative trans-
formation), you will have to assume one or another institutional form.
But it holds for every text that such an injunction gives rise to undecid-
ability and the double hind, both opens and closes, that is, upon an
overdetermination that cannot be mastered. This is the law of the text in
general—which is not confined to what one calls written works in li-
braries or computer programs—a law that I cannot demonstrate here but
must presuppose. Consequently, the interpreter is never subjected pas-
sively to this injunction, and his own performance will in its turn con-
struct one or several models of community. And sometimes different ones
for the same interpreter—from one moment to the next, from one text to
the next, from one situation or strategic evaluation to the next. These are
his responsibilities. It is hard to speak generally on the subject of what
they are taken for, or before whom. They always involve the content and
form of a new contract. When, for. example, I - read a given sentence in a
given context in a seminar (a reply by Socrates, a fragment from Capital

Finnegans Wake, a paragraph from The Conflict of the Faculties), I am

ture 
fu lfilling a prior contract: I can also write and prepare for the signa- of a

th 	-Lew contract with the institution, between the institution and
ti:_u,t3prilrlelnant forces of society. And this operation, as with any negotia-
th _n ( contractual,

rn	
that is, continually transforming an old contract), is

`nllent for every imaginable ruse and strategic ploy. I ' do not know if
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there exists today a pure concept of the university responsibili ty ti

would I know, in any case, how to express, in this place and withi n orthe
limits of this lecture, all the doubts I harbor on this subject. I do n ot Ito

if an ethico-political code bequeathed by one or more tradition s is v ia ble
for such a definition. But today the minimal responsibility and in any case
the most interesting one. the most novel and strongest responsibilit y, for
someone belonging to a research or teaching institution, is perhaps to
make such a political implication, its system and its aporias, as clear and
thematic as possible. In speaking of clarity and thematization, alth ough
these thematizations can take the most unexpected and convoluted path_
ways, 1 still appeal to the most classical of norms; but I doubt that anyone
could renounce doing so without, yet again, putting into question even•
thought of responsibility, as one may naturally always wish to do. By 6',
clearest possible rhematizarion I mean the following: that with students
and the research community, in every operation we pursue together ( a

reading, an interpretation, the construction of a theoretical model, th e

rhetoric of an argumentation. the treatment of historical material, and

even a mathematical formalization), we posit or acknowledge that an in-

stitutional concept is at play, a type of contract signed, an image of the

ideal seminar constructed, a socius implied, repeated, or displaced, in-

vented, transformed, threatened, or destroyed. An institution is not

merely a few walls or some outer structures surrounding, protecting, guar-

anteeing, or restricting the freedom of our work; it is also and already the

structure of our interpretation. If, then, it lays claim to any consequence•
what is hastily called Deconstruction' is never a technical set of discursive

procedures, still less a new hermeneutic method working on archives or

utterances in the shelter of a given and stable institution; it is also. and am

the least, the taking of a position. in the work itself, toward the politica'

institutional structures that constitute and regulate our practice, our cm'

petences, and our performances. Precisely because deconstruction has
never been concerned with the contents alone of meaning, it must note

separable from this politico-institutional problematic, and has to requ'r c

a new questioning about responsibility, a questioning that no longer nd

essarily relies on codes inherited from politics or ethics. Which is . .
though too political in the eyes of some, deconstruction can seem demr

bilizing in the eyes of those who recognize the political only with the IA'

of prewar road signs. Deconstruction is limited neither to a method°14 '

ical reform that would reassure the given organization nor, inversely, t°)

p o de id he too

f irrespnsible or irrespons

as

ibilizing destruction, whose surest el-
r	 leave everything is, consolidating the most immobilefect

forces 
ofthe university. It is from these premises that I interpret The Con-

C the Faculties. I return to it now, though in truth 1 do not believe I

evet left it.
Kant, then , wanted to draw a line between scholars in the university

and businessmen of learning or instruments of government power, be-

tween the inside and the outside closest to the university enclosure. Rut

this line, Kant certainly has to recognize, does not only pass along the bor-

der and around the institution. It traverses the faculties, and this is the

place conflict, of an unavoidable conflict. This border is a front. In ef-

ife sbr conditions of pure juridical possibility, Kant distinguishes betweenvon

referring himself to a de facto organization that he seeks, in keep-

ng -lair his usual line of argument, not to transform but rather to analyze

in its 
nvo classes of faculty: three higher faculties and a lower faculty. And with-

out treating this enormous problem, Kant hastens to specify that this di-

vision and its designations (three higher faculties, one lower faculty) are

the work of the government and not of the scientific corporation.

Nonetheless he accepts it; he seeks to justify it in his own philosophy and

to endow this factum with juridical guarantees and rational ideals. The

Faculties of Theology, Law, and Medicine are called "higher" because they

are closer to government power; and a traditional hierarchy holds that

power should be higher than non-power. It is true that later on Kant does
hn ioetrahricdheythat his own political ideal tends toward a certain reversal of this

Thus 	 may indeed one day see the last becoming first (the lower faculty be-
coming the higher faculty), riot iu the exercise of power (my emphasis, and

Kant, even with this reversal, remains true to the absolute distinction between

i(

powe r] to the authority (the government) holding it, which would thereby
find, in the freedom of the Faculty of Philosophy and the insight it yields, a
better W

-

y. 
c

ay.0tnollawc th5i 9ev)

Kant's

e its ends than the mere exercise of its own absolute au -

thont

t.knowledge and power] hut in giving counsel land counsel, as he sees it, is not

model here is less Plato's philosopher-king than a certain practical
dwrnisidjsoirringoliFliunt)he oBt reittio theBritish

"General

parliamentary monarchy he mentions in a lengthy.

Division of the Faculties" (Conflict 27).
As long as this ideal reversal has not occurred, that is, in the current

it
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state of things, the higher faculties are those that train the instrument s of
the government and anyone else with whose help the government 6 •ri ngs
off its "strongest and most lasting influence" over the general publi c, And
so the government controls and oversees those higher faculties th at r

ePre,
sent it directly, even if it does not itself teach. It sanctions doctrin es and
can require that some of them be advanced and others withdrawn, What_
ever their truth may he. This makes up a part of the signed contr act bc_

tween the higher faculties and the government. If, he it said in passi ng,
this sole Kantian criterion were kept (representing the interests of St arr
power and of the forces sustaining it), would one he assured today by a
boundary between the higher Faculties and the others? And could one

limit the higher faculties, as before, to theology, law, and medicine?
Would one not find some trace of that interest and that representatio n of
power within the lower faculty, of which Kant says that it must be ab-

solutely independent of governmental commands? The lower (or phil o_

sophical) faculty must be able, according to Kant, to teach freely whatev er
it wishes without conferring with anyone, letting itself be guided by its

sole interest in the truth. And the government must arrest its own power,

as Montesquieu would say, in the face of this freedom, must even guaran-

tee it. And it should have an interest in doing so, since, says Kant with the

fundamental optimism characterizing this discourse, without freedom

truth cannot he manifested, and every government should take an inter-

est in the truth manifesting itself. The freedom of the lower Faculty is ab-

solute, but it is a freedom of judgment and intra-university speech. the

freedom ro speak out on that which is, through essentially theoretical

judgments. Only intra-university speech (theoretical, judicative, predica:

rive, constative) is granted this absolute freedom. Members of the "lower

faculty, as such, cannot and should not give orders (Befthle geben). In the

final analysis, the government keeps by contract the right to control and

censure anything that would not, in its statements, be constative, and in a

certain sense of this word, representational. Think of the subtleties in our

current interpretations of nonconstative utterances, of the effects these

would have on such a concept of the university and its relations to civil se"-

ciety and State power! Imagine the training that would have to he under'
taken by censors and government experts charged with verifying the

purely consrative structure of university discourses. Where would those

experts be trained? By what faculty? By the higher or the lower? And wil e

would decide? In any case, and for essential reasons, we do not have at of

disposal today a truth about performative language, or any legitimate and

toe
[table doctrine on the subject. What follows from this? Every discus-

sion " 
the subject of speech acts (relations between speech acts and truth,

speerh acts and intention, "serious" and "nonserious," "fictive" and "non-

fictive.'" "normal" and "parasitic" language, philosophy and literature, lin-

guistics and psychoanalysis, etc.) has politico-institutional stakes that we

should no longer hide from ourselves. These concern the power or non-

power o f academic discourse, or of the discourse of research in general.

The division between the two classes of faculties must he pure, princip-

iai, and rigorous. Instituted by the government, it must nonetheless pro-

ceed from pure reason. It does not permit, in principle, any confusion of

boundary, any parasitism. Whence the untiring, desperate, not to say

"heroic" effort by Kant to mark off the juridical borders: not only between

the respective responsibilities of the two classes of faculties, but even be-

tween the types of conflict that cannot fail to arise between them in a kind

of antinomy of university reason. Faculty class struggle will he inevitable,

but juridicism will proceed to judge, discern, and evaluate, in a decisive,

decidable, and critical manner, between legal and illegal conflicts.

A first border between the classes of faculties reproduces the limit be-

tween action and truth (a statement or proposition with truth value). The

lower Faculty is totally free where questions of truth are concerned. No

power should limit its freedom of judgment in this respect. It can no

doubt conform to practical doctrines as ordained by the government, but

should never hold them as true because they were dictated by power. This

freedom of judgment Kant takes to he the unconditioned condition of
universit y autonomy, and this unconditioned condition is nothing other

than philosophy. Autonomy is philosophical reason insofar as it grants it-

selfirsown law, namely the truth. Which is why the lower faculty is called
the Faculty of Philosophy; and without a philosophy department in a uni-
versit y-r, there is no university. The concept of universitas is more than the

Philosophical concept of a research and reaching institution; it is the con-

Cept of philosophy itself. and is Reason, or rather the principle of reason
.v,v4trhiichinstitution. Kant speaks here not just of a faculty but of a "department":

if there is to he a university, "some such department" of philosophy has to
'founded" (gestrfi et). Though inferior in power, philosophy ought "to

Control" (controlliren) all other faculties in matters arising from truth,

is of "the first order," while utility in the service of government is of
the second order."' That the essence of the university, namely philosophy,
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should at the same time occupy a particular place and he one facul ty
among others within the university topology, that philosophy should rep_
resent a special competence in the university—this poses a serious p rob.
lem. This problem did not escape Schelling. for example, who objected to
Kant about it in one of his Vorlesungen fiber die Methode des akademisr mn
Studiurns (Lectures on the Method of University Studies; 1802). Acco rd_
ing to him, there cannot he a particular faculty (or. therefore, power,
Mach° for philosophy: "Something which is everything cannot, for th at
very reason, he anything in particular."'

The paradox of this university topology is that the faculty bearin g
within itself the theoretical concept of the totality of the university space
should he assigned to a particular residence and should be subject, in the
same space, to the political authority of other faculties and of the govern-
ment they represent. By rights, this is conceivable and rational only to the
degree that the government should he inspired by reason. And in this ideal
case, there should be no conflicts. But there are, and not just contingent
or factual oppositions. There are inevitable conflicts and even conflicts
that Kant calls "legal." How can this he?

This stems, 1 believe, from the paradoxical structure of those limits.
Though destined to separate power from knowledge and action from
truth, they distinguish sets that are each time somehow in excess of them-
selves, covering each time the whole of which they should figure only as a
part or a subset. And so the whole forms an invaginated pocket inside every
part or subset. We recognized the difficulty of distinguishing the inside
From the outside of the university, and then, on the inside, of distinguish-
ing between the two classes of faculties. We arc not done, however, with
this intestine division and its folding partition inside each space. The Fac-
ulty of Philosophy is further divided into two "departments": the histort-
ea/sciences (history, geography, linguistics. humanities, etc.) and the purr
rational sciences (pure mathematics, pure philosophy, the metaphysics of
nature and of morals); within the so-called Faculty of Philosophy, Pure
philosophy is therefore still just a part of the whole whose idea it nonethe-

less safeguards. And as historical, it also covers the domain of the higher
faculties. "The Faculty of Philosophy," writes Kant, "can therefore requite
all disciplines to submit their truth to an examination" Woriflicr 45)• Be"
cause of this double overflowing, conflicts are inevitable. And they rou st

also reappear inside each faculty, since the Faculty of Philosophy is its elf,
divisible. But Kant also wishes to draw a limit between legal and illega l

illegal conflict merely sets into opposition, publicly, variousaicts. A 1

t7Fifti{) ns feelings, and particular inclinations. Though always involving
over the public, such a conflict cannot give rise to juridical and

gon ..,I arbitration. It primarily concerns a demand from the public,r1.. .h i ch, considering philosophy to he nonsense, prefers to approach the

/k iwi- faculties or businessmen of learning to ask them for pleasures,

,horcurs, or answers in the form of fortune-telling, magic, or that.--
'rwiturgy. The people seek artful leaders (kunstreiche Ffibrer), "dcma-

Arid members of the higher faculties, such as theologians, can,ogucc:
 as well as the businessmen educated by those faculties, answer that de-

mand. In the case of these illegal conflicts, the Faculty of Philosophy as

such is, according to Kant, absolutely impotent and without recourse. The

so l u tion can only come from beyond—once again, From the government.
And if the government does not intervene, in other words, if it takes the

side of particular interests, then it condemns the Faculty' of Philosophy,
that is, the very soul of the university, to death. This is what Kant calls the
"heroic" way—in the ironic sense of heroic medicine—that ends a crisis
by means of death. Some might be tempted into a headlong recognition
of the death of philosophy that others among us oppose in several West-
ern countries, notably in France.' But things do not let themselves he
taken so simply in this Kantian schema. The "illegal" conflict is only of
secondary to Kant: putting individual inclinations and particular
interests into play, it is prerational, quasi-natural, and extra-institutional.
It is not properly speaking a university conflict, whatever its gravity may

w

be. Kant devotes longer analyses to the legal conflicts that properly speak-

c:ith
in, putting rights and duties into play. The first examples that Kant

rgaitnise from university reason. These conflicts surge inevitably from

g ives— the ones that obviously preoccupy him the most—pertain to the
sacred, faith, and revelation: it is the duty of the Faculty of Philosophy "to
examine and judge publicly, with cool reason, the origin and content of a

. ,supposed basis of the doctrine, unintimidated by the sanctity of

`ided (entschlossen) to relate this supposed feeling to a concept" (Conflict

) lb.ch) eie ft, ch:je r which one presumably feels something, having clearly de-n

trod s conflict (with. for example, the higher Faculty , of Theology) rein-
g or history where reason alone should be; it still harborswithi •	 -

. n Itself something natural, since it opposes reason to its outside. It isstill
Parasiting of the legal by the illegal. But Kant does not wish to rec-

Qgnize this, or in any case to declare it. He imagines instances of interior
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arbitration, with sentence and judgment pronounced by a judge of reaso n
in view of a "public presentation of the truth" (affentliche Darstellu ltg der

Wahrheit). This trial and this arbitration should remain interior to the
university and should never be brought before an incompetent public th at
would change it back into an illegal conflict and feed it to factions, to
popular tribunes, in particular to those Kant calls "neologists" (Neo/orn)
"whose name, rightly detested, is nonetheless ill understood, when applied

indiscriminately to all who propose innovations for doctrines and formu-

lae (for why should the old ways always be taken as better?)" (conflict 57)

It is because they should by right remain interior that these conflicts

should never disturb the government, and they have to remain internal for

that reason: never to disturb the government.

And yet Kant is obliged to recognize that this conflict is interminabl e
and therefore insoluble. It is a struggle that eventually destabilizes depart-
mental regimes, constantly putting into question the borders within

which Kant would constantly contain antagonism. Kant further specifies

this antagonism of the conflict of the faculties "is not a war" (kein Krieg),
proposing for it a solution that is properly parliamentary: the higher fac-

ulties would occupy, he says, the right bench of the parliament of learning

and would defend the statutes of the government. "But in as free a system

of government as must exist where truth is at issue, there must also bean

opposition party (the left side), and that bench belongs to the Faculty of

Philosophy, for without its rigorous examinations and objections, the gov-

ernment would not be adequately informed about things that might be to

its own advantage or detriment." Thus, in conflicts concerning pure prac-

tical reason, the report and the formal investigation of the trial would be

entrusted to the Faculty of Philosophy. But in matters of content, which

touch on the most important questions for mankind, the preliminary

hearing falls to the higher faculty, and particularly to the Faculty of The'

ology (see "The Conclusion of Peace and Resolution of the Conflict Of

the Faculties") (Conflict 57-58; on matters of content, see p. It). And yet.

despite this parliamentary juridicism, Kant has to admit that the conflict

"can never end," and that the "Faculty of Philosophy is the one whic h

ought to be permanently armed for this purpose." The truth under

protection will always be threatened because "the higher faculties wit!

never renounce the desire to govern" or dominate (Begierde zu herrschil"

(Conflict 55).
I break off brusquely. The university is about to close. It is very late-- 4

! arc for this Kantian discourse is perhaps what I meant to say. But know

t h which I have not discussed, is most interesting and least for-
mostor 	veryst informal. It deals with the ve content of conflicts amongtii:e'::1 the

)1 the rest,

 

re
ans, jurists, doctors , and the technicians or businessmen they train.

you have wondered all along, I am sure, where, as we say nowadays, 1
wa , com ing from, which side I was on in all these conflicts, (t) to the right

of the boundary or (2) to its left, or (3) more probably, as some might
(r igh t l y or wrongly) suppose, a tireless parasite moving in random agita-

tion, passing over the boundary and back again, either seeking (no one

would know for sure) to play the mediator in view of a treaty of perpetual

peace, or seeking to reignite the conflicts and wars in a university that
from its birth has been wanting [en mal de] apocalypse and eschatology.'
These three hypotheses, whose responsibility I leave in your hands, all ap-
peal to the system of limits proposed by The Conflict of the Faculties and
again let themselves be constrained by it.

Here it will have been my responsibility, whatever the consequences, to
pose the question of the law of law [droit du droid : 8 what is the legitimacy
of this juridico-rational and politico-juridical system of the university, and

so forth? The question of the law of law, of the founding or foundation of

law, is not a juridical question. And the response cannot be either simply

legal or simply illegal, simply theoretical or constative, simply practical or

performative. It cannot take place either inside or outside the university

bequeathed us by the tradition. This response and responsibility in regard
to such a founding can only take place in terms of foundation. Now the
foundation of a law [droll.] is no more juridical or legitimate than is the
foundation ofa university is a university or intra-university event. If there
can he no pure concept of the university, if, within the university, there
ccaatnedbeinnth,op.pure and purely rational concept of the university, this—to
speak somewhat elliptically, given the hour, and before the doors are shut

or the meeting dismissed—is very simply because the university is

:Id: An event of foundation can never he comprehended merely
withi n the logic that it founds. The foundation ofa law [droit] is not a ju-
ridical event. The origin of the principle of reason, which is also impli-

origin of the university, is not rational. The foundation of a

university institution is not a university event. The anniversary of a foun-

may be, but not the foundation itself. Though such a foundation
is not merely illegal, it also does nor arise from the internal legality it in-

stitutes• And while nothing seems more philosophical than the founda-
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lion of a philosophical institution, whether a university, a school , or a de_
partment of philosophy, the foundation of the philosophical institution as
such cannot be already strictly philosophical. We are here in that place
where the founding responsibility occurs by means of acts or p e fr or.
mances—which arc not just speech acts in the strict or narrow sense , and
which, though obviously no longer constative utterances regulated by a
certain determination of the truth, are also perhaps no longer simply lin-
guistic performatives; this last opposition (constative /performative) st ill
remains too closely programmed by the very philosophico-unive rs i ty
law—in other words by reason—that is being interrogated here. Such an
interrogation would no longer simply belong to a philosophical setting,
and would no longer he a theoretical question in the style of Socrate s ,
Kant, Husserl, or others. It would be inseparable from novel acts of fou n_
dation. We live in a world where the foundation of a new law [droid—in
particular a new university law—is necessary. To call it necessary, is to say
in this case at one and the same time that one has to take responsibility for
it, a new kind of responsibility, and that this foundation is already well on
the way, and irresistibly so, beyond any representation, any consciousness,
any acts of individual subjects or corporate bodies, beyond any interfac-
ulty or interdepartmental limits, beyond the limits between the institu-
tion and the political places of its inscription. Such a foundation cannot
simply break with the tradition of inherited law [droll]. or submit to the

legality that it authorizes, including those conflicts and forms of violence
that always prepare for the establishing of a new law [lol. ], or a new epoch

of the law [droid. Only within an epoch of the law is it possible to distin-

guish legal from illegal conflicts, and above all, as Kant would wish, con-
flicts from war.

How do we orient ourselves toward the foundation ofa new law? This
new foundation will negotiate a compromise with traditional law. Tradi-
tional law should therefore provide, on its own foundational soil, a sup-
port for a leap toward another foundational place, or, if you prefer another
metaphor to that of the jumper planting a foot before leaping—of El'

ing the call on one foot" [prenant appel sur un pied], as we say i n French--

then we might say that the difficulty will consist, as always, in determin -

ing the best lever, what the Greeks would call the best mochlos. The.

mochlos could be a wooden beam, a lever for displacing a boat, a sort of

wedge for opening or closing a door, something, in short, to lean an f°. r
forcing and displacing. Now, when one asks how to orient oneself in hl

ry morality. or politics, the most serious discords and decisions have to
`ü •p with ends, it seems to me, than with levers. For example, theJo less IL

oPP •
oc i t ion of right and left, in this originally parliamentary sense, is per-

1)415
largely if not entirely, a conflict between several strategies of politi-

ca l MOCNOS. Kant serenely explains to us that, in a university as in parlia-

ment , there must he a left (the Faculty of Philosophy, or the lower faculty:
the left is below for the moment) and a right (the class of higher faculties

the government). When 1 asked a moment ago how we

srbcP„r,ei lsielrepresenting  ourselves toward the foundation ofa new law, I was citing,

as you no doubt recognized, the title of another short work by Kant (How

to Be Oriented in Thinking?: Was heisst: Sich im Denken Orientieren?

117861). This essay speaks, among other things, of the paradox of sym-
metrical objects as presented in yet another essay of 1768, Von dem ersten
Grande des Unterschiedes der Gegenden im Raume (Foundation for the Dis-
tinction of Positions in Space), namely, that the opposition of right and
left does not arise from a conceptual or logical determination, but only
from a sensory topology that can only be referred to the subjective posi-
tion of the human body This was obviously related to the definition and
perception, perhaps specular, of the left and right sides. But if I quickly
displace myself at this point from speculation to walking, well, as Kant
will have told us, the university will have to walk on two feet, left and
right, each foot having to support the other as it rises and with each step
makes the leap. It is a question of walking on two feet, two feet with shoes,
since the institution is at issue, a society and a culture, not just nature.
This was already clear in what I recalled about the faculty parliament. But
I find its confirmation in an entirely different context, and I ask you to
forgive me this rather rapid and brutal leap; I allow myself to take it by
the memory of a discussion I had in this very place more than two years
ago with our eminent colleague, Professor Meyer Schapiro, on the subject
of certain shoes by Van Gogh. It was a matter, in the first place, of the
Heideggerian interpretation of that 1935 painting, and of knowing
whether those two shoes made a pair, or two left shoes, or two right shoes,
the elaboration of this question having always seemed to me of greatest

qut nee. -Treating the conflict between the Faculty of Philosophy and
the Faculty of Medicine, after speaking about the power of the h uman
'411 to master its morbid feelings, after involving us in dietetics, his
hYPochondria, sleep. and insomnia, Kant proceeds to offer the following
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confidence, to which l shall add, out of respect for your own sleep, not
one word. I will only emphasize the moeblos or hypornorNium:

Since insomnia is a failing of weak old age, and since the left side is gen„aity
weaker than the right, I Felt, perhaps a year ago, one of those cramp-like
seizures and some very sensitive stimuli.... I had to „ . consult a doctor....
I soon had recourse to my Stoic remedy of fixing my thought forcibly on spine
neutral object.... (For example, the name of Cicero, which contains m any u _
sociated ideas ... ). (Conflict 193-94)

And the allusion to a weakness of the left side called for the following
note:

It is sometimes said that exercise and early training are the only factors th at
determine which side of a man's body will he stronger or weaker, where the
use of his external members is concerned—whether in combat he will handl e
the sabre with his right arm or with his left, whether the rider standing i n his
stirrup will vault onto his horse from right to left or vice-versa, and so Firth.
But this assertion is quire incorrect. Experience teaches that if we have our
shoe measurements taken From our left foot, and if the left shoe fits perfectly,
then the right one will be too right; and we can hardly lay the blame for this
on our parents, for not having taught us better when we were children. The
advantage of the right foot over the left can also be seen from the Fact that, if
we want to cross a deep ditch, we put our weight on the left foot and step over
with the right: otherwise we run the risk of failing into the ditch. The fact that
Prussian infantrymen are trained to start out with the left Foot confirms, rather
rhan refutes, this assertion; for they put this foot in Front, as on a hypo-
wochtium, in order to use the right side for the impetus of the attack, which
they execute with the right foot against the left.`'

—Translated by Richard Rand and Amy wygans

Punctuations: The Time of a Thesis

Should one speak of an epoch of the thesis? Of a thesis that would re-

quire rime, a great deal of time? Or of a thesis whose time would belong

to the past? In short, is there a time of the thesis? And even, should one
speak of an age of the thesis, of an age for the thesis?

Allow me to begin by whispering a confidence that I will not abuse:
never have I felt so young and at the same time so old. At the same time,
in the same instant, and it is one and the same feeling, as if two stories and
two times, two rhythms were engaged in a sort of altercation in one and
the same feeling of oneself, in a sort of anachrony of oneself, anachrony in
oneself: It is in this way that I can, to an extent, make sense to myself of a
certain confusion of identity. This confusion is, certainly, not completely
foreign to me and I do not always complain about it; but just now it has
suddenly got much worse and this bout is not far from leaving me speech-
less,

Between youth and old age, one and the other, neither one nor the
Other, an indecisiveness of age. It is like a discomfiture at the moment of
installation, an instability, I will not go so far as to say a disturbance of sta-
blitY, of posture, of station, of the thesis or of the pose, but rather of a
Pause

again no doubt a

In the more or less well-regulated life of a university teacher, an end
did afahmegiiiitamr ifielei, igthat do not coincide and in which there is involved once
cure and fecund:ye:tam gap of an alternative between the delight of plea-

This anachrony (I am, obviously, speaking of my own) has For me a
as if a rendezvous had forever been set for me with what

"3
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should above all and with the utmost punctuality never come at its ag
pointed hour, but always, rather, too early or too late.

As to this stage on which I here appear For the defense of a thesis, h avc
been preparing myself for it for too long. I have no doubt premeditated it

then adjourned ir, and finally excluded it, excluded it for too long so th at
when, thanks to you, it is finally taking place, it is impossible for it not

have for me a slight character of phantasy or irrealiry, an air of improb,

biliry, of unpredictability, even an air of improvisation.

It was almost twenty-five years ago now that I committed mys elf to
working on a thesis. Oh, it was scarcely a decision; I was at that time sin1.
ply following the course that was taken to he more or less natural and that
was at the very least classical, classifiable, typical of those who found
themselves in a certain hi ghly determined social situation upon leaving
the Ecole Normale and after the agr6gation.E

But these twenty-five years have been fairly peculiar. Here I am not re-

ferring to my modest personal history or to all those routes that, after
starring by leading me away From this initial decision, then brought me

deliberately to question it. deliberately and, I honestly thought, defini-

tively. only to end up, just a very short while ago, by deciding in a context

that, rightly or wrongly, I believed to be quite new to take the risk of an-
other evaluation, of another analysis.

By saving that these twenty-five years have been peculiar, I am not first

thinking, then, of this personal history or even of the paths my own work

has taken, even supposing that it could, improbably, be isolated from the

environment in which it has moved through a play of exchanges, cite-

semblances, of affinities, of influences, as the saying goes, but also and es-

pecially, more and more indeed, through a play of divergences and of mar-

ginalization, in an increasing and at times abrupt isolation, whether as
regards contents, positions, let us just say "theses," or whether more espe-

cially as regards ways of proceeding, socio-institutional practices, a certain

style of writing as well as—regardless of the cost, and today this amounts

to a great deal—of relations with the university milieu. with cultural, po-

litical, editorial, journalistic representations, there where, today, it seem s
to me, are located song of the most serious, the most pressing, and the

most obscure responsibilities facing an intellectual.

No, it is not of myself that I am thinking when I allude to the trajectory

of these twenty-five years. Inn rather of a most remarkable sequence i n the

history of philosophy and of French philosophical institutions. I NYOu ki

Clot have the means here and now, and in any case, this is not the place, to

riahle rhis sequence. But as, For reasons that are due not only to the lim-

ir,,datuount of rime available to me, there can equally he no question of

rort m• g together the works that have been submitted to you in something

like a presentation in the form of conclusions or of theses; and as, on the

other hand, I do not want to limit the discussion that is to follow by mak-

ing an overly long introduction, I thought that 1 might perhaps hazard a

few fragmentary and preliminary propositions, indicating a few among the

most obvious points concerning the intersections between this historical

sequence and some of the movements or themes that have attracted me,

that or displaced my attention within the limits of my work.

Around
 have 
rotii'ld [957, then, I had registered, as the saying goes, my first thesis

topic. I had entitled it The Ideality of the Literary Object. Today this title
seems strange. To a lesser degree it seemed so even then, and 1 will discuss

this in a moment. It received the approval of Jean Hyppolite, who was to

direct this thesis, which he did, which he did without doing so, that is, as

he knew how to do, as in my opinion he was one of the very few to know
how to do, in a free and liberal spirit, always open, always attentive to
what was not, or not yet, intelligible, always careful to exert no pressure,

if not no influence, by generously letting me go wherever my path led rne.

I want to pay tribute to his memory here and to recall all that I owe to the

trust and encouragement he gave me, even when, as he one day told me,
he did not see at all where I was going. That was in 1966 during a collo-

quium in the United States in which we were both raking part. After a Few

Friendly remarks on the paper I had just given, Jean Hyppolite added,

"Thar said, l really do not see where you are going." I think I replied to

him more or less as follows: "IFI clearly saw ahead of time where I was go-

ing, I really don't believe that I would take another step to get there." Per-
hap s I then thought that knowing where one is going may no doubt help
in orienting one's thinking, but that it has never made anyone rake a sin-

gle step, quite the opposite in fact. What is the good of going where one

knows oneself to he going and where one knows that one is destined w ar-
rive? Recalling this reply today, 1 am nor sure that I really understand it
rel.,' well, hut it surely did not mean that I never see or never know where
I am going and that to this extent, to the extent that I do know, it is not
certain that I have ever taken any step or said anything at all. This also
means, r)cr l .Lips, that, concerning this place where I am going, l in Fact
know enough about it no think, with a certain terror, that things there are
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nor going very well and that, all things considered, it would be better not
to go there at all. But there's always Necessity, the fi gure I recently wanted
to call Necessity with the initial capital of a proper noun, and Necessit y
says that one must always yield, always go [se rendre] where it calls. Even
if it means never arriving. Even if it means, it says, to never arrive. Even so
that you don't arrive. [Quitte a ne pas arrive): Quitte,	 ne pas
river. Quitte pour ce que ter narrives pas.]

The ideality of the literary object: this title was somewhat more com-
prehensible in 1957 in a context that was more marked by the thought of
Husserl than is the case today. It was then for me a matter of bending,
more or less violently, the techniques of transcendental phenomenology
to the needs of elaborating a new theory of literature, of that very peculiar
type of ideal object that is the literary object, a "bound" ideality Husserl
would have said, hound in so-called natural language, a nonmathematical
or nonmathematizable object, and yet one that differs from objects of
plastic or musical art, that is to say, from all of the examples privileged by
Husserl in his analyses of ideal objectivity. For I have to remind you,
somewhat bluntly and simply, that my most constant interest, coming
even before my philosophical interest, I would say, if this is possible, was
directed toward literature, toward that writing that is called literary.

What is literature? And first of all, what is it to write? How is it that
writing can disturb the very question "what is?" and even "what does it
mean?"? To say this in other words—and here is the saying otherwise that

was of importance to me—when and how does an inscription become
literature and what takes place when it does? To what and to whom is
this due? What takes place between philosophy and literature, science
and literature, politics and literature, theology and literature, psycho-
analysis and literature? It was here, in all the abstractness of its title, that
lay the most pressing question. This question was no doubt inspired in
me by a desire that was related also to a certain uneasiness: why finally
does the inscription so fascinate me, preoccupy me, precede me? Why

am I so fascinated by the literary ruse of inscription and the whole un-
graspable paradox of a trace that manages only to carry itself away, to
erase itself in re-marking itself, itself and its own idiom, which in order
to take actual form [arriver a son evenement] must erase itself and produce

itself at the price of this self-erasure.
Curious as it may seem, transcendental phenomenology helped me , in

the first stages of my work, sharpen some of these questions, which at the

were not as well marked out as they seem to be today. In the 1950s.i

derun

(o

iTi e

when it was still not well received, was little known or too indirectly un-

) -derstoodin French universities, Husserlian phenomenology seemed in-
escapable to some young philosophers. I still see it today, in a different

vav, as a discipline of incomparable rigor. Not—especially not—in the
vers ions proposed by Sartre or Merleau-Ponty, which were then domi-
nant , b u t rather in opposition to them, or without them, in particular in

those areas that a certain type of French phenomenology appeared at

l imes to avoid, whether in history, in science, in the historicity of science,

t he history of ideal objects and of truth, and hence in politics as well, and

even in ethics. I would like to recall here, as one indication among others,

a book that is no longer discussed today, a book whose merits can be very
diversely evaluated, but which for a certain number of us pointed to a

task, a difficulty, and an impasse as well no doubt. This is Tran Due Tao's
Phernomenologie et materialisme dialectique. After a commentary that re-
traced the movement of transcendental phenomenology and in particular
the transition from static constitution to genetic constitution, this book
attempted, with less obvious success, to open the way for a dialectical ma-
terialism that would admit some of the rigorous demands of transcenden-
tal phenomenology. One can imagine what the stakes of such an attempt
might have been, and its success was of less importance than the stakes in-
volved. Moreover, some of Cavaillês's dialectical, dialecticist conclusions
proved of interest to us for the same reasons. It was in an area marked out
and magnetized by these stakes, at once philosophical and political, that I
had first begun to read Husserl, starting with a memoir( [master's thesis]
on the problem of genesis in Husserl's phenomenology! At this early date
Maurice de Gandillac was kind enough to watch over this work; twenty-
six years ago he alone served as my entire examination committee, and if
I recall that he was reduced to one-third of the committee for a thesis for
the third cycle (De la grammatologie [Of Grammatologyl in [967) 3 and to
oneh-ism withittlf

.:t that feeling of
committee today, I do so not only to express my gratitude

fidelity that is comparable to no other, but towP riolEitnzisi.1:: i.7.hs1ti hathenceforth this parceling out, this proliferating division
will be my last thesis defense.

named 	this first work, my introduction to The Origin of Geometry'
to approach something like the un-thought axiomatics of

Husserlian phenomenology, its principle of principles," that is to say, in-tu itionism , the absolute privilege of the living present, the lack of atten-
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t inny f denials, of dogmatic decrees; they were no: to be localized within
topos of culture, of the encyclopedia, or of ontology. I proposed

to 
banill iatil ize the nonclosed and fissured system of these constraints, under

lion paid to the problem of its own phenomenological enunci at ion, t
transcendental discourse itself, as Fink used to say, to the necessity o °, 
course, in eidetic or transcendental description, to a language that could
not itself he submitted to the epoch(' (to the epoch)—without itself Is •e•ng
simply "in the world"—thus to a language that remained naive, even
though it made possible all the phenomenological bracketings and pare n

-theses. This unthought axiumatics seemed to me to limit the scope of a
consistent problematic of writing and of the trace, even though the ne-
cessity of such a problematic had been marked out by The Origin of
Geometry with a rigor no doubt unprecedented in the history of philoso_
phy. Husserl indeed located the recourse to writing within the very con-
stitution of those ideal objects par excellence, mathematical objects,
though without considering—and for good reason—the threat that the
logic of this inscription represented for the phenomenological project it-
self. Naturally, all of the problems worked on in the introduction to The
Origin of G-ometry have continued to organize the work I have subse-
quently attempted in connection with philosophical, literary, and even
nondiscursive corpora, most notably that of graphic or pictorial works: I
am thinking, for example, of the historicity of ideal objects, of tradition,
of inheritance, of filiation or of wills and testaments, of archives, libraries,
hooks, of writing and living speech, of the relationships between semiotic
and linguistics, of the question of truth and of undecidability, of the irre-
ducible alterity that divides the self-identity of the living present, of the
necessity for new analyses concerning nonmathematical idealities, and so
forth.

During the years that followed, from about 1963 to 1968, I tried to work
out—in particular in the three works published in 196f –what was in no
way meant to be a system but rather a sort of strategic device, opening
onto its own abyss, an unclosed, unenclosable, not wholly formalizable
ensemble of rules for reading, interpretation, and writing. This type (id'
vice perhaps enabled me to detect not only in the history of philosophy
and in the related socio-historical totality, but also in what are alleged to
be sciences and in so-called post-philosophical discourses that fig°
among the most modern (in linguistics, anthropology, and psychoana lY"

sis), to detect in these, then, an evaluation of writing, or, to tell the truth•
rather a devaluation of the writing whose insistent, repetitive, even oh

scurely compulsive character was the sign of a whole set of long-stand
ing

constraints. These constraints were practiced at the price of contra

of lo ocentrism in the form that it takes in Western philosophy

C

an

g

dominion. Of course, I was able to develop this device and this interpre-
rat i on only by according a privileged role to the guideline or analyser
named writing, text, trace, and only by proposing a reconstruction and
OWralization of these concepts (writing, text, trace) as the play and work
'or difierance, whose role is at one and the same time both of constitution

and deconstitution. This strategy may have appeared to he an abusive de-
formation—or, as some have cursorily said, a metaphorical usage—of the
current notions of writing, text, or trace, and have seemed to those who
continued to cling to these old self-interested representations to give rise
to all sorts of misunderstandings. But I have untiringly striven to justify
this unbounded generalization, and I believe that every conceptual break-
through (fi-ayage) amounts to transforming, that is to deforming, an ac-
credited, authorized relationship between a word and a concept, between
a trope and what one had every interest to consider to be an unshiftable
primary, proper, literal, or current meaning. Moreover, the strategic and
rhetorical scope of these gestures has never ceased to engage me in nu-
merous subsequent texts. All of this was grouped together under the title
of deconstruction, the graphics of difference,  of the trace, the supplement.
and so forth, and here I can only indicate them in an algebraic manner.
What I proposed at that time retained an oblique, deviant, sometimes di-
rectly critical, relationship with respect to everything that seemed then to
dominate the main, most visible, the most spectacular, and sometimes the
most fertile outcrop of French theoretical production, a phenomenon
that, in its various different forms, was known, no doubt abusively, as
"structuralism." These forms were of course very diverse and very remark-

:as also

ie , \svhether in the domains of anthropology, history, literary criticism,

Marx.
l inguistics, or psychoanalysis, in rereadings, as one says, of Freud or of

But regardless of their indisputable interest, during this period that
in appearance the most static period of the Gaullist republic of

1958-68, what I was attempting or what was tempting me was of an es-
sentially different nature. And so, aware of the cost of these advances in
terms of their metaphysical presuppositions, to say nothing of what was,
less evidently, their political price, I buried myself from this time on in a

d t inder that of phonocentrism as it appears in the widest scope of its
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sort of retreat, a solitude that I mention here without pathos, as si mpl
self-evident, and merely as a reminder that increasingly in regard to ate_
emit tradition as well as to established modernity—and in this case
two are but one—this solitude was and often still is considered to be the
well-deserved consequence of a hermetic and unjustified reclusiven ess ,
it necessary to say that I do not think this is so and that I interpret i n ail
entirely different manner the reasons for this verdict? It is also true that
the living thinkers who gave me the most to think about or wh o ,—ost
provoked me to reflection, and who continue to do so, are not am ong
those who break through a solitude, not among those to whom one can
simply feel close, not among those who form groups or schools, to m en _
Lion only Heidegger, Levinas, Blanchot, among others whom I will n ot
name. It is thinkers such as these to whom, strangely enough, one may
consider oneself closest; and yet they are, more than others, other. And
they too are alone.

It was already clear to me that the general turn that my research w as
taking could no longer conform to the classical norms of the thesis. This
"research" called not only for a different mode of writing but also for a
work of transformation on the rhetoric, the staging, and the particular
discursive procedures, which, highly determined historically, dominate
university discourse, in particular the type of text that is called the "the-
sis"; and we know how all these scholarly and university models likewise
provide the laws regulating so many prestigious discourses, even those of
literary works or of eloquent political speeches that shine outside the uni-
versity. And then, too, the directions I had taken, the nature and the di-
versity of the corpora, the labyrinthine geography of the itineraries draw-
ing me toward relatively unacademic areas, all of this persuaded me that
the time was now past, that it was, in truth, no longer possible, even if I

wanted to, to make what I was writing conform to the size and form then
required for a thesis. The very idea of a thetic presentation, of positional
or oppositional logic, the idea of position, of Setzung or Stellung, what I
called at the beginning the epoch of the thesis, was one of the essential
parts of the system that was under deconstructive questioning. What ‘ya s,
then put forth under the title without any particular claim [titre sans NM

of dissemination explicitly dealt, in ways that were in the end neither the
matic nor thetic, with the value of the thesis, of positional logic and its,

history, and of the limits of its rights, its authority, and its legitimacy. 
Th

. is
did not imply on my part, at least at that particular time, any radical ln"

lull 	 of the thesis, of the presentation of university work in

order to have it legitimized, or of the authorization of competence by ac-
credi ted representatives of the university. If, from this moment on, I was

indeed convinced of the necessity for a profound transformation,
amounting even to a complete upheaval of university institutions, this was
not. 0 i:course, in order to substitute for what existed some type of non-

thesis, nonlegirimacy, or incompetence. In this area I believe in transitions

and in negotiation—even if it may at times he brutal and accelerated—I
be /i cy ,: in the necessity of a certain tradition, in particular for political rea-
sons that are nothing less than traditionalist, and I believe, moreover, in

the indestructibility of the ordered procedures of legitimation, of the pro-
duction of tides and diplomas, and of the authorization of competence. I
speak here in general and not necessarily of the universitas, which is a
powerftil but very particular, very specific, and indeed very recent, model
for this procedure of legitimation. The structure of the universitas has an
essential tie with the ontological and logocentric onto-encyclopedic sys-
tem; and for the past several years it has seemed to me that the indissocia-
ble link between the modern concept of the university and a certain meta-
physics calls for the work I pursued in my reaching or in essays that have
been published or are in the course of being published on Kant's The Con-
flict of the Faculties, and on Hegel, Nietzsche, and Heidegger in their po-
litical philosophy of the university. If I insist on this theme, it is because,
given the circumstances and the impossibility in which I find myself of
summing up or presenting thetic conclusions, I feel that I should attend
first and foremost to what is happening here and now, and I wish to as-
sume responsibility for that as clearly and as honestly as possible: from my
very limited place and in my own way.

In [90 I was so little bent on questioning the necessity of such an in-
stitution, of its general principle in any case, if not its particular university
structure and organization, that I thought I could make a sort of compro-
mise and division of labor and time, according its share to the thesis, to
the tim e of the thesis. On the one hand, I would have let the work in
which I was engaged develop freely, and outside the usual forms and
norm s , a work that decidedly did not conform to such university require-
nents and that was even to analyze, contest, displace, deform them in ,111
their rhetorical or political bearing; but at the same time, and on the other
hand• the transaction or the epoch of the thesis would have amounted to
setting apart one piece or this work, a theoretical sequence playing the role
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of an organizing element, and treating it in an acceptable, if not so teas,
curing, form within the university. This would have involved an inr eror
ration of the Hegelian theory of the sign, of speech and writing in H ese%
semiology.

It seemed indispensable to me, for reasons I have discussed, esp ec i al'
in Marges—de la philosophic [Margins of Philosophy ], 6 to propose /a may,
tematic interpretation of this semiology. Jean Hyppolite gave me his con_
sent once again, and this second thesis topic was in its turn—registered,

This, then, was in 1967. 'filings were so intertwined and overdeter,
mined that I cannot even begin to say what the impact was on m e, on my
work and my teaching, on my relationship to the university institutio n
and to the space of cultural representation of that event that one still does
nor know how to name other than by its date, 1968, without having a very
clear idea of just what it is one is naming in this way. The least that I can
say about it is this: something I had been anticipating found its confirma-
tion at that rime, and this confirmation accelerated my own movement
away. I was then moving away more quickly and more resolutely, on the
one hand, from the places where, as early as the autumn of 1968, the old
armatures were being hastily recentred, reconstituted, reconcentrated,
and, on the other hand, From a style of writing guided by the model of the
classical thesis, and even directed by a concern for recognition by acade-
mic authorities who, at least in those bodies in which were to be found
gathered together, officially and predominantly, their most effective pow-
ers of evaluation and decision, seemed to me, after '68, to be both overly-
active and too effective in their resistance to everything that did not con-
form to the most tranquilizing criteria of acceptability. I had numerous
indications of this; certain concerned me personally, and if I say that pol-
itics was also involved it is because, in this case, the political does not take
only the conventional distribution along a Iefdright axis. The reproduc -

tive force of authority can get along more comfortably with declarations
or theses whose encoded content presents itself as revolutionary, provided
that they respect the rites of legitimation, the rhetoric and the institu -

tional symbolism that defuses and neutralizes everything that comes from

outside the system. What is unacceptable is what, underlying positions °.
theses, upsets this deeply entrenched contract, the order of these norms,
and that does so in the very form of the work, of reaching or of writing.

The death of Jean I lyppolite in 1968 was not only for me, as for otir;
a moment of great sadness. By a strange coincidence, it marked at th

au tumn of 1968, and it was indeed the autumn—the end of a
darz

rtllc

ccertain•" 
type of membership in the university. Certainly, from the first day

inY •itr
ival in France, in 1949, this membership had nor been simple,

but It "' •
,p; during these years no doubt that I came to understand better to

what "MU the necessity of deconstruction (I use this word for the sake of

broi r •, though it is a word l have never liked and one whose fortune has

disagreeably surprised me) was not primarily a matter of philosophical

contents. themes or theses, philosophemes, poems, thcologemes or ide-
coogemes, but especially and inseparably meaningful frames, institutional

structures , ts o. r ip.dzgogical or rhetorical norms, the possibilities of law, of au-
tio evaluation, and of representation in its very market. My inter-
e

these more or less visible framework structures, for these limits,

these e ffects

thce

the margin, or these paradoxes of borders continued to re-

spond to the same question: how is it that philosophy finds itself in-

s frbi ry
of .

scribed, rather than itself inscribing itself, within a space that it seeks but
is unable to order, a space that opens out onto another that is no longer

even its other, as 1 have tried to make apparent in a tympanum' as little
Hegelian as possible. How is one to name the structure of this space? I do

not know; nor do I know whether it can give rise to what is called knowl-
edge. To call it socio-political is a triviality that does not satisfy me, and
even the most necessary of what are called socio-analyses often enough
have very little to say on the matter, remaining blind to their own in-
scription, to the law of their reproductive performances, to the stage of

call
their

their
iroer itwi nwhreringheritage and of their self-authorization, in short to what will

I have chosen, as you can see, to confide to you without detour, if not
without a certain simplification, all the uncertainties, the hesitations, the
oscillations by way of which I sought the most fitting relationship with
the university institution, on a level that was not simply political and that
Concerned not only the thesis. I will thus distinguish between roughly
three i

thing  in the time that separates me today From the time I began to
abandon the project of a thesis. It was at first a somewhat passive reaction:
the g no longer interested me very much. I would have had to come
up w ith a new formulation, come to an understanding with a new super-
Yisnr, and so forth. And as doctorates based on published works, theoret-
ically Possible, were obviously not encouraged, to say the very least, I
turned away, at first somewhat passively, I repeat, from those places that

erred 
to Inc less and less open to what really mattered to me. But I have
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to admit that in certain situations, most notably those in which I a m
ing and in which I am writing about writing, my obstinacy is great, co n,
straining for me, indeed compulsive, even when it is forced to take the
most roundabout paths. And so beyond the three works published 

in1972, 8 I kept worrying away at the same problematic, the same open ma-
trix (opening onto the linked series formed by the trace, differance A—Rue_
cidables, dissemination, the supplement. the graft, the hymen,the:;_

and less linear, logical, and topical forms, even typographical forms that
were more daring, the intersection of corpora, mixtures of genres or
modes, Wechsel der Trine [changes in tone], satire, rerouting, grafting, 

h
ergo', and so on), pushing it toward textual configurations that al ne]

so on, to the extent that even today, although these texts have been pub-
lished for years, I do not believe them to be simply presentable or accept-
able to the university and I have not dared, have not judged it opportune,
to include them here among the works to be defended. These texts in-
clude Glas," despite the continued pursuit there of the project of gram-
matology, the encounter with the arbitrary character of the sign and the
theory of onomatopoeia in Saussure, as well as with the Hegelian Aufim-
bung, the relation between the undecidable, the dialectic, and the double
bind, the concept of generalized fetishism, the pull of the discourse of cas-
tration toward an affirmative dissemination and toward another rhetoric
of the whole and the part, the re-elaboration of a problematic of the
proper noun and the signature, of the testament and the monument, and
many other themes besides. All of this indeed was an expansion of earlier
attempts. I will say the same thing about other works that I have deliber-
ately left out of this defense, works such as Eperons: Les styles de Nietzsche
(Spurs: Nietzsches Styles) or La carte postale ( The Post Card), 1 ° which, each

in its own way, nevertheless extend a reading (of Freud, Nietzsche, and
some others) begun at an earlier stage, the deconstruction of a certain
hermeneutics as well as of a theorization of the signifier and the letter with
its authority and institutional power (I am referring here to the whole M'
choanalytic system as well as to the university), the analysis of logocen -

trism as phallogocentrism, a concept by means of which I tried to hid'',
cate, in my analysis, the essential indissociability of phallocentrism and
logocentrism, and to locate their effects wherever I could spot them—bu r

these effects are everywhere, even where they remain unnoticed.
The expansion of these texts dealing with textuality might seer'

anamorphic or labyrinthine, or both at once, but what in particui' l

hem just about indefensible, in particular as a thesis, was less themade 
li c i ty of their contents, conclusions, and demonstrative positions

riot, it seems to me, the acts of writing and the performative stage to

which h
ey had to give rise and from which they remained inseparable

not easily capable of being represented, transported, andarid hence
ttokned into another form; they were inscribed in a space that one

cou ld no longer, that I myself could no longer, identify or classify under
philosophy or literature, fiction or nonfiction, and so

kill icr hh,ceadngespecially at a time when what others would call the autobiograph-

kah nvolvement of these texts was undermining the very notion of auto-

biography, giving it over to what the necessity of writing, the trace, the

remainder, could offer of all that was most baffling, undecidable, cun-

n i ng , or despairing. And since 1 have just alluded to the performative

structure , let me note in passing that, for the same reasons, I have held
back from the thesis corpus, along with a good many other essays, a de-
bate that I had in the United States with a speech act theorist, John
Searle, in a short work that I entitled Limited Inc."

During an initial period, then, from 1968 to 1974, I simply neglected
the thesis. But during the years that followed I deliberately decided—and
1 sincerely believed that this decision was final—not to submit a thesis at
all. For, besides the reasons I have just mentioned and that seemed to me
to be more and more solid, I have been engaged since 1974 with friends,
colleagues, and university and high school students in a work which 1
should dare to call a long-term struggle that directly concerns the institu-

;h' io

nl°st: philosophy,

worsened in 1975 by a policy that could—or, one may fear, will—lead to

supposes or implies in the country. For all the women and men who, like

non whose nature has been determined by a long history, but that was

the destruction of philosophical teaching and research, with ail that this

 especially in France, and first and foremost in a situa-

of Philosophy

to organize the Groupe de Recherches sur l'Enseignement
op i Iique (Greph) and who participated in its Avant-Projet, its re-

search, and its actions, from 1974 until the meeting of the Estates General
 in this very place just one year ago, for all of us the task was

'idle utmost urgency, and the responsibility ineluctable.'' I specify: thistask
was urgent and ineluctable in the places we occupy—teaching or re-

'!arc
h in philosophy—the places to which we cannot deny that we belong

and in Itich we find ourselves inscribed. But of course, other things are
Urgent too; this philosophical space is not the only one available to think-
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termining influence on, for example, politics. We dwell elsewhere as

and this 1 have tried never to forget; nor indeed is it something that al#.trws
itself to be forgotten. What we in Greph were questioning with respe ct to
the teaching of philosophy could nor be separated, and we have always
been attentive to this point, from all of the other cultural, political

, and
other relations of forces in this country and in the world.

In any case, as far as I was concerned, my participation in Greph's w ork
and struggles had to he as consistent as possible with what I was tryi ng to

• on the machinery of publishing and on the media. Whether indiscours es .
,v ana lyses of the logic of the parregon or the interlacing stricture of the

dot,Ibind, whether in the paintings of Van Gogh, Adami, or Titus
-

car ,„ /.1, or the meditations on art by Kant, Hegel, Heidegger, or Ben-

join
( i n La Verite en peinture [The Truth in Painting])," or again in my

actoupts ter explore new questions with psychoanalysis (for example, in

exchange with the works, so alive today, of Nicolas Abraham and Maria

Torok) all of these cases I was increasingly preoccupied with the ne-

ossity of re-elaborating, with new stakes, questions said to he classically

institutional. And 1 would have liked in this respect to have been able to
harmonize both a discourse and a pract ice , as the saying goes, to fir The

prentises of my earlier project. In fact, if not in principle, this was not al-

ways easy, not always possible. At times indeed it remained very burden-

some in a number of ways.
Of the third and final period, the one in which I find myself here and

now. 1 can say very little. Only a few months ago, taking account of a very

wide number of different factors that I cannot analyze here, I came to the

conclusion, putting an abrupt end to a process of deliberation that was

threatening to become interminable, that everything that had justified my

earlier resolution (concerning the thesis, of course) was no longer likely to

he valid for the years to come. In particular, for the very reasons of insti-

tutional politics that had until now held me back. I concluded that it was

perhaps better, and I must emphasize the "perhaps," to prepare myself for

some new type of mobility. And as is often, as is always the case, it is the

friendly advice of this or that person among those present here, before or

behind me, it is others, always others, who effected in me a decision I

could not have come to alone. For not only am I not sure, as I never am,

of being right in taking this step, I am not sure that I see in all clarity what
led me to do so. Perhaps because I was beginning to know only too well

Rot where I was going but where I was, not where I had arrived but where
I stopped.

4liai elh'ergoanni,by saying that it was as if I was speechless. You recognized, of

course, that this was just another manner of speaking; nevertheless it was
nor False. For the captatio in which I have just indulged was not only ex-
cfssivdY coded, excessively narrative—the chronicle of so many

is—it was also as impoverished as a punctuation mark, rather. I

should say, an apostrophe in an unfinished text. And above all, above all.it
inded too much like the rotting up of a calculation, a self-justifi-

ing, nor the first one in the world, nor is it the one with the great en ds.

write elsewhere, even if the middle terms between the two necessitie s were
not always easy and obvious. insist upon saying this here: although
among the works presented to you I have included neither the texts I have
signed or those that I have prepared as a militant of Greph nor, a forti ori,
the collective actions in which I have participated or which I have en-

dorsed in that capacity, 1 consider them to be inseparable, let us say in

spirit, from my other public acts—most notably from my other publica-

tions. And the gesture I make today, far from signifying that I have aban-

doned anything in this respect, will on the contrary ] hope, make possi-

ble other involvements or other responsibilities in the same struKle.
It remains the case that during this second period, beginning around

1974, I thought, rightly or wrongly, that it was neither consistent nor de-

sirable to be a candidate for any new academic title or responsibility. Nei-

ther consistent given the work of political criticism in which I was partic-

ipating, nor desirable with regard to a little forum that was more internal,

more private, and where, through a whole endless scenography of sym-

bols, representations, phantasics, traps, and strategies, a self-image re-

counts all sorts of interminable and incredible stories to itself. So I

thought I had decided that, without further changing anything in nlY

university situation, I would continue for better or for worse doing what

I had done up to then, from the place where I had been immobilized , and

without knowing anything more about where I was going, indeed know"

ing less no doubt about it than ever. It is not insignificant, 1 believe, tha t

during this period most of the texts I published placed the greatest, if ne
t

t

the most novel, emphasis on the question of rights and of the proper II
propreb on the rights of property, on copyright, on the signature and the

211market, on the market for painting or, more generally, for culture and

its representations, on speculation on the proper, on the name, on (kstii

nation and restitution. on all the institutional borders and structures o



cation, a self-defense (in the United States one speaks of a thesis d eft

for a soutenance de these). You have heard too much talk of strategits
kse

"Strategy" is a word that I have perhaps abused in the past, especiall y as it
was always to specify in the end, in an apparently self-contradicto ry man.
ner and at the risk of cutting the ground from under my own feet— some.
thing I almost never fail to do—a strategy without any goal [.finalite]. The
strategy without any goal—for this is what I hold to and what in turn
holds me—the aleatory strategy of someone who admits that he do es not
know where he is going. This, then, is not after all an undertaking of war

or a discourse of belligerence. I would like it also to be like a headlong

flight straight toward the end, a joyous self-contradiction, a disarmed de-

sire, that is to say, something very old and very cunning, but that also h as
just been born and that delights in being without defense.

—Thanskzted by Kathleen McLaughlin

The Principle of Reason: The University
in the Eyes of Its Pupils

How not to speak, today, of the university?

I put my question in the negative (how not to), for two reasons. On the

one hand, as we all know, it is impossible, now more than ever, to dissoci-

ate the work we do, within one discipline or several, from a reflection on

the political and institutional conditions of that work. Such a reflection is

unavoidable. It is no longer an external complement to teaching and re-

search; it must make its way through the very objects we work with, shap-

ing them as it goes, along with our norms, procedures, and aims. We can-

not not speak of such things. On the other hand, the question "how not

to" gives notice of the negative, or perhaps we should say preventive, char-

acter of the preliminary reflections I would like to put to you. Indeed,

since I am seeking to initiate discussion, I will content myself with saying

how one should not speak of the university. Some of the typical risks to be

avoided, it seems to me, take the form of a bottomless pit, while others
take the form of a protectionist barrier.

Does the university, today, have what is called a raison d'etre? I have de-

liberately chosen to put my question in a phrase [raison d'étre, literally,

reason to be"J that is quite idiomatically French. In two or three words,

that phrase names everything I will be talking about: reason and being, of

course, and the essence of the university in its relations to reason and be-
in.. :

6 out also the cause, purpose [finalite], necessity, justification, mean-
ing , ind mission of the university; in a word, its destination. To have a rai-

son d'etre, a reason for being, is to have a justification for existence, to

12.8
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have
 a meaning, a purpose [finalite], a destination. It is also to have a
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cause, to be explainable according to the "principle of reason" or the "l aw
of sufficient reason," as it is sometimes called—in terms of a reason that 4
also a cause (a ground, ein Grund), that is to say also a footing and a Fnun _
dation, ground to stand on. In the phrase raison d'etre, this causality rakes
on above all the sense of final cause, in the wake of Leibniz, the autho r of
the formulation—and it was much more than a formulation—"the Pr in_
ciple of Reason." To ask whether the university has a reason for being is to
wonder "why the university?," but the question "why" verges on "with a
view to what?" The university with a view to what? What is the university' s
view? What are its views? Or again: what do we see from the universit y,
whether, for instance, we are simply in it, on hoard: or whether, puzzling
over destinations, we look out from it while in port or, as French has it,

"au large," on the open sea, "at large"? As you may have noticed, in askin g
"what is the view From the university?" I was echoing the title of the im-

peccable parable James Siegel published in Diacritics two years ago: "Aca-
demic Work: The View from Cornell."' Tbday, indeed, I shall do no more

than decipher that parable in my own way. More precisely, I shall be tran-
scribing in a different code what I read in that article—the dramatic, ex-

emplary nature of the topology and politics of this university, in terms of

its views and its site: the topolitics of the Cornellian point of view.

From its first words on, metaphysics associates sight with knowledge,

and knowledge with knowing how to learn and knowing how to teach. To

he more specific, Aristotle's Metaphysics does so, and from its opening

lines. 1 will return later to the political import of its opening lines. For the

moment, let us look at the very first sentence: "Pantos anthropoi tou ei-

denai oregontai phusei" (All men, by nature, have the desire to know).

Aristotle thinks he sees a sign (semeion) of this in the fact that sensations
give pleasure, "even apart from their usefulness" (kboris tes khreias). [he

pleasure of useless sensations explains the desire to know for the sake of

knowing, the desire for knowledge with no practical purpose. And this is

more true of sight than of the other senses. We give preference to sensing

"Through the eyes" not only for taking action (prattein), but even when we

have no praxis in view. This one sense, naturally theoretical and contem-
plative, goes beyond practical usefulness and provides us with more to

know than any other; indeed, it unveils countless differences (polka delo

d thpboras). We give preference to sight just as we give preference to th e
uncovering of differences.

t ns-ai ton

But is sight enough? To learn and teach, does it suffice to know how to

day,ii differences? In certain animals, sensation engenders memory, and

that makes them more intelligent (phronimbtera) and more capable of

tedoung
(mathetikOtera). But to know how to learn, and learn how to know,

sik t , intelligence, and memory are not enough. We must also know how

and to listen (tin psopbbn akouein). I might suggest somewhat play-

ic-u°'['ll'vL. 'arthat we have to know how to shut our eyes in order to he better [is-

e Bees know many things, since they can see; but they cannot learn,

since they are among the animals that lack the faculty of hearing (me
ait 

psophOn akouein). Thus, despite appearances to the contrary, the

un iversity, that place where people know how to learn and learn how to

know, will never be a kind of hive. Aristotle, let us note in passing, has ush-

ered in a long tradition of frivolous remarks on the philosophical topos of

the bee, the sense and senses of the bee, and the bee's reason for being.

Marx was doubtless not the last to have overworked that topos, when he in-

sisted on distinguishing human industry from animal industry, as exempli-

fied in bee society. Seeking such nectar as may be gathered from the vast an-

thology of philosophical bees, I find a remark of Schelling's, in his 1803

Lessons on the Method of University Studies,' more to my taste.

An allusion to the sex of bees often comes to the aid of the rhetoric of

naturalism, organicism, or vitalism as it plays upon the theme of the com-

plete and interdisciplinary unity of knowledge, the theme of the univer-

sity as an organic social system. This is in the most classic tradition of in-

terdisciplinary studies. I quote Schelling:

The aptitude for doing thoughtful work in the specialized sciences, the ca-

pacity to work in conFormiry with that higher inspiration which is called sci-

entific genius, depends upon the ability to see each thing, including special-

'led knowledge, in its cohesion with what is nriginary and unified. Any

thought which has nor been formed in this spirit of unity and totality [der
Eatie rindd /ii, 1t/,ing/heit] is empty in itself, and must be challenged; whatever is inca-p 

harmoniously within that budding, living totality is a dead

shoot which sooner or later will he eliminated by organic laws; doubtless there
also exist, within the realm of science, numerous sexless bees [geschlechtslose
:i.ielieon]sigwkeitho, ]s. i:ice they have not been granted the capacity to create, multiply

in inorganic shoots the outward signs of their own witlessness [ihre eigne

don't know what bees, not only deaf but sexless, Schelling had in
m ind at the time. But I am sure that even today such rhetorical weapons
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would find many an eager buyer. One professor has recently my written
a certain theoretical movement rdeconstructionise w]	 mostly

n that

ported, within the university, by homosexuals and feminists-_a fa
which seemed very significant to him, and doubtless a sign of asexuality

Opening the eyes to know, closing them—or at least listening—i n or
der to know how to learn and to learn how to know: here we have a first
sketch of the rational animal. If the university is an institution for science
and teaching. does it have to go beyond memory and sight? In wh at
rhythm? To hear better and learn better, must it close its eyes or n arrow its
outlook? In cadence? What cadence? Shutting off sight in order to learn i s
of course only a figurative manner of speaking. No one will take it lite r

-ally, and I am not proposing to cultivate an art of blinking. I am resolute ly
in Ewor of a new university Enlightenment [Aufkliirung]. Still, I shall ru n
the risk of extending my figuration a little farther, in Aristotle's compa ny.
In his De anima (4zih) he distinguishes between man and those animals
that have hard, dry eyes (ton sklerophtalmôn), the animals lacking eyelids
(ta blephara), that sort of sheath or tegurnental membrane (phrag?nal that
serves to protect the eye and permits it, at regular intervals, to close itself
off in the darkness of inward thought or sleep. What is terrifying about an
animal with hard eyes and a dry glance is that it always sees. Man can
lower the sheath, adjust the diaphragm, narrow his sight, the better to
hear, remember, and learn. What might the university's diaphragm be?
The university must not be a sclerophthalmic animal, a hard-eyed animal;
when I asked, a moment ago, how it should set its sights and adjust its
views, that was another way of asking about its reasons for being and its
essence.'' What can the university's body see or not see of its own destina-
tion, of that in view of which it stands its ground? Is the university the
master of its own diaphragm?

Now that I have opened up this perspective, allow me to close it off for

the twinkling of an eye, to allow me to confide in you, to make what in

French I could call a confidence but in English must call a confession.
Before preparing the text of a lecture, I find I must prepare myself for

the scene I will encounter as I speak. That is always a painful experienc e;
an occasion for silent, paralytic deliberation. I feel like a hunted anim al,.•

looking in darkness for a way our where none is to be found. Every exit;
blocked. ln the present case, the conditions of impossibility,
were made worse, for three reasons.

In the first place, this was not to be just a lecture like any other; rat her

it had to he something like an inaugural address. Of course, Cornell Uni-
verciri has welcomed me generously many times since I first came to

Speak here in 1975. I have many friends here, and Cornell is in fact the first

&ncr i can university I ever taught for. That was in Paris, in 1967-68, as
'Davi d G rossvogel will undoubtedly remember: he was in charge of a pro-

gran, 
that had also been directed by Paul de Man. But today, for the first

t i me , I am taking the floor to speak as an Andrew Dickson White Proles-

so •ar-Large• ln French, "au large!" is the expression a great ship uses to
hail a small craft about to cross her course: "Wear off. Give way." In this

case, the title with which your university has honored me at once brings
me closer to you and adds to the anguish of the cornered animal. Was this

i naugural lecture a well-chosen moment to ask whether the university has
a reason for being? Wasn't I about to act with all the unseemliness of a
stranger who in return for noble hospitality plays prophet of doom with
his hosts. or at best eschatological harbinger, like Elijah denouncing the
power of kings or announcing the end of the kingdom?

A second cause for worry is that I find myself involved already, quite im-
prudently, that is, blindly and without foresight, in an act of dramaturgy,
writing out the play of that view in which Cornell, from its beginnings, has
felt so much to be at stake. The question of the view has informed the in-
stitutional scenography, the landscape of your university, the alternatives of
expansion and enclosure, life and death. From the first it was considered vi-
ral not to dose off the view. This is what Andrew Dickson White, Cornell's
first president, recognized, and I wanted to pay him this homage. At a mo-
ment when the trustees wanted to locate the university closer to town, Ezra
Cornell took them to the top of East Hill to show them the sights, and the
site, he

was

had in mind. "We viewed the landscape," writes Andrew Dickson
White. "It was a beautiful day and the panorama was magnificent. Mr.
Cornell urged reasons on behalf of the upper site, the main one being that

as so much more room for expansion."' Ezra Cornell gave good rea-
sons, and since the Board of Trustees, reasonably enough, concurred with
'hen), reason won out. But in this case was reason quite simply on the side
❑f life? Drawing on K. C. Parsons's account of the planning of the Cornell
campus, James Siegel observes (and I quote) that

For Ezra Cornell the association of the view with the university had some-
thing to do with death. Indeed Cornell's plan seems to have been shaped by
the thernatics of the Romantic sublime, which practically guaranteed that a
"Ilrivated roan in he presence of certain landscapes would find his thoughts

if you WI
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drifting metonymical!), through a series of topics—solitude, ambition, rn dari
choly, death, spirituality, "classical inspiration"—which could lead, by an easy
extension, to questions of culture and pedagogy. ("View" 69)

A matter of life and death. The question arose again in 1977, wh en the
university administration proposed to erect protective railings on th e coi_
legetown bridge and the Fall Creek suspension bridge to check though t,
of suicide inspired by the view of the gorge. "Barriers" was the term used;
we could say "diaphragm," borrowing a word that in Greek literally means
"partitioning fence." Beneath the bridges linking the university to its sur-
roundings, connecting its inside to its outside, lies the abyss. In testimon y
before the Campus Council, one member of the faculty did not hesitate
to express his opposition to the barriers, those diaphragmatic eyelids, on
the grounds that blocking the view would mean, to use his words, 'de-
stroying the essence of the university" ("View" 77).

What did he mean? What is the essence of the university?
Perhaps now you can better imagine with what shudders of awe I pre-

pared myself to speak to you on the subject—quite properly sublime—of
the essence of the university. Sublime in the Kantian sense of the term. In
The Conflict of the Faculties, Kant averred that the university should be
governed by "an idea of reason," the idea of the whole field of what is
presently teachable (das ganze gegenwiirtige Feld der Gelehrsamkeit). As it
happens, no experience in the present allows for an adequate grasp of that
present, presentable totality of doctrine, of teachable theory. But the
crushing sense of that inadequacy is precisely the exalting, desperate sense
of the sublime, suspended between life and death.

Kant also says that the approach of the sublime is first heralded by an
inhibition. There was a third reason for the inhibition I myself Felt as
thought about speaking to you today. 1 was resolved of course to limit my-
self to preliminary, preventive remarks,' to speak only of the risks to be
avoided, the abyss, and bridges, and even boundaries as one struggles
with such fearful questions. But that would still be too much, because I
wouldn't know how to pick and choose. In my teaching in Paris I have de-
voted a year- long seminar to the question of the university. Furthermore'
I was recenth' asked by the French government to write a proposal For
establishment of a College International de Philosophic, a proposal that
for literally hundreds of pages considers all of the difficulties involved-T°
speak of such things in an hour would be more than just a challenge. As I

sought to encourage myself, daydreaming a hit, it occurred to me that I

did n t know how many meanings were conveyed by the phrase "at large."
as i n -professor at large." 1 wondered whether a professor at large, not be-

ion .ing to any department, nor even to the university, wasn't rather like
the person who in the old days was called un ubiquiste, a "uhiquitist," if
‘ ,0 ,, will, in the university of Paris. A uhiquitist was a doctor of theology

not a ttached to any particular college. Outside that context, in French, an

Bbiquiste is someone who travels a lot and travels fast, giving the illusion
o f being everywhere at once. Perhaps a professor at large, while nor exactly

a uhiquitist. is also someone who, having spent a long time "au large" (in

F rench, more than English, the phrase is most often used as a nautical
term meaning on the high seas) occasionally comes ashore, after an ab-
sence that has cut him off from everything. He is unaware of the context,
the proper rituals, and the changed environment. He is given leave to con-
sider matters loftily, from afar. People indulgently close their eyes to the
schematic, drastically selective views he has to express in the rhetoric
proper to an academic lecture about the academy. But they may be sorry
that he spends so much time in a prolonged and awkward attempt to cap-
ture the benevolence of his listeners (captatio benevolentiae).

As far as I know, nobody has ever founded a university against reason.
So we may reasonably suppose that the university's reason for being has al-
ways been reason itself, and some essential connection of reason to being.
But what is called the principle of reason is not simply reason. We cannot
plunge into the history of reason here, its words and concepts, into the
puzzling scene of translation that has shifted logos to ratio to raison, reason,

Grunt!, ground, Vernunfi, and so on. What for three centuries now has
been called the principle of reason was thought out and formulated, sev-
eral times, by Leibniz. His most often quoted statement holds that "noth-
ing is without reason, no effect is without cause" (Nihil est sine ratione seu
rrullus effrctus sine causer). According to Heidegger, the only formulation
Leibniz himself considered authentic, authoritative, and rigorous is found
m a late essay, Specimen inventorum: "There are two first principles in all
reasoning, the principle of noncontradicrion, of course ... and the prin-
ciple of rendering reason" (Duo cunt prima principia omnium ratiocina-

tionum, principium nempe contradictionis ... et principium reddendae ra-
4°"1,0. The second principle says that for any truth—for any true
Proposition, that is—a reasoned account is possible. "Omnis veritatis
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reddi ratio purest." Or, to translate more literally, for any true prop o,i •
reason can be rendered.'

Beyond all those big philosophical words—reason, truth, principle__
that generally command attention, the principle of reason also holds that
reason must be rendered. [In French the expression corresponding to Leib.
nix's reddere rationem is rendre raison de quelque chose; it means to exp lain
or account for something.—Trans.] But what does "render" mean wi th (e..
spec( to reason? Could reason be something that gives rise to exchange,

circulation, borrowing, debt, donation. restitution? But in that case, who
would he responsible for that debt or duty, and to whom? In the ph rase
reddere rationem, ratio is not the name of a faculty or power (Logos, Ratio,
Reason, Vernunfi) that is generally attributed by metaphysics to man, zoom
Logan ekhon, the rational animal. If we had more time, we could follow

Leibniz's interpretation of the semantic shift that leads from the ratio of
the principium reddendae rationis, the principle of rendering reason, to

reason as the rational faculty—and in the end, to Kant's definition of rea-

son as the faculty of principles. In any case, if the ratio in the principle of

reason is not the rational faculty or power, that does not mean it is 3

thing, encountered somewhere among the beings and the objects in the

world, which must be rendered up, given hack. The question of this rea-

son cannot he separated from a question about the modal verb "must" and

the phrase "must be rendered" The "must" seems to cover the essence of

our relationship to principle. It seems to mark out for us requirement,

debt, duty, request, command, obligation, law, the imperative. Whenever

reason can be rendered (reddi potest), it must. Can we, without further
precautions, cal! this a moral imperative, in the Kantian sense of pure

practical reason? It is not clear that the sense of "practical," as it is deter-

mined by a critique of pure practical reason, exhausts the meaning. or re-

veals the origin, of this "must" that, however, it has to presuppose. It could

he shown that the critique of practical reason continually calls on the

principle of reason, on its "must." which, although it is certainly not °fa

theoretical order, is nonetheless not simply "practical" or "ethical" in the

Kantian sense.

A responsibility is involved here, however. We have to respond to the

call of the principle of reason. In Der Satz yam Grund (The Principle cf

Reason), Heidegger names that call Anspruch: requirement, claim, recluesc ',.

demand, command, convocation; it always entails a certain addressing 0'

speech. The word is not seen: it has to he heard and listened to, this aP s"

trophe that enjoins us to respond to the principle of reason.

question of responsibility, to he sure. But is answering to the prin

l
A

ci-
A

of reason the same act as answering .* the principle of reason? Is the

walee`o-c the same? Is the landscape the same? And where is the university lo-

coed his the call of the principle of reason is to render reason, to

effects through their causes, rationally; it is also to ground, to jus-

rili 
account for on the basis of principles (awhe) or roots (riza). Keep-

i ng ID• mind that Leibnizian moment whose originality should not be un-

derestimated. the response to the call of the principle of reason is thus a

respo •Ilse to the Aristotelian requirements, those of metaphysics, of first

philosophy, of the search for "roots," "principles," and "causes." At this

poim, scientific and technoscientific requirements lead back to a common

origin. And one of the most insistent questions in Heidegger's meditation

is indeed that of the long "incubation" rime that separated this origin

from the emergence of the principle of reason in the seventeenth century.

Nor only does that principle constitute the verbal formulation of a re-

quirement present since the dawn of Western science and philosophy, it

provides the impetus for a new era of purportedly "modern" reason, meta-

physics, and technoscience. And one cannot think the possibility of the

modern university, the one that is restructured in the nineteenth century

in all the Western countries, without inquiring into that event, that insti-

tution of the principle of reason.

But to answer for the principle of reason (and thus for the university),

to answer for this call, to raise questions about the origin or ground of the

principle of foundation (Der Satz vom Grund), is not simply to obey it or

to respond in the face ofthis principle. We do not listen in the same way

when we are responding to a summons as when we are questioning its

meaning, its origin, its possibility its goal, its limits. Are we obeying the
principle of reason when we ask what grounds this principle that is itself
a Principle of grounding? We are not—which does not mean that we are
disobey ing it, either. Are we dealing here with a circle or with an abyss?

Tile circle would consist in seeking to account for reason by reason, to
render reason to the principle of reason, in appealing to the principle in
❑ rder to make it speak of itself at the very point where, according to Hei-
deg ,,er , the principle of reason says nothing about reason itself. The abyss,

111 ` . hole, the Abgrund, the empty "gorge" would be the impossibility for a

the university,
of grounding to ground itself. This very grounding, then, like

 would have to hold itself suspended above a most peculiar
void. A

re we to use reason to account for the principle of reason? Is the
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reason for reason rational? Is it rational to worry about reason and its •Prtn-
ciple? Not simply; but it would be over-hasty to seek to disqualify this
concern and to refer those who experience it back to their own irrati onal_
ism, their obscurantism, their nihilism. Who is more faithful to reasons
call, who hears it with a keener ear, who better sees the difference, th e one
who offers questions in return and tries to think through the possibility of
that summons, or the one who does not want to hear any question abo ut
the reason of reason? This is all played out, along the path of the Heideg-
gerian question, in a subtle difference of tone or stress, according to th e
particular words emphasized in the formula MNl est sine ratione. This
statement has two different implications according to whether "nihil" and
"sine" or "est" and "ratione" are stressed. I shall not attempt here, given
the limits of this talk, to pursue all of the decisions involved in this shift
of emphasis. Nor shall I attempt—among other things, and for the sam e
reasons—to reconstruct a dialogue between Heidegger and, for example,
Charles Sanders Peirce. A strange and necessary dialogue on the com-
pound theme, precisely, of the university and the principle of reason. In a
remarkable essay on "The Limits of Professionalism," Samuel Weber
quotes Peirce, who, in 1900, "in the context of a discussion on the role of
higher education" in the United Stares, concludes as follows:

Only recently have we seen an American man of science and of weight discuss
the purpose of education, without once alluding to the only motive that ani-
mates the genuine scientific investigator. I am nor guiltless in this matter my-
self, for in my youth I wrote some articles to uphold a doctrine called prag-
matism, namely, that the meaning and essence of every conception lies in the

application that is to he made of it. That is all very well, when properly un-
derstood. I do not intend ro recant it. But the question arises, what is the ul-
timate application; and at that time I seem to have been inclined to subordi-
nate the conception to the act, knowing to doing. Subsequent experience of
life has taught me that the only thing that is really desirable without a reason
for being so, is to render ideas and things reasonable. One cannot well de-
mand a reason for reasonableness itself."

To bring about such a dialogue between Peirce and Heidegger.
would have to go beyond the conceptual opposition between "conception
and "act," between "conception" and "application," theoretical view and
praxis, theory and technique. This passage beyond is sketched out brieflY
by Peirce in the very movement of his dissatisfaction: what might the ul-
timate application be? What Peirce only outlines is the path where Het"

JeggL.1- reels the most to be at stake, especially in Der Satz vom Grund. Un-
able to follow this path myself here in the way I have attempted to follow
it e lsewhere, I will merely draw from it two assertions, at the risk of over-

"Me modern dominance of the principle of reason had to go hand in
hand with the interpretation of the essence of beings as objects, an object
present as representation ( Vorstethrug), an object placed and positioned
betbre a subject. This latter, a man who says "I," an ego certain of itself,
thus ensures his own technical mastery over the totality of what is. The
-re? of repraesentatio also expresses the movement that accounts for—ren-
ders reason to—a thing whose presence is encountered by rendering it pre-
sent, by bringing it to the subject of representation, to the knowing self.
This would be the place, if we only had the rime, to reconstruct the way
Heidegger makes language do its work (the interaction between begegnen,
entgegen, Gegenstand, Gegenwart on the one hand, Stellen, Vorstellen,
Zustellen on the other hand)." This relation of representation—which in
its whole extension is not merely a relation of knowing—has to be
grounded, ensured, protected: that is what we are told by the principle of
reason, the Satz vom Grund. A dominance is thus assured for representa-
tion, for Vorstellen, for the relation to the ob-ject, that is, to the being that
is located before a subject that says "I" and assures itself of its own present
existence. But this dominance of the being-before does not reduce to that
of sight or of theoria, nor even to that of a metaphor of the optical (or in-
deed sklerophthalmic) dimension. It is in Der Satz yam Grund that Hei-
degger states all his reservations on the very presuppositions of such
rhetoricizing interpretations. It is not a matter of distinguishing here be-
tween sight and nonsight, but rather between two ways of thinking sight
and light, as well as between two conceptions of listening and voice. But
it is true that a caricature of representational man, in the Heideggerian
sense, would readily endow him with hard eyes permanently open to a na-
ture that he is to dominate, to rape if necessary, by fixing it in Front of
h imself, or by swooping down on it like a bird of prey. The principle of
reason installs its empire only to the extent that the abyssal question of the
being that is hiding within it remains hidden, and with it the very ques-tion

 of the ground, of grounding as griinden (to ground, to give or take
ground: Roden-nebmen), as begrienden (to motivate, justify; authorize), or
speciall y as stiffen (to erect or institute, a meaning to which Heidegger
accords a certain pre-eminence)."
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a. Now this institution of modern techno-science that is the u n i 	 .verso,.
Stiftung is built both on the principle of reason and on what remai ns hid_
den in that principle. As if in passing, but in two passages that are im por-
tant to us, Heidegger asserts that the modern university is "grou nded,
(gegriindet),"built" (gebaut) on the principle of reason; it "rests" (ruin)_ on
this principle." But if today's university, locus of modern science,

grounded on the principle of grounding" (grundet aut . dem Satz vom 0
Grund), nowhere do we encounter within it the principle of reaso n • lcnseir
nowhere is this principle thought, scrutinized, interrogated as to its orI g•
Nowhere, within the university as such, is anyone wondering from wher e
that call (Anspruch) of reason is voiced, nowhere is anyone inquirin g into
the origin of that demand for grounds, for reason that is to be provided,

rendered, delivered: "Woher spricht dieser Anspruch des Grundes aus

seine Zustellting?" (57). And this dissimulation of its origin within what

remains unthought is not harmful, quite the contrary, to the developm ent
of the modern university: indeed, Heidegger in passing makes certain

laudatory remarks about that university: progress in the sciences, its mili-

tant interdisciplinarity, its discursive zeal, and so on. But all this is elabo-

rated above an abyss, suspended over a "gorge"—by which we mean on

grounds whose own grounding remains invisible and unthought.

Having reached this point in my reading, instead of involving you in a

micrological study of Heidegger's Der Satz von" Grund or of his earlier

texts on the university (in particular his inaugural lecture of 1929, Was ist

Metaphysik?, or the Rector's Speech of t933, Die Selbstbehauptung der
deutschen Universitiit)—a study which I am attempting elsewhere, in Paris,

and to which we will no doubt refer in the discussions that will come af-

ter this talk—instead of meditating at the edge of the abyss—even if on a

bridge protected by "barriers"-1 prefer to return to a certain concrete ac-

tuality in the problems that assail us in the university.

The framework of grounding, or foundation, and the dimension of-the

fundamental impose themselves on several counts in the space of the uni-

versity, whether we are considering the question of its reason for being in

general, its specific missions, or the politics of teaching and research. Each

lime, what is ar stake is the principle of reason as principle of grounding'

foundation, or institution. A major debate is under way today on the soh:

ject of the politics of research and teaching, and on the role that the tin•
versity may play in this arena: whether this role is central or marginal. P ro-

gressive or decadent, collaborative with or independent of that of other

c , rch institutions sometimes considered better suited to certain pur-

f ',;, Villa/it-es]. The terms of this debate tend to be analogous-1 am not

ving 11, are identical—in all the highly industrialized countries, what-

ewer 

they

their political regime, whatever role the State traditionally plays in this

A na (and , as we all know, even Western democracies vary considerably in

"this respect). In the so-called developing countries, the problem takes shape

accordi ng to models that are certainly different but in all events insepara-

ble K0111 the preceding ones. Such a problematic cannot always—cannot

any longer—be reduced to a political problematic centered on the State,

but on multinational military-industrial complexes or techno-economic

networks, indeed international techno-military networks that are appar-

ent ly multi- or trans-national in form. In France, for some rime, this de-

bate has been organized around what is called the "end-orientation" [final-
isation] of research. "End-oriented" research is research that is
programmed, focused, organized in an authoritarian fashion in view of its
utilization (in view of "ta khreia," Aristotle would say), whether we arc

talking about technology, economics, medicine, psycho-sociology, or mil-

itary power—and in fact we are talking about all of these at once. There is

no doubt greater sensitivity to this problem in countries where the politics

of research depend closely upon state-managed or "nationalized" struc-

tures, but I believe that conditions are becoming more and more homoge-

neous among all the technologically advanced, industrialized societies. We
speak of "end-oriented" [finalise] research where, not so long ago, we
spoke—as Peirce did—of "application." For it is growing more and more
obvious that, without being immediately applied or applicable, research

may pay off, be usable, end-oriented [nalisable], in more or less deferred
Hays. And what is at stake is not merely what sometimes used to be called

the techno-economic, medical, or military "by-products" of pure research.

The detours, delays, and relays of "end-orientation," its random aspects as

well, arc more disconcerting than ever. Hence the attempt, by every possi-
ble means, to take them into account, to integrate them in the rational cal-
culation of programmed research. A term like "end-orient" is preferred to
aPPIY, " in addition, because the word is less "utilitarian"; it leaves open the

Pc'ssibility that noble aims may be written into the program.
[i -Yourk , 	 lay wonder what is being advocated, in France, in opposition to

"Is co -
nsepr of end-oriented research. The answer is basic, "fundamental"

research, disinterested research with aims that would not he pledged in
adv ance to some utilitarian purpose. It was once possible to believe that
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pure mathematics, theoretical physics, philosophy (and, within philo sa
phy, especially metaphysics and ontology) were basic discipline s
from power, inaccessible to programming by the agencies or instancte‘l

the State or, under cover of the State, by civil society or capital interes- ts.The sole concern of such basic research would he knowledge, t ruth
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oln%
)0 ,h a t give rise to a basic systematized

] 

science, and the inciden-

mpirical ends that can be systematized only in terms of technical
(al an and necessities.
;chemas .

Today,, in the end-orientation (finalisation] of research—forgive me for

Presuming to recall such obvious points—it is already impossible to dis-rnest-i i sh between these two ends Ifinafitê4. It is impossible, for example,

dist i nguish programs that one would like to consider "worthy," or even

'° _hru ca lly profitable for humanity, from other programs that would be

destructive. This is not new: but never before has so-called basic scientific

research been so deeply committed to ends that are at the same time mil-

itary ends. The very essence of the military, the limits of military technol-

ogy and even the limits of the accountability of its programs are no longer

definable. When we hear that two million dollars a minute are being spent

in the world today for armaments, we may assume that this figure repre-

sents simply the cost of weapons manufacture. But military investments

do not stop at that. For military power, even police power, and more gen-
erally speaking the entire defensive and offensive security establishment

benefits from more than just the "byproducts" of basic research. In the ad-

vanced technological societies, this establishment programs, orients, or-

ders, and finances, directly or indirectly, through the State or otherwise,

the front-line research that is apparently the least "end-oriented" of all.

This is all too obvious in such areas as physics, biology, medicine, biotech-

nology. bio-programming, data processing, and telecommunications. We

have only to mention telecommunications and data processing to assess

the extent of the phenomenon: the end-orientation of research is limitless;
everything in these areas proceeds "in view" of technical and instrumental

security. At the service of war, of national and international security, re-

search programs have to encompass the entire field of information, the

stockpiling of knowledge, the workings and thus also the essence of Ian-

:e

uangereaatie 

linguistics,

and of all semiotic systems, translation, coding and decoding, the
play

 of presence and absence, hermeneutics, semantics, structural and

nguistics, pragmatics, rhetoric. I am accumulating all these
discipli nes in a haphazard way, on purpose, but I will end with literature.
P'ctry, the arts, and fiction in general: the theory that has these disciplines
s its

e. 	 •object can be just as useful in ideological warfare as it is in experi-'n
fntictta:(t)1:.n: with variables in all-too-familiar perversions of the referential

	

' 	 Such a theory may always be put to work in communicationstratenv
the theory of commands, the most refined military pragmatics of

disinterested exercise of reason, under the sole authority of theeptrecl ciPlc

is of

i

n

of reason.
And yet we know better than ever before what must have been true for

all time, that this opposition between the basic and the end-oriented

real but limited relevance. It is difficult to maintain this oppositio n with
thoroughgoing conceptual as well as practical rigor, especially in the m od_
em fields of the Formal sciences, theoretical physics, astrophysics {consider

the remarkable example of the science of astronomy, which is becomi ng
useful after having been for so long the paradigm of disinterested con-

templation), chemistry, molecular biology, and so forth. Within each of

these fields—and they are more interrelated than ever—the so-called ba-
sic philosophical questions no longer simply take the form of abstract,

sometimes epistemological questions raised after the fact; they arise at the

very heart of scientific research in the widest variety of ways. One can no

longer distinguish between the technological on the one hand and the

theoretical, the scientific, and the rational on the other. The term techno-

science has to be accepted, and its acceptance confirms the fact that an es-

sential affinity ties together objective knowledge, the principle of reason.

and a certain metaphysical determination of the relation to truth. We can

no longer—and this is finally what Heidegger recalls and calls on us to
think through—we can no longer dissociate the principle of reason from

the very idea of technology in the realm of their modernity. One can no

longer maintain the boundary that Kant, for example, sought to establish

between the schema that he called "technical" and the one he called "ar-

chitectonic" in the systematic organization of knowledge—which was also

to ground a systematic organization of the university. The architectonic!

the art of systems: "Under the government of reason, our knowledge in

general," Kant says, "should not form a rhapsody, but must forma sys tem

in which alone it can support and favor the essential aims of reason. 
10.

this pure rational unity of the architectonic, Kant opposes the scheme °I

the merely technical unity that is empirically end-oriented. according !:

views and ends that are incidental, not essential. It is thus a limit bets encas

two ends [finalites] that Kant seeks to define, the essential and noble c

4
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jussive utterances. (By what token, for example, will it be clear that an
terance is to be taken as a command in the new technology of telecomeeorrt
munications? How are the new resources of simulation and simulactt--th,
to he controlled? And so on.) One can just as easily seek to use th e r ii,„
rerical formulations of sociology, psychology, even psychoanalysi s in ardor
to refine what was called in France during the Indochinese orAigeriam
wars the powers of "psychological action"—alternating with torture. Con_
sequemly, so long as it has the means, a military budget can invest in any_
thing at all, in view of deferred profits: "basic" scientific theory, the h
rnanities, literary theory. and philosophy. The Department of Philosoph y
which covered all this, and which Kant thought ought to be kept unavail.
able to any utilitarian purpose and to the orders of any power whatsoever
in its search for truth, can no longer lay claim to such autonomy. Wh at is
produced in this field can always be used. And even if should remai n ap

-parently useless in its results, in its productions, it can always serve to keep
the masters of discourse busy: the experts, professionals of rhetoric, logic,
or philosophy who might otherwise he applying their energy elsewhere,
Or again, it may in certain situations secure an ideological bonus of lux-
ury and gratuitousness for a society that can afford it as welh within cer-
tain limits. Furthermore, when certain random consequences of research
are taken into account, it is always possible to have in view some eventual
benefit that may ensue from an apparently useless research (philosophy or
the humanities, for example). The history of the sciences encourages re-
searchers to integrate that margin of randomness into their centralized cal-
culation. They then proceed to adjust the means at their disposal, the
available financial support, and the distribution of funding. A State power
or the forces that it represents no longer need to prohibit research or to
censor discourse, especially in the West. It is enough that they can limit
the means, can regulate support for production, transmission, and diffu -
sion. The machinery for this new "censorship" in the broad sense is much

more complex and omnipresent than in Kant's day, for example, When
problematics and the entire topology of the university were organized
around the exercise of royal censorship. Tbday, in the Western democr a
cies, this form of censorship has almost entirely disappeared. The po-

hibiting limitations Function through multiple channels that are dece
it',_

tralized, difficult to bring together into a system. The unacceptability or,:
discourse, the noncertification of a research project, the illegitimacy' °f1
course offering are declared by evaluative actions: studying such evalor

E	
Is.ions • it seems to me, one of the tasks most indispensable to the exercise

' 
facjdemic responsibility, most urgent for the maintenance of its dignity.

within the university itself, forces that are apparently external to it
s founations, the ass media) are intervening in an ever more de-(press,: •

c is ive way. Uni

d
versity press

m
es, particularly in the United Stares, play a me-

diar i ng role that entails the most serious responsibilities, since scientific
criteria, in principle represented by the members of the university corpo-

ran:on have to come to terms with many other aims. When the margin of,
randomness has to be narrowed, restrictions on support affect the disci-

plines that are the least profitable in the short run. And that provokes,
‘,.i thi n the professions, all kinds of effects, certain of which seem to have

lost any direct relation to that causality—which is itself still largely

overdetermined. The shifting determination of the margin of randomness
always depends upon the techno-economic situation of a society in its re-
lation to the entire world arena. In the United States, for example (and it
is nor just one example among others), without even mentioning the eco-
nomic regulation that allows certain surplus values—through the channel
of private foundations, among others—to sustain research or creative pro-
jects that are not immediately or apparently profitable, we also know that
military programs. especially those of the Navy, can very rationally subsi-
dize linguistic, semiotic, or anthropological investigations. These in turn
are related to history, literature, hermeneutics, law, political science, psy-
choanalysis, and so forth.

The concept of information or informatization is the most general op-
erator here. It integrates the basic into the end-oriented [finalise], the
purely rational into the technical, thus hearing witness to that original in-
termingling of metaphysics and technics. The value of "form"—and that
which in forms maintains to he seen and done, having to see with seeing
and to do with doing—is not foreign to it: but let us drop this difficult
point for now In Der Satz vorn Grund, Hcidegger locates this concept of
"information" (understood and pronounced as in English. he says at the
r ime when he is putting America and Russia side by side Pike two sym-
metrical and homogeneous continents of metaphysics as technics) in a de-
Pendence upon the principle of reason, as a principle of integral calcula-
hilir. EvenY [Wen the principle of uncertainty (and he would have said the same
' hing of a certain interpretation of undecidahility) continues to operate
wi thin the problematics of representation and of the subject-object rela-ti on. .

I nos he call+ this the atomic era and quotes a popularizing hook en-
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titled "We shall live thanks to atoms" with prefaces both by Otto Nn,ah
Nobel Prize winner and "fundamentalist" physicist, and Franz Jose

What, then, is my topic? What do I have in view that has led me to pre-

sent things as I have done so far? 1 have been thinking especially of the ne-
cessity of awakening or of resituating a responsibility, in the university or
in face of the university, whether one belongs to it or not.

Those analysts who study the informative and instrumental value olio -

guage today are necessarily led to the very limits of the principle of reason
thus interpreted. This can happen in any number of disciplines. But if the

analysts end up for example working on the structures of the simulacrum

or of literary fiction, on a poetic rather than an informative value olio"'

guage, on the effects of undecidability, and so on, by that very token they
are interested in possibilities that arise at the limits of the authority and the

kw ies of informatization." It is obviously not a question of refusingreeh no
Ebese technologies. Nor, moreover, of accrediting too quickly and too sim-

op position between the instrumental and some pre-instrumentalph, an
(autni , and properly "poetic") origin of language. I have often tried to
show elsewhere,herc 	 long ago, that this opposition remains of limited relevance
and that, as such, it perhaps remains within Heidegger ,

 interrogation.nterrogation.
Not in in; precedes technical instrumentalization absolutely. It is thus not a

matter of opposing some obscurantist irrationalism to this instrumental-
izat ion . like nihilism, irrationalism is a posture that is symmetrical to, thus
dependen t upon. the principle of reason. The theme of extravagance as ir-

rationalism—there is very clear evidence for this—dates from the period
when the principle of reason was being formulated. Leibniz denounced it
in his Neu , Essays on Human Understanding. Raising these new questions
may sometimes protect an aspect of philosophy and the humanities that
has always resisted technologization: it may also preserve the memory of
what is much more deeply buried and ancient than the principle of reason.
But the approach 1 am advocating here is often felt by certain guardians of
the "humanities" or of the positive sciences as a threat. It is interpreted as
such by those who most often have never sought to understand the history
and the system of norms specific to their own institution, the deontology
of their own profession. 'they do not wish to know how their discipline has
been constituted, particularly in its modern professional form, since the
beginning of the nineteenth century and under the watchful vigilance of
the principle of reason. For the principle of reason can have obscurantist
and nihilist effects. They can be seen more or less everywhere, in Europe
and in America among those who believe they arc defending philosophy,
literature , and the humanities against these new modes of questioning that
are also a new relation to language and tradition, a new affirmation, and
ilv ways of taking responsibility. We can easily see on which side obscu-r
'n rism and nihilism are lurking when on occasion great professors or the

representatives of prestigious institutions lose all sense of proportion and
c""trol: on such occasions they forget the principles that they claim to de-
fend in their work and suddenly begin to heap insults, to say whateverco •

41" i nn( their heads on the subject of texts that they obviously have
"ever.

()puled or that they have encountered through a mediocre journal-
`s"' that in other circumstances they would pretend to scorn. h

Strauss, then minister of national defense. Information ensures th e insur.
once of calculation and the calculation of insurance. In this we recognize
the period of the principle of reason. Leihniz, as Heidegger recalls, ', con_
sidered to have been the inventor of life insurance. In the form of info r-
mation (in der Gestalt der Information), Heidegger says, the prin •cip,e of
reason dominates our entire representation ( Vorstellen) and delineates a
period for which everything depends upon the delivery of atomic energy
Delivery in German is Zustellung, a word that also applies, as Hede
points out, to the delivery of mail. It belongs to the chain of Gestealfrom
the Stellen (Vorstellen, Nachstellen, Zustellen, Sicherstellen) that character-
izes technological modernity. "Information" in this sense is the most eco-
nomic, the most rapid, and the clearest (univocal, eindeutig) stockpiling,
archiving, and communication of news. It must instruct men about the
safeguarding (Sicherstellung) of what will meet their needs, to khreia, Aris-
totle said. Computer technology, data banks, artificial intelligences, trans-
lacing machines, and so forth, all these are constructed on the basis of this
instrumental determination of a calculable language. Information does
not inform merely by delivering an information content, it gives form,
"in-formiert," "formiert zugleich." It installs man in a form that allows
him to ensure his mastery on earth and beyond. All this has to be pon-
dered as the effect of the principle of reason or, more rigorously, of a dom-
inant interpretation of this principle, of a certain emphasis in the way we
heed its summons.° But I have said that I cannot deal with the question
of such stress here; it lies outside the scope of my topic.

t he principle of reason. On that basis, they may attempt to define
irlOo. o responsibilities in the face of the university's total subjection to the
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It is possible to speak of this new responsibility that I have invoked o
n lyby sounding a call to practice it. It would be the responsibility of , corn_

munity of thinking for which the border between basic and end-o r ient .4
research would no longer be secured, or in any event not under the:

econditions as before. I call it a community of thinking in the broad
sense—"at large"—rather than a community of research, of science, or
philosophy, since these values are most often subjected to the unquestioned

authority of the principle of reason. Now, reason is only one species of
thinking—which does not mean that thinking is "irrational." Such a com _
munity would interrogate the essence of reason and of the principle of re a .
son, the values of the basic, of the principial, of radicaliry, of the archt, in
general, and it would attempt to draw out all the possible consequence s of
this questioning. It is not certain that such thinking can bring together a

community or found an institution in the traditional sense of these words ,
It must rethink what is meant by community and institution. This think-

ing must also unmask—an infinite task—all the ruses of end-orienting rea-

son, the paths by which apparently disinterested research can find itself in-

directly reappropriated, reinvested by programs of all sorts. That does not

mean that "end-orientation" is bad in itself and that it must be combated,

far from it. Rather, I am defining the necessity For a new training that will

prepare students to undertake new analyses in order w evaluate these ends

and to choose, when possible, among them all.

As I mentioned earlier, along with some colleagues I was asked last year

by the French government to prepare a report in view of the creation of an

International College of Philosophy. I insisted, in that report, on stressing

the dimension that in this context I am calling "thinking"—a dimension

that is not reducible to technique, nor to science, nor to philosophy. This

International College would not only be a College of Philosophy but also

a place where philosophy itself would be questioned. It would not only be

open to types of research that are not perceived as legitimate today, or that

are insufficiently developed in French or foreign institutions, includi ng

some research that could be called "basic." We would go one step further,

providing a place to work on the value and meaning of the basic, the fun -
damental, on its opposition to end-orientation, on the ruses of end.ori-
enration in all its domains. As in the seminar that I mentioned earlier, the

report confronts the political, ethical, and juridical consequences of such

an undertaking. I cannot go into more detail here without keeping Y ou
much too lung.

These new responsibilities cannot be purely academic. If they remain ex-

tter°
Iv difficult to assume, extremely precarious and threatened, it is be-

cause they must at once keep alive the memory of a tradition and make an

(Tell! •• ng beyond any program, that is, toward what is called the future.

And the discourse, the works, or the position-taking that these responsibil-

ities inspire, as to the institution of science and research, no longer stem

w i elv from the sociology of knowledge, From sociology or politology.

These disciplines are no doubt more necessary than ever; I would be the

last to want to disqualify them. But whatever conceptual apparatus they

may have. whatever axiomatics, whatever methodology (Marxist or neo-

Marx i s t, Weberian or neo-Weberian, Mannheimian, some combination of

these or something else entirely), they never touch upon that which, in

themselves, continues to be based on the principle of reason and thus on

the essential foundation or the modern university. They never question sci-

entific norinativity, beginning with the value of objectivity or of objectifi-

cation, which governs and authorizes their discourse. Whatever their sci-

entific value—and it can be considerable—these sociologies of the

institution remain in this sense internal to the university, intra-institu-

tional, controlled by the deepseated norms, even the programs, of the space

that they claim to analyze. This can be observed, among other things, in

the rhetoric, the rites, the modes of presentation and demonstration that

they continue to respect. Thus I will go so far as to say that the discourse of

Marxism and psychoanalysis, including those of Marx and Freud, inas-
much as they are standardized by a project of scientific practice and by the

principle of reason, are intra-institutional, in any event homogeneous with

the discourse that dominates the university in the last analysis. And the fact

that this discourse is occasionally proffered by people who are not profes-

sional academics changes nothing essential. It simply explains, to a certain

extent, the fact that even when it claims to be revolutionary, this discourse

does not always trouble the most conservative forces of the university.
Whether it is understood or not, it is enough that it does not threaten the
Fundamental axiomatics and deontology of the institution, its rhetoric, its
rites• and its procedures. The academic landscape accommodates such

tYpes of discourse more easily within its economy and its ecology; however,

'fit does not simply exclude those who raise questions at the level of the
FNIndation or nonfoundation of the university, it reacts much more fear-

to those who address sometimes the same questions to Marxism, to
psychoanalysis, to the sciences, to philosophy, and to the humanities. It is
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nor a matter simply of questions that one formulateswhile submitting one_
self, as I am doing here, to the principle of reason, but also ofp repari
oneself thereby to transform the modes of writing, the pedagogic se en, th
procedures of academic exchange, the relation to languages, to other er chsci
Alines, to the institution in general, to its inside and its outside. Those who
venture forth along this path, it seems to me, need not set themselves up in
opposition to the principle of reason, nor need they give way t o .i rra.
tionalism." 'I'hey may continue to assume within the university, along w ith
its memory and tradition, the imperative of professional rigor and comp
tence. There is a double gesture here, a double postulation: to ens ure pro,
fessional competence and the most serious tradition of the university even
while going as far as possible, theoretically and practically, in the most
abyssal thinking of the university, to think at one and the same time the
entire "Cornellian" landscape—the campus on the heights, the bridges,
and ii necessary the barriers above the abyss—and the abyss itself. It is this
double gesture that appears unsituatable and thus unbearable to certain
university professionals in every country who join ranks to foreclose or to
censure it by all available means, simultaneously denouncing the "profes-
sionalism" and the "antiprofessionalism" of those who are calling others to
these new responsibilities.

I will not venture here to deal with the debate on "professionalism" that
is developing in your country. Its features are, to a certain extent at least,
specific to the history of the American university. But I will conclude on
this general theme of "professions." At the risk of contradicting what 1
have been urging here, I would like to caution against another kind of
precipitous reaction. For the responsibility that I am trying to situate can-
not be simple. It implies multiple sites, a stratified terrain, postulations
that are undergoing continual displacement, a sort of strategic rhythm. I
said earlier that I would he speaking only of a certain rhythm, for exam -

ple that of the blinking of an eye, and that 1 would only be playing one
risk off against another, the barrier against the abyss, the abyss against tier
harrier, the one with the other and the one under the other.

Beyond technical ends, even beyond the opposition between technid
ends and the principle of sufficient reason, beyond the affinity , bet-wee°

technology and metaphysics, what I have here called "thinking" risks in t
turn (hut I believe this risk is unavoidable—it is the risk of the future tt.

i nself) being reappropriated by socio-political forces that could find it
their own interest in certain situations. Such a "thinking" indeed cannot

is
outside of certain historical, techno-economic, politico-in-

.	 ,nd linguistic conditions. A strategic analysis that is to he as
istalun'11 a

d an t as possible must thus, with its eyes wide open, attempt to ward off
reapProPriations. (I would have liked to situate at this point certainsuch

questionsis about the "politics" of Heideggerian thought, especially as elab-

'rated prior to Der Satz vom Grisne:4 for example in the two inaugural dis-

cou rses of 19/9 and 1933.)
I will limit myself, however, to the double question of "professions."

First: does the university have as its essential mission that of producing

professional  competencies, which may sometimes be external to the uni-

versity? Second: is the task of the university to ensure within itself—and

under what conditions—the reproduction of professional competence by

preparing for pedagogy and for research professors who have respect for a
certain code? One can answer the second question in the affirmative with-

out having done so for the first, and seek to keep professional forms and

values internal to the university outside the marketplace and the ends of

social work outside of the university. The new responsibility of the "think-
ing" of which we are speaking cannot fail to be accompanied, at least, by
a movement of suspicion, even of rejection with respect to the profession-
alizarion of the university in these two senses, and especially in the first,
which regulates university life according to the supply and demand of the
marketplace and according to a purely technical ideal of competence. To
this extent at least, such "thinking" can, at a minimum, result in repro-
ducing a highly traditional politics of knowledge. And the effects can be
those that belong to a social hierarchy in the exercise of techno-political
power. I am not saying that this "thinking" is identical with that politics,
and that it is therefore necessary to abstain from it. I am saying that un-
der certain conditions it can serve that politics, and everything then
comes down to the analysis of those conditions. In modern times, Kant,
Sthel I ing, Nietzsche, Heidegger and numerous others have all said as
much. unequivocally: the essential feature of academic responsibility must
not be professional education (and the pure core of academic autonomy,
ti)e essence of the university, is located in the Faculty of Philosophy, ac-
elm-ding to Kant). Does this affirmation not repeat the profound and hi-
era rchizing political evaluation of metaphysics, I mean of Aristotle's Meta-
I;h-, 1:-`6 ? Shortly after the passage that I read at the beginning (98th andFoll

owing], one sees a theoretico-political hierarchy being put into place.
he top, there is theoretical knowledge. It is not sought after in view of
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its utility; and the holder of this knowledge, which is always a know
of causes and of principles, is the leader or arkhitekton of a society at wl:rgk,
is positioned above the manual laborer (kbeiroteknes) who acts wi th°
knowing, just as a fire burns. Now this theoretician leader, this knower kiti,
causes who has no need of "practical" skill, is in essence a teacher Beyond
the fact of knowing causes and of possessing reason or logos (to log,„
ekhein), he hears another mark (semeion) of recognition: the "capacity to

reach" (to dunasthai dichiskein). To teach, then, and at the same tim e to di.
rect. steer, organize the empirical work of the laborers. The theoretician_

teacher or "architect" is a leader because he is on the side of the arche
beginning and commanding. He commands—he is the premier or the

prince—because he knows causes and principles, the "why" and thus also
the "in view of" of things. Before the fact, and before anyone else, h e an,.
swers to the principle of reason, which is the first principle, the pri nciple

of principles. And that is why he takes orders from no one; it is he, on the

contrary, who orders, prescribes, lays down the law (982a [8). And it is

normal that this superior science, with the power that it confers by virtue

of its very lack of utility, is developed in places (topoi), in regions where

leisure is possible. Thus, Aristotle points out, the mathematical arts were

developed in Egypt owing to the leisure time enjoyed by the priestly caste

(to ton iereon ethnos), the priestly folk,

Kant, Schelling, Nietzsche, and Heidegger, speaking of the university,

premodern or modern, do not say exactly what Aristotle said, nor do all

three of them say exactly the same thing. They also do say the same thing.

Even though he admits the industrial model of the division of labor into

the university, Kant places the so-called "lower" faculty, the Faculty of Phi-

losophy—a place of pure rational knowledge, a place where truth has co be

spoken without controls and without concern for "utility," a place where

the very meaning and the autonomy of the university meet—Kant places

this faculty above and outside professional education: the architectonic

schema of pure reason is above and outside the technical schema. In his

Lectures on the Future of our Educational Establishments,us Nietzsche con-

demns the division of labor in the sciences, condemns utilitarian and join:"

nalistic culture in the service of the State, condemns the professional ends

of the university. 'I'he more one does (tut) in the area of training, the rro,

nur Standpunkte, sondern auch Gedanken haben!" (One must not have
one has to think (denken). And, still in the first lecture: "Man mug nich

e

viewpoints alone, but also thoughts!) As for Heidegger, in 1929, in his to

lecture, entitled "What is Metaphysics?,"" he deplores the hence-
Avira

 red-mica organization of the university and its compartmentalizing

	

forth
	 tion. And even in his Rector's Speech, at the very point where he

spccia
makes an appeal on behalf 

0f

 the three services (Arbeitsdienst, Wehrdienst,

loos'heast, the service of work, the military, and knowledge), at the very

m int  where he is recalling that these services are of equal rank and equally

arigtna1 (l ie had recalled earlier that for the Greeks theoria was only the

hoot fOrin of praxis and the mode, par excellence, of energeia), Heideg-

Qtr nevertheless violently condemns disciplinary compartmentalization

and -exterior training in view of a profession," as "an idle and inauthentic

citing" (Das Mussige and Unechte ausserlicher Beruflabrichtung)."

]Des iring to remove the university f'rom "useful" programs and from

professional ends, one may always, willingly or not, find oneself serving

unrecognized ends, reconstituting powers of caste, class, or corporation.

We are in an implacable political topography: one step further in view of

greater profundity or radicalization, even going beyond the "profound"

and the "radical," the principial, the arehe, one step further toward a sort

of original an-archy risks producing or reproducing the hierarchy.

"Thinking" requires both the principle of reason and what is beyond the

principle of reason, the arche and an-archy. Between the two, the differ-

ence of a breath or an accent, only the enactment of this "thinking" can de-

ride. That decision is always risky; it always risks the worst. To claim to

eliminate this risk through an institutional program is quite simply to

erect a barricade against a future. The decision of thinking cannot he an

intra-institutional event, an academic moment.

All this does not define a politics, nor even a responsibility. Only, at

best, some negative conditions, a "negative wisdom," as the Kant of The
conflict of the Faculties would say: preliminary cautions, protocols of vig-
ilance for a new Aufkiiirting, what must he seen and kept in sight in a

modern re-elaboration of this old problematics. Beware of the abysses and
the gorges , but also of the bridges and the barriers. Beware of what opens

the university to the outside and the bottomless, but also of what, closing
It in On itself, would create only an illusion of closure, would make the
university available to any sort of interest, or else render it perfectly use-
f 's. Beware of ends; bur what would a university be without ends?

	

Nei 	 • 	 •ther In its medieval nor in its modern form has the university dis-
P°'ed of its own absolute autonomy and of the rigorous conditions of its

n unity. For more than eight centuries, "university" has been the name

t ''
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given by our society to a sort of supplementary body that at one and t
same time it wanted to project outside itself and to keep jealously to .
to emancipate and to control. On this double basis, the university
supposed to represent society. And in a certain way it has done so: i t haswas
produced society's scenography, its views, conflicts, contradictions , its pit,
and its differences, and also its desire for organic union in a total 1 1or:
Organicist language is always associated with "techno-industrial" langua;
in "modern" discourse on the university. But with the relative auto uuniv
of a technical device, indeed that of a machine and of a prostheti c bud .
this university artifact has reflected society only in giving it the chance fo,
reflection, that is, also, for dissociation. The time for reflection, here, sig-
nifies not only that the internal rhythm of the university system ls rela-

tively independent of social time and relaxes the urgency of command,

ensures for it a great and precious freedom of play. An empty pl ace for

chance: the invaginarion of an inside pocket. The time for reflection is
also the chance for turning hack on the very conditions of reflection, in all

senses of that word, as if with the help of a new optical device one could

finally see sight, could not only view the natural landscape, the city, the

bridge, and the abyss, but could "view" viewing. As if through an acousti-

cal device one could "hear" hearing, in other words, seize the inaudible in

a sort of poetic telephony. Then the time of reflection is also an other

time; it is heterogeneous to what it reflects and perhaps gives time for

what calls for and is called thinking. It is the chance for an event about

which one does not know whether or not, presenting itself within the uni-

versity, it belongs to the history of the university. It may also be brief and

paradoxical: it may tear up time, like the instant invoked by Kierkegaard.

one of those thinkers who are foreign, even hostile ro the university, who

give us more to think about, with respect to the essence of the university

than academic reflections themselves. The chance for this event is clic

chance of an instant, an Augenhlick, a "wink" or a "blink"; it takes plat`

"in the blink of an eye." I would say, rather, "in the Twilight of an eye,„ kr

it is in the most crepuscular, the most westerly situations of the Weste rn

university that the chances of this "twinkling" of thinking are multiPh°1

In a period of "crisis," as we say, a period of decadence and renewal, when

the institution is "on the blink," provocation to think brings together;

the same instant the desire for memory and exposure to the future, cht

dein), of a guardian faithful enough to want to keep even the chance ° ta
future, in other words the singular responsibility of what he does not l'a‘r

.c
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d of what is not yet. Neither in his keeping nor in his purview. Keeping
a." , memory and keeping the chance—is this possible? How is one to feel

d
dionaitabk. for what one does not have, and is not yet? But what else is one

responsibie for, if not for what does not belong to us? For what, like
t
o future, belongs and comes down ro the other? And chance—can it be

kept , is it not, as its name indicates, the risk or the event of the fall, even

ofdecadence, the falling-due that befalls you at the bottom of the "gorge"?

(loot know. I don't know if it is possible to keep both memory and

chance. l am tempted to think, rather, that the one cannot be kept without

the other, without keeping the other and being kept from the other. Dif-

ferently. This double keeping or guarding would be assigned, as its respon-

sibilirv, w the strange destiny of the university. To its law, to its reason for

be i ng, and to its truth. Let us risk one more etymological wink: truth is

what keeps, that is, both preserves and is preserved. I am thinking here of

irahrheit, of the Wahren of Wahrheit and of veritas—whose name figures

on the coat of arms of so many American universities. it institutes

guardians and calls upon them to watch faithfully—truthfully—over itself

Let me recall my incl. pit and the single question that I raised at the out-

set: how not to speak, today, of the university? Will I have said it, or done

it? Will I have said how one should not speak, today, of the university? Or

will I have rather spoken as one should not do today, within the university?
Only others can answer. Beginning with you.

—Translated by Catherine Porter and Edward P Morris
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"In Praise of Philosophy"

Introduction Proposed by Liberation

The initiatives taken by the minister of research, Jean-Pierre Chevene-

ment, are today shaking up the world that has generally been insulated

from the exact and the social or human sciences. We do not yet know

what, good or bad, will come of this "construction site": debates, projects,

counrerprojects, polemics, discussions are in progress. Yet one thing is ob-

vious: philosophy has been quite forgotten. We remember, however, the

"quarrel over philosophy" and the debates about philosophy that gave rise

to the (bad) intentions of the previous governments. Mobilized, philoso-

phers met, in June 1979, at the Estates General of Philosophy, during

which they accepted the idea not only of course, of a defense of philoso- .

phy and of what it represents, but also of an extension of the teaching of

philosophy.' At the time, the Socialists, who a priori are not to be classi-

fied among those who are "afraid of philosophy," listened favorably to the

proposals born of the Estates General, Francois Mitterrand himself, before

the elections, assured us that, with the Socialists in power, the teaching of

philosophy would he "preserved and developed."' The Socialists are now

in power. What about the promises, then? Contrary to his colleague in re -

search, the minister of national education, Alain Savary, is quite silent.*

asked Jacques Derrida, who as leader of Greph has always been on the

front line of the fight "for philosophy," to make his contribution-41 'cl'

could sound the note of a necessary questioning.

The Proposals of Greph

Grer ii proposes that a decision in principle confirm and enact the

nrornise.s of the president of the republic: at the soonest possible date, the

'teachi ng of philosophy, preserved in all sections of the Terminale, should

he i nt roduced beginning in the Seconde.-1 Once this date and this decision

have been determined, different kinds of work should bring together all

the i n terested parties; and most of all, experimentation should be multi-

p iied• not only in a few pilot lyc6es specializing in experimentation, but

wherever possible and desired, it being understood that the ministry

should encourage and officially favor the conditions for such experimen-

tation, Greph proposes, moreover—hut these are points to he discussed

w i th all the instances and agencies concerned—that, on the one hand,

philosophy be introduced in the Seconde in the form of a recognized dis-

cipline. with its demands and its classical norms. For example, at a rate of

two hours per week, and with the rights accorded every other basic [fon-

damentale] discipline. The philosophy teacher would teach what we agree

to call, in the strict sense, institutional philosophy. But on the other hand,

together with the representatives of other disciplines, something like

thinking at the limits of philosophy would be practiced as well as taught,

in novel forms, on contents that are new and still little or poorly repre-

sented in the current distribution of the fields of teaching, if possible out-

side any program and with the greatest possible sense of innovation, of in-

philosophyven tki
 n in common.common. In this space still to be cleared, philosophers and

(in the broadest and most novel sense possible) would have
their part, a part that would nor be predominant, in an ensemble that

would to all teachers and all students. This assumes a pro-

found overhaul of the system and of normal practice, in education and
el 

J. Derrick'

On all these questions, one can read Qui at peur de la philosoplyie?and Les
Mats Generaux de la philosophic:'

Interview with Jacques Derrida
1:+beration:1Wice, Francois Mitterrand took up the question of. the exten-
slon of t h e teaching of philosophy. Yet this theme has been on the agendaF
°I- You since the Estates General of Philosophy.
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Jacques Derrida: In fact, since the beginning 011975, it has h een for
much more than and different from a particular (technical, peda gog ic
even corporative) demand. Such a transformation would affect eve
thing, before and after secondary school, within and outside of edu catioT
Since it is above all not a matter of propagating a discipline, even less the
same discipline (the same contents, the same methods, and so f orth) in
identical conditions, and since we are calling for a profound transforms.
tion of the entire system of education in its relations to society, w e knew
that we were talking about a true political mutation. And we did not Ik e
the fact that with a left-wing government the space of the debate or Figh t
would of course be more open, more favorable, but the resistance would
remain lively, and work and struggles would still he necessary. Wh at we
ran into is in fact older, more deeply rooted, and thus more tenacious than
the political themes, programs, and codes the electoral majorities clash
over—or agree upon—in this country.

Liberation: But we have nonetheless seen a certain political change. A re
these changes such that they will get rid of certain obstacles?

J.D.: Apparently the systematic political obstacle has been removed; it
seems to have disappeared formally. I am not speaking only of the feeling
of deliverance, of the immense hope to which the Left's coming to power
has given rise. I am not speaking only of what could, let's hope, bring an
end to the most sinister historical sequences since the war, particularly, it
must be stressed, in the university. No, I am referring very precisely, since
it is the sole theme of our interview, to Francois Mitterrand's formal
promises during his presidential campaign. Like all his promises during
this time, they ought to form the charter of the government's action.
There were, in the first place, ten proposals in the Ivry speech, then the

letter to Greph (since published in Le Monde, May z8 [1981]: "the reach-

ing of philosophy should he preserved and developed"; it "could be ex:
tended within secondary education" and "should obligatorily figure in all
sections of the long second cycle."' These promises respond precisely to
the demands of the Estates General. We will not allow them to be forgo ('

ten or neglected. It is urgent that we remember them today. For the probe=
Isms remain.

There is still no sign from the Ministry [of Education] of the sligh test

initiative in this area. No official reference has been made to Francois Mi t"

road's promises. Nor even the hypothesis of a discussion, of a prelimi-
re ry pro i cc t for study or exploration, has been put forward. Nothing. The

roppress ion (by Saunier-Seite)'' of certain habilitations' vital for philoso-

P 
by in certain universities is even being maintained. We can attest to the

ari se or outrage of many teachers and students faced with this. Re-

ook.. this summer and autumn. Greph proposed participating at least

in this i ndispensable preparatory work. All the interested parries should be

brought together: the ministry and the Inspection Generale students'

parents; and the representatives of the other disciplines, unions, and cor-

porat ive associations, such as the Association of Teachers of Philosophy

(which is not the only representative association" any more than it "has

been devoted for more than thirty years to the extension of the teaching

of philosophy," as it has just claimed: certain of its members even admit
to fearing the extension of the teaching of philosophy to technical sec-
tin) case no action that would merely adjust the timetable in the

TerminalsIn anynalewould be adequate for the problems we are debating, with
which we are struggling.

Liberation: This question of the technical sections is very important in
your eves?

J.D.: Yes, and revealing. With it, we are getting, too quickly, at the
properly historical difficulty that we skimmed over a moment ago. Why,
in this area precisely, does the new majority risk pursuing, with a barely
different language, a politics it seems ro have fought against for decades?
When the forces that supported past governments, within and outside of
education, tended to limit the teaching of philosophy, their concern was
not only to forbid or suppress a certain barely controllable politicization,
throu gh certain immediately political (in the immediately coded sense of
the term) discourses, texts, or themes. One could recall the numerous and
serious proofs of the role that this immediately political anxiety has no
dQuhr played, especially after 1968. But there was above all the powerful
constraint of a market, techno-economic imperatives, a certain concept-
°1 hers would say an ideology or simply a philosophy—of immediate
a
daptation to the apparent urgencies of productivity in nation-al and in-

ternational competition.

I here is nothing more "natural," in short, than this technologism,trh

ich is also a productivism and a positivism. For the philosophy that

"hi Praise of Philosophy"	 159
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supports them (it is also a philosophy, a great tradition of Philos ophy
philosophy of philosophy), the training of philosophers was not t o he e; a
tended to the point of a certain democratization, beyond a social class that
had a de facto monopoly over it and marked philosophical discou rse with
its own features. The extension of such training was not profitabl e , was
not sufficiently "productive" [poformanr].`' By the training of phil osta_
phers, I mean that of citizens (first of all pupils and students, som et i mes
teachers or researchers) trained in the rigor of a discipline (as they must he
in that of other disciplines or fields of knowledge) but also opened by i t
and beyond it to ways of questioning or putting into question that ar e dif-
ficult to program.

Libiration: What is happening today? Are we, in this respect at least, in
a truly new situation?

J.D.: I'm not certain of that. The project, the socialist "idea," has to
work its way through numerous and essential contradictions. For exam-
ple, it must at once respond to and avoid the techno-economic program-
ming of the market, of production: must respond to and avoid the very
strict urgencies of national and global competition in its current state. It
must respond and not respond to the laws of this machinery, satisfy them
and attempt to displace them. A no doubt inevitable contradiction whose
effects can be followed in the details of Socialist management and dis-
course. In itself this is not an absolute evil, a vice, an accident, or a weak-
ness. But there is cause to think this contradiction, to analyze it, without
ignoring or denying it.

Liberation: Do you think the National Conference on Research and
Technology, organized by Jean-Pierre Chevênement, is indicative in this
regard?

J.1).: In principle, it is a very favorable initiative. How not to approved
it? But since its official protocols and its first preparatory work, 

we have

been called upon to facilitate the "passage" between, on the one hand , the

imperatives of technology or production (very obscure notions, no natter
what is said about them) and, on the other hand, teaching, science, or Neal'

ture (no less problematic notions that, today, as yesterday, are often treg t .

as though they were self-evident). We are called upon to "adapt" "inter dIs'

modes of training" "to the new needs of the economic and socia
of

l
•	 o)

agriculture, etc .)." No thing could be more legitimate,

esecco

'rlin

:a°,re(,i:liodruhsitnrYg' more necessary. but where is the innovation concerning

the idea o f science, culture, technology, research, and teaching?
Although there is, fortunately, consideration of increasing certain bud-

gets, of further realizing a social and humanist democracy that previously

'rerna m cd formal and insufficient, the system of evaluation, the aims [ fz-

ows], remain the same, as do the discourse and the idea of culture.

within this continuity, of course, enormous progress can he made, and I

am among those who hope for this. But must one not question oneself

once again about this continuity and realize, in all domains, the possibil-

i ty of this questioning? Was it not in the name of this same discourse, of

the same "passages," of the same "adaptation," that some not long ago
wanted to evacuate philosophy and everything that did not respond to the
criteria of productive "performance," to the so-called "social needs"? This
final notion is indeed ambiguous, and it is being made the supreme au-
thority. What is a social need? Who defines it? What does it mean to adapt
to a supposedly prior social need, especially for research, science, culture,

and, a fortiori, philosophy, which is something altogether different again?

Liberation: Yes. But it is not enough to say that it is "altogether differ-
ent." It is perhaps this artistic vagueness that fuels the diatribes against
philosophy.

J.D.: You're right, but I am not going to improvise a definition of "phi-
losophy" here. Limiting myself to the immediate preoccupations we share,
I will say that "philosophy" today names at least two things.

On the one hand, obviously, a very rich tradition, texts, a wealth of dis-
course, of argumentation, of (precritical, critical, and more than critical,
other than simply critical) questions, metaphysics, regional ontologies,
ePistemology in the broadest sense. politics, and so forth. These elements
of a discipline, these powerful instruments, are not only instruments and
techniques, although they are also that, and although their indispensable
tradition roust he ensured. As such, already, philosophy does not derive
lrotn either the exact sciences or the social or human sciences, whose "un-i
t i7development" (an enormous question that I merely evoke in passing)

minister of research believes he can observe or regret. Scientificity and
"he object of these sciences are also questions for philosophy. Formerly, it
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Liberation:

side °la limit that looks at once toward the inside and toward a bey ond
of philosophy.

On the other hand, the name of philosophy finds itself rightly associ-

ated with every "thinking' that no longer lets itself he determined, by

rights, by techno-scientific or cultural programs, that troubles them so me.
times, interrogates and affirms them, yes, affirms, beyond them, withou t
necessarily opposing or limiting them in the "critical" mode. The value of

"critique" is only one of the philosophical possibilities; it has its history

and its own genealogy. What is called "deconstruction," for example, is

not limited to one of those so-called critical operations whose virtue and

incontestable necessity have inspired all those who defend philosophy,

"critical" reflection before the powers that be. What interests me in this

"deconstruction" is in particular the affirmative thinking that, while nei-

ther techno-scientific nor cultural, nor even philosophical through and

through, maintains an essential affinity with the philosophical, which it

works—in every sense of the word—in its discourse as well as in its insti-

tutional, pedagogical, political. etc., structures. This "thinking" can find

itself at work in all the disciplines, in the sciences and in philosophy, in

history, literature, the arts, a certain manner of writing, of practicing or

studying languages, without the obsession of techno-economic performa -

tivity. If there is any, this thinking is incalculable and marks the very limit

of technocratism.

These strange and apparently fragile questions, these unusual break-

throughs Ifrayages] that must he given their chance, are not necessarily

sterile speculations. What is more, why not let them run this risk of being

unproductive? Those worried about calculable profitability should know

that through these marginal and random wanderings transformations

sometimes take shape, the encoded future of a discovery that in advanc e

cracks [lizarder] with its signature the heaviest and surest programm ing

machines. We know it well: unheard-of thoughts. groundbreaking WI
tific discoveries have sometimes resembled unpredictable blows (roues] '

throws [coups] of the dice or Mows (coups] of force.

But is there not, in the texts preparatory to the Chevene-

nienr conference itself, a protest against technocratism, even if it is very

r io id?

J D, : Certainly. And that is why l neither criticize nor denounce that

conference. On the contrary, as you can see, I am making my modest con-

tribut ion to it, even if that contribution appears a hit dissonant. The

proMem is that in those preparatory texts the protest against tech-

rocratism is nearly lost in the midst of a hymn to that techno-democratic

humanism that is most certain of its legitimacy, its necessity, its optimism,

and i ts progressism. Well, the stronger this discourse grows, the more it

appears irrefutable, the more we will need (now there is a "need"!) to ques-

tion its ultimate foundations, its limits, its presuppositions, its old and its

new history. We will be able to do so only from isolated places or non-

p l aces, with minority, out-of-the-ordinary discourses and gestures, uncer-

tain of their immediate admissibility, and according to forms of question-

ing that will nor let themselves he dominated or intimidated by this

powerful program.

For me, philosophy, or rather "thinking," would be this mobile non-

place from which one continues or begins again, always differently, to ask

oneself what is at stake in technology, the positivity of the sciences (exact

or not), production, yes, and above all, productivity. This "philosophy,'

we must recognize, has no site that could be assigned it in a Conference

on Research and Technology. It might be named in passing among "mul-

tiple forms of research that are philosophical, historical, sociological, eco-

nomic, or political in nature," but it does not belong to the series of such
research.

Libenztion: It is thus the entire structure of the university and of higher

education that is to he questioned?

J•D.: Institutions that leave space, and breathing room, for what does

not yet have an identifiable face would have to be created: a paradoxical,

'PParently contradictory, and yet vital task. I am not referring only to phi-

losophy in its recognized form as the theory of science or epistemology, as
the discipline dealing with the foundations of science or technology, pol-
lf?ics or ethics. Philosophy is that, of course; but a certain "thinking." dif-
erentlY philosophical. can also question the genealogy and presupposi-
t/ons of this very fundamentalism. this appeal to foundations. and even an

was also in order to make room for the "human sciences" that so
wished to reduce or dilute the teaching of philosophy. Nor is phii 	 "leoso ph
simply a productive activity, and I would even say that its belo lig ing Y

to
what is called "culture" is not sell-evident. Without opposing them , ph

ilosophy is different from science, technology, culture. And one can be;
that in these domains no transformation can arise that does not take sh a„
on the borders of philosophy. I prefer to say "on the borders." on e i th -et
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otuologico-encyclopedic hierarchy (general or fundamental ontol ogy, re_
gional ontologies, forms of knowledge and posiriviries, and so fo rth) .

Let us not forget that this hierarchy has constructed the model of the
university we have been living by since the beginning of the nineteenth
century. This model is itself very weakened today, and irreversibly, I be
lieve. All states, in the East and in the West. are letting or making i t dic
preferring more "productive" Ipcifbrmand (from the point of vi ew of sci '
entific, industrial, and, always, military technology) research institu t iotts,
ones that are more closely dependent and that are cur off from all teach.
ing. One would have to pause for a long time over this evolution. We can_
nor do so here. In a word, the paradox would be the following: accordi ng
to the model that could he called "modern," and first of all Germ an , since
the nineteenth century in Europe this university has indirectly represented
an old, condemned State rationality, but it could become, curiously, in its
very old age, a kind of refuge of liberalism, in the sense that one can also
speak of the "liberal arts." It could become, perhaps, a solution of with-
drawal and urgency for a thinking that would still like to avoid the con-
straining planning we spoke of a moment ago and that is spreading to all
the places of research (which in Kant's time and that of The Conflict of the
Faculties were few and marginal and were called "academies" and "learned
societies").

I do not believe that we have to choose between these two possibilities.
As antithetical as they appear, they join up in the same system. No, one
would have to reconstruct From top to bottom all the relations (and some-
times even interrupt all relation) benveen the State and knowledge, tech-
nology, culture, philosophy, thinking, whether in their institutional farm
or not. Perhaps this is in the process of happening, even if it is not very
obvious. But seriously speaking, one should at least recall the entire his-
tory of this problematic, reread among other things The Conflict oft e

Faculties, rewrite it completely differently today, rewrite completely dit
ferently the best and the worst of what Kant, Schleiermacher, Hegel ,

Humboldt, Fichte, Schelling, but also Cousin, Heidegger, and a few oth-

ers have handed down to us on these subjects. We still have to be left th'
time and the means to do so.

4

The Antinomies of the Philosophical
Discipline: Letter Preface

My friends, I am afraid that the letter I promised will be too long. But
I prefer to restrict myself to a letter. It will tell you first of all that I am far
away, and I regret that: you know how much I would have wished to take
part in your work and your discussions—and to show my solidarity. With
whom? With what? That is a question I would like not to elude, in a mo-
ment. Yet if I prefer to entrust what I have to say to the genre of the letter,
it is especially because one can allow oneself to manifest there, with less
embarrassment, something like a "mood." I don't know exactly what a
mood is; I don't believe in it very much; I don't believe it is opaque, in-
significant, indecipherable. It speaks, and there is always room to analyze
it. But the language ofmoodlike the code of the letter, allows one to act as
if for lack of rime and space. the affected language of the affect could
gather everything up economically in an "it cannot be explained," "it goes
without saying"—everything, the premises, the mediations, and even the
conclusions of an interminable analysis.

And a letter, even a philosophical letter, dates the "as if" of the mood,
°fa fabled mood: once upon a rime, one day, I had the feeling that...

So what is my mood, today, with regard to something—already a myth
I n itself—called "School and Philosophy"? Let's not even talk about a
bad mood" against this word "school," the place of so many confusions

and abuses. It remains a little mythic because overly marked and too little
marked, historically too determined and too undetermined, too French in
i ts universal guises. Like any word, you'll say. Yes, bur I find that the pos-
',ib ilities of this equivocation are exploited a little too much today, in
rrulce, especially when one is talking about philosophy.

—Translated by Jan Plug
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even ,
along with others, along with some of you, the reason and the streng th to
demonstrate, testify, "militate," as one says,lbfor the teaching of philonsoopthg:

an incoherence in this relation of affirmation to despair. But let's

One would need a lot of philosophical ingenuousness to read nothing
'ng

into that. It is true that the thing remains enigmatic for me, still t oday
(hence philosophy!), no doubt more than ever, and the questions rem a i n
wide open, whether one is talking about the link between philosophizing,
philosophy, and their discipline or the link between the necessity ofa cer-

tain writing, which to go quickly we'll call deconstructive writing, and a
reaffirmation of philosophy. It is something more and something other

than a link, a logical connection or a coherency in a system; it is an essen-
tial alliance. That is why I prefer to speak of affirmation rather than of po-

sition, in other words of what demands commitment, yes, beginning from

its provenance and for the future. And this is what is still not understood,

what remains inaccessible first of all to those who do not know how or do

not want to read, who are in a rush either to caricature or to falsify; and

since we are talking about the school and philosophy, I think of the stu-

pefying dogmatism that, for a while now, has authorized some to distort

the proposals of Greph or of the Estates General of Philosophy: imper-

turbably, without reference, without analysis, without quotation, without

demonstration. I will come back to this below.
No, the despair could not even look like what it is; it could not assume

its figure of despair if there were not this basic fund of philosophical reaf-

firmation. And I feel this despair today in the face ofa certain obviousness
of repetition, a distressing obviousness.

What repetition?
There is first of all the stofitee repetition, if you want to call it that for the

sake of convenience. Below, I will spell out my reservations concerning

such a distinction between two sorts of repetition, in which one would he

the surface of the other. This apparently superficial repetition would. be

that of political action and discourse, the compulsive trotting out of th e

same thing as concerns the philosophical discipline. Oh. I am very 'well

aware that still in 1979, at the time of the Estates General, my friends I

Greril and I said—and published—that although the essential transfor-

1 • 
s we were calling for presupposed a profound political mutation, a

1.0oge o f government would not be enough. It might lighten the

na

 atmos-

:cre,• it would allow an opening for debate, put an end to threats that

were too openly declared, make room for symbolic experiments, perhaps

a certain change in the tone of official discourse or the presentation of

measures undertaken. But, as we were already saying then, the constraints

that urge the reproduction of the type and the reduction of thefie/dof the

philosophical discipline would remain the same. People would continue

to believe that the training of technical competencies, a submission of

knowledge to a certain kind of profit-making. the "end-orientation" (fi-

nalisation] of research, economic competition, the race for production, a

certain concept of the relations between industrial or military techno-

science and philosophy, between the social sciences and philosophy, all of

this required that a discipline as untouchable as it is useless be maintained

within its limits (thought to be natural). That discipline should remain

(and this is the best scenario!) confined to one year in the lycêes or little

cells in the university where life is becoming increasingly difficult. There

is no point in elaborating upon these things we are all very well aware of.

Besides a few symbolic and precarious initiatives—which, however, I do

not want to minimize (such as experimental attempts to teach philosophy

other than in the Terminale, the extension of philosophy to the last year

of technical lyeees, a certain support, however insufficient it may be, for

the College International de Philosophic and for everything it may repre-

sent today in France and outside of France)—things have not changed

very much. Here or there, they will instead have gotten worse: I am think-

ing in particular of what is taking shape in the university. This growing

confinement reinforces the power of certain institutions of the press and

publishing, sometimes in the direction of credulity or cynicism, even of
incompetence and of i mmediate  self-interest.

But let's not pursue this debate any further. This tireless repetition may

be discouraging, but we will not find the strength or the desire to analyze

much less to try to interrupt it, unless, as philosophers, we ask ourselves

questions about another order, another place, another dimension of the
repetition, the one I hesitated to call "profound." Which one? The one

that encloses the discourse, logic, rhetoric of all those who, speaking "for

Philosophy"—as we are doing—reproduce types whose matrix is well
known and whose combinatory grid is more or less exhausted. The most

But as I see it, that is not the essential thing. My mood might b e bad
but it is not a had mood. My mood would translate, rather, a certai

n de_'
pair. It is not new, and no doubt I have found there the strength or the
reason for a certain philosophical affirmation (which has nothing do
with a philosophical position or assurance; quite the contrary) and
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serious thing is certainly not the finitude. always irreducible, of the reserve
of arguments or figures, or the necessity ro draw endlessly from t hat re,
serve with sometimes the illusion of inventing something, No, th e „,

-vastserious thing is, in the first place, the structure of this matrix: it hold, to
an apparently insurmountable contradiction, one might say a "noridialee,
ticizable" contradiction. One can also see in it a divided law, a double law
or a double bind, an antinomy. It imposes itself not only on us but alsoso on
our partners or adversaries. outside of education, if not outside of phil us,
ophy (since there is no simple exteriority here, no outside-philosoph y or
nonphilosophy; as was said for whoever could or wanted to hear it at th e
Estates General of Philosophy, there is no nonphilosophical barbarity, and
we never fight against nonphilosophical barbarity; the fights or the de-
bates we arc talking about always oppose different philosophies, forces
represented by different philosophies). Thar is why I would not maintain
for too long the merely convenient distinction 1 proposed a moment ago
between two repetitions. But it would be even more serious if in the sec-
ond place, we did not try to think this antinomy as such, to analyze it, in-
terrogate it, situate it, and so forth, in the structure of its authority, in the
aporias it endlessly reproduces, in its provenance or its future.

To think it: will this still be a philosophical act? Philosophical through
and through. simply philosophical? Can it give rise to institutions and dis-
cipline? I am not sure. This question already belongs, as we will see in a
moment, to the program of antinomies.

Yet, while it may not he certain that this thinking is philosophical
through and through, it certainly implies philosophy and philosophical
knowledge. It perhaps is not limited to philosophical knowledge, but it is
impossible without that knowledge.

The only thing that seems to me clear and desirable today (you see. 1
am still talking about my "mood") is a community that would take charge
of such thinking, the community of a responsibility that no longer has
simply the figure given it by Husserl (responsibility in the face of the infi-
nite task of philosophy. transcendental community of a rational "we," and
so forth, in the face of the "crisis") or Heidegger (responsibility for the re-
sponse to the call of Being). These two figures belong to the space of rep'
etition that comprises us and pre-comprehends us, to which we are al-
ready destined and that it would be a matter of thinking: not again°
Husserl or Heidegger. of course, which would he a bit foolish, but rather
beginning with them, and no doubt otherwise.

If among all the differences and disagreements that may separate those

"ho ‘•ill have taken part in these meetings, there is still the chance for an

and a community, l would not know where to situate it outside of

this responsibility. I would not know; however, it is not certain that this
still has to he a community of knowledge, a community of thecommunitY

coo-iousness of knowledge. Within such a community, polemos is possible,

sometimes necessary, but it excludes petty battles and mediocre polemics,

he nlere displacement of pawns in an interminable game.
H OW is one to define the poles of this contradiction without dialectic?

wh at would be the two essential but contradictory requirements we do

not want ro renounce? If the double law of an antinomy reproduces, di-
meth' or indirectly, all the types of our arguments, defenses, or accusa-

tions, what is its axiomatics?
Since this letter is already too long, I will restrict myself to the barest

outline. For the convenience of the demonstration, I will distinguish seven

contradictory commandments.

First Commandment

On the one hand, we must protest the submission or the philosophical (its
questions, programs, discipline, etc.) to any external purpose: the useful,
the profitable, the productive, the efficient, "high performance" Ipeifin.-
mand, but also whatever belongs in general to the techno-scientific, the
techno-economic, the end-orientation [finalisation] of research, even eth-
ical, civic, or political education.

But, on the other hand, we should on no account give up the critical,
and therefore evaluative and hierarchizing, mission of philosophy, philos-
ophy as the final instance of judgment, as constitution or intuition of fi-
nal meaning, last reason, thinking of ultimate ends. It is always in the
name of a "principle of finality," as Kant would say, that we mean to save
Philosoph y and its discipline from any techno-economic or sociopolitical
end -orientation (finalisationj. This antinomy is indeed philosophical
throughr7gahria:ridnt,h. rough s i nce "end-orientation" always appeals to some phi-
losophy, at least implicitly. Once again: there is never any "nonphilosoph-
i

I low is one to reconcile these two orders of finality [finalite]?
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Second Commandment

On the one hand, we must protest the enclosure of philosophy. w e legit.
imately refuse house arrest, the circumscription that would confine 

phi-
losophy to a class or a curriculum, a type of object or logic, a fixed content
or form. We stand opposed to whatever would prohibit philosoph y from
being present and insistent outside its class, in other disciplines or o t h er
departments, from opening itself up to new objects in a way that k nows
no limit of principle, from recalling that it was already present there where
no one wanted to acknowledge it, and so forth.

But, on the other hand and just as legitimately, we should claim the
proper and specific unity of the discipline. We should be very vigilant on
this score, be ready to denounce, as Greph has been doing incessantly,
anything that might come along to threaten this integrity, dissolve, th s...
sect, or disperse the identity of the philosophical as such.

How is one to reconcile this localizable identity and this ubiquity that
exceeds all bounds?

Third Commandment

On the one hand, we feel we have the right to demand that philosophical
research and questioning never be dissociated from teaching. Is that not
the theme of our colloquium, confronted as we are with the return of the
same threat?

But, on the other hand, we also feel we are authorized to recall that
some aspect of philosophy, perhaps the essential part of it, is not limited
to, has not always been limited to, teaching acts, to educational events, to
its institutional structures, indeed to the philosophical discipline itself.
That discipline can always be overrun, sometimes provoked, by the un-
reachable. Perhaps it has to accept teaching the uoteachable, to produce
itself by renouncing itself, by exceeding its own identity.

How is one to maintain, within the same now [maintenant] of the dis -
cipline, the limit and the excess? How to maintain that one must teach
this very thing? That it cannot be taught?

Fourth Commandment

On the one hand, we consider it normal to demand institutions adequate to
this impossible and necessary, useless and indispensable discipline. We cc"'
sider it normal to demand new institutions. In our view, this is essentia•

onc on the other hand, we postulate that the philosophical norm is not

limited to its institutional appearances. Philosophy exceeds its instini-

605; 1T even has to analyze the history and the effects of its own institu-

tions , It finally has to remain free at every moment, obeying only truth,

die force of the question or of thinking. It is legitimate for it to break

etera 
Institutional tie. The extra-institutional has to have its institutions

w it hout , however, belonging to them.
vi ,' is one to reconcile the respect and the transgression of the institu-

tional limit?

Filth Corn mandment

on the one hand. in the name of philosophy, we require a teacher or mas-

ter [ maitre], the presence of a teacher. There must be a teacher for this dis-
cipline that cannot be disciplined, for this teaching that cannot be taught,
For this knowledge that is also nonknowledge and more than knowledge,
for this institution of the an-institutional. The concepts of this mastery or
this magisterialiry can vary. Its figures may be as diverse as those of the All
High Tres Haut] or the inaccessible Altogether Other. of Socrates, of the
Preceptor, the civil-servant Professor, the instructor in the university or
the Terminal& (the first and the last of all), a little bit of all of the above
at once: in every case, there must be a teacher or master [maitre] and some
magisterial alterity. Consequence: they must be trained; there must be stu-
dents, teaching positions; there will never be enough; and all of this is
controlled from outside the philosophic community.

But, on the other hand. although the teacher or master [maitre] must
be another, trained and then appointed by others, this heteronomic asym-
metry ought not infringe on the necessary autonomy, indeed the essen-
tially democratic structure of the philosophic community.

How can that community bring about an agreement within itself be-
tween this hcterononw and this autonomy?

Sixth Commandment

°tithe one hand, the philosophical discipline, the transmission of knowl-
`idge, the extreme wealth contained there normally require time, a certain
r
hythmic duration, indeed as much time as possible: more than a flash. a

nienth• ay ear, more than the time of a course, always more time. Noth-

at nine months (here I refer

4g can justify the extraordinary artifice that would consist in fixing this
d uratio n you to the analyses of Greph).
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But, on the other hand, the unity, even the architecture of the cli sc ipiin
requires a certain organized gathering up of this duration. o n, has
avoid spreading things out in a disordered way, one has to avoid di ssol:
rim and make room for the experience of the "ar a single blow," of the „ail
at once" (here too I refer to what was said above and once again re, the
analyses of Greph).

How is one to reconcile this duration and this quasi-instantane ous con-
traction, this nonlimitation and this limit?

Seventh Commandment

On the one hand, pupils, students. like teachers, have to see themselve s as
having been granted the possibility—in other words the conditions— of
philosophy, just as in any other discipline. These include what we'll call,
to save time, the external conditions (time, place, positions, etc.) as well
as the essential and "internal" condition, the access to the philosophical as
such. A teacher has to initiate, introduce, train the disciple in the philo-
sophical. The teacher, who will have to have been first of all trained, in-
troduced, initiated himself, remains an other For the disciple. Guardian,
guarantor, intercessor, predecessor, elder, he has to represent the speech,
thought, or knowledge of the other: beteroditiactics.

But, on the other hand, on no account do we want to give up the au-
tonomist and autodidartic tradition of philosophy. The teacher is only a
mediator who must efface himself. The intercessor has to neutralize him-
self in the face of the freedom of philosophizing. This freedom trains it-
self however grateful may he its relation to the necessity of the teacher, the
necessity for the magisterial act to take place.

How is one to reconcile the taking-place and the no-place of the teacher

[maitre]? What incredible topology do we require in order to reconcile the
heterodidactic and the autodidactic?

These antinomies sometimes configure aporias. The number 7 is a lit-
tle arbitrary. One could shorten or extend the list, given the coimplicati ng

or overdetermining structure of these commandments. I have not accu-

mulated them in order to accuse anyone of incoherence, still less ict ordti
to derive from them some argument to be exploited here and there agaul

sst

those who speak for philosophy, in the name of philosophy and its disci'
Aline. These contradictions place a constraint not only on philosoph ers

and advocates of philosophy but also on whoever treats of philosophy rir
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,av for or against, and not just philosophers by profession. It is our of the

'I 'on, especially in a letter, to draw out all the consequences of these
90:oradictions. But regarding this fatal axiomatics and this double con-

5trai nt . I will say three sorts of things, still very schematically.
1.1,• hypothesis (it is only my hypothesis), this matrix provides the

„.pes of all the utterances producible today on the subject of "School and
philos„ph y, - It gives them also to be read; it prescribes them: it inscribes

them under this terrible law of duplicity.

L The only livable community (for me—and I say livable so as to speak

at t he same time of a faithfulness to the spirit of philosophy and °Fa liv-

i ng Faithfulness, without dogma, without murder, without idiotic

polemic, without hateful distortion) would be a community that, far from

sh unning or denying this double law, tries to measure itself against it, to
think what it is that comes with it, where it comes from and what its fu-

is, what to come [venir] means or does not mean, what ro

cmorme e[ irnvillilinvolves for philosophy (see above).
3. One of the questions (just one, and I will restrict myself to it for the

space of this letter) that could lead into such thinking would concern the
history of this axiomarics, of this program with seven entryways. Does it
have a history, or rather does it order the history of its figures on the basis
of an ahistorical deal of the cards or permanency? And if there is a history
or a distribution of these figures, what is its law, its progressive articulation
{period, epoch, moment, paradigm, episteme, continuity, discontinuity)?
This question is made all the more difficult by the fact that the opposition
history/ahistory is part of the matrix! Thus it overdetermines each of the

seven commandments.
To conclude, I will take an example and open here a long parenthesis.

this will be my little scholarly and philosophical contribution to your
colloquium. It concerns a situation, more precisely a topical structure, and
the more than paradoxical place assigned by Kant to the "teacher of pure
reason." Is this our situation? To what extent does the configuration in
which we today experience these double commandments still suppose the
K..antia n topical structure? Or at least that which, within philosophical
d iscursivity, one might call the Kantian topical structure of the teaching
4 philosoph y; for what I am going to recall in a moment about the Kant-
ian text is only on e determination, whatever importance or status it may
be granted. of a device or a general text that does not wholly belong to the

side of philosophical discursivity or to any kind of discursivity: all of
history, the history of Europe in particular, the relations between the State
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and the university, between church and State, and so forth. If our confi
uration supposes something of the Kantian topical structure, what 	gate themodes of this supposition? An enormous problem that I must s et aside
here. That which, coming from Kant, marks our situation and o ur dis_
courses passes through trajectories that are so complex 1 do not even have
the will to outline them in a letter. It is the whole history of Frenchc post.
Kantianism, the modes of appropriation, translation, exploitation of Kan-
tianism, of this Kant or that Kant, in philosophy and literature, i n
"French ideology." in the "French school." This history is under way,
more restless than ever; our interpretations of it would come to be in-
scribed in that history and perhaps inflect it. Why is it to Kant that on e
looks so easily in France whenever the subject is the teaching of philoso-
phy? Why this obligatory reference, here as well? What services does it
render? What limitations does it impose? Etc.

Who is Kant? What if he occupied that unlocalizable place that he him-
self assigns to the "teacher of pure reason"?

I am getting to the point: the teacher of pure reason and the singular
topology prescribed by this idea. For it is an Idea.

Among other premises, and to take a shortcut, I must recall this: Kant
justifies a certain rational necessity of censorship. Now, what justifies cen-
sorship in the final analysis? The fallibility of man, his finitude, the exis-
tence of evil. Here I refer to Religion within the Limits of Reason Alone to

economize a long commentary. The question then becomes: if there is
evil, and radical evil, who can understand this evil in man? Who can ac-
count for it to reason? Who can say what its meaning and truth are? That
is, the meaning and truth of censorship, namely, of a critique that relies on
force, an armed judgment, an evaluation shored up by the police? Who
then can say the possibility and the necessity, the very foundation of
censorship, of this institution legislating what can be said or is prohibited
to be said about the truth, of the truth?

/ will not reproduce here the rest of this long parenthesis, which corm -poi:4
in fact very closely to the argument developed in "Vacant Chair: Censorsiolh
Mastery, Magisteriality" (see above).

)
I close the parenthesis and this overly long letter.
To all of you, in friendship.

—Translated by Pegg Ka'nuf

popularities: On the Right to
the Philosophy of Right

I would like to take a moment first of all to express gratitude, mine as
as that of all the members of the College International de Philoso-

phic, to the organizers of the meeting from which the following work is
extracted and to all those who participated in it.

The College International dc Philosophic owed it to itself to take part
in these reflections devoted to the "Auto-Emancipation of the People and
the Teaching of Proletarians in the Nineteenth Century" and to con-
tribute. as best it could, to their planning. I am not going to improvise
here a presentation of the Coll*. Still young and precarious, this new in-
stitution nevertheless has a history and structures too complex for inc to
venture saying anything about them except this: it is a place that we
would like first of all to open up to forms of knowledge, research, and
Philosophical practice that seem to us insufficiently legitimized, even dele-
gitimized, by present institutions in France and elsewhere. Because this
delegitimation or this disqualification passes by way of frequently invisi-
ble paths, indirect or overdeterrnined trajectories, our attention to it
Ought to be active, anxious, vigilant—whether it is a matter of relations
with the State as such or with some threes of what is called civil society, to
take up that convenient distinction. Our first priority should be to inter-
est ourselves in all the ruses of rnarginalization, occultation, repression. At
stake is the access to philosophy and to learning, the right to philosophy
and to learning. It is particularly from this point of view—which is nor,
il "r'ever, the only one by a long shot—that we felt this work to be some-
thing like a chance and a necessity.

err droit a la philasophie, of the right to philosophy: that was the title of

175
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since," 	 we are talking here about "popular" knowledge, the right to
ikod 'div 	sophical teaching and ractic, we	 ld also take look(of .

Phil° antler

phi

in

lo

 which the questions of

p

 right,

e

 of the

cou
right to philos

a
 ophy

, the t"
old to its- teaching, and finally of the "popular" in all the ambiguity of its

ot knotted together at a moment that is perhaps not altogether
rico" got

put.p ,1st for us.

a college seminar last year.' There is nothing fortuitous about that [1*
Mg fortuitous in the fact that the question of the popular (popular h .

P llos ,
ophy, popular knowledge) held our attention for a long time. Wh at d
popular mean? Allow me, as an epigraph, to place here, in a modes t \,13:s
and at the edge of what will be constructed in the following pages, feet

-, a 
pebbles, a few souvenirs I have of last year's seminar. On a certain day

, flat
considerations took off from a story told by Diogenes Laertius, the on

e
about Theophrastus, whom Agonides, I believe, dared to accuse of irnpi,
erv, just as Meletus had accused Socrates. Now, Theophrastus was so "p op_
ular" among the Athenians that the accusation almost caused the dowre
fall of the accuser. What, we wondered, did the "popularity" of
philosopher mean?

What is a "popular" philosopher? The word is very equivocal, Its
overdetermination exposes it to all sorts of uses, misuses, and hijackings,

I suppose that in the course of your work, approaching it in multiple

ways, some instruments of critical vigilance (I mean that in both the

philosophical and the political sense) will refine its meaning but also the

uses of this concept, if it is one, and will determine the different context

in which it has served as well as what causes it will have served. When

one speaks, for example, of a "popular" philosopher, one may understand

by that today at least two things. On the one hand, a "popular philoso-

pher," who hails from the people or is a militant for the people, may very
well not be popular. He may be deprived of any legitimacy as recognized
by the legitimating agencies that dominate the scene (in the seminar w

which I am referring, we also proceeded to examine this concept of legit-
imization, its genealogy, the uses and misuses to which it can be put. its
critical or dogmatic value, etc.). (J the other hand, a "popular philoso-
pher" may also not belong to the people, may he totally unknown to

them or even opposed to them. But does anyone know today what one

saying when one says "people." "popular," "popularity"? From "people

to "popular" to "popularity," the kernel of meaning can change far be-

yond what is determined by the passage from an adjective to a noun or a
noun to an adjective.

What is more, a philosopher can befOrwhat he thinks he can call "pop"

ular philosophy' without being himself either of the people or otherwise

popular. One may also say (and naturally I am thinking of Kant, arid

will come back to this) that one is for a "certain- popular philosophy an

be oneself popular in a "certain' way, even as one remains. in another va'

totally inaccessible to a certain "people."

I sill limit myself to a few indications about this "Kantian" moment,

still by way of epigraph. In the preface to the Metaphysics of Morals, Kant

poses the question of a "popular" philosophy.' He has just proclaimed that

after the critique of practical reason must come the system. The system is

t he metaphysics of morals, which is itself divided into metaphysical first

principles of the doctrine of right and metaphysical first principles of the

doctrine of virtue. Now (and here is where the question of the "popular"

gets posed), the concept of right has to be a pure concept. But it has to rely

on practice and apply to cases that occur in experience. The metaphysical

system should, then, take into consideration the empirical multiplicity of

all cases, until it has exhausted all possibilities. Such a culmination is an

essential requirement for the elaboration of a system of reason, but one

knows that it is empirically impossible. One will therefore have to he con-

tent (hence the title) with the first metaphysical principles of a doctrine of

right, just as one was for the first principles of a metaphysics of nature

(freedom/nature). What is here called right refers to a system outlined a

priori, and it will he the text: it will be inscribed in the text (in den Texr),

by which is meant the principal text. On the other hand, rights, adjusted

that

toetxperience and to particular cases, will be found in detailed remarks so
as to distinguish clearly the metaphysics of right from empirical practice.
Here, then, is posed the question of the obscurity of philosophical Ian-

guage and of what risks making it hardly popular. It is highly significant

this question is posed on the subject of right (and, in the seminar to
which 1 am referring in this improvisation, we worked a long time on this
conjunction). Everything conspires to suggest that the question of the

People's access w philosophical language, the right of the people to phi-

was first of all most manifestly put in play as regards the theme
of right, the philosophy of right, the right to the philosophy of right.

Kant then answers the reproach of obscurity ( Vorwurf der Dunkelheit)
that had been put to him. He says that he agrees with Garve, a philoso-
pher in the authentic sense ("authentic" is his word, I believe) who tells
the writer-philosopher to he popular, to attain "Popularitat" without oh-
'cki ritv- Agreed, says Kant, except where it is a matter of the system and,
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in philosophy, the system of the critique of the power of reason itself Th .

system supposes the distinction of the sensible from the intelligibl e in our
knowledge. The supersensible belongs to reason. Now, the system th

isreason, the system capable. of thinking the supersensible, can never ben,
popular. Kant does not explain what seems here to go without sayin g
it were understood within the very concepts of the supersensibl e , on the
one hand, and of the "popular," on the other. The supersensible, ich .
to say reason as such, cannot he accessible to the people as such. This eon_
ventional and dogmatic conception situates the popular on the side of the
sensible, the empirical. and the sentimental—the nonrational and the
nonmetaphysical, or at least, and this is a central nuance on which Kant
is immediately going to play, the metaphysical that does not pose itself o r
think itself as such, the unwittingly metaphysical. And in fact, although
one cannot exhibit to the people, in a popular way, the metaphysi cs of

pure right itselfin its first principles and its formal structures, one ought
to he able to exhibit clearly the results of this pure systematics, These
ought to be accessible to "healthy reason" ( gesunde Vernunfi) of which the
people have not been deprived. Healthy reason is the reason of "an un-
witting metaphysician" (eines Metaphysikers, ohne es zu wissen). Neverthe-
less, in this exhibition of the results themselves, without the principles.

one must not try to use the language of the people ( Volksprache), one must

not seek Popularitat. One must impose "scholastic precision" even if its

tedious character is regrettable. That is normal, says Kant: it is a language

of the schools (Schulsprache), and he seems to think that a school language
has to be, cannot but he, tedious—even, if not especially, for the people.

In this way, a certain device of philosophical schooling or the philo-

sophical discipline is outlined. It is also a relation between philosophical

discourse and popular language. Once again, it is symptomatic that this is

put first of all in terms of right. The popular is on the side of the sensible.

And having just said that a philosopher ought to be able to be popular'

ized, Kant adds in parentheses: it should be sensible enough, with, so u 3
speak, a sufficient sensibilization to achieve communication (einer zur
gemeinen Mitteilung hinreichenden Versinnlichung1. 3 Now, the metaphYw

teach

the very principles that are themselves not sensible. But he can an d
clan of right. the man of system, cannot "sensibilize,"

d

ought to exhibit the concrete results of this system in a clear, scholarl••

and not necessarily imagistic language once the people have healthY

reason" at their disposal. The people. "unwitting metaphysicians , ' .can

icon , learn to know, to know knowledge, even if given only its con-

` 1 `1'uuns without the principle. All of pedagogy has its place, its proper

,ite. outs ide the thinking of pure principles, those that are reserved for the

'

' fierdph ys icians as such, who know what they are doing and what they

[hink. The place of pedagogy is thus only a place of passage: access to the

rooks of a thought elaborated elsewhere by metaphysicians who know

[hat is what they are, but access also as a possible coming to consciousness.

The u
nwitting metaphysicians can become conscious and organized

metaphysicians. Although the people do not spontaneously and from the

fi rst have access to reason, although they cannot, by themselves, approach

the distinction between sensible and intelligible, a scholarly and rigorous

exhibition of the results can awaken their sleeping reason. Easily recog-

nizable (still today in all of its consequences), this pedagogical outline

weals to fit with everything on which the Kantian architectonic de-

pends—that is, the art of systems, of reason determined on the basis of

the distinction between sensible and intelligible, between pure and im-

pure. Along with everything it presupposes (and which it is not a question

of reviewing here), the relation between critique and metaphysics in the

Kantian sense is also a sorio-pedagogic scenography through and through. It

is also a determined thinking of the right to philosophy as philosophy of

the right to the philosophy of right.

If just to stay with this epigraph on a preface, one added that Kant re-
sponds no to the question of "whether there could really he more than one
philosophy," then one would fix a coherent image of the principles of a

pure pedagogy of philosophy—and of the right to philosophy as right to

access by way of discipline. At stake is a certain concept of popularity: of

the people, of popular philosophy, of popular knowledge—which is also

to say of knowledge regarding the "people" and what one thinks one can

call by that name by thus calling it to learning and philosophy.

Kant recognizes that there are different ways of philosophizing. But
these arc nor different philosophies: they are different styles of going back
to the first principles of philosophy. The difference remains pedagogical.
rhere are only different paths for leading toward principles, for leading
hack 1 0 the principles of unwitting metaphysicians. Yet this multiplicity of
philosophers is not a multiplicity intrinsic to philosophy; it merely divides
zrlh'eerePe.d. agog ica l analytic, the regression toward the principle. As soon as

is only one human reason, there can he only one true rational sys-
possible.
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physics in general, that of morals and nature, even if, in this
All of this was concerned with first principles and the 	 meta 

the
"pedagogical" pretext and the question of the "popular" found themselv

es.
hound up with the problem of right. The schema I have just sketch edc ed
specified even as it generalizes itself when one considers the metaph ys ic,
of morals in general, of which the doctrine of right is only one of the two
parts. As you know, the metaphysics of morals is an a priori system 4
knowledge by simple concepts. Such is the definition of metaphysics for
Kant. The object of the metaphysics of morals is everything having to do
with freedom, not nature. Speaking to us of rights and duties, such a
metaphysics is itself a duty. To possess it is a duty (Eine solche fAletaphysiltj
zu baben ist selbst Pflicht). But Kant has to add to this prescription, or he
has to provide as the elementary medium within which to describe thi s
prescription, a kind of statement within the same sentence: "Every human
being also has it within himself, though in general only in an obscure
way."' How can one make it a duty to have in oneself something that one
already has anyway and a priori? Here once again, a sort of prescription,
an order having a performative structure, would get mixed up in a con-
fused way with descriptive constatition if there were not precisely this diF-
ference between the consciousness called obscure and the consciousness
called clear. Such a difference is the very medium of this pedagogy and of
the obscure relation to the people that it has to suppose. It is not separated
from this obscure concept of "popularity" as obscure consciousness that
must he made to come into the light.

Everyone, whether of the people or not, has this metaphysics and thus
this duty. This is a Faktum. The duty that is here implied is to render this

duty itselfclear as such, in its metaphysical purity. This is still the place of
pedagogic mediation. Kant gets around to it a little further on, and what
he says might interest us from the point of view of the topical structure ,

in a certain way, of the pedagogical scene.
Just as the metaphysics of nature has to apply its supreme and universal

principles to nature, so too the metaphysics of morals has to take as its ob-
ject the particular nature of man, such as it can be known from exPer!:
ence, in order to indicate (zeigen, Kant underlines this important wc4. 1..
there the consequences of moral principles. This it must do without al.,
lowing the purity of the principles to suffer, without rendering their a p11
on origin doubtful. Now, this indicative monstration has an a tirhroP°'

logical dimension, which concerns consequences and which can neith er

mere„ w
ith the metaphysics of morals as such, in its principles, nor espe-

c ol,. claim to found that metaphysics. Even before being divided into the

doctnt
- ic of right and the doctrine of virtue, the metaphysics of morals in

mis t always,
 founded (gegriindet, justified by right: the vocabulary ofgeneral

oundatio n 	
ays, already, a juridical vocabulary) on anthropology,

f
t hough it can and in fact must apply to anthropology. The Zeigen

thus concerns anthropological consequences, but its discourse (which will

he the pedagogical discourse), as anthropological discourse, cannot found

moral and juridical discourse, the metaphysics of morals itself.
Kant has then to define what he calls moral antbropaloo, that is, the

disc ipline (in the strong sense of the word) containing the subjective con-
ditions that either hinder or favor the fulfillment (Ausflibrung) of the laws
of practical philosophy in human nature. Practical philosophy would thus
include a metaphysics of morals and a moral anthropology. Moral an-
thropology could not found a metaphysics of morals. As defined by moral
anthropology, the conditions of the "fulfillment" of the moral laws sup-
pose the production, propagation, and strengthening of moral principles
through education in schools and popular instruction (in der Erziehung,
der Schuh- and Volksbelebrung). If 1 understand this last distinction cor-
rectly, Kant would take into account a popular instruction that does not
necessarily go on in schools. One would have to read this text more closely
than we are able to do here in improvising. It seems that there are finally
three places for pedagogy, three disciplinary instances shaped by the same
concept of pedagogy and consequently by the same concept of the "pop-
ular" that is inscribed in it: t. the return to principles for unwitting meta-
physicians: pedagogy as a corning to consciousness of metaphysics; a. peda-
gstrogucYtiaosn; 3mo. nstration (Zeigen) or indication of the relation between moral
Principles and their anthropological consequences: a sort of theoretical in-
anthropologpyr. opaedeutic pedagogy, introduction to the conditions of ap-
Plication or fulfillment of principles: moral education in the field of moral

These three pedagogical instances are distinct, to be sure, but as an ed-u
cationa! system, they are, one could say, all situated between the pure and

the impure, principle and consequence (or result). the intelligible and the
snsiblc. They go from one to the other, sometimes in one sense, some-
times in the other. But as to the sense of this sense, as to what by right
comes first, and the order of foundation and legitimization, no confusion
°tight to be possible. That is what the people have to learn. Moral anthro-
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pology is certainly indispensable, it ought not be set aside, but it cannot
by right and on the level of principles, precede the metaphysics of roorais''
that is, the principles (by definition one does not precede principles) 	 ', and
it cannot even be mixed up with that metaphysics. (But can one say that
the concept of the "popular" thus constructed or implied does not do lusts
that, and do so surreptitiously?)

What does this mean? Not only that anthropology (like the so ci al sci.
ences that presuppose it) implies some philosophy, but that this phd oso.
phy is not itself pure philosophy. It does not attain its own philosophi cal
principles. It also means that culture is not philosophy (a system of port
principles). It means finally that pedagogy, the discipline of philosoph y
not a purely philosophical act or moment. Here one would have to situ-

ate what Kant says, in a frequently cited but finally little-read text, about

the "teacher of pure reason" and about what it means to learn to philoso-
phize. I am trying to do that elsewhere,' and I do not want to prolon g any
more this foreword whose only function is to introduce.

—Translated by Peggy Kan of

Appendices  

■



''Who's Afraid of Philosophy?" (198o)

The Estates General of Philosophy

I.To begin to explain an event like the Estates General, one would have to
deploy and prudently link together several types of analyses. One would
have to deal with all the roots of the situation of philosophy in France to-
day, the "sociology" (let's call it, to be quick) of intellectuals, French in-
structors and students, the structures of French teaching in the university,
in the lyaes, before the lycees, and so forth. We will not be able to tackle
these problems in the course of a discussion. The nearest and most obvi-
ous, also the shortest, sequence takes us hack to the implementation of the
liahy Reform, beginning with the approval of the Reform plan (lithe ed-
ucation system that elicited such great opposition in the country, in par-
ticular among those interested in philosophy, who believe in the necessity
01 philosophical research and debate in our society.... Since the struggle
was undertaken against this Reform. certain threats have not ceased to be-
come more serious and specific. Tampering with the baccalaureat is being
Prudently avoided for the moment: the problem is too delicate to be
taken up before the 1981 election. But the effects of a politics aiming to re-
strict the field of philosophical research and reaching have been accentu-
ated at any rate. Conditions are more and more difficult and are getting
"'arse by the year. The massive reduction of the number of teaching posi-
.t`°ris available through the competitive examinations is only one sign of

but was even more spectacular last year, when, moreover, a large

Last'
ncr of philosophy teachers in the &ales normales lost their positions.'
 year the Hahy Reform had not yet reached the phase of its applica-

185
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Lion that concerns the Terminates. -' We are waiting for the decrees th
should make clear the consequences of the Reform fOr this le vel of

titi

:t
curriculum. We have not been waiting for them in order system a ecally
oppose the principles that must inform them throughout the scho ol sv
rem, but we do not yet know precisely what the decrees as to philo sonh
will be. The rumors around this subject—as was said and as has now nbree
published in the proceedings of the Estates General—were disturbin
even beyond what we had first feared. We thought this would alarm

tonly teachers and students but all those concerned about the fu ture of

something like philosophy in this country. A certain number of teach ers
(whether philosophers or not) came together to issue the Appeal yo u are
familiar with.' They did so in a language in which they could acknom_

edge the concern they share beyond philosophical, political, or other dif
-

ferences, which it was never a question of ignoring. Thus. more than t,zoo

people participated in those Estates General on June 16 and 17 [197 9), in

the big amphitheater at the Sorbonne. This massive and exceptional

crowd was in itself already an event, a sign, and a warning. All the more

so since, it must he insisted, the participants were not only philosophers

by profession, teachers or students, and were not only academics. One can

get a first impression of what happened there by reading the transcript of

the debates.

a. The great diversity of those who took the responsibility to call for the

Estates General must he insisted upon, In France, this is a very rare and

therefore all the more significant phenomenon. The twenty-one member

committee was formed, in part, of philosophers who, in other contexts,

are not so close.... We had no prior agenda. We wanted to favor a broad

debate (without excluding anyone, without hierarchical references, with

no imposed code, without phenomena of authority or competence). 2

broad open debate. And it was undertaken in a place and even an atmos-

phere that, many observed, recalled certain moments of 1968, when peo-

ple spoke as freely as possible, to discuss, question, make proposals, work

inform. In large part, what we hoped for in this regard took place. Ho"

the event will be interpreted in the long term, I do not know. At any rat!
,

it was a question, it seems to me. of not investing it in advance with this

or that historical meaning. The immediate assessment [bilan] (since ru

pose the question of the "assessment") would he at least double: on rh:

one hand, the gathering took place (and it could he duplicated; everr n .,

should take this into account and he infOrmed of it), information circo

, ireness increased, groups formed and continue to work, in Paris.a,
,bc provinces. Without this limiting us to ta r corporatist point of

3nd
many nonprofessional questions were posed and discussedviess, (ant- many

II, (luring these rwo days), resolutions were passed that concern
Termi

, for
', roc .

tension of the teacng of philosop by outside the 	 -
e01 P

L e the exten 	 fh 	 hi

Ali -Such resolutions were then taken up and confirmed by other in-

this is the case of the motion on extension, passed a few days later

bs v -
the assembly of the graders of philosophy for the baccalaurthat in the

academy of Paris-Versailles.) The meeting of other Estates General was

contemplated and will take place immediately if the governmental threats

reappea r, The evening of the first day of the Estates General, a televised

dec laration by the minister [of education] made itself out to be reassuring

this subject. but we are waiting for the decrees to be able to judge.

the h

3-tEsWhat shows in an objective and verifiable fashion that these were not

iry on the Planning Committee and even more so during the Estates Gen-

eral themselves. This quantitative point of view, which is not always con-

vincing, is convincing, in any case, every time there is a vote, and all the

resolutions were voted on democratically. It is true that the idea of the Es-

tates General was first evoked by certain members of Greph (first of all by

[Roland] Brunet, as I reminded everyone at the opening of the Estates

General), but we thought that the broadest possible gathering was neces-
sary for everything that set this event under way as well as for its agendas,

resolutions, and so forth. Everything that has now been published bears

witness to this: Greph no doubt brought the event about but has not

wished to appropriate or dominate it—and has not done so. We no doubt

defended the positions of Greph in the discussions, but what could he

more legitimate? The members of other associations did the same. and
that is as it should be. That Greph is more mobilized and has been so for

longer on positions of struggle that sometimes, and more and more, carry

conviction is also true. The best example was the resolution adopted on

the subject of the extension of philosophy beginning in the Seconde, but
one must

 Gnu'
not

 own pg cte rasipa
lotion 	

cttlitvisesr.esolution still does not go far enough in re-

4 t.ct us clarify again that Greph is neither a union nor a corporative
'cociation . Since 1975 it has brought together a large number of teachersand

s tudents, whether philosophers or not, determined to question them-
4ehres about the philosophical institution, its history and current func-
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riming, but also to intervene in it by posing new questions and

ay
.

differently within it. Concerning Greph's research program and persiLnt
Lives for action, its founding "Avant-Projet" and the first stand s i t tow-

lcan only refer you here to the texts published in Qui a peur de la philosü
phie?' Currently, everywhere in France, without any centraliza t i o n andavoiding every orthodoxy and hierarchy, numerous groups are working
transform philosophical teaching and research. They are doing i n [°con.
ditions that vary greatly from one group to another. All the
taken up in the Estates General are obviously questions p
Greph, whether they concern the media or the situation of philosophy in
France today, programs or evaluative sanctions, publishing or th e pcda _
gogical scene in all its elements, the problem of women in philosophy , but
also many other questions that were not brought up in the Estates Gen _
era' as well. Although we take militant stands on the immediate problems
(for example, in order to counter the Hahy Reform with a new and of-
fensive watchword that was no longer that of the traditional defense of th c
Terminale, or when a large number of philosophers were excluded from
the écoles normales, and so forth), we view our work as long-term, work-
ing toward what certain people consider dangerous utopias (this was al-
ready the case for the extension of the reaching of philosophy outside the
Terminales: things have changed in a few years in the minds of many).

5. The commitment was made, in the Estates General, to broaden and
renew this experience. Within every academy, offices should be set up that
would in no way compete with union and corporative organizations but
that would set things in motion, that would propose new problematics
and new modes of action.

6. Slowing the growing rate of decrease in positions available through_
the competitive examinations is not simply corporatism. The effects 0 1
this measure are widespread, and well beyond problems of recruitment-
Once all professional future is blocked, the number of students of phil09'
°pity decreases continually and the students become more and more
couraged, demobilized. This deteriorates the conditions of research. to
nothing of the conditions fist philosophical debate outside of the places.

teaching. In this regard, the supposedly appeasing ministerial d eclaratior"

the day after the Estates General are far from satisfying us.
7. Extending the teaching of philosophy would have such consequence

on the whole educational system that it absolutely cannot be considr_ re.

fallback position. It is difficult to elaborate upon these consequences or
but the work of Greph (see Qui a peur de la philosophic?. for examPlc)c111.,,
give an idea of them. Everything that was said in a programmatic forill"

Estates General i 
of a
s far from correspondinthere.g to a fallback. But of course

.'1',0„,o ly a matter	 preliminary phase 

hijosophY and Its Teaching

8 It

p 

sec1115 desirable to us to extend philosophy (according to modes to be

. vented and forms that of course would not amount to "dispensing" else-

where a teaching that is already known and established) not only up-

stream
from the Terminale but also downstream, in the universities, out-

side philosophy departments. Moreover, this corresponds to a very lively

demand from scientists, jurists, literary scholars, doctors, technicians, and

so forth. In comparison with European systems that do not include the

teaching of philosophy before university, our demand might in fact ini-
iaiappear unusual or exorbitant. But we are fighting in a French con-
text thathas its own history. Moreover, it is worth noting that the ques-
tions raised by Greph interest many people (and for essential reasons,
which stem from traits common to all industrial societies in their current
phase) outside of France, in Europe and the United States. It is at a time
when certain people outside of France are demanding more philosophy,
and beginning before university, that we in France are considering taking
the opposite path. We have numerous signs of this interest and this con-
cern wherever sociopolitical forces attempt to limit certain types of re-
search (philosophy is not the only one, and we are very mindful here of
what exceeds the unity of a "discipline"). These questions are relevant in
numerous European or American countries, in North Africa and in more
than one sub-Saharan African country. Groups analogous to Greph and in
relation with it are being formed there and are working with us. One of
the principles of Greph is that it not enclose itself within the limits of one
disciplin e but instead attempt to rethink the relations between philo-
sophical and other practices. We never propose anything that does not im-

students 
iti orheorn dlsi b

Ply a fundamental rcelaboration 	 this regard, and this reelaboration can
beundertaken by workinging together with researchers, teachers, and
 .scipl
9. Any answer to this questions already deploys a philosophy. There are

philosophical differences and fundamental disagreements [dif
rp,,' "as ] among those who fight today to extend the teaching of philoso-

:• ( ;uy Coq's question: -What 'night teaching be in a secondary school today, that4. 
sdlool proposin g to adolescents a minimal relation to the cultural traditions of

it hi s
lccpi 

torical collectivity? This is the essential question that no one has taken up
Eireph).-
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material and technical conditions of teaching and research are imp rovedroved
and are more open. But to struggle for that is already to rake a stand

"andto do so philosophically. We all agree that this broad philosophical d ebate
should develop; today, despite certain appearances, it is hindered From
sides. The more active and lively philosophical work is within the insti tn..
tion, the more active and lively it will he outside ir.

to. There has never been a pure unity of philosophical discour se, no
doubt For essential reasons. It is difficult to enter into this problem h ere.
Nonetheless, ar certain periods (of history and of this or that society)
representation of this relative unity of the philosophical code and debat e
was able to impose itself. At the price of powerful exclusions, natu rally.
Today, what is called philosophy is the site of the greatest disparity in di s

-courses. One indication of this—an indication that should not be
lamented and that must be taken into account: 1 believe I am barely exag-
gerating in saying that one teacher of philosophy resembles another
teacher of philosophy less than he does any other teacher. If one could
hear simultaneously all the discourses and all the teachings that are being
produced today under the title of philosophy, one would, I believe, be
stunned not only by the difference in content, which can legitimately be
expected, but by the difference in elementary codes, by the untranslata-
biliry of the languages, of the most decisive evaluations (for example, in
determining the "questions" and "texts" that preliminary work should not
skirt, in determining what would formerly have been called a "fundamen-
tal training": this very expression poses problems and is yet another indi-
cation). Thinking this profound disturbance,6 which does not come to us
by chance or from the outside, is no doubt one of our tasks.

Of Some Criticisms and Misunderstandings

it. We can move on to the criticisms, if you wish. First, it could never b 4

a question of wanting to shelter the Estates General from criticism; on the

contrary, we wanted to open the broadest and most contradictory discus-
sions, and two days of improvised debates neither could nor should have
given rise to an unattackable corpus of absolutely coherent and satisfac -

tory proposals, of a doctrinal or dogmatic form. That said, not every ag.:

icism is just. For example, the criticism that points to a gesture of se lf-

defense. There would be nothing illegitimate about a defense of their ova'
working conditions by teachers who are conscious of their responsibfW

we have mounted such a defense, but we did not limit ourselves to this,

as t he p roceedings of the Estates General, which I can only refer to here,

testi
As vou know. the proportion of nonphilosophers and even of non-

rea
chers the participants in the Estates General was quite consid-1

etahle• a mghe posed were very broad; they concerned the place

and modes of philosophical practice in society and outside the institution,

the meaning of philosophical thinking today, and the general purpose of

teaching• All of that carried well beyond the professional horizon. And at

no t ime. nor to anyone, did it appear desirable ro fall hack toward the old

conditions of philosophical practice. The proposed transformations and

extension concerned research and teaching in general, beyond philosophy,

as we ll as philosophy outside the institution.
Let us come to the supposedly "hasty" character of the discourse on the

media. The question of the media (their function and current function-

i ng, their role in culture, their effects on teaching, and so forth) held an
important place, and this was not a "false debate." If by "hasty" one
wanted to emphasize that this debate was in parr improvised, that would
not be entirely wrong, although the necessity of the problematic of the
media was recognized from the beginning of the first day (in terms that I
believe were prudent. differentiated, and programmatic) and although
those who took part most actively in the work group on the media (I
think in particular of Debrayr brought the results of significant research
to the debate. We can he pleased that for the first rime, even if relatively
improvised, questions of a type that believe is Fundamental and to this
point insufficiently acknowledged in scholarly and university circles were
taken up. That is why 1 thought it necessary to call attention to them
from the first meeting on.

That said, were the talks "hasty"? An honest evaluation must not content
itself with the scandalous simplifications some indulged in during the fol-
liming days (I think in particular of a certain review, if it can be called that,
full of hate---which is indeed the right word—in L'Express and of a certain
note in Le Nourel Observateur). One must rather return to what was actu-
ally sa id !which has now been published]," which was prudent, compli-
cated, and. believe, for such a brief debate, quite well elaborated. The
group on reaching and the media worked long hours; it brought together
a Considerable number of participants; there was a long discussion preced-
iing the approval of the report. Reading the transcript of the debates at the
cs • •

tam general, one will see (if one were determined ro doubt this) that
th e',' contain no criticism of the media as such :Ind in general, only certain
technical or political conditions of their current functioning, and of the

phy. The common conviction, For the moment, is that the quest i„ ti th
type of question, you are posing can he elaborated seriously only once

the
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general effects this inevitably has on discourse, teaching, research, and
forth. All kinds of precautions were taken so that this would in no c 	 so

ase re_
semhle a summary trial of the media in general. Let us reread; let us rid
Since the stakes are serious, the investments numerous and divers e one
cannot question the press and the media without giving rise to a great de al
of nervousness. The reactions are powerful and come by	 fdefinition- rorr,
places armed massively in this domain. Certain people would like to forbid
posing these questions freely and in the open, as we have done. For e xam _
plc, that is no doubt why, Sunday afternoon, a very determined small troop
tried to make it impossible for us to work and tried to interrupt ow d e_
bates: continually making a racket, whistling, yelling aggressively to d rown
out or muffle every speech, in short, the well-tried technique of the small
terrorist commando. The troop was led by B. H. Levy and D. Grisoni,
They were given the opportunity to take the floor at the microphone lik e
every other participant. When they began to do so, certain people in the
room, no doubt exasperated by the sabotage under way and by the fanati-
cal obstruction, protested. Near the platform where the microphone was
located, two or three unknown people even started a brief and minor mu]:
fle (I am weighing my words). But the organizers, who moreover invited B,
H. Levy, saw to it that he could take the floor freely. Which is what hap-
pened, and this speech has now been published. I would not linger over
this incident, which, by the way, is very illuminating, if I had not just
learned that, if we are to believe an interview between P Sollers and B. H.
Levy, the latter claims to have been "beat up" at the Estates General. "Beat
up"! One can hope that such an eloquent defender of human rights knows
the meaning of and weighs this expression, which he had already used, in
reference to the same incident, during one of his appearances on television
(an interview, this time, with J.-L. Servan-Schreiber). This is an instance of
the most appalling slander on the parr of B. H. Levy. During this britiand

minor scuffle (I stress) no punches were thrown by anyone; there were peo -
ple shouting in the confusion, pushing around a microphone, or pulling
one another by the jacket: these are the facts; more than a thousand people
can testify to them. Knowing like everyone that B. H. Levy is hardly con"
cerned with distinguishing between falsity and truth (although he weal
the Truth, the Law, and the Ethical on his sleeve), I would have abo.ndoll
these symptoms to their context, at once sinister and derisory; I would°
have brought up a contemptible slander if the falsity, this rime, were not an
affront to all those who were present at the Estates General, to everyone and

not merely to the auxiliary teachers [ maitres-auxiliaires] whom B. H. 1-111'
with the same outburst, so comfortably sends back to their little problenis.

d arid accredited by public instruments (television, periodicals), this

5Prea 	Istitutes too serious and massive an attack to go unanswered, no
sin'

r

 "
. r how much one dislikes such exchanges. If the cause of human rights

ore
ni'lc defail ed only by people this quick to insult and falsify, we should he

anN ious than ever. I close this parenthesis.
more This is where a patient and multiple analysis, moving in numerous

directions, should explain that a given critique of totalitarianism—of a

turn totalitarianism—had access to television, in a given form, only at a

specific moment in the history of this country, although elsewhere it had

for a long time been clearly formulated, well informed, made more

pointed, and had long justified certain people in taking unequivocal

stands .b I believe that what is at issue is not the difficulty of the discourse
alone but rather a whole group of lateral evaluations that go along with a

g iven content (for example, what you call the critique of totalitarianism,

which is far from summing everything up). But one should not indulge in

imp rovisation in this area, which already suffers from too many stereo-
npes and manipulations when we need subtle, differentiated work that
does not give in to any intimidation. And I wonder whether the form of
a discussion, which is so useful and illuminating from another point of
view, does not risk hurrying us toward simplifications. In place of an
analysis that is difficult to reconstruct in these conditions, I will merely in-
dicate a very clear stand, while referring to the published texts: no one, I
believe, at the Estates General, no one at Greph attacked something like
the media as such and in general, but rather, as I said a moment ago, they
criticized a certain state and a certain use today, in France, of this or that
instrument of the "media" type. As for me, I stated perfectly clearly my
mistrust of any reactionism against the media, and I will add, in a word,
that I simply believe that there are not enough media. The media suffer
rather from monolithism, concentration, monopolization, violent and
controlled uniformization. In short, the mast glaring symptom is of an
oligarchi c type. Why, then, so few players, and why these specific ones?
111 t , perhaps, is a question we can begin with.

—Translated  by Jan Plug

h ' -rhi% paragraph responds to a comment by Olivier Mongin: One must go flu-
L"' anti Ask whether TV necessarily denaturalizes philosophical work. One would
u.k to ask what the role of the ne w philosophy in relation to the criticism of torah-rr

anistn was. One would have to ask if it appeared on TV because its discursive
rIrrri lent itself to it, while Lefores or Castoriadis's discourse was less likely ro come

Phis isn't 
is oat communicable

in.Ai t nany rate, one goes into exile and exiles cultural work if
icable outside those who already know how to read."



Letter from Francois Mitterrand
to Greph (1981)

Titles (for the College International
de Phil osophie) (1982) 

■1• 
Le Mande, May 28, 1981

The Groupe de Recherches pour l'Enseignement de la Philosophic sid
(Greph) has just made public the response addressed to it by Mr. Francois

Mitterrand this past May S. The new president of the republic, at the time

a candidate, made two promises in relation to the place of philosophy in
secondary education.

"1. The teaching of philosophy should be preserved and developed. At is-

sue, in Fact, is a critical discipline that should better allow everyone to un-

derstand the world and their place in it in order to live and act in that world."
"a. The teaching of philosophy could be extended in secondary educa-

tion, as the teachers of philosophy wish. The precise modalities of this ex-

tension will be the object of discussion during the definition of the pro-

grams. At least, the reaching of philosophy should obligatorily figure in all

sections of the long second cycle."

[To be sure, the "ten proposals for education" formulated by the candi -

date Francois Mitterrand already included the development of the reach'

ing of philosophy. But the promise made here to Greph is more pree"c

and more radical: in the end, philosophy, the learning of the critical vic►
point, should therefore be brought out of the ghetto of the Teronna l`

classes and he taught in the Seconde. This was an old demand of lb'
philosophers. It implies an effort at recruitment, a greater number of r;

sitions on the competitive examinations, and the creation of [teacht*

positions in the classes at issue.]

1 94

BPhv inlooo:jpuhstyifying the titles of this new institution, beginning with the

name we propose to give it, we want to emphasize its titles to exist.

Why philosophy? Why philosophy today? And why would this new

college he first of all a college of philosophy?
Of course, we are not proposing to invent or restore philosophy in

France. It has its modes of existence and its institutional conditions there,

For example, in the university, in the Terrninale classes in the lycees, at the

College de France and the CN RS.' There are also philosophy societies in

Paris and the provinces.

We will define the necessity of adding another institution to these, an

institution that will be structured completely differently and that will in

no way compete with or threaten the existing systems. On the contrary, we

have in mind, rather, a new resource, and a force for proposals and incen-
tives, a place very open and Favorable to experimentation, on the order of

Philosophical exchanges, research, and teaching, as well as to debates in

which the representatives of all current institutions could join. According

to modalities that we will specify lacer, all the philosophical institutions in

the country could he represented, take responsibility, and discuss their
work and projects in this College. As a matter of principle, we exclude

`very hypothesis that would tend to duplicate possibilities already present
elsewhere in the country. Moreover, we abstain from judging previous

Policies here, whatever their effects, and even if certain of them remain
Overwhelmingly negative as we see it. We are not implicating those who

f9C

— Moaned by Jan Pill
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represented these policies. Our intention here is above all essentiall y ach
r[native; moreover, such a critical evaluation, which is out of place h ere, ha:s

already been initiated; it would call for extensive, complex analyses p urtin.
into play the essence and destination of philosophy as well as a consider-b.
able number of sociopolitical determinations and overdetermin at i ons
That ought to constitute one of the fields of study intended for the
College ("for example, what about philosophy and institutions in F ranc;
in the twentieth century, and especially since the Second World Warn .
Such a study is too big to be undertaken here and is not what we int end.
Pleading For a certain future, we will limit ourselves to a few axiom,

One sees taking shape today, on all sides, what could be called an alto.
ening of the philosophical or a return to philosophy. These expressions in_
volve no simplifying evaluation. They indicate roughly a new, powerful,
and singular phenomenon that greatly exceeds academic limits and all th e
traditional places reserved for philosophical exchange and research (that is
to say, in France, the field, increasingly reduced over the last decades, of
the university, the CNRS, its specialized publications, or the very threat-
ened space of the Terminale classes in the lycees). Such a return to philos-
ophy is in no way a recession, even if it must, in certain of its forms, run
this risk here or there. The constraints that could explain these regressive
forms, as well as the value of regression itself, would in this case merit a
complex and prudent analysis. There again, we must limit ourselves to
making a Few indications: so many problematics, among others, to be en-
trusted to the new College.

This return of the philosophical is not a "return of the repressed" either,
or not simply so, at any rate, even if philosophy today must perhaps avoid
a kind of repression whose sequences and different modes are explained in
part by a certain techno-political concept of education: it was believed
that the extent of philosophical training (and of training in the "humani -
ties" in general), thought to he at once too critical, too negative, and too
unproductive, had to he limited. This, in its more abstract form, is the
theme that has been analyzed widely by those who, over the last years ,
have struggled against the stifling of philosophy.

The "return" of which we are speaking does not necessarily imply th e
erasure or omission of what. in diverse perspectives, has been said or
thought about the end of metaphysics. In its most original and rigorous
Forms, this "return" announces on the contrary a new relation to philos-
ophy as such, to a philosophy whose limits are understood differently'

puilhy does not rule the encyclopedic field of knowledge From a
osoP
atonic position any more than it is "dead" or doomed to disappear

u

hege

r
and simple. Let's not forget that everything that has been said or

P e At about philosophy over the last two centuries is also explained by
'
ho
41.4t bac Forms a paradoxically indissociable couple: the hegemony/

acad., ut philosophy.
It is no doubt the system of this alternative that is displaced and made

obso lete today, and with it a concept of the universitas that always assumes

ir: the model of the university that has dominated, in the West, since the
univers ity of Berlin and the beginnings of industrial society is constructed
on State-philosophical foundations conferring upon philosophy a kind of

absolute juridical authority (fundamental ontology or the tribunal of pure

reason legislating on the totality of the theoretico-practical field) while re-
fusing it, in principle, the least bit of effective power or the slightest
chance of intervening outside the university enclosure. (In this regard, see
Kant's exemplary The Conflict of the Faculties and many other philosoph-
ical discourses on the destiny of the university.)

Therefore, if we propose the creation of a college of philosophy, it is not
first of all to signal that this institution belongs integrally to what we
might believe we can determine in advance as its philosophical destination
or essence. It is, on the one hand, to designate a place of thinking in which
the question of philosophy would be deployed: the question about the
meaning or destination of the philosophical, its origins, its Future, its con-
dition. In this regard, "thinking" for the moment designates only an in-
terest for philosophy, in philosophy, but an interest that is not philosophi-
cal first of all, completely and necessarily. It is, on the other hand, to affirm
Philosophy and define what it can be and must do today in our society as
regards new forms of knowledge in general. of technics, culture, the arts,
l anguages, politics, law, religion, medicine, military power and strategy,
police information, and so forth. The experience of thinking on the sub-

Ject of the philosophical, no less than philosophical research, is what might
the task of the College. A task at once classical (what philosophy has

oar begun by seeking to determine the essence and destination of philos-
°PhY?) and to he deployed today in singular conditions. Later, we will say
the arm: for the values of research, science, interscience, or art.

Practicing new research, engaging in interferential movements and in-ter
scientific spaces, does not mean (on the contrary) that one is settled in

secure concept of "scientificiry" and of -scientific research." What are the

A
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historical meaning and die future of these concepts? In its most cliff-
eren,dated forms, this question would be on the Collêge's program,

This "philosophical awakening" today takes diverse and rertiarkabi.,
forms in all the Western societies and in all the regions of the w or ld

thatare open to scientific and technological development. Certain francoph
one African countries provide a particularly spectacular example in this re i
gard: the demand from the new generations and a certain historical s itua.
don have already led this or that country to extend the teachin g of
philosophy in lycees before the Ifrininale, with explicit reference to de-
mands formulated in France itself (notably by Greph), where these d e

-mands have not yet been sufficiently heard. Whether or not this Forms the
essential unity of an epoch, it is no doubt more than a fortuitou s con_
juncture. That the motifs that determine this urgency and this conv ey
genre remain heterogeneous, even contradictory, only makes this com-
mon recourse to philosophy as such more enigmatic and significant.

Let us recall briefly a few of these motifs as exemplary indications. R e .
fusing to engage this project in a preinterpretation of this phenomenon,
we will content ourselves with accumulating incontestable symptoms,
those that allow for a definition, at least, of a demand and an expectation.

r. The formerly dominant discourses on the "end of philosophy" or the
"overcoming of metaphysics" have everywhere called, in response or in re-
action, for a new relation to the entire Western philosophical tradition.
This tradition is neither rejected, like an outdated heritage, nor seen as
natural or indestructible. The discourses on the limit of the philosophical
have established models of reading that are barely comparable, despite cer -
tain appearances, to those that were the norm fir philosophical discourse
and research even twenty-five years ago. In France more than elsewhere
(we will stress this below), this transformation has been profound, even if
philosophical institutions as such have not adapted to it. This failure to
adapt makes the demand for philosophy outside the institution still more
impatient, and the diversity of its forms alone constitutes a phenomeno n

of the greatest interest.
2. The return of the philosophical often takes the form of a new co,'

figuration of abieo-juridica/problems. This stems in particular from r noc

memory and the anticipation of global cataclysm, from the forerunner' f.
humanity's self-destruction, from phenomena of totalitarianism. of P 111,',.'s .
icai and psychological torture. from the withdrawal of certain philosorr.
ico-ideological securities, from tech no-scientific powers (in pa rticular.

rncc
ecital i t from the nineteenth century in Germany), were situated outside

the traditional Faculty of Philosophy in the broad sense of the word,' that

l ogy. law, and medicine, disturbances' are calling, once again andi s , the°
completely differently, for philosophy. A new problematic of right (for ex-

amp le, of what are called the "rights of man"), of the experience of illness
or health, of the relations between the political and the religious, and so

forth, is taking shape and everywhere calls for a different encounter with
the philosophical as such. Consequently, the philosophical can neither
disappear nor play the role of an arbitrating instance that it was previously
accorded or refused without leaving room for any other possibility.

3. A certain massive and recent withdrawal of Marxist orthodoxies has
given rise in Western democracies to two apparently contradictory move-
ments, both of which, however, take the form of a sort of philosophical

upsurge:
a. Simply returning to philosophical axiomatics that such Marxist or-

thodoxy seemed to have rendered obsolete, discredited, or at least reduced
to an intimidated silence.

b. Considering this withdrawal of Marxism and of its political condi-
atizon es as a significant phenomenon, to be sure, but one that, Far from be-
ing recorded as a death certificate or a page that has been turned in a mag-

in of philosophical fashions, should bring about a rigorous

this

reelaboration of Marx's heritage and a larger opening to the modern prob-
imarks against which it often protected itself. These reexaminations and

new

France today.
debate, with Marxism or within it, can and must take original

form 

n 4. Another paradox: the powerful and obvious resurgence of religious
menu:ins all over the world and the political force they represent. Two

apparentl y contradictory and concurrent motifs come together in the
Same philosophical effect.

(.c)::iicir . hind,one d, this resurgence goes together with a renewed interest
izr 

o-metaphysical or theological themes that were previously indis-

' `)ciah l ,  in the West, from the history of religions.
()II the other hand, and elsewhere, it dictates, by way of response or re-

ye—organ transplants, genetic manipulation, etc.). from the ques-

1:i
'orentmg , by philosophy and psychoanalysis, of the traditional axioms of
ohs, and of the law (rhe value of the subject, of consciousness, of the

19(
ree l '

ible 1, of freedom. etc.). In short, in the three areas that, with ref-
to a certain model of the university (still with us although we in-
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action, a recourse to the "Enlightenment" and to modern form s of ratio
nalism that are held also to he congenital to philosophy inasmuch as it
supposed to resist mysticism, rnystagogy, and obscuranrisms• Thr ough theextreme simplifications the genre and speed of the present considera

ti eimpose upon us, one can see that it is the question ofreason that here fint' it5n$
a new form and a new urgency. But in the two "situations" we h ave just
recalled, as contradictory as they are, a new interest for philosoph y is thus
mobilized.

5. Finally and most of all, techno-scientific research is in the process of
entering into a new relation with the philosophical, which would not be
reduced merely to its classic forms:

a. Coextensivity and immediate communication between the enc ycio_
pedia, the totality of knowledge, and philosophy.

b. Subordination (in principle) of the regions of knowledge to a gener a l
ontology or to a transcendental instance.

c. The (later) demand for the autonomy of each scientific field seekin g
to found and formalize itself by excluding every philosophical instance.

d. Recourse to the philosophical in the properly epistemological mo-
ment of research.

c. The always-philosophical form of experiences of so-called "crisis": the
crisis of "foundations," concern regarding the ethico-political goals ofsci-
ence and technics (military or police use of techno-scientific power, ge-
netic manipulation, the role of information technology and telematics:
once again, the new problems of "law, medicine, and religion"). 4

These typical forms, moreover, are neither necessarily nor equally out-
dated. But a different philosophical practice and a different relation w the
philosophical are being sought, within and at the limits of all these types of
knowledge. As an alternative to the philosophical all-or-nothing, to Phdc"
sophical hegemony versus nonphilosophy or independence regarding all
philosophemes, one sees, today, a tendential succession ofa multiplictry 0 1
transversal exchanges, original at once in their local character and in the re -
nunciation of a classical recourse to philosophy (a "radical." fundamental-
ist, ontological, or transcendental recourse, an always-totalizing recourse)'

On the one hand, questions of a philosophical type traverse spaces th at

were previously unknown, excluded, or marginalized. Let us cite them.°
no particular order: psychoanalytic practice and theory, the psyclwa -
lyric movement, the new facts of military strategy, of international lawn
dealing with space and information, urbanism, the media, the new ten
nological conditions of the relation to disease, to death, to torture, the

Titles 201

(fundamentalist,

exploration of languages, writings, grammars, discourse. the

l ty

edirstoerinasngtin
le
:eip.s a.lcieltetin

i'cdalluestion once again a certain type of authori
ental, or ontological); they compel the philosopher to change

srys
u ncing philosophy and without believing that it is invalid pure and

nd rhythms in any case, sometimes languages, without, however,

Without ceasing to question the meaning and destination of phi-
and of what continues to affirm itself under this name, philoso-

bore
tortiormarion of "artistic" media and thus forms—and therefore of artis-

institurions and classifications, of the concept of the "fine arts," verbal
tic
or On onnt,h-e,r.b'ca, lth, earn hand,asnodf,oaritildi.

reciprocally, these new incursions compel the

ph 0 so p h r, who sometimes accepted a relative exteriority (and thus a

atta in incompetence) in regard to this or that field of particular knowl-

phers seem today to have to transform their modes of questioning to re-
spond to provocations and expectations from still-unknown places. most
often from philosophical institutions, excluded by the probiematics they
recognize and legitimate.

Freedom, mobility, resourcefulness, diversity, even dispersion: such
would he the characteristics of these new philosophical "formations." By
"formations" we mean the new philosophical "objects' and the process of
their constitution, as well as the "social formations" (groups of philoso-
phers, institutional communities, research and teaching structures) that
would correspond to them. By definition difficult to situate in what pre-
viously would have been a "system" or a model of the universitas, they in

any case require institutions that are as light, permeable, and mobile as
Possible. We will draw the conclusions from this below.

What we have just outlined schematically might give the feeling of a
simple "global" conjuncture, in other words, ofa contingency or an acci-
dental unity. What might be the essential destination shared by these mo-
tifs that all seem to lead back to philosophy or at least to intersect at a site
said to he philosophical, even though they appear to be contradictory?

We do not want to determine this presumed lenity here. We do not
want to propose a philosophical or metaphilosophical preinterpretation of
it ' At least we are doing everything possible to abstain from that. Hence
we deliberately accept the risk of a prephilosophical, empiricist, rhapsodic
discourse. We do so for several reasons, all of which stem from the type of
text we are proposing here and from the mission entrusted to us. We
think it would he useful to state these reasons briefly.

I. We believe that reaching a consensus on the approximate location of
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all these signs and symptoms would be rather easy, but the sam e i s
necessarily true for their interpretation as a whole. Each sign p re 	"tpresen ts it.
self as a discourse and a philosophical preinterpretation of the totalitytry of
the global field. In a given situation (for the sake of brevity, let 's call itFrance's chance today), we think it is possible to found an instituti on on
this first consensus, but we insist upon not linking the project itself a
preinterpretation or to being put in a philosophical perspective, ours or
that of any one of us. That is our responsibility. We insist upon as sum i ng
it as rigorously as possible, knowing that the absolute neutralizatio n of all
preinterpretation would ultimately be unattainable and absurd: it would
make this very discourse irresponsible.

What will finally have helped us in this difficulty is a hypothesi s or
question. Suspending, in effect, as long as possible, all philosophical
preinterpretation, we not only conform to the neutrality and reserve re-
quired for the mission entrusted to us, but perhaps also put forward the
hypothesis (one or the other among us will gladly claim it as his own) that
no discourse that can he delimited today according to the academico-
institutional models or criteria of the tradition is, as such, capable of such
an interpretation: neither a (regional) scientific discourse nor a philo-
sophical discourse (Fundamental ontology or transcendental philosophy,
and so forth). This is barely more than a question, a hypothesis. if one
could still claim to recognize it as having an identity and a unity, the ques-
tion or the type of question for this College would thus concern precisely
the theoretico-institutional limits within which it has been possible up to
this point to attempt to appropriate this interpretation. This interpreta-
tion traverses and exceeds, perhaps, without disqualifying them, however,
all the discourses and all the rhematics that claim to dominate it. For ex-
ample, philosophy (in all its forms, in particular the philosophy of lan-
guage, the philosophy of history, hermeneutics, the philosophy of reli-
gion), the human sciences (for example, sociology in all its forms, up to
and including the sociology of knowledge; history, up to and including
the history of the sciences and of technologies, politology or politic al
economy, psychoanalysis, and so forth), and the so-called natural sciences ,

supposing this final distinction still withstands analysis. In other words,
the charter of such a College should not exclude the possibility that the
thinking that would measure up to this unity of the epoch, if there are an
"epoch," a unity, and a measure, is perhaps no longer scientific or philo -

sophical, in the sense in which these words can be determined today. It is

in fact t his indetermination and this very opening that we designate, in

this c"t
irext, by the word "thinking." This word is not nothing, but it is

, t hi nE7, else: not philosophy but what questions it.
1 1(

This -thinking" will be precisely the horizon, the task, and the desti-

nation - of this College, its adventure as well. Its adventure because it is a
Matter of the future, as we have said, but also because it will be a question

of taking risks: in the way of ambitious speculations on the most wide-

'rangln,
subjects as well as in the form of experimental incursions in un-g"pion areas. The speculative attitude and traditional tartisanall exper-—

imentation will here find the most welcoming place for their cohabitation.
This College would not he an establishment, an immobilized institution

i n which we would seek to cover areas recognized by programs certain of
their efficiency, their performance, and their productivity. It will be,
rather. a place of provocation, of incentives For research, of speculative or

experimental exploration, of proposals and stimulation in new directions.
The themes we have just evoked to situate the awakening of the philo-

sophical today are known and treated (directly or indirectly, but always
separately) by this or that specialized group in this or that institution. The
College must not, of course, replace or compete with this activity, still less
contest these specialists. Moreover, it could not do so. On the other hand,
it will be able to make converge or cross, in the style we defined a moment
ago (incisive incentive, speculative or experimental exploration, establish-
ing intercommunication, etc.), problematics that are too often separated
or isolated. In the strongest and most spectacular moments of its existence
(and one can reasonably anticipate them), the College will bring about es-
sential debates between the most diverse and significant thinkers from all
countries, on the decisive stakes we evoked above.

In this regard, one can say in all neutrality, this unique opportunity can
he given in France, to France, and by France. Our country's situation is
singular today. Let's limit ourselves to what is best known and briefest.

Over the last twenty-five years, many French researchers (philosophers,
scholars, artists), without ever having been given the means, have no doubt

Own the greatest originality, that originality, at any rate, that is most eas-
ily recognized as theirs abroad in ways and according to a style that prefig-
ures precisely what would he an international college of philosophy. For it

abroad that the consciousness of this is no doubt the most acute: it is in
Prance that a good number of intellectuals with different training havetr
ansgressed established theoretico-institutional limits or academic territo-
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ries better than elsewhere. We will refrain from naming the indi vid

ihere; but it is well known that, for example, the French philosopher s who
arc most renowned and who are sometimes the only ones known k

a-road
are those who have done their work in the margins of university pro grams
and norms, opening philosophy to the sciences, literature, psychoanal ysis' ,
the visual arts, and so forth. And they have done so in difficult cond i-
tions—conditions made more difficult by the French institutional s,,„',Atm
and by its traditional politics, which foreign countries, always ready to wel-

come them, have a good deal of difficulty understanding.

A strange situation, an opportunity nor to he missed. There is today i n
a kind of marginal or inter-institutional territory, a space that no other na-

tional culture has been able to create. And, stricto sense;, accordin g to es-
tablished criteria, this space is neither purely philosophical, nor purely sci_
entific, nor purely aesthetic.

It happens that the wealth and singularity of this quarter of a century

have often given rise to conflicts, to doctrinal or dogmatic exclusions, to

establishing cliques and clienteles, and to exploiting small differences that

foreigners more attentive to the general unity of the French scene find

laughable. The history and sociology of these phenomena would also

merit systematic study that could be undertaken or pursued by the Col-

lege. But it is just as important to observe today a kind of break in this

war that was no doubt made worse, sometimes created, by the structures

of institutional power, as much in the university as in the media and pull-

lishing. Certain signs lead one to think that this type of conflictualiry

without any meeting or debate could to a certain extent leave room for

discussions that are at once more direct and more tolerant. Without this

amounting to Ecileness, eclecticism, or ecumenism, the College could of-

fer in these conditions one of the principal sites of meeting, research, and

debate. One can reasonably anticipate the interest it could therefore stir as

such. The quality and number of thinkers it would attract would make

this College a site of high attendance and heavy traffic, a possibility for

highly intense creation. Its creation alone would he an event, and not only

a spectacle: we are already certain that it would he greeted, in France and

abroad, in the spirit of the great hopes it has already occasioned. Everyday

new signs confirm this.

One could also expect a great wealth of proposals and incentives for the

future of the reaching of philosophy in France "at a time when the ei 9v:

ernment is preparing ro extend the study of philosophy in secondarY

ucation" (Jean-Pierre Chevenenient, Lam, de mission).

Th e mission confided in us is therefore situated expressly in the per-

sp _ r i ve of a development of this teaching: in secondary and higher edu-eL
in specialized sections and classes, but elsewhere as well. If, as wecat ion,

hope , the teaching of philosophy is extended to reach the proportions of

ever; other basic ifondamentatel discipline, if in order to be extended it

mtv3
transform and enrich itself, the College will be able to play an in-

va luable role in this perspective. That does not mean that it will centralize

or bring together all the research undertaken to this effect. But, on the

one hand, very spontaneously and naturally, all the activities of the Col-

lege will he so many openings, hypotheses, and proposals for a new teach-

i ng of philosophy that is as rigorous as possible, in its traditional demands

as well as in its innovations. And, on the other hand (a decisive task that

we will clarify below), from the moment of its creation the College will

organize
 

systematic research and experimentation in this direction. It will

thus prepare a set of new and coherent proposals (pedagogical procedures,

programs, methods, contents, but also freeing up space for other break-

throughs [frayagesi and for more innovative practices, and so forth) in

view of the extension of the teaching of philosophy before the Terminale

and outside philosophy departments in the university.
Of course, all those, in secondary and higher education, at the CNRS

and elsewhere, who would like to participate in it will join in this work,

which will consist only of proposals and incentives. The wish that was

widely expressed during the Estates General of Philosophy will finally be

implemented; and to do so we will be able to consult the work published
by those Estates General, as well as those of Greph. But this is only a pos-

sibility and an example.

Interscience and Limitrophe

Why link, along with "sciences" and "arts," the subtitle "interscience"
with the title "philosophy"?

Certain of the preceding considerations have no doubt prepared for our

response. We should now clarify the contours of a concept that, while
having no theoretical legitimacy within, precisely, an already determined
field of obiectivity, appears no less necessary once one takes into account

:fi• certain theoretico-institutional topology of knowledge. There again, it is

a matter of what happens, can and must happen, between the domains of
already legitimated fields when borders allow themselves to he exceeded or

displaced. 'Faking up Einstein's word, we will name "interscientific" any                                                                                      



thematic, any field, any research activity (later we will say any peror
tivity) that the map of institutions, at a given moment, does not yet 

grant
stable, accredited, habitable departments. These zones of instability tni

ght
appear wild and uninhabitable in the eyes of a certain social repres etita_
tion of organized research. They are in fact sites of great traffic,

f ma,

privileged
sites for the formation of new objects or rather of new thematic networks
These paths, which are in the course of being cleared, establish con necl
tions between institutional roads already open for traffic, with their code
of signals and signs and their programmed (productive and reproductive)
How. The clearing of these new paths can have begun already or h e totally
to come. One can prepare for it or let oneself be surprised by it, since it
depends not on the initiative of a subject (who is either "free" or
^farrne] in terms of education programs) but rather on the much more
complex relation to the new information and communications technol-
ogy, and so forth. In both instances, we will speak of the interference of
knowledge or of "interscience," since what is at issue are new objects aris-
ing on oblique or transversal paths establishing communication between
previously separate areas.

It is the privilege accorded these interferences that will give the life of
the College a character all its own: exploration, experimentation, innova-
tion, invention, proposal, a throw of the dice and a bet in spaces that are
still quite unknown or unacknowledged; and especially transference, in
every sense of the word. We will draw the conclusions of this for the sta-
tus, organization, form, and rhythm of the College later. For a consider-
able portion of the research to he undertaken it will be a question of for-
mulating new problematics and new fields that, once they are recognized
in their necessity and stabilized in their unity, will have to emigrate, be
transferred and taken in elsewhere, in another existing institution or in an
institution still to be created. It will therefore he a matter of inventing the
best conditions and the best rhythm fc-n- these interferences and transfer-

ences. We know how difficult it is for a research establishment, certain of
its field and competence, of its legitimacy and its productivity, to he hos-
pitable to themes and questions that at first appear to disorganize or ex-
ceed its general program. -**

These difficulties are very diverse in origin and manifestation. They obey
an ordered inertia that, in the great theoretico-institutional mobility that
must he accepted today, calls for systematic study. This study will be pries
ileged in a College that will once again have to question, directly or inal"

Italy, i ts own conditions of possibility. And this questioning will not only

he 3 reflexive sociology of knowledge, although it could be that as well.
A u t his confirms the necessity of uniting philosophy, in the sense we

have attempted to define, with multiple and active intersections, for sey-

ora l reasons.

Once iil tYthe context we are defining here, the fields of"knowledge"
paths are to he recognized are not limited to what are

bcoer eicom monly
 which

r i)n1;ccah ewllendthe "sciences" (mathematics, logic, natural science, the
human or social sciences). They extend to all fields of activity or compe-

tences. whatever the area. Therefore, by virtue of the same trans- or inter-

krona' necessities, the College will have to open itself to artistic experi-
ments and to all their languages (the "theory and practice" of literature,
the visual arts, music, theater, cinema, all audiovisual techniques, and so

on).
These possibilities are accepted as self-evident and are empirically orga-

nized in many universities; this is common in the United States, for exam-
ple. It is a matter of making official, of enriching, and of systematizing this
research, of making room. under certain conditions, not only for theoreti-
cal work on arts and techniques of all kinds, but for so-called "creative" re-
search.. .. The fields of activity or competences we are calling for would
not only he theoretical; they would also define a know-how [savoir-faire] or
a knowing-how-to-produce [savoir-produire] and, therefore, as is self-evi-
dent when speaking of a competence, the capacity for performance. We
must stress this point, for it no doubt defines one of the most original stakes
for the College, the high risk and the difficulty of calculation. Stressing per-
tfoharn;caann hece does not, of course, amount to valorizing the "high-performance"
[peiformantr—as the saying goes—character of techniques or operations

programmed and made profitable. We have insisted upon indi-
eating,F, on the contrary, that the College should avoid the dominant modes
of calculation in this regard, which does not destine it to being unproduc-
ttunt: craatihc:irlarte:tu ryrequires that other rhythms, very heterogeneous qualitative
structures, and probabilistic or aleato phenomena avoiding classical insti-

he taken into account. Let us note in passing that this
could also be one of the research themes to be privileged in the College,
wnh all the effects of the technological transformations under way on
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knowledge (competence and performance), in particular those conc erning
archiving, the stocking and communication of information, co mPute riza
lion, relematics, databases, the problematics of so-called "artificial '

gence."' One of the missions of the College will be "research training'
. we

will therefore have to see develop at once technical competence in the access
to this new instrumentalization of knowledge and a new reflection of_ an
original "philosophical" kind on this new technological conditio n of
knowledge and communication, on the role of the "media," on the po litics
of science, on the new responsibilities involved in this, and so forth.

We therefore propose that the "performative" possibility and exigency
be recognized by rights as one of the essential marks of the College. They

have never been recognized, as such, in any research and teaching institu-

tion, for structural, philosophical, and political reasons. No doubt, every

philosophical or, more generally, theoretical language implements, under

its apparently "consrative" or descriptive appearance and norms, "perfor-

mative" forces that have in general been ignored, or rather denied, in any

case, deprived of all legitimacy in the institutions of "knowledge." This

therefore excluded any legitimate possibility of seeing a speech act as an
event provoking an event, which does not amount, in accordance with the

trivial and long-recognized possibility, to inducing events or actions with

words. Ler us recall briefly that it is a matter of speech acts whose very

structure, in certain given contexts, is the immediate cause of certain

events. This is not the place to enter into the current problematic of per-

formative statements and of "pragmatics" in general. Its field is being ex-

tended and complicated with increasing speed. The performative dimen-

sion of language covers, in differentiated fashion, an enormous mass of

typical statements. Let's consider, for the moment, only the institutional

effect of this fact, which concerns philosophy, linguistics, logic, literature'

the arts, political discourse, and so on: by itself it should at once consti-
tute a very broad and differentiated field of research For the College and a
structural transformation in the history of the systems of knowledge and

their legitimation. For the first rime, an institution will expressly takeuP

a dimension of language that had been excluded or denied to this point.

The effects of this transformation can he wide-ranging, if one wants to

follow this principle in all its consequences, and the very creation of such
an institutional space will already be an unprecedented inaugural "perf°';

mative," with (we will never hide this) all the risks that a "blow" [comp] of
this type can entail. But whatever the risks, this event will by itself haVe 3

[hi i„sophical" meaning. It will first of all necessitate a reconsideration of

,i.; t he hierarchical theorems and principles upon which the systems of re-

;oral and teaching are constructed, whether the structure of speech acts,

lotion to the technology of communication and to techne in gen-

e

lhocr relation
 between theory and practice, knowledge and power, philos-

op hy. science, and arts. In addition to the wide-ranging and long-term

such an inauguration will immediately allow for the open

adnlissinn char the College is giving itself, among other missions, that of

fa,oring certain performances, in particular in the fields of the so-called

arcs ( verbal or not), once they have the status of an experimental explo-

ration and the effect of "intersection' we evoked above. Each of these ex-

periments would have "philosophical" import capable of giving rise to a

new thematic.

Beyond I nterdisciplinarity

It should he clarified here that this transversal intersection of fields of

knowledge could not be reduced to what is conventionally called "inter-

disciplinarity": a programmed cooperation between the representatives of

the established sciences that would study a common object, itself already

defined in its contours, with the help of different methods and comple-

mentary approaches. As necessary as it remains within its very limits, in-

terdisciplinarity thus understood does not institute a novel problematic
and does not invent new objects. As such it does not claim to modify the

structure and recognized borders of the fields of research, and of the pro-

tocols and approaches that are proper to them. On the other hand, the in-

tersections that we believe need to be made and multiplied should rend to

free up problematics and speech acts that the established disciplines, as

such, must in general inhibit or marginalize—sometimes even because of

their strength, their legitimacy, their efficiency.
It is thus less a matter, for the College, of mobilizing several fields of ac-

!ivity, or competences around an already discovered theme than of bring-
' ng forth new themes and new modes of research and teaching. To he
sure r would remain more necessary than ever to call upon established
fields of knowledge at the intersection of existing "disciplines." But this

ill 
he done here in order to create research groups and then to propose

theft stabilized theoretico-institutional system arid form to other agencies,
in France and th roughout the world.
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This motif of intersection or crossing would be a kind of charter for th
College. It would inform its criteriology, particularly in the orientation of

research, the definition of responsibilities, the selection of proje cts, and
the evaluation of results.

The transversal breakthroughs (frayages] will be, to put it very scherriat.
ically, of two types, which could naturally intersect in turn.

"EXTERNAL" LIMITROPHE

Such an advance will first of all be able to bring to the fore a place o r ,
theme that no specific discipline, as such, will to this point have recogn ized
and treated. Of course, this does not mean that this new topic has in prin-

ciple been inaccessible to already established and legitimized research; arid
it will be objected precisely that the normal progress of a discipline consi sts
in discovering and analyzing new objects or new properties within a n al-
ready identified field of objectivity. Every scientific contribution, from the

most modest thesis to the most ambitious elaborations, conforms in prin-

ciple to this norm, and this is what we call "research."

We therefore have to specify what kind of transversal breakthroughs
[frayages] are to he privileged systematically. First of all, a quantitative cri-

terion that we believe is pertinent: certain breakthroughs can be accepted

in principle by this or that institution and immediately deprived, in fact,

of any future; without sufficient support, original work is immediately

marginalized, contained in a narrow space, held hack in a kind of under-

development. Insufficient support is never insignificant or purely aleatory.

It reflects politico-institutional motivations, interests, and structures that

are always worth questioning the moment one attempts to compensate for

it, and in this very movement. Each time, one must ask oneself: why has

this or that research not been able to develop? What is getting in the way

And who? And how? Why? With what aim? Up to a certain point. the

College could play a telling theoretico-institutional role. Sometimes, turn -

ing this question back toward its own limits, it would multiply questions

of this type and develop them in the most consistent fashion.

lr is by definition impossible to give a priori a well-thought-out list of

these exclusions, foreclosures, interdictions, or marginalizations

discreet or violent). By definition, the examples we could give al then'

would be partly outdated. Over the course of work that we do not wan

to predetermine here, this "unlocking" will appear and we will propos'

different models of general interpretation or of particular intervention re"

cardw, it. For the moment. we can only identify its abstract form and

;lost open criteriology,

Thi s first type of limitrophe would by itself lead to an analysis of a philo-

,ophicaI type. Putting several orders of 'knowledge" into communication

in , mode that is not simply interdisciplinary always poses general ques-

rio ,„, in this case, the recourse to philosophy no longer takes its classical

and hierarchizing form: the arbitrating clan ontological or transcendental

mohority or instance legislating on questions of possibility, and so forth.

What is being sought now is perhaps a different philosophical style and
, different relation of philosophical language to other discourses (a more

horizontal relation, without hierarchy, without radical or fundamental re-

centering , without an architectonics, and without an imperative totaliza-

don). Will this still be a philosophical style? Will philosophy survive the

rest of these new fields of knowledge, of this new topology of limits? This

will be the test and the very question of the College.

"INTERNAL" LIMITROPHE

Another kind of limitrophic work could define the mission of the College.
This time it is within a single discipline, within an already organized theo-
retico-institutional system, that the question of limits could arise. This

happens the moment a given positive knowledge encounters in its au-

tonomous field difficulties or limits that its own axiomatics and process

do not allow to he raised. A science or a techne in general then questions

its own presuppositions. displaces, deforms the framework of its prob-

lematic, submits it to other configurations. This moment—which is typ-

ical and normal for all research—is not necessarily that of an "epistemo-
logical crisis" or of a "questioning of foundations," and so forth. These
models of the so-called "critical - moment can be transformed, and al-

though they are first of all philosophical in appearance, they can also
trouble the philosophical certainty upon which they are still constructed.
Phis philosophical certainty has a history; it has taken many forms, and

"the philosopher" cannot avoid questioning it in all its forms, from the

classical questioning of the essence of metaphysics, the limits and destina-
t ion of philosophy, or philosophical research and teaching, to perhaps

novel questions, born at the limits of new fields of knowledge, powers,
dnd technical systems with which philosophy had never before associated.

It is not for us to propose models for the elaboration of these questions
Irene, till less typical responses to them. We are only indicating the urgent
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necessity of giving them a place and an opportunity worthy them All
the problematics and all the proposals that depend upon them (they aree
innumerable) will find a privileged greeting in the new College. Not

all approaches of this kind must constitute the program of the College.
that would he excessive and out of proportion with the dimensions of

such an institution, and no doubt of every institution in general, Th e idea
of saturation has no pertinence here, and a program cannot be con_
strutted according to what by definition problematizes every program-

matic contract. Let us merely say that the rule of the College will be to
give priority to these limitrophic problematics and above all to those that

concern the limits as such of the philosophical. Priority will also be gi ven
to certain styles of approach: exploration at the limits [of philosophy],a
singular or out-of-the-ordinary incursions. To be sure, the out-of-the-or-
dinary, the limitrophic or aleatory, would not be valorized by themselves

and as such. But alongside other elements of assessment, they should be

to the credit of the research projects submitted to the College.

The schema we are proposing leads one to question—and perhaps to

displace—the relation between philosophy and the fields of knowledge as

this relation has been established in the model of the university institution

that has dominated in the West since the beginning of the industrial age: a

vertical ontologico-encyclopedic structure that tends to immobilize all rec-

ognized borders of knowledge. In the university, philosophy is supposed to

organize and order the entire space of knowledge and all the regions of the

encyclopedia. But in terms of power this hierarchical principle is immedi-

ately inverted: the department of philosophy (the "Faculty of Philosophy"

that Kant speaks of in The Conflict of the Faculties)'' is subjected to the dis-

ciplines representing the power of the State.'" All-powerful and powerless:

this was the destiny assigned philosophy in a system subordinating all the

university languages to statements of (theoretical) truth within the univer-

sity, and the whole of this university to representatives of State p ower for

everything that was not a "constative" judgment. Philosophy was every-

thing and nothing (using the same logic, Schelling objected to the idea of

a "department" of philosophy, since philosophy had to be everywhere, and

thus nowhere, in no determinate place)." Since then, all speculationsoo

the death or survival of philosophy have maintained an essential relation

with this institutional projection. Throughout many variations, this Kant'

ian paradigm has illustrated powerfully the logic of the relations between

the State, philosophy, and nonphilosophical fields of knowledge.

It i s this concept of the unirersitas that, directly or not, leads to these

still-current paradoxes: a certain hegemony of the philosophical goes hand

. 1 hand with civil society or the State system confining, even repressing,

F
0„sophical teaching and research. To limit ourselves to this very signif-

.ant exa mple, what happened in France stems from this logic: the phi-

iosoph• class ("queen of disciplines," "crowning moment of studies") is

also a
n enclosure in which philosophy is penned up, deprived of the treat-

men t and dignity given other disciplines (see the works of Greph).' 2

The transformation and extension of the teaching of philosophy (be-

fore the Terminale classes in lycees and outside university departments

Unites d'enseignement et de recherche, UER] of philosophy) will again

put into question the space that is hierarchized in this way and all the

t h eoretico-institutional limits that structure it. If, in accordance with

t he promises of the president of the republic, the extension of the teach-

i ng of philosophy is to become a political reality in the immediate fu-

ture, the creation of the College International de Philosophic must

move in the same direction. 13 The economy of our project supposes this

in any case. It outlines an entirely different topology: a multiplicity of

transversal, horizontal, heterogeneous relations will tend to he substi-

tuted for what we will call, for the sake of convenience, univerticahty
(radical unity of the foundation, onto-encyclopedic hegemony, central-

ism, maximal identification, and hierarchy). But this will be only a ten-

dency—and an experiment to be attempted. Numerous signs suggest

that it is time for this.

The Collegiate and International Dimension

Why a college? Why an international college? if we have recourse to the

historical name "college," it is first of all to take into account premises that

we have attempted to justify: this new institution must he neither a school

nor a university. Nor will it merely be a research center in the traditional

sense of the expression. Second, it is to propose its autonomous and liberal
Veration : in its mode of recruiting and of administration, in its relation

to the State, the nation, and the regions.

In the Following chapters, we will multiply the proposals intended to
°,uaran rec this collegiality. Sticking to generalities here, let us say that the
regulatclry authority should not impede but on the contrary favor this au-

"only, the possibility of initiatives that would lead to decentralization,
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of turning (in certain conditions) to private resources, of contra cts with
regional and international agencies.

Other collegiate characteristics: the free and pluralistic style of th e re ia,
tions between members of the institution, the necessity of excluding

-stabilized hierarchization, every phenomenon of the "school," of auth-ot:
ity and doctrinal intolerance, rapidly renewing the active members o f the
College, the ease of movement [passages] between the College and () the;
institutions of research and teaching (lycees, universities, CNRS, College
de France, EHESS [E,cole des Haines Etudes en Sciences Sociales], fore ign
institutions, and so on), and a broad and lively community among the ac-
tive members of the Colk.ge and all others.

This collegiate structure will no doubt facilitate welcoming foreign stu-
dents, researchers, and artists. For the international dimension of the Col-
lege must appear as one of its essential characteristics. The statutes of the
College will he very explicit in this regard: it is a matter of the originality

,

strength, and influence of this institution, the only one of this kind in
France and perhaps the world.

It must he recognized that up to this point France has not given itself the
means for large-scale international cooperation, in particular in the spaces
we have outlined. This is a well-known fact for foreign researchers and for
the French researchers who are often welcomed in other countries, espe-
cially the United States. University structures make the steps in preparation
for welcoming a foreign researcher or artist in good conditions cumber-
some, difficult. often discouraging. We are not speaking here of the values
of intellectual hospitality that France respects in principle concerning this
or that great writer (though the history of the emigrants we have not been
able to keep is sometimes rather sad). Beyond individual hospitality. it
seems to us urgent and vital to open new, rich, and very clear, even spec-
tacular, possibilities for international exchanges and organic cooperation
with foreign institutions. This should be done in all directions but giving
certain priority to exchanges with African, Asian, and Latin American
countries, and more generally with developing countries. Experimentatio n

in new forms of cooperation, particularly concerning research training'
would he desirable. Without neglecting relations with the United States
and with Eastern and Western European countries (on the contrary) , "
should avoid making the College a new Eurocentric institution.

a. French intellectuals who are known For their work and who are genc r
ously received abroad will have to be allowed to take reciprocal initiative s,

f+ is important for French students and researchers to maintain last-

ing relations with foreigners who would stay in France long enough to ex-

the state of their research here but also to pursue the most creative
ltihit
activities.

c  It Would be desirable for the College to become a place of interna-

tional exchange (linguistic, cultural, scientific, artistic) in keeping with its
speL'ficit• and not limited to bilateral communication. The problematic

0f national languages in scientific communication (and taking new infor-

ma tion technologies into account) must become an important and per-

manent theme for all those who participate in the life of the College.i . '
d . Most of all, this international openness must allow, in a more tradi-

tionally philosophical field, for the multiplication of original initiatives
whose historical necessity is more obvious than ever today. We know that

the "philosophical world," assuming it still has a unity, is not only divided
into "schools" and "doctrines" but also, beyond and independently of
philosophical contents and positions, divided according to linguistico-
national borders that arc more difficult to cross than political borders.
These traditional differences in "style," "rhetoric," "method," and so on
are sometimes more serious than differences in doctrine. Although they
cannot be reduced to national languages and traditions, they nonetheless
remain part of these. These philosophical areas between which passages
are rare, whether in the form of critique or polemics, are a historical—and
philosophical—challenge to philosophy. Whether one sees it as an enigma
or a scandal, this is a phenomenon that we should give ourselves the
means of

 would
sof, studying; otherwise we reduce it systematically, with new costs.

uld be one of the most difficult and necessary tasks of the Col-
lege, which can play an irreplaceable role here. For the reasons evoked
above, numerous French and Foreign philosophers expect a great deal
fromtei, !• s immense project and think that France can today give it its bestchanL 

—translated by Jan Plug
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Sendoffs (for the College International
de Philosophie) (1982)

Foreword

The propositions advanced in this chapter claim, certainly, a certain co-
herence. But it will be neither the coherence of a system—even less that of
a philosophical doctrine—nor even that of a program, in the technical and
institutional sense we give this word in our report.

What is called a philosophical system constitutes in fact a certain type of
coherence or continuous cohesion, a form of ontological ordering that has
appeared historically, and, we can even say, as linked to the essence of the
history of philosophy. In the form of doctrine the system has always linked
philosophy to its discourses and its pedagogical institutions. But every
consistent discourse, organized or simply gathered together with itself,
does not necessarily have the form of a system (perhaps it is even destined
to break with this form from the moment it addresses itself to the other)•
Since the College will be directed toward making the systemic idea or pro-
ject (in general) one of its themes, one of the problems to be considered .

and since, correlatively, the College should never neglect the questions 0 1-
teaching. pedagogy, education, doctrinal effects, and all their sociopoliti -

cal aims [finalitesh and so on, it could not be a question of imposing the
form of a "system" on this research, this history, this "thinking." F or this

very reason, however, the nonsystemic coordination we are going to pro'
pose will have nothing of the rhapsodic or the empirical about it Cubed'

oini criaken there in the form of a prescription, with its "objectives" and

its end-oriented [finalises] production. Furthermore because, without be-
necessarily kept there, several research groups—called "programs' in

rhe first part [called "The Regulating Idea"] of this report—will eventually

be able to cooperate. communicate, try to cross with, confront, and trans-

late each other there, but above all without ever renouncing their most pre-

cise specificity, their autonomy, and their internal necessity.

tt

These propositions claim a demonstrative value, a demonstrativity both

i n traphilosophical and with regard to certain singular borders of the

philosophical, But this demonstrativity cannot be constantly exhibited as
such here. This is in keeping with the limits of such a report, whether it is

a matter of the material limits of this chapter or, especially, of those that
come with the genre, with the aim [finalite] or with the destination of
such a text, with the very nature of the mission assigned to it. There is
no thing fortuitous in this, For the values of aim, of destination, like the en-
tire semantics of the mission (placing, emitting, missive, missile, sendoff
[envoi], etc.), will form one of the essential foci of my propositions or
"projections." Referring implicitly but without dissimulation to other
work (my own included), drawing directly or indirectly on the lessons of
all the discussions in which the mission has engaged over the course of the
last months, I will try to limit myself to practical or technical conclusions
concerning the research to be instituted in the College, to what in any
case seems to me as though it should be given priority. But the necessity of
these conclusions should be capable of imposing itself on the basis of other
premises. My rule here will be: project the necessity of certain research, but
always in such a way that one could he convinced of it on the basis of
other perspectives or other premises about which nothing will he said, and
even without any general "perspective or "premise" other than the in-
trinsic merit of such research. The nonsystematic unity of this "projec-
ri°n or "setting into perspective." the possibility of coordination which it
flight present, should thus he considered here only as a supplementary in-
ems!, a premium to which one might attribute all the values one wishes

( philosophica l ,iica, aesthetic, economic, reason, poem, painting, history, etc.).
Contenting myself often with naming or titling, with situating some

'"Poi," I will naturally have to leave implicit both the reference to a greatNor will it sketch out a program. First, because everything will nc' t be

216
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deal of work, French and foreign, and the essentials of an analysis o f the
philosophical, technoscientific, poietic, etc., "fields." We will retain o n ly
some indices of these macro- or micro-analyses, which we practice c on_
scantly and which orient our approach here: those which have guided Ut

the definition of the College, its project, its regulating idea, its consti nt ..
Lion; those which have been spectacularly confirmed in the course of th e
mission; those which have helped us discover or better situate new mi en,
cations; and filially all those which have taken the form of commitm ents
or of research projects (we attach them to this report and we will refer t o
them at the right moment). But we neither could nor should have g one
beyond this in the course of this mission. It was not a question for us of
drawing a map of French or world philosophy, for example, nor of propos.
ing a general interpretation of it, even if complete abstention or reserve on
this matter was impossible. We strove for this, however, for obvious rea-
sons, which are recalled in the first parr of the report. Without proposing
any sectioning or cartography of the philosophical terrain, we have made
use of many works which could have helped us do so, whether we cite
them or not. That is the case, notably, with the recent report by Maurice
Godelier and his collaborators on Les sciences de aomme et de la societe
We were only able to take account of it at the end of our mission, but the
"upshot" and the recommendations we encountered there were already
known to us, at least partially (concerning philosophy, for example). Al-
though the objects of these two reports are very different, certain conver-
gences appeared to me remarkable and encouraging. We should neverthe-
less, for obvious reasons, limit ourselves to this general reference, and
presume that our reader will he aware of the "Godelier Report."

Let us recall once and for all: for reasons already stated in the first part of
the report, we will too often be making use of words that we would like to
see received without assurance and without tranquility. For it is without
assurance and without tranquility that I will speak, for example, of pro-
posals for research, properly philosophical, scientific, theoretico-practicet h

poietic, etc., research, or research on a theme, or problematics, or field.N04

it is understood: all these words remain for the moment inevitable , but
they are for the College titles of problems and problematic titles, indu ct"
ing the values of title and of problem: the laws and the procedures of it"

nor remain out of range of this questioning. How has it been con-

rra ct s

so

 ht[1::

questions. Vhat we have provisionally and within quotation marks called

h los op hy,

should

:a:el:1 .1e aim and strategy of its "usage"?, etc. We will return to these

iroftion, the production of titles and of legitimate 
Che

frolems, these are also

What are its presuppositions and its limits? What is sociology

College will study, analyse, transform all 	 time, notably in its
The concept of legitimation itself, which has become so useful

teaching institutions, sociology of the arts and culture, etc.),
" leg itimate" in so many sociological discourses (sociology of re-

in the first part, should mark the style and the site of such an
proceeds to the limits "on the subject" of all these current val-approach.

" "science," "art," "research," "technique," "the-

only the, the vocabulary in which one generally speaks of research and teach-

"practice," "problem," "law," "legitimacy," "title," and so forth.
•	 "

precautions are not purely formal. Evidently they do not concern

ing institutions. We will not be able to avoid this lexicon, but we will give

it, for anyone who wants to hear, a certain interrogative inflection: what
are these things we're talking about—"philosophy," "science," "inter-
science," "art," "technique," "culture," "production," "theory," "research,"
and so forth? What is an "object," a "theme," a "problem," a "problem-
atic"? How to think the question "what is" concerning them?

These forms of interrogation will assign to the College its greatest and
most permanent opening, which it must never suture with the assurance
of a body of knowledge, a doctrine or a dogma. Whatever the abstract
generality of this axiom, we believe it is necessary to inscribe it in the very
charter of the institution, as a sort of founding contract. That will not pre-
‘entiot--;:ini

and 
of itheconistttirtuartomcontrary—further analysis of the values of contract, of limn-da

r)espite the measureless unfolding and the infinite reflection in which
these preliminaries might seem to engage, the concrete propositions 1 will
Presen t in this chapter are strictly &limitable: a four sendoff During
the firs, four years of the College, a large number of activities—we are not
sa. Pig all the activities—can he coordinated in a stipple and mobile lash-

without ever being constrained by some general and authoritarian
"mg. Without being kept there and without renouncing its most precise
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specificity, each of the research groups I am going to define will h e abk
refer to a general and common theme. We could call it a "titl e,. .cait')
gory," "regulating idea," "problematic." or "working hypothesis." I ts hi`''
would he only presumed, according to different modes, and it wili assort:
at least during this initial period. a common reference, a principle ofgen.:
earl transktion or of possible transference)  for the exchanges, debates, co_
operations, transversal or oblique communications.

V

Despite these limits, the propositions that follow will traverse an im mense
and differentiated terrain. But it goes without saying that this territ ory
does not have to be covered or saturated by the College's research. Con-

forming to the style proper to this institution. that of pathbreaking
[fayage] or trailblazing [flecbage], it will be a matter only of bringing
about new research and of selecting inaugural incursions. I will not return
to what was laid out in the first part, namely the necessity of interrogating

and displacing in this respect the ontological encyclopedic model by

which the philosophical concept of the universitas has been guided for thc
last two centuries.

Destinations

Without all this amounting either to giving the word or to saying every-

thing in a word, from now on I will make all of these proposals converge

toward their most simple, most economical, and most formalizable state-

ment, namely the category or the theme of DESTINATION.

What does this mean?

For the reasons announced in the Foreword, I will dispense with the e% -

ercise (which would otherwise be necessary) destined to show that it isnot

a matter here either of a theme or a category. The philosophical or "think:

ing" history of the theme, the thesis or the kategorruein, would make

clear that the meaning of "destination" won't allow itself to be subordi:

natal to diem. Rut this is not the place fin - that development. Let's sflea i!

in a more indeterminate fashion of a scheme of destination, and conten t

ourselves with a single question, in its elementary unfolding: What of de'

tination? that does "to destine" mean? What is "to destine?" What h 3r-

n' to the question "what is?" when it is measured against that of &sti-

r.— And what happens to it with the multiplicity of idioms?

Let 's not unfold this problematic in its most easily identifiable dimen-

sions ►• (destination and destiny, all the problems of the end and thus of

l im i ts or ()I:confines, ethical or political aim, teleology—natural or nor-

th,: destination of life, of man, of history, the problem of eschatology

0( •,iqn religious, revolutionary, etc.), that of the constitution and the

aucrure of the sender) receiver system, and thus of the dispatch or send-

affand the message (in all its forms and in all its substances—linguistic or

not. semiotic or not), emission. the mission, the missile, transmission in

all its forms, telecommunication and all its techniques, economic distrib-

ution and all its conditions (producing, giving, receiving, exchanging),

the dispensation of knowledge and what we now call the "end-orienta--

don" [finalisation] of research or of tech no-science, etc.

Let's content ourselves for the moment with situating the strategic force

of this question schematically, with situating what constitutes, it seems to

me, its most unavoidable philosophical necessity as well as its performing

and performative value as a "lever." The word "strategy" does not neces-

sarily imply calculation or warlike stratagem, but the question of calcula-

tion. including its modern polemological aspect (the new concepts of war,

strategy and game theory, weapons production, military techno-science,

the economy of military-industrial complexes, relations between the

armed forces and research in all domains, etc.), should he included in this

problematic network and accordingly be fully welcomed in the College.

We will return to this.
The "lever," then: having been gathered and identified in these still

"classical" forms (destination and end of philosophy, of metaphysics or of

unto-theology, eschatological or teleological closure), the problematic of

the limits of the philosophical as such seems to have arrived at a very sin-
gular point.

On the one hand, the modern sciences ("human or social sciences,"

life sciences," and "natural sciences") are continuing or beginning again
'0 adjust themselves to the problems we have just redirected toward that
of destination (aim. limits, teleology of systems). And their irreducibly
Philom yl - I. fuka dimension o ten there, at the moment when ph ilosophv

Taurns, whether or not we want it, whether or not we hold on to the rep-
re, •'illation of a post- or extra-philosophical scientificity.
011 the other hand—and above all—the recourse to a thought of the
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sendoff of dispensation or the gill of being, signals today one of the
rn

singular and, it seems to me, most powerful—in any case one of the ast
ost

attempts to "think" the history and structure of onto-theology, even thehistory of being in general. However we interpret them, and what
everevercredit we grant this thought or this discourse, we should pause before this

marker: the "destinal" significations (sending or sendoff, disPensation
destiny of being, Schickung, Schicksal, Gabe, "es gibs Sein," "es gibs ZeiA':
etc.) do not seem to belong to the within of onto-theological phiioso.
phemes any longer, without being "metaphors" or empirical or deriv ed
concepts either. There is a sense here that is thus not reducible to what th e
sciences can and should determine of ir, whether it is a matter of the em-
pirical sciences, the natural or life sciences, so-called animal or hum an so-
cieties, techniques of communication, linguistics, semiotics, and so forth.
Another thought of the "sendoff" thus seems necessary to the unfoldin g
of the "great questions" of philosophy and of science, of truth, of mean-
ing, of reference, of objectivity, of history.

Let us emphasize the very visible reference that has just been made to
the Heideggerian path, and not simply to one or another of its scholastic
effects. It seems clear enough that the meditation on the history of being,
after the existential analytic, opens the question of the ontological differ-
ence onto what it always seems to have "presupposed"—in a sense not
purely logical—implicated, enveloped, namely a thinking of the sendoff of
dispensation, and of the gift (note, by the way, that it is a matter here of an-
other great text on the gift, which should he read in—very complex—
connection with Mauss's "Essai sur le don."' that is to say, with an enor-
mous corpus of French ethnology and sociology over the last six or seven
decades, in its scientific but also in its politico-historical dimensions; no
doubt we would have to encounter and analyze, in the course of that tra-
jectory, the College de Sociologie,'' whose title was often recalled during this
mission). The thought of the gift and the sendoff, the thought of "clestin -
ing" before the constitution of the sentence or of the logical structure X
gives or sends Y to Z," Y being an object (thing, sign, message) between
two "subjects," the sender or the emitter and the receiver or receptor (eV:
conscious or unconscious, unconscious), before this subject/object conso-
onion and in order to take account of it, and so forth. The same neces,
appears, even if in another manner, mutatis mutandis, for what I have toe°
to demonstrate under the heading of dijfirance as sendoff, differentiati on.
delay, relay, delegation, tele- and trans-fercnce, trace and writing in gen

11.3 1, destination and undecidability, and so forth. These indices should
,•iLita ihr, be multiplied. For obvious reasons, 1 limit myself to the most
schematic ones and, openly, to what is closest to me. if I hold to declaring

rho ,: limits and this proximity, it is, contrary to what one might be
tempted to think, in order to lift the limits, to distance them and to dis-

a},} opri.lre them. It is in order to call for critical debate about them, forr 
open disagreements and explications, for other approaches, and in order
to avoid the disguised recentering or the hegemony of a problematic, a

discourse or a history. These risks should be avoided with thoroughgoing

v igil ance. The translating, transversal, and transferring coordinations we

arc proposing will operate without a pyramidal effect, in a lateral, hori-

zontal, and nonhierarchial way. The scheme I have just designated, at the
limits of the "destinal." seems to me capable of putting into question and
displacing precisely the topological principles that have dominated all of

onto-theology, invested its space and commanded its traditional forms of

un iverticality, in philosophical discourse as much as in research and reach-
ing institutions. It is already clear that one should not accord this general
"schematic" and its entirely presumed unity the status of a new general
ontology, and even less that of a transcendental phenomenology, an ab-
solute logic, a theory of theories, dominating once again the encyclopedia
and all its theoretico-practical regions. But let's go further: this
"schematic" should not even be admitted as a new organon. By one of the
singular contracts without which no opening of thought and no research
would he possible, the College should consider this "schematic" as itself
problematic, as debatable: through and through, in a fundamental debate
that would certainly assume its deliberately "fundamentalist" dimension,
as one sometime says, but would also go so far as to question the motifs of
depth," "foundation," of "reason" [Grunt/] in all of its possible transla-

tions—and in particular in relation to the distinction between so-called
"basic" ("jO ndamentalel and so-called applied or even "end-oriented" [fi-
nalised research. It is useless to insist on this here: it is a matter of an es-
sential stake touching on the axiomatic and the very future of the College,
and its relations to the State (to States), nationalities, "civil societies." A
singular and paradoxical contract, we were saying, as well might be a com-

rilit ...

mem never to leave the very terms of the instituting contract out of
' he question, analysis, even transformation, resting in some dogmatic
'lumber. Doesn't this transform such a conrract into a fiction and the reg-
u lating idea of the Colli!ge into an "as if" (let us act as if.such a commu-



224 	 APPENDICES Sendoifi	 225

nity were possible, as ifthe priority granted to "still not legitimated Path_
breakings" could have been the object of a consensus in fine, as ilea ,,gen.
eral translation" could at least have been attempted, beyond the class i cal
systems and the onto-encyclopedic uni-versity whose totalizin g model
was imposed—even if in its "liberal" variant, that of Schlciermacher and
Humboldt—at the moment of the creation of that Western paradigm.
the University of Berlin)? And doesn't this as if give such an engagement
and all the legalized contracts it calls for, a touch of the simulacrum?
which we will respond, at least elliptically, this way: on the one hand, f at
from being absolutely new, this type of singular contract will have ch ar.
acterized every philosophical or scientific institution worthy of the name ,
that is to say, which has decided never to leave anything our of the ques-
tion, not even its own institutional axiomatic. On the other hand, the r e

-flection on what could link a fictional structure to, for example, such per-
formative utterances, promises, contracts, engagements, founding or
instituting acts, will be one of the tasks of the College, and the richness
of these implications is inexhaustible. I will say the same for the reflec-
tion on the history and the stakes of the concept of the university since
the eighteenth century.

In what Follows, my only ambition will be to project some hypotheses.
Without being hound by them, those responsible for the College in the
future might, if they agree with them, also refer to them as points ofordrr
for a first movement: a broad discussion, a broad introduction which
would also be a four-year "translation." Points of order or of pause, rather
than of a planned and uni-totalizing organization. Points of pause, fer-
mata, if' we want to name precisely those signs destined less to mark the
measure than to suspend it on a note whose duration may vary. Rhythm's ,

pauses, accents, phases, insistences—it is with these words and these val-
ues that I propose to describe, in their diversity, the possibilities and corn-
possibilities of the College, certain of them at least, during the four years
of its instauration.

I. THINKING DESTINATION: ENDS AND CONFINES FOR

PHILOSOPHY, THE SCIENCES, AND THE ARTS

Under this title, whose slight determination is deliberate, it is a question
of designating that research called, in a code that no longer fits here, ha"
sic" Ifondamentale]. It is indispensable that it he developed broadly. and

„ions 0
Wince, our consultations have provided us with an eloquent proof: the de-
triod for this type of research is very marked today, and it is capable of

mobilizing great forces and taking original forms. For reasons and follow-

ing El)
utes that must be analyzed, this "fundamentalist" thought has given

in to a sort of intimidation before the sciences, all the sciences but espe-

c ially the human and social sciences. It can and should find a new legiti-

macy and cease being somewhat ashamed of itself, as has sometimes been
the case over the last two decades. This can happen without regression and
without inevitable return to the hegemonic structure we alluded to in the
first part of this report. Furthermore, this movement is underway. The
college should permit it to affirm itself in all of its force: to affirm philos-

ophy and the thinking of philosophy. It is not only philosophers by pro-
fession who ask this but also a great number of researchers engaged in
their scientific or artistic practices.

In the perspective which is thus opening up here, the first "themes" of
this "basic" or "fundamental" research will be organized around this series:
destination (destiny, destining, sender/receiver, emitter/transmittor/recep-
tor) and gift (giving/receiving, expenditure and debt, production and dis-
tribution).

The necessary development of semantic, philological, historical, etc.,
inquiries will apply itself to the "great questions" of which the following
list constitutes only an indication.

How can a thinking of "destination" concern philosophy, more pre-
cisely its own contour, its relation to a thinking which would not yet or
no longer be "philosophy" or "metaphysics," nor for that matter "science"
or "technics"? What of the limits or the "ends" of philosophy, of meta-
physics, of onto-theology? What of their relation to science and technics?
This enormous network of questions can, we will say (and this goes for
everything we advance here), be unfolded for itself, independently of any
reference to the scheme of destination. So why not do without the pro-
Posed guiding thread? Response: Why not, in Fact, if possible? We ought
to. be able to try that in the College, which is why 1 proposed that this
scheme" never become a "program" or an obligatory "theme," even if I

441 convinced that it is more and something other than one "guiding
thread" among others.

to [he point of questioning the fundamentalist scheme, such as it has so

do'
been able to regulate philosophy's relation to itself and to other re-
f the encyclopedia. Even if we had not been convinced of it in ad-
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In all cases, Foci of reflection should he instituted wherever the
quest -ionof the end and ends of the philosophical as such can take place, wh

within what limits? In fact and by rights, these topoi wiollnailtssodhe • ' t

ever there is cause or space to ask: Philosophy in view of what? Sin
til when? In what and bow? By whom and for whom? Is it decidab

the College's vigilant reflection on itself: on its own aim, 	

/e and-

Since and 44

s :Wardestination

feSicso

the limit, the borders, or the destination of philosophy is at stake L

(today and tomorrow) as a philosophical site, on what legitimates i t and
then confers on it its own power of legitimation• on what decides es its po l-
itics and its economy, on the forces it serves and the forces it makes used
on its national and international relations with other institutions. Dew.
nation and legitimation, thus, of the College itself these are not probl em,
to he treated secondarily or to be dissociated (in the space of a sociologi.

cal analysis, for example) from the major interrogations on the es sence
and the destination of the philosophical. Furthermore, as we noted above,

the concept of "legitimation," so common today, calls for a reelaboration
in its construction and its usage. Starting with the "open letter" [of May

IS, 19821 through which we made public the object of our mission and

opened a discussion, we have emphasized ways of research whose legiti-
macy has not yet been recognized. It remained to he specified, which a sim-

ple letter of this type could not do, that the College would not keep itself

simply outside any process of legitimation, that is, within the illegit-

imable. Even were we to want it, this seems absolutely impossible. The

most ruthless critique, the implacable analysis of a power of legitimation
is always produced in the name of a system of legitimation. It can he de-

clared or implicit, established or in formation, stable or mobile, s i mple or

overdetermined—one cannot not know ir, one can at most deny it. This

denegation is today the most common thing in the world. Making it
theme, the College will try to avoid this denegation, insofar as this is pos-

sible. We already know that the interest in research not currently legiri"

mated will only find its way if following trajectories ignored by or or

known to any established institutional power. this new research is alreel

underway and promises a new legitimacy until one day, once again 	 "°._

so on. We also know—and who wouldn't want it?—that if the

created with the resources it requires and, above all. if its vitality and ric h,

ness are one day what we foresee, then it will become in its turn a legal'

mating instance that will have obligated many other instances to reckl

with it. It is this situation that must be continuously analyzed, today a°

iniorr„w, to avoid exempting the College as an institution from its own

am ic work. In order to track without complacency the ruses of legiti-

j or i" reason, its silences and its narratives, it would be better to begin in

rill,: knowledge that we do so from an authorized, that is to say accredited,

site; and From one that is accredited to confer accreditations, even if in a

form or according to procedures and criteria completely different from—

indeed incompatible with—current practices. Not telling (itself) too

oanv stories about its own independence from this or that power of le-

g it i rn ttion (dominant forces of society, institutions, university, State, etc.)

i s pe rhaps the first condition of the greatest possible independence,

t houv,11 that does not preclude looking for others. What we propose is not

t h e utopia of a wild non-institution apart From any social, scientific,

p h log) p h i cal , etc., legitimation. It is a new apparatus, the only one capa-

ble of freeing, in a given situation, what the current set of apparatuses still

inhibits. Not that the College is today the only or even the best form of

institution possible in this respect. But to us it appears indispensable to

the given set. And it is, moreover, for that reason that the necessity has

been able to make itself felt, even as a symptom.

What I have just said about legitimation is easily transposed in terms of

orientation. The ruses of the orientation of research must give rise to a new

strategy of analysis. The opposition between end-oriented research and

basic or fundamental research has no doubt always been naive and sum-

mary. It is today, in all domains, startlingly obvious. We must yet again

reelaborate this problematic From the fundamentals up, and that is finally

what I propose here, at the same time as I insist on the topoi of a "funda-

mentalist" research-style. Which ones?

A

rh• questions ofmetaphysies and of onto-theology everywhere they can be re-
cast' new approaches or connections. The interpretations of the "entire"
history of philosophy (teleology, periodization, "epochalization," histori-
cal and systematic configurations).

ri'c Problematic of the completion or of the limit of philosophy (teleological

"r genealogical interpretations, critique, deconstruction, etc.). With the
Pr°Pr names appearing here only as indices, we can thus recommend co-

•
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ordinated and intertwined work on Kant, Hegel, Feuerbach, Kierk e
gaardMarx, Comte, Nietzsche, Husserl, the Vienna Circle, Wittgenstei n , R

u5-sell, Heidegger. and so forth. There is a great deal of room for o r ig i nal 
search in these directions, especially if it practices grafting, confrontation-re

or interference. This is almost never done rigorously and deliberat ely inFrance; it would break with homogeneous traditions and with instituri,
nsclosed in on themselves.

This research would put "major," that is to say already recognized and
well-known, sites into "configuration." We will recommend later ini t ia ,.
lives of another style; they will have in common a concern to anal yze__
even sometimes to put in question—the processes by which philosophi cal
problemarics and traditions become dominant. How and under What
conditions are discourses, objects, and philosophical institutions form ed?
How do they become "philosophical" and how are they recognized as
such? Under what conditions do they impose themselves (and on whom?)
in order to minoritize or to marginalize other ones?

Each time one of these questions finds an original. interesting, and
necessary determination, a research group might be created, of greater or
lesser dimensions, for a longer or shorter duration. The example I am
going ro specify was imposed on me primarily by the scheme of destina-
tion, but it should he able to be translated, transposed, and multiplied.
Research organized into one or many seminars, one or many programs,
short-lived or long-term, should be able to correspond to each of the
"proper names" just listed and to the movements of thought they repre-
sent.

Take the example of Heieleffer. Around his work and its "problematic'
(like those of the other thinkers listed), a program could he organized by
the College, then transformed into a relatively independent research cen-
ter, linked by contract to the College under conditions to be studied , in

this case as in others, the College would have the role of provocation and
initial organization. In the process. which would make the program int°
a research center, the work would first off he magnetized by these quo;
Lions about the limits, ends, and destinations of onto-theology. It WOW
treat, among others, each of the following "themes," which are all strongll
marked in the Heidegerrian text:

Th e i n terpretation of the history of Being. Meaning and truth of Being.

Thinking, philosophy, science.

.rhi nking, philosophy, poetry.

--Technics and metaphysics.

_The work of art.

Language, languages, translation (beginning with the theoretical and prac-
tical problems of translating the corpus being considered). Technics and

t ranslation (formal and natural languages, problems of metalanguage and

Tt ranslationh  pp

ol itical:

cam, ayic hhiante,

sfi). r example, of Heidegger's political thought, its rela-
t ions with his thought in general and with his political engagements on
the other hand? (The same questions impose themselves, naturally, for
other thinkers.) As for Heidegger, what of his "reception" in France? What
will have been its singular destiny? We would thus follow the history and
the course of his "legacy" over the last fifty years, during which it will have,
in one way or another, traversed all of French philosophy in an alternation

of eclipses and reappearances, different each time and always highly sig-
nificant, even today. Such research should naturally he coordinated with
research that takes a fresh look at this century's history. at the constitution

of a thematic of modernity or postmodernity in Germany and elsewhere,
and at the analysis of the phenomena of totalitarianism, Nazism, fascism,
Stalinism, without limiting itself to these enormities of the twentieth cen-
wry. There again. we might see the originality of the paths to be broken,

the specific necessity that will impose them on the College. especially in
Ait.tlit. h,ngi wactlive, and 

have

d intense crossings between all these different research efforts.

ve proposed the example of Heidegger, such crossings
should traverse other problematics, past or contemporary. around the des-
tinal limit of philosophy (Hegel, Feuerbach, Marx, Kierkegaard, Comte,
Nietzsche, Husserl, the Vienna Circle, Wittgenstein. Heidegger, the
Frankfurt School, etc.). as well as work on the genealogy of these domi-
nant prohlematics, of their domination itself. In all these efforts, the rig-
orous distinction between internal and external reading should not be dis-

lriek,, tregarde
d, of "context"

xt,shouldrid,bu ct onnetiether, ads ho u id it be treated as a dogma. This problematic,
of contextualization in general. requires a new

elaboration.

"The reason of the university. All these "philosophies" carry with them,
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whether thematically (Hegel. Nietzsche, Heidegger, at least) or implicit,
a discourse on reason which is also a discourse on the university, an 

evalanon of or a prescription for the destiny of the modern univers i ty its 4-

irks (notably in its relations with the State and with the nation), and th .,
organization of relations between philosophical and technoscientific

search. The constant reflection of the Co&ge on its own mission, i ts aims
or its eventual "orientation, - should pass by way of, among other thi ngs,
an encounter with these thoughts which are all thoughts of the universi ty.

Such research communities exist nowhere, as far as I know, neither i n
France nor anywhere else. Outside of informal groups and dispersed i ni-
tiatives, the only organized research depends on narrowly specialized cen-
ters, most often incapable of the opening, the mobility, and the inter-
twined or diagonal approaches we are proposing here. The difficult y for
them (and this stems more often from institutional mechanism s than
from people) is to mobilize this research, which sometimes becomes pure
philology, without philosophical ambition, even if it is armed here or
there with modern technology; the difficulty is to measure this research
against the most serious stakes, today's and tomorrow's. No one should
read in these last remarks a will to discredit historicizing attitudes or in-
terest in the past as such, rather the contrary. The paradox is that, in
France at least, historical, philological, even "archival" work—despite the
premium of positivity which it receives in many institutions—remains
very deficient in the domain we have just invoked. In any case, for reasons
that the College should analyze. there are enormous and inadmissable de-
lays here—beginning with that of the publication and translation of the
fundamental corpus of the twentieth century. Its translation remains
largely incomplete, dispersed, heterogeneous. This deficiency is not only
serious in itself, but also in what it signifies or entails for philosophical or
scientific research. To cite only these examples, we know that this is the
situation of the works of Freud, Wittgenstein, and, precisely, Heidegger'
which need a complete and, insofar as possible, homogeneous translation , :

based on the scientific and complete edition of his writings (now under
way). In all these tasks, the College could associate its initiatives with
those of other research institutions (CNRS' and universities).

Sumerous indications permit us to affirm that such programs and centers

votdd he active and efficacious, that they would attract many researchers
would bring together many specialties—those of philosophers, but

also of philologists, historians, pocticians, linguists, logicians, political sci-

enl ists and theorists, sociologists, translators, writers, and so forth. They

AP thus to he structured in their own identity and at the same time tra-

versed by all the other axes of research. But this should be able to be said

°fall the research groups we will be led to determine. Another indicator,
particularly exemplary in this respect, would he that of "women's stud-

ies"—even though, at least at first glance, it does not have a direct relation
with the preceding example. I consider this relation essential. but without

attempting to demonstrate it here I will recall only a few obvious things.
The institutional underdevelopment of these studies in our country is
scandalous (in comparison, for example, with the United States, as regards
the university, and with the richness and force of these "studies" in France
outside of public institutions).

As the "Godclier Report" recalls, in France there is only one "women's
studies" research group accredited by the former government (directed by
Helene Cixous, at the University of Paris VIII). On the other hand, it is
too evident that if women's studies should, for this very reason, be devel-
oped extensively in the College, they should also expand, without dissolv-
ing, into all the other sites of research.

II. DESTINATION AND ORIENTATION

The "themes" we will situate under this title should by right not be disso-
ciated from the preceding ones, with which they can cross at many points.
But an original inflection will mark their treatment. It will be a matter of
reactivating or reactualizing categories said to be classical by adjusting
them, if possible, to new objects, putting them to the (transforming or de-
f(mning) test of situations which may seem unprecedented or specific. All
the themes and problems which organize the great philosophical tradi-
tion, from Aristotle to Kant, from Leibniz to Hegel and to Marx, from
N let zsch e to Bergson, and so forth, around teleology and eschatology, ends
4nd aiMS, will have to he mobilized in directions as numerous and differ-
1 nt as modern biology and genetics, biotechnology, biolinguistics, andI

"'tics." A new reflection on law in relation to the techno-scientific mu-
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rations of medicine will open as well onto the ethical and political di men_sions of a thinking of destination. As examples, we suggest en
gag i ng invery precise research at the intersections of the following paths:

A

The philosophical implication of the life sciences. In this "domain" of u ncer.
min frontiers, the richness and the acceleration of "discoveries" engager
philosophy more than ever in its most essential and most critical ques-
tionings. We say "implication" and "engagement" in order to mark th e
fact rhat it is no doubt a matter of something other than an episterno iog_
ical reflection which _Plows on scientific production. Without disputing
the necessity of such an epistemology, in this domain and in all other s ,
must we not also take into account the possibility of "philosophical deci-
sions" opening and orienting new scientific spaces? Here it would not nec-
essarily be a matter of spontaneous or dogmatic philosophy, of residues of
precritical philosophy in the activity of scientists, but of inaugural philo-
sophico-scientific approaches productive, as such, of new bodies of knowl-
edge. While this possibility can claim a noble history in all domains of sci-
entific theory, it seems particularly rich and promising today in all the
spaces which put the life sciences in communication with other sciences
and emerging technical mutations (sciences of language, physics, com-
puting, etc.). The dissociation between all these investigations and all
these resources, like that between philosophy and these techno-sciences.
has to do more often with socio-institutional effects of the scientific or
technical community than with the intrinsic nature of the objects. The
College could play a vital role in this regard.

Is

The philosophical, ethico-political, and juridical problems posed by new wed-
ical technologies. The foundations of a new general deontology. Whether

is a matter of demography (in all its dimensions, from the distribution a
nutritional resources to birth control worldwide), gerontology (the s cl:
ence of aging in general and not only of "old age"—of which theoretical

and institutional developments have a worldwide breadth often diste:
garded in France), generic manipulation, the enormous problematic 11

prostheses and of organ transplants and grafting, biotics (biocompticers
with synthetic genes, constitution of "artificial senses"), or euthanasia'

each time the philosophical stake is obvious. It is not posed simply in
tams of knowledge or of mastery but, demanding in this regard the high-

o r co mpetence, it calls as well for ethical interpretation, for raking sides

and decisions. It also supposes putting back into play the whole funda-

mental axiology concerning the values of the body, the integrity oldie
"subject," "ego," "conscience" or "consciousness," individual and

community "responsibility." Linked with these are all the questions of a
politics of "health" (society's rights and duties with regard to what we call
-health," but also the reelahoration of its very concept) and those of a pol-

i t i cs of research in this domain (priorities, orientations, articulations with

m ilitary-industrial research).

Psychiatry and psychoanalysis. Certainly we will be attentive here to link
them to the research we have just situated, to link them to each other,
but also to dissociate them in their most jealous and irreducible original-
ity. This said, in both cases. whether it is a matter of knowledge. "theo-
retical" discourse, technique, or institution, the necessity of a philosoph-
ical discussion is widely recognized and called for by the "practitioners"
with whom we have been in contact during our consultations, most
widely by those—and they are very numerous in every domain of re-
search—who "deal" today with psychoanalysis in one way or another.
Whether we interrogate literature or linguistics, history, ethnology or so-
ciology, pedagogy or law, the very axiomatic of research finds itself trans-
formed in every way by it. Let's not insist here on something so obvious.
I will only emphasize a point on which the future directors of the College
should remain particularly vigilant. This has recently been verified on the
occasion of the discussion organized by Maurice Godelier and Gerard
Mendel: many psychoanalysts are very concerned to preserve what is in
their eyes the irreducible singularity of their discourse and their practice.
I he majority of psychoanalysts want to maintain the greatest indepen-
dence with regard to social public health organizations or public research
institutions. Whatever one thinks of these very complex problems, with
which I prefer not to engage here. it seems to me desirable in any case
that the College never consider them "resolved" in any way; in other
Words, that it maintain a policy of reserve and abstention with regard to
them. which does not mean that it not pose them in a theoretical mode,
rather rli• contrary. But it should not seek to determine some social in-
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scription of psychoanalysis, For example by means of some kind o f l ink
between the College and a group of analysts or an analytic instituti on as
such. All research contracts will be made with individuals or with groups
interested in the psychoanalytic problematic, but not with psychoanalysts
as such (even if they are that in fact and if their work in the Colle ge eon _
cerns the institution or history of the analytic movement). There is noti.,
ing paradoxical in this. The recommendation which I am formulating
here, in the interest of everyone and first of all the College, addresses a re-
quest often formulated by psychoanalysts. A good number among the m
have told us that they prefer to work in these conditions rather than in a
space which would be reserved for them by statute, in the CNRS, for e x

-ample, or in other research institutions. Whether wrongly or rightly, they
fear being too (theoretically) hemmed in and too (sociopolitically) en-
gaged there, and they prefer more open and more multiple exchanges
with philosophers, researchers in the social sciences and also—it must he
strongly emphasized—in the life or "natural" sciences as well in France
and abroad. This international dimension takes on certain particular as-
pects here to which some of our correspondents have repeatedly drawn
our attention.

tivc examples, here are some "modern" provocations to this new philo-
sop hico-juridical reflection, accumulated in their apparent diversity: the

r m
ficnoena of the totalitarian society, new techniques of physical and

 chic torture, new conditions of the investment and occupation of
PsYcpaec (urbanism. naval and air space, "space research"). the progress of

ornputerization or informatization, the ownership and transfers of tech-

it logy, the ownership, reproduction, and distribution of works of art un-
der new technical conditions and given new materials used in production

od archiving. All these transformations in progress call for a thorough
reelahoration of the conceptuality and axiomatics of law, international

law, public law, and private law. A new problematic of human rights is also
under way, progressing slowly and laboriously within the major interna-
tional organizations. It seems that French philosophy has not been terri-
bly interested in this so far. This deficiency is often dissimulated behind
the classical eloquence of declarations in favor of human rights. However
necessary they are, such declarations no longer take the place of philo-
sophical thought. Such thinking has to measure itself today against a sit-
uation without precedent.

E

D

Law and philosophy of law. There is a spectacular deficiency in the French
field here, something of which we were convinced at the start of our mis-
sion and which has received the most emphatic confirmation. Many
philosophers and jurists regret it and propose that a special effort be
launched in this domain. This effort might first be undertaken in the di-
rections we have just indicated by taking account of the legal problems
posed by certain modern (technical, economic, political, artistic) muta-
tions. The themes of destination, the gift, and thus exchange and debt
lend themselves to this in a particularly privileged way. We should not
speak only of the "comparative," crhnosociological, and historical ap-
proaches this requires, but also of certain less classical ones, for example ,

those based on "pragmatic" analyses of the structure of juridical utter -

ances. Inversely, we will also study the juridical conditions of the consta -

tution of works of arr or of the production and reception (or destination)
of works. Not to mention all the possible connections with a political•
even theologico-political, problematic. To limit ourselves to a few indica -

The police and the army, warfare. Here too, technological mutations in
progress are profoundly' transforming the structures, modes of action,
stakes, and aims. Philosophical reflection seems to be keeping too great a
distance from research already under way on this subject in numerous
French and Foreign institutes.

The College should make possible confrontations between experts (on
the police, different police forces, prison institutions, armies, modern
strategy, and polemology) and other researchers, especially philosophers.
.I'he directions of research are numerous and diverse, as important pro-
tects which have come from France and abroad remind us. There is prac-
tically no theme evoked by this "projection" that should not, in one way
or another, cross with the problematics of the police, the army, and war-
fare• Warfare in all its figures, which are not metaphors (ideological war-
'are, economic vvarlare, broadcast warfare). Biocybernerics, so-called
Smart weapons, and self-guided missiles would here he onl y the most con-
'‘,111 icuous and determined paradigms ()Fa problematic of the "sendoff" or

autich" and of the "destination - in this domain. In fact the field extends

mik it
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to the regions of game theory, the politics of (military-industrial) research

psychoanalysis, semiotics, rhetoric, law, literature, and the "status

women."

W. LANGUAGES OF DESTINATION, DESTINATIONS

OF LANGUAGE

"Language"—the word is understood here in its most open sense, beyond
the limits of the linguistic and the discursive proper, in their oral or
graphic Form. The values of "information," "communication," "emi r_
sion," and "transmission" will be included here, certainly, in all the i r
forms, yet they will not exhaust it. That is to say directly that, under th e
title of "language," the study of all "dentinal" significations or operations

(destining, sending, emitting, transmitting, addressing, giving, receiving,

etc.) can and should in turn traverse the College's fields of activity. A nd
we have laid down the principle, in the first part of this report, that this

activity would not only be theoretical study but also, connected to it,

"creation" and performance. Referring for convenience to classical cate-

gories, let us indicate the titles and the principal paths of these inter-

twined research efforts.

A

Philosophy of language. What can its specificity be, if it is neither simply an

epistemology of linguistics nor a linguistics? How is this "specificity" con-

stituted? History and analysis of its problematic and its categories in rela-

tion to all the forms of teleology. What is a sender, a receiver, an emitter, a

receptor, a message, and so forth? How are their "pragmatic" unity and

their conceptual identity constituted? Across all the dimensions of this

analysis (metaphysical. psycho-sociological, psychoanalytic, techno-eco -
nomic), we will encounter the problems of decidability and undecidabil -

ity. We will recognize them in their logical or semantic forms, in Prag-
matic paradoxes, or again in the interpretation of "works of art."

B

Liuguistics. As with all the "immense domains" which 1 am naming here:

it is a question of signaling what the College's precise angle of approa ch

should be. We will not cover all the territory of linguistic research there.

not will we teach all of linguistics, even supposing that this could be done

anywhere. We will try, rather, while providing an "introduction" to lin-

gu istic research in its newest directions, to interrogate linguists, during de-

h a tes with other researchers, philosophers or not, on the subject of phi-
los„rhy in linguistics and linguistics in philosophy. Not only in terms of

the dogmatic presuppositions on each side. Other modes of implication

are at least as interesting, as much from the historical as From the system-
at ic point of view. We can interrogate anew, for example, the inscription

n iphilosophical discourse in a natural language and in the "philosophy of

language." it tends to entail; we can interrogate the philosophical deci-

sions, assumed or not, of every linguistics. These decisions are not in-

evitably negative ("epistemological obstacles"), and not necessarily to be

confused with the philosophical discourse or reference exhibited by lin-
guistics ("Cartesian linguistics," "Rousseauist linguistics," "Herderian,"
"Humboldtian"). In medieval thought, so neglected by French academic

philosophy, these explorations would doubtless be among the most fruit-

ful. But these are only examples.

C

Semiotics. We can transpose here what has just been said about the philo-

sophical stakes of linguistics. The field will he larger since it covers not

only linguistic systems but also nonlinguistic sign systems. We will he par-
ticularly interested in intersemiotic functionings (speech and gesture, for-

mal graphs and natural or ordinary language, works of art with multiple

inscriptions: text, painting, music, etc.). The reflection will thus extend—

in a nonencyclopedic but incursive mode, let's not forget—to all systems

of signals and all codes, beginning with those of genetic information. As
for the necessary problematic of "artificial intelligence," we will not con-

sider as secured or guaranteed any of the philosophical axiomatics with

which all the research in progress is engaged, beginning with the opposi-

tion between the "artificial" and the whole series of its others.

Likewise, we will not he content to sift and orient, at the start, the im-

pressive range of this "field" by reference to questions of "destination." We

will leave open, and constantly reopen. the question of knowing whether
the thought oh - language depends on "philosophy," semiotic theory, Or lin-
guistic: theory, and whether it is limited by their horizon.
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D

Pragmatics. Despite everything it can share with a linguistics, a se m iotics
a general semantics, or a philosophy of language, pragmatics is devel op i ng
today, especially outside France, as a relatively original discipline. Whether
it concerns enunciation ("speech acts") or a more complex semiotic ca n.
text (including, for example. gestural behavior), it seems to me that it i s
effecting a general redistribution of great consequence today. Besides i ts
own rich results, it entails an essential coimplication of "disciplines" th at
formerly compartmentalized or protected themselves in the name of their
own scientificity. That is why pragmatics seems to me to require a partic-
ularly sensitive place in the College, that of a "crossroads" of heavy traffic
(philosophy, semantics, linguistics, semiotics, artistic theory and Practice,
interpretation of juridical performatives). Given the importance of the
stakes, given the place that the College should grant to the "performative"
dimension (cf. the first part of this report), and given as well that dis-
persed work is proliferating today without specific institutional resources
(based on Austin's theory of speech acts and its tradition, but sometimes
deviating from them to the breaking point), the College should create a
site of coordination and, later, a real research center which, though out-
side the College, would remain associated with it. Numerous proposals in
this direction, sometimes highly elaborate ones, have come to us; we fore-
saw that, and we sought out and called for them.

•
E

Technology of telecommunications. "Fundamental" reflection on the con-
cepts of "communication" and "long-distance communication," on the no
doubt structural and thus irreducible links between recline in general and

forms. In other
words, the technology of telecommunications is not one technology
"telecommunications," from its "simple" and "elementary"

among others; whence the link between this problematic and that of dis-
tance, of oriented spacing and thus of destination. Among all the possible
foci of this reflection, let us signal these, which arc among the most nec-
essary today (and tomorrow).

r. Aims, structures, and putting into practice of all modes ofarchivi?1t

and thus of communication (philosophical, scientific, artistic, etc.). Sin e°
the necessity of this work and these experiments is too obvious with r e"

card no new techniques (microfilm, data banks, telematics, video), I pre-

i--er to insist on the book (history of writing and history of the book: the

0„,(IcI of the book and its effects on the structure of works and discourses,

• philosophical discourses; the technical and political problems of

the culture of the book: the crisis and the future of publishing in general,
and of scientific, philosophical, or literary publishing in particular; na-
t i ona l and international dimensions of the problem—dominant lan-
guages and minority cultures, etc.). Of course, these questions can no

'longer be considered today as annexes in a research institution such as the
coRge..[-hey will thus be treated in all their breadth and acuity, with [he
special help of experts (experts in the new techniques of archiving and dis-
tribution. printers, publishers, librarians, etc.). These initiatives will he co-
ordinated with those which can he undertaken elsewhere (for example in
CESTA, CREA, the Ministry of Culture, and the Direction du Livre).'

2.The mass media. Philosophical and scientific reflection, theoretical,
empirical, and experimental "mediology." Among the countless tasks re-
quired in this domain, the College could First of all privilege the "cul-
tural," artistic, scientific, and philosophical aspects. This will lead it to a
much closer analysis of the relations between "media" culture, research,
and teaching. Without a "reactive attitude, without "rejection" (which is
in any case doomed to powerlessness), faced with the extension of the
mass media, the College will pose the "deontological," "ethico-juridical,"
or "ethico-political" problems associated with such an extension. It will
attempt to propose new uses for these technical possibilities (public or
private) and will seek to arrange access to them. What goes for the mass
media goes as well for other more diverse and less widespread modes of
communication, for example the private or "Free radio" stations, or for all
the techniques of telecommunication. A great deal of work is under way
in foreign universities and in other French institutions: the College
should associate itself with it while maintaining the originality of its own
approach.

3. Computer science, telematics, robotics, biotechnologies. In liaison with
other research centers, particularly with the whole CESTA network, the
College should participate, in its style and with its resources in the ongo-
ing scientific and philosophical reflection on "orientation," the modes of
Production and appropriation of new techniques, whose spectacular ac-
celeration is transforming the whole of culture and knowledge. This work
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should, as much as possible, connect technical initiation—th e prov ision
of basic proficiency—with philosophical analysis (ethical, juridical, polit_
ical) of the stakes.

F

Poietics. In what may be a somewhat conventional manner, we choose thi s
term to regroup everything that concerns, in classical terms, theories of an
and artistic practices. The title "poietics" at least has the merit of recalling
a double dimension: theoretical and necessaril y discursive research on th e
one hand, and experimental, "creative," and performative research on th e
other.

The College's projects (at least such as they have been interpreted and
represented by our mission) have elicited spectacular interest in these do-
mains. The research proposals in this domain have been more numerous
and more eager than in any other, above all, we must note, on the part of
French researchers or artists. We could have expected this. It confirms,
among other things, the difficulty these initiatives have in finding a site—
and support—in this country's theoretico-institutional topology.

We insist that, whenever possible, the College seek in these domains to
associate itself with the numerous initiatives under way in Paris and above
all, regionally and abroad, whether public (for example, those sponsored
or supported by the Ministry of Culture) or private. Privileged attention
will be accorded to those which bring "theorists" together with "cre-
ators"—who are sometimes one and the same.

Besides all the "great questions" to be reactivated (origin of the work of
art, meaning, reference, art and truth, arc and national culture, etc.), what

all this research will have in common will concern primarily:

— The structures of destination and orientation ("aim of the beauti-
ful," with or "without a concept"): Who produces what? Destined
for whom? Theories of reception, "taste," the art market, phenom -
ena of evaluation, legitimation, distribution, and so forth.

— The thematic of destination (destiny, law, chance and necessity)
within works and on the "production" side.

— The interpretation of works and the philosophy or hermeneutics in-
volved there. Transformation of "art criticism" in the new audiovi -
sual spaces of the press and publishing.

Sendoff;	 141

__Mutation of the arts (of Forms and materials) following scientific

and technical advances.

_Critique and transformation of the customary classification of the

%/bil e the necessity of a different philosophical questioning is perceptible

i n all the arts, and while it is primarily the "creators" who have insisted on

[
his, the urgency is no doubt most marked in literature or poetry and mu-

si c . During the last two decades, proliferating work has mobilized great re-

sources (philosophy, human sciences—linguistics, psychoanalysis, etc.—

log ico-mathematical sciences), generally outside academic institutions or
their customary divisions. An entity which we could call "literature and
phil osophy," for example, while it is practically recognized in foreign uni-
versities (especially in the United States), remains contraband in our
country. We have received important projects leading in this direction;
others, just as new and as necessary, bring together music and philosophy,
musicians, music theorists, and philosophers in an original way. But with-
out a doubt, analogous attempts might be made with the visual arts, the
so-called spatial arts, the theater, the cinema, and television.

IV. TRANSLATION, TRANSFER(ENCE), TRANSVERSALITY

Under this title we will indicate and recommend all the transferential pro-
ceedings that, as such, define the precise specificity of an international Col-

lege open first of all to diagonal or transversal interscientific research.
Translations, then, in the triple sense, whose division we borrow for con-
venience from Jakobson: intralinguistic (phenomena of translation—com-
mentary, reformulation, transposition—within the same language), inter-

linguistic (in the common or "proper" sense of the word, says Jakobson:
from one language to another), intersemiotic (from one semiotic medium
to another, for example speech/painting), but translations also in the
larger sense of the transfer of a model or paradigm (rhetoric, art, sciences).

Here are some exemplary directions. It is understood that they should
cross with other paths situated under other titles and orient themselves ac-
cordin g to the general scheme of "destination."

A. "Basic" or "fundamental" research on language. the multiplicity of
languages, and the general problematic of translation. History and theo-
nes of translation, in its linguistic, philosophical, religious, and political,
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poetic dimensions. Contemporary problems of Stare languages and rn .
nority languages (extinction and reawakening, participation in the 

i 1-in ter-
national scientific and philosophical community, domination and app ro.
priation of techno-science by language).

B. Setting up specialized centers fb r linguistic training. for French or for-
eign researchers, inside the College or in association with it.

C. The modern technology of translation: theoretical problems. Translation
machines, "artificial intelligences," programming—in a determined Ian_
guage—of data banks and other modes of archiving or communication.

D. Languages and philosophical discount'. The role of natural (natio nal)
languages in the constitution of the philosophical as such; history of
"philosophical" languages; the political, theologico-political, and peda-

gogical dimensions: how does a philosophical language become domi-

nant? This work will be coordinated closely with work in the so-called

comparatist problematic and on the philosophical institution (see below).

Each time, the question already posed will be recast: that of the processes

by which "philosophical objects" are formed and legitimated.
E. "Companztism" in philosophy: an empirical and uncertain title, but re-

search whose necessity admits of no doubt. The urgency, especially in our

country, makes itself felt massively, and the testimonies here are numerous

and eloquent. Everywhere it has imposed itself, for better or worse, the

word "comparatism" has certainly covered approaches that are difficult to

delimit, not quite sure of the existence of their object, and even less of
their method.

Nevertheless, as is sometimes the case, this fragility or this empiricism

has not prevented some work from imposing itself in strange institutional

conditions which would justify an entire study. It is doubtful that "corn-
paratism" as such has much meaning in philosophy, but the very critique

of this vague notion should itself he produced in the course of analyses

which are today too underdeveloped in the West, and particularly so In
France (we are speaking of philosophical analyses and not only of "cultur -

ological" ones). Let us situate this schematically.

a. On the difference between thought (in general) and philosophy. On sYs:

tems of thought which are not necessarily limited to the "philosophica l ,
form as it was born and has developed under this name in the West. All or

these "thoughts," if not strictly philosophical, are nut necessarily reducibl e

co w
hat . from a philosophical standpoint, we name with categories like

culture," "worldviel,v," ethico-religious "system of representations," in the

Nest and elsewhere. Often the attempts to think beyond the philosophi-

cd or beyond what links metaphysics to Western techno-science bring to

affinities with non-European (African or Far Eastern) thought. Sys-

tj ,L,'ohriat ie work and exchanges at these frontiers should cross with others,

which we might entitle:

h. Philosophical systems and religious systems, within and outside the

USE. Renewal of theological research (to link up with the renaissance of

theo log ico-political movements all over the world).

c. Philosophicalpd hrt I;grems and mythological systems.

d. Philosophy and ethnocentrism. Problematic of ethnophilosophy (a wide

and exemplary debate which has developed in Africa starting from the cri-

t i que, by Paulin Hountondji. of Tempels's Bantu Philosophy.'

This could he developed in relation to the questions posed by a (se-

mantic, linguistic, erhno-culturological) study of the significations at-

tached to gestures and discourses of destination (giving/receiving, emit-

ting. transmitting, sending, addressing, orienting).

e. Philosophical "transcontinentality. "On the difference (intraphilosophi-

cal and intra-European in its manifestations, even if it affects philosophical

institutions that arc non-European yet constructed on a European model)

between philosophical traditions. What does this difference consist in,

once it is no longer determined on the basis of objects or "contents" alone,

nor simply of national languages, nor finally of doctrinal conflicts? Over

the centuries what I propose to call philosophical continents have been con-

stituted. This movement has accelerated and its traits have made them-

selves apparent in the last two centuries. "Continent": the metaphor, if it

were simply geographical, would not be rigorous; it is justified to the extent

that geographical or geographico-national limits have often surrounded

traditional entities and institutional territories (French, German, Anglo-

Saxon philosophy, etc.). Today it is just as difficult to get through the "cus-

toms" and the "police" of these philosophical traditions as it is to situate

their borderline, their essential trait. An analysis (which we cannot under-

take here) would show, it seems to me, that these frontiers do nut depend

strictly on language, nationality, the types of objects privileged as philo-

mphical, rhetoric, the socio-institutional modalities of the production and
rcproduction of philosophical discourse (in the educational system and
' 1 st:where), or general historico-political conditions. And yet the accumu-
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lation and intrication of all these conditions have engendered these " conti.
nental" formations so closed in on themselves. Their effects are m ul t i ple
and already interesting in themselves. This original quasi - incommunicabil-
ity does not take the form of a simple opacity, of a radical absenc e of ex_
change; it is rather the delay and disorder of all the phenomena of transla-

tion, the general aggravation of all the misunderstandings. These do not
obtain only or essentially between countries or national philosophical com_

munities. To the extent that each of the great traditions is also represent ed
within each national community, the borders arc reconstituted inside each
country, in diverse configurations.

Inversely, following a process that is also interesting, this situation i s
slowly beginning to evolve. Certain philosophers are more and more sen-

sitive to it here and there. Movements are beginning to reflect on and
transform this "hahelization." An urgent, difficult, original task, without

a doubt that of philosophy itself today, if some such thing exists and has

to affirm itself. It is in any case the first task for an International College

of Philosophy, and the most irreplaceable. Even if the College had been

created only to this end, its existence would be completely justified.

Starting with its first four years, the College should prepare the follow-

ing initiatives:

Setting up international working groups, including each time French and

foreign researchers. They will work in France (in Paris and as much as pos-

sible outside of Paris) and abroad. Their competencies will be not only

philosophical, but also, for example, linguistic. They will seek the cooper-

ation of other experts, in France and abroad. All of them will work to an-

alyze and transform the situation we have just been describing. They Will

take initiatives and multiply proposals concerning exchanges, coopera-

tion, meetings, contracts of association, translations, and joint publica -
tions, in all the domains of interest to the College. As the College's con:

stant perspective, this thematic and problematic of "intercontinental
difference will be a high-priority program during the first years. Every-
where such groups can be constituted, each time according to original

modalities, they will he—in (Eastern and Western) Europe and outside

Europe, whether it is a matter of philosophy in the strictly occidental

sense or (see above) of nonphilosophical "thought."

A program of large international colloquia will he organized as soon as
the College is created, as its inaugural act. It will not be a matter of col-

lotio ia in the traditional form (formal juxtaposition of large lectures and

pane ls ). Those organized by the College will be the culmination of two

years of intense work, in France and abroad, with their active

°Flurree ftnipr;:ci:

toward

 and abroad: study in residence at the College for several foreign

philosophers,

ion entrusted to specialized philosophers. Periods of study in res-

oward this end should be the object of agreements and support

philosophers, abroad for as many French philosophers. It seems to me

that the first large meetings of this type should concern first of all French

and German thought, French and Anglo-Saxon thought. We will make

sure that the most diverse currents of thought arc represented there. But

particular attention will naturally be given to what is most alive and what

is most specific, whether it is dominant in academic institutions or not.

And starting with the preparation of these two large colloquia, setting up

other groups should give rise to future meetings (Italy, Spain, Latin

America, India, the Arab countries, Africa, and the countries of the Far

East, etc.).

V. THE INSTITUTIONAL ORIENTATIONS OF PHILOSOPHY (RE-

SEARCH AND TEACHING)

These too are oriented, to begin with, by the problematic of destination
(constitution of senders and receivers—individual or collective "sub-

iects"—units and legitimation of messages, structures of transmission and

reception, etc.). Research of great breadth will be brought to bear on the
history and system of philosophical institutions, whether of teaching or

research, French or foreign. On the one hand "theoretical" (much, if not

everything, remains to be done in this domain), they will also be largely

practical and experimental. They will aim to develop and enrich philo-

sophical research and teaching. The president of the republic invited this
and expressly committed himself to it in his letter of May 8, 1981 to

Greph. This necessity was recalled by the minister of research and indus-

try, in his letter to the mission of May 18, 1982: "At a time when the gov-

ernment is preparing to extend the study of philosophy in secondary ed-
ucation , it is important that research devoted to this discipline he assured
of the conditions and instruments best suited to its scope." And the min-

ister specified further on that the College should he "inclined to favor in-

I

4
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novative initiatives, open to the reception of unprecedented res earch and
pedagogical experiments."

The reference I make here to the projects and early work of the cit.° p,de Recherches sur anseignement Philosophique (Greph) and to The tat
Ck.neraux de la Philosophic (1979) has only an indicative value' o t h e'
paths are possible, and the College should vigilantly maintain an opening
For them. 

Everyone who wants to participate in this research should be p rovided
with the means to do so, particularly secondary school teachers, university,
and lycee students.

In order to give a schematic idea of such research, I will cite the open_
ing of Greph's "Avant-Projet" in the hope that this group be associated
with the College, under conditions that guarantee at once maximum co-
operation and strict independence on the part of both.

Avan t-Proj et :
For the Constitution of a Research Group

on the Teaching of Philosophy

Preliminary work has made it clear that it is today both possible and nec-
essary to organize a set of research investigations into what relates philos-
ophy to its teaching. This research, which should have both a critical and
a practical bearing, would attempt initially to respond to certain ques-
tions. We will define these questions here, under the rubric of a rough an-
ticipation, with reference to common notions, which are to be discussed.
Greph would he, first of all and at least, a place that would make possible
the coherent, lasting, and relevant organization of such a discussion.

t. What is the connection between philosophy and teaching in general?

What is teaching in general? What is teaching for philosophy? What is
it to teach philosophy? In what way would teaching (a category to he an -

alyzed in the context of the pedagogical, the didactic, the doctrinal. the
disciplinary, etc.) be essential to philosophical practice? How has this es:
sential indissociability of the didaeto-philosophical been constituted and
differentiated? Is it possible, and under what conditions, to p ropose a get"

oral, critical, and transformative history of this indissociability?
These questions are of great theoretical generality. They obviouslY .

viand elaboration. Such would he, precisely, the first work of Greph•

lit opening up these questions it should he possible—let us say only for

tom ple and in a very vaguely indicative way—to study:

(a) models of didactic operations legible, with their rhetoric, logic, psycha-
gogy, etc., within written discourses (from Plato's dialogues, for example,
through Descartes' Meditations, Spinoza's Ethics, Hegers Encyclopedia or
Lectures, etc., up to all the so-called philosophical works of modernity), as

well as
pedagogical practices administered according to rules in Fixed places, in pri -

vate or public establishments since the Sophists: for example, the quaestio
and dispuratio of the Scholastics, etc., up to the courses and other peda-
gogical activities instituted today in the colleges, lyc&s, grade schools, uni-
versities, etc. What are the forms and norms of these practices? What ef-
fects are sought and obtained from them? Things to he studied here would
be, for example: the "dialogue," maieutics, the master/disciple relationship,
the question, the quiz, the test, the examination, the competitive exami-
nation, the inspection, publication, the frames and programs of discourse,
the dissertation, the presentation, the 'eon, the thesis, the procedures of

verification and of control, repetition, etc.

These different types of problematics should be articulated together, as
rigorously as possible.

2. How is the didactico-philosophical inscribed in the so-called in-
stinctual, historical, political, social, and economic fields?

How does it inscribe itself there, that is, how does it operate and repre-
sent--(to) itself—its inscription, and how is it inscribed in its very repre-
sentation? What are the "general logic" and specific modes of this inscrip-
tion? Of its normalizing normativiry and of its normalized normativity?
For example, at the same time as they prescribe a pedagogy indissociable
from a philosophy, the academy, the lycee, the Sorbonne, preceptorships
of every kind, the universities or royal, imperial, or republican schools of
modern times also prescribe, in specific and differentiated ways, a moral
and political system that forms at once both the object and the actualized
limit of pedagogy. What about this pedagogical effect? How to de-

It it, theoretically and practically?
Once again, these indicative questions remain too general. They are

"oveall formulated, by design, according to current representations and
.tpereforc must be specified, differentiated, criticized, and transformed.

hey could in Fact lead one to believe that essentially, indeed uniquely, it

(b)
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is a matter of constructing a sort of "critical theory of philosophical dot_
trinality or disciplinarity," of reproducing the traditional debate tha t phi_
losophy has regularly opened about its "crisis." This "reproductio n" will it-
self be one of the objects of our work. In fact, Greph shouldIs

a- °ve all
participate in the transformative analytics of a "present" situation, ques_
tioning and analyzing itself in this analytics and displacing itself from the
position of what, in this "situation," makes it possible and necessary. Th e
preceding questions should thus be constantly reworked by these practi-
cal motivations. Also, without ever excluding the importance of these
problems outside of France, we would first of all insist strongly on th e
conditions of the teaching of philosophy "here-and-now," in today's
France. And in its concrete urgency, in the more or less dissimulated vi o

-lence of its contradictions, the "here-and-now" would no longer be sim-
ply a philosophical object. This is not a restriction of the program, but the
condition of Greph's work on its own field of practice and in relation to
the following questions:

A. What are the past and present historical conditions of this teaching
system?

What about its power? What forces give it its power? What forces limit
it? What about its legislation, its juridical code and traditional code? Its
external and internal norms? Its social and political field? Its relation to
other (historical, literary, aesthetic, religious, scientific, for example) kinds
of teaching? To other institutionalized discursive practices (psychoanalysis
in general and so-called training analysis in particular—for example, etc.)?
From these different points of view, what is the specificity of the didac-
tico-philosophical operation? Can laws he produced, analyzed, and tested
on objects such as, for example (these are only empirically accumulated
indications): the role of the Ideologues or of a Victor Cousin? Of their
philosophy or of their political interventions in the French u niversity?

The constitution of the philosophy class, the evolution of the figure of the
philosophy professor since the nineteenth century, in the lycees, in the

khdgne,'" in the ecoles normales. in the university, the College de France01.
the place of the disciple, the student, the candidate; the history and func"

tioning of

(a) the examinations and competition programs, the form of their tests (the

authors present and those excluded, the organization of subjects , themes"

and problems, etc.);

(b) the juries, the inspection generale. advisory committees, etc.;
(c) the forms and norms for assessment or sanction (grading, ranking, com-

ments, reports on competitions, examinations, and theses, etc.);
(d) so-called research organisms (CNRS, liondation 'Ehlers," etc.);

( c ) research tools (libraries, selected texts, manuals of the history of philoso-
phy or on philosophy in general. their relations with the field of com-
mercial publishing, on the one hand, and with the authorities responsible
for public instruction or national education, on the other);

(1) the places of work (the topological structure of the class, the seminar, the
lecture hall. etc.);

(g) the recruiting of teachers and their professional hierarchy (the social
background and political stances of pupils, students, teachers, etc.).

B. What are the stakes of the struggles within and around philosophical
education, today, in France?

The analysis of this conflictual field implies an interpretation of philoso-
phy in general and, consequently, taking stands. It thereto' re calls for action.

As far as France is concerned, it will be necessary to connect all this
work with a reflection on French philosophy, on its own traditions and in-
stitutions, especially on the different currents that have traversed it over
the course of this century. A new history of French thought in all its com-
ponents (those which have dominated it and those which have been mar-
ginalized or repressed) ought to orient an analysis of the present situation.
We will trace these premises as far hack as possible, while insisting on the
most recent modernity, on its complex relation to the problematics of phi-
losophy and its limits, to the arts and sciences but also to French sociopo-
litical history and to the country's ideological movements, as much those
of the French right, for example, as those of French socialisms.

—Mandated by Thomas Pepper;
edited by Deborah Etch and Thomas Keenan



Report of the Committee on Philosophy
and Epistemology (1990)

Preamble

The Committee on Philosophy and Epistemology, cochaired by Jacques
Bouveresse and Jacques Derrida, and composed of Jacques Brunschwig,
Jean Dhomhres, Catherine Malabou, and Jean-Jacques Rosat, met over a
period of six months, from January to June 1989. Its work was carried out
in two phases: First was a phase of preparatory reflection and of discussion
and consultation with representatives from diverse bodies and associations,
such as the Inspection G6nerale de Philosophic, the Inspection G6nerale de
la Formation des Maitres, unions (SGEN, SNES, SNESUP), 1 the Associ-
ation des Proiesseurs de Philosophic (Association of Professors of Philoso-
phy), Greph, the Association des Bibliothécaires (Association of Librari-
ans—FADBEN). The second phase involved the elaboration and
composition of the present report, which includes four general principles
and seven detailed proposals. These are preceded by five summary points
intended to synthesize the basic orientations of the committee's considera-
tion of the situation and future of the reaching of philosophy in France—
in secondary education, in the first cycle of the universities, and in the fu-
ture Instituts Universitaires de Formation des Maitres.'

Five Fundamental Points

(REPORT SUMMARY)

i. Philosophy should constitute an indispensable part of every coherent
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and s tructured program of intellectual training with a critical dimen-

sion , starting from a certain level of knowledge and culture.

i;ioce nothing in the current organization of knowledge and culture

mo ld justify philosophy's having a position overhanging the other disci-
iii ,„.s• philosophy must be understood not as occupying a position supe-

r;„ r to those of the other disciplines taught, but as following their ap-

ts by formulating its own questions. Such a conception implies:
teaching of philosophy, like that of the other disciplines,

should be progressive and yet respect the specificity of its own approach,
which would obviously in no case he reduced to a simple cumulative
process of the acquisition of philosophical knowledge.

B.That the connections between the teaching of philosophy and that

of the other disciplines should be systematically reinforced, developed,
and considered as constitutive of every practice of philosophy.

C. That philosophy should consider it one of its obligations and one of
its opportunities to facilitate the transition, interaction, and communica-
tion not only between literary culture and scientific culture but equally,
more generally, among the different sectors of knowledge and culture,
whose dispersal poses so many problems for students today.

2. Like every basic discipline, philosophy must give rise to teach-
ing that respects its identity, articulates it with other disciplines, and
extends over several years the cycle of introduction, training, and
specialization.

A. The period of introduction will begin at least in the Premiere, with
two mandatory hours of philosophy per week distributed according to
different models during the year. The philosophy teacher will organize the
Introduction to philosophy as such in collaboration with teachers repre-
sentin g three groups of disciplines: philosophy/sciences (mathematics,
Physics, and biology), philosophy / social sciences (sociology, history,
geography, economics), philosophy/languages / arts and literatures.
Among the benefits to be expected from this innovation and from the in-
tersectio ns that, in any case, should never dissolve the unity of the disci-
1: 1 'nes, this new practice would allow for a balanced philosophical train-
I ng that to this point has too often, indeed exclusively, been dominated by

250
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literary models or opposed to the models of the social sciences or t he sci.
ences in general.

B. The period of training, or the "high point," will remain that of the
Terminate. Now taught in all sections of the classical and technical Ivces,
philosophy must retain a timetable sufficient for effective training, W hich
excludes dilution, fragmentation, or reduction. This timetable should i n
no case be inferior to the present one.

C. The period of specialization will belong to the cycle of the univ ersi..
ties, not only in literary but also scientific, legal, medical, and Other stud-
ies. In each case, it will he possible to link this in-depth general philo-
sophical culture to a critical reflection more specifically adapted to
professionalization (for example, for future doctors, the study of questions
of medical ethics, of the history and epistemology of biology).

3. Given the organizing role the stage of the baccalaureat plays, the
system of our proposals assumes a prudent, but determined, innovation
on this level. The credibility of the philosophy part of the baccalaureat
implies a clear contract with the candidates as regards the skills de-
manded of them, and a diversification of the exercises that relativize the
role of the essay; a set of measures will have to guarantee that students
will he faced only with questions with which they have previously been

able to acquire real familiarity.

In the current conditions, most of the baccalaureat exams do not meet

the minimal demands of a philosophy essay, and the test is not a reliable
instrument for the evaluation of the skills actually acquired by students.
For many reasons—the limitless diversity of subjects; their extreme gen-
erality and the lack of direct connections between them and what was
studied during the year; the call for rhetorical capacities beyond those of
the majority of current students, particularly those in technical education:
and so on—it seems mysterious and random to the candidates: not being
masterable, it elicits anxiety, cramming, or giving up, and little by hale_

puts the teaching of philosophy itself into question.
In the general baccalaureat, we propose that the lour-hour written test

combine two exercises:
—a series of questions to evaluate the assimilation of basic philosoph i-

cal vocabulary and elementary conceptual distinctions, as well as the
knowledge of points of reference in the history of philosophy (for exam"

1,le. s i x questis would be proosed in the framework of the general pro-

,rant.. choosing t hree;
p
 one hour in length);

essay test (or the choice of a commentaire de texte) exclusively on

t he notions, problems, and texts determined by the special program (three

hours in length).
For the technical baccalaureat, we propose that the test be made oral

and that it consist in questions based on a dossier established by the stu-
dent during the year.

4. •Ihe Programs

The precise definition of the programs would of course come from the
Conseil National des Programmes d'Enseignement (National Council on
Education Programs). However, the principles stated and the reforms pro-
posed above imply a profound transformation of their conception, struc-
tures. and content.

The most salient consequence is no doubt the distinction that will have
to be made (with the necessary differentiations for each type ofTerminale
class) benveen:

4.1. a general program, defined long-term at the national level, and
4.z. special program, defined annually at the level of each of the acad-em

The general program should include:
4.1.1. A group of notions chosen from the most fundamental in the tra-

dition and practice of philosophy. This group of "contents" should be sig-
nificantly more restricted than that of the current programs.

4-1.z. A group of methodological notions corresponding to the basic
(fivulamentauxf tools of theoretical reflection; it would be more a question
of learning to use these correctly than of defining them without any con-
text .

4-2.. The special program would be made up of two or three basic philo-
sophical problems, formulated on the basis of the group defined in 4.1.1.
I he teachers in each academy will have to be present or represented at the
agencies responsible for choosing these.

4-3. As Int• the texts to be studied, a list of (two or three) philosophical
works will also be put on the program annually, according to the same
rn'dalities, in every academy. The group from which these works will be
chosen could be expanded considerably in relation to the current programs,
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in particular the contemporary works. The philosophical significanc e of the
works should nonetheless remain beyond question in every case.

5. Teacher training: All teachers in primary and secondary education,
no matter what discipline they are preparing to teach, should hav e the
benefit, during their training, of instruction in philosophy.

Teacher training should have as its objective, in addition to acquiri ng
the professional qualities required to fulfill the task of education success_
fully, that of a constructive and critical reflection on teaching itself. All
teachers should be able to question themselves about the necessarily prob-
lematic aspect of their practice, which of course cannot be limited to th e
application of pedagogic recipes.

Moreover, a pluridisciplinary conception of teaching, like that devel-
oped here, implies that all teachers be able to have the means of con-
structing a reflection on the historical and logical connections between di-
verse fields of knowledge taught in schools and the lyaes. That is to say
that, on the basis of the demand for such a transversality, in all the
branches of teacher training, instruction in philosophy is necessary.

Future teachers of philosophy, in addition to their basic training,
should be prepared: (I) to keep up with the significant evolutions in con-
temporary knowledge; (z) to master the new pedagogical practices called
for by the preceding proposals.

Principles

FIRST PRINCIPLE: To extend the teaching of philosophy by structuring itlIP
in three stages, with a high point in the Terminale.

A. Learning philosophy takes rime, more than the current eight months

of reaching in the Terminale. More time is needed CO familiarize oneself

with an approach, problems, a vocabulary, and authors. Philosophy is the
only discipline students are expected to learn in a single year. From the

point of view of students: this status as exception is an anomaly; they con-

sider the brevity of the teaching of philosophy a handicap in assimilating
this new discipline; they overwhelmingly wish to begin earlier. From the

point of view of teachers: experience leads to the conclusion that it is ofre
n

only after several months (in February or at Easter) that students (and 
of

even good students) begin to understand what is expected of them,

o il that they stop practicing philosophy at the very moment they become
capable of doing so. The teaching of philosophy has too often been con-
ceived according to the model of the conversion, which would have the

cat 

pass from common opinion to the philosophical spirit all at once

and ,ill of a sudden. The teaching of philosophy should rather be envis-

aged as an apprenticeship that takes place through a methodical acquisi-
tion that is progressive and adapted to the rhythm of students and the
knowledge and skills required to conduct true philosophical reflection.

B. Despite everything in the history of philosophy that might have
claimed to justify putting philosophy in a position overhanging the other
disciplines, this relation of hegemonic exteriority is essentially a relic; it is

less fruitful and less tenable than ever. Philosophy is not above the sciences
and the humanities: it follows their approaches by posing its own ques-
tions. That equally supposes that it goes along with them at different lev-
els at which they are learned. The teaching of philosophy must he con-
ceived no longer as a final crowning but as a series of constitutive moments

indispensable for all intellectual development starting from a certain level of

knowledge and culture.

That is why we propose to reorganize philosophical training by struc-
turing it in three stages:

I. A period of introduction, beginning in the Premiere, within the
framework of interdisciplinary teaching.

z. A period of training: the Terminale should remain the high point of
the teaching of philosophy. Now taught in all sections of classical and
technical Ivcees, philosophy must retain a timetable sufficient for effective
training, which excludes dilution, fragmentation, or reduction. This

timetable should in no case he int? rior to the present one.
3. A period of specialization in the first cycle of the universities, not only

in literary but also scientific, legal, medical, and other studies, allowing
students at once to broaden their philosophical culture and to consider
more specifically what they are studying and their future professions (for
"ample, for future doctors, questions of medical and biological ethics
and of th e epistemology of biology).

Refore venturing a few proposals on the forms and contents of the

0
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teaching of philosophy outside the Terminale, we should recall the spitit
in which such an innovation is conceived, in other words, say why it
seems necessary and what the principal and minimal conditions are, out-
side of which it not only would become meaningless but could even have
negative effects.

In our opinion it is obviously a matter of enhancing and devel •°mg
philosophical reflection and knowledge by ensuring the teaching of phi-
losophy an extension, a space, a time, and a consistency, that is to say, a
coherence. For a long time, these rights have been recognized for all thes o_
called basic ifindamentales] disciplines. No basic discipline is confined to a
single academic year We therefore radically disapprove of every interpreta-
tion or implementation of our project that would not move in the direc-
tion of this development and this increased coherence. That would be a
serious misappropriation. Nothing ought to compromise, and everythi ng
must, on the contrary, reinforce, indissociably, the unity of the discipline
of philosophy, the originality of the modes of questioning, research, and
discussion that have constituted it throughout history, and thus the pro-
fessional identity of those who teach it. The proposals that follow should
in no case, under the pretext of interdisciplinarity or of the necessity of
opening philosophy to other disciplines and vice versa, give rise to a
process of division, dispersion, or dissolution.

For the same reason, the concrete and intolerable conditions suffered by
so many teachers of philosophy (too many classes with a limited
timetable, too many students in each class, and so forth) should be trans-
formed profoundly. The proposals we are making would be meaningless,
and would have no interest, no chance, they would meet legitimate op-
position from all teachers, were they not implemented in a new context.

Among all the elements of this innovation, an absolute priority thus
falls to these two conditions: a reduction of the course load or the num-
ber of students in each class and of the maximum number of classes for
which each teacher is responsible. What is more, it would he desirable for
a teacher's work to he defined not only in terms of the number of hours of
class, as is currently the case, but also in terms of the number of students
and classes for which they are responsible.

Although we cannot recall here all the research and experiences that
seem to us to justify the presence of the teaching of philosophy before the

Terminale , we are certain that the access to philosophy is not and should
no t he conditioned by an "age" (which, moreover, would vary from one
caident to another as they pass from the Premiere to the Terminate), nor
by. the borderline between two classes." The roots of this old bias have

now been widely and publicly acknowledged, analyzed, called into ques-
t ion . This bias is today more harmful than ever.

I t is important that the basic (fimdamentansi teachings, whether scien-
tific or not, and especially when they contribute to the education of re-
sponsible citizens, trained to be vigilant in reading, language, interpreta-

tion , and evaluation, be linked with a critical and philosophical culture.
We are speaking here of the French as well as the European citizen. What
is more, "some philosophy" is taught or inculcated, without a "philosophy
reacher," before the Terminate and outside of France, in an undeclared
form, through other disciplines, and it would be better to be aware of this
fact and of these problems. We propose to treat them explicitly, in theory
and practice, instead of avoiding them.

On the other hand, we must stress once again that, whether it is a mat-
ter of aptitude, desire, or demand, many students are ready to tackle phi-
losophy before the Terminate and are surprised that this access is not given
them officially. All the more so (a very serious argument for a democratic
teaching), since the numerous students who do not reach the Terminate
are thus refused allaccess to philosophy.

It indeed seems that many problems encountered by philosophy teach-
ers and by their students in the Terminate stem from this lack of prepara-
tion and from the necessity, which is also the impossibility, of concentrat-
ing the wealth of programs in too short a period of time.

To have any chance of becoming effective, the introduction to philoso-
phy in the Premiere should he undertaken with the utmost determina-
tion. It should be the object of a profound structural decision, and there-
fore should in no case have the status of a precarious and optional
experiment. This experimental status should he reserved for the extension
of the same project, according to the same model, in the years to come,
before the Premiere and outside of France. Whatever its premises and ac-
tual state, the presence of philosophy in French secondary education is, let
us never forget, a historical opportunity whose survival, but also whose
conditions of development and success, it is our duty to ensure.

Let us recall another indispensable condition: it concerns the inscrip-
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tion of this new teaching in an organic cycle over at least three years, from

the Premiere in the lye& to the first year of university or preparatory

classes for the grandes Loles.' It is in particular necessary to link closely

the programs of the Premiere and the Terminale and to orient the training

of the teachers in all the disciplines concerned in this direction.

The consequences of this innovation will have to be drawn ambitiously

and systematically in regard to everything concerning the theoretical and

pedagogical training of teachers, whether in the competitive entrance ex_

ams for the ecoles normalesl' or in the Instituts Universitaires de Forma-

tion des Maitres or, more generally, in competitive examinations for re-

cruiting teachers.'
It is important to bring together, first, teachers of philosophy in s",.

ondary and higher education, then these latter and representatives of the

other disciplines concerned to reflect together on establishing and renew-

ing programs. This would take place, on the national scale, in regards to
the generality of norms and programs, and on the regional scale, of the

academies and lvcees, in regards to more specific choices and determina-

tions. This would be one of the tasks confided to the standing committee

on the revision of programs.

National norms and prescriptions will also no doubt be indispensable,

whether they concern the content or the form of these new teachings. But

they will have to leave a lot of room for initiative on the part of teachers.

in the university and the lycees, then within each establishment, where

contractual practice should bring together, in flexible and renewable fash-

ion, teachers of several disciplines. This would be a privileged, indeed ex-

emplary, space in which to inaugurate or develop rransdisciplinary teach-

ings and to train students as well as teachers.

SECOND PRINCIPLE: To link philosophy more closely to the other disci-

plines so that it contributes to the unity and coherence of education,

without losing any of its specificity.

The need is making itself felt to give coherence and unity ro programs,

to show that, while areas of study and approaches differ, each student's ed-

ucation is a global process that one must endeavor to make as coherent as

possible (see the Bourdieu-Gros report).'
Philosophy has an essential role to play in unifying education, not be-

cause it would dominate and totalize all fields of knowledge, but because

it is also, if not only, a critical reflection. Since philosophy has always fed

on problems, concepts, debates born in diverse places of knowledge and

culture, it has traditionally been the privileged space in which the cate-

„„ries of knowledge or culture can be constructed, assimilated, ques-

tioned. and discussed.

We propose:

A. On the one hand, that at the different levels of education, philoso-

phy be more closely associated with the other disciplines. This makes

sense only if philosophy affirms and brings to light the specificity of its ap-

proach. and this presupposes that at all levels, those who teach philosophy

would indeed be philosophers themselves (see proposal 1 below).

B. On the other hand, that philosophy he integrated more closely into

the training of teachers of all disciplines and of all levels, as has already

been the case for the training of elementary school teachers since 1986 (see

proposal 6 below).

IHIRI) PRINCIPLE: To specify more rigorously what is required of students.

The philosophy course is in particular, or should be at any rate, the

place where the practice of free thinking is learned. That is why the in-

structions that govern the reaching of philosophy today give teachers
complete freedom in how they conduct their teaching, as long as it is au-

thentically philosophical; accordingly, these teachers define a program

based on notions,' conceived not as successive chapter titles but as "direc-

tions in which research and reflection are invited to engage." the study of

notions always being "determined by philosophical problems whose

choice and formulation arc left to the initiative of the teacher." Philoso-

PhY teachers all very legitimately cling to this freedom, the guarantee of

the really philosophical character of their teaching, which. while it must
obviously provide solid knowledge in the history of philosophy and of the

human sciences or the history of science, cannot be reduced to them.

Phis conception, which was expressed most clearly and firmly in the

I97 program reform, should not, in our eyes, be put into question.

Rut all the evidence we have gathered shows that applying this concep-

nun. particularly at the moment of the baccalaureat, leads to a series of
abuses whose negative effects have already made themselves felt in the Ter-
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minales. In the end, these abuses risk discrediting philosophy and p utt ing

in question the teaching of philosophy in the lycee.

The legitimate concern, in other words the good intention, to avo id
simple questions drawn From courses leads to the following:

— extremely diverse questions are posed without students having h ad
the possibility to prepare effectively for them;

— the connection between these questions and the program i s so

oblique that students are forced to completely invent the very framework

for their reflection, which cannot reasonably be expected of an average

Terminale student:

— the formulation of the questions themselves is often so enigmatic
that most of the students are incapable of even identifying the problem

posed;
— the philosophical meaning of the texts submitted for commentary,

independently of any context, reference, or questions (and often in a lan-
guage that in fact, whether intentionally or not, is difficult for current stu-

dents to penetrate) is rigorously impenetrable to most of the candidates.

In short, the current conditions of the philosophy part of the baccalau-

rear assume a rhetorical ability and a general culture that arc well beyond

what can reasonably he demanded of Terminale students. This is closer to

the kind of aptitude traditionally demanded of those in the khagne.'°
Operating in such a fashion is disastrous when forty percent of the stu-

dents in an age group take the "bac." Were this practice to be perpetuated

when sixty or eighty percent have access to the bac, it would be simply

suicidal for the teaching of philosophy in secondary education.

The consequences of this situation are well known to teachers:

—confusion among students; a feeling of powerlessness and the im-

pression that the philosophy part of the bac is a "lottery" (see "La lotene

philosophique," in Le Monde de l'Education, April 1989):

—discouragement and a strong devalorization of philosophy, particu -

larly in the scientific sections (not to mention the technical ones);
—cramming by the most serious students, who need to reassure them -

selves and who, in order to prepare for the unpreparable, see in the no-

tions on the program, contrary to its spirit, the chapter headings of a

course to be covered, then launch into all kinds of manuals or handbooks

varying in quality, all of which treat the program chapter by chapter;
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—the compromising of instructors as teachers, torn as they are between

trying to train students in reflection and the constraints of cramming;
—the compromising of instructors as examiners, since most exams sat-

isfy neither the minimum demands of the essay nor those of philosophy
homework; the average is too low (abnormal for an examination), and the

grading becomes rather unpredictable. It is not right for students who are

s imply average and who have studied seriously not to be assured of getting

close to a passing grade.

Official instructions need to determine with sufficient precision the

skills that one has the right to demand of students finishing the Termi-

nate. Even if it is true that every teaching of philosophy must contribute
[0 the training of students to practice personal reflection, we still cannot

put them in the situation of having to construct a problematic on ques-

tions with which they have not previously been familiarized directly or to

which the course they took during the year was only obliquely related.

Nor can we put them in the situation of having to propose an answer to a

philosophical problem without being certain that they have been able,

during the year, to study seriously doctrines and theories that constitute

appropriate solutions to this problem. Nor can we put them in the situa-

tion of having to undertake the hypothetical reconstruction of the

thought of a philosopher with whom they are not supposed to he familiar

with from twenty lines cut off from all context.

A student does not have to be original, nor able to draw from his own

resources what he has never been taught; he is not a budding philosopher
or a thinker in embryo.

Knowing how to recognize in a text a philosophical problem that has

already been encountered, being able to reproduce ideas and arguments

studied previously in a relevant manner, being capable of establishing a

connection between a known philosophical idea and an example drawn

from one's culture or personal experience: these are eminently philosoph-

ical abilities, constitutive of an aptitude for reflection, and which, more-

over, can he acquired methodically and evaluated seriously.

In this regard, the expression "to learn to think on one's own," which

Often sums up the ambition of our teaching, is ambiguous to say the least:

—its indetermination seems to allow one to pose all kinds of questions

for which the students have not been prepared directly and that presup-

▪ 1
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pose something quite different from an intelligent application of acquired
knowledge;

—its radicaliry places students before an impossible task and produces
confusion that is expressed by students both looking for recipes and gi v

-ing up;
—its generality, although justified in many regards, makes the tasks of

grading and evaluation quite hazardous and makes teachers who wan t to
prepare their students seriously for the exam very uncomfortable.

Whatever one thinks of the Kantian sentence according to which one
does not learn philosophy but to philosophize, and however one inter-
prets this sentence, this expression cannot serve to justify the current sit-
uation, in which, treating students like little philosophers, one ends up no
longer finding any philosophy in their work." Whether one speaks of
learning to philosophize or of learning philosophy, it is always a matter of
learning, and one must therefore be able to determine with sufficient pre-
cision, as in every other discipline, the knowledge and skills that can be
demanded.

In this regard, it is strange that the epithet "scholastic" [scolaire], in sec-
ondary reaching in general and in that of philosophy in particular, has be-
come systematically pejorative. Doesn't the shame of the scholastic too of-
ten lead to subjects that are inordinately ambitious and CO unreasonable
demands?

That part of an exam or the work handed in by a student is "scholastic"
in nature should not lead one to discredit them. What is to be demanded
of an exam if not that it allow one to verify that a certain amount of
knowledge and skill has been acquired thanks to school, that is to say,
scholastically [scolairement]? What is to be demanded of students if not
that they be able to reconstruct correctly and to use intelligently a certain
amount of knowledge and of modes of reasoning assimilated scholasti-
cally? The contempt generally shown in regard to questions from the
course is in no way justified if by "questions from the course" we mean,

not encouraging students to recite what was said in class, but simply ques-
tions with which they have been familiarized and which they have already
considered.

It seems to us that the "scholastic." which cannot be confused with
cramming. should he brought back to favor. Cramming is the superficial

and hurried accumulation of knowledge intended to delude [graders] on

the day of the exam. Scholastic learning is what renders one capable of re-
p roducing and using discriminatingly concepts and distinctions that one
h as not necessarily invented, of recognizing problems and ideas that one
has already encountered. If certain students are original, creative, culti-

vated, or brilliant on top of that, all the better. But the teaching of phi-
losophy need not be ashamed of being and admitting that it is scholastic.

That is why, while conserving the framework and spirit of the current
program, we feel it is urgent to modify profoundly the modalities of the
philosophy part of the baccalaur6at, at once for it to run better and for the
positive effects that will result in the teaching itself.

FOURTH PRINCIPLE: To think through, finally, the specific problems of
the teaching of philosophy in technical sections, where the situation is
frankly unacceptable for teachers as well as for students.

The teaching of philosophy in technical sections constitutes a decisive
stake. Nevertheless, the problems it raises have been systematically under-
estimated or ignored for the last twenty years; it is in a situation of crisis
today that calls for urgent and profound reforms.

With the multiplication of the number of classes in section G, and the
extension of its teaching in section F, philosophy has reached an audience
it has never previously had either in number or in terms of its social ori-
gin. cultural heritage, and scholastic training." This is a historic opportu-
nity for it that until now was completely lost. The teaching of philosophy
in technical sections has in fact never been conceived other than as the
mechanical transposition, with a reduced timetable, of the program, exer-
cises (essays), and methods (essentially lectures) of the philosophy class.

The inadequacy of this model is manifest: the poor quality of the bac-
calauráat exams makes it impossible to evaluate them; most students oscil-
late between discouragement and contempt, between believing they are in-
capable of doing philosophy and finding that it isn't worth an hour's bother;
teachers have the feeling they are being assigned a mission impossible and of
simply being unable to practice their profession. Certain of them come to
doubt that teaching philosophy makes sense in these sections.

The experience of the extension of the teaching of philosophy to sec-
tion F is significant: founded on a legitimate principle (the right to phi-
losophy for all), this measure today ends in failure: it is rejected by a large
majority of students; philosophy is discredited; teachers become bitter.

'I'he divorce between these students and the current forms of the teach-
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ing of philosophy is so profound that it would be perfectly illusory to
think of facing it merely by adjusting the timetable (even if this is in fact
indispensable).

Along with a majority of the teachers of these classes, we are convinced
that the students in these sections are perfectly capable of philosophi z i ng
on the condition that one has the desire and the means to elaborate for and
with them a different model of teaching that on the one hand would rely
more upon their questions, preoccupations, and motivations, and on the
other hand would appeal to a diversified range of better-adapted exercis es
and work, both written and oral. Faced with the difficulties they encounter,
many teachers have sought, individually, to invent different pedagogical
practices. It is urgent that these experiments be brought together, circulated,
and that collective reflection on the reforms to be undertaken be organized.

Below we propose some measures that might, for the time being, help
free up the situation.

But we must be well aware that if we do not decide to think through se-
riously and rapidly what the reaching of philosophy in technical sections
might he, it will he discredited and sooner or later will disappear; many
people will conclude from this that "those students" were not made for it.
This is therefore an absolutely urgent task, both from the democratic and
the philosophical points of view.

Let us add that, if certain difficulties are altogether specific to the tech-
nical classes, many others are only the accentuated and magnified version
of what teachers of philosophy already encounter to different degrees in all
the other sections. On many points—notably everything concerning "tu-
torials," individual attention for students, organizing group work, in short,
a pedagogy less exclusively centered around lectures—what would be un -

dertaken in technical teaching could be useful in improving the teaching of
philosophy in the classical sections: after all, the new classes [couches] of

students who, in the coming years, are going to enter the classical sections
are likely, in their behavior and their culture, to resemble current students
in sections F and G more than they do future students in the khagne.

Proposals

MST PROPOSAL: To create an "interdisciplinary introduction to philos -

ophy" in the Premiere.

This reaching would have a triple objective:

e To contribute to the acquisition of the fundamental categories of

thinking, to the assimilation of the basic logical tools necessary to elabo-
rate discourses, reasoning, and argumentation in all disciplines: the care-

e ories of cause, consequence, purpose or end [finalite], schemas of

demonstration, refutation, concession, and so forth.
To give students the elementary and indispensable knowledge about

a few decisive and constitutive moments in the history of our culture by

showing the connections between the religious, social, scientific, political,
and philosophical dimensions of these events: merely as examples, the
fifth century in Greece, the advent of Christianity, the Galilean revolu-
tion. Danvinian theory, and so forth.

3. To familiarize students with the philosophical approach by showing
at once its specificity and its connection with approaches with which they

are more accustomed.

This reaching would he organized by the philosophy teacher, but he
would share the responsibility for it with teachers of the other disciplines.
They would define together the amount and modalities of their contribu-
tion (alternating teaching, team teaching in groups of two or three, half or
full days organized together, and so forth).

The number of hours on the timetable would be set on an annual ba-

sis. At least to begin with, it would not be less than seventy-five hours (or
the equivalent of two hours per week). Below this level, such teaching
would risk losing its coherence and effectiveness. (From the administrative
point of view, and so as not to weigh down students' schedules, we can
imagine each discipline making a few hours in the year available for this
shared reaching. '!'his "common pool" could represent half the timetable;
the other half would represent the equivalent of the introduction of one
hour per week of philosophy.)

rhe organization of this timetable should he flexible and mobile; it
would he established at the beginning of each year through consultation

between the teachers of the different disciplines and the philosophy
teacher.

One distribution could he proposed in three quarterly modules of
twenty-five hours each, entitled respectively:

I. Philosophy/ Science (logic, mathematics, physics, and biology).
a. Ph ilosophy/ Social Sciences (history, geography, sociology, law, eco-

mimics, politics).
3. Philosophy/ Language (rhetoric, translation, languages, arts, and lit-

eratures ).

4
A
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In each of these three groups the philosophy teacher would be respon
-sible and have the means for an introduction specific to philosophy as

such (the experience of philosophy as such, its typical attitudes and de-

mands, its modes of questioning and argumentation, its ontological,

metaphysical, or ethical dimensions, the history of its canonical texts,

learning how to read them, and so forth).

It will no doubt he difficult, but all the more necessary, to take into ac
-count at once this philosophical specificity and the reciprocal provocation

between philosophy and the other disciplines.

Generally, in the choice of subjects, as well as in their treatment, one

should stress in particular, over the course of this first year:

I. questions of ethico-political responsibility (in their most modern and

urgent form, in particular in terms of examples, but also in fundamental

and historical perspectives);

2. learning logic, the rules of critical argumentation, and the modes of

appropriating language (speech, writing, translation, instruments of

archiving, information, the media).

The content that might he taught in the framework of this joint con-

tribution would be defined in a national program established in an inter-

disciplinary fashion. This program would propose a relatively broad range

of possibilities from which teachers would choose according to what

seems to them to meet the needs and interests of their students, as well as

their own competences.

SECOND PROPOSAL: To focus the main portion of the philosophy part of

the general baccalaureat on a special program defined annually in each

academy, while conserving a general program, established nationally, as

a long-term frame of reference for the teaching of philosophy in the

Terminale.

It seems indispensable to maintain a general program, defined long-term
nationally, that could at once constitute the frame of reference for the teaching
of Philosophy in the 7erminale and provide the materialfo. r questions on the

baccalaureat.
As is now the case, this would be a program of notions. But it would dis-

tinguish:
—A group of notions selected from among the most fundamental in the tra-

dition and in philosophical practice (for example. consciousness, truth, justice ,

od so forth); the number of these notions would be markedly reduced com-

pared to the current program: by one third or one half
A group of methodological notions, corresponding to fundamental tools

oftheoretical reflection; learning to use these correctly would be more impor-
;ant than being able to define them without any context (for example: deduc-
tion, dialectics, analysis, and so fo' rth).

Respect for the unity of philosophy and its globalizing aim forbids a

fragmentary presentation that would limit it to certain of its -parts"; af-

firming its specificity as scholastic discipline demands that a national,

long-term program framework be maintained. A general program of no-

tions must therefore be maintained.

But the number of notions on the current program (more than forty in

A, about twenty in C),u all of which could be the point of departure for the

most diverse questions on the baccalaureat, generally leads students to read

them like chapter headings that should he studied successively, as one does

in mathematics or history. The teachers, not wanting to leave any blanks in

preparing their students for the exam, are often led to adopt the same atti-

tude. with all the risks of cramming or skimming that result from it.

It should be noted that nearly all the handbooks and collections of texts

published for the Thrminale—which, whether we like it or not, are not

without their influence on the idea that students and teachers form about

what a philosophy course should he—are put together according to the

same model. Thus the scholastic routine and the weight of the baccalau-

rCat tend to transform the list of notions to choose from and to divert the

program from the spirit in which it was conceived: providing an authen-

tically philosophical framework within and on the basis of which prob-

lems should be defined and taken up.

It is therefore important that the description of the program, as well as

its content, encourage, more than they do today, teachers and students to

he less concerned with the number, scope, and diversity of chapters to be

treated successively than with the quality of both in-depth reflection and

of knowledge about a few essential philosophical questions.

That is why we propose, on the one hand, to reduce markedly (by one

third or one half) the current program by reorganizing it around the most
Fundamental concepts in the philosophical tradition; and, on the other

hand, to establish a list of conceptual tools that we should he able to de-

mand that students have learned to use; finally, to define this program
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clearly as a general, long-term framework for the reaching of philosophy
in the Terminale, and thus to distinguish it carefully from the special aca_
demic program. A small portion of the philosophy part of the baccalau_
reat should consist in questions about this general program (see prop osa l
3 below).

But the main part of the philosophy exam (essay or textual commentary)
would focus on a special program, established annually in each academy.
would include:

— 7ivo or three fundamental philosophical problems, formulated very ex_
plicitly, and closely linked to one or several notions on the general progr am ,
lhese problems could he classical philosophical problems (for example, those of
the relation between the State and freedom or between soul and body), or
philosophical problems linked to certain contemporary investigations (the
evaluation of the idea of progress, for example, or philosophical questions
linked to bioethics).

—Between one and three great philosophical texts, or texts of incontestable
philosophical significance, classics or works from the twentieth century; whose
study would give food for reflection on the problems in question.

Implementing a program of this type should make possible:
A. an improvement in the functioning of the philosophy part of the

baccalaurOat and of its grading;
B. a positive change in the way students prepare;
C. teachers organizing the school year more intelligently and

freely.

A. lithee large majority of hac exams today do not satisfy the minimal
demands of philosophy, it is mainly because students, having had to an-
ticipate everything, were not able to prepare anything, and, generally lack-
ing basic knowledge on the questions posed them and the most elemen-

tary familiarity with the problems given, do not understand what is
demanded of them, and at any rate do not have the theoretical tools to re-
spond to these questions.

If students could focus their learning of philosophy on two or three
problems, one could then hope that they would acquire the necessary
knowledge during the year, that they would learn to situate certain prob -

lems, that they themselves would construct their own reflection, and

rherefore that they would he able to put together an exam that, while per-
haps scholastic, is respectable, that is to say, represents a certain intellec-
tual work.

One could therefore hope, in these conditions, that reading the exams
would allow one to distinguish without too much risk of:error those who
have done the work and assimilated it from those who have done or
learned nothing; the not totally unjustified reputation of the philosophy
part of the baccalaureat as a "lottery" would essentially be removed.

While they do not form a system, the notions constitutive of a phi-
losophy program are nonetheless interdependent: one does not study
consciousness without also reflecting upon truth or freedom; one does
not study art without also reflecting upon the imagination or language.
As long as the problems on the annual program are chosen appropriately,
no serious candidate will be able to dispense with knowledge of the en-
tire general program (and all the more so since the "short-answer ques-
tions" part of the exam will focus on the general program). But in prepar-
ing, candidates will be able to emphasize problems that are clearly
circumscribed.

One can thus hope to avoid two pitfalls: on the one hand, preparation
that is all over the place," as in the current system, which leads to cram-
ming and to glossing everything superficially; and on the other hand,
preparation that is narrowly limited to too precise an area, which would
create a different form of cramming and a rechnicity that should be ab-
solutely forbidden at the level of the baccalaureat. One can hope, on the
contrary, that, while they prepare effectively for an exam with a clearly de-
limited content, students will he able progressively to discover the scope
of the field of philosophical reflection.

C. Relieved of the worry of having to "deal with everything in depth,"
teachers will he able to conceive of their teaching as a training in philoso-
phy in general, focusing each year on different problems.

They will have all the more freedom to determine the progression of
the class according to their students' potential. to choose to tackle prob-
lems from the point of view that seems most appropriate to them, to al-
low their students to discover and practice philosophy on the basis of pre-
viousl• determined notions, problems, and texts.

The role of short-answer questions among which students choose,

more
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which is currently too limited ("because-we-already-don't-have-time_for_
the-whole-program"), could, in such a context, he reevaluated seriously

,

which would contribute usefully to broadening students' culture and to

diversifying pedagogical approaches.

These special programs would be established annually in each acade my
by a committee of a few teachers of philosophy. The members of thi s
committee would change regularly, in such a way that, over a few years, all
teachers in the academy would have the possibility of participating in it.

Thus elaborated in close connection with teachers' experience, these spe-

cial programs would be better adapted to the preoccupations and poten-

tial of the students. Structured around the general program—the guaran-

tee of their philosophical tenor and insurance against arbitrariness—th ey

could show the wealth, diversity, and relevance of philosophical reflection,

and would favor renewal and innovation in classes.

I HIRD PROPOSAL: To reorganize the written part of the general bac-

calaureat by adding short-answer questions to the essay question (or

commentaire de texte).

The new exam (four hours in length, as at present) would therefore in-

clude two parts:

I. A series of questiOns whose aim is to evaluate students' assimilation of

the knowledge required to practice philosophy with a minimum of seri-
ousness. These questions would focus on basic philosophical vocabulary

(define "empiricism" or "abstraction"), elementary conceptual distinctions

(distinguish - juridical law" and "scientific law," or "essence" and "exis-

tence"), and essential points of reference in the history of philosophy

(Who was Socrates? What is Enlightenment?). They would cover the en-

tire general program. Each question would call for a brief but precise re-

sponse (of ten to twenty lines), supported by examples. The candidates

would be posed six questions and should choose three. This part of the

exam should be able to be completed in one hour at most.

The existence of this exercise would lead teachers of philosophy to de -

fine progressively which knowledge constitutes the minimum that can he
demanded of Terminalc students—and which does not. It would help all

students realize the necessity of acquiring a body of basic knowledge. It

would reassure the students who have difficulties with the rhetoric of the

essay and would guarantee those who have studied that they have not

%corked for nothing. It would contribute to relativizing the role of the es-

ov in our teaching and would encourage turning to different and com-
plementary exercises.

The second and main part of the exam would consist in an essay or

commentary in which candidates would show their ability to reflect, to

analyze, to elaborate an argument, and to understand philosophical prob-

lems. It would focus exclusively on the philosophical problems and works
in the special program.

There again, the forms of this work should be diversified: the essay

topic can he given alone (as it is now) or accompanied by a text (or two,

potentially contradictory, texts) on the problem in question; the text to be

commented upon can be accompanied by no instructions (as it is now) or

followed by a series of questions, some comprehension questions, others

more open, asking students to reflect upon the text.

In any case, it is imperative that the statement of the subject meet two

conditions: on the one hand, its relation to the questions on the program

should he obvious for all students; on the other hand, it must he worded

in the most explicit manner without trying to be original or brilliant and

without any taste for paradox or allusion.

FOURTH PROPOSAL: To conceive modalities of teaching philosophy that

are really appropriate to the students in technical education.

In order to confront the critical situation of philosophy in the technical

sections, three types of proposal seem possible, concerning

A. its organization;
B. the program and the evaluation of students;

C. its concrete modalities.

A. Even more than the others, students in technical education need

forms of teaching other than lectures (work in small groups, individual at-

tention, and so forth) that demand very small class sizes. Dividing the

class, for at least one hour (two hours for the student, three hours for the

teacher), a demand that has already been put forward by several unions
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and associations, seems to be necessary. At first, this division Could b e
made mandatory in all classes with more than twenty-four students, as is
already the case in other disciplines.

In parallel fashion, to avoid splitting up teachers' work catastrophically
and diluting philosophy here and there among the other subjects, we pro-
pose that the teaching of philosophy in technical sections be organized ac-
cording to semesters: four hours (or five hours with divided classes) over
one semester, instead of two hours over the year, as is currently the case.
Thus no philosophy teacher would have more than four (or five) clas ses
simultaneously.

B. It does not seem realistic to want to evaluate students and organize
teaching according to a test—the philosophy essay—which we know per-
fectly well the vast majority of students are incapable of passing (let's say
that, in the best case, the time necessary to prepare them properly for it
would amount to demanding for philosophy in sections G and F a
timetable comparable to that of the literary sections.... ).

We propose that at the beginning of every year, teachers define with
their students, from a range of notions broader than the current program,
the precise questions they will take up together; that during the year they
have them do a certain number of diverse exercises, both oral and written,
assessing their knowledge and reflection; that students, near the end of the
year, devote several weeks to putting together a dossier on the question of
their choice. Based upon this, two scenarios can be envisaged: Either the
organization of the baccalaureat is modified and part of the test takes
place in continuous assessment; it would then he desirable that evaluation
in philosophy, in technical education at least, be done in continuous as-
sessment. Or the organization of the baccalaureat remains more or less as

it is, and we propose that in the technical baccalaureat philosophy be the
object of a mandatory oral exam in which the candidates would present
and defend their dossier.

C. Collective reflection on the forms of teaching most appropriate for
students in technical education is necessary, which implies meetings
among teachers with experience in these classes, preparing young teachers
for this type of teaching, and so forth.

1:1F-TI I PROPOSAL: To organize systematically, within the body of teachers of

philosophy, reflection and exchanges on the didactics of their discipline.

Organizing this would depend on a network of lycee philosophy teach-
ers (one per academy, for example) assigned part-time and for several years

( three to five maximum), that is, teachers who maintain real contact with

teaching, .on the one hand, and who intend to return to it full-time, on
the other. They would work in close collaboration with certain Institute
liniversitaires de Formation des Maitres, which could be specialized in re-
flection on philosophical didactics.

The mission of this network of teachers would he:
—to organize, among the 2,500 philosophy teachers, reflection on the

problems and methods of the teaching of philosophy;
—to ensure the circulation of information, an exchange of ideas, and a

dissemination of experiences among teachers, who are often isolated and
who currently have few means of communication;

—to organize the publication of documents that might help teachers,

and in particular new teachers, in their work (bibliographic information,
reference texts and articles on a given subject, examples of how a certain
question is treated, and so forth);

—to encourage publishers to publish books and collections that could
be tools appropriate for students (handbooks and textbooks different
from the poorly adapted or mediocre instruments most often at their dis-
posal today), but also for teachers (collections of articles that allow one to
keep up with the current state of a question; hooks summarizing areas
teachers must he solidly informed about although they cannot in general
have access to the specialized literature, in particular concerning the cur-
rent state of knowledge in the natural sciences, as well as in the human
sciences);

—to contribute to the continuous training of teachers of philosophy by
helping them remain informed at once about the state of contemporary
philosophical reflection and about the state of the sciences;

—to organize colloquia and fact-finding or documentation missions
abroad, to invite foreign colleagues, and so forth.

SIXTH PROPOSAL: To include instruction in philosophy in the training of
teachers of all disciplines.

Teacher training should give all future teachers, without distinguishing
among them, the possibility of acquiring the professional qualities that
will allow them to complete the tasks expected at every level of school and
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the lycee. Moreover, it should offer the means for a constructive and cri t ..
ical reflection on the practice of teaching itself.

Mastering a body of knowledge necessarily leads to envisaging the pos-
sibility and conditions of its transmission. All future teachers should b e
able to question and put into perspective the diverse points of view I,Lax
exist on the didactics of the disciplines, on the diverse pedagogical prac-
tices, and. finally, on the psychological dimension of the educative act.
Conscious, however, that learning to teach cannot consist in acquiring
recipes or in blind faith in a current dogma, future teachers should work
to consider the necessarily problematic aspect of the act of teachin g ,
which, paradoxically, alone reveals positivity.

That is to say, whatever the disciplines they are preparing to teach, all
young teachers should he able to benefit, within their area of specific
training, from instruction in philosophy. This instruction would inte-
grate the fimdamental contributions of the human sciences into a ques-
tioning about education and into the very old tradition of thought
linked to it.

To conceive such instruction, one would have to take as a model the
training of elementary school teachers, as redefined by the decree of
May zo, 1986. In the ecoles normales, all elementary school teachers to-
day receive, in addition to training in their discipline, instruction in the
"philosophy. history. and sociology of education, general pedagogy, and
psychology," which, comprising three hours a week, is necessarily given
by a philosophy professor. The remarkable success of this encounter be-
tween philosophy and professional training, attested to by the vast ma-
jority of students and teachers in the ecoles normales, would encourage
extending its scope to all teacher training, that is, to the CPR. ENNA,
ENS, and obviously to future Instituts Universitaires de Formation des

Maitres.' 4

Training conceived in this way would have the advantage of revealing
the community of problems shared by teachers in primary and secondary
education, teachers in classical and technical lycees, and those in profes-
sional Ivcees, and of bringing to light the diversified unity of their practices.

In addition to their basic training, future teachers of philosophy should
he prepared (1) to follow the most significant evolutions in contemporary
knowledge, and (2) to master new pedagogical practices called for by the

precedi ng proposals.

SEVENTH PROPOSAL: To reorganize the first cycle of the universities.

1. The current climate and the general principles guiding our work do
not, of course, go in the direction of an authoritarian programming, de-
cided upon at the national level and imposed upon the universities. The
principle of the autonomy of universities will certainly he reaffirmed and
reinforced, and we have no reason to regret this. A university that would
not feel the need to have a department of philosophy would not give it the
necessary attention and means if it were forced to keep or create one.
What can be defined at the national level is a set of demands that are sim-
ply hypothetical and very general in character: if a Department of Philos-
ophy exists at the University of X, then it [the department] must respect
a minimum of conditions. Moreover, since these conditions cannot be
met if the State does not contribute at least partially to providing the
means for it (teaching, administrative, and technical personnel; equip-
ment; space, etc.), the method to be followed should normally take the
form of a contract between the State and the universities, as is provided
for by the project of the decree of March 13, 1989 (summarized in Le
Monde, March it, 1989). 15

a. With this procedure, the risks that an excessive regionalization of the
universities would entail should be avoidable. The French university, as a
whole, has often deplored its own "provincialism"; it would he regrettable
to see this provincialism pass from the singular to the plural, and each uni-
versity concern itself only with responding to the local demands of stu-
dents or of their potential future employers. State interventions are not the
only remedies imaginable to guard against this. One could also consider:

—In every possible way encouraging universities to exchange, in a con-
tinuous and institutional fashion, information, experiences, and projects,
first among themselves, of course, but also with institutions and associa-
tions at the level of secondary education. (It would no doubt he interest-
ing for us to obtain information on the activities of the "Promosciences"
association, "an association reflecting and offering proposals on the whole
of post-baccalaureat scientific education," which was founded following
two conferences on reforming the first cycle in the sciences at the univer-
sity, and which is currently directed by Michel Bornancin, president of
the University of Nice.)

—Developing procedures of evaluation and "auditing," not only at the
level of the Cornice National d'Evaluation (National Evaluation Commit-
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tee), which is forced by its multidisciplinary function to limit itself t o gen-
eralities, but also by means of ad hoc committees specializing in philoso-

phy and including, if possible, foreign as well as French members. (I n gen-

eral, it seems that we should recommend the institutionalization o f
inviting experts from other universities, both French and foreign, for a
whole series of collective, and even individual, problems: the organization

of studies, the acquisition and management of equipment, career devel-
opment, and so forth.)

3. Philosophy can benefit from the "renewal of the humanities" that is

currently taking shape, after decades of domination by mathematics, tech-

nologies, and rationalized management (see Le Monde, April 2.2, 1989),
This "promising wave" nevertheless involves obvious dangers: by allowing

itself to enroll in the camp of the "Letters," or of the "Humanities," in or-

der to thwart the "Sciences" and "professionalism," philosophy risks find-

ing itself asked only for a vague "supplement of soul" and losing in the

deal a good deal of its specificity. It is desirable finally to respond to the

"demand" for philosophy that today issues from the most diverse circles

(the exact sciences, the human sciences, technical disciplines, medicine,
law, management and administration, cultural activities, and so forth);

but this demand will be satisfied in the correct conditions only if the pro-

fessional character of philosophy itself remains vigorously affirmed in the

contacts it can make outside and, at the same time, in teaching in the uni-

versities. The specificity of philosophy, a watchword that everyone agrees

upon and that is no less ambiguous for this, will prove itself not through

self-affirmation but through the discipline's work upon itself, and through

a dialectic of communication and cooperation with what it is not.

4. If it is desirable that, beginning in the first cycle of university, the

teaching of philosophy become more technical and professionalized than,

it seems, it currently is, this result should not be obtained at the price of a

dangerous division between the purely scholastic techniques that are good

for students (learning to write an essay, to do a commentaire de texte, and

so forth) and the prestigious practice of philosophical activity reserved for

teachers (lectures, open seminars,'`' and so forth). To break down this dis-

tribution of tasks, it would no doubt be good to prompt the universities

to encourage innovation in the exercises proposed to students, by invent-

ing other formulas than the traditional couple essay/ commentaire de texte,

by developing techniques for the analysis of concepts, arguments, reason-
i ngs, textual strategies, systematic structures, and so forth. What is more,

these new types of exercises could also make room for themselves in the

continuous assessment of students and even in the exams. And a major

t ransformation of the lecture course would be set under way if French

professors distributed to their students, in the form of a "syllabus," a list
of the questions they would deal with, week by week, and of the texts that

the students should read in advance in order to prepare to listen to the

course actively: this practice, frequent in foreign universities, changes the

pedagogical relation considerably by allowing students to understand bet-

ter how the course has been constructed. on the basis of a group of texts

with which everyone has been able to familiarize themselves, and to pose
relevant questions to the instructor.

S. The current plans we know of, concerning the first cycle of the uni-

versities, seem to lead toward the disappearance of DEUGs specialized by

discipline and the creation (or resurrection) of a sort of propaedeutic, in
the form of a single DEUG (of two years) for each large disciplinary sec-

tor, for example Letters-Languages-Human Sciences. In the perspective of

such a project, which we have no reason to reject in principle (while, nat-

urally, emphasizing our commitment to the existence of a licence and a

maitrise in philosophy), it seems that we should demand, and obtain:

—On the one hand, that philosophy be present as a mandatory subject
in the whole of the first cycle, with a proportionately reasonable space (for

example, one quarter of all the courses) and an absolutely specific qualita-

tive content (which does not exclude that, within this philosophical "hard

core," students could still be offered, besides a certain number of manda-

tory teachings, partial choices corresponding to their interests and their
own plans).

—On the other hand, that the whole include a certain number of

"Open slots" that each student could fill as he sees fit; a student who from

the outset is very motivated to study philosophy could, for example, fill

these "open slots" with complementary disciplines at varying distances

from the philosophical "core" (for example, epistemology and the history

of the sciences, aesthetics and sciences of art, psychology, sociology, lin-
guistics, ancient languages, the history of religions, and so forth, but also

the exact sciences, law, economics, a second modern language, and so

forth). It would be important for the instructors who take these students
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in to "shape" their teaching, if possible, for an audience whose central i n_
terest remains philosophy.

It would no doubt be useful to indicate that the disappearance of a spe_
cific DEUG in philosophy need not imply—quite to the contrary—. that

philosophy instructors (and especially professors) feel less concerned b y
the new first cycle than by the old one. Philosophy departments, repre-

sented by their chairs, should negotiate the necessary arrangements with
the other disciplines concerned; and one could no doubt envisage de-

manding that professors take part in this new first cycle, at once as ad-

ministrators and as active instructors.

6. The university reforms that are most inspired, from the point of view

of the organization of studies, programs, and the assessment of knowl-

edge, will perhaps weigh less heavily in the destiny of the French univer-

sity than a certain number of transformations that are apparently prosaic

and modest although they are sometimes expensive, and that could in the

long term profoundly modify the work habits of teachers and students,

pedagogical relations, and the social and scientific productivity of the uni-

versity milieu. We are thinking, for example:

— of the precarious situation of university and departmental libraries,

which are often underused because of insufficient acquisitions budgets,

lack of space for readers, and lack of a methodical introduction to their

use (see the alarming report by Andre Miguel);''

— of the general absence of proper offices assigned individually to in-

structors, which would allow them, with a hit of encouragement perhaps,

to work at the university for at least part of their time and to see students

at set times that are posted;

—along the same lines, of the general absence of meeting rooms that

could be used by instructors and students;

— of the insufficiency or underutilization of office personnel and mate-

rial;

— of the impossibility, in practice, considering the insufficient budget
and the unwieldy procedures, of inviting French, and even more, foreign

colleagues for short visits (seminars, lecture series, participation on thesis

examination committees, and so forth);

— of the all too well known, and scandalous, GARACE norms, which.

in calculating the obligations of instructors in terms of the number of

hours they work, take into account only the number of hours during

which they have class, that is, in short, temporarily stop working. We

should demand that what makes up the daily life of academics (preparing

courses, research, documentation, directing dissertations and theses, more
or less institutionalized "tutorials," participating on examination commit-

tees and in colloquia and conferences, intellectual exchanges of all kinds,

and so forth) officially be taken into consideration, if only symbolically

and without any financial impact.

implementing the organic teaching of philosophy over three stages, as

we propose (see principle 1), would mean that the barrier that today cuts

off the lycees totally from the universities would be removed. Two de-
mands follow from this:

t. Teachers should he given the opportunity to circulate between the ly-

cee and the university. It would be desirable for professors to be able to
contribute statutorily, and not merely as lecturers [charges de tours], in
training students in the first cycle. This would mean that these teaching

hours at the university would be an integral part of their position.

z. Research (DEA, theses, and so forth) that lye& teachers are involved

in should be recognized not as a luxury or a strictly personal matter, but

as a contribution in its own right to the collective research in philosophy

and as part of continuous training that is directly beneficial to the quality

of teaching. This assumes, among other things, recognizing a status as

teacher-researcher that would give them the right, for a specific period of

time, to release-time from teaching and to flexible hours.

P.S. This report—this goes without saying, but we emphasize this once

again—constitutes only a group of proposals submitted for discussion.

Moreover, it remains to be completed. It will be completed, no doubt, in

conditions to be determined during the weeks or months to come, and

taking into account discussions that are hound to take place during the

colloquia planned by the Ministry. These complements should concern,

in particular, certain points of articulation between secondary and higher

education, broadening the list of authors and texts to be studied, the rela-

tions between the history of philosophy and contemporary philosophy in

the teaching of philosophy in general and in the training of teachers in
particular.

As an appendix to the considerations and proposals on the training of

teachers, see the attached text, which currently regulates the program of
the teaching of philosophy in the ecoles normales.

PA
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Appendix

I. General theoretical and practical pedagogical training.

II. Philosophy, history, and sociology of education, general pedagogy, psy_

chology (2.5° hours).

[he objective of the teaching grouped under this rubric is to offer stu-

dent teachers feleves-instituteurs] the means for a reflection that is at once

constructive and critical. It is a matter of helping them master and put

into perspective the particular pedagogical activities and the actual pro-

fessional practices they will discover and construct in the framework of

the disciplinary teachings properly speaking. This group of fields of

knowledge and reflections must allow them. in a precise fashion, to find

the foundation and to grasp teaching conditions that are social and insti-

tutional, as well as human and technical. In general, it is a matter of clar-

ifying how every pedagogical problematic concerning the school makes

sense only in relation to fulfilling the fundamental mission of instruction

and education.
That is why the contents this rubric defines derive essentially from a

philosophical approach and must he taught by a professor of this disci-

pline. Sometimes this derivation is direct, as regards, of course, philoso-

phy, and sometimes it is indirect, as regards the human sciences, the dif-

ferent pedagogical practices and techniques, but also the programs and
instructions in elementary school and all the texts governing nursery

school.

I. Philosophy (too hours)

Freedom. Duty. Autonomy.

Human Rights. The Republican State.
School and the State. Public instruction. National education.

- File ends of education.

Understanding and learning.

Knowledge and information.

Explaining and demonstrating.

The idea of method. Analysis and synthesis.
The elements of knowledge: categories, concepts, principles.

Parole. Langur. Langage. What is reading?
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'Fife experience of the beautiful. Taste. Artistic creation.

Mathematical thinking.

Experimental knowledge.

Historical knowledge and rational knowledge.

The idea of technology.

The body.

z. History and Sociology of Education ( z5 hours).

The study of the education system and its history will be taken up in

chapter 3.11 of the training program. Here, on the other hand, we will

study the history of the ideas and conceptions that have accompanied,

founded, or followed the evolution of the school.

From the Ancien Regime to the Ecole de la Republique; the imple-

mentation of the primary institution (1800-188o).

School under the Third Republic (188o-194o).

Society and school: contemporary problems.

t. General Pedagogy (55 hours)

By general pedagogy, we understand here not the statement of a forma[

and universal approach, but all the questions and conceptions that relate

to teaching and education. All dogmatism is excluded. Here, facts and

concepts are considered in view of their application—for example, the no-

tion of elementary knowledge, the notion of discipline, the notion of in-

terest, the notion of activity, the notion of example, class, childhood, and
so forth.

The principal pedagogical conceptions and methods, current research.

The question of experimentation and innovation in pedagogy.

Philosophy, pedagogy, and the sciences of man.

The study of two works, at least one of which will be chosen from the

following list:

Plato: Meno, Phaedrus, Republic (Book VII).

Montaigne: "De (institution des enfants" (from Essais).
Descartes: Discourse on Method (first and second parts).
Locke: Some Thoughts Concerning Education.
Rousseau: Emile, or Of Education.
Kant: On Education.
Hegel: pedagogical texts.
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Bergson: "Intellectual Effort" (in Spiritual Energy).
Alain: Propos stir !'education.

4. Psychology (70 hours)

The methods of psychology. The great conceptions of psychology. The
idea of psychogenesis (unity and diversity in child development, psych o_
genetic causality).

Perception.
Attention.
Memory.
Imagination.
Play.
Intellectual activity.
The notion of motivation.
Imitation. Social learning.

Nursery School (70 hours)

The objective of this training is to give all student teachers a basic un-
derstanding of nursery school and the official texts that govern it. It is a
matter of understanding its role in current society and in relation to the
family, its place in the school system, the nature of its educative activity.
Knowledge of children from birth up to about six or seven years of age,
and from their first experiences to the end of the pre-elementary period,
allows one to understand the problem of educative continuity between
nursery school and the preparatory course and the necessity of giving chil-
dren the means to adapt rapidly to elementary school.

Understanding children from birth up to about six or seven years of age.
This understanding must be founded on diverse human and biological

sciences and on spending time with and observing children. It concerns
the following points:

The characteristics of growth.
The importance of physiological rhythms, hygiene, and physical well-being.
The importance of effectivity and of the structuring of personality.

by fan Plug

A number of notes in the French publication of Du droit d la philosophic were
provided by Elisabeth Weber. They are indicated here by the designation "—
EW." Notes added by Jan Plug for this translation are indicated by "—J.P." Oth-
erwise, translators' notes have been supplied by the translator of the given text
and are indicated by "—Trans."

Mandator 's Foreword

i. The CAPES and the agregation are national competitive examinations that
certify for a teaching position in a lycee (secondary school) or university.

a. "Actes Premiers," in Greph, Qui a peter de la philosophie? (Paris: Flammar-
ion, 1977), p. 427. "Un Tableau Noir" (in Jacques Derrida, Whos Afraid of -Phi-
losophy?: Right to Philosophy 1, trans. Jan Plug [Stanford, Calif.: Stanford Univer-
sity Press, zoo2.1) details the reduction of positions.

IfThere Is Cause to Translate I

The four texts that comprise the second part of Du droit h la philosophic (Lan-
guage and Institutions of Philosophy) were first given as lectures at the Fifth In-
ternational Summer Institute for Semiotic and Structural Studies, May 31–June
25. 1984, held at Victoria College, University of Toronto. The fourth lecture in
the series was given as part of the colloquium Semiotics of Literary Translation.
Ile lectures were then published in revised form in Recherches Semiotiques /
Coniotic Inquiry 4.2. (1984): 91-154. The translations for that publication were re-
vised by Gabriel Moyal and David Sayan under the general editorship of Joseph
Adamson. They have been further revised for this volume.—JP.

283

11
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t. Descartes, Oeuvres, Librairie Ph i losoph ique (Paris: J. Vrin, 1964-69), vo l . 6,

pp. 77-78. Hereafter cited in the text by volume and page number.

2. See Cours de linguistique ,generale, chapter Ill. Course in General Linguistics,
ed. Charles Bally et al., trans. Roy Harris (La Salle, Illinois: Open Court, 1 9 83 ) .

3. J. L. Austin, How to Do Things with Words (Cambridge, Mass.: H arvard

University Press, 1962.).

4. On the National Conference on Research and Technology, called for by

then minister of research Jean-Pierre Chevenement, see "In Praise of Philosoph y.
in this volume. JP.

5. Cited in Marcel Cohen, Histoire dune langue: Le jiancais (Paris: Edition s
Sociales, 1967), p. 159.-EW

6. Langue de reference: a benchmark, the language to which others are re-

ferred.-J P

7. Brunot, Lhistoire de la languefranfaise, des origines n t000, vol. 2 (Paris: Li-
brairie Armand Colin, 1906). Hereafter cited in the text by volume and page

number.

8. Renee Balibar and Dominique Laporte, Le inzitrais national (Paris: Ha-

chette, 1974); Renee Balibar, Les Francais fictifi (Paris: Hachette, 1974).-EW.

9. Marcel Bataillon, "Quelques idees linguistiques du XVII' siecle, Nicolas Le

Gras," Languc, discours, societe (Paris: Seuil, 1975).-EW.

to. See Jacques Derrida, "La langue et lc discours de la methode," in

Recherches sur ht philosophic du ',fume (Cahiers du Groupe de recherches sur la

philosophic et le langage 3) (Grenoble and Paris: 1983), pp. 35 - 51.-E.W.

u. See Jacques Derrida, "Tympan," in Margins of Philosophy, trans. Alan Bass

(Chicago: University of Chicago Press, 1982).

12. Montaigne, "Des prieres," in Essays, ed. Andre Tournon, 3 vols. (Paris: lm-

primerie Nationale, 1998), t: 502-3. Cited in Brunot 2.2.4. The translation,

slightly modified, is from The Essays of Montaigne, trans. E.J. Trechmann, ed.

J.M. Robertson (New York and London: Oxford University Press, ,946).-JP

13. Michel de Certeau, Dominique Julia, and Jacques Revel, Une politique de

la langue: La revolution fianotise et les patois: Lenqu'ete de Gregoire (Paris: Galli-

mard, 1975).

14. Cited in Brunot 9.180-8I and de Certcau et al., line politique, p. 2.95.

15. Cited in de Certcau et al., Une politique, pp. t6o, 30off.

16. A reference, no doubt, to Heidegger's Unterwegs zur Sprache (On the Way

to Language): the German Weg is translated in French as chemin, park.-JP

If There Is Cause to Translate 11

1. Adrien Baillet, La vie tie Monsieur Descartes (Geneva: Slatkine, 1970 ). P.

422.-EW
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2. Lewes tie M. Descartes. Oh sont expliquees plusieurs belles difficuhes touchant
ses autres ourvrages, vol. 2 (Paris: Charles Angot, 1659).-EW.

3. Descartes: Philosophical Letters, ed. and trans. Anthony Kenny (Minneapo-

lis: University of Minnesota Press, 1981), p. 34; Descartes, Oeuvres, Librairie
Philosophique (Paris: J. Vrin, 1964-69), 1.353. All further references to these edi-

tions are made in the text and are designated by Letters and Oeuvres respectively.
The translations have often been modified.-JP

4. Descartes, Oeuvres, vol. t. pp. 353-54. English translations from the Dis-
course on Method are adapted from Discourse on Method and Meditations on First
Philosophy, ed. David Weissman (New Haven: Yale University Press, 1996), and
have often been modified.-JP.

5. See "Gesch/echt, Difference ontologique, difference sexuelle," Cahiers de
l'Herne: Martin Heidegger, ed. M. Haar (Paris, 1983), reprinted in Psyche: Inven-
tions de l'autre (Paris: Galilee, 1987); "Geschlecht: Sexual Difference, Ontologi-

cal Difference," Research in Phenomenology E3 (1983): 65-83.

6. Doutes sur la languefrancoise (Brighton: University of Sussex Library, 1971),

p. 27.-EW
7. Quoted in Brunot, thistoire de la languefranfaise, des origines h two, vol. z

(Paris: Librairie Armand Colin, 1906). 3.46.-EW.

8. Roman translates as both "novel" and ''romance."-JP.

9. Descartes, Principles of Philosophy, trans. Valentine Rodger Miller and

Reese P Miller (Dordrecht, Boston, and London: D. Reidel, 1983), p. xxiii.

to. Jean-Luc Nang, Ego sum (Paris: Flammarion, 1979).

u. Oeuvres philosophiques, ed. Ferdinand Alquie (Paris: Gamier freres,

1963-73), pp. 342ff.-EW.

Ia. Kafka, Parables and Paradoxes (New York: Schocken Books, 1966), pp.

36-39.
13. See "Plato's Pharmacy," in Disseminations, trans. Barbara Johnson (Chicago:

University of Chicago Press, 1981).

1 4- See Of Grammatology, trans. Gayatri Chakravorty Spivak (Chicago: Uni-

versity of Chicago Press, 1976), chapter 2.

15. See Roger Dragonetti, La vie de la lettre au Moyen Age (Paris: Scull, 198o),

especially the chapter "Rhetorique et roman."

Vacant Chair

t. Immanuel Kant, The Conflict of the Faculties (New York: Arabis Books,

1 979). Hereafter references will he to this edition and will be made in the text

and designated by Conflict. "lianslations have sometimes been modified.-Trans.
2. Religion within the Limits of Reason Alone (New York: Harper and Row,

4
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1964), p. 8. References to this work will be to this edition and will he cited par-

enthetically by the designation Religion.—Trans.
3. See that text and "Mochlos, or The Conflict of the Faculties" in this volume.
4. In addition to "well-being" and "safety," the French sa/ur, like the German

Heil, has the religious sense of "salvation."—JP
5. See the "General Observation" in Book One of Religion within the Limits of

Reason Alone.
6. Kant, Critique of Pure Reason (London: Macmillan. 1958), p. 657.

7. La philosophic, emphasizing its apparent unity and uniqueness.—jp

8. See "The Principle of Reason: The University in the Eyes of its Pupils" in
this volume. There, Derrida differentiates research that is "end-oriented" or fi-
nalisee from applied research as follows:

In France, for some time, this debate has been organized around what is

called the "end-orientation" Lfinalisationl of research. "End-oriented" research

is research that is programmed, focused, organized in an authoritarian fash-
ion in view of its utilization (in view of "ta khreia," Aristotle would say),
whether we are talking about technology, economics, medicine, psycho-soci-
ology, or military power—and in fact we arc talking about all of these at
once. There is no doubt greater sensitivity to this problem in countries where
the politics of research depend closely upon state-managed or "nationalized"
structures, but I believe that conditions are becoming more and more homo-
geneous among all the technologically advanced, industrialized societies. We
speak of "end-oriented" finalisel research where, not so long ago, we spoke—
as Peirce did—of "application." For it is growing more and more obvious
that, without being immediately applied or applicable, research may pay off,

be usable, end-oriented ffina/isab/el, in more or less deferred ways. And what

is at stake is not merely what sometimes used to he called the techno-eco-

nomic, medical, or military "by-products" of pure research. The detours, de-
lays, and relays of "end-orientation," its random aspects as well, are more dis-
concerting than ever. Hence the attempt, by every possible means, to take

them into account, to integrate them in the rational calculation of pro-
grammed research. A term like "orient" is preferred to "apply," in addition,
because the word is less "utilitarian"; it leaves open the possibility that noble
aims may be written into the program. (p. t41).—JP.

9. See New Essays Concerning Human Understanding, trans. and ed. Peter

Remnant and Jonathan Bennett (New York : Cambridge University Press, t997).

to. La philosophic, literally the philosophy, emphasizing its apparent unity

and un iqueness.—JP

Theology of Translation

This text was first given as a lecture at the University of Toronto during a con-
ference on The Semiotics of Litetaty Thanslation and was also the concluding lec-
ture in the series entitled "Languages and Institutions of Philosophy" at the Fifth
International Summer Institute for Semiotic and Structural Studies. It appeared
in lexte 4 (1985) and then in Quest-ce que Dieu? Philosophie/Theologie: Hommage

labbê Coppieters de Gibson (Brussels: Publications des Facultes de Saint-Louis,
1985).—EW. The details of the first English publication are given on pg. 283.—JP

1. Sec "Des tours de Babel" in Joseph E Graham, ed., Difference in Mutilation
(Ithaca: Cornell University Press, 1985), pp. 209-84.

2. Roman Jakobson, "On Linguistic Aspects of Translation," in Selected Writ-
ings, ed. S. Rudy (The Hauge: Mouton, 1970, pp. 26o-66.

3. Johann Wolfgang von Goethe, "Ubersetzungen," in Werke, vol. 2 (Munich:

Deutscher Taschenbuch Verlag, 3981), pp. 255-58.
4. Antoine Berman, L'epreuve de Petranger: Culture et traduction dam L'Alle-

magne romantique (Paris: Flammarion, 1984): The Experience of the f=oreign: Cul-
ture and Mutilation in Romantic Germany, trans. S. Heyvaert (Albany: SUNY
Press, 3992). Hereafter references will be made parenthetically, the first page
number corresponding to the English translation, the second to the French.—
"I'rans.

5. F.W.J. Schelling, On University Studies (Athens: Ohio University Press,
1966). Further references will be made parenthetically and will be designated by
University. Translations are sometimes modified.

6. See the Sixth Lecture; with Schelling as well as with Kant, something
would have to be said about the alternate recourse to Latin or German words.

7. The French Former and se former are rendered literally as to form and to form
oneself here. Like the German hi/den, they also refer to "education," "cultiva-
tion," and "culture."—JP

8. See "Vacant Chair" in this volume.—JP.
9. There is something more Schellingian than Kantian about the proposals

that have been made to the State and to the French government in view of the
creation of an College International de Philosophie: a fundamental place re-
served for the international difference of and the problematic of trans-
lation. a place of poetics and of artistic performativity, of departitioned philoso-
phy. and so forth. But there is something very anti-Schellingian about them as
well. For the principle of uni-formation or uni-totality can also be worrisome,
Koch front Kant's point of view and from our own present perspective. As we will
tire. the State can surreptitiously recover in such a principle all its power. the very
power of totality.

to. See Nietzsche and his critique of Kant.
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it. Goethe, "The Apotheosis of the Artist" (1789).
12. On Derrida's use of the term findisi, see note 8 in "Vacant Chair"

above.—J P.

Mochlos, or The Conflict of the Faculties

This paper was delivered in English on April 17,1980 at Columbia University,
for the centenary of the founding of its graduate school and after Derrida had
been given an honorary doctorate. It first appeared in French in Philosophic [
(April 2, 1984) (Paris: Minuit)1 and in English in Logornachia, ed Richard Rand
(Lincoln: University of Nebraska Press, 1992), pp. 1-34.

r. Immanuel Kant, The Conflict of the Faculties/Der Streit der Fakultaten,
trans. Mary J. Gregor (New York: Abatis Books, 1979), p. 23. Translations mod-
ified throughout. Hereafter cited parenthetically as Conflict.

2. See, for example, Of Grammatology, trans. Gayatri Chakravorty Spivak
(Baltimore: Johns Hopkins University Press, 1976), notably p. 54; "Plato's Phar-
macy" (in Dissemination, trans. Barbara Johnson [Chicago: University of
Chicago Press, 19811, p. 128); -Signature Event Context," in Margins of Philoso-
phy, trans. Alan Bass (Chicago: University of Chicago Press, 1982); and Glas,
trans. John P. Leavey, Jr., and Richard Rand (Lincoln: University of Nebraska
Press, 1987).

3. La deconstruction, literally the deconstruction, to emphasize its apparent
unity and uniqueness.—JP.

4. "Whereas the utility the higher faculties promise the government is of sec-
ondary importance. We can also grant the Faculty of Theology's claim that the
Faculty of Philosophy is its handmaid (though a question remains, whether the
servant is the mistress's torchbearer or trainbearer [oh diese direr gniidigen Frau die
Fakel vortragt oder die Schleppe nachtrittp, provided it is not driven away or si-
lenced. For her very modesty—merely being free, and leaving others free, to find
the truth for the benefit of all the sciences and to set it before the higher facul-
ties to use as they will—must commend it to the government as above suspicion,
indeed, as indispensable." Second Section, "The Concept and Division of the
Lower Faculty," Conflict, p. 45.

5. "Insofar as the sciences attain actual objective existence in and through the
state and become a power, they are organized into so-called faculties. A few re-
marks are necessary concerning their relative rank—especially since Kant in his
Conflict of the Faculties seems to have treated the question from a very one-sided
point of view. Clearly, theology, as the science in which the innermost core of

philosophy is objectified, must have the first and highest place. Since the ideal is
a higher potency or level of the real, it follows that the law faculty has precedence

over the medical. As for philosophy, I maintain that there is no such faculty, nor
can there be, for that which is all things cannot for that very reason be anything
in particular." Friedrich Schelling, On University Studies, trans. E.S. Morgan
(Athens: Ohio University Press, 1966), p. 79. See "Theology of Translation" in
this volume.

6. See, for example, the works and struggles of Greph in Qui a pear de la
philosophic? (Paris: Flammarion, 1977). See also Les Etats generaux de la philoso-
phic (16 et 17 juin 1979) (Paris: Flammarion, 1979). [Derrick's contributions to
these publications are reproduced in this volume and in Who Afraid of Philoso-
ply?: Right to Philosophy I, trans. Jan Plug (Stanford: Stanford University Press,
zooz).—J P.1

7. En mal de signifies both longing or yearning for and short of or lacking. It
should also be noted that ma/can also mean ill or evil.—JP

8. Or, "right of right," or "right of law." Throughout the following pages, the
word droit, which means both "right" and "law," is translated as "law."—JP.

9. Conflict 193. Redundancy. Let us repeat here the name of Polyphemus.
Mochlos is also the name for the "wedge" or wooden lever that Ulysses—or the
ruse of No One, orals, Metis—puts into the fire before driving it into the pupil
of the Cyclops (Odyssey 9.375-88).

Punctuations

Given during the thesis defense for the doctorat d'etat (based on published
works), June 2, 1980 at the Sorbonne. The jury consisted of MM Aubenque, de

Desanri (thesis supervisor), July, Lascaulr, Levinas. First appeared in
English as "The Time of a Thesis: Punctuations," in Philosophy in France Today,
trans. Kathleen McLaughlin, ed. A. Montefiore (Cambridge: Cambridge Uni-
versity Press, 1983) and in Spanish as "El tiempo de una tesis: Puntuaciunes,"
trans. P Peiialver, in Anthropos 93. "Jacques Derrida" (February 1989).—EW.

1. The agrëgation is one of the national competitive examinations to certify
for teaching positions in a lye& or university.—JP.

z. See Le probleme de la genese dans la philosophic de Husserl (Paris: Presses Uni-
versitaires de France, 1990).

3. De la grammatologie (Paris: Minuit, 1967); Of Grammatology, trans. Gaya-
tri Chakravorty Spivak (Baltimore: Johns Hopkins University Press, 1974). [The
thesis for the third cycle is the equivalent of a doctoral dissertation. JP.]

4. See L'origine de la geometrie (Paris: Presses Universitaires de France, 1962).
s. Of Grammatology, tecriture a la difference  (Paris: Seuil, 1967) ( Writing and

Difference. trans. Alan Bass [Chicago: University of Chicago Press, '9781); "La
voix a le phinomene"• Introduaion arc problerne du signe dans la phinominologie de
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Husserl (Paris: Presses Universitaires de France, 1967) (Speech and Phenomen a
and Other Essay on Hussein Theory of Signs, trans. David B. Allison [Evanston ;
No r t 11 ,.vcsrcrll University Press, 1973]).

6. 141alges—de la philosophic (Paris: Seuil. 1972); Margins of Philosophy, trans.
Alan Bass (Chicago: University of Chicago Press, 198z).

7. In Margins of Philosophy.
8. La dissemination (Paris: Scull, 197z); Marges—de In philosophic (Paris: Seuil,

1972); Positions (Paris: Minuit. 1972) (Positions, trans. Alan Bass [Chicago: Uni-
versity of Chicago Press, 19811).—JP.

9. Glas (Paris: Editi ons Galilee, 1974); GIas, trans. John P Leavey and Richard
Rand (Lincoln: University of Nebraska Press, 1986).

to. Eporms: Les syles de Nietzsche (Paris: Flammarion, 1978); (Spurs: Nietzsche's
Styles, trans. Barbara Harlow !Chicago: University of Chicago Press, 19791); La
carte postale: De Socrate a Freud et au-dela (Paris: Flammarion, 1980) ( The Post
Card: From Socrates to Freud and Beyond, trans. Alan Bass [Chicago: University
of Chicago Press, 19871).

it. First appeared in Glyph 2 (1977) and reprinted as Limited Inc (Evanston:
Northwestern University Press, 1988).

The "Avant-Projet" is published in Who's Afraid of Philosophy?: Right to

Philosophy I, trans. Jan Plug (Stanford: Stanford University Press, 2002), pp,
92-98. On Greph and the historical context of its work, see the Translator's Fore-
word to this volume.—JP

13. La verite en peinture (Paris: Flammarion, 1978) (77)e Blab in Painting,
trans. Geoff Bennington and Ian McLeod [Chicago: University of Chicago
Press, 19871).

(4. See, For example, Fors, preface to Nicolas Abraham and Maria Torok,
Cryptoynanie: Le verbier de rhomme aux loops (Paris: Flammarion, 1976).—EW

The Principle of Reason

The French publication of this talk, first given and published in English, is ac-

companied by the following note.
This inaugural lecture fur the Andrew D. White Professor-at-large chair was

given in English at Cornell University, (Ithaca, New York) in April 1983. I did not
believe it either possible or desirable to erase everything that related to the cir-
cumstance, to the places, or to the history of this university. The taik's structure
has an essential relation with the architecture and site of Cornell: the heights of
a hill, the bridge or -harriers" above a certain abyss ("gorge," in English). the
common sire of so many uneasy discourses on the history and rare of suicides
("gorging out," in the local idiom). among professors and students. What must
one do to avoid throwing oneself to the bottom of the gorge? Is it responsible for

all these suicides? Must harriers he built? For the same reason. l thought it prefer-
able to leave certain passages in English. In certain cases, their translation poses
no difficulty. In other cases, it would be quite simply impossible without very
lengthy commenraries on the meaning of this or that idiomaric expression.

Originally appeared, under this title, in Diacritics 13.3 (1983): 3-20; then in
Spanish, "El principio de RazOn: La universidad en los Ojos dc sus pupilolas,"
trans. B. Mazzoldi and R.P. Diaz. Nomade 3 (June 1984), and in French in Le
cabier du College International de Philosophic Z (Paris: Osiris, 1986). A more lit-
eral translation of the tide would give "The Pupils of the University: The Princi-
ple of Reason and die Idea of the University."—JP.

t. James Siegel, "Academic Work: The View From Cornell," Diacritics 11:r
(Spring 1981): 68-83; the quotation, on page 69, is taken from Kermit Parsons,
Tim Cornell Campus: A History of Its Planning and Development (Ithaca: Cornell
University Press, :968). Hereafter cited in the text as "View."

2. In regard to this "naturalism" (a frequent, but not general phenomenon
that Kant, for example, eludes at the beginning of the Conflict of the Faculties),
arid also to the classic motiFolinterdisciplinarity as an effect of the archetectonic
totality, see, for example. Sehleicrmachcr's 1808 essay "Gelegentliche Gedanken
lifer Universitaten in deutschem Sinn, nehst einem Anhang fiber ein ncu zu
errichrende." A French translation of this text appears in a noreworthy collec-
don, Philosophies de Punivenite, ridealisme allemand et la question de l'Universite,
cd. Perry, Pesron. Renault (Paris: Payot, 1979).

3. For an English translation of Schelling's text. see F.W.J. Schelling, On Uni-
versity Studies (Athens: Ohio University Press, 1966). The passage quoted here (p.

of- the English translation) has been translated in view of- Ehe translation used
by Derrida.—JP

4. What American English calls "the faculty," those who teach, is in French le
corps enseignant, the reaching corps (just as we say "the diplomatic corps") or
teaching body—Trans.

5. "View" 69. The quotation is taken from Parsons, The Cornell Campus.
6. "Un discours propedeutique et prevent if": propedeutical remarks, to use

the word German took over from Greek to designate the teaching that comes be-
fore teach i n —Tra n s.

7. About national idioms and idioms which, like Latin, aspire ro greater
catholicity: Leibniz's rationem redden—a phrase by no means his exclusive prop-
erty, but common to philosophy at large—is easily carried over into ordinary
French as reran' raison, wan. raison de quelque chose; but in English, today,
"render reason" sounds outlandish. The Oxford Dictionary shows that English
had the idiom ar one time; setting aside a willfully archaic and dialectical sen-
tence From Waher Scott, the most recent example adduced is from An &position
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of the Creed by John Pearson, bishop of Chester, published in London in 1649,
and it is an example not without interest for our purposes. "Thus," says Pearson
as he expounds Article IX, "the Church of Christ in it's [sic] primary institution
was made to be of a diffusive nature, to spread and extend itself from the City o f
Jerusalem, where it first began, to all the parts and corners of the earth. This rea-
son did the ancient fathers render why the Chruch was called Catholick" (An
Exposition, [Ann Arbor, Michigan: University Microfilms, 19681, p. 697), H e
then goes on to say that for a second reason the church is called catholic because
it reaches everything, or at least everything necessary to Christian faith. Appar-
ently, there was a whole teaching of diffusion and dissemination well before our
own time. To judge from the quotations given by the OED, to render reason (to
give it hack, as it were) worked in exchange and concert with to yield reason and
to give reason; any one of the three could mean to give grounds for one's thoughts
and assertions, but also, to give an account of one's acts or conduct, when sum-
moned to do so: to he held accountable and to speak accordingly. In 169o, writ-
ing not of reason but only of understanding, Locke argued that we rank things
under distinct names "according to complex ideas in us," as he says, "and not ac-
cording to precise, distinct, real essences in them." We cannot denominate
things by their real essences, as Locke puts the matter, for the good reason that
"we know them not." Even the familiar objects of our everyday world are com-
posed we know not how; they must have their reason, but we cannot give it back
to them. Thus, for all his practical bent, Locke is drawn to say, and I quote him
once again, "When we come to examine the stones we tread on, or the iron we
daily handle, we presently find that we know not their make, and can give no
reason of the different qualities we find in them" [An Essay Concerning Human
Understanding, III. vi, 8-91. In English, as in French or Latin, at one time peo-
ple could give reason, or render it, or not be able to render it.—E.P.M.

8. In this quotation from Peirce's Values in a Universe of Chance [(Stanford:

Stanford University Press, 1958), p. 3311, in addition to the last sentence, I have
italicized the allusion to desire in order to echo the opening words of Aristotle's

Metaphysics. Weber's article appeared in a double issue of The Oxford Literary Re-
view 5; 1-2 (1982), pp. 59-79•

9. Here is but one example: "Rationem reddere heigt: den Grund zuriick-
geben. Weshalb zuriick und wohin zuriick? Weil es sich in den Beweisgingen,
allgemein gesprochen im Erkennen urn das Vorstellen der Gegenstiinde handelt,
kommt dieses "zuri.ick" ins Spiel. Die lateinische Sprache der Philosophic sagt es

deutlicher: das Vorstellen ist re-praesentatio. Das Begegnende wird auf das

vorstellende Ich zu, aides zuriack und ihm entgegen praesentiert, in eine Gegen-
wart gestellt. Gemag dem principium reddendae rationis muf3 das Vorstellen ,

wenn es tin erkennendes sein toll, den Grund des Begegnenden auf das
Vorstellen zu und d.h. ihm zuruckgeben (reddere). Ins erkennenden Vorstellen

wird dens erkennenden lch der Grund zu-gestellt. Dies verlangt das principium
rationis. Der Satz vom Grund ist damns Fur Leibniz der Grundsatz des zuzustel-
lenden Grundes." Der Satz vom Crrend(Pfullingen: G. Neske, 1957), p. 45. What
would resist this order of epochs and, consequently, the entire Heideggerian
thinking of epoch-making? Perhaps, for example, an affirmation of reason (a ra-
tionalism, if you will) that, at the same instant (but what, then, is such an in-
stant?) t) would not submit to the principle of reason in its Leibnizian form, that
is, that would he inseperable from finalism or the absolute predominance of the
final cause; z) would nor determine substance as subject; 3) would propose a
nonrepresentative determination of the idea. I just named Spinoza. Fleidegger
speaks very rarely and very briefly of him and never does so, as far as I know,
from this point of view and in this context.

to. In Nom Wesen des Grundes," Wegmarken (Frankfurt am Main: Kloster-

mann, 1976), pp. 6o-61.

11. "And yet, without this all-powerful principle there would be no modern
science, and without such a science there would he no university today. The lat-
ter rests upon the principle of reason (Diese grfinder aufdem Satz vom Grund).
Flow should we represent that to ourselves ( Wiesollen wir uns dies vorstellen), the

university founded, gegrfindet, on a sentence (a primary proposition: aufeinen

Satz)? Can we risk such an assertion (Dtirfen wir eine solche Behauptung wagen)?"
(Der Satz vom Grund Dritte Stunde, p. 49).

12. See Immanuel Kant, Critique of Pure Reason, trans. Norman Kemp Smith

(New York: St. Martin's Press, 1965), p. 633.—JP.
t3. For this passage, see Der Satz vom Grund, pp. 198-2o3.—EW.

14. Informatique has to do with computer programs and programming; thus

informatisation might also be translated as computerization.—JP.

15. Among many possible examples, I will mention only two recent articles.
They have at least one trait in common: their authors are highly placed repre-
sentatives of two institutions whose power and influence hardly need to be re-
called. I refer to "The Crisis in English Studies" by Walter Jackson Bate, Kings-

ley Porter University Professor at Harvard (Harvard Magazine, Sept./Oct. 1982),

and to "The Shattered Humanities" by Willis J. Bennett, chairman of the Na-
tional Endowment for the Humanities ( WWI Street Journal, Dec. 31, 1981). The

latter of these articles carries ignorance and irrationality so far as to write the fol-
lowing: "A popular movement in literary criticism called 'Deconstruction' denies
that there are any texts at all. If there are no texts, there are no great texts, and no
argument for reading." The former makes remarks about deconstruction—and
this is not by chance—that are, we might say, just as unnerved. As Paul de Man
notes in an admirable short essay ("The Return to Philology," Times Literary
Supplement, December to, 1981), Professor Bate "has this time confined his
sources of information to Newsweek magazine.... What is left is a matter of
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law-enforcement rather than a critical debate. One MUSE be feeling very threat-
ened indeed to become so aggressively defensive."

16. In his posthumous writings.
17. Heidegger, What is Metaphysics? (Was ist Metaphysik? [Frankfurt am Main:

Klosterniann, 19601.)
18. "The Self-Affirmation of the German University." [Published in English

as "The Self-Assertion of the German University," in The Pleitlegger Controwrsy:
A Critical Reader, ed. Richard Wolin (Cambridge: M1T Press, i993).—JP1

"In Praise of Philosophy"

We publish under this title an interview between Jacques Derrida, Didier Eri-

hon, Robert Maggiori, and Jean-Pierre Salgas published in Liberation (Saturday

and Sunday, November at and 12., 198t}. It is worthwhile reproducing here the

introduction then proposed by the newspaper for this interview as well as the

presentation given of the "project of Greph."—E.W.

For the context in which Greph was created and then fought for the teaching

of philosophy, see the Translator's Foreword to this volume.—Trans.

1. For further details on the situation of the teaching of philosophy referred to
here, see the Translator's Foreword to this volume.—Trans.

a. See Mitterrand's letter to Crept, in the appendices of this volume.—Trans.

3. In France the lye& provides the final three years of studies—the Seconde,
the Premiere, and the Terminale—leading to the State examination, the bac-
calaurea E.—Trans.

4. Qui a pear de la philosophic?and Les bars Generaux de la philosophic (16 a
17 juin 1979) both appeared in the series entitled Collection Champs, from Flam-
marion (Paris), in 1977 and 1979 respectively. Derrida's contributions are col-
lected in Jacques Derrida, Who Afraid of Philosophy?• Right to Philosophy 1, trans.

Jan Plug (Stanford, Calif.: Stanford University Press, zooz), and in this vol-
ume.—Trans.

5. "The long second cycle" refers to the final three years of lycee instruction
leading up to the baccalaureat. In some sections of lycee instruction—for in-

stance, the professional sections—students complete a short second cycle and do
not take the baccalaureat.—Trans.

6. Alice Satinier-Seite, former minister of universities.—Trans.
7. A habilitation is the accreditation to supervise research.—Trans.
8. The Inspection Generale is the administration of central education in

France. There is an inspecteur el;uwelentie for each departemoll, or region, in the

nation.—'Frans.
9. The adjective pelformant refers to economic performance, pnifitahility.--Trans.
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The Antinomies of the Philosophical Discipline

This text reproduces the preface to La greve des philosophes: Èrolc et philosophic

(Paris: Osiris, 1986). This hook collects the lectures and discussions from the

conference "Ecole et philosophic" that was held at Universite de Paris-X, Nan-

terre, October ao—at, 1984.

1. The Terminale is the final year of the lycee in preparation for the baccalau-
reat.—J.P.

Popularities

Phis text was first published as the foreword to Les sauvages dare la cite: Auto-

emancipation du peuple et instruction des proletaires au XIA siecle, ed. J. Borreil

(Seyssel: Editions du Champ Vallon, (985).

1. See "Privilege," in Jacques Derrida, Who's Afraid of Philosophy?: Right to

Philosophy I. trans. Jan Plug (Stanford, Calif.: Stanford University Press, 2002),

as well as note 1 to that text, pp. 193-94.—Trans.

z. Immanuel Kant, The Metaphysics of Morals, trans. Mary Gregor (Ca(n-

bridge: Cambridge University Press, 1996), pp. 3-4.
3. One English translation of this passage reads, "[It] should he capable of be-

ing popularized (i.e., of being made sufficiently intelligible for general commu-

nication)." This may be more intelligible, but it blurs the point being made here
about the intelligible/sensible distinction; see "Preface to Part 1," in Immanuel

Kant, The Metaphysical Principles of Virtue, trans. James Ellington (New York:

Bobhs-Merrill, 1964), p. 4.—Trans.
4. Kant, Metaphysics ofMorals, p. to.

5. In Derridds "Vacant Chair: Censorship, Mastery, Magisrerialiry," in this

volume.

"Who's Afraid of Philosophy?"

Shortly after the Estates General of Philosophy were held, the journal Esprit or-

ganized a round table published in February 1980 under the title "Who's Afraid

of Philosophy?" I participated in that round table with Roland Brunet, Guy

Coq, Vladimir Jankelevitch, and Olivier Mongin. While reproducing only my

own contributions here, I nonetheless keep die titles given by the review to the

different moments of the discussion.

I. The national competitive examinations referred to here are the CAPES
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(Certificar d'Aptirtide Professionelle d'Enseignement Secondaire) and the agre-
gation, both of which certify candidates for teaching positions in lycees or uni-
versities. The ecoles normales are the "grandes ecoles” for the training of teach-

ers,—Trans,
2. On the Haby Reform, see the Translator's Foreword to this volume.—

I rans.
3. The Appeal has been published in Jacques Derrida, Who's Afraid of Philos-

ophy?: Right to Philosophy 1, trans. Jan Plug (Stanford, Calif.: Stanford University

Press, 2oo2). pp. 186-87.—Trans.
4. In France the lycee provides the final three years of studies—the Seconde,

the Premiere, and the Terrninale—leading to the State examination. the bac-

calau rear.—Trans.
5. Derrida's contributions to Qui a pear de la philosophie? (Paris: Flammarion,

[977) are collected in Derrida, Who's Afraid of Philosophy?—Trans.

6. The word ebranlemenr, translated here as "disturbance," signals a shaking,

weakening, or destabilizing.—Trans.

7. Regis Debray signed the report to the Estates General of Philosophy pro-

duced by the work group on teaching and the media. See Greph, Etats Gineraux

de la philosophie (16 et 17 juin 197g) (Paris: Flammarion, [979). pp. [57-67.—

'Frans.
8. Greph, Etats Generaux de la philosophic.

Letter from Francois Mitterrand to Greph

The May 28. 1981, letter from Mitterrand to Greph appeared, along with the

commentary following the letter, in Le Monde under the title "The Teaching of

Philosophy Should Be Extended ro the Whole of the Second Cycle."—Trans.

Titles

To clarify my argument at this point. I believe it is useful to reproduce here a

chapter of the report for the foundation of the College International de Philoso-

phic, the chapter carrying precisely the tide "Tides." I want to recall that, as op-
posed to "Sendoffs" (helow), this chapter belongs to the part of the report chat

was accepted and signed by all the members of the committee that I was offi-

cially in charge of coordinating. (Further details on the history of the College are

given in the head note to "Sendoffs" and in the Translator's Foreword to this vol-

unic.—Trans.1

t. The Tenni tale is the last year of lycee studies in preparation for the Stare

national examination, the baccalaureat. Members of the College de France are

appointed by [he president of France and give lectures open to all. The Centre
National de Recherche Scientifique (CNRS) provides positions for researchers

who do not necessarily teach within the framework of the instirtuion.—Trans.
2. Immanuel Kant, The conflict of the Faculties I Der Streit der Fakultdten,

trans. Mary J. Gregor (New York: Abatis, [979).
3. The word Shranleinent refers to a shaking, weakening, or destabilizing.—

Trans.
4. A reference, again, to the "nonphilosophical" departments of the university

in Kant's conflict of the Faculties.

5. Cited by Fernand Braude!. I take the term our of context here, even turn-
ing it against its obvious presuppositions: God. -die guarantor of interscience, as

is Spinoza's God-Substance."
6. The adjective perfirniant refers to economic performance, productivity, or

profitability and resonarcs with performative language in speech-act theory.—
'I 'rails.

7. Here the problems and programs of the College will be able to intersect

with those of the Centre d'Etudes des Systemes et des Technologies Avancees
(CESTA). From the moment of its creation, the College will have to follow up

on discussions already under way in this direction and to plan organized ex-

changes with CESTA.

8. The French here is simply exploration aux limites, literally "exploration atito

the limits," which could, of course, be the limits not only of philosophy but of

other approaches as well.—Trans.

9. The Faculty of Philosophy comprises the group of disciplines that are

themselves subordinated to the discipline of pure rational science—pure mar he-

marks, pure philosophy, the metaphysics of nature and of morals.
to. In Kant's day, theology, medicine, and law, but this Iist could be modern-

ized.
it. See Derrida's "Theology of Translation," in this volume.—Trans.

/2. See "Philosophy and Its Classes," in Jacques Derrida, Who's Afiaid of Phi-

losophy?: Right to Philosophy I, trans. Jan Plug (Stanford, Calif: Stanford Univer-

sity Press, aooz).—Trans.

13. See President Mitterrand's letter to Greph in the appendices of this vol-

ume.—Trans.

14. Ler us recall that at its creation, the College de France was named the Col-
lege des Trois Langues (College of Three Languages), fir the study of Latin,

Greek, and I iebrew.
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Sendoffi

"Coups d'envoi" was published in College International de Philosophic: Sciences,
Interscience, Arts, as part of a 'Rapport presence a M. Jean-Pierre Chevenement,

Ministre d'Etat, Ministre de la Recherche et de !Industrie, par Francoise

Chitelet, Jacques Derrida, Jean-Pierre Faye, Dominique Lecourt," dated Sep-
tember 30, [982,105-55. Portions of the report, including "Coups d'envoi," were

also reprinted in a booklet titled Extraits dun rapport pour le College International

de Philosophic, prepared by the College in the fall of [983, and parrs of "Coups

d'envoi" were excerpted as "Legitimite de la philosophic," in TE.L. (Temps

Economic Litterature) 8 (November 25, 1982): 1,7.
Chatelet, Derrida, Faye, and Lecourt made up a French government "mission"

charged with investigating the possibilities and conditions of an International

College of Philosophy. The idea for such an institution had grown to some mea-

sure out of the militant struggles of the Groupe de Recherches sur l'Enseigne-

mem Philosophique (Greph) and the Estates General of Philosophy—in which
Derrida played a major part—against the attempts made by conservative gov-

ernments to eliminate or restrict the teaching of philosophy in French schools. A
year after Francois Mitterrand's election as president and the victory of a Social-

ist parliamentary majority in May 1981, the mission was formally created by
Jean-Pierre Chevenemenr, the new minister of research and industry. On May
18,1982, Derrida circulated on behalf of the mission an open letter to interested

parties worldwide, citing Chevenement's instructions and inviting potential par-

ticipants in the College to identify themselves and to propose research and pro-

jects (the letter was widely disseminated; see, for instance, La Quinzaine Lit-

teraire 374 [July 1-15. 19821: 29, and Substance 35 119821: 8o-81). Four months

later, after extensive consultations and evaluation of more than 75o replies to the
open letter, the mission recommended the establishment of the College as an au-

tonomous but State-funded teaching and research institution, aimed principally
at encouraging and organizing work on (quasi-)philosophical research themes or

objects nor sufficiently studied in existing institutions. Their report, a somewhat
technical government document, outlined in its first hundred pages the mission's

collective recommendations for the definition, the regulating idea, and the con-

stitut ion of the College. This was followed by four individual "projections," one

by each of the four philosophers, "Coups d'envoi" being Derrida's contribution.

The College was officially founded in Paris on October to, t983 and began op-

erating that semester, with Derrida as its first director, followed by Jean-Francois
Lyotard, Miguel Abensour, and others. Today it offers, free and open ro the pub-
lie, without prerequisites, a wide range of courses and research programs, as well
as frequent colloquia and lectures, by scholars in its six "intersections": philoso-
phy/science, philosophy/art and literature, philosophy/politics, philosophy/psy-

choanalysis, philosophy/internationalities, and philosophy/philosophy. It is di-
rected by an Assemblee Collegiale. Its work, particularly the work of its seminars,
is documented in a regular series of Cahiers. Requests for schedules and other in-
formation can be addressed ro the College at: u, rue Descartes, 75005 Paris.

Helpful discussions of the College in English can be found in Steven Ungar,
"Philosophy after Philosophy: Debate and Reform in France since 1968," Enclitic
8, nos. I-2 0984): 13-26, especially the appendix on the College; and in Vincent

Leitch, "Research and Education at the Cross-Roads: A Report on the College
International de Philosophic," Substance 50 (1986): 101-14.

Along with the work included in this volume and in Whos Afraid of Philoso-
pity? other work be Derrida on the College includes: "On Colleges and Philoso-
phy," Discussion with Geoff Bennington, ILA Documents 5 (1986): 66-71; and
the interview with lmre SaIusinzky in Criticism in Society (New York and Lon-
don: Methuen, 1987), pp. 8-24, especially 4-18. In French, see 'Philosophic au
college," interview with Jean -Luc Th6haud, Liberation 692 (August it, 1983):
15-16; and "Cinquante-deux aphorisms pour un avant-propos," in Psyche (Paris:
Galilee, 1987), 5o9-18.—Eds.

[This translation was published in Yale French Studies 77, Reading the Archive:
On T-scts and Institutions, ed. E.S. Burr and Janie Vanpe, 1J90.—JP.]

t. At the end of every chapter of this "projection," I will multiply the num-

bered references to the contributions addressed to us during the course of the
mission. All of these documents will be collected as we have indicated, and at-
tached to the final report. They have extremely diverse forms and functions (let-

ters of support, advice, suggestions, offers of participation or association, very
elaborate projects). They have been addressed by individuals (teachers, re-

searchers, students, artists, experts. or practitioners), by groups or institutions,
from France and abroad. Without picking and choosing from among the differ-
ent types of correspondence j envoi) in my references, I have allowed myself to be
guided simply by a classically thematic principle. Of course, it could not be rig-
orous, given the intersections to which we have appealed from the outset. Cer-
tain references will have to appear several times. Nonetheless, it seemed useful to
constitute this kind of thematic index, however approximate. It might help the

first readers of the report to form an image of the ensemble of- con t r &dons and
exchanges to which the mission has given space. Its interest and scope will he
more obvious, and the consultation of the adjoined dossier may he facilitated.

Especially, beyond this first reading, and if the College is created, such an in-
strument could be indispensable when the time comes to make our first initia-
tives and it is necessary to make contact again with all our correspondents. [In
t he absence of the supporting documents, these notes have been deleted from
the translation.—E.ds.)
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2- Maurice Godelier, Les sciences de l'homme et la societe (Paris: Documenta-

tion francaise, r982), 2 vols.—Trans.
3. See Marcel Mauss, "Essai sur le don" (1925), in his Sociologic et anthropolo-

gic (Paris: Presses Universitaires de France, 198o); trans. lam Connison as The

Gift: Forms and Functions of Exchange in Archaic Societies (New York: Norton,

1967).-11-ans.
4. See Denis Hollicr, ed., Le Collige de Sociologic 1937-1939 (Paris: Callimard,

1979); trans. Betsy Wing, as The College of Sociology (037-1939) (Minneapolis:

University of Minnesota Press, 1989).—Trans.
5, The Centre National de Recherche Scientifique (CNRS) provides positions

for researchers who do not necessarily teach within the framework of the ingi-

tution.—Trans.
6. CESTA, the Center for the Study of Advanced Systems and Technologies,

and CREA, the Center for Research on Autonomous Epistemologies, are both
housed in the same buildings as the College. r-5 rue Descartes, the former Ecole
Polytechnique. The Direction du Livre is a subsection of the French Ministry of
Culture that supervises, supports, and studies various aspects of book production
and distribution. It is affiliated with the Centre National des Lettres, a semipri-
vate organization run by both the Direction du Livre and publishers, which sup-
ports such activities as the publication of journals and the activity of small
presses, etc.—Trans.

7. See Placide Tempels, La philosophic bantoue, trans. A. Rubbens (Elisa-

berhville: Editions Lovania, 1945): Bantu Philosophy, trans. Colin King (Paris:

Presence Africaine, I959). And see Paulin J. Honntondia, Stir la 'philosophic

africaine” (Paris: Francois Maspero, 1976); African Philosophy, trans. Henri Evans
with Jonathan Ree (Bloomington: Indiana University Press, 3983), especially

chapters 1-3.--Eds.
8. See the collective volume from Greph called Qui a part de la philosophic?

(Paris: Flammarion, 1977) and the proceedings of the June 1979 ,gtats Genenrux

de la Philosophie (Paris: Flammarion. 1979). Minister Chevenemenes letter is
quoted in Derrida's "lam circulaire" of May 18, 1982 (see headnote). Derrida's
contributions to these volumes are collected here and in Who's Afraid of'Philoso-

phy?: Right to Philosophy I (Stanford: Stanford University Press, zoo2).—Eds.

9. The complete French text can be found in Qui a part de la philosophic?;

English translation in Who's Afinid of Philosophy pp. 9a-97.—Eds.
to. Two years of post-baccalaureat preparation for the entrance examination

of the humanities section of the Ecoles normales superieures.—Trans.
rt. The Centre National de Recherche Scientifique and the Fondation

independent though closely linked, provide permanent and part-time positions

for researchers, who do not necessarily teach within the framework of these in-

stitutions.—Trans.

Report

We reproduce here the beginning of the "Preamble to the Principles fir a Reflec-
tion on the Contents of Education, - published in March 1989: "A committee to
consider the contents of reaching had been created, at the end of 1988, by the

minister of national education. Chaired by Pierre Bourdieu and Francois Gros
and composed of Pierre Baque, Pierre Berge. Rene Blancher, Jacques Bouveresse,
Jean-Claude Chevallier, Hubert Condamines, Didier DaCunha Castelle, Jacques
Derrida, Philippe Joutard, Edmond Malinvaud, and Francois Mathey, its mis-

sion was ro revise the fields of knowledge taught, while reinforcing the coherence
and unity of these fields of knowledge.

In the first phase of their work, the members of the committee gave themselves
the task of- formulating the principles that would have ro govern their work. Con-

scious of and concerned about the implications and practical applications. in par-
ticular the pedagogical applications, of these principles, in order to ground them

they endeavored to obey only the properly intellectual discipline that follows from
the intrinsic logic of the fields of knowledge available and the anticipations or
questions that can be formulated. Since their mission was not to intervene di-
rectly and in the short term in the definition of the programs, they wanted to out-
line the large orientations of the progressive transformation of the contents of
reaching that is indispensable, even if it must take some time to follow, and even
get ahead of as much as possible, the evolution of science and society.

Having accepted these principles, specialized working committees will con-
tinue or begin to reflect more deeply on each of the large regions of knowledge.
They will try to propose, in preliminary notes that could be submitted in June

1989, not the ideal program of an ideal teaching, but a group of precise observa-
tions, bringing out the implications of the proposed principles."

One of these committees (Philosophy and Epistemology)—cochaired by
Jacques Bouveresse and Jacques Derrida, and composed of Jacques Brunschwig,
Jean Dhornbres, Catherine Malahou, and Jean-Jacques Rosat—submitted the

"Report of the Committee of Philosophy and Epistemology" to the minister in
June 1989.—E.W.

T. SGEN: Syndicat Generale des Enseignarits: SNES: Syndicat National des
F:nseignements de Second Degre; SNESUP: Syndicat National de l'Enseigne-
mcnts Superieut —Trans.

2. University education in France is divided into cycles. The premier cycle, or
first cycle, is composed of a two-year DEUG (Diplome d'Etudes Universitaires
Génerales—Diploma of General University Studies). The second cycle includes
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the licence, obtained at the end oldie third year of study, and the malaise, at the

end of the fourth year. The third cycle comprises higher degrees such as the DEA

(Diplome d'Etudes Approfondi) and the DESS (Diplome d'Etudes Superieures

Specialisees), both of which precede the doctorat, and the doctorat itself. Insti-

tuts Universitaires de Formation des Maitres are the university institutes for

teacher training. The college covers the years from the sixieme to the troisieme

(students are approximately eleven to fifteen years of age), and the lye& the final

three years of secondary education, from the Seconde to the Term inale, the final

year completed in preparation for the national examination, the baccalaureat.

The Inspection Generale is the administration of central education in France.

There is an inspecteur dacademie for each departement, or region, in the na-

tion.—Trans.

3. The administration of education in France divides the country into areas

known as academies, each of which is administered by a rector —Trans.

4. On the relation of age and philosophy, see, for example, "The Age of

Hegel" and "Philosophy and Its Classes," in Jacques Derrida, Who's Afraid of

Philosophy?: Right to Philosophy I, trans. Jan Plug (Stanford, Calif.: Stanford Uni-

versity Press, zooz).—Trans.

5. The grandes ecoles are prestigious institutions of higher education. Admis-

sion to them is controlled by competitive examinations, a factor distinguishing

them from the traditional universities.—Trans.

6. The ecoles normales also train future teachers, but as grandes ecoles have

entrance examinations.—Trans.

7. The CAPES (Certificat d'Apritude Professionelle d'Enseignement Second-

aire) and the agregation are competitive examinations that certify candidates for

teaching positions. In principle, those who pass these examinations are guaran-

teed a teaching position for the rest of their careers.—Trans.

8. See above, the headnote to this report.—Trans.

9. In proposing a restructuring of the teaching of philosophy, Derrida relies

upon three terms: a programme de notions (program based on notions), questions

de (-ours (questions drawn from the course), and an exercice de questions (short-

answer questions). The objective is to prepare students to grasp some of the fun-

damental notions in philosophy and its history and to evaluate their ability to

apply this knowledge. Thus, rather than presenting the students with material

they are unfamiliar with or asking them to construct an argument they are un-

prepared for, Derrida proposes to ask them questions that, while not identical to

what was covered in class, clearly draw upon what was learned there. He also

proposes to relarivize the role of the essay by devoting part of exam time to short-

answer questions.—Trans.

to. The kluigne is the second year of a two-year preparatory course for the arts

section of the Ecole Normale Superieure. (The hypokluigne is the first year.)—Trans.

!J. See Derrida's "Vacant Chair: Censorship, Mastery, Magisteriality" in this

vol ume.—Trans.

12. Students in French lycees specialized in one ofa number of "sections": sec-

tions G and F were "technical" sections for technologie gestion (management) and
technologie electimtique (electronics) respectively. The system has since been

changed, along with the designations. lbday, students complete a "bac L" (liter-

ary), for example.—Trans.

13. The literary (A) and scientific (C) sections.—Trans.

14. CPR: Centre Pedagogique Regional; ENNA: Ecole Normale National

d'Apprentissage; ENS: Ecole Normale Superieure.—Trans.

15. The Le Monde article summarizes the policy of a contract between the Min-

istry of Education and the universities. The ministry encouraged universities to re-

new their programs in view of new teaching technologies and of the needs and de-

mands of current university students, and called for a DEUG that would be "more

open" in that it would be organized according to four broad disciplinary sectors:

letters and languages; medical disciplines; economics, law, and sciences; and math,

physics, and chemistry. The ministry also called for a coherent plan to maintain

university campuses and to develop university libraries.—Trans.

16. What Derrida calls "open seminars" (seminaires fibre's) are seminars whose

content has not been determined by a program—national or otherwise—or by

the university.—Trans.

17. Andre Miguel submitted a report on the condition of university libraries

to then minister of national education Lionel Jospin. Entitled Les bibliotheques
universitaires.' Rapport an ministre d'Etat, ministre de !Education Nationale, de la
Jeunesse et des Sports (Paris: La Documentation Francaise, 1989), the report fa-

mously states that university libraries in France "constitute one of the disaster

zones" in the university. The report documents the general conditions of univer-

sity libraries: too few personnel; a poverty of materials, beginning with books;

too little space (for those materials, as well as readers); restrictive opening hours;

and general underfunding. Because of these conditions, university libraries are

underused and discouraging to university students.—lians.
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INTRODUCTION
Although	the	reputation	of	John	Henry	Newman	as	one	of	the	great	masters	of	English
prose	has	never	been	seriously	questioned	and	is	perhaps	higher	today	than	ever,	it	is	a
reputation	which	has	come	to	rest,	for	the	average	cultivated	reader,	on	two	above	all	of
his	more	than	forty	volumes:	on	the	Apologia	pro	Vita	Sua,	in	which,	to	vindicate	his
good	character,	he	gives	a	dramatic	and	poignant	account	of	his	journey	from
Evangelicalism	through	the	Anglo-Catholicism	of	the	Oxford	Movement	to	the	Roman
Catholic	Church;	and	on	The	Idea	of	a	University,	that	eloquent	defense	of	a	liberal
education	which	is	perhaps	the	most	timeless	of	all	his	books	and	certainly	the	one	most
intellectually	accessible	to	readers	of	every	religious	faith	and	of	none.

There	must	be	few	American	collegians,	surely,	who	do	not,	thanks	to	their	freshman
readers	or	their	literature	survey	books,	connect	Newman	at	least	hazily	with	the
affirmation	that	knowledge	is	capable	of	being	its	own	end	or	that	a	gentleman	is	one
who	never	willingly	inflicts	pain.	But	only	one	who	has	read	The	Idea	of	a	University	in
its	entirety,	especially	the	nine	discourses,	can	hope	to	understand	why	its	reputation	is	so
high:	why	the	first	reading	of	this	book	has	been	called	an	"epoch"	in	the	life	of	a	college
man;	why	Walter	Pater	thought	it	"the	perfect	handling	of	a	theory";	why	the	historian	G.
M.	Young	has	ranked	it	with	Aristotle's	Ethics	among	the	most	valuable	of	all	works	on
the	aim	of	Education;	or	why	Sir	Arthur	Quiller-Couch	told	his	students	at	Cambridge
that	"of	all	the	books	written	in	these	hundred	years	there	is	perhaps	none	you	can	more
profitably	thumb	and	ponder."

To	be	sure,	Sir	Arthur	gave	his	advice	more	than	forty	years	ago;	but	in	the	United	States,
at	least,	where	in	the	last	few	decades	the	aims	of	higher	education	have	been	the	object
of	such	intense	critical	scrutiny,	there	is	good	reason	for	thinking	that	it	may	seem	more
pertinent	today	than	ever.	And	since	the	place	of	religion	in	education	has	recently
become	a	matter	of
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pressing	concern	in	some	of	our	leading	universities	and	we	have	seen	Catholic	and
Protestant	scholars	sit	down	together	to	discuss	"the	Christian	idea	of	education,"	it	may
even	come	to	pass	that	Newman's	discourses	on	theology	will	receive	more	attentive
consideration	than	many	educators	have	hitherto	been	disposed	to	accord	them.	When
Newman	wrote	The	Idea	of	a	University,	higher	education	was	in	the	early	stages	of	its
long	trend	toward	secularism,	on	the	one	hand,	and	toward	utilitarian	specialization,	on
the	other.	While	it	would	be	untrue	to	say	that	these	trends	have	since	been	reversed,	they
have	at	least	been	seriously	challenged	and	partially	checked;	and	those	who	have	striven
so	hard	to	restore	a	balance	to	American	education	may	find	renewed	inspiration	in	The
Idea	of	a	University,	now	that	our	country's	need	for	the	specialist	in	science	has	posed	a
new	threat	to	their	humanistic	aims.

2

In	an	age	when,	as	Newman	was	frank	to	admit,	the	aristocracy	of	intellect	was	clearly	on
the	side	of	unbelief,	when	"Hebrew	old	clothes"	did	indeed	seem	passé	and	the	task	of	the
religious	thinker	had	more	and	more	come	to	be	viewed	in	Carlyle's	terms	as	the
embodiment	of	the	spirit	of	the	old	religion	in	a	new	"Mythus,"	Newman	gradually
emerged	as	the	chief	defender	in	Victorian	England	of	traditional	Christianity:	i.e.,	of	a
revealed	religion	established	by	Christ	and	imposing	on	its	adherents	a	definite	and
essentially	unchangeable	set	of	credenda.	Though	his	quest	for	the	center	of	Christian
authority	took	him	in	1845	to	Rome,	he	felt	that	in	going	there	he	was	not	so	much
breaking	with	as	developing	both	his	Evangelical	and	his	Anglo-Catholic	heritage;	and
when	in	1879	Pope	Leo	XIII	made	him	a	Cardinal	of	the	Roman	Church,	Newman
epitomized	his	whole	life's	work	as	a	battle	against	"liberalism,"	as	he	defined	the	term	in
his	acceptance	speech:	the	view	that	there	was	no	substantive	truth	in	religion,	which	was
largely	a	matter	of	sentiment	or	feeling	concerning	which,	therefore,	one	man's	opinion
was	pretty	much	as	good	as	another's.

As	both	tutor	at	Oriel,	the	most	intellectually	active	college	at	Oxford	in	the	1820's,	and
minister	of	the	Church	of	England,	Newman	was	chiefly	concerned	with	educating
thinking	men	fit
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for	the	world	whose	lives	were	informed	by	Christian	ideals	and	whose	faith	was	held	on
better	grounds	than	simple	prejudice.	Essentially	this	was	the	same	ideal	he	was	later	to
embody	in	The	Idea	of	a	University.	In	the	wake	of	Gibbon,	Hume,	and	the
Enlightenment,	however,	and	in	face	of	the	rising	Biblical	criticism,	it	was	indeed	a
formidable	task;	and	though	his	own	faith	was	strong,	Newman	was	too	well	acquainted
with	the	problems	of	unbelievers	(T.	H.	Huxley	once	claimed	he	could	draw	up	a	primer
of	infidelity	from	Newman's	writings)	to	dismiss	them	airily	or	to	suppose	that	a	pre-
Humian,	Deistically	inspired	apologetic	could	resist	the	solvent	that	threatened	to	destroy
formal	Christianity	and	to	drive	the	intellect	of	the	day	into	a	rootless	and	paralyzing
skepticism.	What	a	thinking	man	was	he	had	learned	from	his	own	rather	frustrating
experience	as	a	Trinity	undergraduate,	from	the	intellectuals	or	''Noetics"	of	the	Oriel
Common	Room,	and	from	Aristotle:	he	was	a	man	of	informed	intelligence	who	knew
"the	relative	disposition	of	things."	This	view	he	was	to	express	once	and	for	all	in	The
Idea	of	a	University.	How	such	a	man	could	be	kept	faithful	in	the	nineteenth	century	to
formal	Christianity,	however,	was	a	thornier	problem	which	engaged	him	from	youth	to
agefrom	the	University	Sermons	to	A	Grammar	of	Assentand	led	to	his	most	distinctive
contribution	to	religious	thought.

When	Newman	joined	the	Roman	Catholic	Church	in	1845,	he	hoped	to	do	henceforth
for	the	Catholics	of	England	much	the	same	kind	of	work	he	had	previously	been	doing
for	the	Anglicans;	only	the	emphasis	of	his	task	would	be	slightly	different	now,	as
Catholics	had	for	two	centuries	been	legally	excluded	from	Oxford	and	Cambridge,	and
though	their	faith	survived,	their	intellectual	and	social	development	had	suffered
accordingly.	Certainly,	apart	from	an	occasional	scholar	like	the	historian	Lingard,	they
were	in	no	position	to	make	any	impact	on	England's	cultural	life	or	to	cope	intelligently
with	the	new	developments	and	theories	affecting	religious	thought.

Oxford	and	Cambridge,	thanks	to	the	gradual	advance	of	the	liberals,	needed	a	certain
kind	of	Hebraizing:	an	insistence	on	the	tutor's	moral	as	well	as	intellectual	function;	a	call
to	holiness	of	life	in	the	Parochial	and	Plain	Sermons;	a	reassertion	of	church	authority
as	independent	of	the	state	in	the	Tracts	for	the	Times.
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Catholics,	on	the	other	hand,	needed	more	to	be	Hellenized;	and	it	is	not	far	wide	of	the
mark	to	say	that,	for	all	their	differences	about	Christianity,	what	an	admirer	of	Newman
like	Matthew	Arnold	wanted	to	do	for	the	Victorian	middle	class	in	general,	Newman
wished	to	do	for	his	co-religionists	in	particular.	As	he	put	it	in	one	of	his	journals,	"To
me	conversions	were	not	the	first	thing,	but	the	edification	of	Catholics	.	.	.	Catholics	in
England,	from	their	very	blindness,	cannot	see	that	they	are	blind.	To	aim	then	at
improving	the	condition,	the	status,	of	the	Catholic	body,	by	a	careful	survey	of	their
argumentative	basis,	of	their	position	relatively	to	the	philosophy	and	the	character	of	the
day,	by	giving	them	juster	views,	by	enlarging	and	refining	their	minds,	in	one	word,	by
education	.	.	.	from	first	to	last,	education,	in	this	large	sense	of	the	word,	has	been	my
line	.	.	.	."	(J.	H.	Newman,	Autobiographical	Writings,	ed.	Henry	Tristram	[New	York,
1957],	p.	259.)

Where	or	by	what	means	he	was	to	follow	his	"line,"	however,	was	not	an	easy	problem
to	solve.	After	his	ordination	to	the	Catholic	priesthood	at	Rome	in	1847,	he	considered
establishing	a	theological	school	for	the	English	clergy;	but	the	frosty	reception	by	the
conservative	Roman	theologians	of	his	1845	Essay	on	the	Development	of	Christian
Doctrine	convinced	him	that	such	a	notion	was	premature.	He	founded	instead,	and	in
1849	established	at	Birmingham,	the	first	English	house	of	the	Congregation	of	the
Oratory,	an	independent	society	of	priests	bound	together	without	vows	and	frequently
associated	with	high	intellectual	as	well	as	moral	achievement.	It	was	a	group	that
reminded	him,	in	theory	at	least,	of	an	Oxford	college	with	its	Fellows;	and	its
Renaissance	founder,	St.	Philip	Neri,	to	whom	he	pays	so	heartfelt	a	tribute	in	Discourse
IX	of	the	Idea,	was	for	Newman	an	extraordinary	incarnation	of	the	method	of	drawing
the	young	and	the	worldly	to	a	better	life	by	means	of	personal	interest,	example,	and
affection.	This	was	the	method	of	"influence"	which,	glimpsed	at	Oxford	in	the	life	of	a
John	Keble,	Newman	had	with	such	resounding	success	made	his	own	and	by	which
above	all,	he	was	to	insist	in	the	Idea,	a	university	could	be	made	to	serve	Christianity.
But	the	latent	hope	of	returning	one	day	with	his	Oratory	to	his	still	beloved	Oxford,
Newman	was	destined	never	to	realize.
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In	1850,	taking	intellectual	advantage	of	a	crisis	in	Anglicanism	provoked	by	state
interference	in	ecclesiastical	affairs,	Newman	delivered	successfully,	but	rather	against	the
grain,	a	set	of	lectures	now	known	as	The	Difficulties	of	Anglicans	(i.e.,	of	Anglo-
Catholics	relative	to	the	official	Church	of	England	and	to	Rome),	for	which	Pius	IX
made	him	a	Doctor	of	Divinity;	and	in	1851,	after	a	new	wave	of	anti-Catholicism	had
swept	the	country	on	the	restoration	in	the	previous	year	of	the	Roman	hierarchy	to
England,	he	was	doing	his	best	to	calm	the	waters	by	preparing	for	delivery	in
Birmingham	the	exuberantly	ironic	and	satirical	lectures	called	The	Present	Position	of
Catholics	in	England.	But	all	such	occasional	activity,	without	a	more	far-reaching	goal,
must	have	seemed	mere	temporizing	to	a	mind	like	Newman's.

And	then	came	an	opportunity	of	a	more	promising	sort.	On	April	15,	1851,	he	received	a
letter	from	Dr.	Paul	Cullen,	Archbishop	of	Armagh	and	Primate	of	Ireland,	whom	he	had
known	in	Rome,	asking	for	advice	on	how	to	set	up	a	university	for	Catholics	in	Ireland
and	requesting	him	to	deliver	there	a	set	of	lectures	against	what	had	come	to	be	called
"mixed	education":	i.e.,	the	education	of	Catholics	and	Protestants	together,	with	theology
and	religious	training	eliminated	from	the	curriculum.	Delighted	at	the	prospect,	Newman
gave	promptly	and	freely	of	his	advice,	agreed	to	hold	office	in	the	proposed
establishment,	and	helped	a	subcommittee	draw	up	a	report	on	methods	of	university
organization.	When	on	November	12,	1851,	he	was	formally	invited	to	become	the	first
president	or	rector	of	the	new	university,	he	readily	accepted.	By	this	time,	the	project	had
begun	to	seem	like	one	of	those	special	providences	Newman	always	delighted	to	trace	in
his	own	life:	it	meant	a	new	stage	in	his	crusade	against	"liberalism,"	and	it	was	to	engage
his	most	intense	energies	for	the	next	seven	years,	until	his	resignation	on	November	12,
1858.

For	generations	in	Ireland	there	had	been	only	one	universityDublin;	and	this	had	only
one	college,	Trinity,	from	which	Catholics	had	been	excluded	between	1637	and	1794.
After	the	latter	date,	they	could	attend,	but	neither	Catholics	nor	any	Dissenters	from	the
Established	Church	could	hold	scholarships	or	Fellowships,	a	restriction	affirmed	by
Parliament	as	late	as
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1834.	Trinity,	like	Oxford	and	Cambridge,	was	quite	clearly	an	Anglican	institution,	and
the	government	was	determined	to	keep	it	that	way.	For	many	years,	Catholics,	who
composed	the	overwhelming	majority	of	the	population,	had	been	demanding	relief	from
so	intolerable	a	situation;	and	finally	the	Prime	Minister,	Sir	Robert	Peel,	faced	with
growing	agitation	for	repeal	of	the	Union,	agreed	to	a	policy	of	conciliation,	especially
since	England	might	soon	be	caught	up	in	a	war	with	the	United	States	over	the	Oregon
boundary	and	could	not	risk	further	trouble	so	close	at	hand.

On	May	9,	1845,	a	bill	was	introduced	in	Parliament	for	the	establishment	of	three
"Queen's	Colleges"	(at	Belfast,	Cork,	and	Limerick),	which	could	later	be	incorporated
into	a	new	university.	There	would	be	no	religious	tests	for	admittance	or	employment,
no	religious	topics	were	to	be	introduced	into	the	curriculum,	and	no	religious	instruction
would	be	given	except	at	the	expense	of	each	denomination.	In	order	to	understand	the
widespread	opposition	to	this	bill,	today's	reader	must	bear	in	mind	that	the	sharp
separation	of	religious	from	secular	education	was	then	a	very	new	thing	in	most	parts	of
the	world,	Protestant	as	well	as	Catholic.	Peel	himself	admitted	that	it	was	not	a	plan	he
would	have	espoused	for	England	but	insisted	that	it	was	the	only	one	expedient	for	a
divided	Irelandas	if	England	were	not	religiously	even	more	divided.	The	M.	P.	for
Oxford	denounced	it	as	"a	gigantic	scheme	of	godless	education."	And	finally	the
Catholic	bishops	of	Ireland,	on	the	advice	of	Pope	Pius	IX	that	the	proposed	colleges
would	prove	harmful	to	religion,	officially	condemned	them	in	1850	and,	as	the	Pope	had
suggested,	moved	to	establish	a	university	more	or	less	on	the	model	of	that	founded	by
the	Belgian	hierarchy	in	1834	at	Louvain.	At	the	call	of	their	bishops,	the	people	of
Ireland	contributed	some	£23,000	to	the	brave,	if	rather	premature,	undertaking;	Newman
delivered	his	lectures	against	mixed	education	and	set	out	in	earnest	to	organize	the
school;	and	on	November	3,	1854,	the	Catholic	University	of	Ireland,	with	twenty
students	enrolled,	began	operations	in	a	beautiful	Georgian	mansion	still	standing	on	St.
Stephen's	Green,	Dublin.

For	a	full	and	rewarding	account	of	Newman's	university,	which	was	the	forebear	of
today's	National	University	but	which
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did	not	then	and	could	not	hope	to	succeed,	lacking	the	power	to	grant	regular	degrees
and	a	good	system	of	secondary	education	to	supply	it	with	students,	the	reader	is
referred	to	Newman's	University:	Idea	and	Reality,	by	Fergal	McGrath,	S.J.	(London	and
New	York,	1951)	and	to	A.	Dwight	Culler's	The	Imperial	Intellect	(New	Haven,	1955),	to
both	of	which	the	present	writer	is	much	indebted.	As	an	administrator,	Newman	strove
to	promote	science	as	well	as	arts,	to	encourage	professional	education,	to	provide	for
research	as	well	as	good	teaching,	and	to	broaden	the	curriculum	by	including	more
modern	subjects	than	Oxford	had	previously	offered.	In	the	story	of	his	work	as	Rector,
as	well	as	in	the	occasional	lectures	and	essays	which	make	up	the	second	part	of	The
Idea	of	a	University,	will	be	found	the	best	corrective	to	the	fairly	common	view
(probably	based	on	the	preface	to	the	Idea,	written	in	1852)	that	Newman's	conception	of
a	university	was	far	too	narrow	to	be	acceptable	today.	Yet	though	his	practical	experience
as	an	administrator	enlarged	Newman's	view	of	a	university,	he	always	maintained	that	its
primary	function	was	the	cultivation	of	the	intellect	and	that	somehow	it	ought	to	be	"an
Alma	Mater,	knowing	her	children	one	by	one,	not	a	foundry	or	a	mint,	or	a	treadmill."

3

In	its	original	form	the	book	we	now	call	The	Idea	of	a	University	consisted	of	ten
lectures,	the	first	five	of	which,	being	largely	Newman's	response	to	Cullen's	request	for	a
set	against	mixed	education,	were	delivered	to	a	distinguished	audience	in	Dublin	on
Monday	afternoons	between	May	10	and	June	7,	1852.	The	lectures	were	then	broken	off
so	that	Newman	could	return	to	England	to	stand	trial	for	libel	in	a	suit	brought	against
him	by	an	ex-Dominican	friar	named	Achilli,	who	had	become	an	anti-Catholic	lecturer
for	the	Evangelicals	and	the	story	of	whose	profligate	life	Newman	had	referred	to	in	The
Present	Position	of	Catholics	in	England.	Despite	the	fact	that	Newman	had	brought
witnesses	from	Italy,	he	lost	the	verdict	in	a	patent	miscarriage	of	justice	denounced	by
The	Times	itself;	and	he	was	eventually	fined	£100	and	costs.	The	latter,	amounting	to	the
enormous	sum	of	about	£12,000,	were	defrayed	by	Catholics

	



Page	xiv

all	over	the	world,	to	commemorate	whose	generosity	Newman	wrote	the	moving
dedication	prefixed	to	The	Idea	of	a	University.

The	first	five	discourses	were	published	fortnightly	as	separate	pamphlets	soon	after
delivery;	the	second	five,	written	more	con	amore	than	the	first	and	setting	forth	the	heart
of	Newman's	view,	were	never	delivered	as	lectures	but	appeared	in	pamphlet	form,	with
Preface	and	Appendix,	in	the	autumn	of	1852.	All	were	then	bound	into	a	single	volume
dated	November	21,	1852,	and	published	by	the	Dublin	firm	of	James	Duffy.	This	book,
which	is	the	first	edition	but	which	actually	appeared	on	February	2,	1853,	was	entitled
Discourses	on	the	Scope	and	Nature	of	University	Education.	Addressed	to	the	Catholics
of	Dublin.	Because	neither	the	fifth	discourse,	"General	Knowledge	Viewed	as	One
Philosophy,"	nor	the	elaborate	appendix	of	corroborative	material	was	included	in	later
editions,	this	attractively	printed	book	is	of	special	value	to	the	student	of	Newman's
educational	theory.

The	second	edition	was	published	in	London	in	1859	by	Longman,	Green,	Longman	and
Roberts	as	The	Scope	and	Nature	of	University	Education.	This	version,	which	still
appears	in	Everyman's	Library,	contains	only	eight	discourses,	the	original	first	and
second	being	combined	and	the	fifth	omitted.	In	addition,	there	was	a	good	deal	of
stylistic	revision,	including	the	provision	of	many	summaries	that	made	the	work	easier	to
follow	and	bear	in	mind.

Finally	in	1873	the	first	and	second	discourses	were	again	separated	and	the	sections	of
each	discourse	numbered	in	the	volume	entitled	The	Idea	of	a	University	Defined	and
Illustrated,	published	in	London	by	Basil	Montagu	Pickering.	Called	on	the	title	page
"third	edition,"	it	consisted	of	two	parts:	nine	discourses	on	"university	teaching"	and	ten
occasional	lectures	and	essays	originally	addressed	to	the	members	of	the	Catholic
University	and	first	published	in	1858	as	a	separate	volume	called	Lectures	and	Essays	on
University	Subjects.	This	1873	version	is	commonly	spoken	of	as	the	definitive	edition	of
The	Idea	of	a	University,	and	for	all	practical	purposes,	it	is;	but	Newman	often	made
minute	changes	in	subsequent	impressions	of	his	books	almost	till	his	death	in	1890,	and
the	fact	is	that	The	Idea	did	not	reach	its	final	form	until	the	"ninth	edition,"	published
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in	1889.	Indeed,	one	or	two	trivial	changes	were	made	even	after	this	date,	but	they	are
probably	the	work	of	Newman's	literary	executor.	In	any	event,	none	of	the	few	changes
made	after	1873	is	of	any	real	importance.

4

Although	he	does	not	discuss	the	book,	what	Pater	had	in	mind	in	calling	The	Idea	of	a
University	"the	perfect	handling	of	a	theory"	may	perhaps	be	inferred	from	the	essay	"On
Style,"	in	which	the	phrase	occurs	wherein	he	tells	us	that	"one	of	the	greatest	pleasures
of	really	good.	prose	literature	is	in	the	critical	tracing	out	of	that	conscious	artistic
structure"	whereby	the	"house"	a	writer	has	built	becomes	"rather	a	body	he	has
informed.''	Illustrating	the	quality	of	style	he	calls	"mind,"	this	architectural	design	not
only	"foresees	the	end	in	the	beginning	and	never	loses	sight	of	it"	but	implies	"a	single,
almost	visual,	image,	vigorously	informing	an	entire,	perhaps	very	intricate	composition,
which	shall	be	austere,	ornate,	argumentative,	fanciful,	yet	true	from	first	to	last	to	that
vision	within	.	.	.	."

For	Newman	the	"single,	almost	visual,	image"	that	governs	The	Idea	of	a	University	is
that	"all	knowledge	forms	one	whole"	or	"circle,"	from	which	the	various	branches	of
learning	abstract	this	or	that	segment.	Liberal	knowledge	or	what	he	calls	"philosophy,"
which	is	the	end	or	"idea"	of	a	university,	consists	in	that	awareness	of	the	bearing	of
each	on	the	others	by	which	alone	the	"whole"	can	be	perceived.	Analogues	of	this
premise,	supplied	by	Newman	in	the	1852	appendix,	can	be	found	in	Coleridge,	Gibbon,
Bacon,	Hugh	of	St.	Victor,	and	many	others.	Ultimately	it	is	Aristotelian	and	can	be	found
set	forth	clearly	in	the	first	book	of	the	Metaphysics.	This	is	hardly	surprising,	of	course,
since	Aristotle	dominated	Oxford's	curriculum	till	the	mid-nineteenth	century;	and	as
Newman	himself	remarks	in	Discourse	V,	"While	we	are	men,	we	cannot	help,	to	a	great
extent,	being	Aristotelians,	for	the	great	Master	does	but	analyze	the	thoughts,	feelings,
views,	and	opinions	of	human	kind."

In	the	first	paragraph	of	Discourse	V,	Newman	clearly	indicates	how	the	principle	that	all
knowledge	forms	a	whole	governs	The	Idea	of	a	University.	Two	chief	questions	are
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raised	in	the	discourses:	the	place	of	theology	in	the	curriculum	of	a	university,	and	the
utility	of	the	connected	view	of	things	which	it	is	the	university's	direct	aim	to	impart.
After	an	introductory	chapter	whose	function	is	the	rhetorical	one	of	winning	a
sympathetic	hearing,	Newman	in	Discourses	II-IV	applies	his	ruling	premise	first	to	the
studies	of	a	university.	Here	he	argues	in	support	of	theology's	right	to	a	chair	that	the
omission	of	any	one	branch	of	study	impairs	the	wholeness	of	knowledge	which	a
university	exists	to	communicate,	the	more	so	in	proportion	to	its	importance.	And	then
in	Discourses	V-VIII	he	applies	the	same	principle	to	the	students	of	a	university,
elucidating	the	nature	of	the	education	logically	demanded	by	it.	His	purpose	here	is	to
explain	in	what	sense	a	university's	teaching	"viewed	relatively	to	the	taught,	carries	the
attribute	of	Utility	along	with	it."	Strictly	speaking,	the	"idea"	of	a	university	ends	here:
i.e.,	the	theory	applicable	to	any	university	considered	in	abstraction	from	the	uses	to
which	a	given	society	like	the	Catholic	Church	may	put	it.	In	Discourse	IX	Newman	goes
on	to	argue	that	a	university	needs	the	moral	influence	of	the	Church	for	its	"integrity,''	if
not	for	its	essence,	and	to	indicate	how	this	influence	may	best	be	exerted.	Even	this
chapter,	however,	may	be	seen	as	a	logical	extension	of	his	demand	for	wholeness	of
view.

In	Discourse	I	Newman	explains	that	he	will	base	his	arguments	not	on	mere	theory	or
authority	or	on	anything	peculiar	to	Catholicism	but	on	truths	in	the	natural	order
common	to	all	men	and	gained	in	his	case	by	experience	at	Oxford,	whose	educational
system	had	on	two	notable	occasions	earlier	in	the	century	been	attackedfor	inutility,	on
the	one	hand,	and	for	religious	exclusiveness,	on	the	other.	It	should	be	remembered	that
The	Idea	of	a	University	began	as	deliberative	rhetoric.	Newman	was	too	well	acquainted
with	Aristotle,	whose	Rhetoric	was	a	basic	text	at	Oxford,	to	forget	that	winning	a
sympathetic	hearing	was	more	than	half	the	battle,	and	that	for	the	rest,	proof	by	example
was	the	most	convincing	mode	of	argument	in	this	kind	of	rhetoric,	since	we	judge	of	the
future	by	the	past.	His	was	an	irenic	approach	well	suited	to	establish	his	own	sincerity
and	common	sense,	to	keep	his	Protestant	hearers	attentive,	to	allay	nationalist	suspicion
of	an	English	intruder,	and	to	appeal	to	the	influential	element	in	his	Catholic	audience
(the
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professional	and	wealthier	classes,	even	some	of	the	clergy)	which	was	lukewarm,	if	not
opposed,	to	the	project	of	a	Catholic	university.	They	were	so,	not	merely	because	there
were	professional	and	social	advantages	to	degrees	from	Trinity,	but	because	since	the
National	Education	Act	of	1831,	mixed	education	on	the	elementary	level	(with	separate
facilities	for	religious	instruction)	had	been	accepted	by	the	Irish	bishops	as	a	kind	of	pis
aller;	and	it	therefore	seemed	inconsistent	to	oppose	now	a	roughly	similar	provision	for
higher	education.	Since	Oxford	had	hitherto	rejected	mixed	education,	Newman	enlists	its
prestige	to	help	sway	the	dubious;	and	since	it	was	Pius	IX	whose	verdict	against	Peel's
bill	had	decided	the	wavering	bishops,	he	climaxes	his	first	discourse	with	a	double-
barreled	salute	to	the	wisdom	of	the	papacy	and	the	glory	of	Ireland's	educational	past,	an
appeal	combining	all	three	of	the	basic	rhetorical	proofsethical,	logical,	and	emotionaland
vividly	illustrating	how	severe	was	the	challenge	that	Newman	felt	his	opening	lectures
offered	him.

Newman's	arguments	in	Discourses	IIIV	derive	largely	from	those	current	in	England
following	the	Utilitarian	proposal	in	1825	for	the	erection	of	a	nonsectarian	and
nonresidential	university	for	the	middle	classes:	i.e.,	the	future	London	University.	In
reading	these	Discourses,	it	should	be	borne	in	mind	that	by	science	Newman	means
simply	an	organized	body	of	knowledge	and	by	theology	"the	truths	we	know	about	God
put	into	a	system,"	that	is,	the	truths	derived	from	Revelation	as	well	as	from	nature.
Newman	argues	syllogistically	that	if	we	have	such	truths	at	all	(and	to	deny	that	we	do
involves	the	Christian	in	a	strange	position),	no	university	can	omit	teaching	them	and	yet
be	what	it	claims	to	bea	home	of	all	sciences;	and	by	enthymeme	and	example,	invented
and	historical	(as	suggested	in	the	Rhetoric),	he	argues	that	the	circle	of	knowledge	is
maimed	by	their	absence	because	theology,	like	all	sciences,	has	some	bearing	on	other
sciences,	and	where	it	is	absent,	other	sciences	will	try	to	fill	up	the	gap	by	theologizing	in
its	place.	The	argument	of	the	three	discourses	has	been	concisely	summarized	by
Newman	himself	in	its	concluding	section:

I	have	argued	in	[Theology's]	behalf,	first,	from	the	consideration	that,	whereas	it	is	the	very
profession	of	a	University	to	teach	all	sciences,	on	this	account	it	cannot	exclude	Theology	without
being
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untrue	to	its	profession.	Next	I	have	said	that,	all	sciences	being	connected	together,	and	having
bearings	one	on	another,	it	is	impossible	to	teach	them	all	thoroughly,	unless	they	are	all	taken	into
account,	and	Theology	among	them.	Moreover,	I	have	insisted	on	the	important	influence,	which
Theology	in	matter	of	fact	does	and	must	exercise	over	a	great	variety	of	sciences,	completing	and
correcting	them;	so	that,	granted	it	be	a	real	science	occupied	upon	truth,	it	cannot	be	omitted
without	great	prejudice	to	the	teaching	of	the	rest.	And	lastly,	I	have	urged	that,	supposing	Theology
be	not	taught,	its	province	will	not	simply	be	neglected,	but	will	be	actually	usurped	by	other
sciences,	which	will	teach,	without	warrant,	conclusions	of	their	own	in	a	subject-matter	which
needs	its	own	proper	principles	for	its	due	formation	and	disposition.

But	of	course	it	is	Newman's	wealth	of	vivid	example	that	gives	life	to	these	discourses
and	brings	home	the	argument,	for	as	he	put	it	elsewhere,	"abstract	statements	are	always
unsatisfactory."

As	for	the	source	of	the	argument	in	Discourse	II,	we	know	from	Newman's	brother
Francis	that	a	"most	popular"	objection	to	the	new	University	of	London	"at	the	old
Universities,	was	that,	'not	teaching	Theology,	it	did	not	teach	all	sciences,'	and	therefore
was	not	a	University.'"	(Cf.	Culler,	The	Imperial	Intellect,	p.	100.)	And	as	for	Discourses
III	and	IV,	much	of	the	argument	is	foreshadowed	in	a	remark	of	Oriel's	Provost	Edward
Copleston	cited	by	Newman	himself	in	the	appendix	to	the	1852	edition	of	the	Idea	(pp.
398399)	from	the	Quarterly	Review	of	December,	1825:

Religious	knowledge	is	not	merely	a	code	of	agenda	or	credenda,	a	summary	of	articles,	or	a
manual	of	devotion.	It	is	intimately	connected	with	the	whole	course	of	ancient	history,	with
philosophy	and	criticism,	with	the	study	of	the	learned	languages,	with	moral	and	metaphysical
philosophy.	It	runs	parallel	with	the	progress	of	the	human	mind	in	every	liberal	pursuit.	.	.	.	If
indeed	the	mind	be	carefully	instructed	in	every	other	branch	of	liberal	knowledge,	without	a
corresponding	acquaintance	with	that	which	is	the	most	momentous	of	all,	an	undue	bias	must	be
given	to	the	judgment;	the	topic	which	is	not	expounded	in	proportion	to	the	rest,	will	virtually
shrink	into	insignificance	and	be	despised;	its	track	will	be	forsaken.	.	.	.	We	cannot,	therefore,	too
earnestly	insist	upon	the	incompleteness	of	any	system	of	education	in	which	this	main	ingredient	is
wanting.
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As	can	be	seen,	Newman	advances	this	argument	in	Discourse	III	and	skillfully	draws	out
its	further	implications	in	Discourse	IV.

To	anyone	who	admits	that	theology	is	a	branch	of	knowledge	(something	that	Newman
takes	pretty	much	for	granted	in	Discourse	II,	putting	the	burden	of	proof	on	the	minority
who	would	then	deny	it),	Newman's	line	of	argument	remains	unanswerable;	and	even
those	who	in	a	positivistic	age	like	our	own	accord	theology	about	the	same	respect	as
they	do	astrology,	for	instance,	might	perhaps	be	willing	to	grant	that	in	view	of
theology's	significance	in	the	cultural	history	of	the	Western	world,	the	theological
illiteracy	so	common	today	must	materially	impair	a	student's	understanding	of	many	of
the	most	important	figures,	documents,	objects,	and	institutions	he	is	regularly	called
upon	in	various	courses	to	study	and	to	judge.

5

The	argument	of	Discourses	V	to	VIII,	on	the	nature	and	utility	of	a	liberal	education,
looks	back	to	the	controversy	of	1808	to	1811	between	The	Edinburgh	Review,	which	had
attacked	Oxford's	classical	education	for	its	remoteness	from	practical	life,	and	its	chief
defenders	at	that	time,	the	Oriel	Fellows	Edward	Copleston	and	John	Davison.	In	an
essay	on	Davison,	whom	he	regarded	highly	and	quotes	at	length	in	Discourse	VII,
Newman	cites	the	following	passage	from	Davison's	review	in	The	Quarterly	of	October,
1811,	of	Edgeworth's	Professional	Education:	"To	make	the	connection	of	them	(the
liberal	studies)	with	the	immediate	technical	business	of	any	profession	apparent,	is	no
part	of	our	manner	of	arguing.	If	they	cherish	and	invigorate	the	mental	powers,	it	is
enough.	When	the	tide	flows	strong	in	the	main	sea	we	shall	never	doubt	but	it	will,	in
due	time,	fill	every	channel,	creek,	and	harbour."	(Essays	Critical	and	Historical
[London,	1877],	II,	389).	And	Newman	goes	on	to	praise	Davison's	later	National	School
Sermon,	"in	which	he	was	the	first	distinctly	and	boldly	to	lay	down	positions,	at	the	time
almost	paradoxes,	but	now	happily	taken	for	granted	among	religious	people,"	for
asserting	against	the	followers	of	Lord	Brougham	that	"education	will	never	produce
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virtue	by	precepts	repeated	and	truths	inculcated"	and	that	"the	power	of	reading,	or	the
use	of	it,	makes	no	man	either	wise	or	virtuous."	(Ibid.,	p.	408.)	Davison	was	only	one	of
several	Oriel	influences	at	work	on	Newman,	but	we	can	clearly	see	in	his	words	the
heart	of	Newman's	position,	without	minimizing	either	the	brilliance	or	the	originality
with	which	The	Idea	of	a	University	develops	it.

Newman's	own	summary	of	Discourses	VVIII	is	given	in	the	opening	section	of
Discourse	IX:

I	have	.	.	.	laid	down	first,	that	all	branches	of	knowledge	are,	at	least	implicitly,	the	subject-matter
of	its	teaching;	that	these	branches	are	not	isolated	and	independent	one	of	another,	but	form	together
a	whole	or	system;	that	they	run	into	each	other,	and	complete	each	other,	and	that,	in	proportion	to
our	view	of	them	as	a	whole,	is	the	exactness	and	trustworthiness	of	the	knowledge	which	they
separately	convey;	that	the	process	of	imparting	knowledge	to	the	intellect	in	this	philosophical	way
is	its	true	culture;	that	such	culture	is	a	good	in	itself;	that	the	knowledge	which	is	both	its
instrument	and	result	is	called	Liberal	Knowledge;	that	such	culture,	together	with	the	knowledge
which	effects	it,	may	fitly	be	sought	for	its	own	sake;	that	it	is,	however,	in	addition,	of	great	secular
utility,	as	constituting	the	best	and	highest	function	of	the	intellect	for	social	and	political	life;	and
lastly,	that,	considered	in	a	religious	aspect,	it	concurs	with	Christianity	a	certain	way,	and	then
diverges	from	it;	and	consequently	proves	in	the	event,	sometimes	its	serviceable	ally,	sometimes,
from	its	very	resemblance	to	it,	an	insidious	and	dangerous	foe.

Enough	has	already	been	said,	in	pointing	out	Newman's	underlying	premise,	to	indicate
roughly	the	nature	of	the	liberal	knowledgea	knowledge	of	first	principles	and	relations
rather	than	of	mere	factswhich	Newman	makes	the	direct	aim	or	idea	of	a	university,
which	is	said	to	be	the	best	preparation	for	any	career,	and	whose	attributes	are	"freedom,
equitableness,	calmness,	moderation	and	wisdom."	Not	only	the	assumptions	and	the	goal
but	even	the	mode	of	reasoning	are	thoroughly	Aristotelian:	e.g.,	the	distinction	between
liberal	and	useful	knowledge;	the	definition	of	true	knowledge	in	terms	of	its	matter
(facts,	mere	learning)	and	its	form	(order,	the	investing	of	fact	with	an	idea);	and	the
portrayal,	recalling	the	definition	of	virtue	in	the	Nicomachean	Ethics,	of	the	truly
educated	person	as	a	mean	between	the	man	of	mere	information	who	generalizes
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nothing	and	the	man	whose	"viewiness"	renders	him	impatient	of	fact	and	therefore
unreliable	in	his	assertions.

Of	course	Newman's	"clear,	calm,	accurate	vision	and	comprehension	of	all	things,	as	far
as	the	finite	mind	can	embrace	them,"	is	only	an	ideal,	as	he	well	knew;	"there	is	no	one,"
he	says,	"in	whom	it	is	carried	as	far	as	is	conceivable,	or	whose	intellect	would	be	a
pattern	of	what	intellects	should	be	made.''	Nor	does	Newman	make	it	very	clear	just	how
we	go	about	integrating	our	knowledge	through	a	"science	of	sciences."	Will	integration
follow	automatically	if	we	learn	the	basic	principles	of	every	subject	we	pursue?	Or,	since
we	can	pursue	only	a	few	subjects,	is	it	the	province	of	special	courses	in	logic	and
metaphysics?	Whatever	the	answer	(and	Newman	appears	to	suggest	both),	there	can	be
no	doubt	that	his	ideal	is	the	expression	of	a	yearning	as	old	as	man	himself:	the	desire
that	Arnold	thought	realized	in	Sophocles	of	seeing	life	steadily	and	seeing	it	whole.

If,	divided	in	head	and	heart	and	crushed	by	his	vastly	multiplied	learning,	modern	man
is	a	good	deal	more	like	Arnold's	Empedocles	than	his	Sophocles;	if	he	studies	or	works
in	universities	where	specialists	in	the	humanities	are	cut	off	not	only	from	those	in	the
sciences	but	even	from	one	another,	and	where	sometimes	it	almost	appears	that	every
student	and	every	teacher	is	simply	on	his	own,	he	might	at	first	be	inclined	to	dismiss	an
ideal	like	Newman's	as	the	faded	dream	of	a	bygone	age.	Yet	it	is	a	dream	that	somehow
persists,	even	now,	in	demanding	to	be	lived;	and	we	have	in	recent	years	seen	our
leading	universities	making	intense	efforts	to	integrate	their	students'	learning	so	that	it
does	become	something	like	what	Newman	meant	by	knowledge.	If	to	have	"even	a
portion	of	this	illuminative	reason	and	true	philosophy	is	the	highest	state	to	which	nature
can	aspire,	in	the	way	of	intellect,"	today's	student,	rather	than	dismiss	Newman's	ideal	as
utopian,	might	well	test	his	own	university	by	asking	himself	what	steps	it	has	taken	to
encourage	him	at	least	to	aim	at	its	realization.

6

In	the	eighth	discourse	Newman	argued	that	the	cultivation	of	the	intellect	which	is	the
immediate	end	of	a	university	might	either	assist	or	distort	the	moral	development	of	a
Christian.
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"Under	the	shadow	indeed	of	the	Church,	and	in	its	due	development,	Philosophy	does
service	to	the	course	of	morality;	but,	when	it	is	strong	enough	to	have	a	will	of	its	own,
and	is	lifted	up	with	an	idea	of	its	own	importance,	and	attempts	to	form	a	theory,	and	to
lay	down	a	principle,	and	to	carry	out	a	system	of	ethics,	and	undertakes	the	moral
education	of	the	man,	then	it	does	but	abet	evils	to	which	at	first	it	seemed	instinctively
opposed."	These	evils	are	above	all,	pride	or	an	egocentric	self-respect,	and	a	more	or
less	refined	sensuality,	which	he	knew	from	experience	and	delineated	in	his	famous
sermons	as	the	peculiar,	often	highly	subtle,	temptations	of	the	academic	world.	Much	as
he	was	drawn	to	intellectual	excellence,	to	the	Athenian	"profession	of	philosophical
democracy,	so	original	and	so	refined	in	its	idea,	of	that	grace,	freedom,	nobleness,	and
liberality	of	daily	life,	of	which	Pericles,	in	his	oration,	is,	specially	enamoured"
(Historical	Sketches,	III,	86),	he	had	early	been	led	by	his	Evangelical	teachers	to	seek
"holiness	rather	than	peace,"	to	prefer	moral	excellence	to	intellectual;	and	he	knew	only
too	well	that	"in	Athens	genius	and	voluptuousness	ever	went	hand	in	hand,	and	their
literature,	as	it	has	come	down	to	us,	is	no	sample	of	their	actual	mode	of	living."	(Ibid.,
p.	85.)	Theoretically,	indeed,	knowledge	might	be	virtue;	but	in	the	practical	order,	despite
the	naive	optimism,	as	he	thought	it,	of	the	Broughamites,	this	was	far,	alas,	from	being
the	case.

What	Newman	sought	was	a	union	of	intellectual	curiosity	and	achievement	with	the
humility	and	the	charity	of	the	truly	religious	mana	humanism,	that	is,	in	the	Judaeo-
Christian	tradition.	His	Evangelical	teachers	had	played	down	the	role	of	the	intellect	and,
for	all	their	good	qualities,	seemed	often	repellently	narrow	and	fideistic.	Too	many	of	the
intellectuals	he	had	known,	on	the	other	hand,	though	they	might	well	be	gentlemen
according	to	his	own	famous	definition	of	the	term,	were	also	proud,	rather	coldly	self-
sufficient,	highly	skeptical,	more	Epicurean	than	Christian.	He	saw	similar	traits	in	the
brilliant	pattern-man	of	the	secular	humanists,	Goethe,	apostle	of	the	symmetrical,	to
whom,	with	all	his	excellences,	"it	sufficed,	according	to	a	study	Newman	quotes	at
length	in	the	1852	appendix,	"to	revel	in	uninterrupted	solitude,	and	to	pass	from	one
agreeable	state	of	existence	to	another,	through	all

	



Page	xxiii

forms	and	modes	of	life."	And,	being	no	pharisee,	he	saw	the	same	traits	also	in	himself.
His	recently	published	Autobiographical	Writings	put	it	beyond	question	that	he	had	to
struggle	periodically	against	both	intellectual	pride,	"selflove	in	one	shape	or	another,"
and	the	Horatian	love	of	mere	"tranquility,	security,	a	life	among	friends,	and	among
books,	untroubled	by	business	caresthe	life	of	an	Epicurean	in	fact."

Yet,	despite	moments	of	wavering,	Newman	was	most	powerfully	drawn	to	and
influenced	by	those	in	whom	the	intellectual	complemented	the	moral	and	religious	lifea
Keble,	a	Froude,	or	a	Pusey	at	Oxford,	Clement,	Origen,	Augustine,	and	the	great	church
of	Alexandria	among	the	Fathers;	for	he	felt	that	in	the	activity	of	such	men,	the	theory	of
Athenian	humanism	was	most	evidently	achievedthe	beautiful	idea	"not	really	fulfilled	in
[Athens],	has	literally	and	unequivocally	been	realized	within	the	territory	of	Christianity."
(H.	S.,	III,	86.)	The	ninth	and	final	discourse	to	the	Idea	reflects	his	conviction	that	a
university	is	made	Christian	or	Catholic	not	so	much	by	the	formal	teaching	of	theology,
for	necessary	as	the	subject	is	to	a	complete	university,	one	could	know	it	well	without
being	a	good	Christian	and	college	students	cannot	pursue	it	very	far	in	any	event;	nor
certainly	by	any	timorous	restrictions	on	the	free	teaching	of	literature	and	science.	No,	it
would	be	made	Christian	especially	by	what	the	Tractarians	liked	to	call	the	ethos	of	the
place:	above	all	by	the	influence	of	teachers	who	themselves	exemplified,	however
imperfectly,	the	Christian	humanist	ideal.	Like	his	patron	St.	Philip	Neri	and	in	an	age	of
widespread	infidelity	and	therefore	of	narrowly	defensive	ecclesiastical	reaction,	Newman
preferred	not	to	divorce	himself	from	the	modern	world	but	"to	yield	to	the	stream,	and
direct	the	current,	which	he	could	not	stop,	of	science,	literature,	art,	and	fashion,	and	to
sweeten	and	to	sanctify	what	God	had	made	very	good	and	man	had	spoilt."

7

One	can	do	little	more	here	than	allude	to	the	occasional	pieces	which	make	up	the
second	part	of	The	Idea	of	a	University.	Most	of	them	are	less	memorable	than	the	nine
discourses
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which	they	further	illustrate,	perhaps	a	bit	repetitiously:	e.g.,	the	lecture	"Discipline	of
Mind"	seems	a	good	deal	less	effective	than	Discourse	VI,	despite	some	pointed	remarks
on	various	kinds	of	academic	lectures,	including	those	which	"do	not	invite	an	audience,
but	an	attendance."	By	and	large,	however,	they	maintain	a	high	standard,	and	a	few	of
them	are	brilliant.

Three	of	the	ten	essays	concern	letters,	in	themselves	and	in	relation	to	Christianity;	three,
methods	of	teaching	(secular	and	sacred)	and	of	learning;	three,	the	proper	relations
between	Christianity	and	science;	and	one,	a	prophetic	anticipation	of	Huxley,	the
challenge	to	religion	that	would	soon	be	offered	by	the	new	agnostic	positivism.	All	are	in
some	degree	suffused	by	Newman's	gracious	and	tolerant	spirit,	his	genuine	complexity
of	mind,	his	astonishing	psychological	insight,	his	keen	but	not	cruel	irony,	and	his	good
English	common	sense.

The	best	known	of	the	lectures	is	probably	that	on	"Literature,"	which	anticipates	Pater's
essay	"On	Style"	in	its	insistence	on	the	inseparability	of	thought	and	word	and	in	its
definition	of	literature	as	"the	personal	use	or	exercise	of	language";	and	which	looks
back	to	Romantics	like	Coleridge	and	De	Quincey	in	its	sharp	disjunction	(perhaps	too
sharp)	between	literature	and	science,	the	former	expressing	"not	objective	truth,	as	it	is
called,	but	subjective;	not	things,	but	thoughts."

Less	well	known	than	it	deserves	to	be	is	the	barbed	yet	charming	essay	"Elementary
Studies,"	something	of	a	caricature,	perhaps,	but	one	which	brings	sharply	home	to	the
reader	Newman's	distinction	between	knowledge	and	learning,	provides	a	vivid
illustration	of	his	own	methods	as	a	teacher,	and	shows	how	little	there	is	in	common
between	a	classical	education,	at	least	in	the	Oriel	Noetic	or	Arnoldian	sense	of	the	term,
and	what	contemporary	educators	like	William	Heard	Kilpatrick	have	called	the	older	or
"Alexandrian"	type	of	education,	aiming	at	"the	acquisition	of	formulated	statements	of
knowledge	assigned	in	books	or	given	in	lectures."	(The	Philosophy	of	Education	[New
York,	1951],	p.	226.)

The	spirit	of	most	of	the	pieces,	so	many	of	them	"overtures	of	reconciliation"	which
repudiate	"aggression	of	bigotry	in	any	quarter,"	is	best	perceived	in	the	great	essay
"Christianity	and	Scientific	Investigation,"	which	is	in	many	ways	an	epitome	of
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the	entire	volume	and	which	protests	encroachments	of	theology	on	science	as	early	in
the	discourses	he	had	protested	the	reverse:

.	.	.	.	I	for	my	part	wish	to	stand	on	good	terms	with	all	kinds	of	knowledge,	and	have	no	intention	of
quarreling	with	any,	and	would	open	my	heart,	if	not	my	intellect	(for	that	is	beyond	me),	to	the
whole	circle	of	truth,	and	would	tender	at	least	a	recognition	and	hospitality	even	to	those	studies
which	are	strangers	to	me,	and	would	speed	them	on	their	way.	.	.	.

As	Newman	says	later	in	another	connection,	"Aspirations	such	as	these	are	met,
Gentlemen,	I	am	well	aware,	by	a	responsive	feeling	in	your	own	hearts;	but	by	my
putting	them	into	words,	thoughts	which	already	exist	within	you	are	brought	into	livelier
exercise,	and	sentiments	which	exist	in	many	breasts	hold	inter-communion	with	each
other."

8

Such	a	passage,	recalling	his	cardinalitial	motto	cor	ad	cor	loquitur,	brings	us	naturally,	if
only	for	a	moment,	to	the	last	topic	we	can	touch	on	herethat	of	Newman's	incomparable
style:	style,	that	is,	not	so	much	in	the	sense	of	Pater's	"mind"	of	an	author,	for	that	we
have	been	discussing	to	some	extent,	but	rather	in	the	sense	of	"soul"	or	atmosphere,	the
way	Pater	says	that	certain	writers	have	"of	absorbing	language,	of	attracting	it	into	the
peculiar	spirit	they	are	of,	with	a	subtlety	which	makes	the	actual	result	seem	like	some
inexplicable	inspiration."	In	a	sense	there	is,	of	course,	little	that	can	be	said,	Pater	himself
remarking	that	the	discovery	of	the	precise	word	"will	be,	like	all	artistic	success	and
felicity,	incapable	of	strict	analysis:	effect	of	an	intuitive	condition	of	mind,	it	must	be
recognized	by	like	intuition	on	the	part	of	the	reader,	and	a	sort	of	immediate	sense."

One	can	suggest,	however,	a	few	qualities	which	contribute	in	Newman's	writing	to	that
sense	of	"individuality,	that	earnestness,	most	personal	yet	most	unconscious	of	self,"
which	he	tells,	us	in	the	Idea	is	"the	greatest	charm	of	an	author."	In	the	sense	of	being
clear	without	being	mean,	Newman's	is	the	perfection	of	the	classical	style.	He	is	not	only
unfailingly	clear,	however,	even	in	his	lengthiest,	most	Ciceronian	(and	not	perhaps	most
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typical)	passages;	but,	believing	that	it	is	the	whole	man	who	reasons,	he	is	exceptionally
concrete	and	vivid,	his	constant	effort	being	to	translate	from	the	merely	"notional"	into
the	"real,"	to	bring	home	to	the	imagination	and	sensibility	of	his	readers	as	well	as	to
their	intellects,	the	ideas	to	which	he	is	directing	their	attention.	What	Conrad	said	about
the	aim	of	his	own	writing	in	the	preface	to	The	Nigger	of	the	Narcissus	can	be	applied
mutatis	mutandis	to	Newman's	work,	too;	and	when	Newman	said	in	the	Apologia	of	his
closest	friend	Hurrell	Froude	that	"he	was	an	Englishman	to	the	backbone	in	his	severe
adherence	to	the	real	and	the	concrete,"	he	was	also	describing	himself.

The	Idea	of	a	University	comes	home	to	us	because	of	its	aphoristic	brilliance,	for	one
thing;	and	this	is	not	altogether	unexpected,	since	in	Aristotle's	Rhetoric	we	are	told	that
maxims	are	parts	of	enthymemes,	that	they	are	especially	appropriate	in	deliberative
rhetoric	when	employed	by	a	man	of	experience,	and	that	they	exert	both	ethical	and
logical	force,	showing	the	good	character	as	well	as	the	intelligence	of	the	speaker.	The
Idea	abounds	in	seasoned	aphorisms:	Some	men	"are	so	intemperate	and	intractable,"
says	Newman,	"that	there	is	no	greater	calamity	for	a	good	cause	than	that	they	should	get
hold	of	it."	"Boys	are	always	more	or	less	inaccurate,	and	too	many,	or	rather	the
majority,	remain	boys	all	their	lives."	"It	too	often	happens	that	the	religiously	disposed
are	in	the	same	degree	intellectually	deficient."	"[I]t	is	not	the	way	to	learn	to	swim	in
troubled	waters,	never	to	have	gone	into	them.''	And	so	on,	every	few	pages	throughout
the	book.

More	characteristic	of	Newman	is	the	wealth	of	figures	he	employs,	particularly
metaphors	and,	as	might	be	expected	in	so	perennial	a	disciple	of	Bishop	Butler,
analogies.	"[T]hat	a	divine	influence	moves	the	will	is	a	subject	of	thought	not	more
mysterious,"	he	insists,	"than	the	result	of	volition	on	our	muscles."	Or,	combining	the
aphorism	and	the	analogy:	"[A]	great	memory	.	.	.	does	not	make	a	philosopher,	any	more
than	a	dictionary	can	be	called	a	grammar."	But	the	finer	analogies	are	too	long	to	cite.

Equally	typical	is	the	power	Newman	possesses	to	a	greater	degree,	one	feels,	than	any
other	Victorian	masterthe	power	Longinus	called	composition,	or	the	arrangement	of
words	in	the
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most	effective	order.	It	is	a	fact,	says	Longinus,	"that	harmonious	arrangement	is	not	only
a	natural	source	of	persuasion	and	pleasure	among	men	but	also	a	wonderful	instrument
of	lofty	utterance	and	of	passion."	(Transl.	W.	Rhys	Roberts.)	And	he	goes	on	to	compare
the	spell	of	words	to	that	of	the	flute	and	the	harp.	In	Newman's	case,	the	appropriate
comparison	might	be	to	the	violin,	on	which	he	always	delighted	to	play	whenever	the
opportunity	arose.	At	any	rate,	the	sound	of	his	words	is	a	joy	to	the	car,	even	when	the
thought	itself	is	not	striking.	If	there	is	a	reader	who	needs	illustration	of	this	fact,
however,	beyond	what	has	already	been	given,	he	is	not	likely	ever	to	appreciate	it.

In	the	final	analysis,	of	course,	Newman's	prose	is	so	admirable	because	it	is	the	mirror	of
his	own	character,	uniting	intellectual	power	with	a	keen	sensibility	and	a	warm	heart;	and
one	responds	to	its	beauty,	therefore,	as	so	many	of	his	students	did	to	himself:	with
respect	tempered	by	affection.	As	G.	M.	Young	has	put	it,	we	feel	on	completing	The	Idea
of	a	University	"as	if	the	Spirit	evoked	by	Erasmus	had	found	its	voice	at	last."

MARTIN	J.	SVAGLIC
LOYOLA	UNIVERSITY,	CHICAGO
SEPTEMBER,	1959
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A	NEWMAN	CHRONOLOGY
1801
Born	in	London	on	February	21,	eldest	of	six	children	of	banker	John	Newman	and
Jemima	Fourdrinier,	who	came	of	a	well-known	Huguenot	family.

1816
After	eight	years	of	private	schooling	at	Ealing,	where	he	came	under	Evangelical
influence,	he	experienced	a	lasting	conversion	to	a	religious	rather	than	merely	ethical
sense	of	life.	On	December	14	he	matriculated	at	Trinity	College,	Oxford.

1820
Took	his	B.A.,	but	without	the	high	honors	for	which	he	had	read	too	hard	and	too
indiscriminately.

1822
Elected	Fellow	of	Oriel,	then	the	most	intellectually	progressive	college	at	Oxford.
Regarded	this	event	as	the	turning	point	of	his	life.	Drawn	from	his	Evangelical
tendencies	through	association	with	the	Oriel	"Noetics,"	a	group	of	liberal-minded
intellectuals	like	Dr.	Whately,	who	taught	him	to	think	for	himself.

1824
Ordained	a	clergyman	of	the	Church	of	England.

1826
Became	tutor	at	Oriel,	where	he	was	soon	joined	by	the	Catholic-minded	Hurrell	Froude,
a	former	pupil	of	John	Keble.

1828
Made	Vicar	of	St.	Mary's,	the	university	church,	from	whose	pulpit	he	delivered	the
sermons	that	won	him	a	position	of	extraordinary	influence	at	Oxford	during	the	next
fifteen	years.

1833
Keble's	July	14	sermon	called	"National	Apostasy"	and	Newman's	first	Tracts	for	the
Times	mark	the	start	of	the	Oxford	Movement,	which	aimed	to	resist	governmental
interference	with	the	Church	of	England	and	to	enrich	its	spiritual	life	by	reasserting	and
recovering	its	ancient	Catholic	heritage.
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1841
The	violently	hostile	reception	accorded	Tract	XC,	which	argued	that	the	Thirty-nine
Articles	of	the	Church	of	England	were	capable	of	an	essentially	Catholic	interpretation,
brought	the	Tracts	to	an	end	and	severely	disturbed	Newman,	whose	faith	in	the	theory	of
his	Church	as	being	a	true	"via	media"	between	the	accretions	of	Rome	and	the	defects	of
Protestantism	had	already	been	shaken	by	his	analogical	readings	of	patristic	history.

1843
Resigned	from	St.	Mary's.

1845
Received	into	the	Roman	Catholic	Church	on	October	9.

1847
Ordained	a	Catholic	priest	at	Rome.

1848
Established	the	Oratory	of	St.	Philip	Neri	in	Maryvale,	England,	the	community	moving
the	next	year	to	Birmingham,	where	Newman	spent	most	of	the	rest	of	his	life.

1852
Delivered	in	Dublin,	as	Rector-elect	of	the	new	Catholic	University,	the	lectures	which
grew	into	The	Idea	of	a	University.

1858
Resigned	rectorship	of	the	university	and	returned	to	Birmingham,	where	for	a	variety	of
reasons	he	felt	frustrated	and	"under	a	cloud"	for	the	next	several	years.

1864
Answered	Charles	Kingsley's	attack	on	his	character	with	the	moving	Apologia	pro	Vita
Sua,	which	restored	him	to	both	Catholic	and	Protestant	favor.

1870
Published	A	Grammar	of	Assent,	his	chief	work	on	the	nature	of	belief.

1878
Made	Honorary	Fellow	of	Trinity	College,	Oxford.

1879
Made	Cardinal	by	Pope	Leo	XIII.

1890
Died	August	11	and	buried	in	the	Oratorian	cemetery	at	Rednal,	a	suburb	of	Birmingham.
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A	NOTE	ON	THE	TEXT
The	text	of	this	edition	of	The	Idea	of	a	University	is	the	1899	impression,	published	by
Longmans,	Green,	and	Company,	of	what	is	commonly	regarded	as	the	definitive	edition
of	1873.	For	a	fuller	discussion	of	the	text	see	section	3	of	the	Introduction.

	



Page	xxxiii

UNIVERSITY	TEACHING:
CONSIDERED	IN	NINE	DISCOURSES
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Hospes	eram,	et	collegistis	Me.
IN	GRATEFUL	NEVER-DYING	REMEMBRANCE
OF	HIS	MANY	FRIENDS	AND	BENEFACTORS,

LIVING	AND	DEAD,
AT	HOME	AND	ABROAD

IN	GREAT	BRITAIN,	IRELAND,	FRANCE,
IN	BELGIUM,	GERMANY,	POLAND,	ITALY,	AND	MALTA,

IN	NORTH	AMERICA,	AND	OTHER	COUNTRIES,
WHO,	BY	THEIR	RESOLUTE	PRAYERS	AND	PENANCE,
AND	BY	THEIR	GENEROUS	STUBBORN	EFFORTS

AND	BY	THEIR	MUNIFICENT	ALMS,
HAVE	BROKEN	FOR	HIM	THE	STRESS

OF	A	GREAT	ANXIETY,

THESE	DISCOURSES,
OFFERED	TO	OUR	LADY	AND	ST.	PHILIP	ON	ITS	RISE,

COMPOSED	UNDER	ITS	PRESSURE,
FINISHED	ON	THE	EVE	OF	ITS	TERMINATION,

ARE	RESPECTFULLY	AND	AFFECTIONATELY	INSCRIBED

BY	THE	AUTHOR.
IN	FEST.	PRÆSENT.

B.	M.	V.

NOV.	21,	1852
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Preface
The	view	taken	of	a	University	in	these	Discourses	is	the	following:That	it	is	a	place	of
teaching	universal	knowledge.	This	implies	that	its	object	is,	on	the	one	hand,	intellectual,
not	moral;	and,	on	the	other,	that	it	is	the	diffusion	and	extension	of	knowledge	rather
than	the	advancement.	If	its	object	were	scientific	and	philosophical	discovery,	I	do	not
see	why	a	University	should	have	students;	if	religious	training,	I	do	not	see	how	it	can	be
the	seat	of	literature	and	science.

Such	is	a	University	in	its	essence,	and	independently	of	its	relation	to	the	Church.	But,
practically	speaking,	it	cannot	fulfil	its	object	duly,	such	as	I	have	described	it,	without	the
Church's	assistance;	or,	to	use	the	theological	term,	the	Church	is	necessary	for	its
integrity.	Not	that	its	main	characters	are	changed	by	this	incorporation:	it	still	has	the
office	of	intellectual	education;	but	the	Church	steadies	it	in	the	performance	of	that
office.

Such	are	the	main	principles	of	the	Discourses	which	follow;	though	it	would	be
unreasonable	for	me	to	expect	that	I	have	treated	so	large	and	important	a	field	of	thought
with	the	fulness	and	precision	necessary	to	secure	me	from	incidental	misconceptions	of
my	meaning	on	the	part	of	the	reader.	It	is	true,	there	is	nothing	novel	or	singular	in	the
argument	which	I	have	been	pursuing,	but	this	does	not	protect	me	from	such
misconceptions;	for	the	very	circumstance	that	the	views	I	have	been	delineating	are	not
original	with	me	may	lead	to	false	notions	as	to	my	relations	in	opinion	towards	those
from	whom	I	happened	in	the	first	instance	to	learn	them,	and	may	cause	me	to	be
interpreted	by	the	objects	or	sentiments	of	schools	to	which	I	should	be	simply	opposed.

For	instance,	some	persons	may	be	tempted	to	complain,	that	I	have	servilely	followed
the	English	idea	of	a	University,	to	the	disparagement	of	that	Knowledge	which	I	profess
to	be	so	strenuously	upholding;	and	they	may	anticipate	that	an	aca-
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demical	system,	formed	upon	my	model,	will	result	in	nothing	better	or	higher	than	in	the
production	of	that	antiquated	variety	of	human	nature	and	remnant	of	feudalism,	as	they
consider	it,	called	''a	gentleman."*	Now,	I	have	anticipated	this	charge	in	various	parts	of
my	discussion;	if,	however,	any	Catholic	is	found	to	prefer	it	(and	to	Catholics	of	course
this	Volume	is	primarily	addressed),	I	would	have	him	first	of	all	ask	himself	the	previous
question,	what	he	conceives	to	be	the	reason	contemplated	by	the	Holy	See	in
recommending	just	now	to	the	Irish	Hierarchy	the	establishment	of	a	Catholic	University?
Has	the	Supreme	Pontiff	recommended	it	for	the	sake	of	the	Sciences,	which	are	to	be	the
matter,	and	not	rather	of	the	Students,	who	are	to	be	the	subjects,	of	its	teaching?	Has	he
any	obligation	or	duty	at	all	towards	secular	knowledge	as	such?	Would	it	become	his
Apostolical	Ministry,	and	his	descent	from	the	Fisherman,	to	have	a	zeal	for	the	Baconian
or	other	philosophy	of	man	for	its	own	sake?	Is	the	Vicar	of	Christ	bound	by	office	or	by
vow	to	be	the	preacher	of	the	theory	of	gravitation,	or	a	martyr	for	electro-magnetism?
Would	he	be	acquitting	himself	of	the	dispensation	committed	to	him	if	he	were	smitten
with	an	abstract	love	of	these	matters,	however	true,	or	beautiful,	or	ingenious,	or	useful?
Or	rather,	does	he	not	contemplate	such	achievements	of	the	intellect,	as	far	as	he
contemplates	them,	solely	and	simply	in	their	relation	to	the	interests	of	Revealed	Truth?
Surely,	what	he	does	he	does	for	the	sake	of	Religion;	if	he	looks	with	satisfaction	on
strong	temporal	governments,	which	promise	perpetuity,	it	is	for	the	sake	of	Religion;	and
if	he	encourages	and	patronizes	art	and	science,	it	is	for	the	sake	of	Religion.	He	rejoices
in	the	widest	and	most	philosophical	systems	of	intellectual	education,	from	an	intimate
conviction	that	Truth	is	his	real	ally,	as	it	is	his	profession;	and	that	Knowledge	and
Reason	are	sure	ministers	to	Faith.

This	being	undeniable,	it	is	plain	that,	when	he	suggests	to	the	Irish	Hierarchy	the
establishment	of	a	University,	his	first	and	chief	and	direct	object	is,	not	science,	art,
professional	skill,	literature,	the	discovery	of	knowledge,	but	some	benefit	or	other,	to
accrue,	by	means	of	literature	and	science,	to	his	own	children;

*Vid.	Huber's	English	Universities,	London,	1843,	vol.	ii.,	part	1.,	pp.	321,	etc.
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not	indeed	their	formation	on	any	narrow	or	fantastic	type,	as,	for	instance,	that	of	an
"English	Gentleman"	may	be	called,	but	their	exercise	and	growth	in	certain	habits,	moral
or	intellectual.	Nothing	short	of	this	can	be	his	aim,	if,	as	becomes	the	Successor	of	the
Apostles,	he	is	to	be	able	to	say	with	St.	Paul,	"Non	judicavi	me	scire	aliquid	inter	vos,
nisi	Jesum	Christum,	et	hunc	crucifixum."	Just	as	a	commander	wishes	to	have	tall	and
well-formed	and	vigorous	soldiers,	not	from	any	abstract	devotion	to	the	military
standard	of	height	or	age,	but	for	the	purposes	of	war,	and	no	one	thinks	it	any	thing	but
natural	and	praiseworthy	in	him	to	be	contemplating,	not	abstract	qualities,	but	his	own
living	and	breathing	men;	so,	in	like	manner,	when	the	Church	founds	a	University,	she	is
not	cherishing	talent,	genius,	or	knowledge,	for	their	own	sake,	but	for	the	sake	of	her
children,	with	a	view	to	their	spiritual	welfare	and	their	religious	influence	and
usefulness,	with	the	object	of	training	them	to	fill	their	respective	posts	in	life	better,	and
of	making	them	more	intelligent,	capable,	active	members	of	society.

Nor	can	it	justly	be	said	that	in	thus	acting	she	sacrifices	Science,	and,	under	a	pretence	of
fulfilling	the	duties	of	her	mission,	perverts	a	University	to	ends	not	its	own,	as	soon	as	it
is	taken	into	account	that	there	are	other	institutions	far	more	suited	to	act	as	instruments
of	stimulating	philosophical	inquiry,	and	extending	the	boundaries	of	our	knowledge,
than	a	University.	Such,	for	instance,	are	the	literary	and	scientific	"Academies,"	which
are	so	celebrated	in	Italy	and	France,	and	which	have	frequently	been	connected	with
Universities,	as	committees,	or,	as	it	were,	congregations	or	delegacies	subordinate	to
them.	Thus	the	present	Royal	Society	originated	in	Charles	the	Second's	time,	in	Oxford;
such	just	now	are	the	Ashmolean	and	Architectural	Societies	in	the	same	seat	of	learning,
which	have	risen	in	our	own	time.	Such,	too,	is	the	British	Association,	a	migratory	body,
which	at	least	at	times	is	found	in	the	halls	of	the	Protestant	Universities	of	the	United
Kingdom,	and	the	faults	of	which	lie,	not	in	its	exclusive	devotion	to	science,	but	in
graver	matters	which	it	is	irrelevant	here	to	enter	upon.	Such	again	is	the	Antiquarian
Society,	the	Royal	Academy	for	the	Fine	Arts,	and	others	which	might	be	mentioned.
This,	then,	is	the	sort	of	institution,	which	primarily	contemplates	Science
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itself,	and	not	students:	and,	in	thus	speaking,	I	am	saying	nothing	of	my	own,	being
supported	by	no	less	an	authority	than	Cardinal	Gerdil.	"Ce	n'est	pas,"	he	says,	"qu'il	y	ait
aucune	véritable	opposition	entre	l'esprit	des	Académies	et	celui	des	Universités;	ce	sont
seulement	des	vues	différentes.	Les	Universités	sont	établies	pour	enseigner	les	sciences
aux	élèves	qui	veulent	s'y	former;	les	Académies	se	proposent	de	nouvelles	recherches	á
faire	dans	la	carrière	des	sciences.	Les	Universités	d'Italie	ont	fourni	des	sujets	qui	ont	fait
honneur	aux	Académies;	et	celles-ci	ont	donné	aux	Universités	des	Professeurs,	qui	ont
rempli	les	chaires	avec	la	plus	grande	distinction."*

The	nature	of	the	case	and	the	history	of	philosophy	combine	to	recommend	to	us	this
division	of	intellectual	labour	between	Academies	and	Universities.	To	discover	and	to
teach	are	distinct	functions;	they	are	also	distinct	gifts,	and	are	not	commonly	found
united	in	the	same	person.	He,	too,	who	spends	his	day	in	dispensing	his	existing
knowledge	to	all	comers	is	unlikely	to	have	either	leisure	or	energy	to	acquire	new.	The
common	sense	of	mankind	has	associated	the	search	after	truth	with	seclusion	and	quiet.
The	greatest	thinkers	have	been	too	intent	on	their	subjects	to	admit	of	interruption;	they
have	been	men	of	absent	minds	and	idosyncratic	habits,	and	have,	more	or	less,	shunned
the	lecture	room	and	the	public	school.	Pythagoras,	the	light	of	Magna	Græcia,	lived	for	a
time	in	a	cave.	Thales,	the	light	of	Ionia,	lived	unmarried	and	in	private,	and	refused.	the
invitations	of	princes.	Plato	withdrew	from	Athens	to	the	groves	of	Academus.	Aristotle
gave	twenty	years	to	a	studious	discipleship	under	him.	Friar	Bacon	lived	in	his	tower
upon	the	Isis.	Newton	indulged	in	an	intense	severity	of	meditation	which	almost	shook
his	reason.	The	great	discoveries	in	chemistry	and	electricity	were	not	made	in
Universities.	Observatories	are	more	frequently	out	of	Universities	than	in	them,	and	even
when	within	their	bounds	need	have	no	moral	connexion	with	them.	Porson	had	no
classes;	Elmsley	lived	good	part	of	his	life	in	the	country.	I	do	not	say	that	there	are	not
great	examples	the	other	way,	perhaps	Socrates,	certainly	Lord	Bacon;	still	I	think	it	must
be	allowed	on	the	whole	that,	while	teaching	in-

*	Opere,	t.	iii.,	p.	353.
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volves	external	engagements,	the	natural	home	for	experiment	and	speculation	is
retirement.

Returning,	then,	to	the	consideration	of	the	question,	from	which	I	may	seem	to	have
digressed,	thus	much	I	think	I	have	made	good,that,	whether	or	no	a	Catholic	University
should	put	before	it,	as	its	great	object,	to	make	its	students	"gentlemen,"	still	to	make
them	something	or	other	is	its	great	object,	and	not	simply	to	protect	the	interests	and
advance	the	dominion	of	Science.	If,	then,	this	may	be	taken	for	granted,	as	I	think	it
may,	the	only	point	which	remains	to	be	settled	is,	whether	I	have	formed	a	probable
conception	of	the	sort	of	benefit	which	the	Holy	See	has	intended	to	confer	on	Catholics
who	speak	the	English	tongue	by	recommending	to	the	Irish	Hierarchy	the	establishment
of	a	University;	and	this	I	now	proceed	to	consider.

Here,	then,	it	is	natural	to	ask	those	who	are	interested	in	the	question,	whether	any	better
interpretation	of	the	recommendation	of	the	Holy	See	can	be	given	than	that	which	I	have
suggested	in	this	Volume.	Certainly	it	does	not	seem	to	me	rash	to	pronounce	that,
whereas	Protestants	have	great	advantages	of	education	in	the	Schools,	Colleges,	and
Universities	of	the	United	Kingdom,	our	ecclesiastical	rulers	have	it	in	purpose	that
Catholics	should	enjoy	the	like	advantages,	whatever	they	are,	to	the	full.	I	conceive	they
view	it	as	prejudicial	to	the	interests	of	Religion	that	there	should	be	any	cultivation	of
mind	bestowed	upon	Protestants	which	is	not	given	to	their	own	youth	also.	As	they	wish
their	schools	for	the	poorer	and	middle	classes	to	be	at	least	on	a	par	with	those	of
Protestants,	they	contemplate	the	same	object	also	as	regards	that	higher	education	which
is	given	to	comparatively	the	few.	Protestant	youths,	who	can	spare	the	time,	continue
their	studies	till	the	age	of	twenty-one	or	twenty-two;	thus	they	employ	a	time	of	life	all-
important	and	especially	favourable	to	mental	culture.	I	conceive	that	our	Prelates	are
impressed	with	the	fact	and	its	consequences,	that	a	youth	who	ends	his	education	at
seventeen	is	no	match	(cæteris	paribus)	for	one	who	ends	it	at	twenty-two.

All	classes	indeed	of	the	community	are	impressed	with	a	fact	so	obvious	as	this.	The
consequence	is,	that	Catholics	who	aspire	to	be	on	a	level	with	Protestants	in	discipline
and	refinement	of
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intellect	have	recourse	to	Protestant	Universities	to	obtain	what	they	cannot	find	at	home.
Assuming	(as	the	Rescripts	from	Propaganda	allow	me	to	do)	that	Protestant	education	is
inexpedient	for	our	youth,we	see	here	an	additional	reason	why	those	advantages,
whatever	they	are,	which	Protestant	communities	dispense	through	the	medium	of
Protestantism	should	be	accessible	to	Catholics	in	a	Catholic	form.

What	are	these	advantages?	I	repeat,	they	are	in	one	word	the	culture	of	the	intellect.
Robbed,	oppressed,	and	thrust	aside,	Catholics	in	these	islands	have	not	been	in	a
condition	for	centuries	to	attempt	the	sort	of	education	which	is	necessary	for	the	man	of
the	world,	the	statesman,	the	landholder,	or	the	opulent	gentleman.	Their	legitimate
stations,	duties,	employments,	have	been	taken	from	them,	and	the	qualifications	withal,
social	and	intellectual,	which	are	necessary	both	for	reversing	the	forfeiture	and	for
availing	themselves	of	the	reversal.	The	time	is	come	when	this	moral	disability	must	be
removed.	Our	desideratum	is,	not	the	manners	and	habits	of	gentlemen;these	can	be,	and
are,	acquired	in	various	other	ways,	by	good	society,	by	foreign	travel,	by	the	innate	grace
and	dignity	of	the	Catholic	mind;but	the	force,	the	steadiness,	the	comprehensiveness	and
the	versatility	of	intellect,	the	command	over	our	own	powers,	the	instinctive	just	estimate
of	things	as	they	pass	before	us,	which	sometimes	indeed	is	a	natural	gift,	but	commonly
is	not	gained	without	much	effort	and	the	exercise	of	years.

This	is	real	cultivation	of	mind;	and	I	do	not	deny	that	the	characteristic	excellences	of	a
gentleman	are	included	in	it.	Nor	need	we	be	ashamed	that	they	should	be,	since	the	poet
long	ago	wrote,	that	"Ingenuas	didicisse	fideliter	artes	Emollit	mores."	Certainly	a	liberal
education	does	manifest	itself	in	a	courtesy,	propriety,	and	polish	of	word	and	action,
which	is	beautiful	in	itself,	and	acceptable	to	others;	but	it	does	much	more.	It	brings	the
mind	into	form,for	the	mind	is	like	the	body.	Boys	outgrow	their	shape	and	their	strength;
their	limbs	have	to	be	knit	together,	and	their	constitution	needs	tone.	Mistaking	animal
spirits	for	vigour,	and	overconfident	in	their	health,	ignorant	what	they	can	bear	and	how
to	manage	themselves,	they	are	immoderate	and	extravagant;	and	fall	into	sharp
sicknesses.	This	is	an	emblem	of	their	minds;	at	first	they	have	no	principles	laid	down
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within	them	as	a	foundation	for	the	intellect	to	build	upon;	they	have	no	discriminating
convictions,	and	no	grasp	of	consequences.	And	therefore	they	talk	at	random,	if	they
talk	much,	and	cannot	help	being	flippant,	or	what	is	emphatically	called	"young."	They
are	merely	dazzled	by	phenomena,	instead	of	perceiving	things	as	they	are.

It	were	well	if	none	remained	boys	all	their	lives;	but	what	is	more	common	than	the	sight
of	grown	men,	talking	on	political	or	moral	or	religious	subjects,	in	that	offhand,	idle
way,	which	we	signify	by	the	word	unreal?	"That	they	simply	do	not	know	what	they	are
talking	about"	is	the	spontaneous	silent	remark	of	any	man	of	sense	who	hears	them.
Hence	such	persons	have	no	difficulty	in	contradicting	themselves	in	successive
sentences,	without	being	conscious	of	it.	Hence	others,	whose	defect	in	intellectual
training	is	more	latent,	have	their	most	unfortunate	crotchets,	as	they	are	called,	or
hobbies,	which	deprive	them	of	the	influence	which	their	estimable	qualities	would
otherwise	secure.	Hence	others	can	never	look	straight	before	them,	never	see	the	point,
and	have	no	difficulties	in	the	most	difficult	subjects.	Others	are	hopelessly	obstinate	and
prejudiced,	and,	after	they	have	been	driven	from	their	opinions,	return	to	them	the	next
moment	without	even	an	attempt	to	explain	why.	Others	are	so	intemperate	and
intractable	that	there	is	no	greater	calamity	for	a	good	cause	than	that	they	should	get	hold
of	it.	It	is	very	plain	from	the	very	particulars	I	have	mentioned	that,	in	this	delineation	of
intellectual	infirmities,	I	am	drawing,	not	from	Catholics,	but	from	the	world	at	large;	I
am	referring	to	an	evil	which	is	forced	upon	us	in	every	railway	carriage,	in	every	coffee-
room	or	table-d'hôte,	in	every	mixed	company,	an	evil,	however,	to	which	Catholics	are
not	less	exposed	than	the	rest	of	mankind.

When	the	intellect	has	once	been	properly	trained	and	formed	to	have	a	connected	view
or	grasp	of	things,	it	will	display	its	powers	with	more	or	less	effect	according	to	its
particular	quality	and	capacity	in	the	individual.	In	the	case	of	most	men	it	makes	itself
felt	in	the	good	sense,	sobriety	of	thought,	reasonableness,	candour,	self-command,	and
steadiness	of	view,	which	characterize	it.	In	some	it	will	have	developed	habits	of
business,	power	of	influencing	others,	and	sagacity.	In	others	it	will	elicit	the	talent	of
philosophical	speculation,	and	lead	the	mind	forward
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to	eminence	in	this	or	that	intellectual	department.	In	all	it	will	be	a	faculty	of	entering
with	comparative	ease	into	any	subject	of	thought,	and	of	taking	up	with	aptitude	any
science	or	profession.	All	this	it	will	be	and	will	do	in	a	measure,	even	when	the	mental
formation	be	made	after	a	model	but	partially	true;	for,	as	far	as	effectiveness	goes,	even
false	views	of	things	have	more	influence	and	inspire	more	respect	than	no	views	at	all.
Men	who	fancy	they	see	what	is	not	are	more	energetic,	and	make	their	way	better,	than
those	who	see	nothing;	and	so	the	undoubting	infidel,	the	fanatic,	the	heresiarch,	are	able
to	do	much,	while	the	mere	hereditary	Christian,	who	has	never	realized	the	truths	which
he	holds,	is	unable	to	do	any	thing.	But,	if	consistency	of	view	can	add	so	much	strength
even	to	error,	what	may	it	not	be	expected	to	furnish	to	the	dignity,	the	energy,	and	the
influence	of	Truth!

Some	one,	however,	will	perhaps	object	that	I	am	but	advocating	that	spurious
philosophism,	which	shows	itself	in	what,	for	want	of	a	word,	I	may	call	"viewiness,
when	I	speak	so	much	of	the	formation,	and	consequent	grasp,	of	the	intellect.	It	may	be
said	that	the	theory	of	University	Education,	which	I	have	been	delineating,	if	acted	upon,
would	teach	youths	nothing	soundly	or	thoroughly,	and	would	dismiss	them	with	nothing
better	than	brilliant	general	views	about	all	things	whatever.

This	indeed,	if	well	founded,	would	be	a	most	serious	objection	to	what	I	have	advanced
in	this	Volume,	and	would	demand	my	immediate	attention,	had	I	any	reason	to	think	that
I	could	not	remove	it	at	once,	by	a	simple	explanation	of	what	I	consider	the	true	mode	of
educating,	were	this	the	place	to	do	so.	But	these	Discourses	are	directed	simply	to	the
consideration	of	the	aims	and	principles	of	Education.	Suffice	it,	then,	to	say	here,	that	I
hold	very	strongly	that	the	first	step	in	intellectual	training	is	to	impress	upon	a	boy's
mind	the	idea	of	science,	method,	order,	principle,	and	system;	of	rule	and	exception,	of
richness	and	harmony.	This	is	commonly	and	excellently	done	by	making	him	begin	with
Grammar;	nor	can	too	great	accuracy,	or	minuteness	and	subtlety	of	teaching	be	used
towards	him,	as	his	faculties	expand,	with	this	simple	purpose.	Hence	it	is	that	critical
scholarship	is	so	important	a	discipline	for	him	when	he	is	leaving	school	for	the
University.	A	second	science	is	the	Mathematics:
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this	should	follow	Grammar,	still	with	the	same	object,	viz.,	to	give	him	a	conception	of
development	and	arrangement	from	and	around	a	common	centre.	Hence	it	is	that
Chronology	and	Geography	are	so	necessary	for	him,	when	he	reads	History,	which	is
otherwise	little	better	than	a	storybook.	Hence,	too,	Metrical	Composition,	when	he	reads
Poetry;	in	order	to	stimulate	his	powers	into	action	in	every	practicable	way,	and	to
prevent	a	merely	passive	reception	of	images	and	ideas	which	in	that	case	are	likely	to
pass	out	of	the	mind	as	soon	as	they	have	entered	it.	Let	him	once	gain	this	habit	of
method,	of	starting	from	fixed	points,	of	making	his	ground	good	as	he	goes,	of
distinguishing	what	he	knows	from	what	he	does	not	know,	and	I	conceive	be	will	be
gradually	initiated	into	the	largest	and	truest	philosophical	views,	and	will	feel	nothing	but
impatience	and	disgust	at	the	random	theories	and	imposing	sophistries	and	dashing
paradoxes,	which	carry	away	half-formed	and	superficial	intellects.

Such	parti-coloured	ingenuities	are	indeed	one	of	the	chief	evils	of	the	day,	and	men	of
real	talent	are	not	slow	to	minister	to	them.	An	intellectual	man,	as	the	world	now
conceives	of	him,	is	one	who	is	full	of	"views"	on	all	subjects	of	philosophy,	on	all
matters	of	the	day.	It	is	almost	thought	a	disgrace	not	to	have	a	view	at	a	moment's	notice
on	any	question	from	the	Personal	Advent	to	the	Cholera	or	Mesmerism.	This	is	owing	in
great	measure	to	the	necessities	of	periodical	literature,	now	so	much	in	request.	Every
quarter	of	a	year,	every	month,	every	day,	there	must	be	a	supply,	for	the	gratification	of
the	public,	of	new	and	luminous	theories	on	the	subjects	of	religion,	foreign	politics,
home	politics,	civil	economy,	finance,	trade,	agriculture,	emigration,	and	the	colonies.
Slavery,	the	gold	fields,	German	philosophy,	the	French	Empire,	Wellington,	Peel,
Ireland,	must	all	be	practised	on,	day	after	day,	by	what	are	called	original	thinkers.	As
the	great	man's	guest	must	produce	his	good	stories	or	songs	at	the	evening	banquet,	as
the	platform	orator	exhibits	his	telling	facts	at	mid-day,	so	the	journalist	lies	under	the
stern	obligation	of	extemporizing	his	lucid	views,	leading	ideas,	and	nutshell	truths	for	the
breakfast	table.	The	very	nature	of	periodical	literature,	broken	into	small	wholes,	and
demanded	punctually	to	an	hour,	involves	the	habit	of	this	extempore	philosophy.
"Almost
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all	the	Ramblers,"	says	Boswell	of	Johnson,	"were	written	just	as	they	were	wanted	for
the	press;	he	sent	a	certain	portion	of	the	copy	of	an	essay,	and	wrote	the	remainder	while
the	former	part	of	it	was	printing."	Few	men	have	the	gifts	of	Johnson,	who	to	great
vigour	and	resource	of	intellect,	when	it	was	fairly	roused,	united	a	rare	common-sense
and	a	conscientious	regard	for	veracity,	which	preserved	him	from	flippancy	or
extravagance	in	writing.	Few	men	are	Johnsons;	yet	how	many	men	at	this	day	are
assailed	by	incessant	demands	on	their	mental	powers,	which	only	a	productiveness	like
his	could	suitably	supply!	There	is	a	demand	for	a	reckless	originality	of	thought,	and	a
sparkling	plausibility	of	argument,	which	he	would	have	despised,	even	if	he	could	have
displayed;	a	demand	for	crude	theory	and	unsound	philosophy,	rather	than	none	at	all.	It
is	a	sort	of	repetition	of	the	"Quid	novi?"	of	the	Areopagus,	and	it	must	have	an	answer.
Men	must	be	found	who	can	treat,	where	it	is	necessary,	like	the	Athenian	sophist,	de
omni	scibili,

"Grammaticus,	Rhetor,	Geometres,	Pictor,	Aliptes,
Augur,	Schoenobates	*,	Medicus,	Magus,	omnia	novit."

I	am	speaking	of	such	writers	with	a	feeling	of	real	sympathy	for	men	who	are	under	the
rod	of	a	cruel	slavery.	I	have	never	indeed	been	in	such	circumstances	myself,	nor	in	the
temptations	which	they	involve;	but	most	men	who	have	had	to	do	with	composition
must	know	the	distress	which	at	times	it	occasions	them	to	have	to	writea	distress
sometimes	so	keen	and	so	specific	that	it	resembles	nothing	else	than	bodily	pain.	That
pain	is	the	token	of	the	wear	and	tear	of	mind;	and,	if	works	done	comparatively	at
leisure	involve	such	mental	fatigue	and	exhaustion,	what	must	be	the	toil	of	those	whose
intellects	are	to	be	flaunted	daily	before	the	public	in	full	dress,	and	that	dress	ever	new
and	varied,	and	spun,	like	the	silkworm's,	out	of	themselves!	Still,	whatever	true
sympathy	we	may	feel	for	the	ministers	of	this	dearly	purchased	luxury,	and	whatever
sense	we	may	have	of	the	great	intellectual	power	which	the	literature	in	question
displays,	we	cannot	honestly	close	our	eyes	to	its	direct	evil.

One	other	remark	suggests	itself,	which	is	the	last	I	shall	think	it	necessary	to	make.	The
authority,	which	in	former	times	was	lodged	in	Universities,	now	resides	in	very	great
measure	in	that
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literary	world,	as	it	is	called,	to	which	I	have	been	referring.	This	is	not	satisfactory,	if,	as
no	one	can	deny,	its	teaching	be	so	off-hand,	so	ambitious,	so	changeable.	It	increases	the
seriousness	of	the	mischief,	that	so	very	large	a	portion	of	its	writers	are	anonymous,	for
irresponsible	power	never	can	be	any	thing	but	a	great	evil;	and,	moreover,	that,	even
when	they	are	known,	they	can	give	no	better	guarantee	for	the	philosophical	truth	of
their	principles	than	their	popularity	at	the	moment,	and	their	happy	conformity	in	ethical
character	to	the	age	which	admires	them.	Protestants,	however,	may	do	as	they	will:	it	is	a
matter	for	their	own	consideration;	but	at	least	it	concerns	us	that	our	own	literary
tribunals	and	oracles	of	moral	duty	should	bear	a	graver	character.	At	least	it	is	a	matter	of
deep	solicitude	to	Catholic	Prelates	that	their	people	should	be	taught	a	wisdom,	safe
from	the	excesses	and	vagaries	of	individuals,	embodied	in	institutions	which	have	stood
the	trial	and	received	the	sanction	of	ages,	and	administered	by	men	who	have	no	need	to
be	anonymous,	as	being	supported	by	their	consistency	with	their	predecessors	and	with
each	other.

NOVEMBER	21,	1852
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Discourse	I
Introductory

1

In	addressing	myself,	Gentlemen,	to	the	consideration	of	a	question	which	has	excited	so
much	interest,	and	elicited	so	much	discussion	at	the	present	day,	as	that	of	University
Education,	I	feel	some	explanation	is	due	from	me	for	supposing,	after	such	high	ability
and	wide	experience	have	been	brought	to	bear	upon	it,	that	any	field	remains	for	the
additional	labours	either	of	a	disputant	or	of	an	inquirer.	If,	nevertheless,	I	still	venture	to
ask	permission	to	continue	the	discussion,	already	so	protracted,	it	is	because	the	subject
of	Liberal	Education,	and	of	the	principles	on	which	it	must	be	conducted,	has	ever	had	a
hold	upon	my	own	mind;	and	because	I	have	lived	the	greater	part	of	my	life	in	a	place
which	has	all	that	time	been	occupied	in	a	series	of	controversies	both	domestic	and	with
strangers,	and	of	measures,	experimental	or	definitive,	bearing	upon	it.	About	fifty	years
since,	the	English	University,	of	which	I	was	so	long	a	member,	after	a	century	of
inactivity,	at	length	was	roused,	at	a	time	when	(as	I	may	say)	it	was	giving	no	education
at	all	to	the	youth	committed	to	its	keeping,	to	a	sense	of	the	responsibilities	which	its
profession	and	its	station	involved,	and	it	presents	to	us	the	singular	example	of	an
heterogeneous	and	an	independent	body	of	men,	setting	about	a	work	of	self-
reformation,	not	from	any	pressure	of	public	opinion,	but	because	it	was	fitting	and	right
to	undertake	it.	Its	initial	efforts,	begun	and	carried	on	amid	many	obstacles,	were	met
from	without,	as	often	happens	in	such	cases,	by	ungenerous	and	jealous	criticisms,
which,	at	the	very	moment	that	they	were	urged,	were	beginning	to	be	unjust.
Controversy	did	but	bring	out	more	clearly	to	its	own	apprehension	the	views	on	which
its	reformation	was	proceeding,	and	throw	them	into	a	philosophical	form.	The	course	of
beneficial	change	made	prog-
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ress,	and	what	was	at	first	but	the	result	of	individual	energy	and	an	act	of	the	academical
corporation,	gradually	became	popular,	and	was	taken	up	and	carried	out	by	the	separate
collegiate	bodies,	of	which	the	University	is	composed.	This	was	the	first	stage	of	the
controversy.	Years	passed	away,	and	then	political	adversaries	arose	against	it,	and	the
system	of	education	which	it	had	established	was	a	second	time	assailed;	but	still,	since
that	contest	was	conducted	for	the	most	part	through	the	medium,	not	of	political	acts,	but
of	treatises	and	pamphlets,	it	happened	as	before	that	the	threatened	dangers,	in	the
course	of	their	repulse,	did	but	afford	fuller	development	and	more	exact	delineation	to
the	principles	of	which	the	University	was	the	representative.

In	the	former	of	these	two	controversies	the	charge	brought	against	its	studies	was	their
remoteness	from	the	occupations	and	duties	of	life,	to	which	they	are	the	formal
introduction,	or,	in	other	words,	their	inutility;	in	the	latter,	it	was	their	connexion	with	a
particular	form	of	belief,	or,	in	other	words,	their	religious	exclusiveness.

Living	then	so	long	as	a	witness,	though	hardly	as	an	actor,	in	these	scenes	of	intellectual
conflict,	I	am	able	to	bear	witness	to	views	of	University	Education,	without	authority
indeed	in	themselves,	but	not	without	value	to	a	Catholic,	and	less	familiar	to	him,	as	I
conceive,	than	they	deserve	to	be.	And,	while	an	argument	originating	in	the
controversies	to	which	I	have	referred,	may	be	serviceable	at	this	season	to	that	great
cause	in	which	we	are	here	so	especially	interested,	to	me	personally	it	will	afford
satisfaction	of	a	peculiar	kind;	for,	though	it	has	been	my	lot	for	many	years	to	take	a
prominent,	sometimes	a	presumptuous,	part	in	theological	discussions,	yet	the	natural
turn	of	my	mind	carries	me	off	to	trains	of	thought	like	those	which	I	am	now	about	to
open,	which,	important	though	they	be	for	Catholic	objects,	and	admitting	of	a	Catholic
treatment,	are	sheltered	from	the	extreme	delicacy	and	peril	which	attach	to	disputations
directly	bearing	on	the	subject-matter	of	Divine	Revelation.

2

There	are	several	reasons	why	I	should	open	the	discussion	with	a	reference	to	the
lessons	with	which	past	years	have	sup-
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plied	me.	One	reason	is	this:	It	would	concern	me,	Gentlemen,	were	I	supposed	to	have
got	up	my	opinions	for	the	occasion.	This,	indeed,	would	have	been	no	reflection	on	me
personally,	supposing	I	were	persuaded	of	their	truth,	when	at	length	addressing	myself
to	the	inquiry;	but	it	would	have	destroyed,	of	course,	the	force	of	my	testimony,	and
deprived	such	arguments,	as	I	might	adduce,	of	that	moral	persuasiveness	which	attends
on	tried	and	sustained	conviction.	It	would	have	made	me	seem	the	advocate,	rather	than
the	cordial	and	deliberate	maintainer	and	witness,	of	the	doctrines	which	I	was	to	support;
and,	though	it	might	be	said	to	evidence	the	faith	I	reposed	in	the	practical	judgment	of
the	Church,	and	the	intimate	concurrence	of	my	own	reason	with	the	course	she	had
authoritatively	sanctioned,	and	the	devotion	with	which	I	could	promptly	put	myself	at
her	disposal,	it	would	have	cast	suspicion	on	the	validity	of	reasonings	and	conclusions
which	rested	on	no	independent	inquiry,	and	appealed	to	no	past	experience.	In	that	case
it	might	have	been	plausibly	objected	by	opponents	that	I	was	the	serviceable	expedient
of	an	emergency,	and	never,	after	all,	could	be	more	than	ingenious	and	adroit	in	the
management	of	an	argument	which	was	not	my	own,	and	which	I	was	sure	to	forget
again	as	readily	as	I	had	mastered	it.	But	this	is	not	so.	The	views	to	which	I	have	referred
have	grown	into	my	whole	system	of	thought,	and	are,	as	it	were,	part	of	myself.	Many
changes	has	my	mind	gone	through:	here	it	has	known	no	variation	or	vacillation	of
opinion,	and	though	this	by	itself	is	no	proof	of	the	truth	of	my	principles,	it	puts	a	seal
upon	conviction,	and	is	a	justification	of	earnestness	and	zeal.	Those	principles,	which	I
am	now	to	set	forth	under	the	sanction	of	the	Catholic	Church,	were	my	profession	at	that
early	period	of	my	life,	when	religion	was	to	me	more	a	matter	of	feeling	and	experience
than	of	faith.	They	did	but	take	greater	hold	upon	me,	as	I	was	introduced	to	the	records
of	Christian	Antiquity,	and	approached	in	sentiment	and	desire	to	Catholicism;	and	my
sense	of	their	correctness	has	been	increased	with	the	events	of	every	year	since	I	have
been	brought	within	its	pale.

And	here	I	am	brought	to	a	second	and	more	important	reason	for	referring,	on	this
occasion,	to	the	conclusions	at	which	Protestants	have	arrived	on	the	subject	of	Liberal
Education;	and	it	is
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as	follows:	Let	it	be	observed,	then,	that	the	principles	on	which	I	would	conduct	the
inquiry	are	attainable,	as	I	have	already	implied,	by	the	mere	experience	of	life.	They	do
not	come	simply	of	theology;	they	imply	no	supernatural	discernment;	they	have	no
special	connexion	with	Revelation;	they	almost	arise	out	of	the	nature	of	the	case;	they	are
dictated	even	by	human	prudence	and	wisdom,	though	a	divine	illumination	be	absent,
and	they	are	recognized	by	common	sense,	even	where	self-interest	is	not	present	to
quicken	it;	and,	therefore,	though	true,	and	just,	and	good	in	themselves,	they	imply
nothing	whatever	as	to	the	religious	profession	of	those	who	maintain	them.	They	may	be
held	by	Protestants	as	well	as	by	Catholics;	nay,	there	is	reason	to	anticipate	that	in	certain
times	and	places	they	will	be	more	thoroughly	investigated,	and	better	understood,	and
held	more	firmly	by	Protestants	than	by	ourselves.

It	is	natural	to	expect	this	from	the	very	circumstance	that	the	philosophy	of	Education	is
founded	on	truths	in	the	natural	order.	Where	the	sun	shines	bright,	in	the	warm	climate
of	the	south,	the	natives	of	the	place	know	little	of	safeguards	against	cold	and	wet.	They
have,	indeed,	bleak	and	piercing	blasts;	they	have	chill	and	pouring	rain,	but	only	now
and	then,	for	a	day	or	a	week;	they	bear	the	inconvenience	as	they	best	may,	but	they	have
not	made	it	an	art	to	repel	it;	it	is	not	worth	their	while;	the	science	of	calefaction	and
ventilation	is	reserved	for	the	north.	It	is	in	this	way	that	Catholics	stand	relatively	to
Protestants	in	the	science	of	Education;	Protestants	depending	on	human	means	mainly,
are	led	to	make	the	most	of	them:	their	sole	resource	is	to	use	what	they	have;
''Knowledge	is"	their	"power"	and	nothing	else;	they	are	the	anxious	cultivators	of	a
rugged	soil.	It	is	otherwise	with	us;	"funes	ceciderunt	mihi	in	præclaris."	We	have	a
goodly	inheritance.	This	is	apt	to	cause	usI	do	not	mean	to	rely	too	much	on	prayer,	and
the	Divine	Blessing,	for	that	is	impossible,	but	we	sometimes	forget	that	we	shall	please
Him	best,	and	get	most	from	Him,	when,	according	to	the	Fable,	we	"put	our	shoulder	to
the	wheel,"	when	we	use	what	we	have	by	nature	to	the	utmost,	at	the	same	time	that	we
look	out	for	what	is	beyond	nature	in	the	confidence	of	faith	and	hope.	However,	we	are
sometimes	tempted	to	let	things	take	their	course,	as	if	they
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would	in	one	way	or	another	turn	up	right	at	last	for	certain;	and	so	we	go	on,	living	from
hand	to	mouth,	getting	into	difficulties	and	getting	out	of	them,	succeeding	certainly	on
the	whole,	but	with	failure	in	detail	which	might	be	avoided,	and	with	much	of
imperfection	or	inferiority	in	our	appointments	and	plans,	and	much	disappointment,
discouragement,	and	collision	of	opinion	in	consequence.	If	this	be	in	any	measure	the
state	of	the	case,	there	is	certainly	so	far	a	reason	for	availing	ourselves	of	the
investigations	and	experience	of	those	who	are	not	Catholics,	when	we	have	to	address
ourselves	to	the	subject	of	Liberal	Education.

Nor	is	there	surely	any	thing	derogatory	to	the	position	of	a	Catholic	in	such	a
proceeding.	The	Church	has	ever	appealed	and	deferred	to	witnesses	and	authorities
external	to	herself,	in	those	matters	in	which	she	thought	they	had	means	of	forming	a
judgment:	and	that	on	the	principle,	Cuique	in	arte	sua	credendum.	She	has	even	used
unbelievers	and	pagans	in	evidence	of	her	truth,	as	far	as	their	testimony	went.	She	avails
herself	of	scholars,	critics,	and	antiquarians,	who	are	not	of	her	communion.	She	has
worded	her	theological	teaching	in	the	phraseology	of	Aristotle;	Aquila,	Symmachus,
Theodotion,	Origen,	Eusebius,	and	Apollinaris,	all	more	or	less	heterodox,	have	supplied
materials	for	primitive	exegetics.	St.	Cyprian	called	Tertullian	his	master;	St.	Augustin
refers	to	Ticonius;	Bossuet,	in	modern	times,	complimented	the	labours	of	the	Anglican
Bull;	the	Benedictine	editors	of	the	Fathers	are	familiar	with	the	labours	of	Fell,	Ussher,
Pearson,	and	Beveridge.	Pope	Benedict	XIV.	cites	according	to	the	occasion	the	works	of
Protestants	without	reserve,	and	the	late	French	collection	of	Christian	Apologists
contains	the	writings	of	Locke,	Burnet,	Tillotson,	and	Paley.	If,	then,	I	come	forward	in
any	degree	as	borrowing	the	views	of	certain	Protestant	schools	on	the	point	which	is	to
be	discussed,	I	do	so,	Gentlemen,	as	believing,	first,	that	the	Catholic	Church	has	ever,	in
the	plenitude	of	her	divine	illumination,	made	use	of	whatever	truth	or	wisdom	she	has
found	in	their	teaching	or	their	measures;	and	next,	that	in	particular	places	or	times	her
children	are	likely	to	profit	from	external	suggestions	or	lessons,	which	have	not	been
provided	for	them	by	herself.
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And	here	I	may	mention	a	third	reason	for	appealing	at	the	outset	to	the	proceedings	of
Protestant	bodies	in	regard	to	Liberal	Education.	It	will	serve	to	intimate	the	mode	in
which	I	propose	to	handle	my	subject	altogether.	Observe	then,	Gentlemen,	I	have	no
intention,	in	any	thing	I	shall	say,	of	bringing	into	the	argument	the	authority	of	the
Church,	or	any	authority	at	all;	but	I	shall	consider	the	question	simply	on	the	grounds	of
human	reason	and	human	wisdom.	I	am	investigating	in	the	abstract,	and	am	determining
what	is	in	itself	right	and	true.	For	the	moment	I	know	nothing,	so	to	say,	of	history.	I
take	things	as	I	find	them;	I	have	no	concern	with	the	past;	I	find	myself	here;	I	set	myself
to	the	duties	I	find	here;	I	set	myself	to	further,	by	every	means	in	my	power,	doctrines
and	views,	true	in	themselves,	recognized	by	Catholics	as	such,	familiar	to	my	own	mind;
and	to	do	this	quite	apart	from	the	consideration	of	questions	which	have	been
determined	without	me	and	before	me.	I	am	here	the	advocate	and	the	minister	of	a
certain	great	principle;	yet	not	merely	advocate	and	minister,	else	had	I	not	been	here	at
all.	It	has	been	my	previous	keen	sense	and	hearty	reception	of	that	principle,	that	has
been	at	once	the	reason,	as	I	must	suppose,	of	my	being	selected	for	this	office,	and	is	the
cause	of	my	accepting	it.	I	am	told	on	authority	that	a	principle	is	expedient,	which	I	have
ever	felt	to	be	true.	And	I	argue	in	its	behalf	on	its	own	merits,	the	authority,	which	brings
me	here,	being	my	opportunity	for	arguing,	but	not	the	ground	of	my	argument	itself.

And	a	fourth	reason	is	here	suggested	for	consulting	the	history	of	Protestant	institutions,
when	I	am	going	to	speak	of	the	object	and	nature	of	University	Education.	It	will	serve
to	remind	you,	Gentlemen,	that	I	am	concerned	with	questions,	not	simply	of	immutable
truth,	but	of	practice	and	expedience.	It	would	ill	have	become	me	to	undertake	a	subject,
on	which	points	of	dispute	have	arisen	among	persons	so	far	above	me	in	authority	and
name,	in	relation	to	a	state	of	society,	about	which	I	have	so	much	to	learn,	if	it	involved
an	appeal	to	sacred	truths,	or	the	determination	of	some	imperative	rule	of	conduct.	It
would	have	been
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presumptuous	in	me	so	to	have	acted,	nor	am	I	so	acting.	Even	the	question	of	the	union
of	Theology	with	the	secular	Sciences,	which	is	its	religious	side,	simple	as	it	is	of
solution	in	the	abstract,	has,	according	to	difference	of	circumstances,	been	at	different
times	differently	decided.	Necessity	has	no	law,	and	expedience	is	often	one	form	of
necessity.	It	is	no	principle	with	sensible	men,	of	whatever	cast	of	opinion,	to	do	always
what	is	abstractedly	best.	Where	no	direct	duty	forbids,	we	may	be	obliged	to	do,	as	being
best	under	circumstances,	what	we	murmur	and	rise	against,	while	we	do	it.	We	see	that
to	attempt	more	is	to	effect	less;	that	we	must	accept	so	much,	or	gain	nothing;	and	so
perforce	we	reconcile	ourselves	to	what	we	would	have	far	otherwise,	if	we	could.	Thus
a	system	of	what	is	called	secular	Education,	in	which	Theology	and	the	Sciences	are
taught	separately,	may,	in	a	particular	place	or	time,	be	the	least	of	evils;	it	may	be	of	long
standing;	it	may	be	dangerous	to	meddle	with;	it	may	be	professedly	a	temporary
arrangement;	it	may	be	under	a	process	of	improvement;	its	disadvantages	may	be
neutralized	by	the	persons	by	whom,	or	the	provisions	under	which,	it	is	administered.

Hence	it	was,	that	in	the	early	ages	the	Church	allowed	her	children	to	attend	the	heathen
schools	for	the	acquisition	of	secular	accomplishments,	where,	as	no	one	can	doubt,	evils
existed,	at	least	as	great	as	can	attend	on	Mixed	Education	now.	The	gravest	Fathers
recommended	for	Christian	youth	the	use	of	Pagan	masters;	the	most	saintly	Bishops	and
most	authoritative	Doctors	had	been	sent	in	their	adolescence	by	Christian	parents	to
Pagan	lecture	halls.*	And,	not	to	take	other	instances,	at	this	very	time,	and	in	this	very
country,	as	regards	at	least	the	poorer	classes	of	the	community,	whose	secular
acquirements	ever	must	be	limited,	it	has	seemed	best	to	the	Irish	Bishops,	under	the
circumstances,	to	suffer	the	introduction	into	the	country	of	a	system	of	Mixed	Education
in	the	schools	called	National.	Such	a	state	of	things,	however,	is	passing	away;	as	regards
University	education	at	least,	the	highest	authority	has	now	decided	that	the	plan,	which	is
abstractedly	best,	is	in	this	time	and	country	also	most	expedient.

*	Vide	M.	L'Abbé	Lalanne's	recent	work.
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And	here	I	have	an	opportunity	of	recognizing	once	for	all	that	higher	view	of
approaching	the	subject	of	these	Discourses,	which,	after	this	formal	recognition,	I	mean
to	dispense	with.	Ecclesiastical	authority,	not	argument,	is	the	supreme	rule	and	the
appropriate	guide	for	Catholics	in	matters	of	religion.	It	has	always	the	right	to	interpose,
and	sometimes,	in	the	conflict	of	parties	and	opinions,	it	is	called	on	to	exercise	that	right.
It	has	lately	exercised	it	in	our	own	instance:	it	has	interposed	in	favour	of	a	pure
University	system	for	Catholic	youth,	forbidding	compromise	or	accommodation	of	any
kind.	Of	course	its	decision	must	be	heartily	accepted	and	obeyed,	and	that	the	more,
because	the	decision	proceeds,	not	simply	from	the	Bishops	of	Ireland,	great	as	their
authority	is,	but	the	highest	authority	on	earth,	from	the	Chair	of	St.	Peter.

Moreover,	such	a	decision	not	only	demands	our	submission,	but	has	a	claim	upon	our
trust.	It	not	only	acts	as	a	prohibition	of	any	measures,	but	as	an	ipso	facto	confutation	of
any	reasonings,	inconsistent	with	it.	It	carries	with	it	an	earnest	and	an	augury	of	its	own
expediency.	For	instance,	I	can	fancy,	Gentlemen,	there	may	be	some,	among	those	who
hear	me,	disposed	to	say	that	they	are	ready	to	acquit	the	principles	of	Education,	which	I
am	to	advocate,	of	all	fault	whatever,	except	that	of	being	impracticable.	I	can	fancy	them
granting	to	me,	that	those	principles	are	most	correct	and	most	obvious,	simply	irresistible
on	paper,	but	maintaining,	nevertheless,	that	after	all,	they	are	nothing	more	than	the
dreams	of	men	who	live	out	of	the	world,	and	who	do	not	see	the	difficulty	of	keeping
Catholicism	anyhow	afloat	on	the	bosom	of	this	wonderful	nineteenth	century.	Proved,
indeed,	those	principles	are,	to	demonstration,	but	they	will	not	work.	Nay,	it	was	my
own	admission	just	now,	that,	in	a	particular	instance,	it	might	easily	happen,	that	what	is
only	second	best	is	best	practically,	because	what	is	actually	best	is	out	of	the	question.

This,	I	hear	you	say	to	yourselves,	is	the	state	of	things	at	present.	You	recount	in	detail
the	numberless	impediments,	great	and	small,	formidable	or	only	vexatious,	which	at
every	step	embarrass
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the	attempt	to	carry	out	ever	so	poorly	a	principle	in	itself	so	true	and	ecclesiastical.	You
appeal	in	your	defence	to	wise	and	sagacious	intellects,	who	are	far	from	enemies	to
Catholicism,	or	to	the	Irish	Hierarchy,	and	you	have	no	hope,	or	rather	you	absolutely
disbelieve,	that	Education	can	possibly	be	conducted,	here	and	now,	on	a	theological
principle,	or	that	youths	of	different	religions	can,	under	the	circumstances	of	the	country,
be	educated	apart	from	each	other.	The	more	you	think	over	the	state	of	politics,	the
position	of	parties,	the	feelings	of	classes,	and	the	experience	of	the	past,	the	more
chimerical	does	it	seem	to	you	to	aim	at	a	University,	of	which	Catholicity	is	the
fundamental	principle.	Nay,	even	if	the	attempt	could	accidentally	succeed,	would	not	the
mischief	exceed	the	benefit	of	it?	How	great	the	sacrifices,	in	how	many	ways,	by	which	it
would	be	preceded	and	followed!	how	many	wounds,	open	and	secret,	would	it	inflict
upon	the	body	politic!	And,	if	it	fails,	which	is	to	be	expected,	then	a	double	mischief	will
ensue	from	its	recognition	of	evils	which	it	has	been	unable	to	remedy.	These	are	your
deep	misgivings;	and,	in	proportion	to	the	force	with	which	they	come	to	you,	is	the
concern	and	anxiety	which	you	feel,	that	there	should	be	those	whom	you	love,	whom
you	revere,	who	from	one	cause	or	other	refuse	to	enter	into	them.

5

This,	I	repeat,	is	what	some	good	Catholics	will	say	to	me,	and	more	than	this.	They	will
express	themselves	better	than	I	can	speak	for	them	in	their	behalf,with	more	earnestness
and	point,	with	more	force	of	argument	and	fulness	of	detail;	and	I	will	frankly	and	at
once	acknowledge,	that	I	shall	insist	on	the	high	theological	view	of	a	University	without
attempting	to	give	a	direct	answer	to	their	arguments	against	its	present	practicability.	I	do
not	say	an	answer	cannot	be	given;	on	the	contrary,	I	have	a	confident	expectation	that,	in
proportion	as	those	objections	are	looked	in	the	face,	they	will	fade	away.	But,	however
this	may	be,	it	would	not	become	me	to	argue	the	matter	with	those	who	understand	the
circumstances	of	the	problem	so	much	better	than	myself.	What	do	I	know	of	the	state	of
things	in	Ireland,	that	I	should	presume	to	put	ideas	of	mine,	which	could	not	be	right
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except	by	accident,	by	the	side	of	theirs,	who	speak	in	the	country	of	their	birth	and	their
home?	No,	Gentlemen,	you	are	natural	judges	of	the	difficulties	which	beset	us,	and	they
are	doubtless	greater	than	I	can	even	fancy	or	forbode.	Let	me,	for	the	sake	of	argument,
admit	all	you	say	against	our	enterprise,	and	a	great	deal	more.	Your	proof	of	its	intrinsic
impossibility	shall	be	to	me	as	cogent	as	my	own	of	its	theological	advisableness.	Why,
then,	should	I	be	so	rash	and	perverse	as	to	involve	myself	in	trouble	not	properly	mine?
Why	go	out	of	my	own	place?	Why	so	headstrong	and	reckless	as	to	lay	up	for	myself
miscarriage	and	disappointment,	as	though	I	were	not	sure	to	have	enough	of	personal
trial	anyhow	without	going	about	to	seek	for	it?

Reflections	such	as	these	would	be	decisive	even	with	the	boldest	and	most	capable
minds,	but	for	one	consideration.	In	the	midst	of	our	difficulties	I	have	one	ground	of
hope,	just	one	stay,	but,	as	I	think,	a	sufficient	one,	which	serves	me	in	the	stead	of	all
other	argument	whatever,	which	hardens	me	against	criticism,	which	supports	me	if	I
begin	to	despond,	and	to	which	I	ever	come	round,	when	the	question	of	the	possible	and
the	expedient	is	brought	into	discussion.	It	is	the	decision	of	the	Holy	See;	St.	Peter	has
spoken,	it	is	he	who	has	enjoined	that	which	seems	to	us	so	unpromising.	He	has	spoken,
and	has	a	claim	on	us	to	trust	him.	He	is	no	recluse,	no	solitary	student,	no	dreamer	about
the	past,	no	doter	upon	the	dead	and	gone,	no	projector	of	the	visionary.	He	for	eighteen
hundred	years	has	lived	in	the	world;	he	has	seen	all	fortunes,	he	has	encountered	all
adversaries,	he	has	shaped	himself	for	all	emergencies.	If	ever	there	was	a	power	on	earth
who	had	an	eye	for	the	times,	who	has	confined	himself	to	the	practicable,	and	has	been
happy	in	his	anticipations,	whose	words	have	been	facts,	and	whose	commands
prophecies,	such	is	he	in	the	history	of	ages,	who	sits	from	generation	to	generation	in	the
Chair	of	the	Apostles,	as	the	Vicar	of	Christ,	and	the.	Doctor	of	His	Church.

6

These	are	not	the	words	of	rhetoric,	Gentlemen,	but	of	history.	All	who	take	part	with	the
Apostle,	are	on	the	winning	side.	He	has	long	since	given	warrants	for	the	confidence
which	he	claims.
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From	the	first	he	has	looked	through	the	wide	world,	of	which	he	has	the	burden;	and,
according	to	the	need	of	the	day,	and	the	inspirations	of	his	Lord,	he	has	set	himself	now
to	one	thing,	now	to	another;	but	to	all	in	season,	and	to	nothing	in	vain.	He	came	first
upon	an	age	of	refinement	and	luxury	like	our	own,	and,	in	spite	of	the	persecutor,	fertile
in	the	resources	of	his	cruelty,	he	soon	gathered,	out	of	all	classes	of	society,	the	slave,	the
soldier,	the	high-born	lady,	and	the	sophist,	materials	enough	to	form	a	people	to	his
Master's	honour.	The	savage	hordes	come	down	in	torrents	from	the	north,	and	Peter
went	out	to	meet	them,	and	by	his	very	eye	he	sobered	them,	and	backed	them	in	their
full	career.	They	turned	aside	and	flooded	the	whole	earth,	but	only	to	be	more	surely
civilized	by	him,	and	to	be	made	ten	times	more	his	children	even	than	the	older
populations	which	they	had	overwhelmed.	Lawless	kings	arose,	sagacious	as	the	Roman,
passionate	as	the	Hun,	yet	in	him	they	found	their	match,	and	were	shattered,	and	he	lived
on.	The	gates	of	the	earth	were	opened	to	the	east	and	west,	and	men	poured	out	to	take
possession;	but	he	went	with	them	by	his	missionaries,	to	China,	to	Mexico,	carried	along
by	zeal	and	charity,	as	far	as	those	children	of	men	were	led	by	enterprise,	covetousness,
or	ambition.	Has	he	failed	in	his	successes	up	to	this	hour?	Did	he,	in	our	fathers'	day,	fail
in	his	struggle	with	Joseph	of	Germany	and	his	confederates,	with	Napoleon,	a	greater
name,	and	his	dependent	kings,	that,	though	in	another	kind	of	fight,	he	should	fail	in
ours?	What	grey	hairs	are	on	the	head	of	Judah,	whose	youth	is	renewed	like	the	eagle's,
whose	feet	are	like	the	feet	of	harts,	and	underneath	the	Everlasting	arms?

In	the	first	centuries	of	the	Church	all	this	practical	sagacity	of	Holy	Church	was	mere
matter	of	faith,	but	every	age,	as	it	has	come,	has	confirmed	faith	by	actual	sight;	and
shame	on	us,	if,	with	the	accumulated	testimony	of	eighteen	centuries,	our	eyes	are	too
gross	to	see	those	victories	which	the	Saints	have	ever	seen	by	anticipation.	Least	of	all
can	we,	the	Catholics	of	islands	which	have	in	the	cultivation	and	diffusion	of
Knowledge	heretofore	been	so	singularly	united	under	the	auspices	of	the	Apostolic	See,
least	of	all	can	we	be	the	men	to	distrust	its	wisdom	and	to	predict	its	failure,	when	it
sends	us	on	a	similar	mission	now.	I	cannot	forget	that,	at	a	time	when	Celt	and	Saxon
were	alike	savage,
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it	was	the	See	of	Peter	that	gave	both	of	them,	first	faith,	then	civilization;	and	then	again
bound	them	together	in	one	by	the	seal	of	a	joint	commission	to	convert	and	illuminate	in
their	turn	the	pagan	continent.	I	cannot	forget	how	it	was	from	Rome	that	the	glorious	St.
Patrick	was	sent	to	Ireland,	and	did	a	work	so	great	that	he	could	not	have	a	successor	in
it,	the	sanctity	and	learning	and	zeal	and	charity	which	followed	on	his	death	being	but
the	result	of	the	one	impulse	which	he	gave.	I	cannot	forget	how,	in	no	long	time,	under
the	fostering	breath	of	the	Vicar	of	Christ,	a	country	of	heathen	superstitions	became	the
very	wonder	and	asylum	of	all	people,the	wonder	by	reason	of	its	knowledge,	sacred	and
profane,	and	the	asylum	of	religion,	literature	and	science,	when	chased	away	from	the
continent	by	the	barbarian	invaders.	I	recollect	its	hospitality,	freely	accorded	to	the
pilgrim;	its	volumes	munificently	presented	to	the	foreign	student;	and	the	prayers,	the
blessings,	the	holy	rites,	the	solemn	chants,	which	sanctified	the	while	both	giver	and
receiver.

Nor	can	I	forget	either,	how	my	own	England	had	meanwhile	become	the	solicitude	of
the	same	unwearied	eye:	how	Augustine	was	sent	to	us	by	Gregory;	how	he	fainted	in	the
way	at	the	tidings	of	our	fierceness,	and,	but	for	the	Pope,	would	have	shrunk	as	from	an
impossible	expedition;	how	he	was	forced	on	"in	weakness	and	in	fear	and	in	much
trembling,"	until	he	had	achieved	the	conquest	of	the	island	to	Christ.	Nor,	again,	how	it
came	to	pass	that,	when	Augustine	died	and	his	work	slackened,	another	Pope,	unwearied
still,	sent	three	saints	from	Rome,	to	ennoble	and	refine	the	people	Augustine	had
converted.	Three	holy	men	set	out	for	England	together,	of	different	nations:	Theodore,
an	Asiatic	Greek,	from	Tarsus;	Adrian,	an	African;	Bennett	alone	a	Saxon,	for	Peter
knows	no	distinction	of	races	in	his	ecumenical	work.	They	came	with	theology	and
science	in	their	train;	with	relics,	with	pictures,	with	manuscripts	of	the	Holy	Fathers	and
the	Greek	classics;	and	Theodore	and	Adrian	founded	schools,	secular	and	monastic,	all
over	England,	while	Bennett	brought	to	the	north	the	large	library	he	had	collected	in
foreign	parts,	and,	with	plans	and	ornamental	work	from	France,	erected	a	church	of
stone,	under	the	invocation	of	St.	Peter,	after	the	Roman	fashion,	"which,"	says	the
historian,*	"he	most	affected.''	I

*	Cressy.
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call	to	mind	how	St.	Wilfrid,	St.	John	of	Beverley,	St.	Bede,	and	other	saintly	men,
carried	on	the	good	work	in	the	following	generations,	and	how	from	that	time	forth	the
two	islands,	England	and	Ireland,	in	a	dark	and	dreary	age,	were	the	two	lights	of
Christendom,	and	had	no	claims	on	each	other,	and	no	thought	of	self,	save	in	the
interchange	of	kind	offices	and	the	rivalry	of	love.

7

O	memorable	time,	when	St.	Aidan	and	the	Irish	monks	went	up	to	Lindisfarne	and
Melrose,	and	taught	the	Saxon	youth,	and	when	a	St.	Cuthbert	and	a	St.	Eata	repaid	their
charitable	toil!	O	blessed	days	of	peace	and	confidence,	when	the	Celtic	Mailduf
penetrated	to	Malmesbury	in	the	south,	which	has	inherited	his	name,	and	founded	there
the	famous	school	which	gave	birth	to	the	great	St.	Aldhelm!	O	precious	seal	and
testimony	of	Gospel	unity,	when,	as	Aldhelm	in	turn	tells	us,	the	English	went	to	Ireland
"numerous	as	bees;"	when	the	Saxon	St.	Egbert	and	St.	Willibrod,	preachers	to	the
heathen	Frisons,	made	the	voyage	to	Ireland	to	prepare	themselves	for	their	work;	and
when	from	Ireland	went	forth	to	Germany	the	two	noble	Ewalds,	Saxons	also,	to	earn	the
crown	of	martyrdom!	Such	a	period,	indeed,	so	rich	in	grace,	in	peace,	in	love,	and	in
good	works,	could	only	last	for	a	season;	but,	even	when	the	light	was	to	pass	away	from
them,	the	sister	islands	were	destined,	not	to	forfeit,	but	to	transmit	it	together.	The	time
came	when	the	neighbouring	continental	country	was	in	turn	to	hold	the	mission	which
they	had	exercised	so	long	and	well;	and	when	to	it	they	made	over	their	honourable
office,	faithful	to	the	alliance	of	two	hundred	years,	they	made	it	a	joint	act.	Alcuin,	was
the	pupil	both	of	the	English	and	of	the	Irish	schools;	and	when	Charlemagne	would
revive	science	and	letters	in	his	own	France,	it	was	Alcuin,	the	representative	both	of	the
Saxon	and	the	Celt,	who	was	the	chief	of	those	who	went	forth	to	supply	the	need	of	the
great	Emperor.	Such	was	the	foundation	of	the	School	of	Paris,	from	which,	in	the	course
of	centuries,	sprang	the	famous	University,	the	glory	of	the	middle	ages.
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The	past	never	returns;	the	course	of	events,	old	in	its	texture,	is	ever	new	in	its	colouring
and	fashion.	England	and	Ireland	are	not	what	they	once	were,	but	Rome	is	where	it	was,
and	St.	Peter	is	the	same:	his	zeal,	his	charity,	his	mission,	his	gifts	are	all	the	same.	He	of
old	made	the	two	islands	one	by	giving	them	joint	work	of	teaching;	and	now	surely	he	is
giving	us	a	like	mission,	and	we	shall	become	one	again,	while	we	zealously	and	lovingly
fulfil	it.

Discourse	II
Theology	a	Branch	of	Knowledge
There	were	two	questions,	to	which	I	drew	your	attention,	Gentlemen,	in	the	beginning	of
my	first	Discourse,	as	being	of	especial	importance	and	interest	at	this	time:	first,	whether
it	is	consistent	with	the	idea	of	University	teaching	to	exclude	Theology	from	a	place
among	the	sciences	which	it	embraces;	next,	whether	it	is	consistent	with	that	idea	to
make	the	useful	arts	and	sciences	its	direct	and	principal	concern,	to	the	neglect	of	those
liberal	studies	and	exercises	of	mind,	in	which	it	has	heretofore	been	considered	mainly
to	consist.	These	are	the	questions	which	will	form	the	subject	of	what	I	have	to	lay
before	you,	and	I	shall	now	enter	upon	the	former	of	the	two.

1

It	is	the	fashion	just	now,	as	you	very	well	know,	to	erect	so-called	Universities,	without
making	any	provision	in	them	at	all	for	Theological	chairs.	Institutions	of	this	kind	exist
both	here	and	in	England.	Such	a	procedure,	though	defended	by	writers	of	the
generation	just	passed	with	much	plausible	argument	and	not	a	little	wit,	seems	to	me	an
intellectual	absurdity;	and	my	reason	for	saying	so	runs,	with	whatever	abruptness,	into
the	form	of	a	syllogism:A	University,	I	should	lay	down,	by	its	very	name	professes	to
teach	universal	knowledge:	Theology	is	surely	a
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branch	of	knowledge:	how	then	is	it	possible	for	it	to	profess	all	branches	of	knowledge,
and	yet	to	exclude	from	the	subjects	of	its	teaching	one	which,	to	say	the	least,	is	as
important	and	as	large	as	any	of	them?	I	do	not	see	that	either	premiss	of	this	argument	is
open	to	exception.

As	to	the	range	of	University	teaching,	certainly	the	very	name	of	University	is
inconsistent	with	restrictions	of	any	kind.	Whatever	was	the	original	reason	of	the
adoption	of	that	term,	which	is	unknown,*	I	am	only	putting	on	it	its	popular,	its
recognized	sense,	when	I	say	that	a	University	should	teach	universal	knowledge.	That
there	is	a	real	necessity	for	this	universal	teaching	in	the	highest	schools	of	intellect,	I	will
show	by-and-by;	here	it	is	sufficient	to	say	that	such	universality	is	considered	by	writers
on	the	subject	to	be	the	very	characteristic	of	a	University,	as	contrasted	with	other	seats
of	learning.	Thus	Johnson,	in	his	Dictionary,	defines	it	to	be	"a	school	where	all	arts	and
faculties	are	taught;"	and	Mosheim,	writing	as	an	historian,	says	that,	before	the	rise	of	the
University	of	Paris,for	instance,	at	Padua,	or	Salamanca,	or	Cologne,"the	whole	circle	of
sciences	then	known	was	not	taught;"	but	that	the	school	of	Paris,	"which	exceeded	all
others	in	various	respects,	as	well	as	in	the	number	of	teachers	and	students,	was	the	first
to	embrace	all	the	arts	and	sciences,	and	therefore	first	became	a	University."**

If,	with	other	authors,	we	consider	the	word	to	be	derived	from	the	invitation	which	is
held	out	by	a	University	to	students	of	every	kind,	the	result	is	the	same;	for,	if	certain
branches	of	knowledge	were	excluded,	those	students	of	course	would	be	excluded	also,
who	desired	to	pursue	them.

Is	it,	then,	logically	consistent	in	a	seat	of	learning	to	call	itself	a	University,	and	to
exclude	Theology	from	the	number	of	its	studies?	And	again,	is	it	wonderful	that
Catholics,	even	in	the	view	of	reason,	putting	aside	faith	or	religious	duty,	should	be
dissatisfied	with	existing	institutions,	which	profess	to	be	Universities,	and	refuse	to	teach
Theology;	and	that	they	should	in	consequence	desire	to	possess	seats	of	learning,	which
are,	not	only	more	Christian,	but	more	philosophical	in	their	construction,	and	larger	and
deeper	in	their	provisions?

*	In	Roman	law	it	means	a	Corporation.	Vid.	Keuffel,	de	Scholis.
**	Hist.	vol.	ii.	p.	529.	London,	1841.
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But	this,	of	course,	is	to	assume	that	Theology	is	a	science,	and	an	important	one:	so	I
will	throw	my	argument	into	a	more	exact	form.	I	say,	then,	that	if	a	University	be,	from
the	nature	of	the	case,	a	place	of	instruction,	where	universal	knowledge	is	professed,	and
if	in	a	certain	University,	so	called,	the	subject	of	Religion	is	excluded,	one	of	two
conclusions	is	inevitable,either,	on	the	one	hand,	that	the	province	of	Religion	is	very
barren	of	real	knowledge,	or,	on	the	other	hand,	that	in	such	University	one	special	and
important	branch	of	knowledge	is	omitted.	I	say,	the	advocate	of	such	an	institution	must
say	this,	or	he	must	say	that;	he	must	own,	either	that	little	or	nothing	is	known	about	the
Supreme	Being,	or	that	his	seat	of	learning	calls	itself	what	it	is	not.	This	is	the	thesis
which	I	lay	down,	and	on	which	I	shall	insist	as	the	subject	of	this	Discourse.	I	repeat,
such	a	compromise	between	religious	parties,	as	is	involved	in	the	establishment	of	a
University	which	makes	no	religious	profession,	implies	that	those	parties	severally
consider,not	indeed	that	their	own	respective	opinions	are	trifles	in	a	moral	and	practical
point	of	viewof	course	not;	but	certainly	as	much	as	this,	that	they	are	not	knowledge.	Did
they	in	their	hearts	believe	that	their	private	views	of	religion,	whatever	they	are,	were
absolutely	and	objectively	true,	it	is	inconceivable	that	they	would	so	insult	them	as	to
consent	to	their	omission	in	an	Institution	which	is	bound,	from	the	nature	of	the
casefrom	its	very	idea	and	its	nameto	make	a	profession	of	all	sorts	of	knowledge
whatever.

2

I	think	this	will	be	found	to	be	no	matter	of	words.	I	allow	then	fully,	that,	when	men
combine	together	for	any	common	object,	they	are	obliged,	as	a	matter	of	course,	in	order
to	secure	the	advantages	accruing	from	united	action,	to	sacrifice	many	of	their	private
opinions	and	wishes,	and	to	drop	the	minor	differences,	as	they	are	commonly	called,
which	exist	between	man	and	man.	No	two	persons	perhaps	are	to	be	found,	however
intimate,	however	congenial	in	tastes	and	judgments,	however	eager	to	have	one	heart
and	one	soul,	but	must	deny	themselves,	for	the	sake	of	each	other,	much	which	they	like
or	desire,	if	they	are	to	live	together	happily.	Compromise,	in	a	large	sense	of	the	word,	is
the
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first	principle	of	combination;	and	any	one	who	insists	on	enjoying	his	rights	to	the	full,
and	his	opinions	without	toleration	for	his	neighbour's,	and	his	own	way	in	all	things,
will	soon	have	all	things	altogether	to	himself,	and	no	one	to	share	them	with	him.	But
most	true	as	this	confessedly	is,	still	there	is	an	obvious	limit,	on	the	other	hand,	to	these
compromises,	however	necessary	they	be;	and	this	is	found	in	the	proviso,	that	the
differences	surrendered	should	be	but	"minor,"	or	that	there	should	be	no	sacrifice	of	the
main	object	of	the	combination,	in	the	concessions	which	are	mutually	made.	Any
sacrifice	which	compromises	that	object	is	destructive	of	the	principle	of	the	combination,
and	no	one	who	would	be	consistent	can	be	a	party	to	it.

Thus,	for	instance,	if	men	of	various	religious	denominations	join	together	for	the
dissemination	of	what	are	called	"evangelical"	tracts,	it	is	under	the	belief,	that,	the	object
of	their	uniting,	as	recognized	on	all	hands,	being	the	spiritual	benefit	of	their	neighbours,
no	religious	exhortations,	whatever	be	their	character,	can	essentially	interfere	with	that
benefit,	which	faithfully	insist	upon	the	Lutheran	doctrine	of	Justification.	If,	again,	they
agree	together	in	printing	and	circulating	the	Protestant	Bible,	it	is	because	they,	one	and
all,	hold	to	the	principle,	that,	however	serious	be	their	differences	of	religious	sentiment,
such	differences	fade	away	before	the	one	great	principle,	which	that	circulation
symbolizesthat	the	Bible,	the	whole	Bible,	and	nothing	but	the	Bible,	is	the	religion	of
Protestants.	On	the	contrary,	if	the	committee	of	some	such	association	inserted	tracts	into
the	copies	of	the	said	Bible	which	they	sold,	and	tracts	in	recommendation	of	the
Athanasian	Creed	or	the	merit	of	good	works,	I	conceive	any	subscribing	member	would
have	a	just	right	to	complain	of	a	proceeding,	which	compromised	the	principle	of	Private
Judgment	as	the	one	true	interpreter	of	Scripture.	These	instances	are	sufficient	to
illustrate	my	general	position,	that	coalitions	and	comprehensions	for	an	object,	have	their
life	in	the	prosecution	of	that	object,	and	cease	to	have	any	meaning	as	soon	as	that	object
is	compromised	or	disparaged.

When,	then,	a	number	of	persons	come	forward,	not	as	politicians,	not	as	diplomatists,
lawyers,	traders,	or	speculators,	but	with	the	one	object	of	advancing	Universal
Knowledge,	much	we	may	allow	them	to	sacrificeambition,	reputation,	leisure,
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comfort,	party-interests,	gold;	one	thing	they	may	not	sacrifice,Knowledge	itself.
Knowledge	being	their	object,	they	need	not	of	course	insist	on	their	own	private	views
about	ancient	or	modern	history,	or	national	prosperity,	or	the	balance	of	power;	they
need	not	of	course	shrink	from	the	co-operation	of	those	who	hold	the	opposite	views;
but	stipulate	they	must	that	Knowledge	itself	is	not	compromised;and	as	to	those	views,
of	whatever	kind,	which	they	do	allow	to	be	dropped,	it	is	plain	they	consider	such	to	be
opinions,	and	nothing	more,	however	dear,	however	important	to	themselves	personally;
opinions	ingenious,	admirable,	pleasurable,	beneficial,	expedient,	but	not	worthy	the
name	of	Knowledge	or	Science.	Thus	no	one	would	insist	on	the	Malthusian	teaching
being	a	sine	quâ	non	in	a	seat	of	learning,	who	did	not	think	it	simply	ignorance	not	to	be
a	Malthusian;	and	no	one	would	consent	to	drop	the	Newtonian	theory,	who	thought	it	to
have	been	proved	true,	in	the	same	sense	as	the	existence	of	the	sun	and	moon	is	true.	If,
then,	in	an	Institution	which	professes	all	knowledge,	nothing	is	professed,	nothing	is
taught	about	the	Supreme	Being,	it	is	fair	to	infer	that	every	individual	in	the	number	of
those	who	advocate	that	Institution,	supposing	him	consistent,	distinctly	holds	that
nothing	is	known	for	certain	about	the	Supreme	Being;	nothing	such,	as	to	have	any	claim
to	be	regarded	as	a	material	addition	to	the	stock	of	general	knowledge	existing	in	the
world.	If	on	the	other	hand	it	turns	out	that	something	considerable	is	known	about	the
Supreme	Being,	whether	from	Reason	or	Revelation,	then	the	Institution	in	question
professes	every	science,	and	yet	leaves	out	the	foremost	of	them.	In	a	word,	strong	as
may	appear	the	assertion,	I	do	not	see	how	I	can	avoid	making	it,	and	bear	with	me,
Gentlemen,	while	I	do	so,	viz.,	such	an	Institution	cannot	be	what	it	professes,	if	there	be
a	God.	I	do	not	wish	to	declaim;	but,	by	the	very	force	of	the	terms,	it	is	very	plain,	that	a
Divine	Being	and	a	University	so	circumstanced	cannot	co-exist.

3

Still,	however,	this	may	seem	to	many	an	abrupt	conclusion,	and	will	not	be	acquiesced
in:	what	answer,	Gentlemen,	will	be	made	to	it?	Perhaps	this:It	will	be	said,	that	there	are
different
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kinds	or	spheres	of	Knowledge,	human,	divine,	sensible,	intellectual,	and	the	like;	and
that	a	University	certainly	takes	in	all	varieties	of	Knowledge	in	its	own	line,	but	still	that
it	has	a	line	of	its	own.	It	contemplates,	it	occupies	a	certain	order,	a	certain	platform,	of
Knowledge.	I	understand	the	remark;	but	I	own	to	you,	I	do	not	understand	how	it	can	be
made	to	apply	to	the	matter	in	hand.	I	cannot	so	construct	my	definition	of	the	subject-
matter	of	University	Knowledge,	and	so	draw	my	boundary	lines	around	it,	as	to	include
therein	the	other	sciences	commonly	studied	at	Universities,	and	to	exclude	the	science	of
Religion.	For	instance,	are	we	to	limit	our	idea	of	University	Knowledge	by	the	evidence
of	our	senses?	then	we	exclude	ethics;	by	intuition?	we	exclude	history;	by	testimony?	we
exclude	metaphysics;	by	abstract	reasoning?	we	exclude	physics.	Is	not	the	being	of	a	God
reported	to	us	by	testimony,	handed	down	by	history,	inferred	by	an	inductive	process,
brought	home	to	us	by	metaphysical	necessity,	urged	on	us	by	the	suggestions	of	our
conscience?	It	is	a	truth	in	the	natural	order,	as	well	as	in	the	supernatural.	So	much	for
its	origin;	and,	when	obtained,	what	is	it	worth?	Is	it	a	great	truth	or	a	small	one?	Is	it	a
comprehensive	truth?	Say	that	no	other	religious	idea	whatever	were	given	but	it,	and	you
have	enough	to	fill	the	mind;	you	have	at	once	a	whole	dogmatic	system.	The	word
"God"	is	a	Theology	in	itself,	indivisibly	one,	inexhaustibly	various,	from	the	vastness
and	the	simplicity	of	its	meaning.	Admit	a	God,	and	you	introduce	among	the	subjects	of
your	knowledge,	a	fact	encompassing,	closing	in	upon,	absorbing,	every	other	fact
conceivable.	How	can	we	investigate	any	part	of	any	order	of	Knowledge,	and	stop	short
of	that	which	enters	into	every	order?	All	true	principles	run	over	with	it,	all	phenomena
converge	to	it;	it	is	truly	the	First	and	the	Last.	In	word	indeed,	and	in	idea,	it	is	easy
enough	to	divide	Knowledge	into	human	and	divine,	secular	and	religious,	and	to	lay
down	that	we	will	address	ourselves	to	the	one	without	interfering	with	the	other;	but	it	is
impossible	in	fact.	Granting	that	divine	truth	differs	in	kind	from	human,	so	do	human
truths	differ	in	kind	one	from	another.	If	the	knowledge	of	the	Creator	is	in	a	different
order	from	knowledge	of	the	creature,	so,	in	like	manner,	metaphysical	science	is	in	a
different	order	from	physical,	physics	from	history,	history	from	ethics.	You	will	soon
break
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up	into	fragments	the	whole	circle	of	secular	knowledge,	if	you	begin	the	mutilation	with
divine.

I	have	been	speaking	simply	of	Natural	Theology;	my	argument	of	course	is	stronger
when	I	go	on	to	Revelation.	Let	the	doctrine	of	the	Incarnation	be	true:	is	it	not	at	once	of
the	nature	of	an	historical	fact,	and	of	a	metaphysical?	Let	it	be	true	that	there	are	Angels:
how	is	not	this	a	point	of	knowledge	in	the	same	sense	as	the	naturalist's	asseveration,
that	myriads	of	living	things	might	co-exist	on	the	point	of	a	needle?	That	the	Earth	is	to
be	burned	by	fire,	is,	if	true,	as	large	a	fact	as	that	huge	monsters	once	played	amid	its
depths;	that	Antichrist	is	to	come,	is	as	categorical	a	heading	to	a	chapter	of	history,	as	that
Nero	or	Julian	was	Emperor	of	Rome;	that	a	divine	influence	moves	the	will,	is	a	subject
of	thought	not	more	mysterious	than	the	result	of	volition	on	our	muscles,	which	we
admit	as	a	fact	in	metaphysics.

I	do	not	see	how	it	is	possible	for	a	philosophical	mind,	first,	to	believe	these	religious
facts	to	be	true;	next,	to	consent	to	ignore	them;	and	thirdly,	in	spite	of	this,	to	go	on	to
profess	to	be	teaching	all	the	while	de	omni	scibili.	No;	if	a	man	thinks	in	his	heart	that
these	religious	facts	are	short	of	truth,	that	they	are	not	true	in	the	sense	in	which	the
general	fact	and	the	law	of	the	fall	of	a	stone	to	the	earth	is	true,	I	understand	his
excluding	Religion	from	his	University,	though	he	professes	other	reasons	for	its
exclusion.	In	that	case	the	varieties	of	religious	opinion	under	which	he	shelters	his
conduct,	are	not	only	his	apology	for	publicly	disowning	Religion,	but	a	cause	of	his
privately	disbelieving	it.	He	does	not	think	that	any	thing	is	known	or	can	be	known	for
certain,	about	the	origin	of	the	world	or	the	end	of	man.

4

This,	I	fear,	is	the	conclusion	to	which	intellects,	clear,	logical,	and	consistent,	have	come,
or	are	coming,	from	the	nature	of	the	case;	and,	alas!	in	addition	to	this	primâ-facie
suspicion,	there	are	actual	tendencies	in	the	same	direction	in	Protestantism,	viewed
whether	in	its	original	idea,	or	again	in	the	so-called	Evangelical	movement	in	these
islands	during	the	last	century.	The	religious	world,	as	it	is	styled,	holds,	generally
speaking,
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that	Religion	consists,	not	in	knowledge,	but	in	feeling	or	sentiment.	The	old	Catholic
notion,	which	still	lingers	in	the	Established	Church,	was,	that	Faith	was	an	intellectual
act,	its	object	truth,	and	its	result	knowledge.	Thus	if	you	look	into	the	Anglican	Prayer
Book,	you	will	find	definite	credenda,	as	well	as	definite	agenda;	but	in	proportion	as	the
Lutheran	leaven	spread,	it	became	fashionable	to	say	that	Faith	was,	not	an	acceptance	of
revealed	doctrine,	not	an	act	of	the	intellect,	but	a	feeling,	an	emotion,	an	affection,	an
appetency;	and,	as	this	view	of	Faith	obtained,	so	was	the	connexion	of	Faith	with	Truth
and	Knowledge	more	and	more	either	forgotten	or	denied.	At	length	the	identity	of	this
(so-called)	spirituality	of	heart	and	the	virtue	of	Faith	was	acknowledged	on	all	hands.
Some	men	indeed	disapproved	the	pietism	in	question,	others	admired	it;	but	whether
they	admired	or	disapproved,	both	the	one	party	and	the	other	found	themselves	in
agreement	on	the	main	point,	viz.in	considering	that	this	really	was	in	substance	Religion,
and	nothing	else;	that	Religion	was	based,	not	on	argument,	but	on	taste	and	sentiment,
that	nothing	was	objective,	every	thing	subjective,	in	doctrine.	I	say,	even	those	who	saw
through	the	affectation	in	which	the	religious	school	of	which	I	am	speaking	clad	itself,
still	came	to	think	that	Religion,	as	such,	consisted	in	something	short	of	intellectual
exercises,	viz.,	in	the	affections,	in	the	imagination,	in	inward	persuasions	and
consolations,	in	pleasurable	sensations,	sudden	changes,	and	sublime	fancies.	They
learned	to	believe	and	to	take	it	for	granted,	that	Religion	was	nothing	beyond	a	supply	of
the	wants	of	human	nature,	not	an	external	fact	and	a	work	of	God.	There	was,	it
appeared,	a	demand	for	Religion,	and	therefore	there	was	a	supply;	human	nature	could
not	do	without	Religion,	any	more	than	it	could	do	without	bread;	a	supply	was
absolutely	necessary,	good	or	bad,	and,	as	in	the	case	of	the	articles	of	daily	sustenance,
an	article	which	was	really	inferior	was	better	than	none	at	all.	Thus	Religion	was	useful,
venerable,	beautiful,	the	sanction	of	order,	the	stay	of	government,	the	curb	of	self-will
and	self-indulgence,	which	the	laws	cannot	reach:	but,	after	all,	on	what	was	it	based?
Why,	that	was	a	question	delicate	to	ask,	and	imprudent	to	answer;	but,	if	the	truth	must
be	spoken,	however	reluctantly,	the	long	and	the	short	of	the	matter	was	this,	that
Religion	was	based	on	custom,	on	prej-
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udice,	on	law,	on	education,	on	habit,	on	loyalty,	on	feudalism,	on	enlightened
expedience,	on	many,	many	things,	but	not	at	all	on	reason;	reason	was	neither	its
warrant,	nor	its	instrument,	and	science	had	as	little	connexion	with	it	as	with	the	fashions
of	the	season,	or	the	state	of	the	weather.

You	see,	Gentlemen,	how	a	theory	or	philosophy,	which	began	with	the	religious	changes
of	the	sixteenth	century,	has	led	to	conclusions,	which	the	authors	of	those	changes
would	be	the	first	to	denounce,	and	has	been	taken	up	by	that	large	and	influential	body
which	goes	by	the	name	of	Liberal	or	Latitudinarian;	and	how,	where	it	prevails,	it	is	as
unreasonable	of	course	to	demand	for	Religion	a	chair	in	a	University,	as	to	demand	one
for	fine	feeling,	sense	of	honour,	patriotism,	gratitude,	maternal	affection,	or	good
companionship,	proposals	which	would	be	simply	unmeaning.

5

Now,	in	illustration	of	what	I	have	been	saying,	I	will	appeal,	in	the	first	place,	to	a
statesman,	but	not	merely	so,	to	no	mere	politician,	no	trader	in	places,	or	in	votes,	or	in
the	stock	market,	but	to	a	philosopher,	to	an	orator,	to	one	whose	profession,	whose	aim,
has	ever	been	to	cultivate	the	fair,	the	noble,	and	the	generous.	I	cannot	forget	the
celebrated	discourse	of	the	celebrated	man	to	whom	I	am	referring;	a	man	who	is	first	in
his	peculiar	walk;	and	who,	moreover	(which	is	much	to	my	purpose),	has	had	a	share,	as
much	as	any	one	alive,	in	effecting	the	public	recognition	in	these	Islands	of	the	principle
of	separating	secular	and	religious	knowledge.	This	brilliant	thinker,	during	the	years	in
which	he	was	exerting	himself	in	behalf	of	this	principle,	made	a	speech	or	discourse,	on
occasion	of	a	public	solemnity;	and	in	reference	to	the	bearing	of	general	knowledge
upon	religious	belief,	he	spoke	as	follows:

''As	men,"	he	said,	"will	no	longer	suffer	themselves	to	be	led	blindfold	in	ignorance,	so
will	they	no	more	yield	to	the	vile	principle	of	judging	and	treating	their	fellow-creatures,
not	according	to	the	intrinsic	merit	of	their	actions,	but	according	to	the	accidental	and
involuntary	coincidence	of	their	opinions.	The	great	truth	has	finally	gone	forth	to	all	the
ends	of	the	earth,"	and
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he	prints	it	in	capital	letters,	"that	man	shall	no	more	render	account	to	man	for	his	belief,
over	which	he	has	himself	no	control.	Henceforward,	nothing	shall	prevail	upon	us	to
praise	or	to	blame	any	one	for	that	which	he	can	no	more	change,	than	he	can	the	hue	of
his	skin	or	the	height	of	his	stature."*	You	see,	Gentlemen,	if	this	philosopher	is	to	decide
the	matter,	religious	ideas	are	just	as	far	from	being	real,	or	representing	anything	beyond
themselves,	are	as	truly	peculiarities,	idiosyncracies,	accidents	of	the	individual,	as	his
having	the	stature	of	a	Patagonian,	or	the	features	of	a	Negro.

But	perhaps	this	was	the	rhetoric	of	an	excited	moment.	Far	from	it,	Gentlemen,	or	I
should	not	have	fastened	on	the	words	of	a	fertile	mind,	uttered	so	long	ago.	What	Mr.
Brougham	laid	down	as	a	principle	in	1825,	resounds	on	all	sides	of	us,	with	ever-
growing	confidence	and	success,	in	1852.	I	open	the	Minutes	of	the	Committee	of
Council	on	Education	for	the	years	1848-50,	presented	to	both	Houses	of	Parliament	by
command	of	Her	Majesty,	and	I	find	one	of	Her	Majesty's	Inspectors	of	Schools,	at	p.	467
of	the	second	volume,	dividing	"the	topics	usually	embraced	in	the	better	class	of	primary
schools"	into	four:the	knowledge	of	signs,	as	reading	and	writing;	of	facts,	as	geography
and	astronomy;	of	relations	and	laws,	as	mathematics;	and	lastly	sentiment,	such	as
poetry	and	music.	Now,	on	first	catching	sight	of	this	division,	it	occurred	to	me	to	ask
myself,	before	ascertaining	the	writer's	own	resolution	of	the	matter,	under	which	of	these
four	heads	would	fall	Religion,	or	whether	it	fell	under	any	of	them.	Did	he	put	it	aside	as
a	thing	too	delicate	and	sacred	to	be	enumerated	with	earthly	studies?	or	did	he	distinctly
contemplate	it	when	he	made	his	division?	Anyhow,	I	could	really	find	a	place	for	it
under	the	first	head,	or	the	second,	or	the	third;for	it	has	to	do	with	facts,	since	it	tells	of
the	Self-subsisting;	it	has	to	do	with	relations,	for	it	tells	of	the	Creator;	it	has	to	do	with
signs,	for	it	tells	of	the	due	manner	of	speaking	of	Him.	There	was	just	one	head	of	the
division	to	which	I	could	not	refer	it,	viz.,	to	sentiment;	for,	I	suppose,	music	and	poetry,
which	are	the	writer's	own	examples	of	sentiment,	have	not	much	to	do	with	Truth,	which
is	the	main	object	of	Religion.	Judge	then	my	surprise,	Gentlemen,	when	I	found	the
fourth	was	the	very	head	selected

*	Mr.	Brougham's	Glasgow	Discourse.
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by	the	writer	of	the	Report	in	question,	as	the	special	receptacle	of	religious	topics.	"The
inculcation	of	sentiment,"	he	says,	"embraces	reading	in	its	higher	sense,	poetry,	music,
together	with	moral	and	religious	Education."	I	am	far	from	introducing	this	writer	for	his
own	sake,	because	I	have	no	wish	to	hurt	the	feelings	of	a	gentleman,	who	is	but	exerting
himself	zealously	in	the	discharge	of	anxious	duties;	but,	taking	him	as	an	illustration	of
the	wide-spreading	school	of	thought	to	which	he	belongs,	I	ask	what	can	more	clearly
prove	than	a	candid	avowal	like	this,	that,	in	the	view	of	his	school,	Religion	is	not
knowledge,	has	nothing	whatever	to	do	with	knowledge,	and	is	excluded	from	a
University	course	of	instruction,	not	simply	because	the	exclusion	cannot	be	helped,	from
political	or	social	obstacles,	but	because	it	has	no	business	there	at	all,	because	it	is	to	be
considered	a	taste,	sentiment,	opinion,	and	nothing	more?

The	writer	avows	this	conclusion	himself,	in	the	explanation	into	which	he	presently
enters,	in	which	he	says:	"According	to	the	classification	proposed,	the	essential	idea	of
all	religious	Education	will	consist	in	the	direct	cultivation	of	the	feelings."	What	we
contemplate,	then,	what	we	aim	at,	when	we	give	a	religious	Education,	is,	it	seems,	not
to	impart	any	knowledge	whatever,	but	to	satisfy	anyhow	desires	after	the	Unseen	which
will	arise	in	our	minds	in	spite	of	ourselves,	to	provide	the	mind	with	a	means	of	self-
command,	to	impress	on	it	the	beautiful	ideas	which	saints	and	sages	have	struck	out,	to
embellish	it	with	the	bright	hues	of	a	celestial	piety,	to	teach	it	the	poetry	of	devotion,	the
music	of	well-ordered	affections,	and	the	luxury	of	doing	good.	As	for	the	intellect,	its
exercise	happens	to	be	unavoidable,	whenever	moral	impressions	are	made,	from	the
constitution	of	the	human	mind,	but	it	varies	in	the	results	of	that	exercise,	in	the
conclusions	which	it	draws	from	our	impressions,	according	to	the	peculiarities	of	the
individual.

Something	like	this	seems	to	be	the	writer's	meaning,	but	we	need	not	pry	into	its	finer
issues	in	order	to	gain	a	distinct	view	of	its	general	bearing;	and	taking	it,	as	I	think	we
fairly	may	take	it,	as	a	specimen	of	the	philosophy	of	the	day,	as	adopted	by	those	who
are	not	conscious	unbelievers,	or	open	scoffers,	I	consider	it	amply	explains	how	it
comes	to	pass	that	this	day's	philosophy	sets	up	a	system	of	universal	knowledge,	and
teaches	of	plants,
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and	earths,	and	creeping	things,	and	beasts,	and	gases,	about	the	crust	of	the	earth	and	the
changes	of	the	atmosphere,	about	sun,	moon,	and	stars,	about	man	and	his	doings,	about
the	history	of	the	world,	about	sensation,	memory,	and	the	passions,	about	duty,	about
cause	and	effect,	about	all	things	imaginable,	except	oneand	that	is,	about	Him	that	made
all	these	things,	about	God.	I	say	the	reason	is	plain	because	they	consider	knowledge,	as
regards	the	creature,	is	illimitable,	but	impossible	or	hopeless	as	regards	the	being	and
attributes	and	works	of	the	Creator.

6

Here,	however,	it	may	be	objected	to	me	that	this	representation	is	certainly	extreme,	for
the	school	in	question	does,	in	fact,	lay	great	stress	on	the	evidence	afforded	by	the
creation,	to	the	Being	and	Attributes	of	the	Creator.	I	may	be	referred,	for	instance,	to	the
words	of	one	of	the	speakers	on	a	memorable	occasion.	At	the	very	time	of	laying	the
first	stone	of	the	University	of	London,	I	confess	it,	a	learned	person,	since	elevated	to	the
Protestant	See	of	Durham,	which	he	still	fills,	opened	the	proceedings	with	prayer.	He
addressed	the	Deity,	as	the	authoritative	Report	informs	us,	"the	whole	surrounding
assembly	standing	uncovered	in	solemn	silence."	"Thou,"	he	said,	in	the	name	of	all
present,	''thou	hast	constructed	the	vast	fabric	of	the	universe	in	so	wonderful	a	manner,
so	arranged	its	motions,	and	so	formed	its	productions,	that	the	contemplation	and	study
of	thy	works	exercise	at	once	the	mind	in	the	pursuit	of	human	science,	and	lead	it
onwards	to	Divine	Truth."	Here	is	apparently	a	distinct	recognition	that	there	is	such	a
thing	as	Truth	in	the	province	of	Religion;	and,	did	the	passage	stand	by	itself,	and	were	it
the	only	means	we	possessed	of	ascertaining	the	sentiments	of	the	powerful	body	whom
this	distinguished	person	there	represented,	it	would,	as	far	as	it	goes,	be	satisfactory.	I
admit	it;	and	I	admit	also	the	recognition	of	the	Being	and	certain	Attributes	of	the	Deity,
contained	in	the	writings	of	the	gifted	person	whom	I	have	already	quoted,	whose	genius,
versatile	and	multiform	as	it	is,	in	nothing	has	been	so	constant,	as	in	its	devotion	to	the
advancement	of	knowledge,	scientific	and	literary.	He	then	certainly,	in	his	"Discourse	of
the	objects,	advantages,	and	pleasures	of
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science,"	after	variously	illustrating	what	he	terms	its	"gratifying	treats,"	crowns	the
catalogue	with	mention	of	"the	highest	of	all	our	gratifications	in	the	contemplation	of
science,"	which	he	proceeds	to	explain	thus:

"We	are	raised	by	them,"	says	he,	"to	an	understanding	of	the	infinite	wisdom	and
goodness	which	the	Creator	has	displayed	in	all	His	works.	Not	a	step	can	be	taken	in	any
direction,"	he	continues,	"without	perceiving	the	most	extraordinary	traces	of	design;	and
the	skill,	every	where	conspicuous,	is	calculated	in	so	vast	a	proportion	of	instances	to
promote	the	happiness	of	living	creatures,	and	especially	of	ourselves,	that	we	can	feel	no
hesitation	in	concluding,	that,	if	we	knew	the	whole	scheme	of	Providence,	every	part
would	be	in	harmony	with	a	plan	of	absolute	benevolence.	Independent,	however,	of	this
most	consoling	inference,	the	delight	is	inexpressible,	of	being	able	to	follow,	as	it	were,
with	our	eyes,	the	marvellous	works	of	the	Great	Architect	of	Nature,	to	trace	the
unbounded	power	and	exquisite	skill	which	are	exhibited	in	the	most	minute,	as	well	as
the	mightiest	parts	of	His	system.	The	pleasure	derived	from	this	study	is	unceasing,	and
so	various,	that	it	never	tires	the	appetite.	But	it	is	unlike	the	low	gratifications	of	sense	in
another	respect:	it	elevates	and	refines	our	nature,	while	those	hurt	the	health,	debase	the
understanding,	and	corrupt	the	feelings;	it	teaches	us	to	look	upon	all	earthly	objects	as
insignificant	and	below	our	notice,	except	the	pursuit	of	knowledge	and	the	cultivation	of
virtue,	that	is	to	say,	the	strict	performance	of	our	duty	in	every	relation	of	society;	and	it
gives	a	dignity	and	importance	to	the	enjoyment	of	life,	which	the	frivolous	and	the
grovelling	cannot	even	comprehend."

Such	are	the	words	of	this	prominent	champion	of	Mixed	Education.	If	logical	inference
be,	as	it	undoubtedly	is,	an	instrument	of	truth,	surely,	it	may	be	answered	to	me,	in
admitting	the	possibility	of	inferring	the	Divine	Being	and	Attributes	from	the	phenomena
of	nature,	he	distinctly	admits	a	basis	of	truth	for	the	doctrines	of	Religion.

7

I	wish,	Gentlemen,	to	give	these	representations	their	full	weight,	both	from	the	gravity	of
the	question,	and	the	con-
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sideration	due	to	the	persons	whom	I	am	arraigning;	but,	before	I	can	feel	sure	I
understand	them,	I	must	ask	an	abrupt	question.	When	I	am	told,	then,	by	the	partisans	of
Universities	without	Theological	teaching,	that	human	science	leads	to	belief	in	a
Supreme	Being,	without	denying	the	fact,	nay,	as	a	Catholic,	with	full	conviction	of	it,
nevertheless	I	am	obliged	to	ask	what	the	statement	means	in	their	mouths,	what	they,	the
speakers,	understand	by	the	word	"God."	Let	me	not	be	thought	offensive,	if	I	question,
whether	it	means	the	same	thing	on	the	two	sides	of	the	controversy.	With	us	Catholics,	as
with	the	first	race	of	Protestants,	as	with	Mahometans,	and	all	Theists,	the	word	contains,
as	I	have	already	said,	a	theology	in	itself.	At	the	risk	of	anticipating	what	I	shall	have
occasion	to	insist	upon	in	my	next	Discourse,	let	me	say	that,	according	to	the	teaching	of
Monotheism,	God	is	an	Individual,	Self-dependent,	All-perfect,	Unchangeable	Being;
intelligent,	living,	personal,	and	present;	almighty,	all-seeing,	all-remembering;	between
whom	and	His	creatures	there	is	an	infinite	gulf;	who	has	no	origin,	who	is	all-sufficient
for	Himself;	who	created	and	upholds	the	universe;	who	will	judge	every	one	of	us,
sooner	or	later,	according	to	that	Law	of	right	and	wrong	which	He	has	written	on	our
hearts.	He	is	One	who	is	sovereign	over,	operative	amidst,	independent	of,	the
appointments	which	He	has	made;	One	in	whose	hands	are	all	things,	who	has	a	purpose
in	every	event,	and	a	standard	for	every	deed,	and	thus	has	relations	of	His	own	towards
the	subject-matter	of	each	particular	science	which	the	book	of	knowledge	unfolds;	who
has	with	an	adorable,	never-ceasing	energy	implicated	Himself	in	all	the	history	of
creation,	the	constitution	of	nature,	the	course	of	the	world,	the	origin	of	society,	the
fortunes	of	nations,	the	action	of	the	human	mind;	and	who	thereby	necessarily	becomes
the	subject-matter	of	a	science,	far	wider	and	more	noble	than	any	of	those	which	are
included	in	the	circle	of	secular	Education.

This	is	the	doctrine	which	belief	in	a	God	implies	in	the	mind	of	a	Catholic:	if	it	means
any	thing,	it	means	all	this,	and	cannot	keep	from	meaning	all	this,	and	a	great	deal	more;
and,	even	though	there	were	nothing	in	the	religious	tenets	of	the	last	three	centuries	to
disparage	dogmatic	truth,	still,	even	then,	I	should	have	difficulty	in	believing	that	a
doctrine	so	mysterious,	so	peremptory,	approved	itself	as	a	matter	of	course	to	educated
men	of
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this	day,	who	gave	their	minds	attentively	to	consider	it.	Rather,	in	a	state	of	society	such
as	ours,	in	which	authority,	prescription,	tradition,	habit,	moral	instinct,	and	the	divine
influences	go	for	nothing,	in	which	patience	of	thought,	and	depth	and	consistency	of
view,	are	scorned	as	subtle	and	scholastic,	in	which	free	discussion	and	fallible	judgment
are	prized	as	the	birthright	of	each	individual,	I	must	be	excused	if	I	exercise	towards	this
age,	as	regards	its	belief	in	this	doctrine,	some	portion	of	that	scepticism	which	it
exercises	itself	towards	every	received	but	unscrutinized	assertion	whatever.	I	cannot	take
it	for	granted,	I	must	have	it	brought	home	to	me	by	tangible	evidence,	that	the	spirit	of
the	age	means	by	the	Supreme	Being	what	Catholics	mean.	Nay,	it	would	be	a	relief	to	my
mind	to	gain	some	ground	of	assurance,	that	the	parties	influenced	by	that	spirit	had,	I
will	not	say,	a	true	apprehension	of	God,	but	even	so	much	as	the	idea	of	what	a	true
apprehension	is.

Nothing	is	easier	than	to	use	the	word,	and	mean	nothing	by	it.	The	heathens	used	to	say,
"God	wills,"	when	they	meant	"Fate;"	"God	provides,"	when	they	meant	''Chance;"	"Gad
acts,"	when	they	meant	"Instinct"	or	"Sense;"	and	"God	is	every	where,"	when	they	meant
"the	Soul	of	Nature."	The	Almighty	is	something	infinitely	different	from	a	principle,	or	a
centre	of	action,	or	a	quality,	or	a	generalization	of	phenomena.	If,	then,	by	the	word,	you
do	but	mean	a	Being	who	keeps	the	world	in	order,	who	acts	in	it,	but	only	in	the	way	of
general	Providence,	who	acts	towards	us	but	only	through	what	are	called	laws	of	Nature,
who	is	more	certain	not	to	act	at	all	than	to	act	independent	of	those	laws,	who	is	known
and	approached	indeed,	but	only	through	the	medium	of	those	laws;	such	a	God	it	is	not
difficult	for	any	one	to	conceive,	not	difficult	for	any	one	to	endure.	If,	I	say,	as	you
would	revolutionize	society,	so	you	would	revolutionize	heaven,	if	you	have	changed	the
divine	sovereignty	into	a	sort	of	constitutional	monarchy,	in	which	the	Throne	has
honour	and	ceremonial	enough,	but	cannot	issue	the	most	ordinary	command	except
through	legal	forms	and	precedents,	and	with	the	counter-signature	of	a	minister,	then
belief	in	a	God	is	no	more	than	an	acknowledgment	of	existing,	sensible	powers	and
phenomena,	which	none	but	an	idiot	can	deny.	If	the	Supreme	Being	is	powerful	or
skilful,	just	so	far	forth	as	the	telescope	shows	power,	and
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the	microscope	shows	skill,	if	His	moral	law	is	to	be	ascertained	simply	by	the	physical
processes	of	the	animal	frame,	or	His	will	gathered	from	the	immediate	issues	of	human
affairs,	if	His	Essence	is	just	as	high	and	deep	and	broad	and	long	as	the	universe,	and	no
more;	if	this	be	the	fact,	then	will	I	confess	that	there	is	no	specific	science	about	God,
that	theology	is	but	a	name,	and	a	protest	in	its	behalf	an	hypocrisy.	Then	is	He	but
coincident	with	the	laws	of	the	universe;	then	is	He	but	a	function,	or	correlative,	or
subjective	reflection	and	mental	impression,	of	each	phenomenon	of	the	material	or
moral	world,	as	it	flits	before	us.	Then,	pious	as	it	is	to	think	of	Him,	while	the	pageant	of
experiment	or	abstract	reasoning	passes	by,	still,	such	piety	is	nothing	more	than	a	poetry
of	thought	or	an	ornament	of	language,	and	has	not	even	an	infinitesimal	influence	upon
philosophy	or	science,	of	which	it	is	rather	the	parasitical	production.

I	understand,	in	that	case,	why	Theology	should	require	no	specific	teaching,	for	there	is
nothing	to	mistake	about;	why	it	is	powerless	against	scientific	anticipations,	for	it	merely
is	one	of	them;	why	it	is	simply	absurd	in	its	denunciations	of	heresy,	for	heresy	does	not
lie	in	the	region	of	fact	and	experiment.	I	understand,	in	that	case,	how	it	is	that	the
religious	sense	is	but	a	"sentiment,"	and	its	exercise	a	"gratifying	treat,"	for	it	is	like	the
sense	of	the	beautiful	or	the	sublime.	I	understand	how	the	contemplation	of	the	universe
"leads	onwards	to	divine	truth,''	for	divine	truth	is	not	something	separate	from	Nature,
but	it	is	Nature	with	a	divine	glow	upon	it.	I	understand	the	zeal	expressed	for	Physical
Theology,	for	this	study	is	but	a	mode	of	looking	at	Physical	Nature,	a	certain	view	taken
of	Nature,	private	and	personal,	which	one	man	has,	and	another	has	not,	which	gifted
minds	strike	out,	which	others	see	to	be	admirable	and	ingenious,	and	which	all	would	be
the	better	for	adopting.	It	is	but	the	theology	of	Nature,	just	as	we	talk	of	the	philosophy
or	the	romance	of	history,	or	the	poetry	of	childhood,	or	the	picturesque,	or	the
sentimental,	or	the	humorous,	or	any	other	abstract	quality,	which	the	genius	or	the
caprice	of	the	individual,	or	the	fashion	of	the	day,	or	the	consent	of	the	world,
recognizes	in	any	set	of	objects	which	are	subjected	to	its	contemplation.
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8

Such	ideas	of	religion	seem	to	me	short	of	Monotheism;	I	do	not	impute	them	to	this	or
that	individual	who	belongs	to	the	school	which	gives	them	currency;	but	what	I	read
about	the	"gratification"	of	keeping	pace	in	our	scientific	researches	with	"the	Architect	of
Nature;"	about	the	said	gratification	''giving	a	dignity	and	importance	to	the	enjoyment	of
life,"	and	teaching	us	that	knowledge	and	our	duties	to	society	are	the	only	earthly	objects
worth	our	notice,	all	this,	I	own	it,	Gentlemen,	frightens	me;	nor	is	Dr.	Maltby's	address	to
the	Deity	sufficient	to	reassure	me.	I	do	not	see	much	difference	between	avowing	that
there	is	no	God,	and	implying	that	nothing	definite	can	for	certain	be	known	about	Him;
and	when	I	find	Religious	Education	treated	as	the	cultivation	of	sentiment,	and	Religious
Belief	as	the	accidental	hue	or	posture	of	the	mind,	I	am	reluctantly	but	forcibly	reminded
of	a	very	unpleasant	page	of	Metaphysics,	viz.,	of	the	relations	between	God	and	Nature
insinuated	by	such	philosophers	as	Hume.	This	acute,	though	most	low-minded	of
speculators,	in	his	inquiry	concerning	the	Human	Understanding,	introduces,	as	is	well
known,	Epicurus,	that	is,	a	teacher	of	atheism,	delivering	an	harangue	to	the	Athenian
people,	not	indeed	in	defence,	but	in	extenuation	of	that	opinion.	His	object	is	to	show
that,	whereas	the	atheistic	view	is	nothing	else	than	the	repudiation	of	theory,	and	an
accurate	representation	of	phenomenon	and	fact,	it	cannot	be	dangerous,	unless
phenomenon	and	fact	be	dangerous.	Epicurus	is	made	to	say,	that	the	paralogism	of
philosophy	has	ever	been	that	of	arguing	from	Nature	in	behalf	of	something	beyond
Nature,	greater	than	Nature;	whereas,	God,	as	he	maintains,	being	known	only	through
the	visible	world,	our	knowledge	of	Him	is	absolutely	commensurate	with	our	knowledge
of	it,is	nothing	distinct	from	it,is	but	a	mode	of	viewing	it.	Hence	it	follows	that,	provided
we	admit,	as	we	cannot	help	admitting,	the	phenomena	of	Nature	and	the	world,	it	is	only
a	question	of	words	whether	or	not	we	go	on	to	the	hypothesis	of	a	second	Being,	not
visible	but	immaterial,	parallel	and	coincident	with	Nature,	to	whom	we	give	the	name	of
God.	"Allowing,"	he	says,	"the	gods	to	be	the	authors	of	the	exist-
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ence	or	order	of	the	universe,	it	follows	that	they	possess	that	precise	degree	of	power,
intelligence,	and	benevolence,	which	appears	in	their	workmanship;	but	nothing	farther
can	be	proved,	except	we	call	in	the	assistance	of	exaggeration	and	flattery	to	supply	the
defects	of	argument	and	reasoning.	So	far	as	the	traces	of	any	attributes,	at	present,
appear,	so	far	may	we	conclude	these	attributes	to	exist.	The	supposition	of	farther
attributes	is	mere	hypothesis;	much	more	the	supposition	that,	in	distant	periods	of	place
and	time,	there	has	been,	or	will	be,	a	more	magnificent	display	of	these	attributes,	and	a
scheme	of	administration	more	suitable	to	such	imaginary	virtues."

Here	is	a	reasoner,	who	would	not	hesitate	to	deny	that	there	is	any	distinct	science	or
philosophy	possible	concerning	the	Supreme	Being;	since	every	single	thing	we	know	of
Him	is	this	or	that	or	the	other	phenomenon,	material	or	moral,	which	already	falls	under
this	or	that	natural	science.	In	him	then	it	would	be	only	consistent	to	drop	Theology	in	a
course	of	University	Education:	but	how	is	it	consistent	in	any	one	who	shrinks	from	his
companionship?	I	am	glad	to	see	that	the	author,	several	times	mentioned,	is	in	opposition
to	Hume,	in	one	sentence	of	the	quotation	I	have	made	from	his	Discourse	upon	Science,
deciding,	as	he	does,	that	the	phenomena	of	the	material	world	are	insufficient	for	the	full
exhibition	of	the	Divine	Attributes,	and	implying	that	they	require	a	supplemental	process
to	complete	and	harmonize	their	evidence.	But	is	not	this	supplemental	process	a	science?
and	if	so,	why	not	acknowledge	its	existence?	If	God	is	more	than	Nature,	Theology
claims	a	place	among	the	sciences:	but,	on	the	other	hand,	if	you	are	not	sure	of	as	much
as	this,	how	do	you	differ	from	Hume	or	Epicurus?

9

I	end	then	as	I	began:	religious	doctrine	is	knowledge.	This	is	the	important	truth,	little
entered	into	at	this	day,	which	I	wish	that	all	who	have	honoured	me	with	their	presence
here	would	allow	me	to	beg	them	to	take	away	with	them.	I	am	not	catching	at	sharp
arguments,	but	laying	down	grave	principles.	Religious	doctrine	is	knowledge,	in	as	full	a
sense	as	Newton's	doctrine	is	knowledge.	University	Teaching	without	Theology	is	simply
un-
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philosophical.	Theology	has	at	least	as	good	a	right	to	claim	a	place	there	as	Astronomy.

In	my	next	Discourse	it	will	be	my	object	to	show	that	its	omission	from	the	list	of
recognised	sciences	is	not	only	indefensible	in	itself,	but	prejudicial	to	all	the	rest.

Discourse	III
Bearing	of	Theology	on	Other	Branches	of	Knowledge

1

When	men	of	great	intellect,	who	have	long	and	intently	and	exclusively	given	themselves
to	the	study	or	investigation	of	some	one	particular	branch	of	secular	knowledge,	whose
mental	life	is	concentrated	and	hidden	in	their	chosen	pursuit,	and	who	have	neither	eyes
nor	ears	for	any	thing	which	does	not	immediately	bear	upon	it,	when	such	men	are	at
length	made	to	realize	that	there	is	a	clamour	all	around	them,	which	must	be	heard,	for
what	they	have	been	so	little	accustomed	to	place	in	the	category	of	knowledge	as
Religion,	and	that	they	themselves	are	accused	of	disaffection	to	it,	they	are	impatient	at
the	interruption;	they	call	the	demand	tyrannical,	and	the	requisitionists	bigots	or	fanatics.
They	are	tempted	to	say,	that	their	only	wish	is	to	be	let	alone;	for	themselves,	they	are	not
dreaming	of	offending	any	one,	or	interfering	with	any	one;	they	are	pursuing	their	own
particular	line,	they	have	never	spoken	a	word	against	any	one's	religion,	whoever	he	may
be,	and	never	mean	to	do	so.	It	does	not	follow	that	they	deny	the	existence	of	a	God,
because	they	are	not	found	talking	of	it,	when	the	topic	would	be	utterly	irrelevant.	All
they	say	is,	that	there	are	other	beings	in	the	world	besides	the	Supreme	Being;	their
business	is	with	them.	After	all,
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creation	is	not	the	Creator,	nor	things	secular	religious.	Theology	and	human	science	are
two	things,	not	one,	and	have	their	respective	provinces,	contiguous	it	may	be	and
cognate	to	each	other,	but	not	identical.	When	we	are	contemplating	earth,	we	are	not
contemplating	heaven;	and	when	we	are	contemplating	heaven,	we	are	not	contemplating
earth.	Separate	subjects	should	be	treated	separately.	As	division	of	labour,	so	division	of
thought	is	the	only	means	of	successful	application.	"Let	us	go	our	own	way,"	they	say,
"and	you	go	yours.	We	do	not	pretend	to	lecture	on	Theology,	and	you	have	no	claim	to
pronounce	upon	Science."

With	this	feeling	they	attempt	a	sort	of	compromise,	between	their	opponents	who	claim
for	Theology	a	free	introduction	into	the	Schools	of	Science,	and	themselves	who	would
exclude	it	altogether,	and	it	is	this:	viz.,	that	it	should	remain	indeed	excluded	from	the
public	schools,	but	that	it	should	be	permitted	in	private,	wherever	a	sufficient	number	of
persons	is	found	to	desire	it.	Such	persons,	they	seem	to	say,	may	have	it	all	their	own
way,	when	they	are	by	themselves,	so	that	they	do	not	attempt	to	disturb	a	comprehensive
system	of	instruction,	acceptable	and	useful	to	all,	by	the	intrusion	of	opinions	peculiar	to
their	own	minds.

I	am	now	going	to	attempt	a	philosophical	answer	to	this	representation,	that	is,	to	the
project	of	teaching	secular	knowledge	in	the	University	Lecture	Room,	and	remanding
religious	knowledge	to	the	parish	priest,	the	catechism,	and	the	parlour;	and	in	doing	so,
you	must	pardon	me,	Gentlemen,	if	my	subject	should	oblige	me	to	pursue	a	lengthy	and
careful	course	of	thought,	which	may	be	wearisome	to	the	hearer:I	begin	then	thus:

2

Truth	is	the	object	of	Knowledge	of	whatever	kind;	and	when	we	inquire	what	is	meant
by	Truth,	I	suppose	it	is	right	to	answer	that	Truth	means	facts	and	their	relations,	which
stand	towards	each	other	pretty	much	as	subjects	and	predicates	in	logic.	All	that	exists,	as
contemplated	by	the	human	mind,	forms	one	large	system	or	complex	fact,	and	this	of
course	resolves	itself	into	an	indefinite	number	of	particular	facts,	which,	as	being
portions	of	a	whole,	have	countless	relations	of	every	kind,	one	towards	another.
Knowledge	is	the	apprehension	of	these
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facts,	whether	in	themselves,	or	in	their	mutual	positions	and	bearings.	And,	as	all	taken
together	form	one	integral	subject	for	contemplation,	so	there	are	no	natural	or	real	limits
between	part	and	part;	one	is	ever	running	into	another;	all,	as	viewed	by	the	mind,	are
combined	together,	and	possess	a	correlative	character	one	with	another,	from	the	internal
mysteries	of	the	Divine	Essence	down	to	our	own	sensations	and	consciousness,	from	the
most	solemn	appointments	of	the	Lord	of	all	down	to	what	may	be	called	the	accident	of
the	hour,	from	the	most	glorious	seraph	down	to	the	vilest	and	most	noxious	of	reptiles.

Now,	it	is	not	wonderful	that,	with	all	its	capabilities,	the	human	mind	cannot	take	in	this
whole	vast	fact	at	a	single	glance,	or	gain	possession	of	it	at	once.	Like	a	short-sighted
reader,	its	eye	pores	closely,	and	travels	slowly,	over	the	awful	volume	which	lies	open
for	its	inspection.	Or	again,	as	we	deal	with	some	huge	structure	of	many	parts	and	sides,
the	mind	goes	round	about	it,	noting	down,	first	one	thing,	then	another,	as	it	best	may,
and	viewing	it	under	different	aspects,	by	way	of	making	progress	towards	mastering	the
whole.	So	by	degrees	and	by	circuitous	advances	does	it	rise	aloft	and	subject	to	itself	a
knowledge	of	that	universe	into	which	it	has	been	born.

These	various	partial	views	or	abstractions,	by	means	of	which	the	mind	looks	out	upon
its	object,	are	called	sciences,	and	embrace	respectively	larger	or	smaller	portions	of	the
field	of	knowledge;	sometimes	extending	far	and	wide,	but	superficially,	sometimes	with
exactness	over	particular	departments,	sometimes	occupied	together	on	one	and	the	same
portion,	sometimes	holding	one	part	in	common,	and	then	ranging	on	this	side	or	that	in
absolute	divergence	one	from	the	other.	Thus	Optics	has	for	its	subject	the	whole	visible
creation,	so	far	forth	as	it	is	simply	visible;	Mental	Philosophy	has	a	narrower	province,
but	a	richer	one.	Astronomy,	plane	and	physical,	each	has	the	same	subject-matter,	but
views	it	or	treats	it	differently;	lastly,	Geology	and	Comparative	Anatomy	have	subject-
matters	partly	the	same,	partly	distinct.	Now	these	views	or	sciences,	as	being
abstractions,	have	far	more	to	do	with	the	relations	of	things	than	with	things	themselves.
They	tell	us	what	things	are,	only	or	principally	by	telling	us	their	relations,	or	assigning
predicates	to	subjects;	and	therefore	they	never	tell	us	all	that	can	be	said	about	a	thing,
even
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when	they	tell	something,	nor	do	they	bring	it	before	us,	as	the	senses	do.	They	arrange
and	classify	facts;	they	reduce	separate	phenomena	under	a	common	law;	they	trace
effects	to	a	cause.	Thus	they	serve	to	transfer	our	knowledge	from	the	custody	of
memory	to	the	surer	and	more	abiding	protection	of	philosophy,	thereby	providing	both
for	its	spread	and	its	advance:for,	inasmuch	as	sciences	are	forms	of	knowledge,	they
enable	the	intellect	to	master	and	increase	it;	and,	inasmuch	as	they	are	instruments,	to
communicate	it	readily	to	others.	Still,	after	all,	they	proceed	on	the	principle	of	a	division
of	labour,	even	though	that	division	is	an	abstraction,	not	a	literal	separation	into	parts;
and,	as	the	maker	of	a	bridle	or	an	epaulet	has	not,	on	that	account,	any	idea	of	the
science	of	tactics	or	strategy,	so	in	a	parallel	way,	it	is	not	every	science	which	equally,
nor	any	one	which	fully,	enlightens	the	mind	in	the	knowledge	of	things,	as	they	are,	or
brings	home	to	it	the	external	object	on	which	it	wishes	to	gaze.	Thus	they	differ	in
importance;	and	according	to	their	importance	will	be	their	influence,	not	only	on	the
mass	of	knowledge	to	which	they	all	converge	and	contribute,	but	on	each	other.

Since	then	sciences	are	the	results	of	mental	processes	about	one	and	the	same	subject-
matter,	viewed	under	its	various	aspects,	and	are	true	results,	as	far	as	they	go,	yet	at	the
same	time	separate	and	partial,	it	follows	that	on	the	one	hand	they	need	external
assistance,	one	by	one,	by	reason	of	their	incompleteness,	and	on	the	other	that	they	are
able	to	afford	it	to	each	other,	by	reason,	first,	of	their	independence	in	themselves,	and
then	of	their	connexion	in	their	subject-matter.	Viewed	altogether,	they	approximate	to	a
representation	or	subjective	reflection	of	the	objective	truth,	as	nearly	as	is	possible	to	the
human	mind,	which	advances	towards	the	accurate	apprehension	of	that	object,	in
proportion	to	the	number	of	sciences	which	it	has	mastered;	and	which,	when	certain
sciences	are	away,	in	such	a	case	has	but	a	defective	apprehension,	in	proportion	to	the
value	of	the	sciences	which	are	thus	wanting,	and	the	importance	of	the	field	on	which
they	are	employed.

3

Let	us	take,	for	instance,	man	himself	as	our	object	of	contemplation;	then	at	once	we
shall	find	we	can	view	him	in	a	variety	of
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relations;	and	according	to	those	relations	are	the	sciences	of	which	he	is	the	subject-
matter,	and	according	to	our	acquaintance	with	them	is	our	possession	of	a	true
knowledge	of	him.	We	may	view	him	in	relation	to	the	material	elements	of	his	body,	or
to	his	mental	constitution,	or	to	his	household	and	family,	or	to	the	community	in	which
he	lives,	or	to	the	Being	who	made	him;	and	in	consequence	we	treat	of	him	respectively
as	physiologists,	or	as	moral	philosophers,	or	as	writers	or	economics,	or	of	politics,	or	as
theologians.	When	we	think	of	him	in	all	these	relations	together,	or	as	the	subject	at	once
of	all	the	sciences	I	have	named,	then	we	may	be	said	to	reach	unto	and	rest	in	the	idea	of
man	as	an	object	or	external	fact,	similar	to	that	which	the	eye	takes	of	his	outward	form.
On	the	other	hand,	according	as	we	are	only	physiologists,	or	only	politicians,	or	only
moralists,	so	is	our	idea	of	man	more	or	less	unreal;	we	do	not	take	in	the	whole	of	him,
and	the	defect	is	greater	or	less,	in	proportion	as	the	relation	is,	or	is	not,	important,
which	is	omitted,	whether	his	relation	to	God	or	to	his	king,	or	to	his	children,	or	to	his
own	component	parts.	And	if	there	be	one	relation,	about	which	we	know	nothing	at	all
except	that	it	exists,	then	is	our	knowledge	of	him,	confessedly	and	to	our	own
consciousness,	deficient	and	partial,	and	that,	I	repeat,	in	proportion	to	the	importance	of
the	relation.

That	therefore	is	true	of	sciences	in	general	which	we	are	apt	to	think	applies	only	to	pure
mathematics,	though	to	pure	mathematics	it	applies	especially,	viz.,	that	they	cannot	be
considered	as	simple	representations	or	informants	of	things	as	they	are.	We	are
accustomed	to	say,	and	say	truly,	that	the	conclusions	of	pure	mathematics	are	applied,
corrected,	and	adapted,	by	mixed;	but	so	too	the	conclusions	of	Anatomy,	Chemistry,
Dynamics,	and	other	sciences,	are	revised	and	completed	by	each	other.	Those	several
conclusions	do	not	represent	whole	and	substantive	things,	but	views,	true,	so	far	as	they
go;	and	in	order	to	ascertain	how	far	they	do	go,	that	is,	how	far	they	correspond	to	the
object	to	which	they	belong,	we	must	compare	them	with	the	views	taken	out	of	that
object	by	other	sciences.	Did	we	proceed	upon	the	abstract	theory	of	forces,	we	should
assign	a	much	more	ample	range	to	a	projectile	than	in	fact	the	resistance	of	the	air	allows
it	to	accomplish.	Let,	however,	that	resistance	be	made	the	sub-
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ject	of	scientific	analysis,	and	then	we	shall	have	a	new	science,	assisting,	and	to	a	certain
point	completing,	for	the	benefit	of	questions	of	fact,	the	science	of	projection.	On	the
other	hand,	the	science	of	projection	itself,	considered	as	belonging	to	the	forces	it
contemplates,	is	not	more	perfect,	as	such,	by	this	supplementary	investigation.	And	in
like	manner,	as	regards	the	whole	circle	of	sciences,	one	corrects	another	for	purposes	of
fact,	and	one	without	the	other	cannot	dogmatize,	except	hypothetically	and	upon	its	own
abstract	principles.	For	instance,	the	Newtonian	philosophy	requires	the	admission	of
certain	metaphysical	postulates,	if	it	is	to	be	more	than	a	theory	or	an	hypothesis;	as,	for
instance,	that	what	happened	yesterday	will	happen	to-morrow;	that	there	is	such	a	thing
as	matter,	that	our	senses	are	trustworthy,	that	there	is	a	logic	of	induction,	and	so	on.
Now	to	Newton	metaphysicians	grant	all	that	he	asks;	but,	if	so	be,	they	may	not	prove
equally	accommodating	to	another	who	asks	something	else,	and	then	all	his	most	logical
conclusions	in	the	science	of	physics	would	remain	hopelessly	on	the	stocks,	though
finished,	and	never	could	be	launched	into	the	sphere	of	fact.

Again,	did	I	know	nothing	about	the	movement	of	bodies,	except	what	the	theory	of
gravitation	supplies,	were	I	simply	absorbed	in	that	theory	so	as	to	make	it	measure	all
motion	on	earth	and	in	the	sky,	I	should	indeed	come	to	many	right	conclusions,	I	should
hit	off	many	important	facts,	ascertain	many	existing	relations,	and	correct	many	popular
errors:	I	should	scout	and	ridicule	with	great	success	the	old	notion,	that	light	bodies	flew
up	and	heavy	bodies	fell	down;	but	I	should	go	on	with	equal	confidence	to	deny	the
phenomenon	of	capillary	attraction.	Here	I	should	be	wrong,	but	only	because	I	carried
out	my	science	irrespectively	of	other	sciences.	In	like	manner,	did	I	simply	give	myself
to	the	investigation	of	the	external	action	of	body	upon	body,	I	might	scoff	at	the	very
idea	of	chemical	affinities	and	combinations,	and	reject	it	as	simply	unintelligible.	Were	I
a	mere	chemist,	I	should	deny	the	influence	of	mind	upon	bodily	health;	and	so	on,	as
regards	the	devotees	of	any	science,	or	family	of	sciences,	to	the	exclusion	of	others;	they
necessarily	become	bigots	and	quacks,	scorning	all	principles	and	reported	facts	which	do
not	belong	to	their	own	pursuit,	and	thinking	to	effect	everything	without	aid	from	any
other	quarter.	Thus,	be-
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fore	now,	chemistry	has	been	substituted	for	medicine;	and	again,	political	economy,	or
intellectual	enlightenment,	or	the	reading	of	the	Scriptures,	has	been	cried	up	as	a	panacea
against	vice,	malevolence,	and	misery.

4

Summing	up,	Gentlemen,	what	I	have	said,	I	lay	it	down	that	all	knowledge	forms	one
whole,	because	its	subject-matter	is	one;	for	the	universe	in	its	length	and	breadth	is	so
intimately	knit	together,	that	we	cannot	separate	off	portion	from	portion,	and	operation
from	operation,	except	by	a	mental	abstraction;	and	then	again,	as	to	its	Creator,	though
He	of	course	in	His	own	Being	is	infinitely	separate	from	it,	and	Theology	has	its
departments	towards	which	human	knowledge	has	no	relations,	yet	He	has	so	implicated
Himself	with	it,	and	taken	it	into	His	very	bosom,	by	His	presence	in	it,	His	providence
over	it,	His	impressions	upon	it,	and	His	influences	through	it,	that	we	cannot	truly	or
fully	contemplate	it	without	in	some	main	aspects	contemplating	Him.	Next,	sciences	are
the	results	of	that	mental	abstraction,	which	I	have	spoken	of,	being	the	logical	record	of
this	or	that	aspect	of	the	whole	subject-matter	of	knowledge.	As	they	all	belong	to	one
and	the	same	circle	of	objects,	they	are	one	and	all	connected	together;	as	they	are	but
aspects	of	things,	they	are	severally	incomplete	in	their	relation	to	the	things	themselves,
though	complete	in	their	own	idea	and	for	their	own	respective	purposes;	on	both
accounts	they	at	once	need	and	subserve	each	other.	And	further,	the	comprehension	of
the	bearings	of	one	science	on	another,	and	the	use	of	each	to	each,	and	the	location	and
limitation	and	adjustment	and	due	appreciation	of	them	all,	one	with	another,	this
belongs,	I	conceive,	to	a	sort	of	science	distinct	from	all	of	them,	and	in	some	sense	a
science	of	sciences,	which	is	my	own	conception	of	what	is	meant	by	Philosophy,	in	the
true	sense	of	the	word,	and	of	a	philosophical	habit	of	mind,	and	which	in	these
Discourses	I	shall	call	by	that	name.	This	is	what	I	have	to	say	about	knowledge	and
philosophical	knowledge	generally;	and	now	I	proceed	to	apply	it	to	the	particular
science,	which	has	led	me	to	draw	it	out.
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I	say,	then,	that	the	systematic	omission	of	any	one	science	from	the	catalogue	prejudices
the	accuracy	and	completeness	of	our	knowledge	altogether,	and	that,	in	proportion	to	its
importance.	Not	even	Theology	itself,	though	it	comes	from	heaven,	though	its	truths
were	given	once	for	all	at	the	first,	though	they	are	more	certain	on	account	of	the	Giver
than	those	of	mathematics,	not	even	Theology,	so	far	as	it	is	relative	to	us,	or	is	the
Science	of	Religion,	do	I	exclude	from	the	law	to	which	every	mental	exercise	is	subject,
viz.,	from	that	imperfection,	which	ever	must	attend	the	abstract,	when	it	would
determine	the	concrete.	Nor	do	I	speak	only	of	Natural	Religion;	for	even	the	teaching	of
the	Catholic	Church,	in	certain	of	its	aspects,	that	is,	its	religious	teaching,	is	variously
influenced	by	the	other	sciences.	Not	to	insist	on	the	introduction	of	the	Aristotelic
philosophy	into	its	phraseology,	its	explanation	of	dogmas	is	influenced	by	ecclesiastical
acts	or	events;	its	interpretations	of	prophecy	are	directly	affected	by	the	issues	of	history;
its	comments	upon	Scripture	by	the	conclusions	of	the	astronomer	and	the	geologist;	and
its	casuistical	decisions	by	the	various	experience,	political,	social,	and	psychological,
with	which	times	and	places	are	ever	supplying	it.

What	Theology	gives,	it	has	a	right	to	take;	or	rather,	the	interests	of	Truth	oblige	it	to
take.	If	we	would	not	be	beguiled	by	dreams,	if	we	would	ascertain	facts	as	they	are,
then,	granting	Theology	is	a	real	science,	we	cannot	exclude	it,	and	still	call	ourselves
philosophers.	I	have	asserted	nothing	as	yet	as	to	the	pre-eminent	dignity	of	Religious
Truth;	I	only	say,	if	there	be	Religious	Truth	at	all,	we	cannot	shut	our	eyes	to	it	without
prejudice	to	truth	of	every	kind,	physical,	metaphysical,	historical,	and	moral;	for	it	bears
upon	all	truth.	And	thus	I	answer	the	objection	with	which	I	opened	this	Discourse.	I
supposed	the	question	put	to	me	by	a	philosopher	of	the	day,	"Why	cannot	you	go	your
way,	and	let	us	go	ours?"	I	answer,	in	the	name	of	the	Science	of	Religion,	"When
Newton	can	dispense	with	the	metaphysician,	then	may	you	dispense	with	us."	So	much
at	first	sight;	now	I	am	going	on	to	claim	a	little	more	for	Theology,	by	classing	it	with
branches	of	knowledge	which	may	with	greater	decency	be	compared	to	it.
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Let	us	see,	then,	how	this	supercilious	treatment	of	so	momentous	a	science,	for
momentous	it	must	be,	if	there	be	a	God,	runs	in	a	somewhat	parallel	case.	The	great
philosopher	of	antiquity,	when	he	would	enumerate	the	causes	of	the	things	that	take
place	in	the	world,	after	making	mention	of	those	which	he	considered	to	be	physical	and
material,	adds,	''and	the	mind	and	everything	which	is	by	means	of	man."*	Certainly;	it
would	have	been	a	preposterous	course,	when	he	would	trace	the	effects	he	saw	around
him	to	their	respective	sources,	had	he	directed	his	exclusive	attention	upon	some	one
class	or	order	of	originating	principles,	and	ascribed	to	these	everything	which	happened
anywhere.	It	would	indeed	have	been	unworthy	a	genius	so	curious,	so	penetrating,	so
fertile,	so	analytical	as	Aristotle's,	to	have	laid	it	down	that	everything	on	the	face	of	the
earth	could	be	accounted	for	by	the	material	sciences,	without	the	hypothesis	of	moral
agents.	It	is	incredible	that	in	the	investigation	of	physical	results	he	could	ignore	so
influential	a	being	as	man,	or	forget	that,	not	only	brute	force	and	elemental	movement,
but	knowledge	also	is	power.	And	this	so	much	the	more,	inasmuch	as	moral	and
spiritual	agents	belong	to	another,	not	to	say	a	higher,	order	than	physical;	so	that	the
omission	supposed	would	not	have	been	merely	an	oversight	in	matters	of	detail,	but	a
philosophical	error,	and	a	fault	in	division.

However,	we	live	in	an	age	of	the	world	when	the	career	of	science	and	literature	is	little
affected	by	what	was	done,	or	would	have	been	done,	by	this	venerable	authority;	so,	we
will	suppose,	in	England	or	Ireland,	in	the	middle	of	the	nineteenth	century,	a	set	of
persons	of	name	and	celebrity	to	meet	together,	in	spite	of	Aristotle,	in	order	to	adopt	a
line	of	proceeding	which	they	conceive	the	circumstances	of	the	time	render	imperative,
We	will	suppose	that	a	difficulty	just	now	besets	the	enunciation	and	discussion	of	all
matters	of	science,	in	consequence	of	the	extreme	sensitiveness	of	large	classes	of	the
community,	clergy	and	laymen,	on	the	subjects	of	necessity,	responsibility,	the	standard	of
morals,	and	the	nature	of	virtue.	Parties	run	so	high,	that	the

*	Arist.	Ethic.	Nicom.,	iii.	3.
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only	way	of	avoiding	constant	quarrelling	in	defence	of	this	or	that	side	of	the	question	is,
in	the	judgment	of	the	persons	I	am	supposing,	to	shut	up	the	subject	of	anthropology
altogether.	This	is	accordingly	done.	Henceforth	man	is	to	be	as	if	he	were	not,	in	the
general	course	of	Education;	the	moral	and	mental	sciences	are	to	have	no	professorial
chairs,	and	the	treatment	of	them	is	to	be	simply	left	as	a	matter	of	private	judgment,
which	each	individual	may	carry	out	as	he	will.	I	can	just	fancy	such	a	prohibition
abstractedly	possible;	but	one	thing	I	cannot	fancy	possible,	viz.,	that	the	parties	in
question,	after	this	sweeping	act	of	exclusion,	should	forthwith	send	out	proposals	on	the
basis	of	such	exclusion	for	publishing	an	Encyclopædia,	or	erecting	a	National	University.

It	is	necessary,	however,	Gentlemen,	for	the	sake	of	the	illustration	which	I	am	setting
before	you,	to	imagine	what	cannot	be.	I	say,	let	us	imagine	a	project	for	organizing	a
system	of	scientific	teaching,	in	which	the	agency	of	man	in	the	material	world	cannot
allowably	be	recognized,	and	may	allowably	be	denied.	Physical	and	mechanical	causes
are	exclusively	to	be	treated	of;	volition	is	a	forbidden	subject.	A	prospectus	is	put	out,
with	a	list	of	sciences,	we	will	say,	Astronomy,	Optics,	Hydrostatics,	Galvanism,
Pneumatics,	Statics,	Dynamics,	Pure	Mathematics	Geology,	Botany,	Physiology,	Anatomy,
and	so	forth;	but	not	a	word	about	the	mind	and	its	powers,	except	what	is	said	in
explanation	of	the	omission.	That	explanation	is	to	the	effect	that	the	parties	concerned	in
the	undertaking	have	given	long	and	anxious	thought	to	the	subject,	and	have	been
reluctantly	driven	to	the	conclusion	that	it	is	simply	impracticable	to	include	in	the	list	of
University	Lectures	the	Philosophy	of	Mind.	What	relieves,	however,	their	regret	is	the
reflection,	that	domestic	feelings	and	polished	manners	are	best	cultivated	in	the	family
circle	and	in	good	society,	in	the	observance	of	the	sacred	ties	which	unite	father,	mother,
and	child,	in	the	correlative	claims	and	duties	of	citizenship,	in	the	exercise	of
disinterested	loyalty	and	enlightened	patriotism.	With	this	apology,	such	as	it	is,	they	pass
over	the	consideration	of	the	human	mind	and	its	powers	and	works,	"in	solemn	silence,"
in	their	scheme	of	University	Education.

Let	a	charter	be	obtained	for	it;	let	professors	be	appointed,
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lectures	given,	examinations	passed,	degrees	awarded:what	sort	of	exactness	or
trustworthiness,	what	philosophical	largeness,	will	attach	to	views	formed	in	an
intellectual	atmosphere	thus	deprived	of	some	of	the	constituent	elements	of	daylight?
What	judgment	will	foreign	countries	and	future	times	pass	on	the	labours	of	the	most
acute	and	accomplished	of	the	philosophers	who	have	been	parties	to	so	portentous	an
unreality?	Here	are	professors	gravely	lecturing	on	medicine,	or	history,	or	political
economy,	who,	so	far	from	being	bound	to	acknowledge,	are	free	to	scoff	at	the	action	of
mind	upon	matter,	or	of	mind	upon	mind,	or	the	claims	of	mutual	justice	and	charity.
Common	sense	indeed	and	public	opinion	set	bounds	at	first	to	so	intolerable	a	licence;
yet,	as	time	goes	on,	an	omission	which	was	originally	but	a	matter	of	expedience,
commends	itself	to	the	reason;	and	at	length	a	professor	is	found,	more	hardy	than	his
brethren,	still	however,	as	he	himself	maintains,	with	sincere	respect	for	domestic	feelings
and	good	manners,	who	takes	on	him	to	deny	psychology	in	toto,	to	pronounce	the
influence	of	mind	in	the	visible	world	a	superstition,	and	to	account	for	every	effect
which	is	found	in	the	world	by	the	operation	of	physical	causes.	Hitherto	intelligence	and
volition	were	accounted	real	powers;	the	muscles	act,	and	their	action	cannot	be
represented	by	any	scientific	expression;	a	stone	flies	out	of	the	hand	and	the	propulsive
force	of	the	muscle	resides	in	the	will;	but	there	has	been	a	revolution,	or	at	least	a	new
theory	in	philosophy,	and	our	Professor,	I	say,	after	speaking	with	the	highest	admiration
of	the	human	intellect,	limits	its	independent	action	to	the	region	of	speculation,	and
denies	that	it	can	be	a	motive	principle,	or	can	exercise	a	special	interference,	in	the
material	world.	He	ascribes	every	work,	every	external	act	of	man,	to	the	innate	force	or
soul	of	the	physical	universe.	He	observes	that	spiritual	agents	are	so	mysterious	and
unintelligible,	so	uncertain	in	their	laws,	so	vague	in	their	operation,	so	sheltered	from
experience,	that	a	wise	man	will	have	nothing	to	say	to	them.	They	belong	to	a	different
order	of	causes,	which	he	leaves	to	those	whose	profession	it	is	to	investigate	them,	and
he	confines	himself	to	the	tangible	and	sure.	Human	exploits,	human	devices,	human
deeds,	human	productions,	all	that	comes	under	the	scholastic	terms	of	"genius"	and	"art,"
and	the	metaphysical	ideas	of	''duty,"	"right,"	and	"hero-
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ism,"	it	is	his	office	to	contemplate	all	these	merely	in	their	place	in	the	eternal	system	of
physical	cause	and	effect.	At	length	he	undertakes	to	show	how	the	whole	fabric	of
material	civilization	has	arisen	from	the	constructive	powers	of	physical	elements	and
physical	laws.	He	descants	upon	palaces,	castles,	temples,	exchanges,	bridges,	causeways,
and	shows	that	they	never	could	have	grown	into	the	imposing	dimensions	which	they
present	to	us,	but	for	the	laws	of	gravitation	and	the	cohesion	of	part	with	part.	The	pillar
would	come	down,	the	loftier	the	more	speedily,	did	not	the	centre	of	gravity	fall	within
its	base;	and	the	most	admired	dome	of	Palladio	or	of	Sir	Christopher	would	give	way,
were	it	not	for	the	happy	principle	of	the	arch.	He	surveys	the	complicated	machinery	of	a
single	day's	arrangements	in	a	private	family;	our	dress,	our	furniture,	our	hospitable
board;	what	would	become	of	them,	he	asks,	but	for	the	laws	of	physical	nature?	Those
laws	are	the	causes	of	our	carpets,	our	furniture,	our	travelling,	and	our	social
intercourse.	Firm	stitches	have	a	natural	power,	in	proportion	to	the	toughness	of	the
material	adopted,	to	keep	together	separate	portions	of	cloth;	sofas	and	chairs	could	not
turn	upside	down,	even	if	they	would;	and	it	is	a	property	of	caloric	to	relax	the	fibres	of
animal	matter,	acting	through	water	in	one	way,	through	oil	in	another,	and	this	is	the
whole	mystery	of	the	most	elaborate	cuisine:but	I	should	be	tedious	if	I	continued	the
illustration.

6

Now,	Gentlemen,	pray	understand	how	it	is	to	be	here	applied.	I	am	not	supposing	that
the	principles	of	Theology	and	Psychology	are	the	same,	or	arguing	from	the	works	of
man	to	the	works	of	God,	which	Paley	has	done,	which	Hume	has	protested	against.	I	am
not	busying	myself	to	prove	the	existence	and	attributes	of	God,	by	means	of	the
Argument	from	design.	I	am	not	proving	anything	at	all	about	the	Supreme	Being.	On	the
contrary,	I	am	assuming	His	existence,	and	I	do	but	say	this:that,	man	existing,	no
University	Professor,	who	had	suppressed	in	physical	lectures	the	idea	of	volition,	who
did	not	take	volition	for	granted,	could	escape	a	one-sided,	a	radically	false	view	of	the
things	which	he	discussed;	not	indeed	that	his	own	definitions,	princi-
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ples,	and	laws	would	be	wrong,	or	his	abstract	statements,	but	his	considering	his	own
study	to	be	the	key	of	everything	that	takes	place	on	the	face	of	the	earth,	and	his	passing
over	anthropology,	this	would	be	his	error.	I	say,	it	would	not	be	his	science	which	was
untrue,	but	his	so-called	knowledge	which	was	unreal.	He	would	be	deciding	on	facts	by
means	of	theories.	The	various	busy	world,	spread	out	before	our	eyes,	is	physical,	but	it
is	more	than	physical;	and,	in	making	its	actual	system	identical	with	his	scientific
analysis,	formed	on	a	particular	aspect,	such	a	Professor	as	I	have	imagined	was	betraying
a	want	of	philosophical	depth,	and	an	ignorance	of	what	an	University	Teaching	ought	to
be.	He	was	no	longer	a	teacher	of	liberal	knowledge,	but	a	narrow-minded	bigot.	While
his	doctrines	professed	to	be	conclusions	formed	upon	an	hypothesis	or	partial	truth,	they
were	undeniable;	not	so	if	they	professed	to	give	results	in	facts	which	he	could	grasp	and
take	possession	of.	Granting,	indeed,	that	a	man's	arm	is	moved	by	a	simple	physical
cause,	then	of	course	we	may	dispute	about	the	various	external	influences	which,	when
it	changes	its	position,	sway	it	to	and	fro,	like	a	scarecrow	in	a	garden;	but	to	assert	that
the	motive	cause	is	physical,	this	is	an	assumption	in	a	case,	when	our	question	is	about	a
matter	of	fact,	not	about	the	logical	consequences	of	an	assumed	premiss.	And,	in	like
manner,	if	a	people	prays,	and	the	wind	changes,	the	rain	ceases,	the	sun	shines,	and	the
harvest	is	safely	housed,	when	no	one	expected	it,	our	Professor	may,	if	he	will,	consult
the	barometer,	discourse	about	the	atmosphere,	and	throw	what	has	happened	into	an
equation,	ingenious,	even	though	it	be	not	true;	but,	should	he	proceed	to	rest	the
phenomenon,	in	matter	of	fact,	simply	upon	a	physical	cause,	to	the	exclusion	of	a	divine,
and	to	say	that	the	given	case	actually	belongs	to	his	science	because	other	like	cases	do,	I
must	tell	him,	Ne	sutor	ultra	crepidam:	he	is	making	his	particular	craft	usurp	and	occupy
the	universe.	This	then	is	the	drift	of	my	illustration.	If	the	creature	is	ever	setting	in
motion	an	endless	series	of	physical	causes	and	effects,	much	more	is	the	Creator;	and	as
our	excluding	volition	from	our	range	of	ideas	is	a	denial	of	the	soul,	so	our	ignoring
Divine	Agency	is	a	virtual	denial	of	God.	Moreover,	supposing	man	can	will	and	act	of
himself	in	spite	of	physics,	to	shut	up	this	great	truth,	though	one,	is	to	put	our	whole
encyclopædia
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of	knowledge	out	of	joint;	and	supposing	God	can	will	and	act	of	Himself	in	this	world
which	He	has	made,	and	we	deny	or	slur	it	over,	then	we	are	throwing	the	circle	of
universal	science	into	a	like,	or	a	far	worse	confusion.

Worse	incomparably,	for	the	idea	of	God,	if	there	be	a	God,	is	infinitely	higher	than	the
idea	of	man,	if	there	be	man.	If	to	blot	out	man's	agency	is	to	deface	the	book	of
knowledge,	on	the	supposition	of	that	agency	existing,	what	must	it	be,	supposing	it
exists,	to	blot	out	the	agency	of	God?	I	have	hitherto	been	engaged	in	showing	that	all	the
sciences	come	to	us	as	one,	that	they	all	relate	to	one	and	the	same	integral	subject-matter,
that	each	separately	is	more	or	less	an	abstraction,	wholly	true	as	an	hypothesis,	but	not
wholly	trustworthy	in	the	concrete,	conversant	with	relations	more	than	with	facts,	with
principles	more	than	with	agents,	needing	the	support	and	guarantee	of	its	sister	sciences,
and	giving	in	turn	while	it	takes:from	which	it	follows	that	none	can	safely	be	omitted,	if
we	would	obtain	the	exactest	knowledge	possible	of	things	as	they	are,	and	that	the
omission	is	more	or	less	important,	in	proportion	to	the	field	which	each	covers,	and	the
depth	to	which	it	penetrates,	and	the	order	to	which	it	belongs;	for	its	loss	is	a	positive
privation	of	an	influence	which	exerts	itself	in	the	correction	and	completion	of	the	rest.
This	is	a	general	statement;	but	now	as	to	Theology	in	particular,	what,	in	matter	of	fact,
are	its	pretensions,	what	its	importance,	what	its	influence	upon	other	branches	of
knowledge,	supposing	there	be	a	God,	which	it	would	not	become	me	to	set	about
proving?	Has	it	vast	dimensions,	or	does	it	lie	in	a	nutshell?	Will	its	omission	be
imperceptible,	or	will	it	destroy	the	equilibrium	of	the	whole	system	of	Knowledge?	This
is	the	inquiry	to	which	I	proceed.

7

Now	what	is	Theology?	First,	I	will	tell	you	what	it	is	not.	And	here,	in	the	first	place
(though	of	course	I	speak	on	the	subject	as	a	Catholic),	observe	that,	strictly	speaking,	I
am	not	assuming	that	Catholicism	is	true,	while	I	make	myself	the	champion	of	Theology.
Catholicism	has	not	formally	entered	into	my	argument	hitherto,	nor	shall	I	just	now
assume	any	principle
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peculiar	to	it,	for	reasons	which	will	appear	in	the	sequel,	though	of	course	I	shall	use
Catholic	language.	Neither,	secondly,	will	I	fall	into	the	fashion	of	the	day,	of	identifying
Natural	Theology	with	Physical	Theology;	which	said	Physical	Theology	is	a	most	jejune
study,	considered	as	a	science,	and	really	is	no	science	at	all,	for	it	is	ordinarily	nothing
more	than	a	series	of	pious	or	polemical	remarks	upon	the	physical	world	viewed
religiously,	whereas	the	word	"Natural"	properly	comprehends	man	and	society,	and	all
that	is	involved	therein,	as	the	great	Protestant	writer,	Dr.	Butler,	shows	us.	Nor,	in	the
third	place,	do	I	mean	by	Theology	polemics	of	any	kind;	for	instance,	what	are	called
"the	Evidences	of	Religion,"	or	"the	Christian	Evidences;''	for,	though	these	constitute	a
science	supplemental	to	Theology	and	are	necessary	in	their	place,	they	are	not	Theology
itself,	unless	an	army	is	synonymous	with	the	body	politic.	Nor,	fourthly,	do	I	mean	by
Theology	that	vague	thing	called	"Christianity,"	or	"our	common	Christianity,"	or
"Christianity	the	law	of	the	land,"	if	there	is	any	man	alive	who	can	tell	what	it	is.	I
discard	it,	for	the	very	reason	that	it	cannot	throw	itself	into	a	proposition.	Lastly,	I	do	not
understand	by	Theology,	acquaintance	with	the	Scriptures;	for,	though	no	person	of
religious	feelings	can	read	Scripture	but	he	will	find	those	feelings	roused,	and	gain	much
knowledge	of	history	into	the	bargain,	yet	historical	reading	and	religious	feeling	are	not
science.	I	mean	none	of	these	things	by	Theology,	I	simply	mean	the	Science	of	God,	or
the	truths	we	know	about	God	put	into	system;	just	as	we	have	a	science	of	the	stars,	and
call	it	astronomy,	or	of	the	crust	of	the	earth,	and	call	it	geology.

For	instance,	I	mean,	for	this	is	the	main	point,	that,	as	in	the	human	frame	there	is	a
living	principle,	acting	upon	it	and	through	it	by	means	of	volition,	so,	behind	the	veil	of
the	visible	universe,	there	is	an	invisible,	intelligent	Being,	acting	on	and	through	it,	as
and	when	He	will.	Further,	I	mean	that	this	invisible	Agent	is	in	no	sense	a	soul	of	the
world,	after	the	analogy	of	human	nature,	but,	on	the	contrary,	is	absolutely	distinct	from
the	world,	as	being	its	Creator,	Upholder,	Governor,	and	Sovereign	Lord.	Here	we	are	at
once	brought	into	the	circle	of	doctrines	which	the	idea	of	God	embodies.	I	mean	then	by
the	Supreme	Being,	one	who	is	simply	self-dependent,	and	the	only
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Being	who	is	such;	moreover,	that	He	is	without	beginning	or	Eternal,	and	the	only
Eternal;	that	in	consequence	He	has	lived	a	whole	eternity	by	Himself;	and	hence	that	He
is	all-sufficient,	sufficient	for	His	own	blessedness,	and	all-blessed,	and	ever-blessed.
Further,	I	mean	a	Being,	who,	having	these	prerogatives,	has	the	Supreme	Good,	or	rather
is	the	Supreme	Good,	or	has	all	the	attributes	of	Good	in	infinite	intenseness;	all	wisdom,
all	truth,	all	justice,	all	love,	all	holiness,	all	beautifulness;	who	is	omnipotent,	omniscient,
omnipresent;	ineffably	one,	absolutely	perfect;	and	such,	that	what	we	do	not	know	and
cannot	even	imagine	of	Him,	is	far	more	wonderful	than	what	we	do	and	can.	I	mean
One	who	is	sovereign	over	His	own	will	and	actions,	though	always	according	to	the
eternal	Rule	of	right	and	wrong,	which	is	Himself.	I	mean,	moreover,	that	He	created	all
things	out	of	nothing,	and	preserves	them	every	moment,	and	could	destroy	them	as
easily	as	He	made	them;	and	that,	in	consequence,	He	is	separated	from	them	by	an	abyss,
and	is	incommunicable	in	all	His	attributes.	And	further,	He	has	stamped	upon	all	things,
in	the	hour	of	their	creation,	their	respective	natures,	and	has	given	them	their	work	and
mission	and	their	length	of	days,	greater	or	less,	in	their	appointed	place.	I	mean,	too,	that
He	is	ever	present	with	His	works,	one	by	one,	and	confronts	every	thing	He	has	made	by
His	particular	and	most	loving	Providence,	and	manifests	Himself	to	each	according	to	its
needs;	and	has	on	rational	beings	imprinted	the	moral	law,	and	given	them	power	to	obey
it,	imposing	on	them	the	duty	of	worship	and	service,	searching	and	scanning	them
through	and	through	with	His	omniscient	eye,	and	putting	before	them	a	present	trial	and
a	judgment	to	come.

Such	is	what	Theology	teaches	about	God,	a	doctrine,	as	the	very	idea	of	its	subject-
matter	presupposes,	so	mysterious	as	in	its	fulness	to	lie	beyond	any	system,	and	in
particular	aspects	to	be	simply	external	to	nature,	and	to	seem	in	parts	even	to	be
irreconcileable	with	itself,	the	imagination	being	unable	to	embrace	what	the	reason
determines.	It	teaches	of	a	Being	infinite,	yet	personal;	all-blessed,	yet	ever	operative;
absolutely	separate	from	the	creature,	yet	in	every	part	of	the	creation	at	every	moment;
above	all	things,	yet	under	every	thing.	It	teaches	of	a	Being	who,	though	the	highest,	yet
in	the	work	of	creation,	conservation,
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government,	retribution,	makes	Himself,	as	it	were,	the	minister	and	servant	of	all;	who,
though	inhabiting	eternity,	allows	Himself	to	take	an	interest,	and	to	have	a	sympathy,	in
the	matters	of	space	and	time.	His	are	all	beings,	visible	and	invisible,	the	noblest	and	the
vilest	of	them.	His	are	the	substance,	and	the	operation,	and	the	results	of	that	system	of
physical	nature	into	which	we	are	born.	His	too	are	the	powers	and	achievements	of	the
intellectual	essences,	on	which	He	has	bestowed	an	independent	action	and	the	gift	of
origination.	The	laws	of	the	universe,	the	principles	of	truth,	the	relation	of	one	thing	to
another,	their	qualities	and	virtues,	the	order	and	harmony	of	the	whole,	all	that	exists,	is
from	Him;	and,	if	evil	is	not	from	Him,	as	assuredly	it	is	not,	this	is	because	evil	has	no
substance	of	its	own,	but	is	only	the	defect,	excess,	perversion,	or	corruption	of	that
which	has	substance.	All	we	see,	hear,	and	touch,	the	remote	sidereal	firmament,	as	well
as	our	own	sea	and	land,	and	the	elements	which	compose	them,	and	the	ordinances	they
obey,	are	His.	The	primary	atoms	of	matter,	their	properties,	their	mutual	action,	their
disposition	and	collocation,	electricity,	magnetism,	gravitation,	light,	and	whatever	other
subtle	principles	or	operations	the	wit	of	man	is	detecting	or	shall	detect,	are	the	work	of
His	hands.	From	Him	has	been	every	movement	which	has	convulsed	and	re-fashioned
the	surface	of	the	earth.	The	most	insignificant	or	unsightly	insect	is	from	Him,	and	good
in	its	kind;	the	ever-teeming,	inexhaustible	swarms	of	animalculæ,	the	myriads	of	living
motes	invisible	to	the	naked	eye,	the	restless	ever-spreading	vegetation	which	creeps	like
a	garment	over	the	whole	earth,	the	lofty	cedar,	the	umbrageous	banana,	are	His.	His	are
the	tribes	and	families	of	birds	and	beasts,	their	graceful	forms,	their	wild	gestures,	and
their	passionate	cries.

And	so	in	the	intellectual,	moral,	social,	and	political	world.	Man,	with	his	motives	and
works,	his	languages,	his	propagation,	his	diffusion,	is	from	Him.	Agriculture,	medicine,
and	the	arts	of	life,	are	His	gifts.	Society,	laws,	government,	He	is	their	sanction.	The
pageant	of	earthly	royalty	has	the	semblance	and	the	benediction	of	the	Eternal	King.
Peace	and	civilization,	commerce	and	adventure,	wars	when	just,	conquest	when	humane
and	necessary,	have	His	co-operation,	and	His	blessing	upon	them.	The	course	of	events,
the	revolution	of	empires,	the	rise
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and	fall	of	states,	the	periods	and	eras,	the	progresses	and	the	retrogressions	of	the
world's	history,	not	indeed	the	incidental	sin,	over-abundant	as	it	is,	but	the	great	outlines
and	the	results	of	human	affairs,	are	from	His	disposition.	The	elements	and	types	and
seminal	principles	and	constructive	powers	of	the	moral	world,	in	ruins	though	it	be,	are
to	be	referred	to	Him.	He	"enlighteneth	every	man	that	cometh	into	this	world."	His	are
the	dictates	of	the	moral	sense,	and	the	retributive	reproaches	of	conscience.	To	Him	must
be	ascribed	the	rich	endowments	of	the	intellect,	the	irradiation	of	genius,	the	imagination
of	the	poet,	the	sagacity	of	the	politician,	the	wisdom	(as	Scripture	calls	it),	which	now
rears	and	decorates	the	Temple,	now	manifests	itself	in	proverb	or	in	parable.	The	old
saws	of	nations,	the	majestic	precepts	of	philosophy,	the	luminous	maxims	of	law,	the
oracles	of	individual	wisdom,	the	traditionary	rules	of	truth,	justice,	and	religion,	even
though	imbedded	in	the	corruption,	or	alloyed	with	the	pride,	of	the	world,	betoken	His
original	agency,	and	His	long-suffering	presence.	Even	where	there	is	habitual	rebellion
against	Him,	or	profound	far-spreading	social	depravity,	still	the	undercurrent,	or	the
heroic	outburst,	of	natural	virtue,	as	well	as	the	yearnings	of	the	heart	after	what	it	has
not,	and	its	presentiment	of	its	true	remedies,	are	to	be	ascribed	to	the	Author	of	all	good.
Anticipations	or	reminiscences	of	His	glory	haunt	the	mind	of	the	self-sufficient	sage,	and
of	the	pagan	devotee;	His	writing	is	upon	the	wall,	whether	of	the	Indian	fane,	or	of	the
porticoes	of	Greece.	He	introduces	Himself,	He	all	but	concurs,	according	to	His	good
pleasure,	and	in	His	selected	season,	in	the	issues	of	unbelief,	superstition,	and	false
worship,	and	He	changes	the	character	of	acts	by	His	overruling	operation.	He
condescends,	though	He	gives	no	sanction,	to	the	altars	and	shrines	of	imposture,	and	He
makes	His	own	fiat	the	substitute	for	its	sorceries.	He	speaks	amid	the	incantations	of
Balaam,	raises	Samuel's	spirit	in	the	witch's	cavern,	prophesies	of	the	Messias	by	the
tongue	of	the	Sibyl,	forces	Python	to	recognize	His	ministers,	and	baptizes	by	the	hand	of
the	misbeliever.	He	is	with	the	heathen	dramatist	in	his	denunciations	of	injustice	and
tyranny,	and	his	auguries	of	divine	vengeance	upon	crime.	Even	on	the	unseemly	legends
of	a	popular	mythology	He	casts	His	shadow,	and	is	dimly	discerned	in	the	ode	or	the
epic,	as	in	trou-
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bled	water	or	in	fantastic	dreams.	All	that	is	good,	all	that	is	true,	all	that	is	beautiful,	all
that	is	beneficent,	be	it	great	or	small,	be	it	perfect	or	fragmentary,	natural	as	well	as
supernatural,	moral	as	well	as	material,	comes	from	Him.

8

If	this	be	a	sketch,	accurate	in	substance	and	as	far	as	it	goes,	of	the	doctrines	proper	to
Theology,	and	especially	of	the	doctrine	of	a	particular	Providence,	which	is	the	portion
of	it	most	on	a	level	with	human	sciences,	I	cannot	understand	at	all	how,	supposing	it	to
be	true,	it	can	fail,	considered	as	knowledge,	to	exert	a	powerful	influence	on	philosophy,
literature,	and	every	intellectual	creation	or	discovery	whatever.	I	cannot	understand	how
it	is	possible,	as	the	phrase	goes,	to	blink	the	question	of	its	truth	or	falsehood.	It	meets	us
with	a	profession	and	a	proffer	of	the	highest	truths	of	which	the	human	mind	is	capable;
it	embraces	a	range	of	subjects	the	most	diversified	and	distant	from	each	other.	What
science	will	not	find	one	part	or	other	of	its	province	traversed	by	its	path?	What	results
of	philosophic	speculation	are	unquestionable,	if	they	have	been	gained	without	inquiry
as	to	what	Theology	had	to	say	to	them?	Does	it	cast	no	light	upon	history?	has	it	no
influence	upon	the	principles	of	ethics?	is	it	without	any	sort	of	bearing	on	physics,
metaphysics,	and	political	science?	Can	we	drop	it	out	of	the	circle	of	knowledge,	without
allowing,	either	that	that	circle	is	thereby	mutilated,	or	on	the	other	hand,	that	Theology	is
really	no	science?

And	this	dilemma	is	the	more	inevitable,	because	Theology	is	so	precise	and	consistent	in
its	intellectual	structure.	When	I	speak	of	Theism	or	Monotheism,	I	am	not	throwing
together	discordant	doctrines;	I	am	not	merging	belief,	opinion,	persuasion,	of	whatever
kind,	into	a	shapeless	aggregate,	by	the	help	of	ambiguous	words,	and	dignifying	this
medley	by	the	name	of	Theology.	I	speak	of	one	idea	unfolded	in	its	just	proportions,
carried	out	upon	an	intelligible	method,	and	issuing	in	necessary	and	immutable	results;
understood	indeed	at	one	time	and	place	better	than	at	another,	held	here	and	there	with
more	or	less	of	inconsistency,	but	still,	after	all,	in	all	times	and	places,	where	it	is	found,
the	evolution,	not	of	half-a-dozen	ideas,	but	of	one.
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9

And	here	I	am	led	to	another	and	most	important	point	in	the	argument	in	its	behalf,I
mean	its	wide	reception.	Theology,	as	I	have	described	it,	is	no	accident	of	particular
minds,	as	are	certain	systems,	for	instance,	of	prophetical	interpretation.	It	is	not	the
sudden	birth	of	a	crisis,	as	the	Lutheran	or	Wesleyan	doctrine.	It	is	not	the	splendid
development	of	some	uprising	philosophy,	as	the	Cartesian	or	Platonic.	It	is	not	the
fashion	of	a	season,	as	certain	medical	treatments	may	be	considered.	It	has	had	a	place,	if
not	possession,	in	the	intellectual	world	from	time	immemorial;	it	has	been	received	by
minds	the	most	various,	and	in	systems	of	religion	the	most	hostile	to	each	other.	It	has
primâ	facie	claims	upon	us,	so	imposing,	that	it	can	only	be	rejected	on	the	ground	of
those	claims	being	nothing	more	than	imposing,	that	is,	being	false.	As	to	our	own
countries,	it	occupies	our	language,	it	meets	us	at	every	turn	in	our	literature,	it	is	the
secret	assumption,	too	axiomatic	to	be	distinctly	professed,	of	all	our	writers;	nor	can	we
help	assuming	it	ourselves,	except	by	the	most	unnatural	vigilance.	Whoever
philosophizes,	starts	with	it,	and	introduces	it,	when	he	will,	without	any	apology.	Bacon,
Hooker,	Taylor,	Cudworth,	Locke,	Newton,	Clarke,	Berkeley,	and	Butler,	and	it	would	be
as	easy	to	find	more,	as	difficult	to	find	greater	names	among	English	authors,	inculcate
or	comment	upon	it.	Men	the	most	opposed,	in	creed	or	cast	of	mind,	Addison	and
Johnson,	Shakespeare	and	Milton,	Lord	Herbert	and	Baxter,	herald	it	forth.	Nor	is	it	an
English	or	a	Protestant	notion	only;	you	track	it	across	the	Continent,	you	pursue	it	into
former	ages.	When	was	the	world	without	it?	Have	the	systems	of	Atheism	or	Pantheism,
as	sciences,	prevailed	in	the	literature	of	nations,	or	received	a	formation	or	attained	a
completeness	such	as	Monotheism?	We	find	it	in	old	Greece,	and	even	in	Rome,	as	well
as	in	Judea	and	the	East.	We	find	it	in	popular	literature,	in	philosophy,	in	poetry,	as	a
positive	and	settled	teaching,	differing	not	at	all	in	the	appearance	it	presents,	whether	in
Protestant	England,	or	in	schismatical	Russia,	or	in	the	Mahometan	populations,	or	in	the
Catholic	Church.	If	ever	there	was	a	subject	of	thought,	which	had	earned	by	prescription
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to	be	received	among	the	studies	of	a	University,	and	which	could	not	be	rejected	except
on	the	score	of	convicted	imposture,	as	astrology	or	alchemy;	if	there	be	a	science
anywhere,	which	at	least	could	claim	not	to	be	ignored,	but	to	be	entertained,	and	either
distinctly	accepted	or	distinctly	reprobated,	or	rather,	which	cannot	be	passed	over	in	a
scheme	of	universal	instruction,	without	involving	a	positive	denial	of	its	truth,	it	is	this
ancient,	this	far-spreading	philosophy.

10

And	now,	Gentlemen,	I	may	bring	a	somewhat	tedious	discussion	to	a	close.	It	will	not
take	many	words	to	sum	up	what	I	have	been	urging.	I	say	then,	if	the	various	branches
of	knowledge,	which	are	the	matter	of	teaching	in	a	University,	so	hang	together,	that
none	can	be	neglected	without	prejudice	to	the	perfection	of	the	rest,	and	if	Theology	be	a
branch	of	knowledge,	of	wide	reception,	of	philosophical	structure,	of	unutterable
importance,	and	of	supreme	influence,	to	what	conclusion	are	we	brought	from	these	two
premisses	but	this?	that	to	withdraw	Theology	from	the	public	schools	is	to	impair	the
completeness	and	to	invalidate	the	trustworthiness	of	all	that	is	actually	taught	in	them.

But	I	have	been	insisting	simply	on	Natural	Theology,	and	that,	because	I	wished	to	carry
along	with	me	those	who	were	not	Catholics,	and,	again,	as	being	confident,	that	no	one
can	really	set	himself	to	master	and	to	teach	the	doctrine	of	an	intelligent	Creator	in	its
fulness,	without	going	on	a	great	deal	farther	than	he	at	present	dreams.	I	say,	then,
secondly:if	this	Science,	even	as	human	reason	may	attain	to	it,	has	such	claims	on	the
regard,	and	enters	so	variously	into	the	objects,	of	the	Professor	of	Universal	Knowledge,
how	can	any	Catholic	imagine	that	it	is	possible	for	him	to	cultivate	Philosophy	and
Science	with	due	attention	to	their	ultimate	end,	which	is	Truth,	supposing	that	system	of
revealed	facts	and	principles,	which	constitutes	the	Catholic	Faith,	which	goes	so	far
beyond	nature,	and	which	he	knows	to	be	most	true,	be	omitted	from	among	the	subjects
of	his	teaching?

In	a	word,	Religious	Truth	is	not	only	a	portion,	but	a	condi-
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tion	of	general	knowledge.	To	blot	it	out	is	nothing	short,	if	I	may	so	speak,	of
unravelling	the	web	of	University	Teaching.	It	is,	according	to	the	Greek	proverb,	to	take
the	Spring	from	out	of	the	year;	it	is	to	imitate	the	preposterous	proceeding	of	those
tragedians	who	represented	a	drama	with	the	omission	of	its	principal	part.

Discourse	IV
Bearing	of	Other	Branches	of	Knowledge	on	Theology

1

Nothing	is	more	common	in	the	world	at	large	than	to	consider	the	resistance,	made	on
the	part	of	religious	men,	especially	Catholics,	to	the	separation	of	Secular	Education
from	Religion,	as	a	plain	token	that	there	is	some	real	contrariety	between	human	science
and	Revelation.	To	the	multitude	who	draw	this	inference,	it	matters	not	whether	the
protesting	parties	avow	their	belief	in	this	contrariety	or	not;	it	is	borne	in	upon	the	many,
as	if	it	were	self-evident,	that	religious	men	would	not	thus	be	jealous	and	alarmed	about
Science,	did	they	not	feel	instinctively,	though	they	may	not	recognize	it,	that	knowledge
is	their	born	enemy,	and	that	its	progress,	if	it	is	not	arrested,	will	be	certain	to	destroy	all
that	they	hold	venerable	and	dear.	It	looks	to	the	world	like	a	misgiving	on	our	part
similar	to	that	which	is	imputed	to	our	refusal	to	educate	by	means	of	the	Bible	only;	why
should	you	dread	the	sacred	text,	men	say,	if	it	be	not	against	you?	And	in	like	manner,
why	should	you	dread	secular	education,	except	that	it	is	against	you?	Why	impede	the
circulation	of	books	which	take	religious	views	opposite	to	your	own?	Why	forbid	your
children	and	scholars	the	free	perusal	of	poems	or	tales	or	essays	or	other	light	literature
which	you	fear	would	un-
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settle	their	minds?	Why	oblige	them	to	know	these	persons	and	to	shun	those,	if	you
think	that	your	friends	have	reason	on	their	side	as	fully	as	your	opponents?	Truth	is	bold
and	unsuspicious;	want	of	self-reliance	is	the	mark	of	falsehood.

Now,	as	far	as	this	objection	relates	to	any	supposed	opposition	between	secular	science
and	divine,	which	is	the	subject	on	which	I	am	at	present	engaged,	I	made	a	sufficient
answer	to	it	in	my	foregoing	Discourse.	In	it	I	said,	that,	in	order	to	have	possession	of
truth	at	all,	we	must	have	the	whole	truth;	and	no	one	science,	no	two	sciences,	no	one
family	of	sciences,	nay,	not	even	all	secular	science,	is	the	whole	truth;	that	revealed	truth
enters	to	a	very	great	extent	into	the	province	of	science,	philosophy,	and	literature,	and
that	to	put	it	on	one	side,	in	compliment	to	secular	science,	is	simply,	under	colour	of	a
compliment,	to	do	science	a	great	damage.	I	do	not	say	that	every	science	will	be	equally
affected	by	the	omission;	pure	mathematics	will	not	suffer	at	all;	chemistry	will	suffer	less
than	politics,	politics	than	history,	ethics,	or	metaphysics;	still,	that	the	various	branches
of	science	are	intimately	connected	with	each	other,	and	form	one	whole,	which	whole	is
impaired,	and	to	an	extent	which	it	is	difficult	to	limit,	by	any	considerable	omission	of
knowledge,	of	whatever	kind,	and	that	revealed	knowledge	is	very	far	indeed	from	an
inconsiderable	department	of	knowledge,	this	I	consider	undeniable.	As	the	written	and
unwritten	word	of	God	make	up	Revelation	as	a	whole,	and	the	written,	taken	by	itself,	is
but	a	part	of	that	whole,	so	in	turn	Revelation	itself	may	be	viewed	as	one	of	the
constituent	parts	of	human	knowledge,	considered	as	a	whole,	and	its	omission	is	the
omission	of	one	of	those	constituent	parts.	Revealed	Religion	furnishes	facts	to	the	other
sciences,	which	those	sciences,	left	to	themselves,	would	never	reach;	and	it	invalidates
apparent	facts,	which,	left	to	themselves,	they	would	imagine.	Thus,	in	the	science	of
history,	the	preservation	of	our	race	in	Noah's	ark	is	an	historical	fact,	which	history
never	would	arrive	at	without	Revelation;	and,	in	the	province	of	physiology	and	moral
philosophy,	our	race's	progress	and	perfectibility	is	a	dream,	because	Revelation
contradicts	it,	whatever	may	be	plausibly	argued	in	its	behalf	by	scientific	inquirers.	It	is
not	then	that	Catholics	are	afraid	of	human	knowledge,	but	that	they	are	proud	of	divine
knowledge,	and	that	they	think	the
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omission	of	any	kind	of	knowledge	whatever,	human	or	divine,	to	be,	as	far	as	it	goes,
not	knowledge,	but	ignorance.

2

Thus	I	anticipated	the	objection	in	question	last	week:	now	I	am	going	to	make	it	the
introduction	to	a	further	view	of	the	relation	of	secular	knowledge	to	divine.	I	observe,
then,	that,	if	you	drop	any	science	out	of	the	circle	of	knowledge,	you	cannot	keep	its
place	vacant	for	it;	that	science	is	forgotten;	the	other	sciences	close	up,	or,	in	other
words,	they	exceed	their	proper	bounds,	and	intrude	where	they	have	no	right.	For
instance,	I	suppose,	if	ethics	were	sent	into	banishment,	its	territory	would	soon
disappear,	under	a	treaty	of	partition,	as	it	may	be	called,	between	law,	political	economy,
and	physiology;	what,	again,	would	become	of	the	province	of	experimental	science,	if
made	over	to	the	Antiquarian	Society;	or	of	history,	if	surrendered	out	and	out	to
Metaphysicians?	The	case	is	the	same	with	the	subject-matter	of	Theology;	it	would	be	the
prey	of	a	dozen	various	sciences,	if	Theology	were	put	out	of	possession;	and	not	only	so;
but	those	sciences	would	be	plainly	exceeding	their	rights	and	their	capacities	in	seizing
upon	it.	They	would	be	sure	to	teach	wrongly,	where	they	had	no	mission	to	teach	at	all.
The	enemies	of	Catholicism	ought	to	be	the	last	to	deny	this:for	they	have	never	been
blind	to	a	like	usurpation,	as	they	have	called	it,	on	the	part	of	theologians;	those	who
accuse	us	of	wishing,	in	accordance	with	Scripture	language,	to	make	the	sun	go	round
the	earth,	are	not	the	men	to	deny	that	a	science	which	exceeds	its	limits	falls	into	error.

I	neither	then	am	able	nor	care	to	deny,	rather	I	assert	the	fact,	and	to-day	I	am	going	on
to	account	for	it,	that	any	secular	science,	cultivated	exclusively,	may	become	dangerous
to	Religion;	and	I	account	for	it	on	this	broad	principle,	that	no	science	whatever,
however	comprehensive	it	may	be,	but	will	fall	largely	into	error,	if	it	be	constituted	the
sole	exponent	of	all	things	in	heaven	and	earth,	and	that,	for	the	simple	reason	that	it	is
encroaching	on	territory	not	its	own,	and	undertaking	problems	which	it	has	no
instruments	to	solve.	And	I	set	off	thus:
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3

One	of	the	first	acts	of	the	human	mind	is	to	take	hold	of	and	appropriate	what	meets	the
senses,	and	herein	lies	a	chief	distinction	between	man's	and	a	brute's	use	of	them.	Brutes
gaze	on	sights,	they	are	arrested	by	sounds;	and	what	they	see	and	what	they	hear	are
mainly	sights	and	sounds	only.	The	intellect	of	man,	on	the	contrary,	energizes	as	well	as
his	eye	or	ear,	and	perceives	in	sights	and	sounds	something	beyond	them.	It	seizes	and
unites	what	the	senses	present	to	it;	it	grasps	and	forms	what	need	not	have	been	seen	or
heard	except	in	its	constituent	parts.	It	discerns	in	lines	and	colours,	or	in	tones,	what	is
beautiful	and	what	is	not.	It	gives	them	a	meaning,	and	invests	them	with	an	idea.	It
gathers	up	a	succession	of	notes	into	the	expression	of	a	whole,	and	calls	it	a	melody;	it
has	a	keen	sensibility	towards	angles	and	curves,	lights	and	shadows,	tints	and	contours.
It	distinguishes	between	rule	and	exception,	between	accident	and	design.	It	assigns
phenomena	to	a	general	law,	qualities	to	a	subject,	acts	to	a	principle,	and	effects	to	a
cause.	In	a	word,	it	philosophizes;	for	I	suppose	Science	and	Philosophy,	in	their
elementary	idea,	are	nothing	else	but	this	habit	of	viewing,	as	it	may	be	called,	the	objects
which	sense	conveys	to	the	mind,	of	throwing	them	into	system,	and	uniting	and
stamping	them	with	one	form.

This	method	is	so	natural	to	us,	as	I	have	said,	as	to	be	almost	spontaneous;	and	we	are
impatient	when	we	cannot	exercise	it,	and	in	consequence	we	do	not	always	wait	to	have
the	means	of	exercising	it	aright,	but	we	often	put	up	with	insufficient	or	absurd	views	or
interpretations	of	what	we	meet	with,	rather	than	have	none	at	all.	We	refer	the	various
matters	which	are	brought	home	to	us,	material	or	moral,	to	causes	which	we	happen	to
know	of,	or	to	such	as	are	simply	imaginary,	sooner	than	refer	them	to	nothing;	and
according	to	the	activity	of	our	intellect	do	we	feel	a	pain	and	begin	to	fret,	if	we	are	not
able	to	do	so.	Here	we	have	an	explanation	of	the	multitude	of	off-hand	sayings,	flippant
judgments,	and	shallow	generalizations,	with	which	the	world	abounds.	Not	from	self-
will	only,	nor	from	malevolence,	but	from	the	irritation	which	suspense	occasions,	is	the
mind
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forced	on	to	pronounce,	without	sufficient	data	for	pronouncing.	Who	does	not	form
some	view	or	other,	for	instance,	of	any	public	man,	or	any	public	event,	nay,	even	so	far
in	some	cases	as	to	reach	the	mental	delineation	of	his	appearance	or	of	its	scene?	yet
how	few	have	a	right	to	form	any	view.	Hence	the	misconceptions	of	character,	hence	the
false	impressions	and	reports	of	words	or	deeds,	which	are	the	rule,	rather	than	the
exception,	in	the	world	at	large;	hence	the	extravagances	of	undisciplined	talent,	and	the
narrowness	of	conceited	ignorance;	because	though	it	is	no	easy	matter	to	view	things
correctly,	nevertheless	the	busy	mind	will	ever	be	viewing.	We	cannot	do	without	a	view,
and	we	put	up	with	an	illusion,	when	we	cannot	get	a	truth.

4

Now,	observe	how	this	impatience	acts	in	matters	of	research	and	speculation.	What
happens	to	the	ignorant	and	hotheaded,	will	take	place	in	the	case	of	every	person	whose
education	or	pursuits	are	contracted,	whether	they	be	merely	professional,	merely
scientific,	or	of	whatever	other	peculiar	complexion.	Men,	whose	life	lies	in	the
cultivation	of	one	science,	or	the	exercise	of	one	method	of	thought,	have	no	more	right,
though	they	have	often	more	ambition,	to	generalize	upon	the	basis	of	their	own	pursuit
but	beyond	its	range,	than	the	schoolboy	or	the	ploughman	to	judge	of	a	Prime	Minister.
But	they	must	have	something	to	say	on	every	subject;	habit,	fashion,	the	public	require	it
of	them:	and,	if	so,	they	can	only	give	sentence	according	to	their	knowledge.	You	might
think	this	ought	to	make	such	a	person	modest	in	his	enunciations;	not	so:	too	often	it
happens	that,	in	proportion	to	the	narrowness	of	his	knowledge,	is,	not	his	distrust	of	it,
but	the	deep	hold	it	has	upon	him,	his	absolute	conviction	of	his	own	conclusions,	and
his	positiveness	in	maintaining	them.	He	has	the	obstinacy	of	the	bigot,	whom	he	scorns,
without	the	bigot's	apology,	that	he	has	been	taught,	as	he	thinks,	his	doctrine	from
heaven.	Thus	he	becomes,	what	is	commonly	called,	a	man	of	one	idea;	which	properly
means	a	man	of	one	science,	and	of	the	view,	partly	true,	but	subordinate,	partly	false,
which	is	all	that	can	proceed	out	of	any	thing	so	partial.	Hence
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it	is	that	we	have	the	principles	of	utility,	of	combination,	of	progress,	of	philanthropy,	or,
in	material	sciences,	comparative	anatomy,	phrenology,	electricity,	exalted	into	leading
ideas,	and	keys,	if	not	of	all	knowledge,	at	least	of	many	things	more	than	belong	to
them,principles,	all	of	them	true	to	a	certain	point,	yet	all	degenerating	into	error	and
quackery,	because	they	are	carried	to	excess,	viz.	at	the	point	where	they	require
interpretation	and	restraint	from	other	quarters,	and	because	they	are	employed	to	do
what	is	simply	too	much	for	them,	inasmuch	as	a	little	science	is	not	deep	philosophy.

Lord	Bacon	has	set	down	the	abuse,	of	which	I	am	speaking,	among	the	impediments	to
the	Advancement	of	the	Sciences,	when	he	observes	that	''men	have	used	to	infect	their
meditations,	opinions,	and	doctrines,	with	some	conceits	which	they	have	most	admired,
or	some	Sciences	which	they	have	most	applied;	and	give	all	things	else	a	tincture
according	to	them	utterly	untrue	and	improper.	.	.	.	So	have	the	alchemists	made	a
philosophy	out	of	a	few	experiments	of	the	furnace;	and	Gilbertus,	our	countryman,	hath
made	a	philosophy	out	of	the	observations	of	a	lodestone.	So	Cicero,	when,	reciting	the
several	opinions	of	the	nature	of	the	soul,	he	found	a	musician	that	held	the	soul	was	but
a	harmony,	saith	pleasantly,	'hic	ab	arte	suâ	non	recessit,	'he	was	true	to	his	art.'	But	of
these	conceits	Aristotle	speaketh	seriously	and	wisely	when	he	saith,	'Qui	respiciunt	ad
pauca,	de	facili	pronunciant,'	'they	who	contemplate	a	few	things	have	no	difficulty	in
deciding.'	"

5

And	now	I	have	said	enough	to	explain	the	inconvenience	which	I	conceive	necessarily	to
result	from	a	refusal	to	recognize	theological	truth	in	a	course	of	Universal	Knowledge;it
is	not	only	the	loss	of	Theology,	it	is	the	perversion	of	other	sciences.	What	it	unjustly
forfeits,	others	unjustly	seize.	They	have	their	own	department,	and,	in	going	out	of	it,
attempt	to	do	what	they	really	cannot	do;	and	that	the	more	mischievously,	because	they
do	teach	what	in	its	place	is	true,	though	when	out	of	its	place,	perverted	or	carried	to
excess,	it	is	not	true.	And,	as	every	man	has	not	the	capacity	of	separating	truth	from
falsehood,	they	persuade
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the	world	of	what	is	false	by	urging	upon	it	what	is	true.	Nor	is	it	open	enemies	alone
who	encounter	us	here,	sometimes	it	is	friends,	sometimes	persons	who,	if	not	friends,	at
least	have	no	wish	to	oppose	Religion,	and	are	not	conscious	they	are	doing	so;	and	it	will
carry	out	my	meaning	more	fully	if	I	give	some	illustrations	of	it.

As	to	friends,	I	may	take	as	an	instance	the	cultivation	of	the	Fine	Arts,	Painting,
Sculpture,	Architecture,	to	which	I	may	add	Music.	These	high	ministers	of	the	Beautiful
and	the	Noble	are,	it	is	plain,	special	attendants	and	handmaids	of	Religion;	but	it	is
equally	plain	that	they	are	apt	to	forget	their	place,	and,	unless	restrained	with	a	firm
hand,	instead	of	being	servants,	will	aim	at	becoming	principals.	Here	lies	the	advantage,
in	an	ecclesiastical	point	of	view,	of	their	more	rudimental	state,	I	mean	of	the	ancient
style	of	architecture,	of	Gothic	sculpture	and	painting,	and	of	what	is	called	Gregorian
music,	that	these	inchoate	sciences	have	so	little	innate	vigour	and	life	in	them,	that	they
are	in	no	danger	of	going	out	of	their	place,	and	giving	the	law	to	Religion.	But	the	case	is
very	different	when	genius	has	breathed	upon	their	natural	elements,	and	has	developed
them	into	what	I	may	call	intellectual	powers.	When	Painting,	for	example,	grows	into	the
fulness	of	its	function	as	a	simply	imitative	art,	it	at	once	ceases	to	be	a	dependant	on	the
Church.	It	has	an	end	of	its	own,	and	that	of	earth:	Nature	is	its	pattern,	and	the	object	it
pursues	is	the	beauty	of	Nature,	even	till	it	becomes	an	ideal	beauty,	but	a	natural	beauty
still.	It	cannot	imitate	that	beauty	of	Angels	and	Saints	which	it	has	never	seen.	At	first,
indeed,	by	outlines	and	emblems	it	shadowed	out	the	Invisible,	and	its	want	of	skill
became	the	instrument	of	reverence	and	modesty;	but	as	time	went	on	and	it	attained	its
full	dimensions	as	an	art,	it	rather	subjected	Religion	to	its	own	ends	than	ministered	to
the	ends	of	Religion,	and	in	its	long	galleries	and	stately	chambers,	did	but	mingle
adorable	figures	and	sacred	histories	with	a	multitude	of	earthly,	not	to	say	unseemly
forms,	which	the	Art	had	created,	borrowing	withal	a	colouring	and	a	character	from	that
bad	company.	Not	content	with	neutral	ground	for	its	development,	it	was	attracted	by	the
sublimity	of	divine	subjects	to	ambitious	and	hazardous	essays.	Without	my	saying	a
word	more,	you	will	clearly	understand,	Gentlemen,	that	under

	



Page	60

these	circumstances	Religion	was	bound	to	exert	itself,	that	the	world	might	not	gain	an
advantage	over	it.	Put	out	of	sight	the	severe	teaching	of	Catholicism	in	the	schools	of
Painting,	as	men	now	would	put	it	aside	in	their	philosophical	studies,	and	in	no	long
time	you	would	have	the	hierarchy	of	the	Church,	the	Anchorite	and	Virgin-martyr,	the
Confessor	and	the	Doctor,	the	Angelic	Hosts,	the	Mother	of	God,	the	Crucifix,	the	Eternal
Trinity,	supplanted	by	a	sort	of	pagan	mythology	in	the	guise	of	sacred	names,	by	a
creation	indeed	of	high	genius,	of	intense,	and	dazzling,	and	soul-absorbing	beauty,	in
which,	however,	there	was	nothing	which	subserved	the	cause	of	Religion,	nothing	on
the	other	hand	which	did	not	directly	or	indirectly	minister	to	corrupt	nature	and	the
powers	of	darkness.

6

The	art	of	Painting,	however,	is	peculiar:	Music	and	Architecture	are	more	ideal,	and	their
respective	archetypes,	even	if	not	supernatural,	at	least	are	abstract	and	unearthly;	and	yet
what	I	have	been	observing	about	Painting,	holds,	I	think,	analogously,	in	the	marvellous
development	which	Musical	Science	has	undergone	in	the	last	century.	Doubtless	here	too
the	highest	genius	may	be	made	subservient	to	Religion;	here	too,	still	more	simply	than
in	the	case	of	Painting,	the	Science	has	a	field	of	its	own,	perfectly	innocent,	into	which
Religion	does	not	and	need	not	enter;	on	the	other	hand	here	also,	in	the	case	of	Music	as
of	Painting,	it	is	certain	that	Religion	must	be	alive	and	on	the	defensive,	for,	if	its
servants	sleep,	a	potent	enchantment	will	steal	over	it.	Music,	I	suppose,	though	this	is	not
the	place	to	enlarge	upon	it,	has	an	object	of	its	own;	as	mathematical	science	also,	it	is
the	expression	of	ideas	greater	and	more	profound	than	any	in	the	visible	world,	ideas,
which	centre	indeed	in	Him	whom	Catholicism	manifests,	who	is	the	seat	of	all	beauty,
order,	and	perfection	whatever,	still	ideas	after	all	which	are	not	those	on	which
Revelation	directly	and	principally	fixes	our	gaze.	If	then	a	great	master	in	this	mysterious
science	(if	I	may	speak	of	matters	which	seem	to	lie	out	of	my	own	province)	throws
himself	on	his	own	gift,	trusts	its	inspirations,	and	absorbs	himself	in	those	thoughts
which,	though	they	come	to	him	in	the	way	of
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nature,	belong	to	things	above	nature,	it	is	obvious	he	will	neglect	everything	else.	Rising
in	his	strength,	he	will	break	through	the	trammels	of	words,	he	will	scatter	human
voices,	even	the	sweetest,	to	the	winds;	he	will	be	borne	upon	nothing	less	than	the	fullest
flood	of	sounds	which	art	has	enabled	him	to	draw	from	mechanical	contrivances;	he	will
go	forth	as	a	giant,	as	far	as	ever	his	instruments	can	reach,	starting	from	their	secret
depths	fresh	and	fresh	elements	of	beauty	and	grandeur	as	he	goes,	and	pouring	them
together	into	still	more	marvellous	and	rapturous	combinations;and	well	indeed	and
lawfully,	while	he	keeps	to	that	line	which	is	his	own;	but,	should	he	happen	to	be
attracted,	as	he	well	may,	by	the	sublimity,	so	congenial	to	him,	of	the	Catholic	doctrine
and	ritual,	should	he	engage	in	sacred	themes,	should	he	resolve	by	means	of	his	art	to	do
honour	to	the	Mass,	or	the	Divine	Office,(he	cannot	have	a	more	pious,	a	better	purpose,
and	Religion	will	gracefully	accept	what	he	gracefully	offers;	but)is	it	not	certain,	from
the	circumstances	of	the	case,	that	he	will	be	carried	on	rather	to	use	Religion	than	to
minister	to	it,	unless	Religion	is	strong	on	its	own	ground,	and	reminds	him	that,	if	he
would	do	honour	to	the	highest	of	subjects,	he	must	make	himself	its	scholar,	must
humbly	follow	the	thoughts	given	him,	and	must	aim	at	the	glory,	not	of	his	own	gift,	but
of	the	Great	Giver?

7

As	to	Architecture,	it	is	a	remark,	if	I	recollect	aright	both	of	Fénélon	and	Berkeley,	men
so	different,	that	it	carries	more	with	it	even	than	the	names	of	those	celebrated	men,	that
the	Gothic	style	is	not	as	simple	as	befits	ecclesiastical	structures.	I	understand	this	to	be	a
similar	judgment	to	that	which	I	have	been	passing	on	the	cultivation	of	Painting	and
Music.	For	myself,	certainly	I	think	that	that	style	which,	whatever	be	its	origin,	is	called
Gothic,	is	endowed	with	a	profound	and	a	commanding	beauty,	such	as	no	other	style
possesses	with	which	we	are	acquainted,	and	which	probably	the	Church	will	not	see
surpassed	till	it	attain	to	the	Celestial	City.	No	other	architecture,	now	used	for	sacred
purposes,	seems	to	be	the	growth	of	an	idea,	whereas	the	Gothic	style	is	as	harmonious
and	as	intellectual	as	it	is	grace-
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ful.	But	this	feeling	should	not	blind	us,	rather	it	should	awaken	us,	to	the	danger	lest
what	is	really	a	divine	gift	be	incautiously	used	as	an	end	rather	than	as	a	means.	It	is
surely	quite	within	the	bounds	of	possibility,	that,	as	the	renaissance	three	centuries	ago
carried	away	its	own	day,	in	spite	of	the	Church,	into	excesses	in	literature	and	art,	so	that
revival	of	an	almost	forgotten	architecture,	which	is	at	present	taking	place	in	our	own
countries,	in	France,	and	in	Germany,	may	in	some	way	or	other	run	away	with	us	into
this	or	that	error,	unless	we	keep	a	watch	over	its	course.	I	am	not	speaking	of	Ireland;
but	to	English	Catholics	at	least	it	would	be	a	serious	evil,	if	it	came	as	the	emblem	and
advocate	of	a	past	ceremonial	or	an	extinct	nationalism.	We	are	not	living	in	an	age	of
wealth	and	loyalty,	of	pomp	and	stateliness,	of	time-honoured	establishments,	of
pilgrimage	and	penance,	of	hermitages	and	convents	in	the	wild,	and	of	fervent
populations	supplying	the	want	of	education	by	love,	and	apprehending	in	form	and
symbol	what	they	cannot	read	in	books.	Our	rules	and	our	rubrics	have	been	altered	now
to	meet	the	times,	and	hence	an	obsolete	discipline	may	be	a	present	heresy.

8

I	have	been	pointing	out	how	the	Fine	Arts	may	prejudice	Religion,	by	laying	down	the
law	in	cases	where	they	should	be	subservient.	The	illustration	is	analogous	rather	than
strictly	proper	to	my	subject,	yet	I	think	it	is	to	the	point.	If	then	the	most	loyal	and	dutiful
children	of	the	Church	must	deny	themselves,	and	do	deny	themselves,	when	they	would
sanctify	to	a	heavenly	purpose	sciences	as	sublime	and	as	divine	as	any	which	are
cultivated	by	fallen	man,	it	is	not	wonderful,	when	we	turn	to	sciences	of	a	different
character,	of	which	the	object	is	tangible	and	material,	and	the	principles	belong	to	the
Reason,	not	to	the	Imagination,	that	we	should	find	their	disciples,	if	disinclined	to	the
Catholic	Faith,	acting	the	part	of	opponents	to	it,	and	that,	as	may	often	happen,	even
against	their	will	and	intention.	Many	men	there	are,	who,	devoted	to	one	particular
subject	of	thought,	and	making	its	principles	the	measure	of	all	things,	become	enemies	to
Revealed	Religion	before	they	know	it,	and,	only	as	time	proceeds,	are	aware	of	their
own	state	of	mind.	These,	if	they
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are	writers	or	lecturers,	while	in	this	state	of	unconscious	or	semiconscious	unbelief,
scatter	infidel	principles	under	the	garb	and	colour	of	Christianity;	and	this,	simply
because	they	have	made	their	own	science,	whatever	it	is,	Political	Economy,	or	Geology,
or	Astronomy,	to	the	neglect	of	Theology,	the	centre	of	all	truth,	and	view	every	part	or
the	chief	parts	of	knowledge	as	if	developed	from	it,	and	to	be	tested	and	determined	by
its	principles.	Others,	though	conscious	to	themselves	of	their	anti-christian	opinions,
have	too	much	good	feeling	and	good	taste	to	obtrude	them	upon	the	world.	They	neither
wish	to	shock	people,	nor	to	earn	for	themselves	a	confessorship	which	brings	with	it	no
gain.	They	know	the	strength	of	prejudice,	and	the	penalty	of	innovation;	they	wish	to	go
through	life	quietly;	they	scorn	polemics;	they	shrink,	as	from	a	real	humiliation,	from
being	mixed	up	in	religious	controversy;	they	are	ashamed	of	the	very	name.	However,
they	have	had	occasion	at	some	time	to	publish	on	some	literary	or	scientific	subject;	they
have	wished	to	give	no	offence;	but	after	all,	to	their	great	annoyance,	they	find	when
they	least	expect	it,	or	when	they	have	taken	considerable	pains	to	avoid	it,	that	they	have
roused	by	their	publication	what	they	would	style	the	bigoted	and	bitter	hostility	of	a
party.	This	misfortune	is	easily	conceivable,	and	has	befallen	many	a	man.	Before	he
knows	where	he	is,	a	cry	is	raised	on	all	sides	of	him;	and	so	little	does	he	know	what	we
may	call	the	lie	of	the	land,	that	his	attempts	at	apology	perhaps	only	make	matters	worse.
In	other	words,	an	exclusive	line	of	study	has	led	him,	whether	he	will	or	no,	to	run
counter	to	the	principles	of	Religion;	which	principles	he	has	never	made	his	landmarks,
and	which,	whatever	might	be	their	effect	upon	himself,	at	least	would	have	warned	him
against	practising	upon	the	faith	of	others,	had	they	been	authoritatively	held	up	before
him.

9

Instances	of	this	kind	are	far	from	uncommon.	Men	who	are	old	enough,	will	remember
the	trouble	which	came	upon	a	person,	eminent	as	a	professional	man	in	London	even	at
that	distant	day,	and	still	more	eminent	since,	in	consequence	of	his	publishing	a	book	in
which	he	so	treated	the	subject	of	Com-
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parative	Anatomy	as	to	seem	to	deny	the	immateriality	of	the	soul.	I	speak	here	neither	as
excusing	nor	reprobating	sentiments	about	which	I	have	not	the	means	of	forming	a
judgment;	all	indeed	I	have	heard	of	him	makes	me	mention	him	with	interest	and
respect;	anyhow	of	this	I	am	sure,	that	if	there	be	a	calling	which	feels	its	position	and	its
dignity	to	lie	in	abstaining	from	controversy	and	in	cultivating	kindly	feelings	with	men
of	all	opinions,	it	is	the	medical	profession,	and	I	cannot	believe	that	the	person	in
question	would	purposely	have	raised	the	indignation	and	incurred	the	censure	of	the
religious	public.	What	then	must	have	been	his	fault	or	mistake,	but	that	he
unsuspiciously	threw	himself	upon	his	own	particular	science,	which	is	of	a	material
character,	and	allowed	it	to	carry	him	forward	into	a	subject-matter,	where	it	had	no	right
to	give	the	law,	viz.,	that	of	spiritual	beings,	which	directly	belongs	to	the	science	of
Theology?

Another	instance	occurred	at	a	later	date.	A	living	dignitary	of	the	Established	Church
wrote	a	History	of	the	Jews;	in	which,	with	what	I	consider	at	least	bad	judgment,	he	took
an	external	view	of	it,	and	hence	was	led	to	assimilate	it	as	nearly	as	possible	to	secular
history.	A	great	sensation	was	the	consequence	among	the	members	of	his	own
communion,	from	which	he	still	suffers.	Arguing	from	the	dislike	and	contempt	of
polemical	demonstrations	which	that	accomplished	writer	has	ever	shown,	I	must
conclude	that	he	was	simply	betrayed	into	a	false	step	by	the	treacherous	fascination	of
what	is	called	the	Philosophy	of	History,	which	is	good	in	its	place,	but	can	scarcely	be
applied	in	cases	where	the	Almighty	has	superseded	the	natural	laws	of	society	and
history.	From	this	he	would	have	been	saved,	had	he	been	a	Catholic;	but	in	the
Establishment	he	knew	of	no	teaching,	to	which	he	was	bound	to	defer,	which	might	rule
that	to	be	false	which	attracted	him	by	its	speciousness.

10

I	will	now	take	an	instance	from	another	science,	and	will	use	more	words	about	it.
Political	Economy	is	the	science,	I	suppose,	of	wealth,a	science	simply	lawful	and	useful,
for	it	is	no	sin	to	make	money,	any	more	than	it	is	a	sin	to	seek	honour;	a	science	at	the
same	time	dangerous	and	leading	to	occasions	of	sin,	as	is
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the	pursuit	of	honour	too;	and	in	consequence,	if	studied	by	itself,	and	apart	from	the
control	of	Revealed	Truth,	sure	to	conduct	a	speculator	to	unchristian	conclusions.	Holy
Scripture	tells	us	distinctly,	that	"covetousness,"	or	more	literally	the	love	of	money,	"is
the	root	of	all	evils;"	and	that	"they	that	would	become	rich	fall	into	temptation;"	and	that
"hardly	shall	they	that	have	riches	enter	into	the	kingdom	of	God;''	and	after	drawing	the
picture	of	a	wealthy	and	flourishing	people,	it	adds,	"They	have	called	the	people	happy
that	hath	these	things;	but	happy	is	that	people	whose	God	is	the	Lord:"while	on	the	other
hand	it	says	with	equal	distinctness,	"If	any	will	not	work,	neither	let	him	eat;"	and,	"If
any	man	have	not	care	of	his	own,	and	especially	of	those	of	his	house,	he	hath	denied
the	faith,	and	is	worse	than	an	infidel."	These	opposite	injunctions	are	summed	up	in	the
wise	man's	prayer,	who	says,	"Give	me	neither	beggary	nor	riches,	give	me	only	the
necessaries	of	life."	With	this	most	precise	view	of	a	Christian's	duty,	viz.,	to	labour
indeed,	but	to	labour	for	a	competency	for	himself	and	his,	and	to	be	jealous	of	wealth,
whether	personal	or	national,	the	holy	Fathers	are,	as	might	be	expected,	in	simple
accordance.	"Judas,"	says	St.	Chrysostom,	"was	with	Him	who	knew	not	where	to	lay	His
head,	yet	could	not	restrain	himself;	and	how	canst	thou	hope	to	escape	the	contagion
without	anxious	effort?"	"It	is	ridiculous,"	says	St.	Jerome,	"to	call	it	idolatry	to	offer	to
the	creature	the	grains	of	incense	that	are	due	to	God,	and	not	to	call	it	so,	to	offer	the
whole	service	of	one's	life	to	the	creature."	"There	is	not	a	trace	of	justice	in	that	heart,"
says	St.	Leo,	"in	which	the	love	of	gain	has	made	itself	a	dwelling."	The	same	thing	is
emphatically	taught	us	by	the	counsels	of	perfection,	and	by	every	holy	monk	and	nun
anywhere,	who	has	ever	embraced	them;	but	it	is	needless	to	collect	testimonies,	when
Scripture	is	so	clear.

Now,	observe,	Gentlemen,	my	drift	in	setting	Scripture	and	the	Fathers	over	against
Political	Economy.	Of	course	if	there	is	a	science	of	wealth,	it	must	give	rules	for	gaining
wealth	and	disposing	of	wealth,	and	can	do	nothing	more;	it	cannot	itself	declare	that	it	is
a	subordinate	science,	that	its	end	is	not	the	ultimate	end	of	all	things,	and	that	its
conclusions	are	only	hypothetical,	depending	on	its	premisses,	and	liable	to	be	overruled
by	a	higher	teaching.	I	do	not	then	blame	the	Political	Economist
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for	anything	which	follows	from	the	very	idea	of	his	science,	from	the	very	moment	that
it	is	recognized	as	a	science.	He	must	of	course	direct	his	inquiries	towards	his	end;	but
then	at	the	same	time	it	must	be	recollected,	that	so	far	he	is	not	practical,	but	only
pursues	an	abstract	study,	and	is	busy	himself	in	establishing	logical	conclusions	from
indisputable	premisses.	Given	that	wealth	is	to	be	sought,	this	and	that	is	the	method	of
gaining	it.	This	is	the	extent	to	which	a	Political	Economist	has	a	right	to	go;	he	has	no
right	to	determine	that	wealth	is	at	any	rate	to	be	sought,	or	that	it	is	the	way	to	be
virtuous	and	the	price	of	happiness;	I	say,	this	is	to	pass	the	bounds	of	his	science,
independent	of	the	question	whether	he	be	right	or	wrong	in	so	determining,	for	he	is
only	concerned	with	an	hypothesis.

To	take	a	parallel	case:a	physician	may	tell	you,	that	if	you	are	to	preserve	your	health,
you	must	give	up	your	employment	and	retire	to	the	country.	He	distinctly,	says	"if;"	that
is	all	in	which	he	is	concerned,	he	is	no	judge	whether	there	are	objects	dearer	to	you,
more	urgent	upon	you,	than	the	preservation	of	your	health;	he	does	not	enter	into	your
circumstances,	your	duties,	your	liabilities,	the	persons	dependent	on	you;	he	knows
nothing	about	what	is	advisable	or	what	is	not;	he	only	says,	I	speak	as	a	physician;	if	you
would	be	well,	give	up	your	profession,	your	trade,	your	office,	whatever	it	is."	However
he	may	wish	it,	it	would	be	impertinent	in	him	to	say	more,	unless	indeed	he	spoke,	not
as	a	physician	but	as	a	friend;	and	it	would	be	extravagant,	if	he	asserted	that	bodily
health	was	the	summum	bonum,	and	that	no	one	could	be	virtuous	whose	animal	system
was	not	in	good	order.

11

But	now	let	us	turn	to	the	teaching	of	the	actual	Political	Economist,	in	his	present
fashionable	shape.	I	will	take	a	very	favourable	instance	of	him:	he	shall	be	represented
by	a	gentleman	of	high	character,	whose	religious	views	are	sufficiently	guaranteed	to	us
by	his	being	the	special	choice,	in	this	department	of	science,	of	a	University	removed
more	than	any	other	Protestant	body	of	the	day	from	sordid	or	unchristian	principles
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on	the	subject	of	money-making.	I	say,	if	there	be	a	place	where	Political	Economy	would
be	kept	in	order,	and	would	not	be	suffered	to	leave	the	high	road	and	ride	across	the
pastures	and	the	gardens	dedicated	to	other	studies,	it	is	the	University	of	Oxford.	And	if
a	man	could	anywhere	be	found	who	would	have	too	much	good	taste	to	offend	the
religious	feeling	of	the	place,	or	to	say	any	thing	which	he	would	himself	allow	to	be
inconsistent	with	Revelation,	I	conceive	it	is	the	person	whose	temperate	and	well-
considered	composition,	as	it	would	be	generally	accounted,	I	am	going	to	offer	to	your
notice.	Nor	did	it	occasion	any	excitement	whatever	on	the	part	of	the	academical	or	the
religious	public,	as	did	the	instances	which	I	have	hitherto	been	adducing.	I	am
representing	then	the	science	of	Political	Economy,	in	its	independent	or	unbridled	action,
to	great	advantage,	when	I	select,	as	its	specimen,	the	Inaugural	Lecture	upon	it,	delivered
in	the	University	in	question,	by	its	first	Professor.	Yet	with	all	these	circumstances	in	its
favour,	you	will	soon	see,	Gentlemen,	into	what	extravagance,	for	so	I	must	call	it,	a
grave	lawyer	is	led	in	praise	of	his	chosen	science,	merely	from	the	circumstance	that	he
has	fixed	his	mind	upon	it,	till	he	has	forgotten	there	are	subjects	of	thought	higher	and
more	heavenly	than	it.	You	will	find	beyond	mistake,	that	it	is	his	object	to	recommend
the	science	of	wealth,	by	claiming	for	it	an	ethical	quality,	viz.,	by	extolling	it	as	the	road
to	virtue	and	happiness,	whatever	Scripture	and	holy	men	may	say	to	the	contrary.

He	begins	by	predicting	of	Political	Economy,	that	in	the	course	of	a	very	few	years,	"it
will	rank	in	public	estimation	among	the	first	of	moral	sciences	in	interest	and	in	utility."
Then	he	explains	most	lucidly	its	objects	and	duties,	considered	as	"the	science	which
teaches	in	what	wealth	consists,	by	what	agents	it	is	produced,	and	according	to	what
laws	it	is	distributed,	and	what	are	the	institutions	and	customs	by	which	production	may
be	facilitated	and	distribution	regulated,	so	as	to	give	the	largest	possible	amount	of
wealth	to	each	individual."	And	he	dwells	upon	the	interest	which	attaches	to	the	inquiry,
''whether	England	has	run	her	full	career	of	wealth	and	improvement,	but	stands	safe
where	she	is,	or	whether	to	remain	stationary	is	impossible."	After	this	he	notices	a	certain
objection,	which	I	shall
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set	before	you	in	his	own	words,	as	they	will	furnish	me	with	the	illustration	I	propose.

This	objection,	he	says,	is,	that,	"as	the	pursuit	of	wealth	is	one	of	the	humblest	of	human
occupations,	far	inferior	to	the	pursuit	of	virtue,	or	of	knowledge,	or	even	of	reputation,
and	as	the	possession	of	wealth	is	not	necessarily	joined,perhaps	it	will	be	said,	is	not
conducive,to	happiness,	a	science,	of	which	the	only	subject	is	wealth,	cannot	claim	to
rank	as	the	first,	or	nearly	the	first,	of	moral	sciences."*	Certainly,	to	an	enthusiast	in
behalf	of	any	science	whatever,	the	temptation	is	great	to	meet	an	objection	urged	against
its	dignity	and	worth;	however,	from	the	very	form	of	it,	such	an	objection	cannot	receive
a	satisfactory	answer	by	means	of	the	science	itself.	It	is	an	objection	external	to	the
science,	and	reminds	us	of	the	truth	of	Lord	Bacon's	remark,	"No	perfect	discovery	can
be	made	upon	a	flat	or	a	level;	neither	is	it	possible	to	discover	the	more	remote	and
deeper	parts	of	any	science,	if	you	stand	upon	the	level	of	the	science,	and	ascend	not	to	a
higher	science."	The	objection	that	Political	Economy	is	inferior	to	the	science	of	virtue,
or	does	not	conduce	to	happiness,	is	an	ethical	or	theological	objection;	the	question	of	its
"rank"	belongs	to	that	Architectonic	Science	or	Philosophy,	whatever	it	be,	which	is	itself
the	arbiter	of	all	truth,	and	which	disposes	of	the	claims	and	arranges	the	places	of	all	the
departments	of	knowledge	which	man	is	able	to	master.	I	say,	when	an	opponent	of	a
particular	science	asserts	that	it	does	not	conduce	to	happiness,	and	much	more	when	its
champion	contends	in	reply	that	it	certainly	does	conduce	to	virtue,	as	this	author
proceeds	to	contend,	the	obvious	question	which	occurs	to	one	to	ask	is,	what	does
Religion,	what	does	Revelation,	say	on	the	point?	Political	Economy	must	not	be	allowed
to	give	judgment	in	its	own	favour,	but	must	come	before	a	higher	tribunal.	The	objection
is	an	appeal	to	the	Theologian;	however,	the	Professor	does	not	so	view	the	matter;	he
does	not	consider	it	a	question	for	Philosophy;	nor	indeed	on	the	other	hand	a	question
for	Political	Economy;	not	a	question	for	Science	at	all;	but	for	Private	Judgment,so	he
answers	it	himself,	and	as	follows:

*	Introd.	Lecture	on	Pol.	Econ.	pp.	11,	12.
**	Advancement	of	Learning.
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"My	answer,"	he	says,	"is,	first,	that	the	pursuit	of	wealth,	that	is,	the	endeavour	to
accumulate	the	means	of	future	subsistence	and	enjoyment,	is,	to	the	mass	of	mankind,
the	great	source	of	moral	improvement."	Now	observe,	Gentlemen,	how	exactly	this
bears	out	what	I	have	been	saying.	It	is	just	so	far	true,	as	to	be	able	to	instil	what	is	false,
far	as	the	author	was	from	any	such	design.	I	grant,	then,	that,	ordinarily,	beggary	is	not
the	means	of	moral	improvement;	and	that	the	orderly	habits	which	attend	upon	the	hot
pursuit	of	gain,	not	only	may	effect	an	external	decency,	but	may	at	least	shelter	the	soul
from	the	temptations	of	vice.	Moreover,	these	habits	of	good	order	guarantee	regularity	in
a	family	or	household,	and	thus	are	accidentally	the	means	of	good;	moreover,	they	lead
to	the	education	of	its	younger	branches,	and	they	thus	accidentally	provide	the	rising
generation	with	a	virtue	or	a	truth	which	the	present	has	not:	but	without	going	into	these
considerations,	further	than	to	allow	them	generally,	and	under	circumstances,	let	us
rather	contemplate	what	the	author's	direct	assertion	is.	He	says,	"the	endeavour	to
accumulate,"	the	words	should	be	weighed,	and	for	what?	"for	enjoyment''"to	accumulate
the	means	of	future	subsistence	and	enjoyment,	is,	to	the	mass	of	mankind,	the	great
source,"	not	merely	a	source,	but	the	great	source,	and	of	what?	of	social	and	political
progress?such	an	answer	would	have	been	more	within	the	limits	of	his	art,no,	but	of
something	individual	and	personal,	"of	moral	improvement."	The	soul,	in	the	case	of	"the
mass	of	mankind,"	improves	in	moral	excellence	from	this	more	than	any	thing	else,	viz.,
from	heaping	up	the	means	of	enjoying	this	world	in	time	to	come!	I	really	should	on
every	account	be	sorry,	Gentlemen,	to	exaggerate,	but	indeed	one	is	taken	by	surprise,
one	is	startled,	on	meeting	with	so	very	categorical	a	contradiction	of	our	Lord,	St.	Paul,
St.	Chrysostom,	St.	Leo,	and	all	Saints.

"No	institution,"	he	continues,	"could	be	more	beneficial	to	the	morals	of	the	lower
orders,	that	is,	to	at	least	nine-tenths	of	the	whole	body	of	any	people,	than	one	which
should	increase	their	power	and	their	wish	to	accumulate;	none	more	mischievous
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than	one	which	should	diminish	their	motives	and	means	to	save."	No	institution	more
beneficial	than	one	which	should	increase	the	wish	to	accumulate!	then	Christianity	is	not
one	of	such	beneficial	institutions,	for	it	expressly	says,	"Lay	not	up	to	yourselves
treasures	on	earth	.	.	.	for	where	thy	treasure	is,	there	is	thy	heart	also;"no	institution	more
mischievous	than	one	which	should	diminish	the	motives	to	save!	then	Christianity	is	one
of	such	mischiefs,	for	the	inspired	text	proceeds,	"Lay	up	to	yourselves	treasures	in
heaven,	where	neither	the	rust	nor	the	moth	doth	consume,	and	where	thieves	do	not	dig
through,	nor	steal.''

But	it	is	not	enough	that	morals	and	happiness	are	made	to	depend	on	gain	and
accumulation;	the	practice	of	Religion	is	ascribed	to	these	causes	also,	and	in	the
following	way.	Wealth	depends	upon	the	pursuit	of	wealth;	education	depends	upon
wealth;	knowledge	depends	on	education;	and	Religion	depends	on	knowledge;	therefore
Religion	depends	on	the	pursuit	of	wealth.	He	says,	after	speaking	of	a	poor	and	savage
people,	"Such	a	population	must	be	grossly	ignorant.	The	desire	of	knowledge	is	one	of
the	last	results	of	refinement;	it	requires	in	general	to	have	been	implanted	in	the	mind
during	childhood;	and	it	is	absurd	to	suppose	that	persons	thus	situated	would	have	the
power	or	the	will	to	devote	much	to	the	education	of	their	children.	A	further
consequence	is	the	absence	of	all	real	religion;	for	the	religion	of	the	grossly	ignorant,	if
they	have	any,	scarcely	ever	amounts	to	more	than	a	debasing	superstition."*	The	pursuit
of	gain	then	is	the	basis	of	virtue,	religion,	happiness;	though	it	is	all	the	while,	as	a
Christian	knows,	the	"root	of	all	evils,"	and	the	"poor	on	the	contrary	are	blessed,	for
theirs	is	the	kingdom	of	God."

As	to	the	argument	contained	in	the	logical	Sorites	which	I	have	been	drawing	out,	I
anticipated	just	now	what	I	should	say	to	it	in	reply.	I	repeat,	doubtless	"beggary,"	as	the
wise	man	says,	is	not	desirable;	doubtless,	if	men	will	not	work,	they	should	not	eat;	there
is	doubtless	a	sense	in	which	it	may	be	said	that	mere	social	or	political	virtue	tends	to
moral	and	religious	excellence;	but	the	sense	needs	to	be	defined	and	the	statement	to	be
kept	within	bounds.	This	is	the	very	point	on	which	I	am	all	along	insisting.	I	am	not
denying,	I	am	granting,	I	am	assuming,	that

*	Intr.	Lect.,	p.	16.
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there	is	reason	and	truth	in	the	"leading	ideas,"	as	they	are	called,	and	"large	views"	of
scientific	men;	I	only	say	that,	though	they	speak	truth,	they	do	not	speak	the	whole	truth;
that	they	speak	a	narrow	truth,	and	think	it	a	broad	truth;	that	their	deductions	must	be
compared	with	other	truths,	which	are	acknowledged	to	be	truths,	in	order	to	verify,
complete,	and	correct	them.	They	say	what	is	true,	exceptis	excipiendis;	what	is	true,	but
requires	guarding;	true,	but	must	not	be	ridden	too	hard,	or	made	what	is	called	a	hobby;
true,	but	not	the	measure	of	all	things;	true,	but	if	thus	inordinately,	extravagantly,
ruinously	carried	out,	in	spite	of	other	sciences,	in	spite	of	Theology,	sure	to	become	but
a	great	bubble,	and	to	burst.

13

I	am	getting	to	the	end	of	this	Discourse,	before	I	have	noticed	one	tenth	part	of	the
instances	with	which	I	might	illustrate	the	subject	of	it.	Else	I	should	have	wished
especially	to	have	dwelt	upon	the	not	unfrequent	perversion	which	occurs	of	antiquarian
and	historical	research,	to	the	prejudice	of	Theology.	It	is	undeniable	that	the	records	of
former	ages	are	of	primary	importance	in	determining	Catholic	doctrine;	it	is	undeniable
also	that	there	is	a	silence	or	a	contrariety	abstractedly	conceivable	in	those	records,	as	to
an	alleged	portion	of	that	doctrine,	which	would	be	sufficient	to	invalidate	its	claims	on
our	acceptance;	but	it	is	quite	as	undeniable	that	the	existing	documentary	testimony	to
Catholicism	and	Christianity	may	be	so	unduly	valued	as	to	be	made	the	absolute	measure
of	Revelation,	as	if	no	part	of	theological	teaching	were	true	which	cannot	bring	its
express	text,	as	it	is	called,	from	Scripture,	and	authorities	from	the	Fathers	or	profane
writers,whereas	there	are	numberless	facts	in	past	times	which	we	cannot	deny,	for	they
are	indisputable,	though	history	is	silent	about	them.	I	suppose,	on	this	score,	we	ought	to
deny	that	the	round	towers	of	this	country	had	any	origin,	because	history	does	not
disclose	it;	or	that	any	individual	came	from	Adam	who	cannot	produce	the	table	of	his
ancestry.	Yet	Gibbon	argues	against	the	darkness	at	the	Passion,	from	the	accident	that	it
is	not	mentioned	by	Pagan	historians:as	well	might	he	argue	against	the	existence	of
Christianity	itself	in	the	first	century,	be-
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cause	Seneca,	Plinv,	Plutarch,	the	Jewish	Mishna,	and	other	authorities	are	silent	about	it.
Protestants	argue	in	a	parallel	way	against	Transubstantiation,	and	Arians	against	our
Lord's	Divinity,	viz.,	on	the	ground	that	extant	writings	of	certain	Fathers	do	not	witness
those	doctrines	to	their	satisfaction:as	well	might	they	say	that	Christianity	was	not	spread
by	the	Twelve	Apostles,	because	we	know	so	little	of	their	labours.	The	evidence	of
History,	I	say,	is	invaluable	in	its	place;	but,	if	it	assumes	to	be	the	sole	means	of	gaining
Religious	Truth,	it	goes	beyond	its	place.	We	are	putting	it	to	a	larger	office	than	it	can
undertake,	if	we	countenance	the	usurpation;	and	we	are	turning	a	true	guide	and	blessing
into	a	source	of	inexplicable	difficulty	and	interminable	doubt.

And	so	of	other	sciences:	just	as	Comparative	Anatomy,	Political	Economy,	the
Philosophy	of	History,	and	the	Science	of	Antiquities	may	be	and	are	turned	against
Religion,	by	being	taken	by	themselves,	as	I	have	been	showing,	so	a	like	mistake	may
befall	any	other.	Grammar,	for	instance,	at	first	sight	does	not	appear	to	admit	of	a
perversion;	yet	Horne	Tooke	made	it	the	vehicle	of	his	peculiar	scepticism.	Law	would
seem	to	have	enough	to	do	with	its	own	clients,	and	their	affairs;	and	yet	Mr.	Bentham
made	a	treatise	on	Judicial	Proofs	a	covert	attack	upon	the	miracles	of	Revelation.	And	in
like	manner	Physiology	may	deny	moral	evil	and	human	responsibility;	Geology	may
deny	Moses;	and	Logic	may	deny	the	Holy	Trinity;*	and	other	sciences,	now	rising	into
notice,	are	or	will	be	victims	of	a	similar	abuse.

14

And	now	to	sum	up	what	I	have	been	saying	in	a	few	words.	My	object,	it	is	plain,	has
beennot	to	show	that	Secular	Science	in	its	various	departments	may	take	up	a	position
hostile	to	Theology;this	is	rather	the	basis	of	the	objection	with	which	I	opened	this
Discourse;but	to	point	out	the	cause	of	an	hostility	to	which	all	parties	will	bear	witness.	I
have	been	insisting	then	on	this,	that	the	hostility	in	question,	when	it	occurs,	is
coincident	with	an	evident	deflection	or	exorbitance	of	Science	from

*	Vid.	Abelard,	for	instance.
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its	proper	course;	and	that	this	exorbitance	is	sure	to	take	place,	almost	from	the	necessity
of	the	case,	if	Theology	be	not	present	to	defend	its	own	boundaries	and	to	hinder	the
encroachment.	The	human	mind	cannot	keep	from	speculating	and	systematizing;	and	if
Theology	is	not	allowed	to	occupy	its	own	territory,	adjacent	sciences,	nay,	sciences
which	are	quite	foreign	to	Theology,	will	take	possession	of	it.	And	this	occupation	is
proved	to	be	a	usurpation	by	this	circumstance,	that	these	foreign	sciences	will	assume
certain	principles	as	true,	and	act	upon	them,	which	they	neither	have	authority	to	lay
down	themselves,	nor	appeal	to	any	other	higher	science	to	lay	down	for	them.	For
example,	it	is	a	mere	unwarranted	assumption	if	the	Antiquarian	says,	"Nothing	has	ever
taken	place	but	is	to	be	found	in	historical	documents;"	or	if	the	Philosophic	Historian
says,	"There	is	nothing	in	Judaism	different	from	other	political	institutions;"	or	if	the
Anatomist,	"There	is	no	soul	beyond	the	brain;"	or	if	the	Political	Economist,	"Easy
circumstances	make	men	virtuous.''	These	are	enunciations,	not	of	Science,	but	of	Private
Judgment;	and	it	is	Private	Judgment	that	infects	every	science	which	it	touches	with	a
hostility	to	Theology,	a	hostility	which	properly	attaches	to	no	science	in	itself	whatever.

If	then,	Gentlemen,	I	now	resist	such	a	course	of	acting	as	unphilosophical,	what	is	this
but	to	do	as	men	of	Science	do	when	the	interests	of	their	own	respective	pursuits	are	at
stake?	If	they	certainly	would	resist	the	divine	who	determined	the	orbit	of	Jupiter	by	the
Pentateuch,	why	am	I	to	be	accused	of	cowardice	or	illiberality,	because	I	will	not	tolerate
their	attempt	in	turn	to	theologize	by	means	of	astronomy?	And	if	experimentalists	would
be	sure	to	cry	out,	did	I	attempt	to	install	the	Thomist	philosophy	in	the	schools	of
astronomy	and	medicine,	why	may	not	I,	when.	Divine	Science	is	ostracized,	and	La
Place,	or	Buffon,	or	Humboldt,	sits	down	in	its	chair,	why	may	not	I	fairly	protest	against
their	exclusiveness,	and	demand	the	emancipation	of	Theology?

15

And	now	I	consider	I	have	said	enough	in	proof	of	the	first	point,	which	I	undertook	to
maintain,	viz.,	the	claim	of	Theology	to	be	represented	among	the	Chairs	of	a	University.
I	have
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shown,	I	think,	that	exclusiveness	really	attaches,	not	to	those	who	support	that	claim,	but
to	those	who	dispute	it.	I	have	argued	in	its	behalf,	first,	from	the	consideration	that,
whereas	it	is	the	very	profession	of	a	University	to	teach	all	sciences,	on	this	account	it
cannot	exclude	Theology	without	being	untrue	to	its	profession.	Next,	I	have	said	that,	all
sciences	being	connected	together,	and	having	bearings	one	on	another,	it	is	impossible	to
teach	them	all	thoroughly,	unless	they	all	are	taken	into	account,	and	Theology	among
them.	Moreover,	I	have	insisted	on	the	important	influence,	which	Theology	in	matter	of
fact	does	and	must	exercise	over	a	great	variety	of	sciences,	completing	and	correcting
them;	so	that,	granting	it	to	be	a	real	science	occupied	upon	truth,	it	cannot	be	omitted
without	great	prejudice	to	the	teaching	of	the	rest.	And	lastly,	I	have	urged	that,	supposing
Theology	be	not	taught,	its	province	will	not	simply	be	neglected,	but	will	be	actually
usurped	by	other	sciences,	which	will	teach,	without	warrant,	conclusions	of	their	own	in
a	subject-matter	which	needs	its	own	proper	principles	for	its	due	formation	and
disposition.

Abstract	statements	are	always	unsatisfactory;	these,	as	I	have	already	observed,	could	be
illustrated	at	far	greater	length	than	the	time	allotted	to	me	for	the	purpose	has	allowed.
Let	me	hope	that	I	have	said	enough	upon	the	subject	to	suggest	thoughts,	which	those
who	take	an	interest	in	it	may	pursue	for	themselves.

Discourse	V
Knowledge	Its	Own	End
A	university	may	be	considered	with	reference	either	to	its	Students	or	to	its	Studies;	and
the	principle,	that	all	Knowledge	is	a	whole	and	the	separate	Sciences	parts	of	one,	which
I	have	hitherto	been	using	in	behalf	of	its	studies,	is	equally	important	when	we	direct	our
attention	to	its	students.	Now	then	I	turn	to	the	students,	and	shall	consider	the	education
which,	by	virtue	of
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this	principle,	a	University	will	give	them;	and	thus	I	shall	be	introduced,	Gentlemen,	to
the	second	question,	which	I	proposed	to	discuss,	viz,	whether	and	in	what	sense	its
teaching,	viewed	relatively	to	the	taught,	carries	the	attribute	of	Utility	along	with	it.

1

I	have	said	that	all	branches	of	knowledge	are	connected	together,	because	the	subject-
matter	of	knowledge	is	intimately	united	in	itself,	as	being	the	acts	and	the	work	of	the
Creator.	Hence	it	is	that	the	Sciences,	into	which	our	knowledge	may	be	said	to	be	cast,
have	multiplied	bearings	one	on	another,	and	an	internal	sympathy,	and	admit,	or	rather
demand,	comparison	and	adjustment.	They	complete,	correct,	balance	each	other.	This
consideration,	if	well-founded,	must	be	taken	into	account,	not	only	as	regards	the
attainment	of	truth,	which	is	their	common	end,	but	as	regards	the	influence	which	they
exercise	upon	those	whose	education	consists	in	the	study	of	them.	I	have	said	already,
that	to	give	undue	prominence	to	one	is	to	be	unjust	to	another;	to	neglect	or	supersede
these	is	to	divert	those	from	their	proper	object.	It	is	to	unsettle	the	boundary	lines
between	science	and	science,	to	disturb	their	action,	to	destroy	the	harmony	which	binds
them	together.	Such	a	proceeding	will	have	a	corresponding	effect	when	introduced	into	a
place	of	education.	There	is	no	science	but	tells	a	different	tale,	when	viewed	as	a	portion
of	a	whole,	from	what	it	is	likely	to	suggest	when	taken	by	itself,	without	the	safeguard,
as	I	may	call	it,	of	others.

Let	me	make	use	of	an	illustration.	In	the	combination	of	colours,	very	different	effects
are	produced	by	a	difference	in	their	selection	and	juxta-position;	red,	green,	and	white,
change	their	shades,	according	to	the	contrast	to	which	they	are	submitted.	And,	in	like
manner,	the	drift	and	meaning	of	a	branch	of	knowledge	varies	with	the	company	in
which	it	is	introduced	to	the	student.	If	his	reading	is	confined	simply	to	one	subject,
however	such	division	of	labour	may	favour	the	advancement	of	a	particular	pursuit,	a
point	into	which	I	do	not	here	enter,	certainly	it	has	a	tendency	to	contract	his	mind.	If	it
is	incorporated	with	others,	it	depends	on	those	others	as	to	the	kind	of
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influence	which	it	exerts	upon	him.	Thus	the	Classics,	which	in	England	are	the	means	of
refining	the	taste,	have	in	France	sub-served	the	spread	of	revolutionary	and	deistical
doctrines.	In	Metaphysics,	again,	Butler's	Analogy	of	Religion,	which	has	had	so	much	to
do	with	the	conversion	to	the	Catholic	faith	of	members	of	the	University	of	Oxford,
appeared	to	Pitt	and	others,	who	had	received	a	different	training,	to	operate	only	in	the
direction	of	infidelity.	And	so	again,	Watson,	Bishop	of	Llandaff,	as	I	think	he	tells	us	in
the	narrative	of	his	life,	felt	the	science	of	Mathematics	to	indispose	the	mind	to	religious
belief,	while	others	see	in	its	investigations	the	best	parallel,	and	thereby	defence,	of	the
Christian	Mysteries.	In	like	manner,	I	suppose,	Arcesilas	would	not	have	handled	logic	as
Aristotle,	nor	Aristotle	have	criticized	poets	as	Plato;	yet	reasoning	and	poetry	are	subject
to	scientific	rules.

It	is	a	great	point	then	to	enlarge	the	range	of	studies	which	a	University	professes,	even
for	the	sake	of	the	students;	and,	though	they	cannot	pursue	every	subject	which	is	open
to	them,	they	will	be	the	gainers	by	living	among	those	and	under	those	who	represent	the
whole	circle.	This	I	conceive	to	be	the	advantage	of	a	seat	of	universal	learning,
considered	as	a	place	of	education.	An	assemblage	of	learned	men,	zealous	for	their	own
sciences,	and	rivals	of	each	other,	are	brought,	by	familiar	intercourse	and	for	the	sake	of
intellectual	peace,	to	adjust	together	the	claims	and	relations	of	their	respective	subjects	of
investigation.	They	learn	to	respect,	to	consult,	to	aid	each	other.	Thus	is	created	a	pure
and	clear	atmosphere	of	thought,	which	the	student	also	breathes,	though	in	his	own	case
he	only	pursues	a	few	sciences	out	of	the	multitude.	He	profits	by	an	intellectual	tradition,
which	is	independent	of	particular	teachers,	which	guides	him	in	his	choice	of	subjects,
and	duly	interprets	for	him	those	which	he	chooses.	He	apprehends	the	great	outlines	of
knowledge,	the	principles	on	which	it	rests,	the	scale	of	its	parts,	its	lights	and	its	shades,
its	great	points	and	its	little,	as	he	otherwise	cannot	apprehend	them.	Hence	it	is	that	his
education	is	called	"Liberal."	A	habit	of	mind	is	formed	which	lasts	through	life,	of	which
the	attributes	are,	freedom,	equitableness,	calmness,	moderation,	and	wisdom;	or	what	in
a	former	Discourse	I	have	ventured	to	call	a	philosophical	habit.	This	then	I	would
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assign	as	the	special	fruit	of	the	education	furnished	at	a	University,	as	contrasted	with
other	places	of	teaching	or	modes	of	teaching.	This	is	the	main	purpose	of	a	University	in
its	treatment	of	its	students.

And	now	the	question	is	asked	me,	What	is	the	use	of	it?	and	my	answer	will	constitute
the	main	subject	of	the	Discourses	which	are	to	follow.

2

Cautious	and	practical	thinkers,	I	say,	will	ask	of	me,	what,	after	all,	is	the	gain	of	this
Philosophy,	of	which	I	make	such	account,	and	from	which	I	promise	so	much.	Even
supposing	it	to	enable	us	to	exercise	the	degree	of	trust	exactly	due	to	every	science
respectively,	and	to	estimate	precisely	the	value	of	every	truth	which	is	anywhere	to	be
found,	how	are	we	better	for	this	master	view	of	things,	which	I	have	been	extolling?
Does	it	not	reverse	the	principle	of	the	division	of	labour?	will	practical	objects	be
obtained	better	or	worse	by	its	cultivation?	to	what	then	does	it	lead?	where	does	it	end?
what	does	it	do?	how	does	it	profit?	what	does	it	promise?	Particular	sciences	are
respectively	the	basis	of	definite	arts,	which	carry	on	to	results	tangible	and	beneficial	the
truths	which	are	the	subjects	of	the	knowledge	attained;	what	is	the	Art	of	this	science	of
sciences?	what	is	the	fruit	of	such	a	Philosophy?	what	are	we	proposing	to	effect,	what
inducements	do	we	hold	out	to	the	Catholic	community,	when	we	set	about	the	enterprise
of	founding	a	University?

I	am	asked	what	is	the	end	of	University	Education,	and	of	the	Liberal	or	Philosophical
Knowledge	which	I	conceive	it	to	impart:	I	answer,	that	what	I	have	already	said	has	been
sufficient	to	show	that	it	has	a	very	tangible,	real,	and	sufficient	end,	though	the	end
cannot	be	divided	from	that	knowledge	itself.	Knowledge	is	capable	of	being	its	own	end.
Such	is	the	constitution	of	the	human	mind,	that	any	kind	of	knowledge,	if	it	be	really
such,	is	its	own	reward.	And	if	this	is	true	of	all	knowledge,	it	is	true	also	of	that	special
Philosophy,	which	I	have	made	to	consist	in	a	comprehensive	view	of	truth	in	all	its
branches,	of	the	relations	of	science	to	science,	of	their	mutual	bearings,	and	their
respective	values.	What	the	worth	of	such	an	acquirement	is,	compared	with
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other	objects	which	we	seek,wealth	or	power	or	bonour	or	the	conveniences	and
comforts	of	life,	I	do	not	profess	here	to	discuss;	but	I	would	maintain,	and	mean	to
show,	that	it	is	an	object,	in	its	own	nature	so	really	and	undeniably	good,	as	to	be	the
compensation	of	a	great	deal	of	thought	in	the	compassing,	and	a	great	deal	of	trouble	in
the	attaining.

Now,	when	I	say	that	Knowledge	is,	not	merely	a	means	to	something	beyond	it,	or	the
preliminary	of	certain	arts	into	which	it	naturally	resolves,	but	an	end	sufficient	to	rest	in
and	to	pursue	for	its	own	sake,	surely	I	am	uttering	no	paradox,	for	I	am	stating	what	is
both	intelligible	in	itself,	and	has	ever	been	the	common	judgment	of	philosophers	and
the	ordinary	feeling	of	mankind.	I	am	saying	what	at	least	the	public	opinion	of	this	day
ought	to	be	slow	to	deny,	considering	how	much	we	have	heard	of	late	years,	in
opposition	to	Religion,	of	entertaining,	curious,	and	various	knowledge.	I	am	but	saying
what	whole	volumes	have	been	written	to	illustrate,	viz.,	by	a	"selection	from	the	records
of	Philosophy,	Literature,	and	Art,	in	all	ages	and	countries,	of	a	body	of	examples,	to
show	how	the	most	unpropitious	circumstances	have	been	unable	to	conquer	an	ardent
desire	for	the	acquisition	of	knowledge."*	That	further	advantages	accrue	to	us	and
redound	to	others	by	its	possession,	over	and	above	what	it	is	in	itself,	I	am	very	far
indeed	from	denying;	but,	independent	of	these,	we	are	satisfying	a	direct	need	of	our
nature	in	its	very	acquisition;	and,	whereas	our	nature,	unlike	that	of	the	inferior	creation,
does	not	at	once	reach	its	perfection,	but	depends,	in	order	to	it,	on	a	number	of	external
aids	and	appliances,	Knowledge,	as	one	of	the	principal	of	these,	is	valuable	for	what	its
very	presence	in	us	does	for	us	after	the	manner	of	a	habit,	even	though	it	be	turned	to	no
further	account,	nor	subserve	any	direct	end.

3

Hence	it	is	that	Cicero,	in	enumerating	the	various	heads	of	mental	excellence,	lays	down
the	pursuit	of	Knowledge	for	its	own	sake,	as	the	first	of	them.	"This	pertains	most	of	all
to	human	nature,"	he	says,	"for	we	are	all	of	us	drawn	to	the	pursuit	of

*	Pursuit	of	Knowledge	under	Difficulties.	Introd.
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Knowledge;	in	which	to	excel	we	consider	excellent,	whereas	to	mistake,	to	err,	to	be
ignorant,	to	be	deceived,	is	both	an	evil	and	a	disgrace."*	And	he	considers	Knowledge
the	very	first	object	to	which	we	are	attracted,	after	the	supply	of	our	physical	wants.
After	the	calls	and	duties	of	our	animal	existence,	as	they	may	be	termed,	as	regards
ourselves,	our	family,	and	our	neighbours,	follows,	he	tells	us,	"the	search	after	truth.
Accordingly,	as	soon	as	we	escape	from	the	pressure	of	necessary	cares,	forthwith	we
desire	to	see,	to	hear,	and	to	learn;	and	consider	the	knowledge	of	what	is	hidden	or	is
wonderful	a	condition	of	our	happiness."

This	passage,	though	it	is	but	one	of	many	similar	passages	in	a	multitude	of	authors,	I
take	for	the	very	reason	that	it	is	so	familiarly	known	to	us;	and	I	wish	you	to	observe,
Gentlemen,	how	distinctly	it	separates	the	pursuit	of	Knowledge	from	those	ulterior
objects	to	which	certainly	it	can	be	made	to	conduce,	and	which	are,	I	suppose,	solely
contemplated	by	the	persons	who	would	ask	of	me	the	use	of	a	University	or	Liberal
Education.	So	far	from	dreaming	of	the	cultivation	of	Knowledge	directly	and	mainly	in
order	to	our	physical	comfort	and	enjoyment,	for	the	sake	of	life	and	person,	of	health,	of
the	conjugal	and	family	union,	of	the	social	tie	and	civil	security,	the	great	Orator	implies,
that	it	is	only	after	our	physical	and	political	needs	are	supplied,	and	when	we	are	"free
from	necessary	duties	and	cares,"	that	we	are	in	a	condition	for	"desiring	to	see,	to	hear,
and	to	learn."	Nor	does	he	contemplate	in	the	least	degree	the	reflex	or	subsequent	action
of	Knowledge,	when	acquired,	upon	those	material	goods	which	we	set	out	by	securing
before	we	seek	it;	on	the	contrary,	he	expressly	denies	its	bearing	upon	social	life
altogether,	strange	as	such	a	procedure	is	to	those	who	live	after	the	rise	of	the	Baconian
philosophy,	and	he	cautions	us	against	such	a	cultivation	of	it	as	will	interfere	with	our
duties	to	our	fellow-creatures.	"All	these	methods,"	he	says,	"are	engaged	in	the
investigation	of	truth;	by	the	pursuit	of	which	to	be	carried	off	from	public	occupations	is
a	transgression	of	duty.	For	the	praise	of	virtue	lies	altogether	in	action;	yet	intermissions
often	occur,	and	then	we	recur	to	such	pursuits;	not	to	say	that	the	incessant	activity	of	the
mind	is	vigorous	enough	to	carry	us	on	in	the	pursuit	of	knowledge,	even	without	any
exertion	of	our	own."

*	Cicer.	Offic.	init.
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The	idea	of	benefiting	society	by	means	of	"the	pursuit	of	science	and	knowledge"	did
not	enter	at	all	into	the	motives	which	he	would	assign	for	their	cultivation.

This	was	the	ground	of	the	opposition	which	the	elder	Cato	made	to	the	introduction	of
Greek	Philosophy	among	his	countrymen,	when	Carneades	and	his	companions,	on
occasion	of	their	embassy,	were	charming	the	Roman	youth	with	their	eloquent
expositions	of	it.	The	fit	representative	of	a	practical	people,	Cato	estimated	every	thing
by	what	it	produced;	whereas	the	Pursuit	of	Knowledge	promised	nothing	beyond
Knowledge	itself.	He	despised	that	refinement	or	enlargement	of	mind	of	which	he	had
no	experience.

4

Things,	which	can	bear	to	be	cut	off	from	every	thing	else	and	yet	persist	in	living,	must
have	life	in	themselves;	pursuits,	which	issue	in	nothing,	and	still	maintain	their	ground
for	ages,	which	are	regarded	as	admirable,	though	they	have	not	as	yet	proved	themselves
to	be	useful,	must	have	their	sufficient	end	in	themselves,	whatever	it	turn	out	to	be.	And
we	are	brought	to	the	same	conclusion	by	considering	the	force	of	the	epithet,	by	which
the	knowledge	under	consideration	is	popularly	designated.	It	is	common	to	speak	of
"liberal	knowledge,"	of	the	"liberal	arts	and	studies,"	and	of	a	"liberal	education,"	as	the
especial	characteristic	or	property	of	a	University	and	of	a	gentleman;	what	is	really	meant
by	the	word?	Now,	first,	in	its	grammatical	sense	it	is	opposed	to	servile;	and	by	"servile
work"	is	understood,	as	our	catechisms	inform	us,	bodily	labour,	mechanical
employment,	and	the	like,	in	which	the	mind	has	little	or	no	part.	Parallel	to	such	servile
works	are	those	arts,	if	they	deserve	the	name,	of	which	the	poet	speaks,*	which	owe
their	origin	and	their	method	to	hazard,	not	to	skill;	as,	for	instance,	the	practice	and
operations	of	an	empiric.	As	far	as	this	contrast	may	be	considered	as	a	guide	into	the
meaning	of	the	word,	liberal	education	and	liberal	pursuits	are	exercises	of	mind,	of
reason,	of	reflection.

But	we	want	something	more	for	its	explanation,	for	there	are

*
Vid.	Arist.	Nic.	Ethic.	vi.
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bodily	exercises	which	are	liberal,	and	mental	exercises	which	are	not	so.	For	instance,	in
ancient	times	the	practitioners	in	medicine	were	commonly	slaves;	yet	it	was	an	art	as
intellectual	in	its	nature,	in	spite	of	the	pretence,	fraud,	and	quackery	with	which	it	might
then,	as	now,	be	debased,	as	it	was	heavenly	in	its	aim.	And	so	in	like	manner,	we
contrast	a	liberal	education	with	a	commercial	education	or	a	professional;	yet	no	one	can
deny	that	commerce	and	the	professions	afford	scope	for	the	highest	and	most	diversified
powers	of	mind.	There	is	then	a	great	variety	of	intellectual	exercises,	which	are	not
technically	called	"liberal;"	on	the	other	hand,	I	say,	there	are	exercises	of	the	body	which
do	receive	that	appellation.	Such,	for	instance,	was	the	palæoestra,	in	ancient	times;	such
the	Olympic	games,	in	which	strength	and	dexterity	of	body	as	well	as	of	mind	gained	the
prize.	In	Xenophon	we	read	of	the	young	Persian	nobility	being	taught	to	ride	on
horseback	and	to	speak	the	truth;	both	being	among	the	accomplishments	of	a	gentleman.
War,	too,	however	rough	a	profession,	has	ever	been	accounted	liberal,	unless	in	cases
when	it	becomes	heroic,	which	would	introduce	us	to	another	subject.

Now	comparing	these	instances	together,	we	shall	have	no	difficulty	in	determining	the
principle	of	this	apparent	variation	in	the	application	of	the	term	which	I	am	examining.
Manly	games,	or	games	of	skill,	or	military	prowess,	though	bodily,	are,	it	seems,
accounted	liberal;	on	the	other	hand,	what	is	merely	professional,	though	highly
intellectual,	nay,	though	liberal	in	comparison	of	trade	and	manual	labour,	is	not	simply
called	liberal,	and	mercantile	occupations	are	not	liberal	at	all.	Why	this	distinction?
because	that	alone	is	liberal	knowledge,	which	stands	on	its	own	pretensions,	which	is
independent	of	sequel,	expects	no	complement,	refuses	to	be	informed	(as	it	is	called)	by
any	end,	or	absorbed	into	any	art,	in	order	duly	to	present	itself	to	our	contemplation.	The
most	ordinary	pursuits	have	this	specific	character,	if	they	are	self-sufficient	and
complete;	the	highest	lose	it,	when	they	minister	to	something	beyond	them.	It	is	absurd
to	balance,	in	point	of	worth	and	importance,	a	treatise	on	reducing	fractures	with	a	game
of	cricket	or	a	fox-chase;	yet	of	the	two	the	bodily	exercise	has	that	quality	which	we	call
"liberal,"	and	the	intellectual	has	it	not.	And	so	of	the	learned	professions	altogether,
considered	merely	as	professions;	although
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one	of	them	be	the	most	popularly	beneficial,	and	another	the	most	politically	important,
and	the	third	the	most	intimately	divine	of	all	human	pursuits,	yet	the	very	greatness	of
their	end,	the	health	of	the	body,	or	of	the	commonwealth,	or	of	the	soul,	diminishes,	not
increases,	their	claim	to	the	appellation	"liberal,	and	that	still	more,	if	they	are	cut	down	to
the	strict	exigencies	of	that	end.	If,	for	instance,	Theology,	instead	of	being	cultivated	as	a
contemplation,	be	limited	to	the	purposes	of	the	pulpit	or	be	represented	by	the
catechism,	it	loses,not	its	usefulness,	not	its	divine	character,	not	its	meritoriousness
(rather	it	gains	a	claim	upon	these	titles	by	such	charitable	condescension),but	it	does	lose
the	particular	attribute	which	I	am	illustrating;	just	as	a	face	worn	by	tears	and	fasting
loses	its	beauty,	or	a	labourer's	hand	loses	its	delicateness;for	Theology	thus	exercised	is
not	simple	knowledge,	but	rather	is	an	art	or	a	business	making	use	of	Theology.	And
thus	it	appears	that	even	what	is	supernatural	need	not	be	liberal,	nor	need	a	hero	be	a
gentleman,	for	the	plain	reason	that	one	idea	is	not	another	idea.	And	in	like	manner	the
Baconian	Philosophy,	by	using	its	physical	sciences	in	the	service	of	man,	does	thereby
transfer	them	from	the	order	of	Liberal	Pursuits	to,	I	do	not	say	the	inferior,	but	the
distinct	class	of	the	Useful.	And,	to	take	a	different	instance,	hence	again,	as	is	evident,
whenever	personal	gain	is	the	motive,	still	more	distinctive	an	effect	has	it	upon	the
character	of	a	given	pursuit;	thus	racing,	which	was	a	liberal	exercise	in	Greece,	forfeits
its	rank	in	times	like	these,	so	far	as	it	is	made	the	occasion	of	gambling.

All	that	I	have	been	now	saying	is	summed	up	in	a	few	characteristic	words	of	the	great
Philosopher.	"Of	possessions,"	he	says,	"those	rather	are	useful,	which	bear	fruit;	those
liberal,	which	tend	to	enjoyment.	By	fruitful,	I	mean,	which	yield	revenue;	by	enjoyable,
where	nothing	accrues	of	consequence	beyond	the	using."*

5

Do	not	suppose,	that	in	thus	appealing	to	the	ancients,	I	am	throwing	back	the	world	two
thousand	years,	and	fettering	Philosophy	with	the	reasonings	of	paganism.	While	the
world	lasts,

*	Aristot.	Rhet.	i.	5.
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will	Aristotle's	doctrine	on	these	matters	last,	for	he	is	the	oracle	of	nature	and	of	truth.
While	we	are	men,	we	cannot	help,	to	a	great	extent,	being	Aristotelians,	for	the	great
Master	does	but	analyze	the	thoughts,	feelings,	views,	and	opinions	of	human	kind.	He
has	told	us	the	meaning	of	our	own	words	and	ideas,	before	we	were	born.	In	many
subject-matters,	to	think	correctly,	is	to	think	like	Aristotle;	and	we	are	his	disciples
whether	we	will	or	no,	though	we	may	not	know	it.	Now,	as	to	the	particular	instance
before	us,	the	word	''liberal"	as	applied	to	Knowledge	and	Education,	expresses	a	specific
idea,	which	ever	has	been,	and	ever	will	be,	while	the	nature.	of	man	is	the	same,	just	as
the	idea	of	the	Beautiful	is	specific,	or	of	the	Sublime,	or	of	the	Ridiculous,	or	of	the
Sordid.	It	is	in	the	world	now,	it	was	in	the	world	then;	and,	as	in	the	case	of	the	dogmas
of	faith,	it	is	illustrated	by	a	continuous	historical	tradition,	and	never	was	out	of	the
world,	from	the	time	it	came	into	it.	There	have	indeed	been	differences	of	opinion	from
time	to	time,	as	to	what	pursuits	and	what	arts	came	under	that	idea,	but	such	differences
are	but	an	additional	evidence	of	its	reality.	That	idea	must	have	a	substance	in	it,	which
has	maintained	its	ground	amid	these	conflicts	and	changes,	which	has	ever	served	as	a
standard	to	measure	things	withal,	which	has	passed	from	mind	to	mind	unchanged,
when	there	was	so	much	to	colour,	so	much	to	influence	any	notion	or	thought	whatever,
which	was	not	founded	in	our	very	nature.	Were	it	a	mere	generalization,	it	would	have
varied	with	the	subjects	from	which	it	was	generalized;	but	though	its	subjects	vary	with
the	age,	it	varies	not	itself.	The	paloestra	may	seem	a	liberal	exercise	to	Lycurgus,	and
illiberal	to	Seneca;	coach-driving	and	prize-fighting	may	be	recognized	in	Elis,	and	be
condemned	in	England;	music	may	be	despicable	in	the	eyes	of	certain	moderns,	and	be
in	the	highest	place	with	Aristotle	and	Plato,(and	the	case	is	the	same	in	the	particular
application	of	the	idea	of	Beauty,	or	of	Goodness,	or	of	Moral	Virtue,	there	is	a	difference
of	tastes,	a	difference	of	judgments)still	these	variations	imply,	instead	of	discrediting,	the
archetypal	idea,	which	is	but	a	previous	hypothesis	or	condition,	by	means	of	which	issue
is	joined	between	contending	opinions,	and	without	which	there	would	be	nothing	to
dispute	about.

I	consider,	then,	that	I	am	chargeable	with	no	paradox,	when
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I	speak	of	a	Knowledge	which	is	its	own	end,	when	I	call	it	liberal	knowledge,	or	a
gentleman's	knowledge,	when	I	educate	for	it,	and	make	it	the	scope	of	a	University.	And
still	less	am	I	incurring	such	a	charge,	when	I	make	this	acquisition	consist,	not	in
Knowledge	in	a	vague	and	ordinary	sense,	but	in	that	Knowledge	which	I	have	especially
called	Philosophy	or,	in	an	extended	sense	of	the	word,	Science;	for	whatever	claims
Knowledge	has	to	be	considered	as	a	good,	these	it	has	in	a	higher	degree	when	it	is
viewed	not	vaguely,	not	popularly,	but	precisely	and	transcendently	as	Philosophy.
Knowledge,	I	say,	is	then	especially	liberal,	or	sufficient	for	itself,	apart	from	every
external	and	ulterior	object,	when	and	so	far	as	it	is	philosophical,	and	this	I	proceed	to
show.

6

Now	bear	with	me,	Gentlemen,	if	what	I	am	about	to	say,	has	at	first	sight	a	fanciful
appearance.	Philosophy,	then,	or	Science,	is	related	to	Knowledge	in	this	way:Knowledge
is	called	by	the	name	of	Science	or	Philosophy,	when	it	is	acted	upon,	informed,	or	if	I
may	use	a	strong	figure,	impregnated	by	Reason.	Reason	is	the	principle	of	that	intrinsic
fecundity	of	Knowledge,	which,	to	those	who	possess	it,	is	its	especial	value,	and	which
dispenses	with	the	necessity	of	their	looking	abroad	for	any	end	to	rest	upon	external	to
itself.	Knowledge,	indeed,	when	thus	exalted	into	a	scientific	form,	is	also	power;	not
only	is	it	excellent	in	itself,	but	whatever	such	excellence	may	be,	it	is	something	more,	it
has	a	result	beyond	itself.	Doubtless;	but	that	is	a	further	consideration,	with	which	I	am
not	concerned.	I	only	say	that,	prior	to	its	being	a	power,	it	is	a	good;	that	it	is,	not	only	an
instrument,	but	an	end.	I	know	well	it	may	resolve	itself	into	an	art,	and	terminate	in	a
mechanical	process,	and	in	tangible	fruit;	but	it	also	may	fall	back	upon	that	Reason
which	informs	it,	and	resolve	itself	into	Philosophy.	In	one	case	it	is	called	Useful
Knowledge,	in	the	other	Liberal.	The	same	person	may	cultivate	it	in	both	ways	at	once;
but	this	again	is	a	matter	foreign	to	my	subject;	here	I	do	but	say	that	there	are	two	ways
of	using	Knowledge,	and	in	matter	of	fact	those	who	use	it	in	one	way	are	not	likely	to
use	it	in	the	other,	or	at	least	in	a	very	limited
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measure.	You	see,	then,	here	are	two	methods	of	Education;	the	end	of	the	one	is	to	be
philosophical,	of	the	other	to	be	mechanical;	the	one	rises	towards	general	ideas,	the	other
is	exhausted	upon	what	is	particular	and	external.	Let	me	not	be	thought	to	deny	the
necessity,	or	to	decry	the	benefit,	of	such	attention	to	what	is	particular	and	practical,	as
belongs	to	the	useful	or	mechanical	arts;	life	could	not	go	on	without	them;	we	owe	our
daily	welfare	to	them;	their	exercise	is	the	duty	of	the	many,	and	we	owe	to	the	many	a
debt	of	gratitude	for	fulfilling	that	duty.	I	only	say	that	Knowledge,	in	proportion	as	it
tends	more	and	more	to	be	particular,	ceases	to	be	Knowledge.	It	is	a	question	whether
Knowledge	can	in	any	proper	sense	be	predicated	of	the	brute	creation;	without
pretending	to	metaphysical	exactness	of	phraseology,	which	would	be	unsuitable	to	an
occasion	like	this,	I	say,	it	seems	to	me	improper	to	call	that	passive	sensation,	or
perception	of	things,	which	brutes	seem	to	possess,	by	the	name	of	Knowledge.	When	I
speak	of	Knowledge,	I	mean	something	intellectual,	something	which	grasps	what	it
perceives	through	the	senses;	something	which	takes	a	view	of	things;	which	sees	more
than	the	senses	convey;	which	reasons	upon	what	it	sees,	and	while	it	sees;	which	invests
it	with	an	idea.	It	expresses	itself,	not	in	a	mere	enunciation,	but	by	an	enthymeme:	it	is	of
the	nature	of	science	from	the	first,	and	in	this	consists	its	dignity.	The	principle	of	real
dignity	in	Knowledge,	its	worth,	its	desirableness,	considered	irrespectively	of	its	results,
is	this	germ	within	it	of	a	scientific	or	a	philosophical	process.	This	is	how	it	comes	to	be
an	end	in	itself;	this	is	why	it	admits	of	being	called	Liberal.	Not	to	know	the	relative
disposition	of	things	is	the	state	of	slaves	or	children;	to	have	mapped	out	the	Universe	is
the	boast,	or	at	least	the	ambition,	of	Philosophy.

Moreover,	such	knowledge	is	not	a	mere	extrinsic	or	accidental	advantage,	which	is	ours
to-day	and	another's	to-morrow,	which	may	be	got	up	from	a	book,	and	easily	forgotten
again,	which	we	can	command	or	communicate	at	our	pleasure,	which	we	can	borrow	for
the	occasion,	carry	about	in	our	hand,	and	take	into	the	market;	it	is	an	acquired
illumination,	it	is	a	habit,	a	personal	possession,	and	an	inward	endowment.	And	this	is
the	reason,	why	it	is	more	correct,	as	well	as	more	usual,	to	speak	of	a	University	as	a
place	of	education,	than	of	instruction,	though,	when	knowl-
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edge	is	concerned,	instruction	would	at	first	sight	have	seemed	the	more	appropriate
word.	We	are	instructed,	for	instance,	in	manual	exercises,	in	the	fine	and	useful	arts,	in
trades,	and	in	ways	of	business;	for	these	are	methods,	which	have	little	or	no	effect	upon
the	mind	itself,	are	contained	in	rules	committed	to	memory,	to	tradition,	or	to	use,	and
bear	upon	an	end	external	to	themselves.	But	education	is	a	higher	word;	it	implies	an
action	upon	our	mental	nature,	and	the	formation	of	a	character;	it	is	something	individual
and	permanent,	and	is	commonly	spoken	of	in	connexion	with	religion	and	virtue.	When,
then,	we	speak	of	the	communication	of	Knowledge	as	being	Education,	we	thereby
really	imply	that	that	Knowledge	is	a	state	or	condition	of	mind;	and	since	cultivation	of
mind	is	surely	worth	seeking	for	its	own	sake,	we	are	thus	brought	once	more	to	the
conclusion,	which	the	word	"Liberal"	and	the	word	"Philosophy"	have	already	suggested,
that	there	is	a	Knowledge,	which	is	desirable,	though	nothing	come	of'	it,	as	being	of
itself	a	treasure,	and	a	sufficient	remuneration	of	years	of	labour.

7

This,	then,	is	the	answer	which	I	am	prepared	to	give	to	the	question	with	which	I	opened
this	Discourse.	Before	going	on	to	speak	of	the	object	of	the	Church	in	taking	up
Philosophy,	and	the	uses	to	which	she	puts	it,	I	am	prepared	to	maintain	that	Philosophy
is	its	own	end,	and,	as	I	conceive,	I	have	now	begun	the	proof	of	it.	I	am	prepared	to
maintain	that	there	is	a	knowledge	worth	possessing	for	what	it	is,	and	not	merely	for
what	it	does;	and	what	minutes	remain	to	me	to-day	I	shall	devote	to	the	removal	of	some
portion	of	the	indistinctness	and	confusion	with	which	the	subject	may	in	some	minds	be
surrounded.

It	may	be	objected	then,	that,	when	we	profess	to	seek	Knowledge	for	some	end	or	other
beyond	itself,	whatever	it	be,	we	speak	intelligibly;	but	that,	whatever	men	may	have	said,
however	obstinately	the	idea	may	have	kept	its	ground	from	age	to	age,	still	it	is	simply
unmeaning	to	say	that	we	seek	Knowledge	for	its	own	sake,	and	for	nothing	else;	for	that
it	ever	leads	to	something	beyond	itself,	which	therefore	is	its	end,	and	the	cause	why	it	is
desirable;moreover,	that	this	end	is	twofold,	either	of	this	world
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or	of	the	next;	that	all	knowledge	is	cultivated	either	for	secular	objects	or	for	eternal;	that
if	it	is	directed	to	secular	objects,	it	is	called	Useful	Knowledge,	if	to	eternal,	Religious	or
Christian	Knowledge;in	consequence,	that	if,	as	I	have	allowed,	this	Liberal	Knowledge
does	not	benefit	the	body	or	estate,	it	ought	to	benefit	the	soul;	but	if	the	fact	be	really	so,
that	it	is	neither	a	physical	or	a	secular	good	on	the	one	hand,	nor	a	moral	good	on	the
other,	it	cannot	be	a	good	at	all,	and	is	not	worth	the	trouble	which	is	necessary	for	its
acquisition.

And	then	I	may	be	reminded	that	the	professors	of	this	Liberal	or	Philosophical
Knowledge	have	themselves,	in	every	age,	recognized	this	exposition	of	the	matter,	and
have	submitted	to	the	issue	in	which	it	terminates;	for	they	have	ever	been	attempting	to
make	men	virtuous;	or,	if	not,	at	least	have	assumed	that	refinement	of	mind	was	virtue,
and	that	they	themselves	were	the	virtuous	portion	of	mankind.	This	they	have	professed
on	the	one	hand;	and	on	the	other,	they	have	utterly	failed	in	their	professions,	so	as	ever
to	make	themselves	a	proverb	among	men,	and	a	laughing-stock	both	to	the	grave	and	the
dissipated	portion	of	mankind,	in	consequence	of	them.	Thus	they	have	furnished	against
themselves	both	the	ground	and	the	means	of	their	own	exposure,	without	any	trouble	at
all	to	any	one	else.	In	a	word,	from	the	time	that	Athens	was	the	University	of	the	world,
what	has	Philosophy	taught	men,	but	to	promise	without	practising,	and	to	aspire	without
attaining?	What	has	the	deep	and	lofty	thought	of	its	disciples	ended	in	but	eloquent
words?	Nay,	what	has	its	teaching	ever	meditated,	when	it	was	boldest	in	its	remedies	for
human	ill,	beyond	charming	us	to	sleep	by	its	lessons,	that	we	might	feel	nothing	at	all?
like	some	melodious	air,	or	rather	like	those	strong	and	transporting	perfumes,	which	at
first	spread	their	sweetness	over	every	thing	they	touch,	but	in	a	little	while	do	but	offend
in	proportion	as	they	once	pleased	us.	Did	Philosophy	support	Cicero	under	the	disfavour
of	the	fickle	populace,	or	nerve	Seneca	to	oppose	an	imperial	tyrant?	It	abandoned
Brutus,	as	he	sorrowfully	confessed,	in	his	greatest	need,	and	it	forced	Cato,	as	his
panegyrist	strangely	boasts,	into	the	false	position	of	defying	heaven.	How	few	can	be
counted	among	its	professors,	who,	like	Polemo,	were	thereby	converted	from	a
profligate	course,	or	like	Anaxagoras,	thought	the	world	well	lost	in
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exchange	for	its	possession?	The	philosopher	in	Rasselas	taught	a	superhuman	doctrine,
and	then	succumbed	without	an	effort	to	a	trial	of	human	affection.

"He	discoursed,"	we	are	told,	"with	great	energy	on	the	government	of	the	passions.	His
look	was	venerable,	his	action	graceful,	his	pronunciation	clear,	and	his	diction	elegant.
He	showed,	with	great	strength	of	sentiment	and	variety	of	illustration,	that	human	nature
is	degraded	and	debased,	when	the	lower	faculties	predominate	over	the	higher.	He
communicated	the	various	precepts	given,	from	time	to	time,	for	the	conquest	of	passion,
and	displayed	the	happiness	of	those	who	had	obtained	the	important	victory,	after	which
man	is	no	longer	the	slave	of	fear,	nor	the	fool	of	hope	.	.	.	He	enumerated	many
examples	of	heroes	immoveable	by	pain	or	pleasure,	who	looked	with	indifference	on
those	modes	or	accidents	to	which	the	vulgar	give	the	names	of	good	and	evil."

Rasselas	in	a	few	days	found	the	philosopher	in	a	room	half	darkened,	with	his	eyes
misty,	and	his	face	pale.	"Sir,"	said	he,	"you	have	come	at	a	time	when	all	human
friendship	is	useless;	what	I	suffer	cannot	be	remedied,	what	I	have	lost	cannot	be
supplied.	My	daughter,	my	only	daughter,	from	whose	tenderness	I	expected	all	the
comforts	of	my	age,	died	last	night	of	a	fever."	"Sir,"	said	the	prince,	"mortality	is	an
event	by	which	a	wise	man	can	never	be	surprised;	we	know	that	death	is	always	near,
and	it	should	therefore	always	be	expected."	"Young	man,''	answered	the	philosopher,
"you	speak	like	one	who	has	never	felt	the	pangs	of	separation."	"Have	you,	then,	forgot
the	precept,"	said	Rasselas,	"which	you	so	powerfully	enforced?	.	.	.	consider	that	external
things	are	naturally	variable,	but	truth	and	reason	are	always	the	same."	"What	comfort,"
said	the	mourner,	"can	truth	and	reason	afford	me?	Of	what	effect	are	they	now,	but	to
tell	me	that	my	daughter	will	not	be	restored?"

8

Better,	far	better,	to	make	no	professions,	you	will	say,	than	to	cheat	others	with	what	we
are	not,	and	to	scandalize	them	with	what	we	are.	The	sensualist,	or	the	man	of	the	world,
at	any	rate	is	not	the	victim	of	fine	words,	but	pursues	a	reality	and	gains	it.
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The	Philosophy	of	Utility,	you	will	say,	Gentlemen,	has	at	least	done	its	work;	and	I	grant
it,it	aimed	low,	but	it	has	fulfilled	its	aim.	If	that	man	of	great	intellect	who	has	been	its
Prophet	in	the	conduct	of	life	played	false	to	his	own	professions,	he	was	not	bound	by
his	philosophy	to	be	true	to	his	friend	or	faithful	in	his	trust.	Moral	virtue	was	not	the	line
in	which	he	undertook	to	instruct	men;	and	though,	as	the	poet	calls	him,	he	were	the
"meanest"	of	mankind,	he	was	so	in	what	may	be	called	his	private	capacity	and	without
any	prejudice	to	the	theory	of	induction.	He	had	a	right	to	be	so,	if	he	chose,	for	any	thing
that	the	Idols	of	the	den	or	the	theatre	had	to	say	to	the	contrary.	His	mission	was	the
increase	of	physical	enjoyment	and	social	comfort;*	and	most	wonderfully,	most	awfully
has	he	fulfilled	his	conception	and	his	design.	Almost	day	by	day	have	we	fresh	and	fresh
shoots,	and	buds,	and	blossoms,	which	are	to	ripen	into	fruit,	on	that	magical	tree	of
Knowledge	which	he	planted,	and	to	which	none	of	us	perhaps,	except	the	very	poor,	but
owes,	if	not	his	present	life,	at	least	his	daily	food,	his	health,	and	general	well-being.	He
was	the	divinely	provided	minister	of	temporal	benefits	to	all	of	us	so	great,	that	whatever
I	am	forced	to	think	of	him	as	a	man,	I	have	not	the	heart,	from	mere	gratitude,	to	speak
of	him	severely.	And,	in	spite	of	the	tendencies	of	his	philosophy,	which	are,	as	we	see	at
this	day,	to	depreciate,	or	to	trample	on	Theology,	he	has	himself,	in	his	writings,	gone
out	of	his	way,	as	if	with	a	prophetic	misgiving	of	those	tendencies,	to	insist	on	it	as	the
instrument	of	that	beneficent	Father,**	who,	when	He	came	on	earth	in	visible	form,	took
on	Him	first	and	most	prominently	the	office	of	assuaging	the	bodily	wounds	of	human
nature.	And	truly,	like	the	old	mediciner	in	the	tale,	"he	sat	dili-

*	It	will	be	seen	that	on	the	whole	I	agree	with	Lord	Macaulay	in	his	Essay	on	Bacon's	Philosophy.
I	do	not	know	whether	he	would	agree	with	me.
**	De	Augment.	iv.	2,	vid.	Macaulay's	Essay;	vid.	also	"In	principio	ad	Deum	Patrem,	Deum	Verbum,
Deum	Spiritum,	preces	fundimus	limas	et	ardentissimas,	ut	humani	generis	ærumnarum	memores,	et
peregrinationis	istius	vitæ,	in	quâ	dies	paucos	et	malos	terimus,	novis	suis	eleemosynis,	per	manus
nostras,	familiam	humanam	dotare	dignentur.	Atque	illud	insuper	supplices	rogamus,	ne	humana
divinis.	officiant;	neve	ex	reseratione	viarum	sensûs,	et	accensione	majore	luminis	naturalis,	aliquid
incredulitatis	et	noctis,	animis	nostris	erga	divina	mysteria	oboriatur,"	etc.	Proef	*.	Instaur.	Magn.
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gently	at	his	work,	and	hummed,	with	cheerful	countenance,	a	pious	song;"	and	then	in
turn	"went	out	singing	into	the	meadows	so	gaily,	that	those	who	had	seen	him	from	afar
might	well	have	thought	it	was	a	youth	gathering	flowers	for	his	beloved,	instead	of	an
old	physician	gathering	healing	herbs	in	the	morning	dew."*

Alas,	that	men,	in	the	action	of	life	or	in	their	heart	of	hearts,	are	not	what	they	seem	to	be
in	their	moments	of	excitement,	or	in	their	trances	or	intoxications	of	genius,so	good,	so
noble,	so	serene!	Alas,	that	Bacon	too	in	his	own	way	should	after	all	be	but	the	fellow	of
those	heathen	philosophers	who	in	their	disadvantages	had	some	excuse	for	their
inconsistency,	and	who	surprise	us	rather	in	what	they	did	say	than	in	what	they	did	not
do!	Alas,	that	he	too,	like	Socrates	or	Seneca,	must	be	stripped	of	his	holy-day	coat,
which	looks	so	fair,	and	should	be	but	a	mockery	amid	his	most	majestic	gravity	of
phrase;	and,	for	all	his	vast	abilities,	should,	in	the	littleness	of	his	own	moral	being,	but
typify	the	intellectual	narrowness	of	his	school!	However,	granting	all	this,	heroism	after
all	was	not	his	philosophy:I	cannot	deny	he	has	abundantly	achieved	what	he	proposed.
His	is	simply	a	Method	whereby	bodily	discomforts	and	temporal	wants	are	to	be	most
effectually	removed	from	the	greatest	number;	and	already,	before	it	has	shown	any	signs
of	exhaustion,	the	gifts	of	nature,	in	their	most	artificial	shapes	and	luxurious	profusion
and	diversity,	from	all	quarters	of	the	earth,	are,	it	is	undeniable,	by	its	means	brought
even	to	our	doors,	and	we	rejoice	in	them.

9

Useful	Knowledge	then,	I	grant,	has	done	its	work;	and	Liberal	Knowledge	as	certainly
has	not	done	its	work,that	is,	supposing,	as	the	objectors	assume,	its	direct	end,	like
Religious	Knowledge,	is	to	make	men	better;	but	this	I	will	not	for	an	instant	allow,	and,
unless	I	allow	it,	those	objectors	have	said	nothing	to	the	purpose.	I	admit,	rather	I
maintain,	what	they	have	been	urging,	for	I	consider	Knowledge	to	have	its	end	in	itself.
For	all	its	friends,	or	its	enemies,	may	say,	I	insist	upon	it,	that	it	is	as	real	a	mistake	to
burden	it	with	virtue	or	religion	as	with	the

*	Fouqué's	Unknown	Patient.
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mechanical	arts.	Its	direct	business	is	not	to	steel	the	soul	against	temptation	or	to	console
it	in	affliction,	any	more	than	to	set	the	loom	in	motion,	or	to	direct	the	steam	carriage;	be
it	ever	so	much	the	means	or	the	condition	of	both	material	and	moral	advancement,	still,
taken	by	and	in	itself,	it	as	little	mends	our	hearts	as	it	improves	our	temporal
circumstances.	And	if	its	eulogists	claim	for	it	such	a	power,	they	commit	the	very	same
kind	of	encroachment	on	a	province	not	their	own	as	the	political	economist	who	should
maintain	that	his	science	educated	him	for	casuistry	or	diplomacy.	Knowledge	is	one
thing,	virtue	is	another;	good	sense	is	not	conscience,	refinement	is	not	humility,	nor	is
largeness	and	justness	of	view	faith.	Philosophy,	however	enlightened,	however
profound,	gives	no	command	over	the	passions,	no	influential	motives,	no	vivifying
principles.	Liberal	Education	makes	not	the	Christian,	not	the	Catholic,	but	the	gentleman.
It	is	well	to	be	a	gentleman,	it	is	well	to	have	a	cultivated	intellect,	a	delicate	taste,	a
candid,	equitable,	dispassionate	mind,	a	noble	and	courteous	bearing	in	the	conduct	of
life;these	are	the	connatural	qualities	of	a	large	knowledge;	they	are	the	objects	of	a
University;	I	am	advocating,	I	shall	illustrate	and	insist	upon	them;	but	still,	I	repeat,	they
are	no	guarantee	for	sanctity	or	even	for	conscientiousness,	they	may	attach	to	the	man	of
the	world,	to	the	profligate,	to	the	heartless,pleasant,	alas,	and	attractive	as	he	shows
when	decked	out	in	them.	Taken	by	themselves,	they	do	but	seem	to	be	what	they	are	not;
they	look	like	virtue	at	a	distance,	but	they	are	detected	by	close	observers,	and	on	the
long	run;	and	hence	it	is	that	they	are	popularly	accused	of	pretence	and	hypocrisy,	not,	I
repeat,	from	their	own	fault,	but	because	their	professors	and	their	admirers	persist	in
taking	them	for	what	they	are	not,	and	are	officious	in	arrogating	for	them	a	praise	to
which	they	have	no	claim.	Quarry	the	granite	rock	with	razors,	or	moor	the	vessel	with	a
thread	of	silk;	then	may	you	hope	with	such	keen	and	delicate	instruments	as	human
knowledge	and	human	reason	to	contend	against	those	giants,	the	passion	and	the	pride
of	man.

Surely	we	are	not	driven	to	theories	of	this	kind,	in	order	to	vindicate	the	value	and
dignity	of	Liberal	Knowledge.	Surely	the	real	grounds	on	which	its	pretensions	rest	are
not	so	very	subtle	or	abstruse,	so	very	strange	or	improbable.	Surely	it	is	very	intel-
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ligible	to	say,	and	that	is	what	I	say	here,	that	Liberal	Education,	viewed	in	itself,	is	simply
the	cultivation	of	the	intellect,	as	such,	and	its	object	is	nothing	more	or	less	than
intellectual	excellence.	Every	thing	has	its	own	perfection,	be	it	higher	or	lower	in	the
scale	of	things;	and	the	perfection	of	one	is	not	the	perfection	of	another.	Things	animate,
inanimate,	visible,	invisible,	all	are	good	in	their	kind,	and	have	a	best	of	themselves,
which	is	an	object	of	pursuit.	Why	do	you	take	such	pains	with	your	garden	or	your
park?	You	see	to	your	walks	and	turf	and	shrubberies;	to	your	trees	and	drives;	not	as	if
you	meant	to	make	an	orchard	of	the	one,	or	corn	or	pasture	land	of	the	other,	but
because	there	is	a	special	beauty	in	all	that	is	goodly	in	wood,	water,	plain,	and	slope,
brought	all	together	by	art	into	one	shape,	and	grouped	into	one	whole.	Your	cities	are
beautiful,	your	palaces,	your	public	buildings,	your	territorial	mansions,	your	churches;
and	their	beauty	leads	to	nothing	beyond	itself.	There	is	a	physical	beauty	and	a	moral:
there	is	a	beauty	of	person,	there	is	a	beauty	of	our	moral	being,	which	is	natural	virtue;
and	in	like	manner	there	is	a	beauty,	there	is	a	perfection,	of	the	intellect.	There	is	an	ideal
perfection	in	these	various	subject-matters,	towards	which	individual	instances	are	seen	to
rise,	and	which	are	the	standards	for	all	instances	whatever.	The	Greek	divinities	and
demigods,	as	the	statuary	has	moulded	them,	with	their	symmetry	of	figure,	and	their	high
forehead	and	their	regular	features,	are	the	perfection	of	physical	beauty.	The	heroes,	of
whom	history	tells,	Alexander,	or	Cæsar,	or	Scipio,	or	Saladin,	are	the	representatives	of
that	magnanimity	or	self-mastery	which	is	the	greatness	of	human	nature.	Christianity	too
has	its	heroes,	and	in	the	supernatural	order,	and	we	call	them	Saints.	The	artist	puts
before	him	beauty	of	feature	and	form;	the	poet,	beauty	of	mind;	the	preacher,	the	beauty
of	grace:	then	intellect	too,	I	repeat,	has	its	beauty,	and	it	has	those	who	aim	at	it.	To	open
the	mind,	to	correct	it,	to	refine	it,	to	enable	it	to	know,	and	to	digest,	master,	rule,	and
use	its	knowledge,	to	give	it	power	over	its	own	faculties,	application,	flexibility,	method,
critical	exactness,	sagacity,	resource,	address,	eloquent	expression,	is	an	object	as
intelligible	(for	here	we	are	inquiring,	not	what	the	object	of	a	Liberal	Education	is	worth,
nor	what	use	the	Church	makes	of	it,	but	what	it
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is	in	itself),	I	say,	an	object	as	intelligible	as	the	cultivation	of	virtue,	while,	at	the	same
time,	it	is	absolutely	distinct	from	it.

10

This	indeed	is	but	a	temporal	object,	and	a	transitory	possession;	but	so	are	other	things	in
themselves	which	we	make	much	of	and	pursue.	The	moralist	will	tell	us	that	man,	in	all
his	functions,	is	but	a	flower	which	blossoms	and	fades,	except	so	far	as	a	higher
principle	breathes	upon	him,	and	makes	him	and	what	he	is	immortal.	Body	and	mind	are
carried	on	into	an	eternal	state	of	being	by	the	gifts	of	Divine	Munificence;	but	at	first
they	do	but	fail	in	a	failing	world;	and	if	the	powers	of	intellect	decay,	the	powers	of	the
body	have	decayed	before	them,	and,	as	an	Hospital	or	an	Almshouse,	though	its	end	be
ephemeral,	may	be	sanctified	to	the	service	of	religion,	so	surely	may	a	University,	even
were	it	nothing	more	than	I	have	as	yet	described	it.	We	attain	to	heaven	by	using	this
world	well,	though	it	is	to	pass	away;	we	perfect	our	nature,	not	by	undoing	it,	but	by
adding	to	it	what	is	more	than	nature,	and	directing	it	towards	aims	higher	than	its	own.

Discourse	VI
Knowledge	Viewed	in	Relation	to	Learning

1

It	were	well	if	the	English,	like	the	Greek	language,	possessed	some	definite	word	to
express,	simply	and	generally,	intellectual	proficiency	or	perfection,	such	as	"health,"	as
used	with	reference	to	the	animal	frame,	and	"virtue,"	with	reference	to	our	moral	nature.
I	am	not	able	to	find	such	a	term;talent,	ability,	genius,	belong	distinctly	to	the	raw
material,	which	is	the	subject-matter,	not	to	that	excellence	which	is	the	result	of	exercise
and	training.
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When	we	turn,	indeed,	to	the	particular	kinds	of	intellectual	perfection,	words	are
forthcoming	for	our	purpose,	as,	for	instance,	judgment,	taste,	and	skill;	yet	even	these
belong,	for	the	most	part,	to	powers	or	habits	bearing	upon	practice	or	upon	art,	and	not
to	any	perfect	condition	of	the	intellect,	considered	in	itself.	Wisdom,	again,	is	certainly	a
more	comprehensive	word	than	any	other,	but	it	has	a	direct	relation	to	conduct,	and	to
human	life.	Knowledge,	indeed,	and	Science	express	purely	intellectual	ideas,	but	still	not
a	state	or	quality	of	the	intellect;	for	knowledge,	in	its	ordinary	sense,	is	but	one	of	its
circumstances,	denoting	a	possession	or	a	habit;	and	science	has	been	appropriated	to	the
subject-matter	of	the	intellect,	instead	of	belonging	in	English,	as	it	ought	to	do,	to	the
intellect	itself.	The	consequence	is	that,	on	an	occasion	like	this,	many	words	are
necessary,	in	order,	first,	to	bring	out	and	convey	what	surely	is	no	difficult	idea	in
itself,that	of	the	cultivation	of	the	intellect	as	an	end;	next,	in	order	to	recommend	what
surely	is	no	unreasonable	object;	and	lastly,	to	describe	and	make	the	mind	realize	the
particular	perfection	in	which	that	object	consists.	Every	one	knows	practically	what	are
the	constituents	of	health	or	of	virtue;	and	every	one	recognizes	health	and	virtue	as	ends
to	be	pursued;	it	is	otherwise	with	intellectual	excellence,	and	this	must	be	my	excuse,	if	I
seem	to	any	one	to	be	bestowing	a	good	deal	of	labour	on	a	preliminary	matter.

In	default	of	a	recognized	term,	I	have	called	the	perfection	or	virtue	of	the	intellect	by
the	name	of	philosophy,	philosophical	knowledge,	enlargement	of	mind,	or	illumination;
terms	which	are	not	uncommonly	given	to	it	by	writers	of	this	day:	but,	whatever	name
we	bestow	on	it,	it	is,	I	believe,	as	a	matter	of	history,	the	business	of	a	University	to
make	this	intellectual	culture	its	direct	scope,	or	to	employ	itself	in	the	education	of	the
intellect,just	as	the	work	of	a	Hospital	lies	in	healing	the	sick	or	wounded,	of	a	Riding	or
Fencing	School,	or	of	a	Gymnasium,	in	exercising	the	limbs,	of	an	Almshouse,	in	aiding
and	solacing	the	old,	of	an	Orphanage,	in	protecting	innocence,	of	a	Penitentiary,	in
restoring	the	guilty.	I	say,	a	University,	taken	in	its	bare	idea,	and	before	we	view	it	as	an
instrument	of	the	Church,	has	this	object	and	this	mission;	it	contemplates	neither	moral
impression	nor	mechanical	production;	it	professes	to	exercise	the	mind
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neither	in	art	nor	in	duty;	its	function	is	intellectual	culture;	here	it	may	leave	its	scholars,
and	it	has	done	its	work	when	it	has	done	as	much	as	this.	It	educates	the	intellect	to
reason	well	in	all	matters,	to	reach	out	towards	truth,	and	to	grasp	it.

2

This,	I	said	in	my	foregoing	Discourse,	was	the	object	of	a	University,	viewed	in	itself,
and	apart	from	the	Catholic	Church,	or	from	the	State,	or	from	any	other	power	which
may	use	it;	and	I	illustrated	this	in	various	ways.	I	said	that	the	intellect	must	have	an
excellence	of	its	own,	for	there	was	nothing	which	had	not	its	specific	good;	that	the	word
"educate"	would	not	be	used	of	intellectual	culture,	as	it	is	used,	had	not	the	intellect	had
an	end	of	its	own;	that,	had	it	not	such	an	end,	there	would	be	no	meaning	in	calling
certain	intellectual	exercises	"liberal,"	in	contrast	with	"useful,"	as	is	commonly	done;	that
the	very	notion	of	a	philosophical	temper	implied	it,	for	it	threw	us	back	upon	research
and	system	as	ends	in	themselves,	distinct	from	effects	and	works	of	any	kind;	that	a
philosophical	scheme	of	knowledge,	or	system	of	sciences,	could	not,	from	the	nature	of
the	case,	issue	in	any	one	definite	art	or	pursuit,	as	its	end;	and	that,	on	the	other	hand,	the
discovery	and	contemplation	of	truth,	to	which	research	and	systematizing	led,	were
surely	sufficient	ends,	though	nothing	beyond	them	were	added,	and	that	they	had	ever
been	accounted	sufficient	by	mankind.

Here	then	I	take	up	the	subject;	and,	having	determined	that	the	cultivation	of	the	intellect
is	an	end	distinct	and	sufficient	in	itself,	and	that,	so	far	as	words	go	it	is	an	enlargement
or	illumination,	I	proceed	to	inquire	what	this	mental	breadth,	or	power,	or	light,	or
philosophy	consists	in.	A	Hospital	heals	a	broken	limb	or	cures	a	fever:	what	does	an
Institution	effect,	which	professes	the	health,	not	of	the	body,	not	of	the	soul,	but	of	the
intellect?	What	is	this	good,	which	in	former	times,	as	well	as	our	own,	has	been	found
worth	the	notice,	the	appropriation,	of	the	Catholic	Church?

I	have	then	to	investigate,	in	the	Discourses	which	follow,	those	qualities	and
characteristics	of	the	intellect	in	which	its	cultivation	issues	or	rather	consists;	and,	with	a
view	of	assisting	my-
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self	in	this	undertaking,	I	shall	recur	to	certain	questions	which	have	already	been
touched	upon.	These	questions	are	three:	viz.	the	relation	of	intellectual	culture,	first,	to
mere	knowledge;	secondly,	to	professional	knowledge;	and	thirdly,	to	religious
knowledge.	In	other	words,	are	acquirements	and	attainments	the	scope	of	a	University
Education?	or	expertness	in	particular	arts	and	pursuits?	or	moral	and	religious
proficiency?	or	something	besides	these	three?	These	questions	I	shall	examine	in
succession,	with	the	purpose	I	have	mentioned;	and	I	hope	to	be	excused,	if,	in	this
anxious	undertaking,	I	am	led	to	repeat	what,	either	in	these	Discourses	or	elsewhere,	I
have	already	put	upon	paper.	And	first,	of	Mere	Knowledge,	or	Learning,	and	its
connexion	with	intellectual	illumination	or	Philosophy.

3

I	suppose	the	primâ-facie	view	which	the	public	at	large	would	take	of	a	University,
considering	it	as	a	place	of	Education,	is	nothing	more	or	less	than	a	place	for	acquiring	a
great	deal	of	knowledge	on	a	great	many	subjects.	Memory	is	one	of	the	first	developed
of	the	mental	faculties;	a	boy's	business	when	he	goes	to	school	is	to	learn,	that	is,	to	store
up	things	in	his	memory.	For	some	years	his	intellect	is	little	more	than	an	instrument	for
taking	in	facts,	or	a	receptacle	for	storing	them;	he	welcomes	them	as	fast	as	they	come	to
him;	he	lives	on	what	is	without;	he	has	his	eyes	ever	about	him;	he	has	a	lively
susceptibility	of	impressions;	he	imbibes	information	of	every	kind;	and	little	does	he
make	his	own	in	a	true	sense	of	the	word,	living	rather	upon	his	neighbours	all	around
him.	He	has	opinions,	religious,	political,	and	literary,	and,	for	a	boy,	is	very	positive	in
them	and	sure	about	them;	but	he	gets	them	from	his	schoolfellows,	or	his	masters,	or	his
parents,	as	the	case	may	be.	Such	as	he	is	in	his	other	relations,	such	also	is	he	in	his
school	exercises;	his	mind	is	observant,	sharp,	ready,	retentive;	he	is	almost	passive	in	the
acquisition	of	knowledge.	I	say	this	in	no	disparagement	of	the	idea	of	a	clever	boy.
Geography,	chronology,	history,	language,	natural	history,	he	heaps	up	the	matter	of	these
studies	as	treasures	for	a	future	day.	It	is	the	seven	years	of	plenty	with	him:	he	gathers	in
by	handfuls,	like	the	Egyptians,	without	counting;	and	though,	as
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time	goes	on,	there	is	exercise	for	his	argumentative	powers	in	the	Elements	of
Mathematics,	and	for	his	taste	in	the	Poets	and	Orators,	still,	while	at	school,	or	at	least,
till	quite	the	last	years	of	his	time,	he	acquires,	and	little	more;	and	when	he	is	leaving	for
the	University,	he	is	mainly	the	creature	of	foreign	influences	and	circumstances,	and
made	up	of	accidents,	homogeneous	or	not,	as	the	case	may	be.	Moreover,	the	moral
habits,	which	are	a	boy's	praise,	encourage	and	assist	this	result;	that	is,	diligence,
assiduity,	regularity,	despatch,	persevering	application;	for	these	are	the	direct	conditions
of	acquisition,	and	naturally	lead	to	it.	Acquirements,	again,	are	emphatically	producible,
and	at	a	moment;	they	are	a	something	to	show,	both	for	master	and	scholar;	an	audience,
even	though	ignorant	themselves	of	the	subjects	of	an	examination,	can	comprehend
when	questions	are	answered	and	when	they	are	not.	Here	again	is	a	reason	why	mental
culture	is	in	the	minds	of	men	identified	with	the	acquisition	of	knowledge.

The	same	notion	possesses	the	public	mind,	when	it	passes	on	from	the	thought	of	a
school	to	that	of	a	University:	and	with	the	best	of	reasons	so	far	as	this,	that	there	is	no
true	culture	without	acquirements,	and	that	philosophy	presupposes	knowledge.	It
requires	a	great	deal	of	reading,	or	a	wide	range	of	information,	to	warrant	us	in	putting
forth	our	opinions	on	any	serious	subject;	and	without	such	learning	the	most	original
mind	may	be	able	indeed	to	dazzle,	to	amuse,	to	refute,	to	perplex,	but	not	to	come	to	any
useful	result	or	any	trustworthy	conclusion.	There	are	indeed	persons	who	profess	a
different	view	of	the	matter,	and	even	act	upon	it.	Every	now	and	then	you	will	find	a
person	of	vigorous	or	fertile	mind,	who	relies	upon	his	own	resources,	despises	all
former	authors,	and	gives	the	world,	with	the	utmost	fearlessness,	his	views	upon
religion,	or	history,	or	any	other	popular	subject.	And	his	works	may	sell	for	a	while;	he
may	get	a	name	in	his	day;	but	this	will	be	all.	His	readers	are	sure	to	find	on	the	long	run
that	his	doctrines	are	mere	theories,	and	not	the	expression	of	facts,	that	they	are	chaff
instead	of	bread,	and	then	his	popularity	drops	as	suddenly	as	it	rose.

Knowledge	then	is	the	indispensable	condition	of	expansion	of	mind,	and	the	instrument
of	attaining	to	it;	this	cannot	be	denied,	it	is	ever	to	be	insisted	on;	I	begin	with	it	as	a	first
principle;
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however,	the	very	truth	of	it	carries	men	too	far,	and	confirms	to	them	the	notion	that	it	is
the	whole	of	the	matter.	A	narrow	mind	is	thought	to	be	that	which	contains	little
knowledge;	and	an	enlarged	mind,	that	which	holds	a	great	deal;	and	what	seems	to	put
the	matter	beyond	dispute	is,	the	fact	of	the	great	number	of	studies	which	are	pursued	in
a	University,	by	its	very	profession.	Lectures	are	given	on	every	kind	of	subject;
examinations	are	held;	prizes	awarded.	There	are	moral,	metaphysical,	physical
Professors;	Professors	of	languages,	of	history,	of	mathematics,	of	experimental	science.
Lists	of	questions	are	published,	wonderful	for	their	range	and	depth,	variety	and
difficulty;	treatises	are	written,	which	carry	upon	their	very	face	the	evidence	of	extensive
reading	or	multifarious	information;	what	then	is	wanting	for	mental	culture	to	a	person
of	large	reading	and	scientific	attainments?	what	is	grasp	of	mind	but	acquirement?	where
shall	philosophical	repose	be	found,	but	in	the	consciousness	and	enjoyment	of	large
intellectual	possessions?

And	yet	this	notion	is,	I	conceive,	a	mistake,	and	my	present	business	is	to	show	that	it	is
one,	and	that	the	end	of	a	Liberal	Education	is	not	mere	knowledge,	or	knowledge
considered	in	its	matter;	and	I	shall	best	attain	my	object,	by	actually	setting	down	some
cases,	which	will	be	generally	granted	to	be	instances	of	the	process	of	enlightenment	or
enlargement	of	mind,	and	others	which	are	not,	and	thus,	by	the	comparison,	you	will	be
able	to	judge	for	yourselves,	Gentlemen,	whether	Knowledge,	that	is,	acquirement,	is
after	all	the	real	principle	of	the	enlargement,	or	whether	that	principle	is	not	rather
something	beyond	it.

4

For	instance,*	let	a	person,	whose	experience	has	hitherto	been	confined	to	the	more	calm
and	unpretending	scenery	of	these	islands,	whether	here	or	in	England,	go	for	the	first
time	into	parts	where	physical	nature	puts	on	her	wilder	and	more	awful	forms,	whether
at	home	or	abroad,	as	into	mountainous	districts;	or	let	one,	who	has	ever	lived	in	a	quiet
village,	go	for

*	The	pages	which	follow	are	taken	almost	verbatim	from	the	author's	14th	(Oxford)	University
Sermon,	which,	at	the	time	of	writing	this	Discourse,	he	did	not	expect	ever	to	reprint.
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the	first	time	to	a	great	metropolis,then	I	suppose	he	will	have	a	sensation	which	perhaps
he	never	had	before.	He	has	a	feeling	not	in	addition	or	increase	of	former	feelings,	but	of
something	different	in	its	nature.	He	will	perhaps	be	borne	forward,	and	find	for	a	time
that	he	has	lost	his	bearings.	He	has	made	a	certain	progress,	and	he	has	a	consciousness
of	mental	enlargement;	he	does	not	stand	where	he	did,	he	has	a	new	centre,	and	a	range
of	thoughts	to	which	he	was	before	a	stranger.

Again,	the	view	of	the	heavens	which	the	telescope	opens	upon	us,	if	allowed	to	fill	and
possess	the	mind,	may	almost	whirl	it	round	and	make	it	dizzy.	It	brings	in	a	flood	of
ideas,	and	is	rightly	called	an	intellectual	enlargement,	whatever	is	meant	by	the	term.

And	so	again,	the	sight	of	beasts	of	prey	and	other	foreign	animals,	their	strangeness,	the
originality	(if	I	may	use	the	term)	of	their	forms	and	gestures	and	habits	and	their	variety
and	independence	of	each	other,	throw	us	out	of	ourselves	into	another	creation,	and	as	if
under	another	Creator,	if	I	may	so	express	the	temptation	which	may	come	on	the	mind.
We	seem	to	have	new	faculties,	or	a	new	exercise	for	our	faculties,	by	this	addition	to	our
knowledge;	like	a	prisoner,	who,	having	been	accustomed	to	wear	manacles	or	fetters,
suddenly	finds	his	arms	and	legs	free.

Hence	Physical	Science	generally,	in	all	its	departments,	as	bringing	before	us	the
exuberant	riches	and	resources,	yet	the	orderly	course,	of	the	Universe,	elevates	and
excites	the	student,	and	at	first,	I	may	say,	almost	takes	away	his	breath,	while	in	time	it
exercises	a	tranquilizing	influence	upon	him.

Again,	the	study	of	history	is	said	to	enlarge	and	enlighten	the	mind,	and	why?	because,
as	I	conceive,	it	gives	it	a	power	of	judging	of	passing	events,	and	of	all	events,	and	a
conscious	superiority	over	them,	which	before	it	did	not	possess.

And	in	like	manner,	what	is	called	seeing	the	world,	entering	into	active	life,	going	into
society,	travelling,	gaining	acquaintance	with	the	various	classes	of	the	community,
coming	into	contact	with	the	principles	and	modes	of	thought	of	various	parties,	interests,
and	races,	their	views,	aims,	habits	and	manners,	their	religious	creeds	and	forms	of
worship,gaining	experience	how	various	yet	how	alike	men	are,	how	low-minded,	how
bad,	how	opposed,	yet	how	confident	in	their	opinions;	all	this	exerts	a
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perceptible	influence	upon	the	mind,	which	it	is	impossible	to	mistake,	be	it	good	or	be	it
bad,	and	is	popularly	called	its	enlargement.

And	then	again,	the	first	time	the	mind	comes	across	the	arguments	and	speculations	of
unbelievers,	and	feels	what	a	novel	light	they	cast	upon	what	he	has	hitherto	accounted
sacred;	and	still	more,	if	it	gives	in	to	them	and	embraces	them,	and	throws	off	as	so
much	prejudice	what	it	has	hitherto	held,	and,	as	if	waking	from	a	dream,	begins	to
realize	to	its	imagination	that	there	is	now	no	such	thing	as	law	and	the	transgression	of
law,	that	sin	is	a	phantom,	and	punishment	a	bugbear,	that	it	is	free	to	sin,	free	to	enjoy
the	world	and	the	flesh;	and	still	further,	when	it	does	enjoy	them,	and	reflects	that	it	may
think	and	hold	just	what	it	will,	that	''the	world	is	all	before	it	where	to	choose,"	and	what
system	to	build	up	as	its	own	private	persuasion;	when	this	torrent	of	wilful	thoughts
rushes	over	and	inundates	it,	who	will	deny	that	the	fruit	of	the	tree	of	knowledge,	or
what	the	mind	takes	for	knowledge,	has	made	it	one	of	the	gods,	with	a	sense	of
expansion	and	elevation,an	intoxication	in	reality,	still,	so	far	as	the	subjective	state	of	the
mind	goes,	an	illumination?	Hence	the	fanaticism	of	individuals	or	nations,	who	suddenly
cast	off	their	Maker.	Their	eyes	are	opened;	and,	like	the	judgment-stricken	king	in	the
Tragedy,	they	see	two	suns,	and	a	magic	universe,	out	of	which	they	look	back	upon	their
former	state	of	faith	and	innocence	with	a	sort	of	contempt	and	indignation,	as	if	they
were	then	but	fools,	and	the	dupes	of	imposture.

On	the	other	hand,	Religion	has	its	own	enlargement,	and	an	enlargement,	not	of	tumult,
but	of	peace.	It	is	often	remarked	of	uneducated	persons,	who	have	hitherto	thought	little
of	the	unseen	world,	that,	on	their	turning	to	God,	looking	into	themselves,	regulating
their	hearts,	reforming	their	conduct,	and	meditating	on	death	and	judgment,	heaven	and
hell,	they	seem	to	become,	in	point	of	intellect,	different	beings	from	what	they	were.
Before,	they	took	things	as	they	came,	and	thought	no	more	of	one	thing	than	another.
But	now	every	event	has	a	meaning;	they	have	their	own	estimate	of	whatever	happens	to
them;	they	are	mindful	of	times	and	seasons,	and	compare	the	present	with	the	past;	and
the	world,	no	longer	dull,	monotonous,	unprofitable,
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and	hopeless,	is	a	various	and	complicated	drama,	with	parts	and	an	object,	and	an	awful
moral.

5

Now	from	these	instances,	to	which	many	more	might	be	added,	it	is	plain,	first,	that	the
communication	of	knowledge	certainly	is	either	a	condition	or	the	means	of	that	sense	of
enlargement	or	enlightenment,	of	which	at	this	day	we	hear	so	much	in	certain	quarters:
this	cannot	be	denied;	but	next,	it	is	equally	plain,	that	such	communication	is	not	the
whole	of	the	process.	The	enlargement	consists,	not	merely	in	the	passive	reception	into
the	mind	of	a	number	of	ideas	hitherto	unknown	to	it,	but	in	the	mind's	energetic	and
simultaneous	action	upon	and	towards	and	among	those	new	ideas,	which	are	rushing	in
upon	it.	It	is	the	action	of	a	formative	power,	reducing	to	order	and	meaning	the	matter	of
our	acquirements;	it	is	a	making	the	objects	of	our	knowledge	subjectively	our	own,	or,	to
use	a	familiar	word,	it	is	a	digestion	of	what	we	receive,	into	the	substance	of	our
previous	state	of	thought;	and	without	this	no	enlargement	is	said	to	follow.	There	is	no
enlargement,	unless	there	be	a	comparison	of	ideas	one	with	another,	as	they	come	before
the	mind,	and	a	systematizing	of	them.	We	feel	our	minds	to	be	growing	and	expanding
then,	when	we	not	only	learn,	but	refer	what	we	learn	to	what	we	know	already.	It	is	not
the	mere	addition	to	our	knowledge	that	is	the	illumination;	but	the	locomotion,	the
movement	onwards,	of	that	mental	centre,	to	which	both	what	we	know,	and	what	we	are
learning,	the	accumulating	mass	of	our	acquirements,	gravitates.	And	therefore	a	truly
great	intellect,	and	recognized	to	be	such	by	the	common	opinion	of	mankind,	such	as	the
intellect	of	Aristotle,	or	of	St.	Thomas,	or	of	Newton,	or	of	Goethe,	(I	purposely	take
instances	within	and	without	the	Catholic	pale,	when	I	would	speak	of	the	intellect	as
such,)	is	one	which	takes	a	connected	view	of	old	and	new,	past	and	present,	far	and
near,	and	which	has	an	insight	into	the	influence	of	all	these	one	on	another;	without
which	there	is	no	whole,	and	no	centre.	It	possesses	the	knowledge,	not	only	of	things,
but	also	of	their	mutual	and	true	relations;	knowledge,	not	merely	considered	as
acquirement,	but	as	philosophy.
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Accordingly,	when	this	analytical,	distributive,	harmonizing	process	is	away,	the	mind
experiences	no	enlargement,	and	is	not	reckoned	as	enlightened	or	comprehensive,
whatever	it	may	add	to	its	knowledge.	For	instance,	a	great	memory,	as	I	have	already
said,	does	not	make	a	philosopher,	any	more	than	a	dictionary	can	be	called	a	grammar.
There	are	men	who	embrace	in	their	minds	a	vast	multitude	of	ideas,	but	with	little
sensibility	about	their	real	relations	towards	each	other.	These	may	be	antiquarians,
annalists,	naturalists;	they	may	be	learned	in	the	law;	they	may	be	versed	in	statistics;	they
are	most	useful	in	their	own	place;	I	should	shrink	from	speaking	disrespectfully	of	them;
still,	there	is	nothing	in	such	attainments	to	guarantee	the	absence	of	narrowness	of	mind.
If	they	are	nothing	more	than	well-read	men,	or	men	of	information,	they	have	not	what
specially	deserves	the	name	of	culture	of	mind,	or	fulfils	the	type	of	Liberal	Education.

In	like	manner,	we	sometimes	fall	in	with	persons	who	have	seen	much	of	the	world,	and
of	the	men	who,	in	their	day,	have	played	a	conspicuous	part	in	it,	but	who	generalize
nothing,	and	have	no	observation,	in	the	true	sense	of	the	word.	They	abound	in
information	in	detail,	curious	and	entertaining,	about	men	and	things;	and,	having	lived
under	the	influence	of	no	very	clear	or	settled	principles,	religious	or	political,	they	speak
of	every	one	and	every	thing,	only	as	so	many	phenomena,	which	are	complete	in
themselves,	and	lead	to	nothing,	not	discussing	them,	or	teaching	any	truth,	or	instructing
the	hearer,	but	simply	talking.	No	one	would	say	that	these	persons,	well	informed	as	they
are,	had	attained	to	any	great	culture	of	intellect	or	to	philosophy.

The	case	is	the	same	still	more	strikingly	where	the	persons	in	question	are	beyond
dispute	men	of	inferior	powers	and	deficient	education.	Perhaps	they	have	been	much	in
foreign	countries,	and	they	receive,	in	a	passive,	otiose,	unfruitful	way,	the	various	facts
which	are	forced	upon	them	there.	Seafaring	men,	for	example,	range	from	one	end	of
the	earth	to	the	other;	but	the	multiplicity	of	external	objects,	which	they	have
encountered,	forms	no	symmetrical	and	consistent	picture	upon	their	imagination;	they
see	the	tapestry	of	human	life,	as	it	were	on	the	wrong	side,	and	it	tells	no	story.	They
sleep,	and	they	rise	up,	and	they	find	themselves,	now	in	Europe,	now	in	Asia;	they	see
visions	of	great
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cities	and	wild	regions;	they	are	in	the	marts	of	commerce,	or	amid	the	islands	of	the
South;	they	gaze	on	Pompey's	Pillar,	or	on	the	Andes;	and	nothing	which	meets	them
carries	them	forward	or	backward,	to	any	idea	beyond	itself.	Nothing	has	a	drift	or
relation;	nothing	has	a	history	or	a	promise.	Every	thing	stands	by	itself,	and	comes	and
goes	in	its	turn,	like	the	shifting	scenes	of	a	show,	which	leave	the	spectator	where	he
was.	Perhaps	you	are	near	such	a	man	on	a	particular	occasion,	and	expect	him	to	he
shocked	or	perplexed	at	something	which	occurs;	but	one	thing	is	much	the	same	to	him
as	another,	or,	if	he	is	perplexed,	it	is	as	not	knowing	what	to	say,	whether	it	is	right	to
admire,	or	to	ridicule,	or	to	disapprove,	while	conscious	that	some	expression	of	opinion
is	expected	from	him;	for	in	fact	he	has	no	standard	of	judgment	at	all,	and	no	landmarks
to	guide	him	to	a	conclusion.	Such	is	mere	acquisition,	and,	I	repeat,	no	one	would	dream
of	calling	it	philosophy.

6

Instances,	such	as	these,	confirm,	by	the	contrast,	the	conclusion	I	have	already	drawn
from	those	which	preceded	them.	That	only	is	true	enlargement	of	mind	which	is	the
power	of	viewing	many	things	at	once	as	one	whole,	of	referring	them	severally	to	their
true	place	in	the	universal	system,	of	understanding	their	respective	values,	and
determining	their	mutual	dependence.	Thus	is	that	form	of	Universal	Knowledge,	of
which	I	have	on	a	former	occasion	spoken,	set	up	in	the	individual	intellect,	and
constitutes	its	perfection.	Possessed	of	this	real	illumination,	the	mind	never	views	any
part	of	the	extended	subject-matter	of	Knowledge	without	recollecting	that	it	is	but	a	part,
or	without	the	associations	which	spring	from	this	recollection.	It	makes	every	thing	in
some	sort	lead	to	every	thing	else;	it	would	communicate	the	image	of	the	whole	to	every
separate	portion,	till	that	whole	becomes	in	imagination	like	a	spirit,	every	where
pervading	and	penetrating	its	component	parts,	and	giving	them	one	definite	meaning.
Just	as	our	bodily	organs,	when	mentioned,	recall	their	function	in	the	body,	as	the	word
"creation"	suggests	the	Creator,	and	"subjects"	a	sovereign,	so,	in	the	mind	of	the
Philosopher,	as	we	are	abstractedly	conceiving	of	him,	the	ele-
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ments	of	the	physical	and	moral	world,	sciences,	arts,	pursuits,	ranks,	offices,	events,
opinions,	individualities,	are	all	viewed	as	one,	with	correlative	functions,	and	as
gradually	by	successive	combinations	converging,	one	and	all,	to	the	true	centre.

To	have	even	a	portion	of	this	illuminative	reason	and	true	philosophy	is	the	highest	state
to	which	nature	can	aspire,	in	the	way	of	intellect;	it	puts	the	mind	above	the	influences	of
chance	and	necessity,	above	anxiety,	suspense,	unsettlement,	and	superstition,	which	is
the	lot	of	the	many.	Men,	whose	minds	are	possessed	with	some	one	object,	take
exaggerated	views	of	its	importance,	are	feverish	in	the	pursuit	of	it,	make	it	the	measure
of	things	which	are	utterly	foreign	to	it,	and	are	startled	and	despond	if	it	happens	to	fail
them.	They	are	ever	in	alarm	or	in	transport.	Those	on	the	other	hand	who	have	no	object
or	principle	whatever	to	hold	by,	lose	their	way,	every	step	they	take.	They	are	thrown
out,	and	do	not	know	what	to	think	or	say,	at	every	fresh	juncture;	they	have	no	view	of
persons,	or	occurrences,	or	facts,	which	come	suddenly	upon	them,	and	they	hang	upon
the	opinion	of	others,	for	want	of	internal	resources.	But	the	intellect,	which	has	been
disciplined	to	the	perfection	of	its	powers,	which	knows,	and	thinks	while	it	knows,
which	has	learned	to	leaven	the	dense	mass	of	facts	and	events	with	the	elastic	force	of
reason,	such	an	intellect	cannot	be	partial,	cannot	be	exclusive,	cannot	be	impetuous,
cannot	be	at	a	loss,	cannot	but	be	patient,	collected,	and	majestically	calm,	because	it
discerns	the	end	in	every	beginning,	the	origin	in	every	end,	the	law	in	every	interruption,
the	limit	in	each	delay;	because	it	ever	knows	where	it	stands,	and	how	its	path	lies	from
one	point	to	another.	It	is	the	 	of	the	Peripatetic,	and	has	the	"nil	admirari"	of	the
Stoic,

Felix	qui	potuit	rerum	cognoscere	causas,
Atque	metus	omnes,	et	inexorabile	fatum
Subjecit	pedibus,	strepitumque	Acherontis	avari.

There	are	men	who,	when	in	difficulties,	originate	at	the	moment	vast	ideas	or	dazzling
projects;	who,	under	the	influence	of	excitement,	are	able	to	cast	a	light,	almost	as	if	from
inspiration,	on	a	subject	or	course	of	action	which	comes	before	them;	who	have	a
sudden	presence	of	mind	equal	to	any	emergency,	rising
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with	the	occasion,	and	an	undaunted	magnanimous	bearing,	and	an	energy	and	keenness
which	is	but	made	intense	by	opposition.	This	is	genius,	this	is	heroism;	it	is	the
exhibition	of	a	natural	gift,	which	no	culture	can	teach,	at	which	no	Institution	can	aim;
here,	on	the	contrary,	we	are	concerned,	not	with	mere	nature,	but	with	training	and
teaching.	That	perfection	of	the	Intellect,	which	is	the	result	of	Education,	and	its	beau
ideal,	to	be	imparted	to	individuals	in	their	respective	measures,	is	the	clear,	calm,
accurate	vision	and	comprehension	of	all	things,	as	far	as	the	finite	mind	can	embrace
them,	each	in	its	place,	and	with	its	own	characteristics	upon	it.	It	is	almost	prophetic
from	its	knowledge	of	history;	it	is	almost	heart-searching	from	its	knowledge	of	human
nature;	it	has	almost	supernatural	charity	from	its	freedom	from	littleness	and	prejudice;	it
has	almost	the	repose	of	faith,	because	nothing	can	startle	it;	it	has	almost	the	beauty	and
harmony	of	heavenly	contemplation,	so	intimate	is	it	with	the	eternal	order	of	things	and
the	music	of	the	spheres.

7

And	now,	if	I	may	take	for	granted	that	the	true	and	adequate	end	of	intellectual	training
and	of	a	University	is	not	Learning	or	Acquirement,	but	rather,	is	Thought	or	Reason
exercised	upon	Knowledge,	or	what	may	be	called	Philosophy,	I	shall	be	in	a	position	to
explain	the	various	mistakes	which	at	the	present	day	beset	the	subject	of	University
Education.

I	say	then,	if	we	would	improve	the	intellect,	first	of	all,	we	must	ascend;	we	cannot	gain
real	knowledge	on	a	level;	we	must	generalize,	we	must	reduce	to	method,	we	must	have
a	grasp	of	principles,	and	group	and	shape	our	acquisitions	by	means	of	them.	It	matters
not	whether	our	field	of	operation	be	wide	or	limited;	in	every	case,	to	command	it,	is	to
mount	above	it.	Who	has	not	felt	the	irritation	of	mind	and	impatience	created	by	a	deep,
rich	country,	visited	for	the	first	time,	with	winding	lanes,	and	high	hedges,	and	green
steeps,	and	tangled	woods,	and	every	thing	smiling	indeed,	but	in	a	maze?	The	same
feeling	comes	upon	us	in	a	strange	city,	when	we	have	no	map	of	its	streets.	Hence	you
hear	of	practised	travellers,	when	they	first	come	into	a	place,	mounting	some	high	hill	or
church	tower,	by	way	of
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reconnoitring	its	neighbourhood.	In	like	manner,	you	must	be	above	your	knowledge,	not
under	it,	or	it	will	oppress	you;	and	the	more	you	have	of	it,	the	greater	will	be	the	load.
The	learning	of	a	Salmasius	or	a	Burman,	unless	you	are	its	master,	will	be	your	tyrant.
"Imperat	aut	servit;"	if	you	can	wield	it	with	a	strong	arm,	it	is	a	great	weapon;	otherwise,

Vis	consili	expers
Mole	ruit	suâ.

You	will	be	overwhelmed,	like	Tarpeia,	by	the	heavy	wealth	which	you	have	exacted
from	tributary	generations.

Instances	abound;	there	are	authors	who	are	as	pointless	as	they	are	inexhaustible	in	their
literary	resources.	They	measure	knowledge	by	bulk,	as	it	lies	in	the	rude	block,	without
symmetry,	without	design.	How	many	commentators	are	there	on	the	Classics,	how	many
on	Holy	Scripture,	from	whom	we	rise	up,	wondering	at	the	learning	which	has	passed
before	us,	and	wondering	why	it	passed!	How	many	writers	are	there	of	Ecclesiastical
History,	such	as	Mosheim	or	Du	Pin,	who,	breaking	up	their	subject	into	details,	destroy
its	life,	and	defraud	us	of	the	whole	by	their	anxiety	about	the	parts!	The	Sermons,	again,
of	the	English	Divines	in	the	seventeenth	century,	how	often	are	they	mere	repertories	of
miscellaneous	and	officious	learning!	Of	course	Catholics	also	may	read	without
thinking;	and	in	their	case,	equally	as	with	Protestants,	it	holds	good,	that	such	knowledge
is	unworthy	of	the	name,	knowledge	which	they	have	not	thought	through,	and	thought
out.	Such	readers	are	only	possessed	by	their	knowledge,	not	possessed	of	it;	nay,	in
matter	of	fact	they	are	often	even	carried	away	by	it,	without	any	volition	of	their	own.
Recollect,	the	Memory	can	tyrannize,	as	'well	as	the	Imagination.	Derangement,	I	believe,
has	been	considered	as	a	loss	of	control	over	the	sequence	of	ideas.	The	mind,	once	set	in
motion,	is	henceforth	deprived	of	the	power	of	initiation,	and	becomes	the	victim	of	a
train	of	associations,	one	thought	suggesting	another,	in	the	way	of	cause	and	effect,	as	if
by	a	mechanical	process,	or	some	physical	necessity.	No	one,	who	has	had	experience	of
men	of	studious	habits,	but	must	recognize	the	existence	of	a	parallel	phenomenon	in	the
case	of	those	who	have	over-stimulated	the	Memory.	In	such	persons	Reason	acts	almost
as	feebly	and	as	impotently	as

	



Page	107

in	the	madman;	once	fairly	started	on	any	subject	whatever,	they	have	no	power	of	self-
control;	they	passively	endure	the	succession	of	impulses	which	are	evolved	out	of	the
original	exciting	cause;	they	are	passed	on	from	one	idea	to	another	and	go	steadily
forward,	plodding	along	one	line	of	thought	in	spite	of	the	amplest	concessions	of	the
hearer,	or	wandering	from	it	in	endless	digression	in	spite	of	his	remonstrances.	Now,	if,
as	is	very	certain,	no	one	would	envy	the	madman	the	glow	and	originality	of	his
conceptions,	why	must	we	extol	the	cultivation	of	that	intellect,	which	is	the	prey,	not
indeed	of	barren	fancies	but	of	barren	facts,	of	random	intrusions	from	without,	though
not	of	morbid	imaginations	from	within?	And	in	thus	speaking,	I	am	not	denying	that	a
strong	and	ready	memory	is	in	itself	a	real	treasure;	I	am	not	disparaging	a	well-stored
mind,	though	it	be	nothing	besides,	provided	it	be	sober,	any	more	than	I	would	despise	a
bookseller's	shop:it	is	of	great	value	to	others,	even	when	not	so	to	the	owner.	Nor	am	I
banishing,	far	from	it,	the	possessors	of	deep	and	multifarious	learning	from	my	ideal
University;	they	adorn	it	in	the	eyes	of	men;	I	do	but	say	that	they	constitute	no	type	of	the
results	at	which	it	aims;	that	it	is	no	great	gain	to	the	intellect	to	have	enlarged	the	memory
at	the	expense	of	faculties	which	are	indisputably	higher.

8

Nor	indeed	am	I	supposing	that	there	is	any	great	danger,	at	least	in	this	day,	of	over-
education;	the	danger	is	on	the	other	side.	I	will	tell	you,	Gentlemen,	what	has	been	the
practical	error	of	the	last	twenty	years,not	to	load	the	memory	of	the	student	with	a	mass
of	undigested	knowledge,	but	to	force	upon	him	so	much	that	he	has	rejected	all.	It	has
been	the	error	of	distracting	and	enfeebling	the	mind	by	an	unmeaning	profusion	of
subjects;	of	implying	that	a	smattering	in	a	dozen	branches	of	study	is	not	shallowness,
which	it	really	is,	but	enlargement,	which	it	is	not;	of	considering	an	acquaintance	with
the	learned	names	of	things	and	persons,	and	the	possession	of	clever	duodecimos,	and
attendance	on	eloquent	lecturers,	and	membership	with	scientific	institutions,	and	the
sight	of	the	experiments	of	a	platform	and	the	specimens	of	a	museum,	that	all	this	was
not	dissipation	of
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mind,	but	progress.	All	things	now	are	to	be	learned	at	once,	not	first	one	thing,	then
another,	not	one	well,	but	many	badly.	Learning	is	to	be	without	exertion,	without
attention,	without	toil;	without	grounding,	without	advance,	without	finishing.	There	is	to
be	nothing	individual	in	it;	and	this,	forsooth,	is	the	wonder	of	the	age.	What	the	steam
engine	does	with	matter,	the	printing	press	is	to	do	with	mind;	it	is	to	act	mechanically,
and	the	population	is	to	be	passively,	almost	unconsciously	enlightened,	by	the	mere
multiplication	and	dissemination	of	volumes.	Whether	it	be	the	school	boy,	or	the	school
girl,	or	the	youth	at	college,	or	the	mechanic	in	the	town,	or	the	politician	in	the	senate,	all
have	been	the	victims	in	one	way	or	other	of	this	most	preposterous	and	pernicious	of
delusions.	Wise	men	have	lifted	up	their	voices	in	vain;	and	at	length,	lest	their	own
institutions	should	be	outshone	and	should	disappear	in	the	folly	of	the	hour,	they	have
been	obliged,	as	far	as	they	could	with	a	good	conscience,	to	humour	a	spirit	which	they
could	not	withstand,	and	make	temporizing	concessions	at	which	they	could	not	but
inwardly	smile.

It	must	not	be	supposed	that,	because	I	so	speak,	therefore	I	have	some	sort	of	fear	of	the
education	of	the	people:	on	the	contrary,	the	more	education	they	have,	the	better,	so	that
it	is	really	education.	Nor	am	I	an	enemy	to	the	cheap	publication	of	scientific	and	literary
works,	which	is	now	in	vogue:	on	the	contrary,	I	consider	it	a	great	advantage,
convenience,	and	gain;	that	is,	to	those	to	whom	education	has	given	a	capacity	for	using
them.	Further,	I	consider	such	innocent	recreations	as	science	and	literature	are	able	to
furnish	will	be	a	very	fit	occupation	of	the	thoughts	and	the	leisure	of	young	persons,	and
may	be	made	the	means	of	keeping	them	from	bad	employments	and	bad	companions.
Moreover,	as	to	that	superficial	acquaintance	with	chemistry,	and	geology,	and	astronomy,
and	political	economy,	and	modern	history,	and	biography,	and	other	branches	of
knowledge,	which	periodical	literature	and	occasional	lectures	and	scientific	institutions
diffuse	through	the	community,	I	think	it	a	graceful	accomplishment,	and	a	suitable,	nay,
in	this	day	a	necessary	accomplishment,	in	the	case	of	educated	men.	Nor,	lastly,	am	I
disparaging	or	discouraging	the	thorough	acquisition	of	any	one	of	these	studies,	or
denying	that,	as	far	as	it	goes,	such	thor-
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ough	acquisition	is	a	real	education	of	the	mind.	All	I	say	is,	call	things	by	their	right
names,	and	do	not	confuse	together	ideas	which	are	essentially	different.	A	thorough
knowledge	of	one	science	and	a	superficial	acquaintance	with	many,	are	not	the	same
thing;	a	smattering	of	a	hundred	things	or	a	memory	for	detail,	is	not	a	philosophical	or
comprehensive	view.	Recreations	are	not	education;	accomplishments	are	not	education.
Do	not	say,	the	people	must	be	educated,	when,	after	all,	you	only	mean,	amused,
refreshed,	soothed,	put	into	good	spirits	and	good	humour,	or	kept	from	vicious	excesses.
I	do	not	say	that	such	amusements,	such	occupations	of	mind,	are	not	a	great	gain;	but
they	are	not	education.	You	may	as	well	call	drawing	and	fencing	education,	as	a	general
knowledge	of	botany	or	conchology.	Stuffing	birds	or	playing	stringed	instruments	is	an
elegant	pastime,	and	a	resource	to	the	idle,	but	it	is	not	education;	it	does	not	form	or
cultivate	the	intellect.	Education	is	a	high	word;	it	is	the	preparation	for	knowledge,	and	it
is	the	imparting	of	knowledge	in	proportion	to	that	preparation.	We	require	intellectual
eyes	to	know	withal,	as	bodily	eyes	for	sight.	We	need	both	objects	and	organs
intellectual;	we	cannot	gain	them	without	setting	about	it;	we	cannot	gain	them	in	our
sleep,	or	by	hap-hazard.	The	best	telescope	does	not	dispense	with	eyes;	the	printing	press
or	the	lecture	room	will	assist	us	greatly,	but	we	must	be	true	to	ourselves,	we	must	be
parties	in	the	work.	A	University	is,	according	to	the	usual	designation,	an	Alma	Mater,
knowing	her	children	one	by	one,	not	a	foundry,	or	a	mint,	or	a	treadmill.

9

I	protest	to	you,	Gentlemen,	that	if	I	had	to	choose	between	a	so-called	University,	which
dispensed	with	residence	and	tutorial	superintendence,	and	gave	its	degrees	to	any	person
who	passed	an	examination	in	a	wide	range	of	subjects,	and	a	University	which	had	no
professors	or	examinations	at	all,	but	merely	brought	a	number	of	young	men	together	for
three	or	four	years,	and	then	sent	them	away	as	the	University	of	Oxford	is	said	to	have
done	some	sixty	years	since,	if	I	were	asked	which	of	these	two	methods	was	the	better
discipline	of	the	intellect,mind,	I	do	not	say	which	is	morally	the	better,	for	it	is	plain	that
compul-
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sory	study	must	be	a	good	and	idleness	an	intolerable	mischief,but	if	I	must	determine
which	of	the	two	courses	was	the	more	successful	in	training,	moulding,	enlarging	the
mind,	which	sent	out	men	the	more	fitted	for	their	secular	duties,	which	produced	better
public	men,	men	of	the	world,	men	whose	names	would	descend	to	posterity,	I	have	no
hesitation	in	giving	the	preference	to	that	University	which	did	nothing,	over	that	which
exacted	of	its	members	an	acquaintance	with	every	science	under	the	sun.	And,	paradox
as	this	may	seem,	still	if	results	be	the	test	of	systems,	the	influence	of	the	public	schools
and	colleges	of	England,	in	the	course	of	the	last	century,	at	least	will	bear	out	one	side	of
the	contrast	as	I	have	drawn	it.	What	would	come,	on	the	other	hand,	of	the	ideal	systems
of	education	which	have	fascinated	the	imagination	of	this	age,	could	they	ever	take
effect,	and	whether	they	would	not	produce	a	generation	frivolous,	narrow-minded,	and
resourceless,	intellectually	considered,	is	a	fair	subject	for	debate;	but	so	far	is	certain,	that
the	Universities	and	scholastic	establishments,	to	which	I	refer,	and	which	did	little	more
than	bring	together	first	boys	and	then	youths	in	large	numbers,	these	institutions,	with
miserable	deformities	on	the	side	of	morals,	with	a	hollow	profession	of	Christianity,	and
a	heathen	code	of	ethics,I	say,	at	least	they	can	boast	of	a	succession	of	heroes	and
statesmen,	of	literary	men	and	philosophers,	of	men	conspicuous	for	great	natural	virtues,
for	habits	of	business,	for	knowledge	of	life,	for	practical	judgment,	for	cultivated	tastes,
for	accomplishments,	who	have	made	England	what	it	is,able	to	subdue	the	earth,	able	to
domineer	over	Catholics.

How	is	this	to	be	explained?	I	suppose	as	follows:	When	a	multitude	of	young	men,	keen,
open-hearted,	sympathetic,	and	observant,	as	young	men	are,	come	together	and	freely
mix	with	each	other,	they	are	sure	to	learn	one	from	another,	even	if	there	be	no	one	to
teach	them;	the	conversation	of	all	is	a	series	of	lectures	to	each,	and	they	gain	for
themselves	new	ideas	and	views,	fresh	matter	of	thought,	and	distinct	principles	for
judging	and	acting,	day	by	day.	An	infant	has	to	learn	the	meaning	of	the	information
which	its	senses	convey	to	it,	and	this	seems	to	be	its	employment.	It	fancies	all	that	the
eye	presents	to	it	to	be	close	to	it,	till	it	actually	learns	the	contrary,	and	thus	by	practice
does	it	ascertain	the	relations	and	uses	of	those	first	elements	of	knowl-
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edge	which	are	necessary	for	its	animal	existence.	A	parallel	teaching	is	necessary	for	our
social	being,	and	it	is	secured	by	a	large	school	or	a	college;	and	this	effect	may	be	fairly
called	in	its	own	department	an	enlargement	of	mind.	It	is	seeing	the	world	on	a	small
field	with	little	trouble;	for	the	pupils	or	students	come	from	very	different	places,	and
with	widely	different	notions,	and	there	is	much	to	generalize,	much	to	adjust,	much	to
eliminate,	there	are	inter-relations	to	be	defined,	and	conventional	rules	to	be	established,
in	the	process,	by	which	the	whole	assemblage	is	moulded	together,	and	gains	one	tone
and	one	character.

Let	it	be	clearly	understood,	I	repeat	it,	that	I	am	not	taking	into	account	moral	or
religious	considerations;	I	am	but	saying	that	that	youthful	community	will	constitute	a
whole,	it	will	embody	a	specific	idea,	it	will	represent	a	doctrine,	it	will	administer	a	code
of	conduct,	and	it	will	furnish	principles	of	thought	and	action.	It	will	give	birth	to	a
living	teaching,	which	in	course	of	time	will	take	the	shape	of	a	self-perpetuating
tradition,	or	a	genius	loci,	as	it	is	sometimes	called;	which	haunts	the	home	where	it	has
been	born,	and	which	imbues	and	forms,	more	or	less,	and	one	by	one,	every	individual
who	is	successively	brought	under	its	shadow.	Thus	it	is	that,	independent	of	direct
instruction	on	the	part	of	Superiors,	there	is	a	sort	of	self-education	in	the	academic
institutions	of	Protestant	England;	a	characteristic	tone	of	thought,	a	recognized	standard
of	judgment	is	found	in	them,	which,	as	developed	in	the	individual	who	is	submitted	to
it,	becomes	a	twofold	source	of	strength	to	him,	both	from	the	distinct	stamp	it	impresses
on	his	mind,	and	from	the	bond	of	union	which	it	creates	between	him	and	others,effects
which	are	shared	by	the	authorities	of	the	place,	for	they	themselves	have	been	educated
in	it,	and	at	all	times	are	exposed	to	the	influence	of	its	ethical	atmosphere.	Here	then	is	a
real	teaching,	whatever	be	its	standards	and	principles,	true	or	false;	and	it	at	least	tends
towards	cultivation	of	the	intellect;	it	at	least	recognizes	that	knowledge	is	something	more
than	a	sort	of	passive	reception	of	scraps	and	details;	it	is	a	something,	and	it	does	a
something,	which	never	will	issue	from	the	most	strenuous	efforts	of	a	set	of	teachers,
with	no	mutual	sympathies	and	no	intercommunion,	of	a	set	of	examiners	with	no
opinions	which	they	dare	profess,	and	with	no	common	principles,	who	are	teach-
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ing	or	questioning	a	set	of	youths	who	do	not	know	them,	and	do	not	know	each	other,
on	a	large	number	of	subjects,	different	in	kind,	and	connected	by	no	wide	philosophy,
three	times	a	week,	or	three	times	a	year,	or	once	in	three	years,	in	chill	lecture-rooms	or
on	a	pompous	anniversary.

10

Nay,	self-education	in	any	shape,	in	the	most	restricted	sense,	is	preferable	to	a	system	of
teaching	which,	professing	so	much,	really	does	so	little	for	the	mind.	Shut	your	College
gates	against	the	votary	of	knowledge,	throw	him	back	upon	the	searchings	and	the
efforts	of	his	own	mind;	he	will	gain	by	being	spared	an	entrance	into	your	Babel.	Few
indeed	there	are	who	can	dispense	with	the	stimulus	and	support	of	instructors,	or	will	do
anything	at	all,	if	left	to	themselves.	And	fewer	still	(though	such	great	minds	are	to	be
found),	who	will	not,	from	such	unassisted	attempts,	contract	a	self-reliance	and	a	self-
esteem,	which	are	not	only	moral	evils,	but	serious	hindrances	to	the	attainment	of	truth.
And	next	to	none,	perhaps,	or	none,	who	will	not	be	reminded	from	time	to	time	of	the
disadvantage	under	which	they	lie,	by	their	imperfect	grounding,	by	the	breaks,
deficiencies,	and	irregularities	of	their	knowledge,	by	the	eccentricity	of	opinion	and	the
confusion	of	principle	which	they	exhibit.	They	will	be	too	often	ignorant	of	what	every
one	knows	and	takes	for	granted,	of	that	multitude	of	small	truths	which	fall	upon	the
mind	like	dust,	impalpable	and	ever	accumulating;	they	may	be	unable	to	converse,	they
may	argue	perversely,	they	may	pride	themselves	on	their	worst	paradoxes	or	their
grossest	truisms,	they	may	be	full	of	their	own	mode	of	viewing	things,	unwilling	to	be
put	out	of	their	way,	slow	to	enter	into	the	minds	of	others;but,	with	these	and	whatever
other	liabilities	upon	their	heads,	they	are	likely	to	have	more	thought,	more	mind,	more
philosophy,	more	true	enlargement,	than	those	earnest	but	ill-used	persons,	who	are
forced	to	load	their	minds	with	a	score	of	subjects	against	an	examination,	who	have	too
much	on	their	hands	to	indulge	themselves	in	thinking	or	investigation,	who	devour
premiss	and	conclusion	together	with	indiscriminate	greediness,	who	hold	whole	sciences
on	faith,	and	commit	demonstrations	to	memory,
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and	who	too	often,	as	might	be	expected,	when	their	period	of	education	is	passed,	throw
up	all	they	have	learned	in	disgust,	having	gained	nothing	really	by	their	anxious	labours,
except	perhaps	the	habit	of	application.

Yet	such	is	the	better	specimen	of	the	fruit	of	that	ambitious	system	which	has	of	late
years	been	making	way	among	us:	for	its	result	on	ordinary	minds,	and	on	the	common
run	of	students,	is	less	satisfactory	still;	they	leave	their	place	of	education	simply
dissipated	and	relaxed	by	the	multiplicity	of	subjects,	which	they	have	never	really
mastered,	and	so	shallow	as	not	even	to	know	their	shallowness.	How	much	better,	I	say,
is	it	for	the	active	and	thoughtful	intellect,	where	such	is	to	be	found,	to	eschew	the
College	and	the	University	altogether,	than	to	submit	to	a	drudgery	so	ignoble,	a	mockery
so	contumelious!	How	much	more	profitable	for	the	independent	mind,	after	the	mere
rudiments	of	education,	to	range	through	a	library	at	random,	taking	down	books	as	they
meet	him,	and	pursuing	the	trains	of	thought	which	his	mother	wit	suggests!	How	much
healthier	to	wander	into	the	fields,	and	there	with	the	exiled	Prince	to	find	''tongues	in	the
trees,	books	in	the	running	brooks!"	How	much	more	genuine	an	education	is	that	of	the
poor	boy	in	the	Poem*a	Poem,	whether	in	conception	or	in	execution,	one	of	the	most
touching	in	our	languagewho,	not	in	the	wide	world,	but	ranging	day	by	day	around	his
widowed	mother's	home,	"a	dexterous	gleaner"	in	a	narrow	field,	and	with	only	such
slender	outfit

								"as	the	village	school	and	books	a	few
Supplied,"

contrived	from	the	beach,	and	the	quay,	and	the	fisher's	boat,	and	the	inn's	fireside,	and
the	tradesman's	shop,	and	the	shepherd's	walk,	and	the	smuggler's	hut,	and	the	mossy
moor,	and	the	screaming	gulls,	and	the	restless	waves,	to	fashion	for	himself	a	philosophy
and	a	poetry	of	his	own!

*	Crabbe's	Tales	of	the	Hall.	This	Poem,	let	me	say,	I	read	on	its	first	publication,	above	thirty
years	ago,	with	extreme	delight,	and	have	never	lost	my	love	of	it;	and	on	taking	it	up	lately,	found	I
was	even	more	touched	by	it	than	heretofore.	A	work	which	can	please	in	youth	and	age,	seems	to
fulfil	(in	logical	language)	the	accidental	definition	of	a	Classic.	[A	further	course	of	twenty	years
has	past,	and	I	bear	the	same	witness	in	favour	of	this	Poem.]
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But	in	a	large	subject,	I	am	exceeding	my	necessary	limits.	Gentlemen,	I	must	conclude
abruptly;	and	postpone	any	summing	up	of	my	argument,	should	that	be	necessary,	to
another	day.

Discourse	VII
Knowledge	Viewed	in	Relation	to	Professional	Skill

1

I	have	been	insisting,	in	my	two	preceding	Discourses,	first,	on	the	cultivation	of	the
intellect,	as	an	end	which	may	reasonably	be	pursued	for	its	own	sake;	and	next,	on	the
nature	of	that	cultivation,	or	what	that	cultivation	consists	in.	Truth	of	whatever	kind	is
the	proper	object	of	the	intellect;	its	cultivation	then	lies	in	fitting	it	to	apprehend	and
contemplate	truth.	Now	the	intellect	in	its	present	state,	with	exceptions	which	need	not
here	be	specified,	does	not	discern	truth	intuitively,	or	as	a	whole.	We	know,	not	by	a
direct	and	simple	vision,	not	at	a	glance,	but,	as	it	were,	by	piecemeal	and	accumulation,
by	a	mental	process,	by	going	round	an	object,	by	the	comparison,	the	combination,	the
mutual	correction,	the	continual	adaptation,	of	many	partial	notions,	by	the	employment,
concentration,	and	joint	action	of	many	faculties	and	exercises	of	mind.	Such	a	union	and
concert	of	the	intellectual	powers,	such	an	enlargement	and	development,	such	a
comprehensiveness,	is	necessarily	a	matter	of	training.	And	again,	such	a	training	is	a
matter	of	rule;	it	is	not	mere	application,	however	exemplary,	which	introduces	the	mind
to	truth,	nor	the	reading	many	books,	nor	the	getting	up	many	subjects,	nor	the	witnessing
many	experiments,	nor	the	attending	many	lectures.	All	this	is	short	of	enough;	a	man
may	have	done
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it	all,	yet	be	lingering	in	the	vestibule	of	knowledge:he	may	not	realize	what	his	mouth
utters;	he	may	not	see	with	his	mental	eye	what	confronts	him;	he	may	have	no	grasp	of
things	as	they	are;	or	at	least	he	may	have	no	power	at	all	of	advancing	one	step	forward
of	himself,	in	consequence	of	what	he	has	already	acquired,	no	power	of	discriminating
between	truth	and	falsehood,	of	sifting	out	the	grains	of	truth	from	the	mass,	of	arranging
things	according	to	their	real	value,	and,	if	I	may	use	the	phrase,	of	building	up	ideas.
Such	a	power	is	the	result	of	a	scientific	formation	of	mind;	it	is	an	acquired	faculty	of
judgment,	of	clear-sightedness,	of	sagacity,	of	wisdom,	of	philosophical	reach	of	mind,
and	of	intellectual	self-possession	and	repose,qualities	which	do	not	come	of	mere
acquirement.	The	bodily	eye,	the	organ	for	apprehending	material	objects,	is	provided	by
nature;	the	eye	of	the	mind,	of	which	the	object	is	truth,	is	the	work	of	discipline	and
habit.

This	process	of	training,	by	which	the	intellect,	instead	of	being	formed	or	sacrificed	to
some	particular	or	accidental	purpose,	some	specific	trade	or	profession,	or	study	or
science,	is	disciplined	for	its	own	sake,	for	the	perception	of	its	own	proper	object,	and
for	its	own	highest	culture,	is	called	Liberal	Education;	and	though	there	is	no	one	in
whom	it	is	carried	as	far	as	is	conceivable,	or	whose	intellect	would	be	a	pattern	of	what
intellects	should	be	made,	yet	there	is	scarcely	any	one	but	may	gain	an	idea	of	what	real
training	is,	and	at	least	look	towards	it,	and	make	its	true	scope	and	result,	not	something
else,	his	standard	of	excellence;	and	numbers	there	are	who	may	submit	themselves	to	it,
and	secure	it	to	themselves	in	good	measure.	And	to	set	forth	the	right	standard,	and	to
train	according	to	it,	and	to	help	forward	all	students	towards	it	according	to	their	various
capacities,	this	I	conceive	to	be	the	business	of	a	University.

2

Now	this	is	what	some	great	men	are	very	slow	to	allow;	they	insist	that	Education	should
be	confined	to	some	particular	and	narrow	end,	and	should	issue	in	some	definite	work,
which	can	be	weighed	and	measured.	They	argue	as	if	every	thing,	as	well	as	every
person,	had	its	price;	and	that	where	there	has	been	a
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great	outlay,	they	have	a	right	to	expect	a	return	in	kind.	This	they	call	making	Education
and	Instruction	"useful,"	and	"Utility"	becomes	their	watchword.	With	a	fundamental
principle	of	this	nature,	they	very	naturally	go	on	to	ask,	what	there	is	to	show	for	the
expense	of	a	University;	what	is	the	real	worth	in	the	market	of	the	article	called	"a	Liberal
Education,"	on	the	supposition	that	it	does	not	teach	us	definitely	how	to	advance	our
manufactures,	or	to	improve	our	lands,	or	to	better	our	civil	economy;	or	again,	if	it	does
not	at	once	make	this	man	a	lawyer,	that	an	engineer,	and	that	a	surgeon;	or	at	least	if	it
does	not	lead	to	discoveries	in	chemistry,	astronomy,	geology,	magnetism,	and	science	of
every	kind.

This	question,	as	might	have	been	expected,	has	been	keenly	debated	in	the	present	age,
and	formed	one	main	subject	of	the	controversy,	to	which	I	referred	in	the	Introduction
to	the	present	Discourses,	as	having	been	sustained	in	the	first	decade	of	this	century	by	a
celebrated	Northern	Review	on	the	one	hand,	and	defenders	of	the	University	of	Oxford
on	the	other.	Hardly	had	the	authorities	of	that	ancient	seat	of	learning,	waking	from	their
long	neglect,	set	on	foot	a	plan	for	the	education	of	the	youth	committed	to	them,	than	the
representatives	of	science	and	literature	in	the	city,	which	has	sometimes	been	called	the
Northern	Athens,	remonstrated,	with	their	gravest	arguments	and	their	most	brilliant
satire,	against	the	direction	and	shape	which	the	reform	was	taking.	Nothing	would
content	them,	but	that	the	University	should	be	set	to	rights	on	the	basis	of	the	philosophy
of	Utility;	a	philosophy,	as	they	seem	to	have	thought,	which	needed	but	to	be	proclaimed
in	order	to	be	embraced.	In	truth,	they	were	little	aware	of	the	depth	and	force	of	the
principles	on	which	the	academical	authorities	were	proceeding,	and,	this	being	so,	it	was
not	to	be	expected	that	they	would	be	allowed	to	walk	at	leisure	over	the	field	of
controversy	which	they	had	selected.	Accordingly	they	were	encountered	in	behalf	of	the
University	by	two	men	of	great	name	and	influence	in	their	day,	of	very	different	minds,
but	united,	as	by	Collegiate	ties,	so	in	the	clear-sighted	and	large	view	which	they	took	of
the	whole	subject	of	Liberal	Education;	and	the	defence	thus	provided	for	the	Oxford
studies	has	kept	its	ground	to	this	day.
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3

Let	me	be	allowed	to	devote	a	few	words	to	the	memory	of	distinguished	persons,	under
the	shadow	of	whose	name	I	once	lived,	and	by	whose	doctrine	I	am	now	profiting.	In
the	heart	of	Oxford	there	is	a	small	plot	of	ground,	hemmed	in	by	public	thoroughfares,
which	has	been	the	possession	and	the	home	of	one	Society	for	above	five	hundred
years.	In	the	old	time	of	Boniface	the	Eighth	and	John	the	Twenty-second,	in	the	age	of
Scotus	and	Occam	and	Dante,	before	Wiclif	or	Huss	had	kindled	those	miserable	fires
which	are	still	raging	to	the	ruin	of	the	highest	interests	of	man,	an	unfortunate	king	of
England,	Edward	the	Second,	flying	from	the	field	of	Bannockburn,	is	said	to	have	made
a	vow	to	the	Blessed	Virgin	to	found	a	religious	house	in	her	honour,	if	he	got	back	in
safety.	Prompted	and	aided	by	his	Almoner,	he	decided	on	placing	this	house	in	the	city
of	Alfred;	and	the	Image	of	our	Lady,	which	is	opposite	its	entrance-gate,	is	to	this	day
the	token	of	the	vow	and	its	fulfilment.	King	and	Almoner	have	long	been	in	the	dust,
and	strangers	have	entered	into	their	inheritance,	and	their	creed	has	been	forgotten,	and
their	holy	rites	disowned;	but	day	by	day	a	memento	is	still	made	in	the	holy	Sacrifice	by
at	least	one	Catholic	Priest,	once	a	member	of	that	College,	for	the	souls	of	those	Catholic
benefactors	who	fed	him	there	for	so	many	years.	The	visitor,	whose	curiosity	has	been
excited	by	its	present	fame,	gazes	perhaps	with	something	of	disappointment	on	a
collection	of	buildings	which	have	with	them	so	few	of	the	circumstances	of	dignity	or
wealth.	Broad	quadrangles,	high	halls	and	chambers,	ornamented	cloisters,	stately	walks,
or	umbrageous	gardens,	a	throng	of	students,	ample	revenues,	or	a	glorious	history,	none
of	these	things	were	the	portion	of	that	old	Catholic	foundation;	nothing	in	short	which	to
the	common	eye	sixty	years	ago	would	have	given	tokens	of	what	it	was	to	be.	But	it	had
at	that	time	a	spirit	working	within	it,	which	enabled	its	inmates	to	do,	amid	its	seeming
insignificance,	what	no	other	body	in	the	place	could	equal;	not	a	very	abstruse	gift	or
extraordinary	boast,	but	a	rare	one,	the	honest	purpose	to	administer	the	trust	committed
to	them	in	such	a	way	as	their	conscience	pointed	out	as	best.	So,	whereas	the	Colleges
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of	Oxford	are	self-electing	bodies,	the	fellows	in	each	perpetually	filling	up	for
themselves	the	vacancies	which	occur	in	their	number,	the	members	of	this	foundation
determined,	at	a	time	when,	either	from	evil	custom	or	from	ancient	statute,	such	a	thing
was	not	known	elsewhere,	to	throw	open	their	fellowships	to	the	competition	of	all
comers,	and,	in	the	choice	of	associates	henceforth,	to	cast	to	the	winds	every	personal
motive	and	feeling,	family	connexion,	and	friendship,	and	patronage,	and	political
interest,	and	local	claim,	and	prejudice,	and	party	jealousy,	and	to	elect	solely	on	public
and	patriotic	grounds.	Nay,	with	a	remarkable	independence	of	mind,	they	resolved	that
even	the	table	of	honours,	awarded	to	literary	merit	by	the	University	in	its	new	system	of
examination	for	degrees,	should	not	fetter	their	judgment	as	electors;	but	that	at	all	risks,
and	whatever	criticism	it	might	cause,	and	whatever	odium	they	might	incur,	they	would
select	the	men,	whoever	they	were,	to	be	children	of	their	Founder,	whom	they	thought	in
their	consciences	to	be	most	likely	from	their	intellectual	and	moral	qualities	to	please
him,	if	(as	they	expressed	it)	he	were	still	upon	earth,	most	likely	to	do	honour	to	his
College,	most	likely	to	promote	the	objects	which	they	believed	he	had	at	heart.	Such
persons	did	not	promise	to	be	the	disciples	of	a	low	Utilitarianism;	and	consequently,	as
their	collegiate	reform	synchronized	with	that	reform	of	the	Academical	body,	in	which
they	bore	a	principal	part,	it	was	not	unnatural	that,	when	the	storm	broke	upon	the
University	from	the	North,	their	Alma	Mater,	whom	they	loved,	should	have	found	her
first	defenders	within	the	walls	of	that	small	College,	which	had	first	put	itself	into	a
condition	to	be	her	champion.

These	defenders,	I	have	said,	were	two,	of	whom	the	more	distinguished	was	the	late	Dr.
Copleston,	then	a	Fellow	of	the	College,	successively	its	Provost,	and	Protestant	Bishop
of	Llandaff.	In	that	Society,	which	owes	so	much	to	him,	his	name	lives,	and	ever	will
live,	for	the	distinction	which	his	talents	bestowed	on	it,	for	the	academical	importance	to
which	he	raised	it,	for	the	generosity	of	spirit,	the	liberality	of	sentiment,	and	the	kindness
of	heart,	with	which	he	adorned	it,	and	which	even	those	who	had	least	sympathy	with
some	aspects	of	his	mind	and	character	could	not	but	admire	and	love.	Men	come	to	their
meridian	at	various	periods	of	their	lives;	the	last	years	of	the	eminent	person
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I	am	speaking	of	were	given	to	duties	which,	I	am	told,	have	been	the	means	of	endearing
him	to	numbers,	but	which	afforded	no	scope	for	that	peculiar	vigour	and	keenness	of
mind	which	enabled	him,	when	a	young	man,	single-handed,	with	easy	gallantry,	to
encounter	and	overthrow	the	charge	of	three	giants	of	the	North	combined	against	him.	I
believe	I	am	right	in	saying	that,	in	the	progress	of	the	controversy,	the	most	scientific,	the
most	critical,	and	the	most	witty,	of	that	literary	company,	all	of	them	now,	as	he	himself,
removed	from	this	visible	scene,	Professor	Playfair,	Lord	Jeffrey,	and	the	Rev.	Sydney
Smith,	threw	together	their	several	efforts	into	one	article	of	their	Review,	in	order	to
crush	and	pound	to	dust	the	audacious	controvertist	who	had	come	out	against	them	in
defence	of	his	own	Institutions.	To	have	even	contended	with	such	men	was	a	sufficient
voucher	for	his	ability,	even	before	we	open	his	pamphlets,	and	have	actual	evidence	of
the	good	sense,	the	spirit,	the	scholar-like	taste,	and	the	purity	of	style,	by	which	they	are
distinguished.

He	was	supported	in	the	controversy,	on	the	same	general	principles,	but	with	more	of
method	and	distinctness,	and,	I	will	add,	with	greater	force	and	beauty	and	perfection,
both	of	thought	and	of	language,	by	the	other	distinguished	writer,	to	whom	I	have
already	referred,	Mr.	Davison;	who,	though	not	so	well	known	to	the	world	in	his	day,
has	left	more	behind	him	than	the	Provost	of	Oriel,	to	make	his	name	remembered	by
posterity.	This	thoughtful	man,	who	was	the	admired	and	intimate	friend	of	a	very
remarkable	person,	whom,	whether	he	wish	it	or	not,	numbers	revere	and	love	as	the	first
author	of	the	subsequent	movement	in	the	Protestant	Church	towards	Catholicism,*	this
grave	and	philosophical	writer,	whose	works	I	can	never	look	into	without	sighing	that
such	a	man	was	lost	to	the	Catholic	Church,	as	Dr.	Butler	before	him,	by	some	early	bias
or	some	fault	of	self-educationhe,	in	a	review	of	a	work	by	Mr.	Edgeworth	on
Professional	Education,	which	attracted	a	good	deal	of	attention	in	its	day,	goes	leisurely
over	the	same	ground,	which	had	already	been	rapidly	traversed	by	Dr.	Copleston,	and,
though	professedly	employed	upon	Mr.	Edgeworth,	is	really	replying	to	the	northern	critic
who	had	brought	that	writer's	work	into	no-

*	Mr.	Keble,	Vicar	of	Hursley,	late	Fellow	of	Oriel,	and	Professor	of	Poetry	in	the	University	of
Oxford.
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tice,	and	to	a	far	greater	author	than	either	of	them,	who	in	a	past	age	had	argued	on	the
same	side.

4

The	author	to	whom	I	allude	is	no	other	than	Locke.	That	celebrated	philosopher	has
preceded	the	Edinburgh	Reviewers	in	condemning	the	ordinary	subjects	in	which	boys
are	instructed	at	school,	on	the	ground	that	they	are	not	needed	by	them	in	after	life;	and
before	quoting	what	his	disciples	have	said	in	the	present	century,	I	will	refer	to	a	few
passages	of	the	master.	"'Tis	matter	of	astonishment,"	he	says	in	his	work	on	Education,
"that	men	of	quality	and	parts	should	suffer	themselves	to	be	so	far	misled	by	custom	and
implicit	faith.	Reason,	if	consulted	with,	would	advise,	that	their	children's	time	should	be
spent	in	acquiring	what	might	be	useful	to	them,	when	they	come	to	be	men,	rather	than
that	their	heads	should	be	stuffed	with	a	deal	of	trash,	a	great	part	whereof	they	usually
never	do	('tis	certain	they	never	need	to)	think	on	again	as	long	as	they	live;	and	so	much
of	it	as	does	stick	by	them	they	are	only	the	worse	for."

And	so	again,	speaking	of	verse-making,	he	says,	"I	know	not	what	reason	a	father	can
have	to	wish	his	son	a	poet,	who	does	not	desire	him	to	bid	defiance	to	all	other	callings
and	business;	which	is	not	yet	the	worst	of	the	case;	for,	if	he	proves	a	successful	rhymer,
and	gets	once	the	reputation	of	a	wit,	I	desire	it	to	be	considered,	what	company	and
places	he	is	likely	to	spend	his	time	in,	nay,	and	estate	too;	for	it	is	very	seldom	seen	that
any	one	discovers	mines	of	gold	or	silver	in	Parnassus.	'Tis	a	pleasant	air,	but	a	barren
soil."

In	another	passage	he	distinctly	limits	utility	in	education	to	its	bearing	on	the	future
profession	or	trade	of	the	pupil,	that	is,	he	scorns	the	idea	of	any	education	of	the
intellect,	simply	as	such.	"Can	there	be	any	thing	more	ridiculous,	he	asks,	"than	that	a
father	should	waste	his	own	money,	and	his	son's	time,	in	setting	him	to	learn	the	Roman
language,	when	at	the	same	time	he	designs	him	for	a	trade,	wherein	he,	having	no	use
of	Latin,	fails	not	to	forget	that	little	which	he	brought	from	school,	and	which	'tis	ten	to
one	he	abhors	for	the	ill-usage	it	procured	him?	Could	it	be	believed,	unless	we	have
every	where	amongst	us
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examples	of	it,	that	a	child	should	be	forced	to	learn	the	rudiments	of	a	language,	which
he	is	never	to	use	in	the	course	of	life	that	he	is	designed	to,	and	neglect	all	the	while	the
writing	a	good	hand,	and	casting	accounts,	which	are	of	great	advantage	in	all	conditions
of	life,	and	to	most	trades	indispensably	necessary?"	Nothing	of	course	can	be	more
absurd	than	to	neglect	in	education	those	matters	which	are	necessary	for	a	boy's	future
calling;	but	the	tone	of	Locke's	remarks	evidently	implies	more	than	this,	and	is
condemnatory	of	any	teaching	which	tends	to	the	general	cultivation	of	the	mind.

Now	to	turn	to	his	modern	disciples.	The	study	of	the	Classics	had	been	made	the	basis	of
the	Oxford	education,	in	the	reforms	which	I	have	spoken	of,	and	the	Edinburgh
Reviewers	protested,	after	the	manner	of	Locke,	that	no	good	could	come	of	a	system
which	was	not	based	upon	the	principle	of	Utility.

"Classical	Literature,"	they	said,	"is	the	great	object	at	Oxford.	Many	minds,	so	employed,
have	produced	many	work's	and	much	fame	in	that	department;	but	if	all	liberal	arts	and
sciences,	useful	to	human	life,	had	been	taught	there,	if	some	had	dedicated	themselves	to
chemistry,	some	to	mathematics,	some	to	experimental	philosophy,	and	if	every
attainment	had	been	honoured	in	the	mixt	ratio	of	its	difficulty	and	utility,	the	system	of
such	a	University	would	have	been	much	more	valuable,	but	the	splendour	of	its	name
something	less."

Utility	may	be	made	the	end	of	education,	in	two	respects:	either	as	regards	the	individual
educated,	or	the	community	at	large.	In	which	light	do	these	writers	regard	it?	in	the	latter.
So	far	they	differ	from	Locke,	for	they	consider	the	advancement	of	science	as	the
supreme	and	real	end	of	a	University.	This	is	brought	into	view	in	the	sentences	which
follow.

"When	a	University	has	been	doing	useless	things	for	a	long	time,	it	appears	at	first
degrading	to	them	to	be	useful.	A	set	of	Lectures	on	Political	Economy	would	be
discouraged	in	Oxford,	probably	despised,	probably	not	permitted.	To	discuss	the
inclosure	of	commons,	and	to	dwell	upon	imports	and	exports,	to	come	so	near	to
common	life,	would	seem	to	be	undignified	and	contemptible.	In	the	same	manner,	the
Parr	or	the	Bentley	of	the	day	would	be	scandalized,	in	a	University,	to	be	put	on	a	level
with	the	discoverer	of	a	neutral	salt;	and	yet,	what	other
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measure	is	there	of	dignity	in	intellectual	labour	but	usefulness?	And	what	ought	the
term	University	to	mean,	but	a	place	where	every	science	is	taught	which	is	liberal,	and	at
the	same	time	useful	to	mankind?	Nothing	would	so	much	tend	to	bring	classical
literature	within	proper	bounds	as	a	steady	and	invariable	appeal	to	utility	in	our
appreciation	of	all	human	knowledge.	.	.	.	Looking	always	to	real	utility	as	our	guide,	we
should	see,	with	equal	pleasure,	a	studious	and	inquisitive	mind	arranging	the
productions	of	nature,	investigating	the	qualities	of	bodies,	or	mastering	the	difficulties	of
the	learned	languages.	We	should	not	care	whether	he	was	chemist,	naturalist,	or	scholar,
because	we	know	it	to	be	as	necessary	that	matter	should	be	studied	and	subdued	to	the
use	of	man,	as	that	taste	should	be	gratified,	and	imagination	inflamed."

Such	then	is	the	enunciation,	as	far	as	words	go,	of	the	theory	of	Utility	in	Education;	and
both	on	its	own	account,	and	for	the	sake	of	the	able	men	who	have	advocated	it,	it	has	a
claim	on	the	attention	of	those	whose	principles	I	am	here	representing.	Certainly	it	is
specious	to	contend	that	nothing	is	worth	pursuing	but	what	is	useful;	and	that	life	is	not
long	enough	to	expend	upon	interesting,	or	curious,	or	brilliant	trifles.	Nay,	in	one	sense,
I	will	grant	it	is	more	than	specious,	it	is	true;	but,	if	so,	how	do	I	propose	directly	to	meet
the	objection?	Why,	Gentlemen,	I	have	really	met	it	already,	viz.,	in	laying	down,	that
intellectual	culture	is	its	own	end;	for	what	has	its	end	in	itself,	has	its	use	in	itself	also.	I
say,	if	a	Liberal	Education	consists	in	the	culture	of	the	intellect,	and	if	that	culture	be	in
itself	a	good,	here,	without	going	further,	is	an	answer	to	Locke's	question;	for	if	a	healthy
body	is	a	good	in	itself,	why	is	not	a	healthy	intellect?	and	if	a	College	of	Physicians	is	a
useful	institution,	because	it	contemplates	bodily	health,	why	is	not	an	Academical	Body,
though	it	were	simply	and	solely	engaged	in	imparting	vigour	and	beauty	and	grasp	to	the
intellectual	portion	of	our	nature?	And	the	Reviewers	I	am	quoting	seem	to	allow	this	in
their	better	moments,	in	a	passage	which,	putting	aside	the	question	of	its	justice	in	fact,	is
sound	and	true	in	the	principles	to	which	it	appeals:

"The	present	state	of	classical	education,"	they	say,	"cultivates	the	imagination	a	great
deal	too	much,	and	other	habits	of	mind
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a	great	deal	too	little,	and	trains	up	many	young	men	in	a	style	of	elegant	imbecility,
utterly	unworthy	of	the	talents	with	which	nature	has	endowed	them.	.	.	.	The	matter	of
fact	is,	that	a.	classical	scholar	of	twenty-three	or	twenty-four	is	a	man	principally
conversant	with	works	of	imagination.	His	feelings	are	quick,	his	fancy	lively,	and	his
taste	good.	Talents	for	speculation	and	original	inquiry	he	has	none,	nor	has	he	formed
the	invaluable	habit	of	pushing	things	up	to	their	first	principles,	or	of	collecting	dry	and
unamusing	facts	as	the	materials	for	reasoning.	All	the	solid	and	masculine	parts	of	his
understanding	are	left	wholly	without	cultivation;	he	hates	the	pain	of	thinking,	and
suspects	every	man	whose	boldness	and	originality	call	upon	him	to	defend	his	opinions
and	prove	his	assertions.''

5

Now,	I	am	not	at	present	concerned	with	the	specific	question	of	classical	education;	else,
I	might	reasonably	question	the	justice	of	calling	an	intellectual	discipline,	which
embraces	the	study	of	Aristotle,	Thucydides,	and	Tacitus,	which	involves	Scholarship	and
Antiquities,	imaginative;	still	so	far	I	readily	grant,	that	the	cultivation	of	the
"understanding,"	of	a	"talent	for	speculation	and	original	inquiry,"	and	of	"the	habit	of
pushing	things	up	to	their	first	principles,"	is	a	principal	portion	of	a	good	or	liberal
education.	If	then	the	Reviewers	consider	such	cultivation	the	characteristic	of	a	useful
education,	as	they	seem	to	do	in	the	foregoing	passage,	it	follows,	that	what	they	mean	by
"useful"	is	just	what	I	mean	by	"good"	or	"liberal:"	and	Locke's	question	becomes	a
verbal	one.	Whether	youths	are	to	be	taught	Latin	or	verse-making	will	depend	on	the
fact,	whether	these	studies	tend	to	mental	culture;	but,	however	this	is	determined,	so	far
is	clear,	that	in	that	mental	culture	consists	what	I	have	called	a	liberal	or	non-
professional,	and	what	the	Reviewers	call	a	useful	education.

This	is	the	obvious	answer	which	may	be	made	to	those	who	urge	upon	us	the	claims	of
Utility	in	our	plans	of	Education;	but	I	am	not	going	to	leave	the	subject	here:	I	mean	to
take	a	wider	view	of	it.	Let	us	take	"useful,"	as	Locke	takes	it,	in	its	proper	and	popular
sense,	and	then	we	enter	upon	a	large	field	of
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thought,	to	which	I	cannot	do	justice	in	one	Discourse,	though	to-day's	is	all	the	space
that	I	can	give	to	it.	I	say,	let	us	take	"useful"	to	mean,	not	what	is	simply	good,	but	what
tends	to	good,	or	is	the	instrument	of	good;	and	in	this	sense	also,	Gentlemen,	I	will	show
you	how	a	liberal	education	is	truly	and	fully	a	useful,	though	it	be	not	a	professional,
education.	"Good"	indeed	means	one	thing,	and	"useful''	means	another;	but	I	lay	it	down
as	a	principle,	which	will	save	us	a	great	deal	of	anxiety,	that,	though	the	useful	is	not
always	good,	the	good	is	always	useful.	Good	is	not	only	good,	but	reproductive	of	good;
this	is	one	of	its	attributes;	nothing	is	excellent,	beautiful,	perfect,	desirable	for	its	own
sake,	but	it	overflows,	and	spreads	the	likeness	of	itself	all	around	it.	Good	is	prolific;	it	is
not	only	good	to	the	eye,	but	to	the	taste;	it	not	only	attracts	us,	but	it	communicates	itself;
it	excites	first	our	admiration	and	love,	then	our	desire	and	our	gratitude,	and	that,	in
proportion	to	its	intenseness	and	fulness	in	particular	instances.	A	great	good	will	impart
great	good.	If	then	the	intellect	is	so	excellent	a	portion	of	us,	and	its	cultivation	so
excellent,	it	is	not	only	beautiful,	perfect,	admirable,	and	noble	in	itself,	but	in	a	true	and
high	sense	it	must	be	useful	to	the	possessor	and	to	all	around	him;	not	useful	in	any	low,
mechanical,	mercantile	sense,	but	as	diffusing	good,	or	as	a	blessing,	or	a	gift,	or	power,
or	a	treasure,	first	to	the	owner,	then	through	him	to	the	world.	I	say	then,	if	a	liberal
education	be	good,	it	must	necessarily	be	useful	too.

6

You	will	see	what	I	mean	by	the	parallel	of	bodily	health.	Health	is	a	good	in	itself,
though	nothing	came	of	it,	and	is	especially	worth	seeking	and	cherishing;	yet,	after	all,
the	blessings	which	attend	its	presence	are	so	great,	while	they	are	so	close	to	it	and	so
redound	back	upon	it	and	encircle	it,	that	we	never	think	of	it	except	as	useful	as	well	as
good,	and	praise	and	prize	it	for	what	it	does,	as	well	as	for	what	it	is,	though	at	the	same
time	we	cannot	point	out	any	definite	and	distinct	work	or	production	which	it	can	be
said	to	effect.	And	so	as	regards	intellectual	culture,	I	am	far	from	denying	utility	in	this
large	sense	as
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the	end	of	Education,	when	I	lay	it	down,	that	the	culture	of	the	intellect	is	a	good	in	itself
and	its	own	end;	I	do	not	exclude	from	the	idea	of	intellectual	culture	what	it	cannot	but
be,	from	the	very	nature	of	things;	I	only	deny	that	we	must	be	able	to	point	out,	before
we	have	any	right	to	call	it	useful,	some	art,	or	business,	or	profession,	or	trade,	or	work,
as	resulting	from	it,	and	as	its	real	and	complete	end.	The	parallel	is	exact:As	the	body
may	be	sacrificed	to	some	manual	or	other	toil,	whether	moderate	or	oppressive,	so	may
the	intellect	be	devoted	to	some	specific	profession;	and	I	do	not	call	this	the	culture	of
the	intellect.	Again,	as	some	member	or	organ	of	the	body	may	be	inordinately	used	and
developed,	so	may	memory,	or	imagination,	or	the	reasoning	faculty;	and	this	again	is	not
intellectual	culture.	On	the	other	hand,	as	the	body	may	be	tended,	cherished,	and
exercised	with	a	simple	view	to	its	general	health,	so	may	the	intellect	also	be	generally
exercised	in	order	to	its	perfect	state;	and	this	is	its	cultivation.

Again,	as	health	ought	to	precede	labour	of	the	body,	and	as	a	man	in	health	can	do	what
an	unhealthy	man	cannot	do,	and	as	of	this	health	the	properties	are	strength,	energy,
agility,	graceful	carriage	and	action,	manual	dexterity,	and	endurance	of	fatigue,	so	in	like
manner	general	culture	of	mind	is	the	best	aid	to	professional	and	scientific	study,	and
educated	men	can	do	what	illiterate	cannot;	and	the	man	who	has	learned	to	think	and	to
reason	and	to	compare	and	to	discriminate	and	to	analyze,	who	has	refined	his	taste,	and
formed	his	judgment,	and	sharpened	his	mental	vision,	will	not	indeed	at	once	be	a
lawyer,	or	a	pleader,	or	an	orator,	or	a	statesman,	or	a	physician,	or	a	good	landlord,	or	a
man	of	business,	or	a	soldier,	or	an	engineer,	or	a	chemist,	or	a	geologist,	or	an
antiquarian,	but	he	will	be	placed	in	that	state	of	intellect	in	which	he	can	take	up	any	one
of	the	sciences	or	callings	I	have	referred	to,	or	any	other	for	which	he	has	a	taste	or
special	talent,	with	an	ease,	a	grace,	a	versatility,	and	a	success,	to	which	another	is	a
stranger.	In	this	sense	then,	and	as	yet	I	have	said	but	a	very	few	words	on	a	large	subject,
mental	culture	is	emphatically	useful.

If	then	I	am	arguing,	and	shall	argue,	against	Professional	or	Scientific	knowledge	as	the
sufficient	end	of	a	University	Educa-
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tion,	let	me	not	be	supposed,	Gentlemen,	to	be	disrespectful	towards	particular	studies,	or
arts,	or	vocations,	and	those	who	are	engaged	in	them.	In	saying	that	Law	or	Medicine	is
not	the	end	of	a	University	course,	I	do	not	mean	to	imply	that	the	University	does	not
teach	Law	or	Medicine.	What	indeed	can	it	teach	at	all,	if	it	does	not	teach	something
particular?	It	teaches	all	knowledge	by	teaching	all	branches	of	knowledge,	and	in	no
other	way.	I	do	but	say	that	there	will	be	this	distinction	as	regards	a	Professor	of	Law,	or
of	Medicine,	or	of	Geology,	or	of	Political	Economy,	in	a	University	and	out	of	it,	that	out
of	a	University	he	is	in	danger	of	being	absorbed	and	narrowed	by	his	pursuit,	and	of
giving	Lectures	which	are	the	Lectures	of	nothing	more	than	a	lawyer,	physician,
geologist,	or	political	economist;	whereas	in	a	University	he	will	just	know	where	he	and
his	science	stand,	he	has	come	to	it,	as	it	were,	from	a	height,	he	has	taken	a	survey	of	all
knowledge,	he	is	kept	from	extravagance	by	the	very	rivalry	of	other	studies,	he	has
gained	from	them	a	special	illumination	and	largeness	of	mind	and	freedom	and	self-
possession,	and	he	treats	his	own	in	consequence	with	a	philosophy	and	a	resource,
which	belongs	not	to	the	study	itself,	but	to	his	liberal	education.

This	then	is	how	I	should	solve	the	fallacy,	for	so	I	must	call	it,	by	which	Locke	and	his
disciples	would	frighten	us	from	cultivating	the	intellect,	under	the	notion	that	no
education	is	useful	which	does	not	teach	us	some	temporal	calling,	or	some	mechanical
art,	or	some	physical	secret.	I	say	that	a	cultivated	intellect,	because	it	is	a	good	in	itself,
brings	with	it	a	power	and	a	grace	to	every	work	and	occupation	which	it	undertakes,	and
enables	us	to	be	more	useful,	and	to	a	greater	number.	There	is	a	duty	we	owe	to	human
society	as	such,	to	the	state	to	which	we	belong,	to	the	sphere	in	which	we	move,	to	the
individuals	towards	whom	we	are	variously	related,	and	whom	we	successively
encounter	in	life;	and	that	philosophical	or	liberal	education,	as	I	have	called	it,	which	is
the	proper	function	of	a	University,	if	it	refuses	the	foremost	place	to	professional
interests,	does	but	postpone	them	to	the	formation	of	the	citizen,	and,	while	it	subserves
the	larger	interests	of	philanthropy,	prepares	also	for	the	successful	prosecution	of	those
merely	personal	objects,	which	at	first	sight	it	seems	to	disparage.
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7

And	now,	Gentlemen,	I	wish	to	be	allowed	to	enforce	in	detail	what	I	have	been	saying,
by	some	extracts	from	the	writings	to	which	I	have	already	alluded,	and	to	which	I	am	so
greatly	indebted.

"It	is	an	undisputed	maxim	in	Political	Economy,"	says	Dr.	Copleston,	"that	the	separation
of	professions	and	the	division	of	labour	tend	to	the	perfection	of	every	art,	to	the	wealth
of	nations,	to	the	general	comfort	and	well-being	of	the	community.	This	principle	of
division	is	in	some	instances	pursued	so	far	as	to	excite	the	wonder	of	people	to	whose
notice	it	is	for	the	first	time	pointed	out.	There	is	no	saying	to	what	extent	it	may	not	be
carried;	and	the	more	the	powers	of	each	individual	are	concentrated	in	one	employment,
the	greater	skill	and	quickness	will	he	naturally	display	in	performing	it.	But,	while	he
thus	contributes	more	effectually	to	the	accumulation	of	national	wealth,	he	becomes
himself	more	and	more	degraded	as	a	rational	being.	In	proportion	as	his	sphere	of	action
is	narrowed	his	mental	powers	and	habits	become	contracted;	and	he	resembles	a
subordinate	part	of	some	powerful	machinery,	useful	in	its	place,	but	insignificant	and
worthless	out	of	it.	If	it	be	necessary,	as	it	is	beyond	all	question	necessary,	that	society
should	be	split	into	divisions	and	subdivisions,	in	order	that	its	several	duties	may	be	well
performed,	yet	we	must	be	careful	not	to	yield	up	ourselves	wholly	and	exclusively	to	the
guidance	of	this	system;	we	must	observe	what	its	evils	are,	and	we	should	modify	and
restrain	it,	by	bringing	into	action	other	principles,	which	may	serve	as	a	check	and
counterpoise	to	the	main	force.

"There	can	be	no	doubt	that	every	art	is	improved	by	confining	the	professor	of	it	to	that
single	study.	But,	although	the	art	itself	is	advanced	by	this	concentration	of	mind	in	its
service,	the	individual	who	is	confined	to	it	goes	back.	The	advantage	of	the	community
is	nearly	in	an	inverse	ratio	with	his	own.

"Society	itself	requires	some	other	contribution	from	each	individual,	besides	the
particular	duties	of	his	profession.	And,	if	no	such	liberal	intercourse	be	established,	it	is
the	common	failing	of	human	nature,	to	be	engrossed	with	petty	views	and	in-
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terests,	to	underrate	the	importance	of	all	in	which	we	are	not	concerned,	and	to	carry	our
partial	notions	into	cases	where	they	are	inapplicable,	to	act,	in	short,	as	so	many
unconnected	units,	displacing	and	repelling	one	another.

"In	the	cultivation	of	literature	is	found	that	common	link,	which,	among	the	higher	and
middling	departments	of	life,	unites	the	jarring	sects	and	subdivisions	into	one	interest,
which	supplies	common	topics,	and	kindles	common	feelings,	unmixed	with	those
narrow	prejudices	with	which	all	professions	are	more	or	less	infected.	The	knowledge,
too,	which	is	thus	acquired,	expands	and	enlarges	the	mind,	excites	its	faculties,	and	calls
those	limbs	and	muscles	into	freer	exercise	which,	by	too	constant	use	in	one	direction,
not	only	acquire	an	illiberal	air,	but	are	apt	also	to	lose	somewhat	of	their	native	play	and
energy.	And	thus,	without	directly	qualifying	a	man	for	any	of	the	employments	of	life,	it
enriches	and	ennobles	all.	Without	teaching	him	the	peculiar	business	of	any	one	office	or
calling,	it	enables	him	to	act	his	part	in	each	of	them	with	better	grace	and	more	elevated
carriage;	and,	if	happily	planned	and	conducted,	is	a	main	ingredient	in	that	complete	and
generous	education	which	fits	a	man	'to	perform	justly,	skilfully,	and	magnanimously,	all
the	offices,	both	private	and	public,	of	peace	and	war.'"*

8

The	view	of	Liberal	Education,	advocated	in	these	extracts,	is	expanded	by	Mr.	Davison
in	the	Essay	to	which	I	have	already	referred.	He	lays	more	stress	on	the	"usefulness"	of
Liberal	Education	in	the	larger	sense	of	the	word	than	his	predecessor	in	the	controversy.
Instead	of	arguing	that	the	Utility	of	knowledge	to	the	individual	varies	inversely	with	its
Utility	to	the	public,	he	chiefly	employs	himself	on	the	suggestions	contained	in	Dr.
Copleston's	last	sentences.	He	shows,	first,	that	a	Liberal	Education	is	something	far
higher,	even	in	the	scale	of	Utility,	than	what	is	commonly	called	a	Useful	Education,	and
next,	that	it	is	necessary	or	useful	for	the	purposes	even	of	that	Professional	Education
which	commonly	engrosses	the	title	of	Useful.	The	former

*	Vid.	Milton	on	Education.
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of	these	two	theses	he	recommends	to	us	in	an	argument	from	which	the	following
passages	are	selected:

"It	is	to	take	a	very	contracted	view	of	life,"	he	says,	"to	think	with	great	anxiety	how
persons	may	be	educated	to	superior	skill	in	their	department,	comparatively	neglecting	or
excluding	the	more	liberal	and	enlarged	cultivation.	In	his	(Mr.	Edgeworth's)	system,	the
value	of	every	attainment	is	to	be	measured	by	its	subserviency	to	a	calling.	The	specific
duties	of	that	calling	are	exalted	at	the	cost	of	those	free	and	independent	tastes	and
virtues	which	come	in	to	sustain	the	common	relations	of	society,	and	raise	the	individual
in	them.	In	short,	a	man	is	to	be	usurped	by	his	profession.	He	is	to	be	clothed	in	its	garb
from	head	to	foot.	His	virtues,	his	science,	and	his	ideas	are	all	to	be	put	into	a	gown	or
uniform,	and	the	whole	man	to	be	shaped,	pressed,	and	stiffened,	in	the	exact	mould	of
his	technical	character.	Any	interloping	accomplishments,	or	a	faculty	which	cannot	be
taken	into	public	pay,	if	they	are	to	be	indulged	in	him	at	all,	must	creep	along	under	the
cloak	of	his	more	serviceable	privileged	merits.	Such	is	the	state	of	perfection	to	which
the	spirit	and	general	tendency	of	this	system	would	lead	us.

"But	the	professional	character	is	not	the	only	one	which	a	person	engaged	in	a
profession	has	to	support.	He	is	not	always	upon	duty.	There	are	services	he	owes,	which
are	neither	parochial,	nor	forensic,	nor	military,	nor	to	be	described	by	any	such	epithet
of	civil	regulation,	and	yet	are	in	no	wise	inferior	to	those	that	bear	these	authoritative
titles;	inferior	neither	in	their	intrinsic	value,	nor	their	moral	import,	nor	their	impression
upon	society.	As	a	friend,	as	a	companion,	as	a	citizen	at	large;	in	the	connections	of
domestic	life;	in	the	improvement	and	embellishment	of	his	leisure,	he	has	a	sphere	of
action,	revolving,	if	you	please,	within	the	sphere	of	his	profession,	but	not	clashing	with
it;	in	which	if	he	can	show	none	of	the	advantages	of	an	improved	understanding,
whatever	may	be	his	skill	or	proficiency	in	the	other,	he	is	no	more	than	an	ill-educated
man.

"There	is	a	certain	faculty	in	which	all	nations	of	any	refinement	are	great	practitioners.	It
is	not	taught	at	school	or	college	as	a	distinct	science;	though	it	deserves	that	what	is
taught	there	should	be	made	to	have	some	reference	to	it;	nor	is	it	endowed	at	all	by	the
public;	everybody	being	obliged	to	exercise	it	for
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himself	in	person,	which	he	does	to	the	best	of	his	skill.	But	in	nothing	is	there	a	greater
difference	than	in	the	manner	of	doing	it.	The	advocates	of	professional	learning	will
smile	when	we	tell	them	that	this	same	faculty	which	we	would	have	encouraged,	is
simply	that	of	speaking	good	sense	in	English,	without	fee	or	reward,	in	common
conversation.	They	will	smile	when	we	lay	some	stress	upon	it;	but	in	reality	it	is	no	such
trifle	as	they	imagine.	Look	into	the	huts	of	savages,	and	see,	for	there	is	nothing	to	listen
to,	the	dismal	blank	of	their	stupid	hours	of	silence;	their	professional	avocations	of	war
and	hunting	are	over;	and,	having	nothing	to	do,	they	have	nothing	to	say.	Turn	to
improved	life,	and	you	find	conversation	in	all	its	forms	the	medium	of	something	more
than	an	idle	pleasure;	indeed,	a	very	active	agent	in	circulating	and	forming	the	opinions,
tastes,	and	feelings	of	a	whole	people.	It	makes	of	itself	a	considerable	affair.	Its	topics
are	the	most	promiscuousall	those	which	do	not	belong	to	any	particular	province.	As	for
its	power	and	influence,	we	may	fairly	say	that	it	is	of	just	the	same	consequence	to	a
man's	immediate	society,	how	he	talks,	as	how	he	acts.	Now	of	all	those	who	furnish	their
share	to	rational	conversation,	a	mere	adept	in	his	own	art	is	universally	admitted	to	be
the	worst.	The	sterility	and	uninstructiveness	of	such	a	person's	social	hours	are	quite
proverbial.	Or	if	he	escape	being	dull,	it	is	only	by	launching	into	ill-timed,	learned
loquacity.	We	do	not	desire	of	him	lectures	or	speeches;	and	he	has	nothing	else	to	give.
Among	benches	he	may	be	powerful;	but	seated	on	a	chair	he	is	quite	another	person.	On
the	other	hand,	we	may	affirm,	that	one	of	the	best	companions	is	a	man	who,	to	the
accuracy	and	research	of	a	profession,	has	joined	a	free	excursive	acquaintance	with
various	learning,	and	caught	from	it	the	spirit	of	general	observation."

9

Having	thus	shown	that	a	liberal	education	is	a	real	benefit	to	the	subjects	of	it,	as
members	of	society,	in	the	various	duties	and	circumstances	and	accidents	of	life,	he	goes
on,	in	the	next	place,	to	show	that,	over	and	above	those	direct	services	which	might
fairly	be	expected	of	it,	it	actually	subserves	the	discharge
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of	those	particular	functions,	and	the	pursuit	of	those	particular	advantages,	which	are
connected	with	professional	exertion,	and	to	which	Professional	Education	is	directed.

"We	admit,"	he	observes,	"that	when	a	person	makes	a	business	of	one	pursuit,	he	is	in
the	right	way	to	eminence	in	it;	and	that	divided	attention	will	rarely	give	excellence	in
many.	But	our	assent	will	go	no	further.	For,	to	think	that	the	way	to	prepare	a	person	for
excelling	in	any	one	pursuit	(and	that	is	the	only	point	in	hand),	is	to	fetter	his	early
studies,	and	cramp	the	first	development	of	his	mind,	by	a	reference	to	the	exigencies	of
that	pursuit	barely,	is	a	very	different	notion,	and	one	which,	we	apprehend,	deserves	to
be	exploded	rather	than	received.	Possibly	a	few	of	the	abstract,	insulated	kinds	of
learning	might	be	approached	in	that	way.	The	exceptions	to	be	made	are	very	few,	and
need	not	be	recited.	But	for	the	acquisition	of	professional	and	practical	ability	such
maxims	are	death	to	it.	The	main	ingredients	of	that	ability	are	requisite	knowledge	and
cultivated	faculties;	but,	of	the	two,	the	latter	is	by	far	the	chief.	A	man	of	well	improved
faculties	has	the	command	of	another's	knowledge.	A	man	without	them,	has	not	the
command	of	his	own.

"Of	the	intellectual	powers,	the	judgment	is	that	which	takes	the	foremost	lead	in	life.
How	to	form	it	to	the	two	habits	it	ought	to	possess,	of	exactness	and	vigour,	is	the
problem.	It	would	be	ignorant	presumption	so	much	as	to	hint	at	any	routine	of	method
by	which	these	qualities	may	with	certainty	be	imparted	to	every	or	any	understanding.
Still,	however,	we	may	safely	lay	it	down	that	they	are	not	to	be	got	'by	a	gatherer	of
simples,'	but	are	the	combined	essence	and	extracts	of	many	different	things,	drawn	from
much	varied	reading	and	discipline,	first,	and	observation	afterwards.	For	if	there	be	a
single	intelligible	point	on	this	head,	it	is	that	a	man	who	has	been	trained	to	think	upon
one	subject	or	for	one	subject	only,	will	never	be	a	good	judge	even	in	that	one:	whereas
the	enlargement	of	his	circle	gives	him	increased	knowledge	and	power	in	a	rapidly
increasing	ratio.	So	much	do	ideas	act,	not	as	solitary	units,	but	by	grouping	and
combination;	and	so	clearly	do	all	the	things	that	fall	within	the	proper	province	of	the
same	faculty	of	the	mind,	intertwine	with	and	support	each	other.	Judgment	lives	as	it
were	by	comparison	and
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discrimination.	Can	it	be	doubted,	then,	whether	the	range	and	extent	of	that	assemblage
of	things	upon	which	it	is	practised	in	its	first	essays	are	of	use	to	its	power?

"To	open	our	way	a	little	further	on	this	matter,	we	will	define	what	we	mean	by	the
power	of	judgment;	and	then	try	to	ascertain	among	what	kind	of	studies	the
improvement	of	it	may	be	expected	at	all.

"Judgment	does	not	stand	here	for	a	certain	homely,	useful	quality	of	intellect,	that	guards
a	person	from	committing	mistakes	to	the	injury	of	his	fortunes	or	common	reputation;
but	for	that	master-principle	of	business,	literature,	and	talent,	which	gives	him	strength
in	any	subject	he	chooses	to	grapple	with,	and	enables	him	to	seize	the	strong	point	in	it.
Whether	this	definition	be	metaphysically	correct	or	not,	it	comes	home	to	the	substance
of	our	inquiry.	It	describes	the	power	that	every	one	desires	to	possess	when	he	comes	to
act	in	a	profession,	or	elsewhere;	and	corresponds	with	our	best	idea	of	a	cultivated	mind.

"Next,	it	will	not	be	denied,	that	in	order	to	do	any	good	to	the	judgment,	the	mind	must
be	employed	upon	such	subjects	as	come	within	the	cognizance	of	that	faculty,	and	give
some	real	exercise	to	its	perceptions.	Here	we	have	a	rule	of	selection	by	which	the
different	parts	of	learning	may	be	classed	for	our	purpose.	Those	which	belong	to	the
province	of	the	judgment	are	religion	(in	its	evidences	and	interpretation),	ethics,	history,
eloquence,	poetry,	theories	of	general	speculation,	the	fine	arts,	and	works	of	wit.	Great
as	the	variety	of	these	large	divisions	of	learning	may	appear,	they	are	all	held	in	union	by
two	capital	principles	of	connexion.	First,	they	are	all	quarried	out	of	one	and	the	same
great	subject	of	man's	moral,	social,	and	feeling	nature.	And	secondly,	they	are	all	under
the	control	(more	or	less	strict)	of	the	same	power	of	moral	reason."

"If	these	studies,"	he	continues,	"be	such	as	give	a	direct	play	and	exercise	to	the	faculty
of	the	judgment,	then	they	are	the	true	basis	of	education	for	the	active	and	inventive
powers,	whether	destined	for	a	profession	or	any	other	use.	Miscellaneous	as	the
assemblage	may	appear,	of	history,	eloquence,	poetry,	ethics,	etc.,	blended	together,	they
will	all	conspire	in	an	union	of	effect.	They	are	necessary	mutually	to	explain	and
interpret	each	other.	The	knowledge	derived	from	them	all	will	amalga-
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mate,	and	the	habits	of	a	mind	versed	and	practised	in	them	by	turns	will	join	to	produce
a	richer	vein	of	thought	and	of	more	general	and	practical	application	than	could	be
obtained	of	any	single	one,	as	the	fusion	of	the	metals	into	Corinthian	brass	gave	the	artist
his	most	ductile	and	perfect	material.	Might	we	venture	to	imitate	an	author	(whom
indeed	it	is	much	safer	to	take	as	an	authority	than	to	attempt	to	copy),	Lord	Bacon,	in
some	of	his	concise	illustrations	of	the	comparative	utility	of	the	different	studies,	we
should	say	that	history	would	give	fulness,	moral	philosophy	strength,	and	poetry
elevation	to	the	understanding.	Such	in	reality	is	the	natural	force	and	tendency	of	the
studies;	but	there	are	few	minds	susceptible	enough	to	derive	from	them	any	sort	of	virtue
adequate	to	those	high	expressions.	We	must	be	contented	therefore	to	lower	our
panegyric	to	this,	that	a	person	cannot	avoid	receiving	some	infusion	and	tincture,	at	least,
of	those	several	qualities,	from	that	course	of	diversified	reading.	One	thing	is
unquestionable,	that	the	elements	of	general	reason	are	not	to	be	found	fully	and	truly
expressed	in	any	one	kind	of	study;	and	that	he	who	would	wish	to	know	her	idiom,	must
read	it	in	many	books.

"If	different	studies	are	useful	for	aiding,	they	are	still	more	useful	for	correcting	each
other;	for	as	they	have	their	particular	merits	severally,	so	they	have	their	defects,	and	the
most	extensive	acquaintance	with	one	can	produce	only	an	intellect	either	too	flashy	or
too	jejune,	or	infected	with	some	other	fault	of	confined	reading.	History,	for	example,
shows	things	as	they	are,	that	is,	the	morals	and	interests	of	men	disfigured	and	perverted
by	all	their	imperfections	of	passion,	folly,	and	ambition;	philosophy	strips	the	picture	too
much;	poetry	adorns	it	too	much;	the	concentrated	lights	of	the	three	correct	the	false
peculiar	colouring	of	each,	and	show	us	the	truth.	The	right	mode	of	thinking	upon	it	is
to	be	had	from	them	taken	all	together,	as	every	one	must	know	who	has	seen	their	united
contributions	of	thought	and	feeling	expressed	in	the	masculine	sentiment	of	our
immortal	statesman,	Mr.	Burke,	whose	eloquence	is	inferior	only	to	his	more	admirable
wisdom.	If	any	mind	improved	like	his,	is	to	be	our	instructor,	we	must	go	to	the	fountain
head	of	things	as	he	did,	and	study	not	his	works	but	his	method;	by	the	one	we	may
become	feeble	imitators,	by	the	other	arrive	at	some	ability	of	our
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own.	But,	as	all	biography	assures	us,	he,	and	every	other	able	thinker,	has	been	formed,
not	by	a	parsimonious	admeasurement	of	studies	to	some	definite	future	object	(which	is
Mr.	Edgeworth's	maxim),	but	by	taking	a	wide	and	liberal	compass,	and	thinking	a	great
deal	on	many	subjects	with	no	better	end	in	view	than	because	the	exercise	was	one
which	made	them	more	rational	and	intelligent	beings.''

10

But	I	must	bring	these	extracts	to	an	end.	To-day	I	have	confined	myself	to	saying	that
that	training	of	the	intellect,	which	is	best	for	the	individual	himself,	best	enables	him	to
discharge	his	duties	to	society.	The	Philosopher,	indeed,	and	the	man	of	the	world	differ
in	their	very	notion,	but	the	methods,	by	which	they	are	respectively	formed,	are	pretty
much	the	same.	The	Philosopher	has	the	same	command	of	matters	of	thought,	which	the
true	citizen	and	gentleman	has	of	matters	of	business	and	conduct.	If	then	a	practical	end
must	be	assigned	to	a	University	course,	I	say	it	is	that	of	training	good	members	of
society.	Its	art	is	the	art	of	social	life,	and	its	end	is	fitness	for	the	world.	It	neither
confines	its	views	to	particular	professions	on	the	one	hand,	nor	creates	heroes	or
inspires	genius	on	the	other.	Works	indeed	of	genius	fall	under	no	art;	heroic	minds	come
under	no	rule;	a	University	is	not	a	birthplace	of	poets	or	of	immortal	authors,	of
founders	of	schools,	leaders	of	colonies,	or	conquerors	of	nations.	It	does	not	promise	a
generation	of	Aristotles	or	Newtons,	of	Napoleons	or	Washingtons,	of	Raphaels	or
Shakespeares,	though	such	miracles	of	nature	it	has	before	now	contained	within	its
precincts.	Nor	is	it	content	on	the	other	hand	with	forming	the	critic	or	the
experimentalist,	the	economist	or	the	engineer,	though	such	too	it	includes	within	its
scope.	But	a	University	training	is	the	great	ordinary	means	to	a	great	but	ordinary	end;	it
aims	at	raising	the	intellectual	tone	of	society,	at	cultivating	the	public	mind,	at	purifying
the	national	taste,	at	supplying	true	principles	to	popular	enthusiasm	and	fixed	aims	to
popular	aspiration,	at	giving	enlargement	and	sobriety	to	the	ideas	of	the	age,	at
facilitating	the	exercise	of	political	power,	and	refining	the	intercourse	of	private	life.	It	is
the	education	which	gives	a
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man	a	clear	conscious	view	of	his	own	opinions	and	judgments,	a	truth	in	developing
them,	an	eloquence	in	expressing	them,	and	a	force	in	urging	them.	It	teaches	him	to	see
things	as	they	are,	to	go	right	to	the	point,	to	disentangle	a	skein	of	thought,	to	detect	what
is	sophistical,	and	to	discard	what	is	irrelevant.	It	prepares	him	to	fill	any	post	with	credit,
and	to	master	any	subject	with	facility.	It	shows	him	how	to	accommodate	himself	to
others,	how	to	throw	himself	into	their	state	of	mind,	how	to	bring	before	them	his	own,
how	to	influence	them,	how	to	come	to	an	understanding	with	them,	how	to	bear	with
them.	He	is	at	home	in	any	society,	he	has	common	ground	with	every	class;	he	knows
when	to	speak	and	when	to	be	silent;	he	is	able	to	converse,	he	is	able	to	listen;	he	can	ask
a	question	pertinently,	and	gain	a	lesson	seasonably,	when	he	has	nothing	to	impart
himself;	he	is	ever	ready,	yet	never	in	the	way;	he	is	a	pleasant	companion,	and	a	comrade
you	can	depend	upon;	he	knows	when	to	be	serious	and	when	to	trifle,	and	he	has	a	sure
tact	which	enables	him	to	trifle	with	gracefulness	and	to	be	serious	with	effect.	He	has	the
repose	of	a	mind	which	lives	in	itself,	while	it	lives	in	the	world,	and	which	has	resources
for	its	happiness	at	home	when	it	cannot	go	abroad.	He	has	a	gift	which	serves	him	in
public,	and	supports	him	in	retirement,	without	which	good	fortune	is	but	vulgar,	and
with	which	failure	and	disappointment	have	a	charm.	The	art	which	tends	to	make	a	man
all	this,	is	in	the	object	which	it	pursues	as	useful	as	the	art	of	wealth	or	the	art	of	health,
though	it	is	less	susceptible	of	method,	and	less	tangible,	less	certain,	less	complete	in	its
result.
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Discourse	VIII
Knowledge	Viewed	in	Relation	to	Religion

1

We	shall	be	brought,	Gentlemen,	to-day,	to	the	termination	of	the	investigation	which	I
commenced	three	Discourses	back,	and	which,	I	was	well	aware,	from	its	length,	if	for	no
other	reason,	would	make	demands	upon	the	patience	even	of	indulgent	hearers.

First	I	employed	myself	in	establishing	the	principle	that	Knowledge	is	its	own	reward;
and	I	showed	that,	when	considered	in	this	light,	it	is	called	Liberal	Knowledge,	and	is	the
scope	of	Academical	Institutions.

Next,	I	examined	what	is	meant	by	Knowledge,	when	it	is	said	to	be	pursued	for	its	own
sake;	and	I	showed	that,	in	order	satisfactorily	to	fulfil	this	idea,	Philosophy	must	be	its
form;	or,	in	other	words,	that	its	matter	must	not	be	admitted	into	the	mind	passively,	as
so	much	acquirement,	but	must	be	mastered	and	appropriated	as	a	system	consisting	of
parts,	related	one	to	the	other,	and	interpretative	of	one	another	in	the	unity	of	a	whole.

Further,	I	showed	that	such	a	philosophical	contemplation	of	the	field	of	Knowledge	as	a
whole,	leading,	as	it	did,	to	an	understanding	of	its	separate	departments,	and	an
appreciation	of	them	respectively,	might	in	consequence	be	rightly	called	an	illumination;
also,	it	was	rightly	called	an	enlargement	of	mind,	because	it	was	a	distinct	location	of
things	one	with	another,	as	if	in	space;	while	it	was	moreover	its	proper	cultivation	and	its
best	condition,	both	because	it	secured	to	the	intellect	the	sight	of	things	as	they	are,	or	of
truth,	in	opposition	to	fancy,	opinion,	and	theory;	and	again,	because	it	presupposed	and
involved	the	perfection	of	its	various	powers.
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Such,	I	said,	was	that	Knowledge,	which	deserves	to	be	sought	for	its	own	sake,	even
though	it	promised	no	ulterior	advantage.	But,	when	I	had	got	as	far	as	this,	I	went
farther,	and	observed	that,	from	the	nature	of	the	case,	what	was	so	good	in	itself	could
not	but	have	a	number	of	external	uses,	though	it	did	not	promise	them,	simply	because	it
was	good;	and	that	it	was	necessarily	the	source	of	benefits	to	society,	great	and
diversified	in	proportion	to	its	own	intrinsic	excellence.	Just	as	in	morals,	honesty	is	the
best	policy,	as	being	profitable	in	a	secular	aspect,	though	such	profit	is	not	the	measure
of	its	worth,	so	too	as	regards	what	may	be	called	the	virtues	of	the	Intellect,	their	very
possession	indeed	is	a	substantial	good,	and	is	enough,	yet	still	that	substance	has	a
shadow,	inseparable	from	it,	viz.,	its	social	and	political	usefulness.	And	this	was	the
subject	to	which	I	devoted	the	preceding	Discourse.

One	portion	of	the	subject	remains:this	intellectual	culture,	which	is	so	exalted	in	itself,
not	only	has	a	bearing	upon	social	and	active	duties,	but	upon	Religion	also.	The
educated	mind	may	be	said	to	be	in	a	certain	sense	religious;	that	is,	it	has	what	may	be
considered	a	religion	of	its	own,	independent	of	Catholicism,	partly	co-operating	with	it,
partly	thwarting	it;	at	once	a	defence	yet	a	disturbance	to	the	Church	in	Catholic
countries,and	in	countries	beyond	her	pale,	at	one	time	in	open	warfare	with	her,	at
another	in	defensive	alliance.	The	history	of	Schools	and	Academies,	and	of	Literature
and	Science	generally,	will,	I	think,	justify	me	in	thus	speaking.	Since,	then,	my	aim	in
these	Discourses	is	to	ascertain	the	function	and	the	action	of	a	University,	viewed	in
itself,	and	its	relations	to	the	various	instruments	of	teaching	and	training	which	are	round
about	it,	my	survey	of	it	would	not	be	complete	unless	I	attempted,	as	I	now	propose	to
do,	to	exhibit	its	general	bearings	upon	Religion.

2

Right	Reason,	that	is,	Reason	rightly	exercised,	leads	the	mind	to	the	Catholic	Faith,	and
plants	it	there,	and	teaches	it	in	all	its	religious	speculations	to	act	under	its	guidance.	But
Reason,	considered	as	a	real	agent	in	the	world,	and	as	an	operative	principle	in	man's
nature,	with	an	historical	course	and	with	definite
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results,	is	far	from	taking	so	straight	and	satisfactory	a	direction.	It	considers	itself	from
first	to	last	independent	and	supreme;	it	requires	no	external	authority;	it	makes	a	religion
for	itself.	Even	though	it	accepts	Catholicism,	it	does	not	go	to	sleep;	it	has	an	action	and
development	of	its	own,	as	the	passions	have,	or	the	moral	sentiments,	or	the	principle	of
self-interest.	Divine	grace,	to	use	the	language	of	Theology,	does	not	by	its	presence
supersede	nature;	nor	is	nature	at	once	brought	into	simple	concurrence	and	coalition
with	grace.	Nature	pursues	its	course,	now	coincident	with	that	of	grace,	now	parallel	to
it,	now	across,	now	divergent,	now	counter,	in	proportion	to	its	own	imperfection	and	to
the	attraction	and	influence	which	grace	exerts	over	it.	And	what	takes	place	as	regards
other	principles	of	our	nature	and	their	developments	is	found	also	as	regards	the	Reason.
There	is,	we	know,	a	Religion	of	enthusiasm,	of	superstitious	ignorance,	of	statecraft;	and
each	has	that	in	it	which	resembles	Catholicism,	and	that	again	which	contradicts
Catholicism.	There	is	the	Religion	of	a	warlike	people,	and	of	a	pastoral	people;	there	is	a
Religion	of	rude	times,	and	in	like	manner	there	is	a	Religion	of	civilized	times,	of	the
cultivated	intellect,	of	the	philosopher,	scholar,	and	gentleman.	This	is	that	Religion	of
Reason,	of	which	I	speak.	Viewed	in	itself,	however	near	it	comes	to	Catholicism,	it	is	of
course	simply	distinct	from	it;	for	Catholicism	is	one	whole,	and	admits	of	no
compromise	or	modification.	Yet	this	is	to	view	it	in	the	abstract;	in	matter	of	fact,	and	in
reference	to	individuals,	we	can	have	no	difficulty	in	conceiving	this	philosophical
Religion	present	in	a	Catholic	country,	as	a	spirit	influencing	men	to	a	certain	extent,	for
good	or	for	bad	or	for	both,a	spirit	of	the	age,	which	again	may	be	found,	as	among
Catholics,	so	with	still	greater	sway	and	success	in	a	country	not	Catholic,	yet	specifically
the	same	in	such	a	country	as	it	exists	in	a	Catholic	community.	The	problem	then	before
us	to-day,	is	to	set	down	some	portions	of	the	outline,	if	we	can	ascertain	them,	of	the
Religion	of	Civilization,	and	to	determine	how	they	lie	relatively	to	those	principles,
doctrines,	and	rules,	which	Heaven	has	given	us	in	the	Catholic	Church.

And	here	again,	when	I	speak	of	Revealed	Truth,	it	is	scarcely	necessary	to	say	that	I	am
not	referring	to	the	main	articles	and
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prominent	points	of	faith,	as	contained	in	the	Creed.	Had	I	undertaken	to	delineate	a
philosophy,	which	directly	interfered	with	the	Creed,	I	could	not	have	spoken	of	it	as
compatible	with	the	profession	of	Catholicism.	The	philosophy	I	speak	of,	whether	it	be
viewed	within	or	outside	the	Church,	does	not	necessarily	take	cognizance	of	the	Creed.
Where	the	country	is	Catholic,	the	educated	mind	takes	its	articles	for	granted,	by	a	sort	of
implicit	faith;	where	it	is	not,	it	simply	ignores	them	and	the	whole	subject-matter	to
which	they	relate,	as	not	affecting	social	and	political	interests.	Truths	about	God's	Nature,
about	His	dealings	towards	the	human	race,	about	the	Economy	of	Redemption,in	the	one
case	it	humbly	accepts	them,	and	passes	on;	in	the	other	it	passes	them	over,	as	matters	of
simple	opinion,	which	never	can	be	decided,	and	which	can	have	no	power	over	us	to
make	us	morally	better	or	worse.	I	am	not	speaking	then	of	belief	in	the	great	objects	of
faith,	when	I	speak	of	Catholicism,	but	I	am	contemplating	Catholicism	chiefly	as	a
system	of	pastoral	instruction	and	moral	duty;	and	I	have	to	do	with	its	doctrines	mainly
as	they	are	subservient	to	its	direction	of	the	conscience	and	the	conduct.	I	speak	of	it,	for
instance,	as	teaching	the	ruined	state	of	man;	his	utter	inability	to	gain	Heaven	by	any
thing	he	can	do	himself;	the	moral	certainty	of	his	losing	his	soul	if	left	to	himself;	the
simple	absence	of	all	rights	and	claims	on	the	part	of	the	creature	in	the	presence	of	the
Creator;	the	illimitable	claims	of	the	Creator	on	the	service	of	the	creature;	the	imperative
and	obligatory	force	of	the	voice	of	conscience;	and	the	inconceivable	evil	of	sensuality.	I
speak	of	it	as	teaching,	that	no	one	gains	Heaven	except	by	the	free	grace	of	God,	or
without	a	regeneration	of	nature;	that	no	one	can	please	Him	without	faith;	that	the	heart	is
the	seat	both	of	sin	and	of	obedience;	that	charity	is	the	fulfilling	of	the	Law;	and	that
incorporation	into	the	Catholic	Church	is	the	ordinary	instrument	of	salvation.	These	are
the	lessons	which	distinguish	Catholicism	as	a	popular	religion,	and	these	are	the	subjects
to	which	the	cultivated	intellect	will	practically	be	turned:I	have	to	compare	and	contrast,
not	the	doctrinal,	but	the	moral	and	social	teaching	of	Philosophy	on	the	one	hand,	and
Catholicism	on	the	other.
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Now,	on	opening	the	subject,	we	see	at	once	a	momentous	benefit	which	the	philosopher
is	likely	to	confer	on	the	pastors	of	the	Church.	It	is	obvious	that	the	first	step	which	they
have	to	effect	in	the	conversion	of	man	and	the	renovation	of	his	nature,	is	his	rescue
from	that	fearful	subjection	to	sense	which	is	his	ordinary	state.	To	be	able	to	break
through	the	meshes	of	that	thraldom,	and	to	disentangle	and	to	disengage	its	ten	thousand
holds	upon	the	heart,	is	to	bring	it,	I	might	almost	say,	half	way	to	Heaven.	Here,	even
divine	grace,	to	speak	of	things	according	to	their	appearances,	is	ordinarily	baffled,	and
retires,	without	expedient	or	resource,	before	this	giant	fascination.	Religion	seems	too
high	and	unearthly	to	be	able	to	exert	a	continued	influence	upon	us:	its	effort	to	rouse
the	soul,	and	the	soul's	effort	to	co-operate,	are	too	violent	to	last.	It	is	like	holding	out
the	arm	at	full	length,	or	supporting	some	great	weight,	which	we	manage	to	do	for	a
time,	but	soon	are	exhausted	and	succumb.	Nothing	can	act	beyond	its	own	nature;	when
then	we	are	called	to	what	is	supernatural,	though	those	extraordinary	aids	from	Heaven
are	given	us,	with	which	obedience	becomes	possible,	yet	even	with	them	it	is	of
transcendent	difficulty.	We	are	drawn	down	to	earth	every	moment	with	the	ease	and
certainty	of	a	natural	gravitation,	and	it	is	only	by	sudden	impulses	and,	as	it	were,
forcible	plunges	that	we	attempt	to	mount	upwards.	Religion	indeed	enlightens,	terrifies,
subdues;	it	gives	faith,	it	inflicts	remorse,	it	inspires	resolutions,	it	draws	tears,	it	inflames
devotion,	but	only	for	the	occasion.	I	repeat,	it	imparts	an	inward	power	which	ought	to
effect	more	than	this;	I	am	not	forgetting	either	the	real	sufficiency	of	its	aids,	nor	the
responsibility	of	those	in	whom	they	fail.	I	am	not	discussing	theological	questions	at	all,
I	am	looking	at	phenomena	as	they	lie	before	me,	and	I	say	that,	in	matter	of	fact,	the
sinful	spirit	repents,	and	protests	it	will	never	sin	again,	and	for	a	while	is	protected	by
disgust	and	abhorrence	from	the	malice	of	its	foe.	But	that	foe	knows	too	well	that	such
seasons	of	repentance	are	wont	to	have	their	end:	he	patiently	waits,	till	nature	faints	with
the	effort	of	resistance,	and	lies	passive	and	hopeless	under	the	next	access	of	temptation.
What	we	need	then
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is	some	expedient	or	instrument,	which	at	least	will	obstruct	and	stave	off	the	approach	of
our	spiritual	enemy,	and	which	is	sufficiently	congenial	and	level	with	our	nature	to
maintain	as	firm	a	hold	upon	us	as	the	inducements	of	sensual	gratification.	It	will	be	our
wisdom	to	employ	nature	against	itself.	Thus	sorrow,	sickness,	and	care	are	providential
antagonists	to	our	inward	disorders;	they	come	upon	us	as	years	pass	on,	and	generally
produce	their	natural	effects	on	us,	in	proportion	as	we	are	subjected	to	their	influence.
These,	however,	are	God's	instruments,	not	ours;	we	need	a	similar	remedy,	which	we	can
make	our	own,	the	object	of	some	legitimate	faculty,	or	the	aim	of	some	natural	affection,
which	is	capable	of	resting	on	the	mind,	and	taking	up	its	familiar	lodging	with	it,	and
engrossing	it,	and	which	thus	becomes	a	match	for	the	besetting	power	of	sensuality,	and
a	sort	of	homoepathic	*	medicine	for	the	disease.	Here	then	I	think	is	the	important	aid
which	intellectual	cultivation	furnishes	to	us	in	rescuing	the	victims	of	passion	and	self-
will.	It	does	not	supply	religious	motives;	it	is	not	the	cause	or	proper	antecedent	of	any
thing	supernatural;	it	is	not	meritorious	of	heavenly	aid	or	reward;	but	it	does	a	work,	at
least	materially	good	(as	theologians	speak),	whatever	be	its	real	and	formal	character.	It
expels	the	excitements	of	sense	by	the	introduction	of	those	of	the	intellect.

This	then	is	the	primâ	facie	advantage	of	the	pursuit	of	Knowledge;	it	is	the	drawing	the
mind	off	from	things	which	will	harm	it	to	subjects	which	are	worthy	a	rational	being;
and,	though	it	does	not	raise	it	above	nature,	nor	has	any	tendency	to	make	us	pleasing	to
our	Maker,	yet	is	it	nothing	to	substitute	what	is	in	itself	harmless	for	what	is,	to	say	the
least,	inexpressibly	dangerous?	is	it	a	little	thing	to	exchange	a	circle	of	ideas	which	are
certainly	sinful,	for	others	which	are	certainly	not	so?	You	will	say,	perhaps,	in	the	words
of	the	Apostle,	"Knowledge	puffeth	up:"	and	doubtless	this	mental	cultivation,	even	when
it	is	successful	for	the	purpose	for	which	I	am	applying	it,	may	be	from	the	first	nothing
more	than	the	substitution	of	pride	for	sensuality.	I	grant	it,	I	think	I	shall	have	something
to	say	on	this	point	presently;	but	this	is	not	a	necessary	result,	it	is	but	an	incidental	evil,
a	danger	which	may	be	realized	or	may	be	averted,	whereas	we	may	in	most	cases
predicate	guilt,	and	guilt	of	a	heinous	kind,	where	the	mind	is	suffered	to	run	wild	and
indulge	its	thoughts
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without	training	or	law	of	any	kind;	and	surely	to	turn	away	a	soul	from	mortal	sin	is	a
good	and	a	gain	so	far,	whatever	comes	of	it.	And	therefore,	if	a	friend	in	need	is	twice	a
friend,	I	conceive	that	intellectual	employments,	though	they	do	no	more	than	occupy	the
mind	with	objects	naturally	noble	or	innocent,	have	a	special	claim	upon	our
consideration	and	gratitude.

4

Nor	is	this	all:	Knowledge,	the	discipline	by	which	it	is	gained,	and	the	tastes	which	it
forms,	have	a	natural	tendency	to	refine	the	mind,	and	to	give	it	an	indisposition,	simply
natural,	yet	real,	nay,	more	than	this,	a	disgust	and	abhorrence,	towards	excesses	and
enormities	of	evil,	which	are	often	or	ordinarily	reached	at	length	by	those	who	are	not
careful	from	the	first	to	set	themselves	against	what	is	vicious	and	criminal.	It	generates
within	the	mind	a	fastidiousness,	analogous	to	the	delicacy	or	daintiness	which	good
nurture	or	a	sickly	habit	induces	in	respect	of	food;	and	this	fastidiousness,	though
arguing	no	high	principle,	though	no	protection	in	the	case	of	violent	temptation,	nor	sure
in	its	operation,	yet	will	often	or	generally	be	lively	enough	to	create	an	absolute	loathing
of	certain	offences,	or	a	detestation	and	scorn	of	them	as	ungentlemanlike,	to	which	ruder
natures,	nay,	such	as	have	far	more	of	real	religion	in	them,	are	tempted,	or	even
betrayed.	Scarcely	can	we	exaggerate	the	value,	in	its	place,	of	a	safeguard	such	as	this,	as
regards	those	multitudes	who	are	thrown	upon	the	open	field	of	the	world,	or	are
withdrawn	from	its	eye	and	from	the	restraint	of	public	opinion.	In	many	cases,	where	it
exists,	sins,	familiar	to	those	who	are	otherwise	circumstanced,	will	not	even	occur	to	the
mind:	in	others,	the	sense	of	shame	and	the	quickened	apprehension	of	detection	will	act
as	a	sufficient	obstacle	to	them,	when	they	do	present	themselves	before	it.	Then,	again,
the	fastidiousness	I	am	speaking	of	will	create	a	simple	hatred	of	that	miserable	tone	of
conversation	which,	obtaining	as	it	does	in	the	world,	is	a	constant	fuel	of	evil,	heaped	up
round	about	the	soul:	moreover,	it	will	create	an	irresolution	and	indecision	in	doing
wrong,	which	will	act	as	a	remora	till	the	danger	is	past	away.	And	though	it	has	no
tendency,	I	repeat,	to	mend	the	heart,	or	to	secure	it	from	the	dominion	in
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other	shapes	of	those	very	evils	which	it	repels	in	the	particular	modes	of	approach	by
which	they	prevail	over	others,	yet	cases	may	occur	when	it	gives	birth,	after	sins	have
been	committed,	to	so	keen	a	remorse	and	so	intense	a	self-hatred,	as	are	even	sufficient
to	cure	the	particular	moral	disorder,	and	to	prevent	its	accesses	ever	afterwards;as	the
spendthrift	in	the	story,	who,	after	gazing	on	his	lost	acres	from	the	summit	of	an
eminence,	came	down	a	miser,	and	remained	a	miser	to	the	end	of	his	days.

And	all	this	holds	good	in	a	special	way,	in	an	age	such	as	ours,	when,	although	pain	of
body	and	mind	may	be	rife	as	heretofore,	yet	other	counteractions	of	evil,	of	a	penal
character,	which	are	present	at	other	times,	are	away.	In	rude	and	semi-barbarous	periods,
at	least	in	a	climate	such	as	our	own,	it	is	the	daily,	nay,	the	principal	business	of	the
senses,	to	convey	feelings	of	discomfort	to	the	mind,	as	far	as	they	convey	feelings	at	all.
Exposure	to	the	elements,	social	disorder	and	lawlessness,	the	tyranny	of	the	powerful,
and	the	inroads	of	enemies,	are	a	stern	discipline,	allowing	brief	intervals,	or	awarding	a
sharp	penance,	to	sloth	and	sensuality.	The	rude	food,	the	scanty	clothing,	the	violent
exercise,	the	vagrant	life,	the	military	constraint,	the	imperfect	pharmacy,	which	now	are
the	trials	of	only	particular	classes	of	the	community,	were	once	the	lot	more	or	less	of	all.
In	the	deep	woods	or	the	wild	solitudes	of	the	medieval	era,	feelings	of	religion	or
superstition	were	naturally	present	to	the	population,	which	in	various	ways	co-operated
with	the	missionary	or	pastor,	in	retaining	it	in	a	noble	simplicity	of	manners.	But,	when
in	the	advancement	of	society	men	congregate	in	towns,	and	multiply	in	contracted
spaces,	and	law	gives	them	security,	and	art	gives	them	comforts,	and	good	government
robs	them	of	courage	and	manliness,	and	monotony	of	life	throws	them	back	upon
themselves,	who	does	not	see	that	diversion	or	protection	from	evil	they	have	none,	that
vice	is	the	mere	reaction	of	unhealthy	toil,	and	sensual	excess	the	holyday	of	resourceless
ignorance?	This	is	so	well	understood	by	the	practical	benevolence	of	the	day,	that	it	has
especially	busied	itself	in	plans	for	supplying	the	masses	of	our	town	population	with
intellectual	and	honourable	recreations.	Cheap	literature,	libraries	of	useful	and
entertaining	knowledge,	scientific	lectureships,	museums,	zoological	collections,
buildings	and	gardens	to	please	the	eye	and	to	give	repose
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to	the	feelings,	external	objects	of	whatever	kind,	which	may	take	the	mind	off	itself,	and
expand	and	elevate	it	in	liberal	contemplations,	these	are	the	human	means,	wisely
suggested,	and	good	as	far	as	they	go,	for	at	least	parrying	the	assaults	of	moral	evil,	and
keeping	at	bay	the	enemies,	not	only	of	the	individual	soul,	but	of	society	at	large.

Such	are	the	instruments	by	which	an	age	of	advanced	civilization	combats	those	moral
disorders,	which	Reason	as	well	as	Revelation	denounces;	and	I	have	not	been	backward
to	express	my	sense	of	their	serviceableness	to	Religion.	Moreover,	they	are	but	the
foremost	of	a	series	of	influences,	which	intellectual	culture	exerts	upon	our	moral
nature,	and	all	upon	the	type	of	Christianity,	manifesting	themselves	in	veracity,	probity,
equity,	fairness,	gentleness,	benevolence,	and	amiableness;	so	much	so,	that	a	character
more	noble	to	look	at,	more	beautiful,	more	winning,	in	the	various	relations	of	life	and
in	personal	duties,	is	hardly	conceivable,	than	may,	or	might	be,	its	result,	when	that
culture	is	bestowed	upon	a	soil	naturally	adapted	to	virtue.	If	you	would	obtain	a	picture
for	contemplation	which	may	seem	to	fulfil	the	ideal,	which	the	Apostle	has	delineated
under	the	name	of	charity,	in	its	sweetness	and	harmony,	its	generosity,	its	courtesy	to
others,	and	its	depreciation	of	self,	you	could	not	have	recourse	to	a	better	furnished
studio	than	to	that	of	Philosophy,	with	the	specimens	of	it,	which	with	greater	or	less
exactness	are	scattered	through	society	in	a	civilized	age.	It	is	enough	to	refer	you,
Gentlemen,	to	the	various	Biographies	and	Remains	of	contemporaries	and	others,	which
from	time	to	time	issue	from	the	press,	to	see	how	striking	is	the	action	of	our	intellectual
upon	our	moral	nature,	where	the	moral	material	is	rich,	and	the	intellectual	cast	is
perfect.	Individuals	will	occur	to	all	of	us,	who	deservedly	attract	our	love	and
admiration,	and	whom	the	world	almost	worships	as	the	work	of	its	own	hands.
Religious	principle,	indeed,that	is,	faith,is,	to	all	appearance,	simply	away;	the	work	is	as
certainly	not	supernatural	as	it	is	certainly	noble	and	beautiful.	This	must	be	insisted	on,
that	the	Intellect	may	have	its	due;	but	it	also	must	be	insisted	on	for	the	sake	of
conclusions	to	which	I	wish	to	conduct	our	investigation.	The	radical	difference	indeed
of	this	mental	refinement	from	genuine	religion,	in	spite	of	its	seeming	relationship,	is	the
very	cardinal
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point	on	which	my	present	discussion	turns;	yet,	on	the	other	hand,	such	refinement	may
readily	be	assigned	to	a	Christian	origin	by	hasty	or	distant	observers,	or	by	those	who
view	it	in	a	particular	light.	And	as	this	is	the	case,	I	think	it	advisable,	before	proceeding
with	the	delineation	of	its	characteristic	features,	to	point	out	to	you	distinctly	the
elementary	principles	on	which	its	morality	is	based.

5

You	will	bear	in	mind	then,	Gentlemen,	that	I	spoke	just	now	of	the	scorn	and	hatred
which	a	cultivated	mind	feels	for	some	kinds	of	vice,	and	the	utter	disgust	and	profound
humiliation	which	may	come	over	it,	if	it	should	happen	in	any	degree	to	be	betrayed	into
them.	Now	this	feeling	may	have	its	root	in	faith	and	love,	but	it	may	not;	there	is	nothing
really	religious	in	it,	considered	by	itself.	Conscience	indeed	is	implanted	in	the	breast	by
nature,	but	it	inflicts	upon	us	fear	as	well	as	shame;	when	the	mind	is	simply	angry	with
itself	and	nothing	more,	surely	the	true	import	of	the	voice	of	nature	and	the	depth	of	its
intimations	have	been	forgotten,	and	a	false	philosophy	has	misinterpreted	emotions
which	ought	to	lead	to	God.	Fear	implies	the	transgression	of	a	law,	and	a	law	implies	a
lawgiver	and	judge;	but	the	tendency	of	intellectual	culture	is	to	swallow	up	the	fear	in	the
self-reproach,	and	self-reproach	is	directed	and	limited	to	our	mere	sense	of	what	is
fitting	and	becoming.	Fear	carries	us	out	of	ourselves,	whereas	shame	may	act	upon	us
only	within	the	round	of	our	own	thoughts.	Such,	I	say,	is	the	danger	which	awaits	a
civilized	age;	such	is	its	besetting	sin	(not	inevitable,	God	forbid!	or	we	must	abandon	the
use	of	God's	own	gifts),	but	still	the	ordinary	sin	of	the	Intellect;	conscience	tends	to
become	what	is	called	a	moral	sense;	the	command	of	duty	is	a	sort	of	taste;	sin	is	not	an
offence	against	God,	but	against	human	nature.

The	less	amiable	specimens	of	this	spurious	religion	are	those	which	we	meet	not
unfrequently	in	my	own	country.	I	can	use	with	all	my	heart	the	poet's	words,

''England,	with	all	thy	faults,	I	love	thee	still;"
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but	to	those	faults	no	Catholic	can	be	blind.	We	find	there	men	possessed	of	many
virtues,	but	proud,	bashful,	fastidious,	and	reserved.	Why	is	this?	it	is	because	they	think
and	act	as	if	there	were	really	nothing	objective	in	their	religion;	it	is	because	conscience
to	them	is	not	the	word	of	a	lawgiver,	as	it	ought	to	be,	but	the	dictate	of	their	own	minds
and	nothing	more;	it	is	because	they	do	not	look	out	of	themselves,	because	they	do	not
look	through	and	beyond	their	own	minds	to	their	Maker,	but	are	engrossed	in	notions	of
what	is	due	to	themselves,	to	their	own	dignity	and	their	own	consistency.	Their
conscience	has	become	a	mere	self-respect.	Instead	of	doing	one	thing	and	then	another,
as	each	is	called	for,	in	faith	and	obedience,	careless	of	what	may	be	called	the	keeping	of
deed	with	deed,	and	leaving	Him	who	gives	the	command	to	blend	the	portions	of	their
conduct	into	a	whole,	their	one	object,	however	unconscious	to	themselves,	is	to	paint	a
smooth	and	perfect	surface,	and	to	be	able	to	say	to	themselves	that	they	have	done	their
duty.	When	they	do	wrong,	they	feel,	not	contrition,	of	which	God	is	the	object,	but
remorse,	and	a	sense	of	degradation.	They	call	themselves	fools,	not	sinners;	they	are
angry	and	impatient,	not	humble.	They	shut	themselves	up	in	themselves;	it	is	misery	to
them	to	think	or	to	speak	of	their	own	feelings;	it	is	misery	to	suppose	that	others	see
them,	and	their	shyness	and	sensitiveness	often	become	morbid.	As	to	confession,	which
is	so	natural	to	the	Catholic,	to	them	it	is	impossible;	unless	indeed,	in	cases	where	they
have	been	guilty,	an	apology	is	due	to	their	own	character,	is	expected	of	them,	and	will
be	satisfactory	to	look	back	upon.	They	are	victims	of	an	intense	self-contemplation.

There	are,	however,	far	more	pleasing	and	interesting	forms	of	this	moral	malady	than
that	which	I	have	been	depicting;	I	have	spoken	of	the	effect	of	intellectual	culture	on
proud	natures;	but	it	will	show	to	greater	advantage,	yet	with	as	little	approximation	to
religious	faith,	in	amiable	and	unaffected	minds.	Observe,	Gentlemen,	the	heresy,	as	it
may	be	called,	of	which	I	speak,	is	the	substitution	of	a	moral	sense	or	taste	for
conscience	in	the	true	meaning	of	the	word;	now	this	error	may	be	the	foundation	of	a
character	of	far	more	elasticity	and	grace	than	ever	adorned	the	persons	whom	I	have
been	describing.	It	is	es-
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pecially	congenial	to	men	of	an	imaginative	and	poetical	cast	of	mind,	who	will	readily
accept	the	notion	that	virtue	is	nothing	more	than	the	graceful	in	conduct.	Such	persons,
far	from	tolerating	fear,	as	a	principle,	in	their	apprehension	of	religious	and	moral	truth,
will	not	be	slow	to	call	it	simply	gloom	and	superstition.	Rather	a	philosopher's,	a
gentleman's	religion,	is	of	a	liberal	and	generous	character;	it	is	based	upon	honour;	vice
is	evil,	because	it	is	unworthy,	despicable,	and	odious.	This	was	the	quarrel	of	the	ancient
heathen	with	Christianity,	that,	instead	of	simply	fixing	the	mind	on	the	fair	and	the
pleasant,	it	intermingled	other	ideas	with	them	of	a	sad	and	painful	nature;	that	it	spoke	of
tears	before	joy,	a	cross	before	a	crown;	that	it	laid	the	foundation	of	heroism	in	penance;
that	it	made	the	soul	tremble	with	the	news	of	Purgatory	and	Hell;	that	it	insisted	on	views
and	a	worship	of	the	Deity,	which	to	their	minds	was	nothing	else	than	mean,	servile,	and
cowardly.	The	notion	of	an	All-perfect,	Ever-present	God,	in	whose	sight	we	are	less	than
atoms,	and	who,	while	He	deigns	to	visit	us,	can	punish	as	well	as	bless,	was	abhorrent	to
them;	they	made	their	own	minds	their	sanctuary,	their	own	ideas	their	oracle,	and
conscience	in	morals	was	but	parallel	to	genius	in	art,	and	wisdom	in	philosophy.

6

Had	I	room	for	all	that	might	be	said	upon	the	subject,	I	might	illustrate	this	intellectual
religion	from	the	history	of	the	Emperor	Julian,	the	apostate	from	Christian	Truth,	the	foe
of	Christian	education.	He,	in	whom	every	Catholic	sees	the	shadow	of	the	future	Anti-
Christ,	was	all	but	the	pattern-man	of	philosophical	virtue.	Weak	points	in	his	character
he	had,	it	is	true,	even	in	a	merely	poetical	standard;	but,	take	him	all	in	all,	and	I	cannot
but	recognize	in	him	a	specious	beauty	and	nobleness	of	moral	deportment,	which
combines	in	it	the	rude	greatness	of	Fabricius	or	Regulus	with	the	accomplishments	of
Pliny	or	Antoninus.	His	simplicity	of	manners,	his	frugality,	his	austerity	of	life,	his
singular	disdain	of	sensual	pleasure,	his	military	heroism,	his	application	to	business,	his
literary	diligence,	his	modesty,	his	clemency,	his	accomplishments,	as	I	view	them,	go	to
make	him
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one	of	the	most	eminent	specimens	of	pagan	virtue	which	the	world	has	ever	seen.*	Yet
how	shallow,	how	meagre,	nay,	how	unamiable	is	that	virtue	after	all,	when	brought	upon
its	critical	trial	by	his	sudden	summons	into	the	presence	of	his	Judge!	His	last	hours	form
a	unique	passage	in	history,	both	as	illustrating	the	helplessness	of	philosophy	under	the
stern	realities	of	our	being,	and	as	being	reported	to	us	on	the	evidence	of	an	eyewitness.
"Friends	and	fellow-soldiers,"	he	said,	to	use	the	words	of	a	writer,	well	fitted,	both	from
his	literary	tastes	and	from	his	hatred	of	Christianity,	to	be	his	panegyrist,	"the	seasonable
period	of	my	departure	is	now	arrived,	and	I	discharge,	with	the	cheerfulness	of	a	ready
debtor,	the	demands	of	nature.	.	.	.	I	die	without	remorse,	as	I	have	lived	without	guilt.	I
am	pleased	to	reflect	on	the	innocence	of	my	private	life;	and	I	can	affirm	with
confidence	that	the	supreme	authority,	that	emanation	of	the	divine	Power,	has	been
preserved	in	my	hands	pure	and	immaculate	.	.	.	I	now	offer	my	tribute	of	gratitude	to	the
Eternal	Being,	who	has	not	suffered	me	to	perish	by	the	cruelty	of	a	tyrant,	by	the	secret
dagger	of	conspiracy,	or	by	the	slow	tortures	of	lingering	disease.	He	has	given	me,	in	the
midst	of	an	honourable	career,	a	splendid	and	glorious	departure	from	this	world,	and	I
hold	it	equally	absurd,	equally	base,	to	solicit,	or	to	decline,	the	stroke	of	fate	.	.	.

"He	reproved	the	immoderate	grief	of	the	spectators,	and	conjured	them	not	to	disgrace,
by	unmanly	tears,	the	fate	of	a	prince	who	in	a	few	moments	would	be	united	with
Heaven	and	with	the	stars.	The	spectators	were	silent;	and	Julian	entered	into	a
metaphysical	argument	with	the	philosophers	Priscus	and	Maximus	on	the	nature	of	the
soul.	The	efforts	which	he	made,	of

*	I	do	not	consider	I	have	said	any	thing	inconsistent	with	the	following	passage	from	Cardinal
Gerdil,	though	I	have	enlarged	on	the	favourable	side	of	Julian's	character.	"Du	génie,	des
connaissances,	de	l'habilité	dans	le	métier	de	la	guerre,	du	courage	et	du	désintéressement	dans	le
commandement	des	armées,	des	actions	plutôt	que	des	qualités	estimables,	mais	le	plus	souvent
gâtées	par	la	vanité	qui	en	était	le	principe,	la	superstition	jointe	à	l'hypocrisie;	un	esprit	fécond	en
ressources	éclairé,	mais	susceptible	de	petitesse;	des	fautes	essentielles	dans	le	gouvernement;	des
innocens	sacrifiés	à	la	vengeance;	une	haîne	envenimée	contre	le	Christianisme,	qu'il	avait
abandonné;	un	attachement	passioné	aux	folies	de	la	Théurgie;	tels	étaient	les	traits	sous	lesquels	on
nous	peignait	Julien."	Op.	t.	x.	p.	54.
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mind	as	well	as	body,	most	probably	hastened	his	death.	His	wound	began	to	bleed	with
great	violence;	his	respiration	was	embarrassed	by	the	swelling	of	the	veins;	he	called	for
a	draught	of	cold	water,	and	as	soon	as	he	had	drank	it	expired	without	pain,	about	the
hour	of	midnight."*	Such,	Gentlemen,	is	the	final	exhibition	of	the	Religion	of	Reason:	in
the	insensibility	of	conscience,	in	the	ignorance	of	the	very	idea	of	sin,	in	the
contemplation	of	his	own	moral	consistency,	in	the	simple	absence	of	fear,	in	the
cloudless	self-confidence,	in	the	serene	selfpossession,	in	the	cold	self-satisfaction,	we
recognize	the	mere	Philosopher.

7

Gibbon	paints	with	pleasure	what,	conformably	with	the	sentiments	of	a	godless
intellectualism,	was	an	historical	fulfilment	of	his	own	idea	of	moral	perfection;	Lord
Shaftesbury	had	already	drawn	out	that	idea	in	a	theoretical	form,	in	his	celebrated
collection	of	Treatises	which	he	has	called	"Characteristics	of	men,	manners,	opinions,
views;"	and	it	will	be	a	further	illustration	of	the	subject	before	us,	if	you	will	allow	me,
Gentlemen,	to	make	some	extracts	from	this	work.

One	of	his	first	attacks	is	directed	against	the	doctrine	of	reward	and	punishment,	as	if	it
introduced	a	notion	into	religion	inconsistent	with	the	true	apprehension	of	the	beauty	of
virtue,	and	with	the	liberality	and	nobleness	of	spirit	in	which	it	should	be	pursued.	"Men
have	not	been	content,"	he	says,	"to	show	the	natural	advantages	of	honesty	and	virtue.
They	have	rather	lessened	these,	the	better,	as	they	thought,	to	advance	another
foundation.	They	have	made	virtue	so	mercenary	a	thing,	and	have	talked	so	much	of	its
rewards,	that	one	can	hardly	tell	what	there	is	in	it,	after	all,	which	can	be	worth
rewarding.	For	to	be	bribed	only	or	terrified	into	an	honest	practice,	bespeaks	little	of	real
honesty	or	worth."	''If,"	he	says	elsewhere,	insinuating	what	he	dare	not	speak	out,	"if
through	hope	merely	of	reward,	or	fear	of	punishment,	the	creature	be	inclined	to	do	the
good	he	hates,	or	restrained	from	doing	the	ill	to	which	he	is	not	otherwise	in	the	least
degree	averse,	there	is	in	this	case	no	virtue	or	goodness

*	Gibbon,	Hist.,	ch.	24.
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whatever.	There	is	no	more	of	rectitude,	piety,	or	sanctity,	in	a	creature	thus	reformed,
than	there	is	meekness	or	gentleness	in	a	tiger	strongly	chained,	or	innocence	and	sobriety
in	a	monkey	under	the	discipline	of	the	whip.	.	.	.	While	the	will	is	neither	gained,	nor	the
inclination	wrought	upon,	but	awe	alone	prevails	and	forces	obedience,	the	obedience	is
servile,	and	all	which	is	done	through	it	merely	servile."	That	is,	he	says	that	Christianity
is	the	enemy	of	moral	virtue,	as	influencing	the	mind	by	fear	of	God,	not	by	love	of
good.

The	motives	then	of	hope	and	fear	being,	to	say	the	least,	put	far	into	the	background,
and	nothing	being	morally	good	but	what	springs	simply	or	mainly	from	a	love	of	virtue
for	its	own	sake,	this	love-inspiring	quality	in	virtue	is	its	beauty,	while	a	bad	conscience
is	not	much	more	than	the	sort	of	feeling	which	makes	us	shrink	from	an	instrument	out
of	tune.	"Some	by	mere	nature,"	he	says,	"others	by	art	and	practice,	are	masters	of	an	ear
in	music,	an	eye	in	painting,	a	fancy	in	the	ordinary	things	of	ornament	and	grace,	a
judgment	in	proportions	of	all	kinds,	and	a	general	good	taste	in	most	of	those	subjects
which	make	the	amusement	and	delight	of	the	ingenious	people	of	the	world.	Let	such
gentlemen	as	these	be	as	extravagant	as	they	please,	or	as	irregular	in	their	morals,	they
must	at	the	same	time	discover	their	inconsistency,	live	at	variance	with	themselves,	and
in	contradiction	to	that	principle	on	which	they	ground	their	highest	pleasure	and
entertainment.	Of	all	other	beauties	which	virtuosos	pursue,	poets	celebrate,	musicians
sing,	and	architects	or	artists	of	whatever	kind	describe	or	form,	the	most	delightful,	the
most	engaging	and	pathetic,	is	that	which	is	drawn	from	real	life	and	from	the	passions.
Nothing	affects	the	heart	like	that	which	is	purely	from	itself,	and	of	its	own	nature:	such
as	the	beauty	of	sentiments,	the	grace	of	actions,	the	turn	of	characters,	and	the
proportions	and	features	of	a	human	mind.	This	lesson	of	philosophy,	even	a	romance,	a
poem,	or	a	play	may	teach	us.	.	.	.	Let	poets	or	the	men	of	harmony	deny,	if	they	can,	this
force	of	nature,	or	withstand	this	moral	magic.	.	.	.	Every	one	is	a	virtuoso	of	a	higher	or
lower	degree;	every	one	pursues	a	grace	.	.	.	of	one	kind	or	other.	The	venustum,	the
honestum,	the	decorum	of	things	will	force	its	way.	.	.	.	The	most	natural	beauty	in	the
world	is	honesty	and	moral	truth;	for	all	beauty	is	truth."

	



Page	151

Accordingly,	virtue	being	only	one	kind	of	beauty,	the	principle	which	determines	what	is
virtuous	is,	not	conscience,	but	taste.	"Could	we	once	convince	ourselves,"	he	says,	"of
what	is	in	itself	so	evident,	viz.,	that	in	the	very	nature	of	things	there	must	of	necessity	be
the	foundation	of	a	right	and	wrong	taste,	as	well	in	respect	of	inward	character	of
features	as	of	outward	person,	behaviour,	and	action,	we	should	be	far	more	ashamed	of
ignorance	and	wrong	judgment	in	the	former	than	in	the	latter	of	these	subjects.	.	.	.	One
who	aspires	to	the	character	of	a	man	of	breeding	and	politeness	is	careful	to	form	his
judgment	of	arts	and	sciences	upon	right	models	of	perfection.	.	.	.	He	takes	particular
care	to	turn	his	eve	from	every	thing	which	is	gaudy,	luscious,	and	of	false	taste.	Nor	is
he	less	careful	to	turn	his	car	from	every	sort	of	music,	besides	that	which	is	of	the	best
manner	and	truest	harmony.	'Twere	to	be	wished	we	had	the	same	regard	to	a	right	taste
in	life	and	manners.	.	.	.	If	civility	and	humanity	be	a	taste;	if	brutality,	insolence,	riot,	be
in	the	same	manner	a	taste.	.	.	.	who	would	not	endeavour	to	force	nature	as	well	in	this
respect	as	in	what	relates	to	a	taste	or	judgment	in	other	arts	and	sciences?"

Sometimes	he	distinctly	contrasts	this	taste	with	principle	and	conscience,	and	gives	it	the
preference	over	them.	"After	all,"	he	says,	"'tis	not	merely	what	we	call	principle,	but	a
taste,	which	governs	men.	They	may	think	for	certain,	'This	is	right,'	or	'that	wrong;'	they
may	believe	'this	is	a	virtue,'	or	'that	a	sin;'	'this	is	punishable	by	man,'	or	'that	by	God;'	yet
if	the	savour	of	things	lies	cross	to	honesty,	if	the	fancy	be	florid,	and	the	appetite	high
towards	the	subaltern	beauties	and	lower	orders	of	worldly	symmetries	and	proportions,
the	conduct	will	infallibly	turn	this	latter	way."	Thus,	somewhat	like	a	Jansenist,	he	makes
the	superior	pleasure	infallibly	conquer,	and	implies	that,	neglecting	principle,	we	have
but	to	train	the	taste	to	a	kind	of	beauty	higher	than	sensual.	He	adds:	"Even	conscience,	I
fear,	such	as	is	owing	to	religious	discipline,	will	make	but	a	slight	figure,	when	this	taste
is	set	amiss.''

And	hence	the	well-known	doctrine	of	this	author,	that	ridicule	is	the	test	of	truth;	for
truth	and	virtue	being	beauty,	and	falsehood	and	vice	deformity,	and	the	feeling	inspired
by	deformity	being	that	of	derision,	as	that	inspired	by	beauty	is	admira-
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tion,	it	follows	that	vice	is	not	a	thing	to	weep	about,	but	to	laugh	at.	"Nothing	is
ridiculous,"	he	says,	"but	what	is	deformed;	nor	is	any	thing	proof	against	raillery	but
what	is	handsome	and	just.	And	therefore	'tis	the	hardest	thing	in	the	world	to	deny	fair
honesty	the	use	of	this	weapon,	which	can	never	bear	an	edge	against	herself,	and	bears
against	every	thing	contrary."

And	hence	again,	conscience,	which	intimates	a	Lawgiver,	being	superseded	by	a	moral
taste	or	sentiment,	which	has	no	sanction	beyond	the	constitution	of	our	nature,	it	follows
that	our	great	rule	is	to	contemplate	ourselves,	if	we	would	gain	a	standard	of	life	and
morals.	Thus	he	has	entitled	one	of	his	Treatises	a	"Soliloquy,"	with	the	motto,	"Nec	te
quæsiveris	extra;"	and	he	observes,	''The	chief	interest	of	ambition,	avarice,	corruption,
and	every	sly	insinuating	vice,	is	to	prevent	this	interview	and	familiarity	of	discourse,
which	is	consequent	upon	close	retirement	and	inward	recess.	'Tis	the	grand	artifice	of
villainy	and	lewdness,	as	well	as	of	superstition	and	bigotry,	to	put	us	upon	terms	of
greater	distance	and	formality	with	ourselves,	and	evade	our	proving	method	of
soliloquy.	.	.	.	A	passionate	lover,	whatever	solitude	he	may	affect,	can	never	be	truly	by
himself.	.	.	.	'Tis	the	same	reason	which	keeps	the	imaginary	saint	or	mystic	from	being
capable	of	this	entertainment.	Instead	of	looking	narrowly	into	his	own	nature	and	mind,
that	he	may	be	no	longer	a	mystery	to	himself,	he	is	taken	up	with	the	contemplation	of
other	mysterious	natures,	which	he	never	can	explain	or	comprehend."

8

Taking	these	passages	as	specimens	of	what	I	call	the	Religion	of	Philosophy,	it	is
obvious	to	observe	that	there	is	no	doctrine	contained	in	them	which	is	not	in	a	certain
sense	true;	yet,	on	the	other	hand,	that	almost	every	statement	is	perverted	and	made	false,
because	it	is	not	the	whole	truth.	They	are	exhibitions	of	truth	under	one	aspect,	and
therefore	insufficient;	conscience	is	most	certainly	a	moral	sense,	but	it	is	more;	vice
again,	is	a	deformity,	but	it	is	worse.	Lord	Shaftesbury	may	insist,	if	he	will,	that	simple
and	solitary	fear	cannot	effect	a	moral	conversion,	and	we	are	not	concerned	to	answer
him;	but	he	will	have	a	difficulty
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in	proving	that	any	real	conversion	follows	from	a	doctrine	which	makes	virtue	a	mere
point	of	good	taste,	and	vice	vulgar	and	ungentlemanlike.

Such	a	doctrine	is	essentially	superficial,	and	such	will	be	its	effects.	It	has	no	better
measure	of	right	and	wrong	than	that	of	visible	beauty	and	tangible	fitness.	Conscience
indeed	inflicts	an	acute	pang,	but	that	pang,	forsooth,	is	irrational,	and	to	reverence	it	is
an	illiberal	superstition.	But,	if	we	will	make	light	of	what	is	deepest	within	us,	nothing	is
left	but	to	pay	homage	to	what	is	more	upon	the	surface.	To	seem	becomes	to	be;	what
looks	fair	will	be	good,	what	causes	offence	will	be	evil;	virtue	will	be	what	pleases,	vice
what	pains.	As	well	may	we	measure	virtue	by	utility	as	by	such	a	rule.	Nor	is	this	an
imaginary	apprehension;	we	all	must	recollect	the	celebrated	sentiment	into	which	a	great
and	wise	man	was	betrayed,	in	the	glowing	eloquence	of	his	valediction	to	the	spirit	of
chivalry.	"It	is	gone,"	cries	Mr.	Burke;	"that	sensibility	of	principle,	that	chastity	of
honour,	which	felt	a	stain	like	a	wound;	which	inspired	courage,	while	it	mitigated
ferocity;	which	ennobled	whatever	it	touched,	and	under	which	vice	lost	half	its	evil	by
losing	all	its	grossness."	In	the	last	clause	of	this	beautiful	sentence	we	have	too	apt	an
illustration	of	the	ethical	temperament	of	a	civilized	age.	It	is	detection,	not	the	sin,	which
is	the	crime;	private	life	is	sacred,	and	inquiry	into	it	is	intolerable;	and	decency	is	virtue.
Scandals,	vulgarities,	whatever	shocks,	whatever	disgusts,	are	offences	of	the	first	order.
Drinking	and	swearing,	squalid	poverty,	improvidence,	laziness,	slovenly	disorder,	make
up	the	idea	of	profligacy:	poets	may	say	any	thing,	however	wicked,	with	impunity;
works	of	genius	may	be	read	without	danger	or	shame,	whatever	their	principles;	fashion,
celebrity,	the	beautiful,	the	heroic,	will	suffice	to	force	any	evil	upon	the	community.	The
splendours	of	a	court,	and	the	charms	of	good	society,	wit,	imagination,	taste,	and	high
breeding,	the	prestige	of	rank,	and	the	resources	of	wealth,	are	a	screen,	an	instrument,
and	an	apology	for	vice	and	irreligion.	And	thus	at	length	we	find,	surprising	as	the,
change	may	be,	that	that	very	refinement	of	Intellectualism,	which	began	by	repelling
sensuality,	ends	by	excusing	it.	Under	the	shadow	indeed	of	the	Church,	and	in	its	due
development,	Philosophy	does	service	to	the	cause	of	morality;	but,	when	it	is	strong
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enough	to	have	a	will	of	its	own,	and	is	lifted	up	with	an	idea	of	its	own	importance,	and
attempts	to	form	a	theory,	and	to	lay	down	a	principle,	and	to	carry	out	a	system	of	ethics,
and	undertakes	the	moral	education	of	the	man,	then	it	does	but	abet	evils	to	which	at
first	it	seemed	instinctively	opposed.	True	Religion	is	slow	in	growth,	and,	when	once
planted,	is	difficult	of	dislodgment;	but	its	intellectual	counterfeit	has	no	root	in	itself:	it
springs	up	suddenly,	it	suddenly	withers.	It	appeals	to	what	is	in	nature,	and	it	falls	under
the	dominion	of	the	old	Adam.	Then,	like	dethroned	princes,	it	keeps	up	a	state	and
majesty,	when	it	has	lost	the	real	power.	Deformity	is	its	abhorrence;	accordingly,	since	it
cannot	dissuade	men	from	vice,	therefore	in	order	to	escape	the	sight	of	its	deformity,	it
embellishes	it.	It	"skins	and	films	the	ulcerous	place,"	which	it	cannot	probe	or	heal,

"Whiles	rank	corruption,	mining	all	within,
Infects	unseen."

And	from	this	shallowness	of	philosophical	Religion	it	comes	to	pass	that	its	disciples
seem	able	to	fulfil	certain	precepts	of	Christianity	more	readily	and	exactly	than	Christians
themselves.	St.	Paul,	as	I	have	said,	gives	us	a	pattern	of	evangelical	perfection;	he	draws
the	Christian	character	in	its	most	graceful	form,	and	its	most	beautiful	hues.	He
discourses	of	that	charity	which	is	patient	and	meek,	humble	and	single-minded,
disinterested,	contented,	and	persevering.	He	tells	us	to	prefer	each	the	other	before
himself,	to	give	way	to	each	other,	to	abstain	from	rude	words	and	evil	speech,	to	avoid
self-conceit,	to	be	calm	and	grave,	to	be	cheerful	and	happy,	to	observe	peace	with	all
men,	truth	and	justice,	courtesy	and	gentleness,	all	that	is	modest,	amiable,	virtuous,	and
of	good	repute.	Such	is	St.	Paul's	exemplar	of	the	Christian	in	his	external	relations;	and,	I
repeat,	the	school	of	the	world	seems	to	send	out	living	copies	of	this	typical	excellence
with	greater	success	than	the	Church.	At	this	day	the	"gentleman"	is	the	creation,	not	of
Christianity,	but	of	civilization.	But	the	reason	is	obvious.	The	world	is	content	with
setting	right	the	surface	of	things;	the	Church	aims	at	regenerating	the	very	depths	of	the
heart.	She	ever	begins	with	the	beginning;	and,	as	regards	the	multitude	of	her	children,	is
never	able	to	get	beyond	the	beginning,	but	is	continually	employed	in	laying	the
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foundation.	She	is	engaged	with	what	is	essential,	as	previous	and	as	introductory	to	the
ornamental	and	the	attractive.	She	is	curing	men	and	keeping	them	clear	of	mortal	sin;	she
is	"treating	of	justice	and	chastity,	and	the	judgment	to	come:"	she	is	insisting	on	faith	and
hope,	and	devotion,	and	honesty,	and	the	elements	of	charity;	and	has	so	much	to	do	with
precept,	that	she	almost	leaves	it	to	inspirations	from	Heaven	to	suggest	what	is	of
counsel	and	perfection.	She	aims	at	what	is	necessary	rather	than	at	what	is	desirable.	She
is	for	the	many	as	well	as	for	the	few.	She	is	putting	souls	in	the	way	of	salvation,	that
they	may	then	be	in	a	condition,	if	they	shall	be	called	upon,	to	aspire	to	the	heroic,	and
to	attain	the	full	proportions,	as	well	as	the	rudiments,	of	the	beautiful.

9

Such	is	the	method,	or	the	policy	(so	to	call	it),	of	the	Church;	but	Philosophy	looks	at	the
matter	from	a	very	different	point	of	view:	what	have	Philosophers	to	do	with	the	terror
of	judgment	or	the	saving	of	the	soul?	Lord	Shaftesbury	calls	the	former	a	sort	of	"panic
fear."	Of	the	latter	he	scoffingly	complains	that	"the	saving	of	souls	is	now	the	heroic
passion	of	exalted	spirits."	Of	course	he	is	at	liberty,	on	his	principles,	to	pick	and	choose
out	of	Christianity	what	he	will;	he	discards	the	theological,	the	mysterious,	the	spiritual;
he	makes	selection	of	the	morally	or	esthetically	beautiful.	To	him	it	matters	not	at	all	that
he	begins	his	'teaching	where	he	should	end	it;	it	matters	not	that,	instead	of	planting	the
tree,	he	merely	crops	its	flowers	for	his	banquet;	he	only	aims	at	the	present	life,	his
philosophy	dies	with	him;	if	his	flowers	do	but	last	to	the	end	of	his	revel,	he	has	nothing
more	to	seek.	When	night	comes,	the	withered	leaves	may	be	mingled	with	his	own	ashes;
he	and	they	will	have	done	their	work,	he	and	they	will	be	no	more.	Certainly,	it	costs
little	to	make	men	virtuous	on	conditions	such	as	these;	it	is	like	teaching	them	a	language
or	an	accomplishment,	to	write	Latin	or	to	play	on	an	instrument,the	profession	of	an
artist,	not	the	commission	of	an	Apostle.

This	embellishment	of	the	exterior	is	almost	the	beginning	and	the	end	of	philosophical
morality.	This	is	why	it	aims	at	being
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modest	rather	than	humble;	this	is	how	it	can	be	proud	at	the	very	time	that	it	is
unassuming.	To	humility	indeed	it	does	not	even	aspire;	humility	is	one	of	the	most
difficult	of	virtues	both	to	attain	and	to	ascertain.	It	lies	close	upon	the	heart	itself,	and	its
tests	are	exceedingly	delicate	and	subtle.	Its	counterfeits	abound;	however,	we	are	little
concerned	with	them	here,	for,	I	repeat,	it	is	hardly	professed	even	by	name	in	the	code
of	ethics	which	we	are	reviewing.	As	has	been	often	observed,	ancient	civilization	bad
not	the	idea,	and	had	no	word	to	express	it:	or	rather,	it	had	the	idea,	and	considered	it	a
defect	of	mind,	not	a	virtue,	so	that	the	word	which	denoted	it	conveyed	a	reproach.	As
to	the	modern	world,	you	may	gather	its	ignorance	of	it	by	its	perversion	of	the	somewhat
parallel	term	"condescension."	Humility	or	condescension,	viewed	as	a	virtue	of	conduct,
may	be	said	to	consist,	as	in	other	things,	so	in	our	placing	ourselves	in	our	thoughts	on	a
level	with	our	inferiors;	it	is	not	only	a	voluntary	relinquishment	of	the	privileges	of	our
own	station,	but	an	actual	participation	or	assumption	of	the	condition	of	those	to	whom
we	stoop.	This	is	true	humility,	to	feel	and	to	behave	as	if	we	were	low;	not,	to	cherish	a
notion	of	our	importance,	while	we	affect	a	low	position.	Such	was	St.	Paul's	humility,
when	he	called	himself	"the	least	of	the	saints;"	such	the	humility	of	those	many	holy	men
who	have	considered	themselves	the	greatest	of	sinners.	It	is	an	abdication,	as	far	as	their
own	thoughts	are	concerned,	of	those	prerogatives	or	privileges	to	which	others	deem
them	entitled.	Now	it	is	not	a	little	instructive	to	contrast	with	this	idea,	Gentlemen,with
this	theological	meaning	of	the	word	"condescension,"its	proper	English	sense;	put	them
in	juxta-position,	and	you	will	at	once	see	the	difference	between	the	world's	humility	and
the	humility	of	the	Gospel.	As	the	world	uses	the	word,	"condescension''	is	a	stooping
indeed	of	the	person,	but	a	bending	forward,	unattended	with	any	the	slightest	effort	to
leave	by	a	single	inch	the	seat	in	which	it	is	so	firmly	established.	It	is	the	act	of	a
superior,	who	protests	to	himself,	while	he	commits	it,	that	he	is	superior	still,	and	that	he
is	doing	nothing	else	but	an	act	of	grace	towards	those	on	whose	level,	in	theory,	he	is
placing	himself.	And	this	is	the	nearest	idea	which	the	philosopher	can	form	of	the	virtue
of	self-abasement;	to	do	more	than	this	is	to	his	mind	a	meanness	or	an	hypocrisy,
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and	at	once	excites	his	suspicion	and	disgust.	What	the	world	is,	such	it	has	ever	been;	we
know	the	contempt	which	the	educated	pagans	had	for	the	martyrs	and	confessors	of	the
Church;	and	it	is	shared	by	the	anti-Catholic	bodies	of	this	day.

Such	are	the	ethics	of	Philosophy,	when	faithfully	represented;	but	an	age	like	this,	not
pagan,	but	professedly	Christian,	cannot	venture	to	reprobate	humility	in	set	terms,	or	to
make	a	boast	of	pride.	Accordingly,	it	looks	out	for	some	expedient	by	which	it	may	blind
itself	to	the	real	state	of	the	case.	Humility,	with	its	grave	and	self-denying	attributes,	it
cannot	love;	but	what	is	more	beautiful,	what	more	winning,	than	modesty?	what	virtue,
at	first	sight,	simulates	humility	so	well?	though	what	in	fact	is	more	radically	distinct
from	it?	In	truth,	great	as	is	its	charm,	modesty	is	not	the	deepest	or	the	most	religious	of
virtues.	Rather	it	is	the	advanced	guard	or	sentinel	of	the	soul	militant,	and	watches
continually	over	its	nascent	intercourse	with	the	world	about	it.	It	goes	the	round	of	the
senses;	it	mounts	up	into	the	countenance;	it	protects	the	eye	and	ear;	it	reigns	in	the	voice
and	gesture.	Its	province	is	the	outward	deportment,	as	other	virtues	have	relation	to
matters	theological,	others	to	society,	and	others	to	the	mind	itself.	And	being	more
superficial	than	other	virtues,	it	is	more	easily	disjoined	from	their	company;	it	admits	of
being	associated	with	principles	or	qualities	naturally	foreign	to	it,	and	is	often	made	the
cloak	of	feelings	or	ends	for	which	it	was	never	given	to	us.	So	little	is	it	the	necessary
index	of	humility,	that	it	is	even	compatible	with	pride.	The	better	for	the	purpose	of
Philosophy;	humble	it	cannot	be,	so	forthwith	modesty	becomes	its	humility.

Pride,	under	such	training,	instead	of	running	to	waste	in	the	education	of	the	mind,	is
turned	to	account;	it	gets	a	new	name;	it	is	called	self-respect;	and	ceases	to	be	the
disagreeable,	uncompanionable	quality	which	it	is	in	itself.	Though	it	be	the	motive
principle	of	the	soul,	it	seldom	comes	to	view;	and	when	it	shows	itself,	then	delicacy	and
gentleness	are	its	attire,	and	good	sense	and	sense	of	honour	direct	its	motions.	It	is	no
longer	a	restless	agent,	without	definite	aim;	it	has	a	large	field	of	exertion	assigned	to	it,
and	it	subserves	those	social	interests	which	it	would	naturally	trouble.	It	is	directed	into
the	channel	of	industry,	frugality,	honesty,	and	obedience;	and	it	becomes	the	very	staple
of	the	religion	and	morality	held	in	honour	in	a	day
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like	our	own.	It	becomes	the	safeguard	of	chastity,	the	guarantee	of	veracity,	in	high	and
low;	it	is	the	very	household	god	of	society,	as	at	present	constituted,	inspiring	neatness
and	decency	in	the	servant	girl,	propriety	of	carriage	and	refined	manners	in	her	mistress,
uprightness,	manliness,	and	generosity	in	the	head	of	the	family.	It	diffuses	a	light	over
town	and	country;	it	covers	the	soil	with	handsome	edifices	and	smiling	gardens;	it	tills
the	field,	it	stocks	and	embellishes	the	shop.	It	is	the	stimulating	principle	of	providence
on	the	one	hand,	and	of	free	expenditure	on	the	other;	of	an	honourable	ambition,	and	of
elegant	enjoyment.	It	breathes	upon	the	face	of	the	community,	and	the	hollow	sepulchre
is	forthwith	beautiful	to	look	upon.

Refined	by	the	civilization	which	has	brought	it	into	activity,	this	self-respect	infuses	into
the	mind	an	intense	horror	of	exposure,	and	a	keen	sensitiveness	of	notoriety	and
ridicule.	It	becomes	the	enemy	of	extravagances	of	any	kind;	it	shrinks	from	what	are
called	scenes;	it	has	no	mercy	on	the	mock-heroic,	on	pretence	or	egotism,	on	verbosity
in	language,	or	what	is	called	prosiness	in	conversation.	It	detests	gross	adulation;	not	that
it	tends	at	all	to	the	eradication	of	the	appetite	to	which	the	flatterer	ministers,	but	it	sees
the	absurdity	of	indulging	it,	it	understands	the	annoyance	thereby	given	to	others,	and	if
a	tribute	must	be	paid	to	the	wealthy	or	the	powerful,	it	demands	greater	subtlety	and	art
in	the	preparation.	Thus	vanity	is	changed	into	a	more	dangerous	self-conceit,	as	being
checked	in	its	natural	eruption.	It	teaches	men	to	suppress	their	feelings,	and	to	control
their	tempers,	and	to	mitigate	both	the	severity	and	the	tone	of	their	judgments.	As	Lord
Shaftesbury	would	desire,	it	prefers	playful	wit	and	satire	in	putting	down	what	is
objectionable,	as	a	more	refined	and	good-natured,	as	well	as	a	more	effectual	method,
than	the	expedient	which	is	natural	to	uneducated	minds.	It	is	from	this	impatience	of	the
tragic	and	the	bombastic	that	it	is	now	quietly	but	energetically	opposing	itself	to	the
unchristian	practice	of	duelling,	which	it	brands	as	simply	out	of	taste,	and	as	the	remnant
of	a	barbarous	age;	and	certainly	it	seems	likely	to	effect	what	Religion	has	aimed	at
abolishing	in	vain.
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Hence	it	is	that	it	is	almost	a	definition	of	a	gentleman	to	say	he	is	one	who	never	inflicts
pain.	This	description	is	both	refined	and,	as	far	as	it	goes,	accurate.	He	is	mainly
occupied	in	merely	removing	the	obstacles	which	hinder	the	free	and	unembarrassed
action	of	those	about	him;	and	he	concurs	with	their	movements	rather	than	takes	the
initiative	himself.	His	benefits	may	be	considered	as	parallel	to	what	are	called	comforts
or	conveniences	in	arrangements	of	a	personal	nature:	like	an	easy	chair	or	a	good	fire,
which	do	their	part	in	dispelling	cold	and	fatigue,	though	nature	provides	both	means	of
rest	and	animal	heat	without	them.	The	true	gentleman	in	like	manner	carefully	avoids
whatever	may	cause	a	jar	or	a	jolt	in	the	minds	of	those	with	whom	he	is	cast;all	clashing
of	opinion,	or	collision	of	feeling,	all	restraint,	or	suspicion,	or	gloom,	or	resentment;	his
great	concern	being	to	make	every	one	at	their	case	and	at	home.	He	has	his	eyes	on	all
his	company;	he	is	tender	towards	the	bashful,	gentle	towards	the	distant,	and	merciful
towards	the	absurd;	he	can	recollect	to	whom	he	is	speaking;	he	guards	against
unseasonable	allusions,	or	topics	which	may	irritate;	he	is	seldom	prominent	in
conversation,	and	never	wearisome.	He	makes	light	of	favours	while	he	does	them,	and
seems	to	be	receiving	when	he	is	conferring.	He	never	speaks	of	himself	except	when
compelled,	never	defends	himself	by	a	mere	retort,	he	has	no	ears	for	slander	or	gossip,	is
scrupulous	in	imputing	motives	to	those	who	interfere	with	him,	and	interprets	every
thing	for	the	best.	He	is	never	mean	or	little	in	his	disputes,	never	takes	unfair	advantage,
never	mistakes	personalities	or	sharp	sayings	for	arguments,	or	insinuates	evil	which	he
dare	not	say	out.	From	a	long-sighted	prudence,	he	observes	the	maxim	of	the	ancient
sage,	that	we	should	ever	conduct	ourselves	towards	our	enemy	as	if	he	were	one	day	to
be	our	friend.	He	has	too	much	good	sense	to	be	affronted	at	insults,	he	is	too	well
employed	to	remember	injuries,	and	too	indolent	to	bear	malice.	He	is	patient,	forbearing,
and	resigned,	on	philosophical	principles;	he	submits	to	pain,	because	it	is	inevitable,	to
bereavement,	because	it	is	irreparable,	and	to	death,	because	it	is	his	destiny.	If	he
engages	in	controversy	of	any	kind,	his	disciplined	intellect	preserves	him	from	the
blunder-
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ing	discourtesy	of	better,	perhaps,	but	less	educated	minds;	who,	like	blunt	weapons,	tear
and	hack	instead	of	cutting	clean,	who	mistake	the	point	in	argument,	waste	their	strength
on	trifles,	misconceive	their	adversary,	and	leave	the	question	more	involved	than	they
find	it.	He	may	be	right	or	wrong	in	his	opinion,	but	he	is	too	clear-headed	to	be	unjust;
he	is	as	simple	as	he	is	forcible,	and	as	brief	as	he	is	decisive.	Nowhere	shall	we	find
greater	candour,	consideration,	indulgence:	he	throws	himself	into	the	minds	of	his
opponents,	he	accounts	for	their	mistakes.	He	knows	the	weakness	of	human	reason	as
well	as	its	strength,	its	province	and	its	limits.	If	he	be	an	unbeliever,	he	will	be	too
profound	and	large-minded	to	ridicule	religion	or	to	act	against	it;	he	is	too	wise	to	be	a
dogmatist	or	fanatic	in	his	infidelity.	He	respects	piety	and	devotion;	he	even	supports
institutions	as	venerable,	beautiful,	or	useful,	to	which	he	does	not	assent;	he	honours	the
ministers	of	religion,	and	it	contents	him	to	decline	its	mysteries	without	assailing	or
denouncing	them.	He	is	a	friend	of	religious	toleration,	and	that,	not	only	because	his
philosophy	has	taught	him	to	look	on	all	forms	of	faith	with	an	impartial	eye,	but	also
from	the	gentleness	and	effeminacy	of	feeling,	which	is	the	attendant	on	civilization.

Not	that	he	may	not	hold	a	religion	too,	in	his	own	way,	even	when	he	is	not	a	Christian.
In	that	case	his	religion	is	one	of	imagination	and	sentiment;	it	is	the	embodiment	of	those
ideas	of	the	sublime,	majestic,	and	beautiful,	without	which	there	can	be	no	large
philosophy.	Sometimes	he	acknowledges	the	being	of	God,	sometimes	he	invests	an
unknown	principle	or	quality	with	the	attributes	of	perfection.	And	this	deduction	of	his
reason,	or	creation	of	his	fancy,	he	makes	the	occasion	of	such	excellent	thoughts,	and	the
starting-point	of	so	varied	and	systematic	a	teaching,	that	he	even	seems	like	a	disciple	of
Christianity	itself.	From	the	very	accuracy	and	steadiness	of	his	logical	powers,	he	is	able
to	see	what	sentiments	are	consistent	in	those	who	hold	any	religious	doctrine	at	all,	and
he	appears	to	others	to	feel	and	to	hold	a	whole	circle	of	theological	truths,	which	exist	in
his	mind	no	otherwise	than	as	a	number	of	deductions.

Such	are	some	of	the	lineaments	of	the	ethical	character,	which	the	cultivated	intellect	will
form,	apart	from	religious	principle.
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They	are	seen	within	the	pale	of	the	Church	and	without	it,	in	holy	men,	and	in	profligate;
they	form	the	beau-ideal	of	the	world;	they	partly	assist	and	partly	distort	the
development	of	the	Catholic.	They	may	subserve	the	education	of	a	St.	Francis	de	Sales
or	a	Cardinal	Pole;	they	may	be	the	limits	of	the	contemplation	of	a	Shaftesbury	or	a
Gibbon.	Basil	and	Julian	were	fellow-students	at	the	schools	of	Athens;	and	one	became
the	Saint	and	Doctor	of	the	Church,	the	other	her	scoffing	and	relentless	foe.

Discourse	IX
Duties	of	the	Church	Towards	Knowledge

1

I	have	to	congratulate	myself,	Gentlemen,	that	at	length	I	have	accomplished,	with
whatever	success,	the	difficult	and	anxious	undertaking	to	which	I	have	been	immediately
addressing	myself.	Difficult	and	anxious	it	has	been	in	truth,	though	the	main	subject	of
University	Teaching	has	been	so	often	and	so	ably	discussed	already;	for	I	have	attempted
to	follow	out	a	line	of	thought	more	familiar	to	Protestants	just	now	than	to	Catholics,
upon	Catholic	grounds.	I	declared	my	intention,	when	I	opened	the	subject,	of	treating	it
as	a	philosophical	and	practical,	rather	than	as	a	theological	question,	with	an	appeal	to
common	sense,	not	to	ecclesiastical	rules;	and	for	this	very	reason,	while	my	argument
has	been	less	ambitious,	it	has	been	deprived	of	the	lights	and	supports	which	another
mode	of	handling	it	would	have	secured.

No	anxiety,	no	effort	of	mind	is	more	severe	than	his,	who	in	a	difficult	matter	has	it
seriously	at	heart	to	investigate	without	error	and	to	instruct	without	obscurity;	as	to
myself,	if	the	past	discussion	has	at	any	time	tried	the	patience	of	the	kind	persons	who
have	given	it	their	attention,	I	can	assure	them	that	on	no
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one	can	it	have	inflicted	so	great	labour	and	fatigue	as	on	myself.	Happy	they	who	are
engaged	in	provinces	of	thought,	so	familiarly	traversed	and	so	thoroughly	explored,	that
they	see	every	where	the	footprints,	the	paths,	the	landmarks,	and	the	remains	of	former
travellers,	and	can	never	step	wrong;	but	for	myself,	Gentlemen,	I	have	felt	like	a
navigator	on	a	strange	sea,	who	is	out	of	sight	of	land,	is	surprised	by	night,	and	has	to
trust	mainly	to	the	rules	and	instruments	of	his	science	for	reaching	the	port.	The
everlasting	mountains,	the	high	majestic	cliffs,	of	the	opposite	coast,	radiant	in	the
sunlight,	which	are	our	ordinary	guides,	fail	us	in	an	excursion	such	as	this;	the	lessons	of
antiquity,	the	determinations	of	authority,	are	here	rather	the	needle,	chart,	and	plummet,
than	great	objects,	with	distinct	and	continuous	outlines	and	completed	details,	which
stand	up	and	confront	and	occupy	our	gaze,	and	relieve	us	from	the	tension	and	suspense
of	our	personal	observation.	And	thus,	in	spite	of	the	pains	we	may	take	to	consult	others
and	avoid	mistakes,	it	is	not	till	the	morning	comes	and	the	shore	greets	us,	and	we	see
our	vessel	making	straight	for	harbour,	that	we	relax	our	jealous	watch,	and	consider
anxiety	irrational.	Such	in	a	measure	has	been	my	feeling	in	the	foregoing	inquiry;	in
which	indeed	I	have	been	in	want	neither	of	authoritative	principles	nor	distinct
precedents,	but	of	treatises	in	extenso	on	the	subject	on	which	I	have	written,the	finished
work	of	writers,	who,	by	their	acknowledged	judgment	and	erudition,	might	furnish	me
for	my	private	guidance	with	a	running	instruction	on	each	point	which	successively
came	under	review.

I	have	spoken	of	the	arduousness	of	my	"immediate"	undertaking,	because	what	I	have
been	attempting	has	been	of	a	preliminary	nature,	not	contemplating	the	duties	of	the
Church	towards	a	University,	nor	the	characteristics	of	a	University	which	is	Catholic,	but
inquiring	what	a	University	is,	what	is	its	aim,	what	its	nature,	what	its	bearings.	I	have
accordingly	laid	down	first,	that	all	branches	of	knowledge	are,	at	least	implicitly,	the
subject-matter	of	its	teaching;	that	these	branches	are	not	isolated	and	independent	one	of
another,	but	form	together	a	whole	or	system;	that	they	run	into	each	other,	and	complete
each	other,	and	that,	in	proportion	to	our	view	of	them	as	a	whole,	is	the	exactness	and
trustworthiness	of	the	knowledge	which	they
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separately	convey;	that	the	process	of	imparting	knowledge	to	the	intellect	in	this
philosophical	way	is	its	true	culture;	that	such	culture	is	a	good	in	itself;	that	the
knowledge	which	is	both	its	instrument	and	result	is	called	Liberal	Knowledge;	that	such
culture,	together	with	the	knowledge	which	effects	it,	may	fitly	be	sought	for	its	own
sake;	that	it	is,	however,	in	addition,	of	great	secular	utility,	as	constituting	the	best	and
highest	formation	of	the	intellect	for	social	and	political	life;	and	lastly,	that,	considered	in
a	religious	aspect,	it	concurs	with	Christianity	a	certain	way,	and	then	diverges	from	it;
and	consequently	proves	in	the	event,	sometimes	its	serviceable	ally,	sometimes,	from	its
very	resemblance	to	it,	an	insidious	and	dangerous	foe.

Though,	however,	these	Discourses	have	only	professed	to	be	preliminary,	being	directed
to	the	investigation	of	the	object	and	nature	of	the	Education	which	a	University	professes
to	impart,	at	the	same	time	I	do	not	like	to	conclude	without	making	some	remarks	upon
the	duties	of	the	Church	towards	it,	or	rather	on	the	ground	of	those	duties.	If	the
Catholic	Faith	is	true,	a	University	cannot	exist	externally	to	the	Catholic	pale,	for	it
cannot	teach	Universal	Knowledge	if	it	does	not	teach	Catholic	theology.	This	is	certain;
but	still,	though	it	had	ever	so	many	theological	Chairs,	that	would	not	suffice	to	make	it
a	Catholic	University;	for	theology	would	be	included	in	its	teaching	only	as	a	branch	of
knowledge,	only	as	one	out	of	many	constituent	portions,	however	important	a	one,	of
what	I	have	called	Philosophy.	Hence	a	direct	and	active	jurisdiction	of	the	Church	over	it
and	in	it	is	necessary,	lest	it	should	become	the	rival	of	the	Church	with	the	community	at
large	in	those	theological	matters	which	to	the	Church	are	exclusively	committed,acting	as
the	representative	of	the	intellect,	as	the	Church	is	the	representative	of	the	religious
principle.	The	illustration	of	this	proposition	shall	be	the	subject	of	my	concluding
Discourse.

2

I	say	then,	that,	even	though	the	case	could	be	so	that	the	whole	system	of	Catholicism
was	recognized	and	professed,	without	the	direct	presence	of	the	Church,	still	this	would
not	at	once	make	such	a	University	a	Catholic	Institution,	nor	be
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sufficient	to	secure	the	due	weight	of	religious	considerations	in	its	philosophical	studies.
For	it	may	easily	happen	that	a	particular	bias	or	drift	may	characterize	an	Institution,
which	no	rules	can	reach,	nor	officers	remedy,	nor	professions	or	promises	counteract.
We	have	an	instance	of	such	a	case	in	the	Spanish	Inquisition;here	was	a	purely	Catholic
establishment,	devoted	to	the	maintenance,	or	rather	the	ascendancy	of	Catholicism,
keenly	zealous	for	theological	truth,	the	stern	foe	of	every	antiCatholic	idea,	and
administered	by	Catholic	theologians;	yet	it	in	no	proper	sense	belonged	to	the	Church.	It
was	simply	and	entirely	a	State	institution,	it	was	an	expression	of	that	very	Church-and-
King	spirit	which	has	prevailed	in	these	islands;	nay,	it	was	an	instrument	of	the	State,
according	to	the	confession	of	the	acutest	Protestant	historians,	in	its	warfare	against	the
Holy	See.	Considered	"materially,"	it	was	nothing	but	Catholic;	but	its	spirit	and	form
were	earthly	and	secular,	in	spite	of	whatever	faith	and	zeal	and	sanctity	and	charity	were
to	be	found	in	the	individuals	who	from	time	to	time	had	a	share	in	its	administration.
And	in	like	manner,	it	is	no	sufficient	security	for	the	Catholicity	of	a	University,	even
that	the	whole	of	Catholic	theology	should	be	professed	in	it,	unless	the	Church	breathes
her	own	pure	and	unearthly	spirit	into	it,	and	fashions	and	moulds	its	organization,	and
watches	over	its	teaching,	and	knits	together	its	pupils,	and	superintends	its	action.	The
Spanish	Inquisition	came	into	collision	with	the	supreme	Catholic	authority,	and	that,
from	the	fact	that	its	immediate	end	was	of	a	secular	character;	and	for	the	same	reason,
whereas	Academical	Institutions	(as	I	have	been	so	long	engaged	in	showing)	are	in	their
very	nature	directed	to	social,	national,	temporal	objects	in	the	first	instance,	and	since
they	are	living	and	energizing	bodies,	if	they	deserve	the	name	of	University	at	all,	and	of
necessity	have	some	one	formal	and	definite	ethical	character,	good	or	bad,	and	do	of	a
certainty	imprint	that	character	on	the	individuals	who	direct	and	who	frequent	them,	it
cannot	but	be	that,	if	left	to	themselves,	they	will	in	spite	of	their	profession	of	Catholic
Truth,	work	out	results	more	or	less	prejudicial	to	its	interests.

Nor	is	this	all:	such	Institutions	may	become	hostile	to	Revealed	Truth,	in	consequence	of
the	circumstances	of	their	teaching	as	well	as	of	their	end.	They	are	employed	in	the
pursuit	of
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Liberal	Knowledge,	and	Liberal	Knowledge	has	a	special	tendency,	not	necessary	or
rightful,	but	a	tendency	in	fact,	when	cultivated	by	beings	such	as	we	are,	to	impress	us
with	a	mere	philosophical	theory	of	life	and	conduct,	in	the	place	of	Revelation.	I	have
said	much	on	this	subject	already.	Truth	has	two	attributesbeauty	and	power;	and	while
Useful	Knowledge	is	the	possession	of	truth	as	powerful,	Liberal	Knowledge	is	the
apprehension	of	it	as	beautiful.	Pursue	it,	either	as	beauty	or	as	power,	to	its	furthest
extent	and	its	true	limit,	and	you	are	led	by	either	road	to	the	Eternal	and	Infinite,	to	the
intimations	of	conscience	and	the	announcements	of	the	Church.	Satisfy	yourself	with
what	is	only	visibly	or	intelligibly	excellent,	as	you	are	likely	to	do,	and	you	will	make
present	utility	and	natural	beauty	the	practical	test	of	truth,	and	the	sufficient	object	of	the
intellect.	It	is	not	that	you	will	at	once	reject	Catholicism,	but	you	will	measure	and
proportion	it	by	an	earthly	standard.	You	will	throw	its	highest	and	most	momentous
disclosures	into	the	background,	you	will	deny	its	principles,	explain	away	its	doctrines,
re-arrange	its	precepts,	and	make	light	of	its	practices,	even	while	you	profess	it.
Knowledge,	viewed	as	Knowledge,	exerts	a	subtle	influence	in	throwing	us	back	on
ourselves,	and	making	us	our	own	centre,	and	our	minds	the	measure	of	all	things.	This
then	is	the	tendency	of	that	Liberal	Education,	of	which	a	University	is	the	school,	viz.,	to
view	Revealed	Religion	from	an	aspect	of	its	own,to	fuse	and	recast	it,to	tune	it,	as	it
were,	to	a	different	key,	and	to	reset	its	harmonies,to	circumscribe	it	by	a	circle	which
unwarrantably	amputates	here,	and	unduly	developes	there;	and	all	under	the	notion,
conscious	or	unconscious,	that	the	human	intellect,	self-educated	and	self-supported,	is
more	true	and	perfect	in	its	ideas	and	judgments	than	that	of	Prophets	and	Apostles,	to
whom	the	sights	and	sounds	of	Heaven	were	immediately	conveyed.	A	sense	of	propriety,
order,	consistency,	and	completeness	gives	birth	to	a	rebellious	stirring	against	miracle
and	mystery,	against	the	severe	and	the	terrible.

This	Intellectualism	first	and	chiefly	comes	into	collision	with	precept,	then	with	doctrine,
then	with	the	very	principle	of	dogmatism;a	perception	of	the	Beautiful	becomes	the
substitute	for	faith.	In	a	country	which	does	not	profess	the	faith,	it	at	once
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runs,	if	allowed,	into	scepticism	or	infidelity;	but	even	within	the	pale	of	the	Church,	and
with	the	most	unqualified	profession	of	her	Creed,	it	acts,	if	left	to	itself,	as	an	element	of
corruption	and	debility.	Catholicism,	as	it	has	come	down	to	us	from	the	first,	seems	to	be
mean	and	illiberal;	it	is	a	mere	popular	religion;	it	is	the	religion	of	illiterate	ages	or	servile
populations	or	barbarian	warriors;	it	must	be	treated	with	discrimination	and	delicacy,
corrected,	softened,	improved,	if	it	is	to	satisfy	an	enlightened	generation.	It	must	be
stereotyped	as	the	patron	of	arts,	or	the	pupil	of	speculation,	or	the	protégé	of	science;	it
must	play	the	literary	academician,	or	the	empirical	philanthropist,	or	the	political
partisan;	it	must	keep	up	with	the	age;	some	or	other	expedient	it	must	devise,	in	order	to
explain	away,	or	to	hide,	tenets	under	which	the	intellect	labours	and	of	which	it	is
ashamedits	doctrine,	for	instance,	of	grace,	its	mystery	of	the	Godhead,	its	preaching	of
the	Cross,	its	devotion	to	the	Queen	of	Saints,	or	its	loyalty	to	the	Apostolic	See.	Let	this
spirit	be	freely	evolved	out	of	that	philosophical	condition	of	mind,	which	in	former
Discourses	I	have	so	highly,	so	justly	extolled,	and	it	is	impossible	but,	first	indifference,
then	laxity	of	belief,	then	even	heresy	will	be	the	successive	results.

Here	then	are	two	injuries	which	Revelation	is	likely	to	sustain	at	the	hands	of	the	Masters
of	human	reason	unless	the	Church,	as	in	duty	bound,	protects	the	sacred	treasure	which
is	in	jeopardy.	The	first	is	a	simple	ignoring	of	Theological	Truth	altogether,	under	the
pretence	of	not	recognising	differences	of	religious	opinion;which	will	only	take	place	in
countries	or	under	governments	which	have	abjured	Catholicism.	The	second,	which	is
of	a	more	subtle	character,	is	a	recognition	indeed	of	Catholicism,	but	(as	if	in	pretended
mercy	to	it)	an	adulteration	of	its	spirit.	I	will	now	proceed	to	describe	the	dangers	I
speak	of	more	distinctly,	by	a	reference	to	the	general	subject-matter	of	instruction	which
a	University	undertakes.

There	are	three	great	subjects	on	which	Human	Reason	employs	itself:God,	Nature,	and
Man:	and	theology	being	put	aside	in	the	present	argument,	the	physical	and	social	worlds
remain.	These,	when	respectively	subjected	to	Human	Reason,	form	two	books:	the	book
of	nature	is	called	Science,	the	book	of	man	is	called	Literature.	Literature	and	Science,
thus	consid-
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ered,	nearly	constitute	the	subject-matter	of	Liberal	Education;	and,	while	Science	is	made
to	subserve	the	former	of	the	two	injuries,	which	Revealed	Truth	sustains,its	exclusion,
Literature	subserves	the	latter,its	corruption.	Let	us	consider	the	influence	of	each	upon
Religion	separately.

3

I.	As	to	Physical	Science,	of	course	there	can	be	no	real	collision	between	it	and
Catholicism.	Nature	and	Grace,	Reason	and	Revelation,	come	from	the	same	Divine
Author,	whose	works	cannot	contradict	each	other.	Nevertheless,	it	cannot	be	denied	that,
in	matter	of	fact,	there	always	has	been	a	sort	of	jealousy	and	hostility	between	Religion
and	physical	philosophers.	The	name	of	Galileo	reminds	us	of	it	at	once.	Not	content	with
investigating	and	reasoning	in	his	own	province,	it	is	said,	he	went	out	of	his	way	directly
to	insult	the	received	interpretation	of	Scripture;	theologians	repelled	an	attack	which	was
wanton	and	arrogant;	and	Science,	affronted	in	her	minister,	has	taken	its	full	revenge
upon	Theology	since.	A	vast	multitude	of	its	teachers,	I	fear	it	must	be	said,	have	been
either	unbelievers	or	sceptics,	or	at	least	have	denied	to	Christianity	any	teaching,
distinctive	or	special,	over	the	Religion	of	Nature.	There	have	indeed	been	most
illustrious	exceptions;	some	men	protected	by	their	greatness	of	mind,	some	by	their
religious	profession,	some	by	the	fear	of	public	opinion;	but	I	suppose	the	run	of
experimentalists,	external	to	the	Catholic	Church,	have	more	or	less	inherited	the	positive
or	negative	unbelief	of	Laplace,	Buffon,	Franklin,	Priestley,	Cuvier,	and	Humboldt.	I	do
not	of	course	mean	to	say	that	there	need	be	in	every	case	a	resentful	and	virulent
opposition	made	to	Religion	on	the	part	of	scientific	men;	but	their	emphatic	silence	or
phlegmatic	inadvertence	as	to	its	claims	have	implied,	more	eloquently	than	any	words,
that	in	their	opinion	it	had	no	voice	at	all	in	the	subject-matter,	which	they	had
appropriated	to	themselves.	The	same	antagonism	shows	itself	in	the	middle	ages.	Friar
Bacon	was	popularly	regarded	with	suspicion	as	a	dealer	in	unlawful	arts;	Pope	Sylvester
the	Second	has	been	accused	of	magic	for	his	knowledge	of	natural	secrets;	and	the
geographical	ideas	of	St.	Virgil,	Bishop	of	Saltzburg,	were	regarded	with	anx-
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iety	by	the	great	St.	Boniface,	the	glory	of	England,	the	Martyr-Apostle	of	Germany.	I
suppose,	in	matter	of	fact,	magical	superstition	and	physical	knowledge	did	commonly	go
together	in	those	ages:	however,	the	hostility	between	experimental	science	and	theology
is	far	older	than	Christianity.	Lord	Bacon	traces	it	to	an	era	prior	to	Socrates;	he	tells	us
that,	among	the	Greeks,	the	atheistic	was	the	philosophy	most	favourable	to	physical
discoveries,	and	he	does	not	hesitate	to	imply	that	the	rise	of	the	religious	schools	was	the
ruin	of	science.*

Now,	if	we	would	investigate	the	reason	of	this	opposition	between	Theology	and
Physics,	I	suppose	we	must	first	take	into	account	Lord	Bacon's	own	explanation	of	it.	It
is	common	in	judicial	inquiries	to	caution	the	parties	on	whom	the	verdict	depends	to	put
out	of	their	minds	whatever	they	have	heard	out	of	court	on	the	subject	to	which	their
attention	is	to	be	directed.	They	are	to	judge	by	the	evidence;	and	this	is	a	rule	which
holds	in	other	investigations	as	far	as	this,	that	nothing	of	an	adventitious	nature	ought	to
be	introduced	into	the	process.	In	like	manner,	from	religious	investigations,	as	such,
physics	must	be	excluded,	and	from	physical,	as	such	religion;	and	if	we	mix	them,	we
shall	spoil	both.	The	theologian,	speaking	of	Divine	Omnipotence,	for	the	time	simply
ignores	the	laws	of	nature	as	existing	restraints	upon	its	exercise;	and	the	physical
philosopher,	on	the	other	hand,	in	his	experiments	upon	natural	phenomena,	is	simply
ascertaining	those	laws,	putting	aside	the	question	of	that	Omnipotence.	If	the	theologian,
in	tracing	the	ways	of	Providence,	were	stopped	with	objections	grounded	on	the
impossibility	of	physical	miracles,	he	would	justly	protest	against	the	interruption;	and
were	the	philosopher,	who	was	determining	the	motion	of	the	heavenly	bodies,	to	be
questioned	about	their	Final	or	their	First	Cause,	he	too	would	suffer	an	illogical
interruption.	The	latter	asks	the	cause	of	volcanoes,	and	is	impatient	at	being	told	it	is	''the
divine	vengeance;"	the	former	asks	the	cause	of	the	overthrow	of	the	guilty	cities,	and	is
preposterously	referred	to	the	volcanic	action	still	visible	in	their	neighbourhood.	The
inquiry	into	final	causes	for	the	moment	passes	over	the	existence	of	established	laws;	the
inquiry	into

*	Vid.	Hallam's	Literature	of	Europe,	Macaulay's	Essay,	and	the	Author's	Oxford	University
Sermons,	IX.
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physical,	passes	over	for	the	moment	the	existence	of	God.	In	other	words,	physical
science	is	in	a	certain	sense	atheistic,	for	the	very	reason	it	is	not	theology.

This	is	Lord	Bacon's	justification,	and	an	intelligible	one,	for	considering	that	the	fall	of
atheistic	philosophy	in	ancient	times	was	a	blight	upon	the	hopes	of	physical	science.
"Aristotle,"	he	says,	"Galen,	and	others	frequently	introduce	such	causes	as	these:the	hairs
of	the	eyelids	are	for	a	fence	to	the	sight;	the	bones	for	pillars	whence	to	build	the	bodies
of	animals;	the	leaves	of	trees	are	to	defend	the	fruit	from	the	sun	and	wind;	the	clouds
are	designed	for	watering	the	earth.	All	which	are	properly	alleged	in	metaphysics;	but	in
physics,	are	impertinent,	and	as	remoras	to	the	ship,	that	hinder	the	sciences	from	holding
on	their	course	of	improvement,	and	as	introducing	a	neglect	of	searching	after	physical
causes."*	Here	then	is	one	reason	for	the	prejudice	of	physical	philosophers	against
Theology:on	the	one	hand,	their	deep	satisfaction	in	the	laws	of	nature	indisposes	them
towards	the	thought	of	a	Moral	Governor,	and	makes	them	sceptical	of	His	interposition;
on	the	other	hand,	the	occasional	interference	of	religious	criticism	in	a	province	not
religious,	has	made	them	sore,	suspicious,	and	resentful.

4

Another	reason	of	a	kindred	nature	is	to	be	found	in	the	difference	of	method	by	which
truths	are	gained	in	theology	and	in	physical	science.	Induction	is	the	instrument	of
Physics,	and	deduction	only	is	the	instrument	of	Theology.	There	the	simple	question	is,
What	is	revealed?	all	doctrinal	knowledge	flows	from	one	fountain	head.	If	we	are	able	to
enlarge	our	view	and	multiply	our	propositions,	it	must	be	merely	by	the	comparison	and
adjustment	of	the	original	truths;	if	we	would	solve	new	questions,	it	must	be	by
consulting	old	answers.	The	notion	of	doctrinal	knowledge	absolutely	novel,	and	of
simple	addition	from	without,	is	intolerable	to	Catholic	ears,	and	never	was	entertained	by
any	one	who	was	even	approaching	to	an	understanding	of	our	creed.	Revelation	is	all	in
all	in	doctrine;	the	Apostles	its	sole	depository,	the	inferential	method	its	sole	instrument,
and	ec-

*	In	Augment.,	5.
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clesiastical	authority	its	sole	sanction.	The	Divine	Voice	has	spoken	once	for	all,	and	the
only	question	is	about	its	meaning.	Now	this	process,	as	far	as	it	was	reasoning,	was	the
very	mode	of	reasoning	which,	as	regards	physical	knowledge,	the	school	of	Bacon	has
superseded	by	the	inductive	method:no	wonder,	then,	that	that	school	should	be	irritated
and	indignant	to	find	that	a	subject-matter	remains	still,	in	which	their	favourite
instrument	has	no	office;	no	wonder	that	they	rise	up	against	this	memorial	of	an
antiquated	system,	as	an	eyesore	and	an	insult;	and	no	wonder	that	the	very	force	and
dazzling	success	of	their	own	method	in	its	own	departments	should	sway	or	bias	unduly
the	religious	sentiments	of	any	persons	who	come	under	its	influence.	They	assert	that	no
new	truth	can	be	gained	by	deduction;	Catholics	assent,	but	add	that,	as	regards	religious
truth,	they	have	not	to	seek	at	all,	for	they	have	it	already.	Christian	Truth	is	purely	of
revelation;	that	revelation	we	can	but	explain,	we	cannot	increase,	except	relatively	to	our
own	apprehensions;	without	it	we	should	have	known	nothing	of	its	contents,	with	it	we
know	just	as	much	as	its	contents,	and	nothing	more.	And,	as	it	was	given	by	a	divine	act
independent	of	man,	so	will	it	remain	in	spite	of	man.	Niebuhr	may	revolutionize	history,
Lavoisier	chemistry,	Newton	astronomy;	but	God	Himself	is	the	author	as	well	as	the
subject	of	theology.	When	Truth	can	change,	its	Revelation	can	change;	when	human
reason	can	outreason	the	Omniscient,	then	may	it	supersede	His	work.

Avowals	such	as	these	fall	strange	upon	the	ear	of	men	whose	first	principle	is	the	search
after	truth,	and	whose	starting-points	of	search	are	things	material	and	sensible.	They
scorn	any	process	of	inquiry	not	founded	on	experiment;	the	Mathematics	indeed	they
endure,	because	that	science	deals	with	ideas,	not	with	facts,	and	leads	to	conclusions
hypothetical	rather	than	real;	"Metaphysics"	they	even	use	as	a	by-word	of	reproach;	and
Ethics	they	admit	only	on	condition	that	it	gives	up	conscience	as	its	scientific	ground,
and	bases	itself	on	tangible	utility:	but	as	to	Theology,	they	cannot	deal	with	it,	they
cannot	master	it,	and	so	they	simply	outlaw	it	and	ignore	it.	Catholicism,	forsooth,
"confines	the	intellect,"	because	it	holds	that	God's	intellect	is	greater	than	theirs,	and	that
what	He	has	done,	man	cannot	improve.
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And	what	in	some	sort	justifies	them	to	themselves	in	this	extravagance	is	the
circumstance	that	there	is	a	religion	close	at	their	doors	which,	discarding	so	severe	a
tone,	has	actually	adopted	their	own	principle	of	inquiry.	Protestantism	treats	Scripture
just	as	they	deal	with	Nature;	it	takes	the	sacred	text	as	a	large	collection	of	phenomena,
from	which,	by	an	inductive	process,	each	individual	Christian	may	arrive	at	just	those
religious	conclusions	which	approve	themselves	to	his	own	judgment.	It	considers	faith	a
mere	modification	of	reason,	as	being	an	acquiescence	in	certain	probable	conclusions	till
better	are	found.	Sympathy,	then,	if	no	other	reason,	throws	experimental	philosophers
into	alliance	with	the	enemies	of	Catholicism.

5

I	have	another	consideration	to	add,	not	less	important	than	any	I	have	hitherto	adduced.
The	physical	sciences,	Astronomy,	Chemistry,	and	the	rest,	are	doubtless	engaged	upon
divine	works,	and	cannot	issue	in	untrue	religious	conclusions.	But	at	the	same	time	it
must	be	recollected	that	Revelation	has	reference	to	circumstances	which	did	not	arise	till
after	the	heavens	and	the	earth	were	made.	They	were	made	before	the	introduction	of
moral	evil	into	the	world:	whereas	the	Catholic	Church	is	the	instrument	of	a	remedial
dispensation	to	meet	that	introduction.	No	wonder	then	that	her	teaching	is	simply
distinct,	though	not	divergent,	from	the	theology	which	Physical	Science	suggests	to	its
followers.	She	sets	before	us	a	number	of	attributes	and	acts	on	the	part	of	the	Divine
Being,	for	which	the	material	and	animal	creation	gives	no	scope;	power,	wisdom,
goodness	are	the	burden	of	the	physical	world,	but	it	does	not	and	could	not	speak	of
mercy,	long-suffering,	and	the	economy	of	human	redemption,	and	but	partially	of	the
moral	law	and	moral	goodness.	"Sacred	Theology,"	says	Lord	Bacon,	"must	be	drawn
from	the	words	and	the	oracles	of	God:	not	from	the	light	of	nature	or	the	dictates	of
reason.	It	is	written,	that	'the	Heavens	declare	the	glory	of	God;'	but	we	nowhere	find	it
that	the	Heavens	declare	the	will	of	God;	which	is	pronounced	a	law	and	a	testimony,	that
men	should	do	according	to	it.	Nor	does	this	hold	only	in	the	great	mysteries
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of	the	Godhead,	of	the	creation,	of	the	redemption.	.	.	.	We	cannot	doubt	that	a	large	part
of	the	moral	law	is	too	sublime	to	be	attained	by	the	light	of	nature;	though	it	is	still
certain	that	men,	even	with	the	light	and	law	of	nature,	have	some	notions	of	virtue,	vice,
justice,	wrong,	good,	and	evil."*	That	the	new	and	further	manifestations	of	the	Almighty,
made	by	Revelation,	are	in	perfect	harmony	with	the	teaching	of	the	natural	world,	forms
indeed	one	subject	of	the	profound	work	of	the	Anglican	Bishop	Butler;	but	they	cannot
in	any	sense	be	gathered	from	nature,	and	the	silence	of	nature	concerning	them	may
easily	seduce	the	imagination,	though	it	has	no	force	to	persuade	the	reason,	to	revolt
from	doctrines	which	have	not	been	authenticated	by	facts,	but	are	enforced	by	authority.
In	a	scientific	age,	then,	there	will	naturally	be	a	parade	of	what	is	called	Natural
Theology,	a	wide-spread	profession	of	the	Unitarian	creed,	an	impatience	of	mystery,	and
a	scepticism	about	miracles.

And	to	all	this	must	be	added	the	ample	opportunity	which	physical	science	gives	to	the
indulgence	of	those	sentiments	of	beauty,	order,	and	congruity,	of	which	I	have	said	so
much,	as	the	ensigns	and	colours	(as	they	may	be	called)	of	a	civilized	age	in	its	warfare
against	Catholicism.

It	being	considered,	then,	that	Catholicism	differs	from	physical	science,	in	drift,	in
method	of	proof,	and	in	subject-matter,	how	can	it	fail	to	meet	with	unfair	usage	from	the
philosophers	of	any	Institution	in	which	there	is	no	one	to	take	its	part?	That	Physical
Science	itself	will	be	ultimately	the	loser	by	such	ill	treatment	of	Theology,	I	have	insisted
on	at	great	length	in	some	preceding	Discourses;	for	to	depress	unduly,	to	encroach	upon
any	science,	and	much	more	on	an	important	one,	is	to	do	an	injury	to	all.	However,	this
is	not	the	concern	of	the	Church;	the	Church	has	no	call	to	watch	over	and	protect
Science:	but	towards	Theology	she	has	a	distinct	duty:	it	is	one	of	the	special	trusts
committed	to	her	keeping.	Where	Theology	is,	there	she	must	be;	and	if	a	University
cannot	fulfil	its	name	and	office	without	the	recognition	of	Revealed	Truth,	she	must	be
there	to	see	that	it	is	a	bonâ	fide	recognition,	sincerely	made	and	consistently	acted	on.

*	De	Augm.,	§	28.
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6

II.	And	if	the	interposition	of	the	Church	is	necessary	in	the	Schools	of	Science,	still	more
imperatively	is	it	demanded	in	the	other	main	constituent	portion	of	the	subject-matter	of
Liberal	Education,Literature.	Literature	stands	related	to	Man	as	Science	stands	to	Nature;
it	is	his	history.	Man	is	composed	of	body	and	soul;	he	thinks	and	he	acts;	he	has
appetites,	passions,	affections,	motives,	designs;	he	has	within	him	the	lifelong	struggle	of
duty	with	inclination;	he	has	an	intellect	fertile	and	capacious;	he	is	formed	for	society,
and	society	multiplies	and	diversifies	in	endless	combinations	his	personal	characteristics,
moral	and	intellectual.	All	this	constitutes	his	life;	of	all	this	Literature	is	the	expression;
so	that	Literature	is	to	man	in	some	sort	what	autobiography	is	to	the	individual;	it	is	his
Life	and	Remains.	Moreover,	he	is	this	sentient,	intelligent,	creative,	and	operative	being,
quite	independent	of	any	extraordinary	aid	from	Heaven,	or	any	definite	religious	belief;
and	as	such,	as	he	is	in	himself,	does	Literature	represent	him;	it	is	the	Life	and	Remains
of	the	natural	man,	innocent	or	guilty.	I	do	not	mean	to	say	that	it	is	impossible	in	its
very	notion	that	Literature	should	be	tinctured	by	a	religious	spirit;	Hebrew	Literature,	as
far	as	it	can	be	called	Literature,	certainly	is	simply	theological,	and	has	a	character
imprinted	on	it	which	is	above	nature;	but	I	am	speaking	of	what	is	to	be	expected
without	any	extraordinary	dispensation;	and	I	say	that,	in	matter	of	fact,	as	Science	is	the
reflection	of	Nature,	so	is	Literature	alsothe	one,	of	Nature	physical,	the	other,	of	Nature
moral	and	social.	Circumstances,	such	as	locality,	period,	language,	seem	to	make	little	or
no	difference	in	the	character	of	Literature,	as	such;	on	the	whole,	all	Literatures	are	one;
they	are	the	voices	of	the	natural	man.

I	wish	this	were	all	that	had	to	be	said	to	the	disadvantage	of	Literature;	but	while	Nature
physical	remains	fixed	in	its	laws,	Nature	moral	and	social	has	a	will	of	its	own,	is	self-
governed,	and	never	remains	any	long	while	in	that	state	from	which	it	started	into	action.
Man	will	never	continue	in	a	mere	state	of	innocence;	he	is	sure	to	sin,	and	his	literature
will	be	the	expression	of	his	sin,	and	this	whether	he	be	heathen	or	Christian.	Chris-
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tianity	has	thrown	gleams	of	light	on	him	and	his	literature;	but	as	it	has	not	converted
him,	but	only	certain	choice	specimens	of	him,	so	it	has	not	changed	the	characters	of	his
mind	or	of	his	history;	his	literature	is	either	what	it	was,	or	worse	than	what	it	was,	in
proportion	as	there	has	been	an	abuse	of	knowledge	granted	and	a	rejection	of	truth.	On
the	whole,	then,	I	think	it	will	be	found,	and	ever	found,	as	a	matter	of	course,	that
Literature,	as	such,	no	matter	of	what	nation,	is	the	science	or	history,	partly	and	at	best	of
the	natural	man,	partly	of	man	in	rebellion.

7

Here	then,	I	say,	you	are	involved	in	a	difficulty	greater	than	that	which	besets	the
cultivation	of	Science;	for,	if	Physical	Science	be	dangerous,	as	I	have	said,	it	is
dangerous,	because	it	necessarily	ignores	the	idea	of	moral	evil;	but	Literature	is	open	to
the	more	grievous	imputation	of	recognizing	and	understanding	it	too	well.	Some	one	will
say	to	me	perhaps:	"Our	youth	shall	not	be	corrupted.	We	will	dispense	with	all	general	or
national	Literature	whatever,	if	it	be	so	exceptionable;	we	will	have	a	Christian	Literature
of	our	own,	as	pure,	as	true,	as	the	Jewish."	You	cannot	have	it:I	do	not	say	you	cannot
form	a	select	literature	for	the	young,	nay,	even	for	the	middle	or	lower	classes;	this	is
another	matter	altogether:	I	am	speaking	of	University	Education,	which	implies	an
extended	range	of	reading,	which	has	to	deal	with	standard	works	of	genius,	or	what	are
called	the	classics	of	a	language:	and	I	say,	from	the	nature	of	the	case,	if	Literature	is	to
be	made	a	study	of	human	nature,	you	cannot	have	a	Christian	Literature.	It	is	a
contradiction	in	terms	to	attempt	a	sinless	Literature	of	sinful	man.	You	may	gather
together	something	very	great	and	high,	something	higher	than	any	Literature	ever	was;
and	when	you	have	done	so,	you	will	find	that	it	is	not	Literature	at	all.	You	will	have
simply	left	the	delineation	of	man,	as	such,	and	have	substituted	for	it,	as	far	as	you	have
had	any	thing	to	substitute,	that	of	man,	as	he	is	or	might	be,	under	certain	special
advantages.	Give	up	the	study	of	man,	as	such,	if	so	it	must	be;	but	say	you	do	so.	Do	not
say	you	are	studying	him,	his	history,	his	mind	and	his	heart,	when	you	are	studying
something	else.	Man	is	a	being	of	genius,	passion,	intellect,	conscience,
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power.	He	exercises	these	various	gifts	in	various	ways,	in	great	deeds,	in	great	thoughts,
in	heroic	acts,	in	hateful	crimes.	He	founds	states,	he	fights	battles,	he	builds	cities,	he
ploughs	the	forest,	he	subdues	the	elements,	he	rules	his	kind.	He	creates	vast	ideas,	and
influences	many	generations.	He	takes	a	thousand	shapes,	and	undergoes	a	thousand
fortunes.	Literature	records	them	all	to	the	life,

Quicquid	agunt	homines,	votum,	timor,	ira,	voluptas.
Gaudia,	discursus.

He	pours	out	his	fervid	soul	in	poetry;	he	sways	to	and	fro,	he	soars,	he	dives,	in	his
restless	speculations;	his	lips	drop	eloquence;	he	touches	the	canvas,	and	it	glows	with
beauty;	he	sweeps	the	strings,	and	they	thrill	with	an	ecstatic	meaning.	He	looks	back	into
himself,	and	he	reads	his	own	thoughts,	and	notes	them	down;	he	looks	out	into	the
universe,	and	tells	over	and	celebrates	the	elements	and	principles	of	which	it	is	the
product.

Such	is	man:	put	him	aside,	keep	him	before	you;	but,	whatever	you	do,	do	not	take	him
for	what	he	is	not,	for	something	more	divine	and	sacred,	for	man	regenerate.	Nay,
beware	of	showing	God's	grace	and	its	work	at	such	disadvantage	as	to	make	the	few
whom	it	has	thoroughly	influenced	compete	in	intellect	with	the	vast	multitude	who	either
have	it	not,	or	use	it	ill.	The	elect	are	few	to	choose	out	of,	and	the	world	is	inexhaustible.
From	the	first,	Jabel	and	Tubalcain,	Nimrod	"the	stout	hunter,"	the	learning	of	the
Pharaohs,	and	the	wisdom	of	the	East	country,	are	of	the	world.	Every	now	and	then	they
are	rivalled	by	a	Solomon	or	a	Beseleel,	but	the	habitat	of	natural	gifts	is	the	natural	man.
The	Church	may	use	them,	she	cannot	at	her	will	originate	them.	Not	till	the	whole
human	race	is	made	new	will	its	literature	be	pure	and	true.	Possible	of	course	it	is	in
idea,	for	nature,	inspired	by	heavenly	grace,	to	exhibit	itself	on	a	large	scale,	in	an
originality	of	thought	or	action,	even	far	beyond	what	the	world's	literature	has	recorded
or	exemplified;	but,	if	you	would	in	fact	have	a	literature	of	saints,	first	of	all	have	a
nation	of	them.

What	is	a	clearer	proof	of	the	truth	of	all	this	than	the	structure	of	the	Inspired	Word
itself?	It	is	undeniably	not	the	reflec-
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tion	or	picture	of	the	many,	but	of	the	few;	it	is	no	picture	of	life,	but	an	anticipation	of
death	and	judgment.	Human	literature	is	about	all	things,	grave	or	gay,	painful	or	pleasant;
but	the	Inspired	Word	views	them	only	in	one	aspect,	and	as	they	tend	to	one	scope.	It
gives	us	little	insight	into	the	fertile	developments	of	mind;	it	has	no	terms	in	its
vocabulary	to	express	with	exactness	the	intellect	and	its	separate	faculties:	it	knows
nothing	of	genius,	fancy,	wit,	invention,	presence	of	mind,	resource.	It	does	not	discourse
of	empire,	commerce,	enterprise,	learning,	philosophy,	or	the	fine	arts.	Slightly	too	does	it
touch	on	the	more	simple	and	innocent	courses	of	nature	and	their	reward.	Little	does	it
say*	of	those	temporal	blessings	which	rest	upon	our	worldly	occupations,	and	make
them	easy;	of	the	blessings	which	we	derive	from	the	sunshine	day	and	the	serene	night,
from	the	succession	of	the	seasons,	and	the	produce	of	the	earth.	Little	about	our
recreations	and	our	daily	domestic	comforts;	little	about	the	ordinary	occasions	of
festivity	and	mirth,	which	sweeten	human	life;	and	nothing	at	all	about	various	pursuits	or
amusements,	which	it	would	be	going	too	much	into	detail	to	mention.	We	read	indeed	of
the	feast	when	Isaac	was	weaned,	and	of	Jacob's	courtship,	and	of	the	religious	merry-
makings	of	holy	job;	but	exceptions,	such	as	these,	do	but	remind	us	what	might	be	in
Scripture,	and	is	not.	If	then	by	Literature	is	meant	the	manifestation	of	human	nature	in
human	language,	you	will	seek	for	it	in	vain	except	in	the	world.	Put	up	with	it,	as	it	is,	or
do	not	pretend	to	cultivate	it;	take	things	as	they	are,	not	as	you	could	wish	them.

8

Nay,	I	am	obliged	to	go	further	still;	even	if	we	could,	still	we	should	be	shrinking	from
our	plain	duty,	Gentlemen,	did	we	leave	out	Literature	from	Education.	For	why	do	we
educate,	except	to	prepare	for	the	world?	Why	do	we	cultivate	the	intellect	of	the	many
beyond	the	first	elements	of	knowledge,	except	for	this	world?	Will	it	be	much	matter	in
the	world	to	come	whether	our	bodily	health	or	whether	our	intellectual	strength	was
more	or	less,	except	of	course	as	this	world	is	in	all	its	circumstances	a

*Vid.	the	Author's	Parochial	Sermons.	vol.	i.	25.
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trial	for	the	next?	If	then	a	University	is	a	direct	preparation	for	this	world,	let	it	be	what	it
professes.	It	is	not	a	Convent,	it	is	not	a	Seminary;	it	is	a	place	to	fit	men	of	the	world	for
the	world.	We	cannot	possibly	keep	them	from	plunging	into	the	world,	with	all	its	ways
and	principles	and	maxims,	when	their	time	comes;	but	we	can	prepare	them	against	what
is	inevitable;	and	it	is	not	the	way	to	learn	to	swim	in	troubled	waters,	never	to	have	gone
into	them.	Proscribe	(I	do	not	merely	say	particular	authors,	particular	works,	particular
passages)	but	Secular	Literature	as	such;	cut	out	from	your	class	books	all	broad
manifestations	of	the	natural	man;	and	those	manifestations	are	waiting	for	your	pupil's
benefit	at	the	very	doors	of	your	lecture	room	in	living	and	breathing	substance.	They
will	meet	him	there	in	all	the	charm	of	novelty,	and	all	the	fascination	of	genius	or	of
amiableness.	To-day	a	pupil,	to-morrow	a	member	of	the	great	world:	to-day	confined	to
the	Lives	of	the	Saints,	to-morrow	thrown	upon	Babel;thrown	on	Babel,	without	the
honest	indulgence	of	wit	and	humour	and	imagination	having	ever	been	permitted	to	him,
without	any	fastidiousness	of	taste	wrought	into	him,	without	any	rule	given	him	for
discriminating	"the	precious	from	the	vile,"	beauty	from	sin,	the	truth	from	the	sophistry
of	nature,	what	is	innocent	from	what	is	poison.	You	have	refused	him	the	masters	of
human	thought,	who	would	in	some	sense	have	educated	him,	because	of	their	incidental
corruption:	you	have	shut	up	from	him	those	whose	thoughts	strike	home	to	our	hearts,
whose	words	are	proverbs,	whose	names	are	indigenous	to	all	the	world,	who	are	the
standard	of	their	mother	tongue,	and	the	pride	and	boast	of	their	countrymen,	Homer,
Ariosto,	Cervantes,	Shakespeare,	because	the	old	Adam	smelt	rank	in	them;	and	for	what
have	you	reserved	him?	You	have	given	him	"a	liberty	unto"	the	multitudinous
blasphemy	of	his	day;	you	have	made	him	free	of	its	newspapers,	its	reviews,	its
magazines,	its	novels,	its	controversial	pamphlets,	of	its	Parliamentary	debates,	its	law
proceedings,	its	platform	speeches,	its	songs,	its	drama,	its	theatre,	of	its	enveloping,
stifling	atmosphere	of	death.	You	have	succeeded	but	in	this,in	making	the	world	his
University.

Difficult	then	as	the	question	may	be,	and	much	as	it	may	try	the	judgments	and	even
divide	the	opinions	of	zealous	and	religious	Catholics,	I	cannot	feel	any	doubt	myself,
Gentlemen,
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that	the	Church's	true	policy	is	not	to	aim	at	the	exclusion	of	Literature	from	Secular
Schools,	but	at	her	own	admission	into	them.	Let	her	do	for	Literature	in	one	way	what
she	does	for	Science	in	another;	each	has	its	imperfection,	and	she	has	her	remedy	for
each.	She	fears	no	knowledge,	but	she	purifies	all;	she	represses	no	element	of	our
nature,	but	cultivates	the	whole.	Science	is	grave,	methodical,	logical;	with	Science	then
she	argues,	and	opposes	reason	to	reason.	Literature	does	not	argue,	but	declaims	and
insinuates;	it	is	multiform	and	versatile:	it	persuades	instead	of	convincing,	it	seduces,	it
carries	captive;	it	appeals	to	the	sense	of	honour,	or	to	the	imagination,	or	to	the	stimulus
of	curiosity;	it	makes	its	way	by	means	of	gaiety,	satire,	romance,	the	beautiful,	the
pleasurable.	Is	it	wonderful	that	with	an	agent	like	this	the	Church	should	claim	to	deal
with	a	vigour	corresponding	to	its	restlessness,	to	interfere	in	its	proceedings	with	a
higher	hand,	and	to	wield	an	authority	in	the	choice	of	its	studies	and	of	its	books	which
would	be	tyrannical,	if	reason	and	fact	were	the	only	instruments	of	its	conclusions?	But,
any	how,	her	principle	is	one	and	the	same	throughout:	not	to	prohibit	truth	of	any	kind,
but	to	see	that	no	doctrines	pass	under	the	name	of	Truth	but	those	which	claim	it
rightfully.

9

Such	at	least	is	the	lesson	which	I	am	taught	by	all	the	thought	which	I	have	been	able	to
bestow	upon	the	subject;	such	is	the	lesson	which	I	have	gained	from	the	history	of	my
own	special	Father	and	Patron,	St.	Philip	Neri.	He	lived	in	an	age	as	traitorous	to	the
interests	of	Catholicism	as	any	that	preceded	it,	or	can	follow	it.	He	lived	at	a	time	when
pride	mounted	high,	and	the	senses	held	rule;	a	time	when	kings	and	nobles	never	had
more	of	state	and	homage,	and	never	less	of	personal	responsibility	and	peril;	when
medieval	winter	was	receding,	and	the	summer	sun	of	civilization	was	bringing	into	leaf
and	flower	a	thousand	forms	of	luxurious	enjoyment;	when	a	new	world	of	thought	and
beauty	had	opened	upon	the	human	mind,	in	the	discovery	of	the	treasures	of	classic
literature	and	art.	He	saw	the	great	and	the	gifted,	dazzled	by	the	Enchantress,	and
drinking	in	the	magic	of	her	song;	he	saw	the	high	and	the	wise,	the	student	and	the	artist,
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painting,	and	poetry	and	sculpture,	and	music,	and	architecture,	drawn	within	her	range,
and	circling	round	the	abyss:	he	saw	heathen	forms	mounting	thence,	and	forming	in	the
thick	air:all	this	he	saw,	and	he	perceived	that	the	mischief	was	to	be	met,	not	with
argument,	not	with	science,	not	with	protests	and	warnings,	not	by	the	recluse	or	the
preacher,	but	by	means	of	the	great	counterfascination	of	purity	and	truth.	He	was	raised
up	to	do	a	work	almost	peculiar	in	the	Church,not	to	be	a	Jerome	Savonarola,	though
Philip	had	a	true	devotion	towards	him	and	a	tender	memory	of	his	Florentine	house;	not
to	be	a	St.	Charles,	though	in	his	beaming	countenance	Philip	had	recognized	the	aureole
of	a	saint;	not	to	be	a	St.	Ignatius,	wrestling	with	the	foe,	though	Philip	was	termed	the
Society's	bell	of	call,	so	many	subjects	did	he	send	to	it;	not	to	be	a	St.	Francis	Xavier,
though	Philip	had	longed	to	shed	his	blood	for	Christ	in	India	with	him;	not	to	be	a	St.
Caietan,	or	hunter,	of	souls,	for	Philip	preferred,	as	he	expressed	it,	tranquilly	to	cast	in
his	net	to	gain	them;	he	preferred	to	yield	to	the	stream,	and	direct	the	current,	which	he
could	not	stop,	of	science,	literature,	art,	and	fashion,	and	to	sweeten	and	to	sanctify	what
God	had	made	very	good	and	man	had	spoilt.

And	so	he	contemplated	as	the	idea	of	his	mission,	not	the	propagation	of	the	faith,	nor
the	exposition	of	doctrine,	nor	the	catechetical	schools;	whatever	was	exact	and	systematic
pleased	him	not;	he	put	from	him	monastic	rule	and	authoritative	speech,	as	David
refused	the	armour	of	his	king.	No;	he	would	be	but	an	ordinary	individual	priest	as
others:	and	his	weapons	should	be	but	unaffected	humility	and	unpretending	love.	All	He
did	was	to	be	done	by	the	light,	and	fervour,	and	convincing	eloquence	of	his	personal
character	and	his	easy	conversation.	He	came	to	the	Eternal	City	and	he	sat	himself	down
there,	and	his	home	and	his	family	gradually	grew	up	around	him,	by	the	spontaneous
accession	of	materials	from	without.	He	did	not	so	much	seek	his	own	as	draw	them	to
him.	He	sat	in	his	small	room,	and	they	in	their	gay	worldly	dresses,	the	rich	and	the
wellborn,	as	well	as	the	simple	and	the	illiterate,	crowded	into	it.	In	the	midheats	of
summer,	in	the	frosts	of	winter,	still	was	he	in	that	low	and	narrow	cell	at	San	Girolamo,
reading	the	hearts	of	those	who	came	to	him,	and	curing	their	souls'	maladies	by	the	very
touch
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of	his	hand.	It	was	a	vision	of	the	Magi	worshipping	the	infant	Saviour,	so	pure	and
innocent,	so	sweet	and	beautiful	was	he;	and	so	loyal	and	so	dear	to	the	gracious	Virgin
Mother.	And	they	who	came	remained	gazing	and	listening,	till	at	length,	first	one	and
then	another	threw	off	their	bravery,	and	took	his	poor	cassock	and	girdle	instead:	or,	if
they	kept	it,	it	was	to	put	haircloth	under	it,	or	to	take	on	them	a	rule	of	life,	while	to	the
world	they	looked	as	before.

In	the	words	of	his	biographer,	''he	was	all	things	to	all	men.	He	suited	himself	to	noble
and	ignoble,	young	and	old,	subjects	and	prelates,	learned	and	ignorant;	and	received
those	who	were	strangers	to	him	with	singular	benignity,	and	embraced	them	with	as
much	love	and	charity	as	if	he	had	been	a	long	while	expecting	them.	When	he	was	called
upon	to	be	merry	he	was	so;	if	there	was	a	demand	upon	his	sympathy	he	was	equally
ready.	He	gave	the	same	welcome	to	all:	caressing	the	poor	equally	with	the	rich,	and
wearying	himself	to	assist	all	to	the	utmost	limits	of	his	power.	In	consequence	of	his
being	so	accessible	and	willing	to	receive	all	comers,	many	went	to	him	every	day,	and
some	continued	for	the	space	of	thirty,	nay	forty	years,	to	visit	him	very	often	both
morning	and	evening,	so	that	his	room	went	by	the	agreeable	nickname	of	the	Home	of
Christian	mirth.	Nay,	people	came	to	him,	not	only	from	all	parts	of	Italy,	but	from
France,	Spain,	Germany,	and	all	Christendom;	and	even	the	infidels	and	Jews,	who	had
ever	any	communication	with	him,	revered	him	as	a	holy	man."*	The	first	families	of
Rome,	the	Massimi,	the	Aldobrandini,	the	Colonnas,	the	Altieri,	the	Vitelleschi,	were	his
friends	and	his	penitents.	Nobles	of	Poland,	Grandees	of	Spain,	Knights	of	Malta,	could
not	leave	Rome	without	coming	to	him.	Cardinals,	Archbishops,	and	Bishops	were	his
intimates;	Federigo	Borromeo	haunted	his	room	and	got	the	name	of	"Father	Philip's
soul."	The	Cardinal-Archbishops	of	Verona	and	Bologna	wrote	books	in	his	honour.
Pope	Pius	the	Fourth	died	in	his	arms.	Lawyers,	painters,	musicians,	physicians,	it	was
the	same	too	with	them.	Baronius,	Zazzara,	and	Ricci,	left	the	law	at	his	bidding,	and
joined	his	congregation,	to	do	its	work,	to	write	the	annals	of	the	Church,	and	to	die	in
the	odour	of	sanctity.	Palestrina	had	Father	Philip's	ministrations	in	his	last	mo-

*	Bacci,	vol.	i.,	p.	192,	ii.,	p.	98.
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ments.	Animuccia	hung	about	him	during	life,	sent	him	a	message	after	death,	and	was
conducted	by	him	through	Purgatory	to	Heaven.	And	who	was	he,	I	say,	all	the	while,	but
an	humble	priest,	a	stranger	in	Rome,	with	no	distinction	of	family	or	letters,	no	claim	of
station	or	of	office,	great	simply	in	the	attraction	with	which	a	Divine	Power	had	gifted
him?	and	yet	thus	humble,	thus	unennobled,	thus	empty-handed,	he	has	achieved	the
glorious	title	of	Apostle	of	Rome.

10

Well	were	it	for	his	clients	and	children,	Gentlemen,	if	they	could	promise	themselves	the
very	shadow	of	his	special	power,	or	could	hope	to	do	a	miserable	fraction	of	the	sort	of
work	in	which	he	was	preeminently	skilled.	But	so	far	at	least	they	may	attempt,to	take
his	position,	and	to	use	his	method,	and	to	cultivate	the	arts	of	which	he	was	so	bright	a
pattern.	For	me,	if	it	be	God's	blessed	will	that	in	the	years	now	coming	I	am	to	have	a
share	in	the	great	undertaking,	which	has	been	the	occasion	and	the	subject	of	these
Discourses,	so	far	I	can	say	for	certain	that,	whether	or	not	I	can	do	any	thing	at	all	in	St.
Philip's	way,	at	least	I	can	do	nothing	in	any	other.	Neither	by	my	habits	of	life,	nor	by
vigour	of	age,	am	I	fitted	for	the	task	of	authority,	or	of	rule,	or	of	initiation.	I	do	but
aspire,	if	strength	is	given	me,	to	be	your	minister	in	a	work	which	must	employ	younger
minds	and	stronger	lives	than	mine.	I	am	but	fit	to	bear	my	witness,	to	proffer	my
suggestions,	to	express	my	sentiments,	as	has	in	fact	been	my	occupation	in	these
discussions;	to	throw	such	light	upon	general	questions,	upon	the	choice	of	objects,	upon
the	import	of	principles,	upon	the	tendency	of	measures,	as	past	reflection	and	experience
enable	me	to	contribute.	I	shall	have	to	make	appeals	to	your	consideration,	your
friendliness,	your	confidence,	of	which	I	have	had	so	many	instances,	on	which	I	so
tranquilly	repose;	and	after	all,	neither	you	nor	I	must	ever	be	surprised,	should	it	so
happen	that	the	Hand	of	Him,	with	whom	are	the	springs	of	life	and	death,	weighs	heavy
on	me,	and	makes	me	unequal	to	anticipations	in	which	you	have	been	too	kind,	and	to
hopes	in	which	I	may	have	been	too	sanguine.
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TO	THE	RIGHT	HONOURABLE

WILLIAM	MONSELL,	M.P.,	ETC.,	ETC.*

MY	DEAR	MONSELL,

I	seem	to	have	some	claim	for	asking	leave	of	you	to	prefix	your	name	to	the	following
small	Volume,	since	it	is	a	memorial	of	work	done	in	a	country	which	you	so	dearly	love,
and	in	behalf	of	an	undertaking	in	which	you	feel	so	deep	an	interest.

Nor	do	I	venture	on	the	step	without	some	hope	that	it	is	worthy	of	your	acceptance,	at
least	on	account	of	those	portions	of	it	which	have	already	received	the	approbation	of
the	learned	men	to	whom	they	were	addressed,	and	which	have	been	printed	at	their
desire.

But,	even	though	there	were	nothing	to	recommend	it	except	that	it	came	from	me,	I
know	well	that	you	would	kindly	welcome	it	as	a	token	of	the	truth	and	constancy	with
which	I	am,

MY	DEAR	MONSELL,

Yours	very	affectionately,

JOHN	H.	NEWMAN.
[November	1858.]

[*NOW	LORD	EMLY.]
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ADVERTISEMENT

It	has	been	the	fortune	of	the	author	through	life,	that	the	Volumes	which	he	has
published	have	grown	for	the	most	part	out	of	the	duties	which	lay	upon	him,	or	out	of
the	circumstances	of	the	moment.	Rarely	has	he	been	master	of	his	own	studies.

The	present	collection	of	Lectures	and	Essays,	written	by	him	while	Rector	of	the
Catholic	University	of	Ireland,	is	certainly	not	an	exception	to	this	remark.	Rather,	it
requires	the	above	consideration	to	be	kept	in	view,	as	an	apology	for	the	want	of
keeping	which	is	apparent	between	its	separate	portions,	some	of	them	being	written	for
public	delivery,	others	with	the	privileged	freedom	of	anonymous	compositions.

However,	whatever	be	the	inconvenience	which	such	varieties	in	tone	and	character	may
involve,	the	author	cannot	affect	any	compunction	for	having	pursued	the	illustration	of
one	and	the	same	important	subject-matter,	with	which	he	had	been	put	in	charge,	by
such	methods,	graver	or	lighter,	so	that	they	were	lawful,	as	successively	came	to	his
hand.

November,	1858
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I
Christianity	and	Letters:
A	Lecture	in	the	School	of	Philosophy	and	Letters

1

It	seems	but	natural,	Gentlemen,	now	that	we	are	opening	the	School	of	Philosophy	and
Letters,	or,	as	it	was	formerly	called,	of	Arts,	in	this	new	University,	that	we	should	direct
our	attention	to	the	question,	what	are	the	subjects	generally	included	under	that	name,
and	what	place	they	hold,	and	how	they	come	to	hold	that	place,	in	a	University,	and	in
the	education	which	a	University	provides.	This	would	be	natural	on	such	an	occasion,
even	though	the	Faculty	of	Arts	held	but	a	secondary	place	in	the	academical	system;	but
it	seems	to	be	even	imperative	on	us,	considering	that	the	studies	which	that	Faculty
embraces	are	almost	the	direct	subject-matter	and	the	staple	of	the	mental	exercises	proper
to	a	University.

It	is	indeed	not	a	little	remarkable	that,	in	spite	of	the	special	historical	connexion	of
University	Institutions	with	the	Sciences	of	Theology,	Law,	and	Medicine,	a	University,
after	all,	should	be	formally	based	(as	it	really	is),	and	should	emphatically	live	in,	the
Faculty	of	Arts;	but	such	is	the	deliberate	decision	of	those	who	have	most	deeply	and
impartially	considered	the	subject.*	Arts	existed	before	other	Faculties;	the	Masters	of	Arts
were	the	ruling	and	directing	body;	the	success	and	popularity	of	the	Faculties	of	Law	and
Medicine	were	considered	to	be	in	no	slight	measure	an	encroachment	and	a	usurpation,
and	were	met	with	jealousy	and	resistance.	When	Colleges	arose	and	became	the	medium
and	instrument	of	University	action,	they	did	but	confirm	the	ascendency	of	the	Faculty
of	Arts;	and	thus,	even	down

*Vid.	Huber.
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to	this	day,	in	those	academical	corporations	which	have	more	than	others	retained	the
traces	of	their	medieval	origin,I	mean	the	Universities	of	Oxford	and	Cambridge,we	hear
little	of	Theology,	Medicine,	or	Law,	and	almost	exclusively	of	Arts.

Now,	considering	the	reasonable	association,	to	which	I	have	already	referred,	which
exists	in	our	minds	between	Universities	and	the	three	learned	professions,	here	is	a
phenomenon	which	has	to	be	contemplated	for	its	own	sake	and	accounted	for,	as	well	as
a	circumstance	enhancing	the	significance	and	importance	of	the	act	in	which	we	have
been	for	some	weeks	engaged;	and	I	consider	that	I	shall	not	be	employing	our	time
unprofitably,	if	I	am	able	to	make	a	suggestion,	which,	while	it	illustrates	the	fact,	is	able
to	explain	the	difficulty.

2

Here	I	must	go	back,	Gentlemen,	a	very	great	way,	and	ask	you	to	review	the	course	of
Civilization	since	the	beginning	of	history.	When	we	survey	the	stream	of	human	affairs
for	the	last	three	thousand	years,	we	find	it	to	run	thus:At	first	sight	there	is	so	much
fluctuation,	agitation,	ebbing	and	flowing,	that	we	may	despair	to	discern	any	law	in	its
movements,	taking	the	earth	as	its	bed,	and	mankind	as	its	contents;	but,	on	looking	more
closely	and	attentively,	we	shall	discern,	in	spite	of	the	heterogeneous	materials	and	the
various	histories	and	fortunes	which	are	found	in	the	race	of	man	during	the	long	period
I	have	mentioned,	a	certain	formation	amid	the	chaos,one	and	one	only,and	extending,
though	not	over	the	whole	earth,	yet	through	a	very	considerable	portion	of	it.	Man	is	a
social	being	and	can	hardly	exist	without	society,	and	in	matter	of	fact	societies	have	ever
existed	all	over	the	habitable	earth.	The	greater	part	of	these	associations	have	been
political	or	religious,	and	have	been	comparatively	limited	in	extent,	and	temporary.	They
have	been	formed	and	dissolved	by	the	force	of	accidents	or	by	inevitable	circumstances;
and,	when	we	have	enumerated	them	one	by	one,	we	have	made	of	them	all	that	can	be
made.	But	there	is	one	remarkable	association	which	attracts	the	attention	of	the
philosopher,	not	political	nor	religious,	or	at	least	only	partially	and	not	essentially	such,
which	began	in	the	earliest	times	and
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grew	with	each	succeeding	age,	till	it	reached	its	complete	development,	and	then
continued	on,	vigorous	and	unwearied,	and	which	still	remains	as	definite	and	as	firm	as
ever	it	was.	Its	bond	is	a	common	civilization;	and,	though	there	are	other	civilizations	in
the	world,	as	there	are	other	societies,	yet	this	civilization,	together	with	the	society	which
is	its	creation	and	its	home,	is	so	distinctive	and	luminous	in	its	character,	so	imperial	in
its	extent,	so	imposing	in	its	duration,	and	so	utterly	without	rival	upon	the	face	of	the
earth,	that	the	association	may	fitly	assume	to	itself	the	title	of	"Human	Society,"	and	its
civilization	the	abstract	term	"Civilization."

There	are	indeed	great	outlying	portions	of	mankind	which	are	not,	perhaps	never	have
been,	included	in	this	Human	Society;	still	they	are	outlying	portions	and	nothing	else,
fragmentary,	unsociable,	solitary,	and	unmeaning,	protesting	and	revolting	against	the
grand	central	formation	of	which	I	am	speaking,	but	not	uniting	with	each	other	into	a
second	whole.	I	am	not	denying	of	course	the	civilization	of	the	Chinese,	for	instance,
though	it	be	not	our	civilization;	but	it	is	a	huge,	stationary,	unattractive,	morose
civilization.	Nor	do	I	deny	a	civilization	to	the	Hindoos,	nor	to	the	ancient	Mexicans,	nor
to	the	Saracens,	nor	(in	a	certain	sense)	to	the	Turks;	but	each	of	these	races	has	its	own
civilization,	as	separate	from	one	another	as	from	ours.	I	do	not	see	how	they	can	be	all
brought	under	one	idea.	Each	stands	by	itself,	as	if	the	other	were	not;	each	is	local;	many
of	them	are	temporary;	none	of	them	will	bear	a	comparison	with	the	Society	and	the
Civilization	which	I	have	described	as	alone	having	a	claim	to	those	names,	and	on	which
I	am	going	to	dwell.

Gentlemen,	let	me	here	observe	that	I	am	not	entering	upon	the	question	of	races,	or	upon
their	history.	I	have	nothing	to	do	with	ethnology.	I	take	things	as	I	find	them	on	the
surface	of	history,	and	am	but	classing	phenomena.	Looking,	then,	at	the	countries	which
surround	the	Mediterranean	Sea	as	a	whole,	I	see	them	to	be,	from	time	immemorial,	the
seat	of	an	association	of	intellect	and	mind,	such	as	to	deserve	to	be	called	the	Intellect
and	the	Mind	of	the	Human	Kind.	Starting	as	it	does	and	advancing	from	certain	centres,
till	their	respective	influences	intersect	and	conflict,	and	then	at	length	intermingle	and
combine,	a	common	Thought	has	been	generated,	and	a	common	Civiliza-
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tion	defined	and	established.	Egypt	is	one	such	starting	point,	Syria	another,	Greece	a
third,	Italy	a	fourth,	and	North	Africa	a	fifth,afterwards	France	and	Spain.	As	time	goes
on,	and	as	colonization	and	conquest	work	their	changes,	we	see	a	great	association	of
nations	formed,	of	which	the	Roman	empire	is	the	maturity	and	the	most	intelligible
expression;	an	association,	however,	not	political,	but	mental,	based	on	the	same
intellectual	ideas,	and	advancing	by	common	intellectual	methods.	And	this	association	or
social	commonwealth,	with	whatever	reverses,	changes,	and	momentary	dissolutions,
continues	down	to	this	day;	not,	indeed,	precisely	on	the	same	territory,	but	with	such
only	partial	and	local	disturbances,	and	on	the	other	hand,	with	so	combined	and
harmonious	a	movement,	and	such	a	visible	continuity,	that	it	would	be	utterly
unreasonable	to	deny	that	it	is	throughout	all	that	interval	but	one	and	the	same.

In	its	earliest	age	it	included	far	more	of	the	eastern	world	than	it	has	since;	in	these	later
times	it	has	taken	into	its	compass	a	new	hemisphere;	in	the	middle	ages	it	lost	Africa,
Egypt,	and	Syria,	and	extended	itself	to	Germany,	Scandinavia,	and	the	British	Isles.	At
one	time	its	territory	was	flooded	by	strange	and	barbarous	races,	but	the	existing
civilization	was	vigorous	enough	to	vivify	what	threatened	to	stifle	it,	and	to	assimilate	to
the	old	social	forms	what	came	to	expel	them;	and	thus	the	civilization	of	modern	times
remains	what	it	was	of	old,	not	Chinese,	or	Hindoo,	or	Mexican,	or	Saracenic,	or	of	any
new	description	hitherto	unknown,	but	the	lineal	descendant,	or	rather	the	continuation,
mutatis	mutandis,	of	the	civilization	which	began	in	Palestine	and	Greece.

Considering,	then,	the	characteristics	of	this	great	civilized	Society,	which	I	have	already
insisted	on,	I	think	it	has	a	claim	to	be	considered	as	the	representative	Society	and
Civilization	of	the	human	race,	as	its	perfect	result	and	limit,	in	fact;those	portions	of	the
race	which	do	not	coalesce	with	it	being	left	to	stand	by	themselves	as	anomalies,
unaccountable	indeed,	but	for	that	very	reason	not	interfering	with	what	on	the	contrary
has	been	turned	to	account	and	has	grown	into	a	whole.	I	call	then	this	commonwealth
pre-eminently	and	emphatically	Human	Society,	and	its	intellect	the	Human	Mind,	and	its
decisions	the	sense	of	mankind,	and	its	disciplined	and	cultivated
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state	Civilization	in	the	abstract,	and	the	territory	on	which	it	lies	the	orbis	terrarum,	or
the	World.	For,	unless	the	illustration	be	fanciful,	the	object	which	I	am	contemplating	is
like	the	impression	of	a	seal	upon	the	wax;	which	rounds	off	and	gives	form	to	the
greater	portion	of	the	soft	material,	and	presents	something	definite	to	the	eye,	and
preoccupies	the	space	against	any	second	figure,	so	that	we	overlook	and	leave	out	of	our
thoughts	the	jagged	outline	or	unmeaning	lumps	outside	of	it,	intent	upon	the	harmonious
circle	which	fills	the	imagination	within	it.

3

Now,	before	going	on	to	speak	of	the	education,	and	the	standards	of	education,	which
the	Civilized	World,	as	I	may	now	call	it,	has	enjoined	and	requires,	I	wish	to	draw	your
attention,	Gentlemen,	to	the	circumstance	that	this	same	orbis	terrarum,	which	has	been
the	seat	of	Civilization,	will	be	found,	on	the	whole,	to	be	the	seat	also	of	that
supernatural	society	and	system	which	our	Maker	has	given	us	directly	from	Himself,	the
Christian	Polity.	The	natural	and	divine	associations	are	not	indeed	exactly	coincident,	nor
ever	have	been.	As	the	territory	of	Civilization	has	varied	with	itself	in	different	ages,
while	on	the	whole	it	has	been	the	same,	so,	in	like	manner,	Christianity	has	fallen	partly
outside	Civilization,	and	Civilization	partly	outside	Christianity;	but,	on	the	whole,	the
two	have	occupied	one	and	the	same	orbis	terrarum.	Often	indeed	they	have	even	moved
pari	passu,	and	at	all	times	there	has	been	found	the	most	intimate	connexion	between
them.	Christianity	waited	till	the	orbis	terrarum	attained	its	most	perfect	form	before	it
appeared;	and	it	soon	coalesced,	and	has	ever	since	co-operated,	and	often	seemed
identical,	with	the	Civilization	which	is	its	companion.

There	are	certain	analogies,	too,	which	hold	between	Civilization	and	Christianity.	As
Civilization	does	not	cover	the	whole	earth,	neither	does	Christianity;	but	there	is	nothing
else	like	the	one,	and	nothing	else	like	the	other.	Each	is	the	only	thing	of	its	kind.	Again,
there	are,	as	I	have	already	said,	large	outlying	portions	of	the	world	in	a	certain	sense
cultivated	and	educated,	which,	if	they	could	exist	together	in	one,	would	go	far	to
constitute	a	second	orbis	terrarum,	the	home	of	a	second	distinct
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civilization;	but	every	one	of	these	is	civilized	on	its	own	principle	and	idea,	or	at	least
they	are	separated	from	each	other,	and	have	not	run	together,	while	the	Civilization	and
Society	which	I	have	been	describing	is	one	organized	whole.	And,	in	like	manner,
Christianity	coalesces	into	one	vast	body,	based	upon	common	ideas;	yet	there	are	large
outlying	organizations	of	religion	independent	of	each	other	and	of	it.	Moreover,
Christianity,	as	is	the	case	in	the	parallel	instance	of	Civilization,	continues	on	in	the
world	without	interruption	from	the	date	of	its	rise,	while	other	religious	bodies,	huge,
local,	and	isolated,	are	rising	and	falling,	or	are	helplessly	stationary,	from	age	to	age,	on
all	sides	of	it.

There	is	another	remarkable	analogy	between	Christianity	and	Civilization,	and	the
mention	of	it	will	introduce	my	proper	subject,	to	which	what	I	have	hitherto	said	is
merely	a	preparation.	We	know	that	Christianity	is	built	upon	definite	ideas,	principles,
doctrines,	and	writings,	which	were	given	at	the	time	of	its	first	introduction,	and	have
never	been	superseded,	and	admit	of	no	addition.	I	am	not	going	to	parallel	any	thing
which	is	the	work	of	man,	and	in	the	natural	order,	with	what	is	from	heaven,	and	in
consequence	infallible,	and	irreversible,	and	obligatory;	but,	after	making	this	reserve,	lest
I	should	possibly	be	misunderstood,	still	I	would	remark	that,	in	matter	of	fact,	looking	at
the	state	of	the	case	historically,	Civilization	too	has	its	common	principles,	and	views,
and	teaching,	and	especially	its	books,	which	have	more	or	less	been	given	from	the
earliest	times,	and	are,	in	fact,	in	equal	esteem	and	respect,	in	equal	use	now,	as	they	were
when	they	were	received	in	the	beginning.	In	a	word,	the	Classics,	and	the	subjects	of
thought	and	the	studies	to	which	they	give	rise,	or,	to	use	the	term	most	to	our	present
purpose,	the	Arts,	have	ever,	on	the	whole,	been	the	instruments	of	education	which	the
civilized	orbis	terrarum	has	adopted;	just	as	inspired	works,	and	the	lives	of	saints,	and
the	articles	of	faith,	and	the	catechism,	have	ever	been	the	instrument	of	education	in	the
case	of	Christianity.	And	this	consideration,	you	see,	Gentlemen	(to	drop	down	at	once
upon	the	subject	proper	to	the	occasion	which	has	brought	us	together),	invests	the
opening	of	the	School	in	Arts	with	a	solemnity	and	moment	of	a	peculiar	kind,	for	we	are
but	reiterating	an	old	tradition,	and	carrying	on	those	august
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methods	of	enlarging	the	mind,	and	cultivating	the	intellect,	and	refining	the	feelings,	in
which	the	process	of	Civilization	has	ever	consisted.

4

In	the	country	which	has	been	the	fountain	head	of	intellectual	gifts,	in	the	age	which
preceded	or	introduced	the	first	formations	of	Human	Society,	in	an	era	scarcely
historical,	we	may	dimly	discern	an	almost	mythical	personage,	who,	putting	out	of
consideration	the	actors	in	Old	Testament	history,	may	be	called	the	first	Apostle	of
Civilization.	Like	an	Apostle	in	a	higher	order	of	things,	he	was	poor	and	a	wanderer,	and
feeble	in	the	flesh,	though	he	was	to	do	such	great	things,	and	to	live	in	the	mouths	of	a
hundred	generations	and	a	thousand	tribes.	A	blind	old	man;	whose	wanderings	were
such	that,	when	he	became	famous,	his	birth-place	could	not	be	ascertained,	so	that	it	was
said,

''Seven	famous	towns	contend	for	Homer	dead,
Through	which	the	living	Homer	begged	his	bread."

Yet	he	had	a	name	in	his	day;	and,	little	guessing	in	what	vast	measures	his	wish	would	be
answered,	he	supplicated,	with	a	tender	human	sentiment,	as	he	wandered	over	the
islands	of	the	Ægean	and	the	Asian	coasts,	that	those	who	had	known	and	loved	him
would	cherish	his	memory	when	he	was	away.	Unlike	the	proud	boast	of	the	Roman
poet,	if	he	spoke	it	in	earnest,	"Exegi	monumentum	ære	perennius,"	he	did	but	indulge	the
hope	that	one,	whose	coming	had	been	expected	with	pleasure,	might	excite	regret	when
he	had	departed,	and	be	rewarded	by	the	sympathy	and	praise	of	his	friends	even	in	the
presence	of	other	minstrels.	A	set	of	verses	remains,	which	is	ascribed	to	him,	in	which
he	addresses	the	Delian	women	in	the	tone	of	feeling	which	I	have	described.	"Farewell
to	you	all,"	he	says,	"and	remember	me	in	time	to	come,	and	when	any	one	of	men	on
earth,	a	stranger	from	far,	shall	inquire	of	you,	O	maidens,	who	is	the	sweetest	of
minstrels	here	about,	and	in	whom	do	you	most	delight?	then	make	answer	modestly,	It	is
a	blind	man,	and	he	lives	in	steep	Chios."

The	great	poet	remained	unknown	for	some	centuries,that
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is,	unknown	to	what	we	call	fame.	His	verses	were	cherished	by	his	countrymen,	they
might	be	the	secret	delight	of	thousands,	but	they	were	not	collected	into	a	volume,	nor
viewed	as	a	whole,	nor	made	a	subject	of	criticism.	At	length	an	Athenian	Prince	took
upon	him	the	task	of	gathering	together	the	scattered	fragments	of	a	genius	which	had	not
aspired	to	immortality,	of	reducing	them	to	writing,	and	of	fitting	them	to	be	the	text-book
of	ancient	education.	Henceforth	the	vagrant	ballad-singer,	as	he	might	be	thought,	was
submitted,	to	his	surprise,	to	a	sort	of	literary	canonization,	and	was	invested	with	the
office	of	forming	the	young	mind	of	Greece	to	noble	thoughts	and	bold	deeds.	To	be	read
in	Homer	soon	became	the	education	of	a	gentleman;	and	a	rule,	recognized	in	her	free
age,	remained	as	a	tradition	even	in	the	times	of	her	degradation.	Xenophon	introduces	to
us	a	youth	who	knew	both	Iliad	and	Odyssey	by	heart;	Dio	witnesses	that	they	were	some
of	the	first	books	put	into	the	hands	of	boys;	and	Horace	decided	that	they	taught	the
science	of	life	better	than	Stoic	or	Academic.	Alexander	the	Great	nourished	his
imagination	by	the	scenes	of	the	Iliad.	As	time	went	on,	other	poets	were	associated	with
Homer	in	the	work	of	education,	such	as	Hesiod	and	the	Tragedians.	The	majestic	lessons
concerning	duty	and	religion,	justice	and	providence,	which	occur	in	Æschylus	and
Sophocles,	belong	to	a	higher	school	than	that	of	Homer;	and	the	verses	of	Euripides,
even	in	his	lifetime,	were	so	familiar	to	Athenian	lips	and	so	dear	to	foreign	ears,	that,	as
is	reported,	the	captives	of	Syracuse	gained	their	freedom	at	the	price	of	reciting	them	to
their	conquerors.

Such	poetry	may	be	considered	oratory	also,	since	it	has	so	great	a	power	of	persuasion;
and	the	alliance	between	these	two	gifts	had	existed	from	the	time	that	the	verses	of
Orpheus	had,	according	to	the	fable,	made	woods	and	streams	and	wild	animals	to	follow
him	about.	Soon,	however,	Oratory	became	the	subject	of	a	separate	art,	which	was	called
Rhetoric,	and	of	which	the	Sophists	were	the	chief	masters.	Moreover,	as	Rhetoric	was
especially	political	in	its	nature,	it	presupposed	or	introduced	the	cultivation	of	History;
and	thus	the	pages	of	Thucydides	became	one	of	the	special	studies	by	which
Demosthenes	rose	to	be	the	first	orator	of	Greece.

But	it	is	needless	to	trace	out	further	the	formation	of	the
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course	of	liberal	education;	it	is	sufficient	to	have	given	some	specimens	in	illustration	of
it.	The	studies,	which	it	was	found	to	involve,	were	four	principal	ones,	Grammar,
Rhetoric,	Logic,	and	Mathematics;	and	the	science	of	Mathematics,	again,	was	divided
into	four,	Geometry,	Arithmetic,	Astronomy,	and	Music;	making	in	all	seven,	which	are
known	by	the	name	of	the	Seven	Liberal	Arts.	And	thus	a	definite	school	of	intellect	was
formed,	founded	on	ideas	and	methods	of	a	distinctive	character,	and	(as	we	may	say)	of
the	highest	and	truest	character,	as	far	as	they	went,	and	which	gradually	associated	in
one,	and	assimilated,	and	took	possession	of,	that	multitude	of	nations	which	I	have
considered	to	represent	mankind,	and	to	possess	the	orbis	terrarum.

When	we	pass	from	Greece	to	Rome,	we	are	met	with	the	common	remark,	that	Rome
produced	little	that	was	original,	but	borrowed	from	Greece.	It	is	true;	Terence	copied
from	Menander,	Virgil	from	Homer,	Hesiod,	and	Theocritus;	and	Cicero	professed	merely
to	reproduce	the	philosophy	of	Greece.	But,	granting	its	truth	ever	so	far,	I	do	but	take	it
as	a	proof	of	the	sort	of	instinct	which	has	guided	the	course	of	Civilization.	The	world
was	to	have	certain	intellectual	teachers,	and	no	others;	Homer	and	Aristotle,	with	the
poets	and	philosophers	who	circle	round	them,	were	to	be	the	schoolmasters	of	all
generations,	and	therefore	the	Latins,	falling	into	the	law	on	which	the	world's	education
was	to	be	carried	on,	so	added	to	the	classical	library	as	not	to	reverse	or	interfere	with
what	had	already	been	determined.	And	there	was	the	more	meaning	in	this	arrangement,
when	it	is	considered	that	Greek	was	to	be	forgotten	during	many	centuries,	and	the
tradition	of	intellectual	training	to	be	conveyed	through	Latin;	for	thus	the	world	was
secured	against	the	consequences	of	a	loss	which	would	have	changed	the	character	of	its
civilization.	I	think	it	very	remarkable,	too,	how	soon	the	Latin	writers	became	text-books
in	the	boys'	schools.	Even	to	this	day	Shakespeare	and	Milton	are	not	studied	in	our
course	of	education;	but	the	poems	of	Virgil	and	Horace,	as	those	of	Homer	and	the
Greek	authors	in	an	earlier	age,	were	in	schoolboys'	satchels	not	much	more	than	a
hundred	years	after	they	were	written.

I	need	not	go	on	to	show	at	length	that	they	have	preserved
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their	place	in	the	system	of	education	in	the	orbis	terrarum,	and	the	Greek	writers	with
them	or	through	them,	down	to	this	day.	The	induction	of	centuries	has	often	been	made.
Even	in	the	lowest	state	of	learning	the	tradition	was	kept	up.	St.	Gregory	the	Great,
whose	era,	not	to	say	whose	influence,	is	often	considered	especially	unfavourable	to	the
old	literature,	was	himself	well	versed	in	it,	encouraged	purity	of	Latinity	in	his	court,	and
is	said	figuratively	by	the	contemporary	historian	of	his	life	to	have	supported	the	hall	of
the	Apostolic	See	upon	the	columns	of	the	Seven	Liberal	Arts.	In	the	ninth	century,	when
the	dark	age	was	close	at	hand,	we	still	hear	of	the	cultivation,	with	whatever	success
(according	of	course	to	the	opportunities	of	the	times,	but	I	am	speaking	of	the	nature	of
the	studies,	not	of	the	proficiency	of	the	students),	the	cultivation	of	Music,	Dialectics,
Rhetoric,	Grammar,	Mathematics,	Astronomy,	Physics,	and	Geometry;	of	the	supremacy
of	Horace	in	the	schools,	"and	the	great	Virgil,	Sallust,	and	Statius."	In	the	thirteenth	or
following	centuries,	of	"Virgil,	Lucian,	Statius,	Ovid,	Livy,	Sallust,	Cicero,	and
Quintilian;"	and	after	the	revival	of	literature	in	the	commencement	of	the	modern	era,	we
find	St.	Carlo	Borromeo	enjoining	the	use	of	works	of	Cicero,	Ovid,	Virgil,	and	Horace.*

5

I	pass	thus	cursorily	over	the	series	of	informations	which	history	gives	us	on	the	subject,
merely	with	a	view	of	recalling	to	your	memory,	Gentlemen,	and	impressing	upon	you
the	fact,	that	the	literature	of	Greece,	continued	into,	and	enriched	by,	the	literature	of
Rome,	together	with	the	studies	which	it	involves,	has	been	the	instrument	of	education,
and	the	food	of	civilization,	from	the	first	times	of	the	world	down	to	this	day;and	now
we	are	in	a	condition	to	answer	the	question	which	thereupon	arises,	when	we	turn	to
consider,	by	way	of	contrast,	the	teaching	which	is	characteristic	of	Universities.	How	has
it	come	to	pass	that,	although	the	genius	of	Universities	is	so	different	from	that	of	the
schools	which	preceded	them,	nevertheless	the	course	of	study	pursued	in	those	schools
was	not

*	Vid.	the	treatises	of	P.	Daniel	and	Mgr.	Landriot,	referred	to	in	Historical	Sketches,	vol.	ii.,	p.
460,	note.
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superseded	in	the	middle	ages	by	those	more	brilliant	sciences	which	Universities
introduced?	It	might	have	seemed	as	if	Scholastic	Theology,	Law,	and	Medicine	would
have	thrown	the	Seven	Liberal	Arts	into	the	shade,	but	in	the	event	they	failed	to	do	so.	I
consider	the	reason	to	be,	that	the	authority	and	function	of	the	monastic	and	secular
schools,	as	supplying	to	the	young	the	means	of	education,	lay	deeper	than	in	any
appointment	of	Charlemagne,	who	was	their	nominal	founder,	and	were	based	in	the
special	character	of	that	civilization	which	is	so	intimately	associated	with	Christianity,
that	it	may	even	be	called	the	soil	out	of	which	Christianity	grew.	The	medieval	sciences,
great	as	is	their	dignity	and	utility,	were	never	intended	to	supersede	that	more	real	and
proper	cultivation	of	the	mind	which	is	effected	by	the	study	of	the	liberal	Arts;	and,
when	certain	of	these	sciences	did	in	fact	go	out	of	their	province	and	did	attempt	to
prejudice	the	traditional	course	of	education,	the	encroachment	was	in	matter	of	fact
resisted.	There	were	those	in	the	middle	age,	as	John	of	Salisbury,	who	vigorously
protested	against	the	extravagances	and	usurpations	which	ever	attend	the	introduction	of
any	great	good	whatever,	and	which	attended	the	rise	of	the	peculiar	sciences	of	which
Universities	were	the	seat;	and,	though	there	were	times	when	the	old	traditions	seemed	to
be	on	the	point	of	failing,	somehow	it	has	happened	that	they	have	never	failed;	for	the
instinct	of	Civilization	and	the	common	sense	of	Society	prevailed,	and	the	danger	passed
away,	and	the	studies	which	seemed	to	be	going	out	gained	their	ancient	place,	and	were
acknowledged,	as	before,	to	be	the	best	instruments	of	mental	cultivation,	and	the	best
guarantees	for	intellectual	progress.

And	this	experience	of	the	past	we	may	apply	to	the	circumstances	in	which	we	find
ourselves	at	present;	for,	as	there	was	a	movement	against	the	Classics	in	the	middle	age,
so	has	there	been	now.	The	truth	of	the	Baconian	method	for	the	purposes	for	which	it
was	created,	and	its	inestimable	services	and	inexhaustible	applications	in	the	interests	of
our	material	well-being,	have	dazzled	the	imaginations	of	men,	somewhat	in	the	same
way	as	certain	new	sciences	carried	them	away	in	the	age	of	Abelard;	and	since	that
method	does	such	wonders	in	its	own	province,	it	is	not	unfrequently	supposed	that	it	can
do	as	much
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in	any	other	province	also.	Now,	Bacon	himself	never	would	have	so	argued;	he	would
not	have	needed	to	be	reminded	that	to	advance	the	useful	arts	is	one	thing,	and	to
cultivate	the	mind	another.	The	simple	question	to	be	considered	is,	how	best	to
strengthen,	refine,	and	enrich	the	intellectual	powers;	the	perusal	of	the	poets,	historians,
and	philosophers	of	Greece	and	Rome	will	accomplish	this	purpose,	as	long	experience
has	shown;	but	that	the	study	of	the	experimental	sciences	will	do	the	like,	is	proved	to	us
as	yet	by	no	experience	whatever.

Far	indeed	am	I	from	denying	the	extreme	attractiveness,	as	well	as	the	practical	benefit	to
the	world	at	large,	of	the	sciences	of	Chemistry,	Electricity,	and	Geology;	but	the	question
is	not	what	department	of	study	contains	the	more	wonderful	facts,	or	promises	the	more
brilliant	discoveries,	and	which	is	in	the	higher	and	which	in	an	inferior	rank;	but	simply
which	out	of	all	provides	the	most	robust	and	invigorating	discipline	for	the	unformed
mind.	And	I	conceive	it	is	as	little	disrespectful	to	Lord	Bacon	to	prefer	the	Classics	in
this	point	of	view	to	the	sciences	which	have	grown	out	of	his	philosophy	as	it	would	be
disrespectful	to	St.	Thomas	in	the	middle	ages	to	have	hindered	the	study	of	the	Summa
from	doing	prejudice	to	the	Faculty	of	Arts.	Accordingly,	I	anticipate	that,	as	in	the
middle	ages	both	the	teaching	and	the	government	of	the	University	remained	in	the
Faculty	of	Arts,	in	spite	of	the	genius	which	created	or	illustrated	Theology	and	Law,	so
now	too,	whatever	be	the	splendour	of	the	modern	philosophy,	the	marvellousness	of	its
disclosures,	the	utility	of	its	acquisitions,	and	the	talent	of	its	masters,	still	it	will	not	avail
in	the	event,	to	detrude	classical	literature	and	the	studies	connected	with	it	from	the	place
which	they	have	held	in	all	ages	in	education.

Such,	then,	is	the	course	of	reflection	obviously	suggested	by	the	act	in	which	we	have
been	lately	engaged,	and	which	we	are	now	celebrating.	In	the	nineteenth	century,	in	a
country	which	looks	out	upon	a	new	world,	and	anticipates	a	coming	age,	we	have	been
engaged	in	opening	the	Schools	dedicated	to	the	studies	of	polite	literature	and	liberal
science,	or	what	are	called	the	Arts,	as	a	first	step	towards	the	establishment	on	Catholic
ground	of	a	Catholic	University.	And	while	we	thus	recur	to	Greece	and	Athens	with
pleasure	and	affection,	and	recognize	in	that
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famous	land	the	source	and	the	school	of	intellectual	culture,	it	would	be	strange	indeed	if
we	forgot	to	look	further	south	also,	and	there	to	bow	before	a	more	glorious	luminary,
and	a	more	sacred	oracle	of	truth,	and	the	source	of	another	sort	of	knowledge,	high	and
supernatural,	which	is	seated	in	Palestine.	Jerusalem	is	the	fountain-head	of	religious
knowledge,	as	Athens	is	of	secular.	In	the	ancient	world	we	see	two	centres	of
illumination,	acting	independently	of	each	other,	each	with	its	own	movement,	and	at	first
apparently	without	any	promise	of	convergence.	Greek	civilization	spreads	over	the	East,
conquering	in	the	conquests	of	Alexander,	and,	when	carried	captive	into	the	West,
subdues	the	conquerors	who	brought	it	thither.	Religion,	on	the	other	hand,	is	driven
from	its	own	aboriginal	home	to	the	North	and	West	by	reason	of	the	sins	of	the	people
who	were	in	charge	of	it,	in	a	long	course	of	judgments	and	plagues	and	persecutions.
Each	by	itself	pursues	its	career	and	fulfils	its	mission;	neither	of	them	recognizes,	nor	is
recognized	by	the	other.	At	length	the	Temple	of	Jerusalem	is	rooted	up	by	the	armies	of
Titus,	and	the	effete	schools	of	Athens	are	stifled	by	the	edict	of	Justinian.	So	pass	away
the	ancient	Voices	of	religion	and	learning;	but	they	are	silenced	only	to	revive	more
gloriously	and	perfectly	elsewhere.	Hitherto	they	came	from	separate	sources,	and
performed	separate	works.	Each	leaves	an	heir	and	successor	in	the	West,	and	that	heir
and	successor	is	one	and	the	same.	The	grace	stored	in	Jerusalem,	and	the	gifts	which
radiate	from	Athens,	are	made	over	and	concentrated	in	Rome.	This	is	true	as	a	matter	of
history.	Rome	has	inherited	both	sacred	and	profane	learning;	she	has	perpetuated	and
dispensed	the	traditions	of	Moses	and	David	in	the	supernatural	order,	and	of	Homer	and
Aristotle	in	the	natural.	To	separate	those	distinct	teachings,	human	and	divine,	which
meet	in	Rome,	is	to	retrograde;	it	is	to	rebuild	the	Jewish	Temple	and	to	plant	anew	the
groves	of	Academus.

6

On	this	large	subject,	however,	on	which	I	might	say	much,	time	does	not	allow	me	to
enter.	To	show	how	sacred	learning	and	profane	are	dependent	on	each	other,	correlative
and	mutually	complementary,	how	faith	operates	by	means	of	reason,	and
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reason	is	directed	and	corrected	by	faith,	is	really	the	subject	of	a	distinct	lecture.	I	would
conclude,	then,	with	merely	congratulating	you,	Gentlemen,	on	the	great	undertaking
which	we	have	so	auspiciously	commenced.	Whatever	be	its	fortunes,	whatever	its
difficulties,	whatever	its	delays,	I	cannot	doubt	at	all	that	the	encouragement	which	it	has
already	received,	and	the	measure	of	success	which	it	has	been	allotted,	are	but	a	presage
and	an	anticipation	of	a	gradual	advance	towards	its	completion,	in	such	times	and	such
manner	as	Providence	shall	appoint.	For	myself,	I	have	never	had	any	misgiving	about	it,
because	I	had	never	known	anything	of	it	before	the	time	when	the	Holy	See	had
definitely	decided	upon	its	prosecution.	It	is	my	happiness	to	have	no	cognizance	of	the
anxieties	and	perplexities	of	venerable	and	holy	prelates,	or	the	discussions	of
experienced	and	prudent	men,	which	preceded	its	definitive	recognition	on	the	part	of	the
highest	ecclesiastical	authority.	It	is	my	happiness	to	have	no	experience	of	the	time	when
good	Catholics	despaired	of	its	success,	distrusted	its	expediency,	or	even	felt	an
obligation	to	oppose	it.	It	has	been	my	happiness	that	I	have	never	been	in	controversy
with	persons	in	this	country	external	to	the	Catholic	Church,	nor	have	been	forced	into
any	direct	collision	with	institutions	or	measures	which	rest	on	a	foundation	hostile	to
Catholicism.	No	one	can	accuse	me	of	any	disrespect	towards	those	whose	principles	or
whose	policy	I	disapprove;	nor	am	I	conscious	of	any	other	aim	than	that	of	working	in
my	own	place,	without	going	out	of	my	way	to	offend	others.	If	I	have	taken	part	in	the
undertaking	which	has	now	brought	us	together,	it	has	been	because	I	believed	it	was	a
great	work,	great	in	its	conception,	great	in	its	promise,	and	great	in	the	authority	from
which	it	proceeds.	I	felt	it	to	be	so	great	that	I	did	not	dare	to	incur	the	responsibility	of
refusing	to	take	part	in	it.

How	far	indeed,	and	how	long,	I	am	to	be	connected	with	it,	is	another	matter	altogether.
It	is	enough	for	one	man	to	lay	only	one	stone	of	so	noble	and	grand	an	edifice;	it	is
enough,	more	than	enough	for	me,	if	I	do	so	much	as	merely	begin,	what	others	may
more	hopefully	continue.	One	only	among	the	sons	of	men	has	carried	out	a	perfect
work,	and	satisfied	and	exhausted	the	mission	on	which	He	came.	One	alone	has	with	His
last	breath	said	"Consummatum	est."	But	all	who	set	about	their	duties	in
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faith	and	hope	and	love,	with	a	resolute	heart	and	a	devoted	will,	are	able,	weak	though
they	be,	to	do	what,	though	incomplete,	is	imperishable.	Even	their	failures	become
successes,	as	being	necessary	steps	in	a	course,	and	as	terms	(so	to	say)	in	a	long	series,
which	will	at	length	fulfil	the	object	which	they	propose.	And	they	will	unite	themselves
in	spirit,	in	their	humble	degree,	with	those	real	heroes	of	Holy	Writ	and	ecclesiastical
history,	Moses,	Elias,	and	David,	Basil,	Athanasius,	and	Chrysostom,	Gregory	the
Seventh,	St.	Thomas	of	Canterbury,	and	many	others,	who	did	most	when	they	fancied
themselves	least	prosperous,	and	died	without	being	permitted	to	see	the	fruit	of	their
labours.

II
Literature:
A	Lecture	in	the	School	of	Philosophy	and	Letters

1

Wishing	to	address	you,	Gentlemen,	at	the	commencement	of	a	new	Session,	I	tried	to
find	a	subject	for	discussion,	which	might	be	at	once	suitable	to	the	occasion,	yet	neither
too	large	for	your	time,	nor	too	minute	or	abstruse	for	your	attention.	I	think	I	see	one	for
my	purpose	in	the	very	title	of	your	Faculty.	It	is	the	Faculty	of	Philosophy	and	Letters.
Now	the	question	may	arise	as	to	what	is	meant	by	"Philosophy,"	and	what	is	meant	by
"Letters."	As	to	the	other	Faculties,	the	subject-matter	which	they	profess	is	intelligible,	as
soon	as	named,	and	beyond	all	dispute.	We	know	what	Science	is,	what	Medicine,	what
Law,	and	what	Theology;	but	we	have	not	so	much	ease	in	determining	what	is	meant	by
Philosophy	and	Letters.	Each	department	of	that	two-
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fold	province	needs	explanation:	it	will	be	sufficient,	on	an	occasion	like	this,	to
investigate	one	of	them.	Accordingly	I	shall	select	for	remark	the	latter	of	the	two,	and
attempt	to	determine	what	we	are	to	understand	by	Letters	or	Literature,	in	what	Literature
consists,	and	how	it	stands	relatively	to	Science.	We	speak,	for	instance,	of	ancient	and
modern	literature,	the	literature	of	the	day,	sacred	literature,	light	literature;	and	our
lectures	in	this	place	are	devoted	to	classical	literature	and	English	literature.	Are	Letters,
then,	synonymous	with	books?	This	cannot	be,	or	they	would	include	in	their	range
Philosophy,	Law,	and,	in	short,	the	teaching	of	all	the	other	Faculties.	Far	from	confusing
these	various	studies,	we	view	the	works	of	Plato	or	Cicero	sometimes	as	philosophy,
sometimes	as	literature;	on	the	other	hand,	no	one	would	ever	be	tempted	to	speak	of
Euclid	as	literature,	or	of	Matthiæ's	Greek	Grammar.	Is,	then,	literature	synonymous	with
composition?	with	books	written	with	an	attention	to	style?	is	literature	fine	writing?
again,	is	it	studied	and	artificial	writing?

There	are	excellent	persons	who	seem	to	adopt	this	last	account	of	Literature	as	their	own
idea	of	it.	They	depreciate	it,	as	if	it	were	the	result	of	a	mere	art	or	trick	of	words.
Professedly	indeed,	they	are	aiming	at	the	Greek	and	Roman	classics,	but	their	criticisms
have	quite	as	great	force	against	all	literature	as	against	any.	I	think	I	shall	be	best	able	to
bring	out	what	I	have	to	say	on	the	subject	by	examining	the	statements	which	they	make
in	defence	of	their	own	view	of	it.	They	contend	then,	1.	that	fine	writing,	as	exemplified
in	the	Classics,	is	mainly	a	matter	of	conceits,	fancies,	and	prettinesses,	decked	out	in
choice	words;	2.	that	this	is	the	proof	of	it,	that	the	classics	will	not	bear	translating;(and
this	is	why	I	have	said	that	the	real	attack	is	upon	literature	altogether,	not	the	classical
only;	for,	to	speak	generally,	all	literature,	modern	as	well	as	ancient,	lies	under	this
disadvantage.	This,	however,	they	will	not	allow;	for	they	maintain,)	3.	that	Holy
Scripture	presents	a	remarkable	contrast	to	secular	writings	on	this	very	point,	viz.,	in	that
Scripture	does	easily	admit	of	translation,	though	it	is	the	most	sublime	and	beautiful	of
all	writings.
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2

Now	I	will	begin	by	stating	these	three	positions	in	the	words	of	a	writer,	who	is	cited	by
the	estimable	Catholics	in	question	as	a	witness,	or	rather	as	an	advocate,	in	their	behalf,
though	he	is	far	from	being	able	in	his	own	person	to	challenge	the	respect	which	is
inspired	by	themselves.

''There	are	two	sorts	of	eloquence,"	says	this	writer,	"the	one	indeed	scarce	deserves	the
name	of	it,	which	consists	chiefly	in	laboured	and	polished	periods,	an	over-curious	and
artificial	arrangement	of	figures,	tinselled	over	with	a	gaudy	embellishment	of	words,
which	glitter,	but	convey	little	or	no	light	to	the	understanding.	This	kind	of	writing	is	for
the	most	part	much	affected	and	admired	by	the	people	of	weak	judgment	and	vicious
taste;	but	it	is	a	piece	of	affectation	and	formality	the	sacred	writers	are	utter	strangers	to.
It	is	a	vain	and	boyish	eloquence;	and,	as	it	has	always	been	esteemed	below	the	great
geniuses	of	all	ages,	so	much	more	so	with	respect	to	those	writers	who	were	actuated	by
the	spirit	of	Infinite	Wisdom,	and	therefore	wrote	with	that	force	and	majesty	with	which
never	man	writ.	The	other	sort	of	eloquence	is	quite	the	reverse	to	this,	and	which	may	be
said	to	be	the	true	characteristic	of	the	Holy	Scriptures;	where	the	excellence	does	not
arise	from	a	laboured	and	far-fetched	elocution,	but	from	a	surprising	mixture	of
simplicity	and	majesty,	which	is	a	double	character,	so	difficult	to	be	united	that	it	is
seldom	to	be	met	with	in	compositions	merely	human.	We	see	nothing	in	Holy	Writ	of
affectation	and	superfluous	ornament.	.	.	.	Now,	it	is	observable	that	the	most	excellent
profane	authors,	whether	Greek	or	Latin,	lose	most	of	their	graces	whenever	we	find
them	literally	translated.	Homer's	famed	representation	of	Jupiterhis	cried-up	description
of	a	tempest,	his	relation	of	Neptune's	shaking	the	earth	and	opening	it	to	its	centre,	his
description	of	Pallas's	horses,	with	numbers	of	other	long-since	admired	passages,	flag,
and	almost	vanish	away,	in	the	vulgar	Latin	translation.

"Let	any	one	but	take	the	pains	to	read	the	common	Latin	interpretations	of	Virgil,
Theocritus,	or	even	of	Pindar,	and	one	may	venture	to	affirm	he	will	be	able	to	trace	out
but	few	remains
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of	the	graces	which	charmed	him	so	much	in	the	original.	The	natural	conclusion	from
hence	is,	that	in	the	classical	authors,	the	expression,	the	sweetness	of	the	numbers,
occasioned	by	a	musical	placing	of	words,	constitute	a	great	part	of	their	beauties;
whereas,	in	the	sacred	writings,	they	consist	more	in	the	greatness	of	the	things
themselves	than	in	the	words	and	expressions.	The	ideas	and	conceptions	are	so	great	and
lofty	in	their	own	nature	that	they	necessarily	appear	magnificent	in	the	most	artless	dress.
Look	but	into	the	Bible,	and	we	see	them	shine	through	the	most	simple	and	literal
translations.	That	glorious	description	which	Moses	gives	of	the	creation	of	the	heavens
and	the	earth,	which	Longinus	.	.	.	was	so	greatly	taken	with,	has	not	lost	the	least	whit	of
its	intrinsic	worth,	and	though	it	has	undergone	so	many	translations,	yet	triumphs	over
all,	and	breaks	forth	with	as	much	force	and	vehemence	as	in	the	original.	.	.	.	In	the
history	of	Joseph,	where	Joseph	makes	himself	known,	and	weeps	aloud	upon	the	neck
of	his	dear	brother	Benjamin,	that	all	the	house	of	Pharaoh	heard	him,	at	that	instant	none
of	his	brethren	are	introduced	as	uttering	aught,	either	to	express	their	present	joy	or
palliate	their	former	injuries	to	him.	On	all	sides	there	immediately	ensues	a	deep	and
solemn	silence;	a	silence	infinitely	more	eloquent	and	expressive	than	anything	else	that
could	have	been	substituted	in	its	place.	Had	Thucydides,	Herodotus,	Livy,	or	any	of	the
celebrated	classical	historians,	been	employed	in	writing	this	history,	when	they	came	to
this	point	they	would	doubtless	have	exhausted	all	their	fund	of	eloquence	in	furnishing
Joseph's	brethren	with	laboured	and	studied	harangues,	which,	however	fine	they	might
have	been	in	themselves,	would	nevertheless	have	been	unnatural,	and	altogether
improper	on	the	occasion."*

This	is	eloquently	written,	but	it	contains,	I	consider,	a	mixture	of	truth	and	falsehood,
which	it	will	be	my	business	to	discriminate	from	each	other.	Far	be	it	from	me	to	deny
the	unapproachable	grandeur	and	simplicity	of	Holy	Scripture;	but	I	shall	maintain	that
the	classics	are,	as	human	compositions,	simple	and	majestic	and	natural	too.	I	grant	that
Scripture	is	concerned	with	things,	but	I	will	not	grant	that	classical	literature	is	simply
concerned	with	words.	I	grant	that	human	literature	is

*	Sterne,	Sermon	xlii.
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often	elaborate,	but	I	will	maintain	that	elaborate	composition	is	not	unknown	to	the
writers	of	Scripture.	I	grant	that	human	literature	cannot	easily	be	translated	out	of	the
particular	language	to	which	it	belongs;	but	it	is	not	at	all	the	rule	that	Scripture	can	easily
be	translated	either;and	now	I	address	myself	to	my	task:

3

Here,	then,	in	the	first	place,	I	observe,	Gentlemen,	that	Literature,	from	the	derivation	of
the	word,	implies	writing,	not	speaking;	this,	however,	arises	from	the	circumstance	of
the	copiousness,	variety,	and	public	circulation	of	the	matters	of	which	it	consists.	What	is
spoken	cannot	outrun	the	range	of	the	speaker's	voice,	and	perishes	in	the	uttering.	When
words	are	in	demand	to	express	a	long	course	of	thought,	when	they	have	to	be	conveyed
to	the	ends	of	the	earth,	or	perpetuated	for	the	benefit	of	posterity,	they	must	be	written
down,	that	is,	reduced	to	the	shape	of	literature;	still,	properly	speaking,	the	terms,	by
which	we	denote	this	characteristic	gift	of	man,	belong	to	its	exhibition	by	means	of	the
voice,	not	of	handwriting.	It	addresses	itself,	in	its	primary	idea,	to	the	ear,	not	to	the	eye.
We	call	it	the	power	of	speech,	we	call	it	language,	that	is,	the	use	of	the	tongue;	and,	even
when	we	write,	we	still	keep	in	mind	what	was	its	original	instrument,	for	we	use	freely
such	terms	in	our	books	as	"saying,"	"speaking,"	"telling,"	"talking,"	''calling;"	we	use	the
terms	"phraseology"	and	"diction"	as	if	we	were	still	addressing	ourselves	to	the	ear.

Now	I	insist	on	this,	because	it	shows	that	speech,	and	therefore	literature,	which	is	its
permanent	record,	is	essentially	a	personal	work.	It	is	not	some	production	or	result,
attained	by	the	partnership	of	several	persons,	or	by	machinery,	or	by	any	natural	process,
but	in	its	very	idea	it	proceeds,	and	must	proceed,	from	some	one	given	individual.	Two
persons	cannot	be	the	authors	of	the	sounds	which	strike	our	ear;	and,	as	they	cannot	be
speaking	one	and	the	same	speech,	neither	can	they	be	writing	one	and	the	same	lecture
or	discourse,which	must	certainly	belong	to	some	one	person	or	other,	and	is	the
expression	of	that	one	person's	ideas	and	feelings,ideas	and	feelings	personal	to	himself,
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though	others	may	have	parallel	and	similar	ones,proper	to	himself,	in	the	same	sense	as
his	voice,	his	air,	his	countenance,	his	carriage,	and	his	action,	are	personal.	In	other
words,	Literature	expresses,	not	objective	truth,	as	it	is	called,	but	subjective;	not	things,
but	thoughts.

Now	this	doctrine	will	become	clearer	by	considering	another	use	of	words,	which	does
relate	to	objective	truth,	or	to	things;	which	relates	to	matters,	not	personal,	not	subjective
to	the	individual,	but	which,	even	were	there	no	individual	man	in	the	whole	world	to
know	them	or	to	talk	about	them,	would	exist	still.	Such	objects	become	the	matter	of
Science,	and	words	indeed	are	used	to	express	them,	but	such	words	are	rather	symbols
than	language,	and	however	many	we	use,	and	however	we	may	perpetuate	them	by
writing,	we	never	could	make	any	kind	of	literature	out	of	them,	or	call	them	by	that
name.	Such,	for	instance,	would	be	Euclid's	Elements;	they	relate	to	truths	universal	and
eternal;	they	are	not	mere	thoughts,	but	things:	they	exist	in	themselves,	not	by	virtue	of
our	understanding	them,	not	in	dependence	upon	our	will,	but	in	what	is	called	the	nature
of	things,	or	at	least	on	conditions	external	to	us.	The	words,	then,	in	which	they	are	set
forth	are	not	language,	speech,	literature,	but	rather,	as	I	have	said,	symbols.	And,	as	a
proof	of	it,	you	will	recollect	that	it	is	possible,	nay	usual,	to	set	forth	the	propositions	of
Euclid	in	algebraical	notation,	which,	as	all	would	admit,	has	nothing	to	do	with	literature.
What	is	true	of	mathematics	is	true	also	of	every	study,	so	far	forth	as	it	is	scientific;	it
makes	use	of	words	as	the	mere	vehicle	of	things,	and	is	thereby	withdrawn	from	the
province	of	literature.	Thus	metaphysics,	ethics,	law,	political	economy,	chemistry,
theology,	cease	to	be	literature	in	the	same	degree	as	they	are	capable	of	a	severe	scientific
treatment.	And	hence	it	is	that	Aristotle's	works	on	the	one	hand,	though	at	first	sight
literature,	approach	in	character,	at	least	a	great	number	of	them,	to	mere	science;	for	even
though	the	things	which	he	treats	of	and	exhibits	may	not	always	be	real	and	true,	yet	he
treats	them	as	if	they	were,	not	as	if	they	were	the	thoughts	of	his	own	mind;	that	is,	he
treats	them	scientifically.	On	the	other	hand,	Law	or	Natural	History	has	before	now	been
treated	by	an	author	with	so	much	of	colouring	derived
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from	his	own	mind	as	to	become	a	sort	of	literature;	this	is	especially	seen	in	the	instance
of	Theology,	when	it	takes	the	shape	of	Pulpit	Eloquence.	It	is	seen	too	in	historical
composition,	which	becomes	a	mere	specimen	of	chronology,	or	a	chronicle,	when
divested	of	the	philosophy,	the	skill,	or	the	party	and	personal	feelings	of	the	particular
writer.	Science,	then,	has	to	do	with	things,	literature	with	thoughts;	science	is	universal,
literature	is	personal;	science	uses	words	merely	as	symbols,	but	literature	uses	language
in	its	full	compass,	as	including	phraseology,	idiom,	style,	composition,	rhythm,
eloquence,	and	whatever	other	properties	are	included	in	it.

Let	us	then	put	aside	the	scientific	use	of	words,	when	we	are	to	speak	of	language	and
literature.	Literature	is	the	personal	use	or	exercise	of	language.	That	this	is	so	is	further
proved	from	the	fact	that	one	author	uses	it	so	differently	from	another.	Language	itself	in
its	very	origination	would	seem	to	be	traceable	to	individuals.	Their	peculiarities	have
given	it	its	character.	We	are	often	able	in	fact	to	trace	particular	phrases	or	idioms	to
individuals;	we	know	the	history	of	their	rise.	Slang	surely,	as	it	is	called,	comes	of,	and
breathes	of	the	personal.	The	connection	between	the	force	of	words	in	particular
languages	and	the	habits	and	sentiments	of	the	nations	speaking	them	has	often	been
pointed	out.	And,	while	the	many	use	language	as	they	find	it,	the	man	of	genius	uses	it
indeed,	but	subjects	it	withal	to	his	own	purposes,	and	moulds	it	according	to	his	own
peculiarities.	The	throng	and	succession	of	ideas,	thoughts,	feelings,	imaginations,
aspirations,	which	pass	within	him,	the	abstractions,	the	juxtapositions,	the	comparisons,
the	discriminations,	the	conceptions,	which	are	so	original	in	him,	his	views	of	external
things,	his	judgments	upon	life,	manners,	and	history,	the	exercises	of	his	wit,	of	his
humour,	of	his	depth,	of	his	sagacity,	all	these	innumerable	and	incessant	creations,	the
very	pulsation	and	throbbing	of	his	intellect,	does	he	image	forth,	to	all	does	he	give
utterance,	in	a	corresponding	language,	which	is	as	multiform	as	this	inward	mental
action	itself	and	analogous	to	it,	the	faithful	expression	of	his	intense	personality,
attending	on	his	own	inward	world	of	thought	as	its	very	shadow:	so	that	we	might	as
well	say	that	one	man's	shadow	is	another's	as	that	the	style	of	a
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really	gifted	mind	can	belong	to	any	but	himself.	It	follows	him	about	as	a	shadow.	His
thought	and	feeling	are	personal,	and	so	his	language	is	personal.

4

Thought	and	speech	are	inseparable	from	each	other.	Matter	and	expression	are	parts	of
one:	style	is	a	thinking	out	into	language.	This	is	what	I	have	been	laying	down,	and	this
is	literature;	not	things,	not	the	verbal	symbols	of	things;	not	on	the	other	hand	mere
words;	but	thoughts	expressed	in	language.	Call	to	mind,	Gentlemen,	the	meaning	of	the
Greek	word	which	expresses	this	special	prerogative	of	man	over	the	feeble	intelligence
of	the	inferior	animals.	It	is	called	Logos:	what	does	Logos	mean?	it	stands	both	for
reason	and	for	speech,	and	it	is	difficult	to	say	which	it	means	more	properly.	It	means
both	at	once:	why?	because	really	they	cannot	be	divided,because	they	are	in	a	true	sense
one.	When	we	can	separate	light	and	illumination,	life	and	motion,	the	convex	and	the
concave	of	a	curve,	then	will	it	be	possible	for	thought	to	tread	speech	under	foot,	and	to
hope	to	do	without	itthen	will	it	be	conceivable	that	the	vigorous	and	fertile	intellect
should	renounce	its	own	double,	its	instrument	of	expression,	and	the	channel	of	its
speculations	and	emotions.

Critics	should	consider	this	view	of	the	subject	before	they	lay	down	such	canons	of	taste
as	the	writer	whose	pages	I	have	quoted.	Such	men	as	he	is	consider	fine	writing	to	be	an
addition	from	without	to	the	matter	treated	of,a	sort	of	ornament	super-induced,	or	a
luxury	indulged	in,	by	those	who	have	time	and	inclination	for	such	vanities.	They	speak
as	if	one	man	could	do	the	thought,	and	another	the	style.	We	read	in	Persian	travels	of
the	way	in	which	young	gentlemen	go	to	work	in	the	East,	when	they	would	engage	in
correspondence	with	those	who	inspire	them	with	hope	or	fear.	They	cannot	write	one
sentence	themselves;	so	they	betake	themselves	to	the	professional	letter-writer.	They
confide	to	him	the	object	they	have	in	view.	They	have	a	point	to	gain	from	a	superior,	a
favour	to	ask,	an	evil	to	deprecate;	they	have	to	approach	a	man	in	power,	or	to	make
court	to	some	beautiful	lady.	The	professional	man	manufactures	words	for	them,	as	they
are	wanted,	as	a	stationer	sells	them	pa-

	



Page	209

per,	or	a	schoolmaster	might	cut	their	pens.	Thought	and	word	are,	in	their	conception,
two	things,	and	thus	there	is	a	division	of	labour.	The	man	of	thought	comes	to	the	man
of	words;	and	the	man	of	words,	duly	instructed	in	the	thought,	dips	the	pen	of	desire
into	the	ink	of	devotedness,	and	proceeds	to	spread	it	over	the	page	of	desolation.	Then
the	nightingale	of	affection	is	heard	to	warble	to	the	rose	of	loveliness,	while	the	breeze
of	anxiety	plays	around	the	brow	of	expectation.	This	is	what	the	Easterns	are	said	to
consider	fine	writing;	and	it	seems	pretty	much	the	idea	of	the	school	of	critics	to	whom	I
have	been	referring.

We	have	an	instance	in	literary	history	of	this	very	proceeding	nearer	home,	in	a	great
University,	in	the	latter	years	of	the	last	century.	I	have	referred	to	it	before	now	in	a
public	lecture	elsewhere*;	but	it	is	too	much	in	point	here	to	be	omitted.	A	learned	Arabic
scholar	had	to	deliver	a	set	of	lectures	before	its	doctors	and	professors	on	an	historical
subject	in	which	his	reading	had	lain.	A	linguist	is	conversant	with	science	rather	than
with	literature;	but	this	gentleman	felt	that	his	lectures	must	not	be	without	a	style.	Being
of	the	opinion	of	the	Orientals,	with	whose	writings	he	was	familiar,	he	determined	to
buy	a	style.	He	took	the	step	of	engaging	a	person,	at	a	price,	to	turn	the	matter	which	he
had	got	together	into	ornamental	English.	Observe,	he	did	not	wish	for	mere	grammatical
English,	but	for	an	elaborate,	pretentious	style.	An	artist	was	found	in	the	person	of	a
country	curate,	and	the	job	was	carried	out.	His	lectures	remain	to	this	day,	in	their	own
place	in	the	protracted	series	of	annual	Discourses	to	which	they	belong,	distinguished
amid	a	number	of	heavyish	compositions	by	the	rhetorical	and	ambitious	diction	for
which	he	went	into	the	market.	This	learned	divine,	indeed,	and	the	author	I	have	quoted,
differ	from	each	other	in	the	estimate	they	respectively	form	of	literary	composition;	but
they	agree	together	in	this,in	considering	such	composition	a	trick	and	a	trade;	they	put	it
on	a	par	with	the	gold	plate	and	the	flowers	and	the	music	of	a	banquet,	which	do	not
make	the	viands	better,	but	the	entertainment	more	pleasurable;	as	if	language	were	the
hired	servant,	the	mere	mistress	of	the	reason,	and	not	the	lawful	wife	in	her	own	house.

*	"Position	of	Catholics	in	England,"	pp.	101,	2.
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But	can	they	really	think	that	Homer,	or	Pindar,	or	Shakespeare,	or	Dryden,	or	Walter
Scott,	were	accustomed	to	aim	at	diction	for	its	own	sake,	instead	of	being	inspired	with
their	subject,	and	pouring	forth	beautiful	words	because	they	had	beautiful	thoughts?	this
is	surely	too	great	a	paradox	to	be	borne.	Rather,	it	is	the	fire	within	the	author's	breast
which	overflows	in	the	torrent	of	his	burning,	irresistible	eloquence;	it	is	the	poetry	of	his
inner	soul,	which	relieves	itself	in	the	Ode	or	the	Elegy;	and	his	mental	attitude	and
bearing,	the	beauty	of	his	moral	countenance,	the	force	and	keenness	of	his	logic,	are
imaged	in	the	tenderness,	or	energy,	or	richness	of	his	language.	Nay,	according	to	the
well-known	line,	"facit	indignatio	versus;"	not	the	words	alone,	but	even	the	rhythm,	the
metre,	the	verse,	will	be	the	contemporaneous	offspring	of	the	emotion	or	imagination
which	possesses	him.	"Poeta	nascitur,	non	fit,"	says	the	proverb;	and	this	is	in	numerous
instances	true	of	his	poems,	as	well	as	of	himself.	They	are	born,	not	framed;	they	are	a
strain	rather	than	a	composition;	and	their	perfection	is	the	monument,	not	so	much	of	his
skill	as	of	his	power.	And	this	is	true	of	prose	as	well	as	of	verse	in	its	degree:	who	will
not	recognize	in	the	vision	of	Mirza	a	delicacy	and	beauty	of	style	which	is	very	difficult
to	describe,	but	which	is	felt	to	be	in	exact	correspondence	to	the	ideas	of	which	it	is	the
expression?

5

And,	since	the	thoughts	and	reasonings	of	an	author	have,	as	I	have	said,	a	personal
character,	no	wonder	that	his	style	is	not	only	the	image	of	his	subject,	but	of	his	mind.
That	pomp	of	language,	that	full	and	tuneful	diction,	that	felicitousness	in	the	choice	and
exquisiteness	in	the	collocation	of	words,	which	to	prosaic	writers	seem	artificial,	is
nothing	else	but	the	mere	habit	and	way	of	a	lofty	intellect.	Aristotle,	in	his	sketch	of	the
magnanimous	man,	tells	us	that	his	voice	is	deep,	his	motions	slow,	and	his	stature
commanding.	In	like	manner,	the	elocution	of	a	great	intellect	is	great.	His	language
expresses,	not	only	his	great	thoughts,	but	his	great	self.	Certainly	he	might	use	fewer
words	than	he	uses;	but	he	fertilizes	his	simplest	ideas,	and	germinates	into	a	multitude	of
details,	and	prolongs	the	march	of	his	sen-
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tences,	and	sweeps	round	to	the	full	diapason	of	his	harmony,	as	if	 ,	rejoicing
in	his	own	vigour	and	richness	of	resource.	I	say,	a	narrow	critic	will	call	it	verbiage,
when	really	it	is	a	sort	of	fulness	of	heart,	parallel	to	that	which	makes	the	merry	boy
whistle	as	he	walks,	or	the	strong	man,	like	the	smith	in	the	novel,	flourish	his	club	when
there	is	no	one	to	fight	with.

Shakespeare	furnishes	us	with	frequent	instances	of	this	peculiarity,	and	all	so	beautiful,
that	it	is	difficult	to	select	for	quotation.	For	instance,	in	Macbeth:

"Canst	thou	not	minister	to	a	mind	diseased,
Pluck	from	the	memory	a	rooted	sorrow,
Raze	out	the	written	troubles	of	the	brain,
And,	with	some	sweet	oblivious	antidote,
Cleanse	the	foul	bosom	of	that	perilous	stuff,
Which	weighs	upon	the	heart?"

Here	a	simple	idea,	by	a	process	which	belongs	to	the	orator	rather	than	to	the	poet,	but
still	comes	from	the	native	vigour	of	genius,	is	expanded	into	a	many-membered	period.

The	following	from	Hamlet	is	of	the	same	kind:

"	'Tis	not	alone	my	inky	cloak,	good	mother,
Nor	customary	suits	of	solemn	black,
Nor	windy	suspiration	of	forced	breath,
No,	nor	the	fruitful	river	in	the	eye,
Nor	the	dejected	havior	of	the	visage,
Together	with	all	forms,	modes,	shows	of	grief,
That	can	denote	me	truly."

Now,	if	such	declamation,	for	declamation	it	is,	however	noble,	be	allowable	in	a	poet,
whose	genius	is	so	far	removed	from	pompousness	or	pretence,	much	more	is	it
allowable	in	an	orator,	whose	very	province	it	is	to	put	forth	words	to	the	best	advantage
he	can.	Cicero	has	nothing	more	redundant	in	any	part	of	his	writings	than	these	passages
from	Shakespeare.	No	lover	then	at	least	of	Shakespeare	may	fairly	accuse	Cicero	of
gorgeousness	of	phraseology	or	diffuseness	of	style.	Nor	will	any	sound	critic	be	tempted
to	do	so.	As	a	certain	unaffected	neatness	and	propriety	and	grace	of	diction	may	be
required	of	any	author	who
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lays	claim	to	be	a	classic,	for	the	same	reason	that	a	certain	attention	to	dress	is	expected
of	every	gentleman,	so	to	Cicero	may	be	allowed	the	privilege	of	the	"os	magna
sonaturum,"	of	which	the	ancient	critic	speaks.	His	copious,	majestic,	musical	flow	of
language,	even	if	sometimes	beyond	what	the	subject-matter	demands,	is	never	out	of
keeping	with	the	occasion	or	with	the	speaker.	It	is	the	expression	of	lofty	sentiments	in
lofty	sentences,	the	"mens	magna	in	corpore	magno."	It	is	the	development	of	the	inner
man.	Cicero	vividly	realised	the	status	of	a	Roman	senator	and	statesman,	and	the	"pride
of	place"	of	Rome,	in	all	the	grace	and	grandeur	which	attached	to	her;	and	he	imbibed,
and	became,	what	he	admired.	As	the	exploits	of	Scipio	or	Pompey	are	the	expression	of
this	greatness	in	deed,	so	the	language	of	Cicero	is	the	expression	of	it	in	word.	And,	as
the	acts	of	the	Roman	ruler	or	soldier	represent	to	us,	in	a	manner	special	to	themselves,
the	characteristic	magnanimity	of	the	lords	of	the	earth,	so	do	the	speeches	or	treatises	of
her	accomplished	orator	bring	it	home	to	our	imaginations	as	no	other	writing	could	do.
Neither	Livy,	nor	Tacitus,	nor	Terence,	nor	Seneca,	nor	Pliny,	nor	Quintilian,	is	an
adequate	spokesman	for	the	Imperial	City.	They	write	Latin;	Cicero	writes	Roman.

6

You	will	say	that	Cicero's	language	is	undeniably	studied,	but	that	Shakespeare's	is	as
undeniably	natural	and	spontaneous;	and	that	this	is	what	is	meant,	when	the	Classics	are
accused	of	being	mere	artists	of	words.	Here	we	are	introduced	to	a	further	large
question,	which	gives	me	the	opportunity	of	anticipating	a	misapprehension	of	my
meaning.	I	observe,	then,	that,	not	only	is	that	lavish	richness	of	style,	which	I	have
noticed	in	Shakespeare,	justifiable	on	the	principles	which	I	have	been	laying	down,	but,
what	is	less	easy	to	receive,	even	elaborateness	in	composition	is	no	mark	of	trick	or
artifice	in	an	author.	Undoubtedly	the	works	of	the	Classics,	particularly	the	Latin,	are
elaborate;	they	have	cost	a	great	deal	of	time,	care,	and	trouble.	They	have	had	many
rough	copies;	I	grant	it.	I	grant	also	that	there	are	writers	of	name,	ancient	and	modern,
who	really	are	guilty	of	the	absurdity	of	making	sentences,	as	the	very	end	of	their
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literary	labour.	Such	was	Isocrates;	such	were	some	of	the	sophists;	they	were	set	on
words,	to	the	neglect	of	thoughts	or	things;	I	cannot	defend	them.	If	I	must	give	an
English	instance	of	this	fault,	much	as	I	love	and	revere	the	personal	character	and
intellectual	vigour	of	Dr.	Johnson,	I	cannot	deny	that	his	style	often	outruns	the	sense	and
the	occasion,	and	is	wanting	in	that	simplicity	which	is	the	attribute	of	genius.	Still,
granting	all	this,	I	cannot	grant,	notwithstanding,	that	genius	never	need	take	pains,that
genius	may	not	improve	by	practice,that	it	never	incurs	failures,	and	succeeds	the	second
time,that	it	never	finishes	off	at	leisure	what	it	has	thrown	off	in	the	outline	at	a	stroke.

Take	the	instance	of	the	painter	or	the	sculptor;	he	has	a	conception	in	his	mind	which	he
wishes	to	represent	in	the	medium	of	his	art;the	Madonna	and	Child,	or	Innocence,	or
Fortitude,	or	some	historical	character	or	event.	Do	you	mean	to	say	he	does	not	study	his
subject?	does	he	not	make	sketches?	does	he	not	even	call	them	"studies"?	does	he	not
call	his	workroom	a	studio?	is	he	not	ever	designing,	rejecting,	adopting,	correcting,
perfecting?	Are	not	the	first	attempts	of	Michael	Angelo	and	Raffaelle	extant,	in	the	case
of	some	of	their	most	celebrated	compositions?	Will	any	one	say	that	the	Apollo
Belvidere	is	not	a	conception	patiently	elaborated	into	its	proper	perfection?	These
departments	of	taste	are,	according	to	the	received	notions	of	the	world,	the	very	province
of	genius,	and	yet	we	call	them	arts;	they	are	the	"Fine	Arts."	Why	may	not	that	be	true	of
literary	composition	which	is	true	of	painting,	sculpture,	architecture,	and	music?	Why
may	not	language	be	wrought	as	well	as	the	clay	of	the	modeller?	why	may	not	words	be
worked	up	as	well	as	colours?	why	should	not	skill	in	diction	be	simply	subservient	and
instrumental	to	the	great	prototypal	ideas	which	are	the	contemplation	of	a	Plato	or	a
Virgil?	Our	greatest	poet	tells	us,

"The	poet's	eye,	in	a	fine	frenzy	rolling,
Doth	glance	from	heaven	to	earth,	from	earth	to	heaven,
And,	as	imagination	bodies	forth
The	forms	of	things	unknown,	the	poet's	pen
Turns	them	to	shapes,	and	gives	to	airy	nothing
A	local	habitation	and	a	name."
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Now,	is	it	wonderful	that	that	pen	of	his	should	sometimes	be	at	fault	for	a	while,that	it
should	pause,	write,	erase,	re-write,	amend,	complete,	before	he	satisfies	himself	that	his
language	has	done	justice	to	the	conceptions	which	his	mind's	eye	contemplated?

In	this	point	of	view,	doubtless,	many	or	most	writers	are	elaborate;	and	those	certainly
not	the	least	whose	style	is	furthest	removed	from	ornament,	being	simple	and	natural,	or
vehement,	or	severely	business-like	and	practical.	Who	so	energetic	and	manly	as
Demosthenes?	Yet	he	is	said	to	have	transcribed	Thucydides	many	times	over	in	the
formation	of	his	style.	Who	so	gracefully	natural	as	Herodotus?	yet	his	very	dialect	is	not
his	own,	but	chosen	for	the	sake	of	the	perfection	of	his	narrative.	Who	exhibits	such
happy	negligence	as	our	own	Addison?	yet	artistic	fastidiousness	was	so	notorious	in	his
instance	that	the	report	has	got	abroad,	truly	or	not,	that	he	was	too	late	in	his	issue	of	an
important	state-paper,	from	his	habit	of	revision	and	recomposition.	Such	great	authors
were	working	by	a	model	which	was	before	the	eyes	of	their	intellect,	and	they	were
labouring	to	say	what	they	had	to	say,	in	such	a	way	as	would	most	exactly	and	suitably
express	it.	It	is	not	wonderful	that	other	authors,	whose	style	is	not	simple,	should	be
instances	of	a	similar	literary	diligence.	Virgil	wished	his	Æneid	to	be	burned,	elaborate	as
is	its	composition,	because	he	felt	it	needed	more	labour	still,	in	order	to	make	it	perfect.
The	historian	Gibbon	in	the	last	century	is	another	instance	in	point.	You	must	not
suppose	I	am	going	to	recommend	his	style	for	imitation,	any	more	than	his	principles;
but	I	refer	to	him	as	the	example	of	a	writer	feeling	the	task	which	lay	before	him,	feeling
that	he	had	to	bring	out	into	words	for	the	comprehension	of	his	readers	a	great	and
complicated	scene,	and	wishing	that	those	words	should	be	adequate	to	his	undertaking.	I
think	he	wrote	the	first	chapter	of	his	History	three	times	over;	it	was	not	that	he	corrected
or	improved	the	first	copy;	but	he	put	his	first	essay,	and	then	his	second,	asidehe	recast
his	matter,	till	he	had	hit	the	precise	exhibition	of	it	which	he	thought	demanded	by	his
subject.

Now	in	all	these	instances,	I	wish	you	to	observe,	that	what	I	have	admitted	about	literary
workmanship	differs	from	the	doctrine	which	I	am	opposing	in	this,that	the	mere	dealer
in	words
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cares	little	or	nothing	for	the	subject	which	he	is	embellishing,	but	can	paint	and	gild
anything	whatever	to	order;	whereas	the	artist,	whom	I	am	acknowledging,	has	his	great
or	rich	visions	before	him,	and	his	only	aim	is	to	bring	out	what	he	thinks	or	what	he
feels	in	a	way	adequate	to	the	thing	spoken	of,	and	appropriate	to	the	speaker.

7

The	illustration	which	I	have	been	borrowing	from	the	Fine	Arts	will	enable	me	to	go	a
step	further.	I	have	been	showing	the	connection	of	the	thought	with	the	language	in
literary	composition;	and	in	doing	so	I	have	exposed	the	unphilosophical	notion,	that	the
language	was	an	extra	which	could	be	dispensed	with,	and	provided	to	order	according	to
the	demand.	But	I	have	not	yet	brought	out,	what	immediately	follows	from	this,	and
which	was	the	second	point	which	I	had	to	show,	viz.,	that	to	be	capable	of	easy
translation	is	no	test	of	the	excellence	of	a	composition.	If	I	must	say	what	I	think,	I
should	lay	down,	with	little	hesitation,	that	the	truth	was	almost	the	reverse	of	this
doctrine.	Nor	are	many	words	required	to	show	it.	Such	a	doctrine,	as	is	contained	in	the
passage	of	the	author	whom	I	quoted	when	I	began,	goes	upon	the	assumption	that	one
language	is	just	like	another	language,that	every	language	has	all	the	ideas,	turns	of
thought,	delicacies	of	expression,	figures,	associations,	abstractions,	points	of	view,
which	every	other	language	has.	Now,	as	far	as	regards	Science,	it	is	true	that	all
languages	are	pretty	much	alike	for	the	purposes	of	Science;	but	even	in	this	respect	some
are	more	suitable	than	others,	which	have	to	coin	words,	or	to	borrow	them,	in	order	to
express	scientific	ideas.	But	if	languages	are	not	all	equally	adapted	even	to	furnish
symbols	for	those	universal	and	eternal	truths	in	which	Science	consists,	how	can	they
reasonably	be	expected	to	be	all	equally	rich,	equally	forcible,	equally	musical,	equally
exact,	equally	happy	in	expressing	the	idiosyncratic	peculiarities	of	thought	of	some
original	and	fertile	mind,	who	has	availed	himself	of	one	of	them?	A	great	author	takes
his	native	language,	masters	it,	partly	throws	himself	into	it,	partly	moulds	and	adapts	it,
and	pours	out	his	multitude	of	ideas	through	the	variously	ramified	and	delicately	minute
chan-
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nels	of	expression	which	he	has	found	or	framed:does	it	follow	that	this	his	personal
presence	(as	it	may	be	called)	can	forthwith	be	transferred	to	every	other	language	under
the	sun?	Then	may	we	reasonably	maintain	that	Beethoven's	piano	music	is	not	really
beautiful,	because	it	cannot	be	played	on	the	hurdy-gurdy.	Were	not	this	astonishing
doctrine	maintained	by	persons	far	superior	to	the	writer	whom	I	have	selected	for
animadversion,	I	should	find	it	difficult	to	be	patient	under	a	gratuitous	extravagance.	It
seems	that	a	really	great	author	must	admit	of	translation,	and	that	we	have	a	test	of	his
excellence	when	he	reads	to	advantage	in	a	foreign	language	as	well	as	in	his	own.	Then
Shakespeare	is	a	genius	because	he	can	be	translated	into	German,	and	not	a	genius
because	he	cannot	be	translated	into	French.	Then	the	multiplication-table	is	the	most
gifted	of	all	conceivable	compositions,	because	it	loses	nothing	by	translation,	and	can
hardly	be	said	to	belong	to	any	one	language	whatever.	Whereas	I	should	rather	have
conceived	that,	in	proportion	as	ideas	are	novel	and	recondite,	they	would	be	difficult	to
put	into	words,	and	that	the	very	fact	of	their	having	insinuated	themselves	into	one
language	would	diminish	the	chance	of	that	happy	accident	being	repeated	in	another.	In
the	language	of	savages	you	can	hardly	express	any	idea	or	act	of	the	intellect	at	all:	is	the
tongue	of	the	Hottentot	or	Esquimaux	to	be	made	the	measure	of	the	genius	of	Plato,
Pindar,	Tacitus,	St.	Jerome,	Dante,	or	Cervantes?

Let	us	recur,	I	say,	to	the	illustration	of	the	Fine	Arts.	I	suppose	you	can	express	ideas	in
painting	which	you	cannot	express	in	sculpture;	and	the	more	an	artist	is	of	a	painter,	the
less	he	is	likely	to	be	of	a	sculptor.	The	more	he	commits	his	genius	to	the	methods	and
conditions	of	his	own	art,	the	less	he	will	be	able	to	throw	himself	into	the	circumstances
of	another.	Is	the	genius	of	Fra.	Angelico,	of	Francia,	or	of	Raffaelle	disparaged	by	the
fact	that	he	was	able	to	do	that	in	colours	which	no	man	that	ever	lived,	which	no	Angel,
could	achieve	in	wood?	Each	of	the	Fine	Arts	has	its	own	subject-matter;	from	the	nature
of	the	case	you	can	do	in	one	what	you	cannot	do	in	another;	you	can	do	in	painting	what
you	cannot	do	in	carving;	you	can	do	in	oils	what	you	cannot	do	in	fresco;	you	can	do	in
marble	what	you	cannot	do'	in	ivory;	you	can	do	in	wax	what	you	cannot	do	in	bronze.
Then,	I
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repeat,	applying	this	to	the	case	of	languages,	why	should	not	genius	be	able	to	do	in
Greek	what	it	cannot	do	in	Latin?	and	why	are	its	Greek	and	Latin	works	defective
because	they	will	not	turn	into	English?	That	genius,	of	which	we	are	speaking,	did	not
make	English;	it	did	not	make	all	languages,	present,	past,	and	future;	it	did	not	make	the
laws	of	any	language:	why	is	it	to	be	judged	of	by	that	in	which	it	had	no	part,	over
which	it	has	no	control?

8

And	now	we	are	naturally	brought	on	to	our	third	point,	which	is	on	the	characteristics	of
Holy	Scripture	as	compared	with	profane	literature.	Hitherto	we	have	been	concerned
with	the	doctrine	of	these	writers,	viz.,	that	style	is	an	extra,	that	it	is	a	mere	artifice,	and
that	hence	it	cannot	be	translated;	now	we	come	to	their	fact,	viz.,	that	Scripture	has	no
such	artificial	style,	and	that	Scripture	can	easily	be	translated.	Surely	their	fact	is	as
untenable	as	their	doctrine.

Scripture	easy	of	translation!	then	why	have	there	been	so	few	good	translators?	why	is	it
that	there	has	been	such	great	difficulty	in	combining	the	two	necessary	qualities,	fidelity
to	the	original	and	purity	in	the	adopted	vernacular?	why	is	it	that	the	authorized	versions
of	the	Church	are	often	so	inferior	to	the	original	as	compositions,	except	that	the	Church
is	bound	above	all	things	to	see	that	the	version	is	doctrinally	correct,	and	in	a	difficult
problem	is	obliged	to	put	up	with	defects	in	what	is	of	secondary	importance,	provided
she	secure	what	is	of	first?	If	it	were	so	easy	to	transfer	the	beauty	of	the	original	to	the
copy,	she	would	not	have	been	content	with	her	received	version	in	various	languages
which	could	be	named.

And	then	in	the	next	place,	Scripture	not	elaborate!	Scripture	not	ornamented	in	diction,
and	musical	in	cadence!	Why,	consider	the	Epistle	to	the	Hebrewswhere	is	there	in	the
classics	any	composition	more	carefully,	more	artificially	written?	Consider	the	book	of
Jobis	it	not	a	sacred	drama,	as	artistic,	as	perfect,	as	any	Greek	tragedy	of	Sophocles	or
Euripides?	Consider	the	Psalterare	there	no	ornaments,	no	rhythm,	no	studied	cadences,
no	responsive	members,	in	that	divinely	beautiful	book?
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And	is	it	not	hard	to	understand?	are	not	the	Prophets	hard	to	understand?	is	not	St.	Paul
hard	to	understand?	Who	can	say	that	these	are	popular	compositions?	who	can	say	that
they	are	level	at	first	reading	with	the	understandings	of	the	multitude?

That	there	are	portions	indeed	of	the	inspired	volume	more	simple	both	in	style	and	in
meaning,	and	that	these	are	the	more	sacred	and	sublime	passages,	as,	for	instance,	parts
of	the	Gospels,	I	grant	at	once;	but	this	does	not	militate	against	the	doctrine	I	have	been
laying	down.	Recollect,	Gentlemen,	my	distinction	when	I	began.	I	have	said	Literature	is
one	thing,	and	that	Science	is	another;	that	Literature	has	to	do	with	ideas,	and	Science
with	realities;	that	Literature	is	of	a	personal	character,	that	Science	treats	of	what	is
universal	and	eternal.	In	proportion,	then,	as	Scripture	excludes	the	personal	colouring	of
its	writers,	and	rises	into	the	region	of	pure	and	mere	inspiration,	when	it	ceases	in	any
sense	to	be	the	writing	of	man,	of	St.	Paul	or	St.	John,	of	Moses	or	Isaias,	then	it	comes
to	belong	to	Science,	not	Literature.	Then	it	conveys	the	things	of	heaven,	unseen	verities,
divine	manifestations,	and	them	alonenot	the	ideas,	the	feelings,	the	aspirations,	of	its
human	instruments,	who,	for	all	that	they	were	inspired	and	infallible,	did	not	cease	to	be
men.	St.	Paul's	epistles,	then,	I	consider	to	be	literature	in	a	real	and	true	sense,	as
personal,	as	rich	in	reflection	and	emotion,	as	Demosthenes	or	Euripides;	and,	without
ceasing	to	be	revelations	of	objective	truth,	they	are	expressions	of	the	subjective
notwithstanding.	On	the	other	hand,	portions	of	the	Gospels,	of	the	book	of	Genesis,	and
other	passages	of	the	Sacred	Volume,	are	of	the	nature	of	Science.	Such	is	the	beginning
of	St.	John's	Gospel,	which	we	read	at	the	end	of	Mass.	Such	is	the	Creed.	I	mean,
passages	such	as	these	are	the	mere	enunciation	of	eternal	things,	without	(so	to	say)	the
medium	of	any	human	mind	transmitting	them	to	us.	The	words	used	have	the	grandeur,
the	majesty,	the	calm,	unimpassioned	beauty	of	Science;	they	are	in	no	sense	Literature,
they	are	in	no	sense	personal;	and	therefore	they	are	easy	to	apprehend,	and	easy	to
translate.

Did	time	admit	I	could	show	you	parallel	instances	of	what	I	am	speaking	of	in	the
Classics,	inferior	to	the	inspired	word	in	proportion	as	the	subject-matter	of	the	classical
authors	is	immensely	inferior	to	the	subjects	treated	of	in	Scripturebut
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parallel,	inasmuch	as	the	classical	author	or	speaker	ceases	for	the	moment	to	have	to	do
with	Literature,	as	speaking	of	things	objectively,	and	rises	to	the	serene	sublimity	of
Science.	But	I	should	be	carried	too	far	if	I	began.

9

I	shall	then	merely	sum	up	what	I	have	said,	and	come	to	a	conclusion.	Reverting,	then,
to	my	original	question,	what	is	the	meaning	of	Letters,	as	contained,	Gentlemen,	in	the
designation	of	your	Faculty,	I	have	answered,	that	by	Letters	or	Literature	is	meant	the
expression	of	thought	in	language,	where	by	''thought"	I	mean	the	ideas,	feelings,	views,
reasonings,	and	other	operations	of	the	human	mind.	And	the	Art	of	Letters	is	the	method
by	which	a	speaker	or	writer	brings	out	in	words,	worthy	of	his	subject,	and	sufficient	for
his	audience	or	readers,	the	thoughts	which	impress	him.	Literature,	then,	is	of	a	personal
character;	it	consists	in	the	enunciations	and	teachings	of	those	who	have	a	right	to	speak
as	representatives	of	their	kind,	and	in	whose	words	their	brethren	find	an	interpretation
of	their	own	sentiments,	a	record	of	their	own	experience,	and	a	suggestion	for	their	own
judgments.	A	great	author,	Gentlemen,	is	not	one	who	merely	has	a	copia	verborum,
whether	in	prose	or	verse,	and	can,	as	it	were,	turn	on	at	his	will	any	number	of	splendid
phrases	and	swelling	sentences;	but	he	is	one	who	has	something	to	say	and	knows	how
to	say	it.	I	do	not	claim	for	him,	as	such,	any	great	depth	of	thought,	or	breadth	of	view,
or	philosophy,	or	sagacity,	or	knowledge	of	human	nature,	or	experience	of	human	life,
though	these	additional	gifts	he	may	have,	and	the	more	he	has	of	them	the	greater	he	is;
but	I	ascribe	to	him,	as	his	characteristic	gift,	in	a	large	sense	the	faculty	of	Expression.	He
is	master	of	the	two-fold	Logos,	the	thought	and	the	word,	distinct,	but	inseparable	from
each	other.	He	may,	if	so	be,	elaborate	his	compositions,	or	he	may	pour	out	his
improvisations,	but	in	either	case	he	has	but	one	aim,	which	he	keeps	steadily	before	him,
and	is	conscientious	and	single-minded	in	fulfilling.	That	aim	is	to	give	forth	what	he	has
within	him;	and	from	his	very	earnestness	it	comes	to	pass	that,	whatever	be	the
splendour	of	his	diction	or	the	harmony	of	his	periods,	he	has	with	him	the	charm	of	an
incommu-

	



Page	220

nicable	simplicity.	Whatever	be	his	subject,	high	or	low,	he	treats	it	suitably	and	for	its
own	sake.	If	he	is	a	poet,	"nil	molitur	ineptè."	If	he	is	an	orator,	then	too	he	speaks,	not
only	"distinctè"	and	"splendidè,''	but	also	"aptè."	His	page	is	the	lucid	mirror	of	his	mind
and	life

																										"Quo	fit,	ut	omnis
Votivâ	pateat	veluti	descripta	tabellâ
Vita	senis."

He	writes	passionately,	because	he	feels	keenly;	forcibly,	because	he	conceives	vividly;	he
sees	too	clearly	to	be	vague;	he	is	too	serious	to	be	otiose;	he	can	analyze	his	subject,	and
therefore	he	is	rich;	he	embraces	it	as	a	whole	and	in	its	parts,	and	therefore	he	is
consistent;	he	has	a	firm	hold	of	it,	and	therefore	he	is	luminous.	When	his	imagination
wells	up,	it	overflows	in	ornament;	when	his	heart	is	touched,	it	thrills	along	his	verse.	He
always	has	the	right	word	for'	the	right	idea,	and	never	a	word	too	much.	If	he	is	brief,	it
is	because	few	words	suffice;	when	he	is	lavish	of	them,	still	each	word	has	its	mark,	and
aids,	not	embarrasses,	the	vigorous	march	of	his	elocution.	He	expresses	what	all	feel,	but
all	cannot	say;	and	his	sayings	pass	into	proverbs	among	his	people,	and	his	phrases
become	household	words	and	idioms	of	their	daily	speech,	which	is	tesselated	with	the
rich	fragments	of	his	language,	as	we	see	in	foreign	lands	the	marbles	of	Roman	grandeur
worked	into	the	walls	and	pavements	of	modern	palaces.

Such	pre-eminently	is	Shakespeare	among	ourselves;	such	preeminently	Virgil	among	the
Latins;	such	in	their	degree	are	all	those	writers	who	in	every	nation	go	by	the	name	of
Classics.	To	particular	nations	they	are	necessarily	attached	from	the	circumstance	of	the
variety	of	tongues,	and	the	peculiarities	of	each;	but	so	far	they	have	a	catholic	and
ecumenical	character,	that	what	they	express	is	common	to	the	whole	race	of	man,	and
they	alone	are	able	to	express	it.

10

If	then	the	power	of	speech	is	a	gift	as	great	as	any	that	can	be	named,if	the	origin	of
language	is	by	many	philosophers	even	considered	to	be	nothing	short	of	divine,if	by
means	of
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words	the	secrets	of	the	heart	are	brought	to	light,	pain	of	soul	is	relieved,	hidden	grief	is
carried	off,	sympathy	conveyed,	counsel	imparted,	experience	recorded,	and	wisdom
perpetuated,if	by	great	authors	the	many	are	drawn	up	into	unity,	national	character	is
fixed,	a	people	speaks,	the	past	and	the	future,	the	East	and	the	West	are	brought	into
communication	with	each	other,if	such	men	are,	in	a	word,	the	spokesmen	and	prophets
of	the	human	family,it	will	not	answer	to	make	light	of	Literature	or	to	neglect	its	study;
rather	we	may	be	sure	that,	in	proportion	as	we	master	it	in	whatever	language,	and
imbibe	its	spirit,	we	shall	ourselves	become	in	our	own	measure	the	ministers	of	like
benefits	to	others,	be	they	many	or	few,	be	they	in	the	obscurer	or	the	more	distinguished
walks	of	life,who	are	united	to	us	by	social	ties,	and	are	within	the	sphere	of	our	personal
influence.

III
English	Catholic	Literature
One	of	the	special	obects	which	a	Catholic	University	would	promote	is	that	of	the
formation	of	a	Catholic	Literature	in	the	English	language.	It	is	an	object,	however,	which
must	be	understood	before	it	can	be	suitably	prosecuted;	and	which	will	not	be
understood	without	some	discussion	and	investigation.	First	ideas	on	the	subject	must
almost	necessarily	be	crude.	The	real	state	of	the	case,	what	is	desirable,	what	is	possible,
has	to	be	ascertained;	and	then	what	has	to	be	done,	and	what	is	to	be	expected.	We	have
seen	in	public	matters,	for	half	a	year	past,*	to	what	mistakes,	and	to	what
disappointments,	the	country	has	been	exposed,	from	not	having	been	able	distinctly	to
put	before	it	what	was	to	be	aimed	at	by	its	fleets	and	armies,	what	was	practicable,	what
was	probable,	in	operations	of	war:	and	so,	too,	in	the	field	of	literature,	we	are	sure	of
falling	into	a	parallel	per-

*	August,	1854.
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plexity	and	dissatisfaction,	if	we	start	with	a	vague	notion	of	doing	something	or	other
important	by	means	of	a	Catholic	University,	without	having	the	caution	to	examine	what
is	feasible,	and	what	is	unnecessary	or	hopeless.	Accordingly,	it	is	natural	I	should	wish
to	direct	attention	to	this	subject,	even	though	it	be	too	difficult	to	handle	in	any	exact	or
complete	way,	and	though	my	attempt	must	be	left	for	others	to	bring	into	a	more	perfect
shape,	who	are	more	fitted	for	the	task.

Here	I	shall	chiefly	employ	myself	in	investigating	what	the	object	is	not.

§1
In	Its	relation	to	Religious	Literature

When	a	"Catholic	Literature	in	the	English	tongue"	is	spoken	of	as	a	desideratum,	no
reasonable	person	will	mean	by	"Catholic	works"	much	more	than	the	"works	of
Catholics."	The	phrase	does	not	mean	a	religious	literature.	''Religious	Literature"	indeed
would	mean	much	more	than	"the	Literature	of	religious	men;"	it	means	over	and	above
this,	that	the	subejct-matter	of	the	Literature	is	religious;	but	by	"Catholic	Literature"	is	not
to	be	understood	a	literature	which	treats	exclusively	or	primarily	of	Catholic	matters,	of
Catholic	doctrine,	controversy,	history,	persons,	or	politics;	but	it	includes	all	subjects	of
literature	whatever,	treated	as	a	Catholic	would	treat	them,	and	as	he	only	can	treat	them.
Why	it	is	important	to	have	them	treated	by	Catholics	hardly	need	be	explained	here,
though	something	will	be	incidentally	said	on	the	point	as	we	proceed:	meanwhile	I	am
drawing	attention	to	the	distinction	between	the	two	phrases	in	order	to	avoid	a	serious
misapprehension.	For	it	is	evident	that,	if	by	a	Catholic	Literature	were	meant	nothing
more	or	less	than	a	religious	literature,	its	writers	would	be	mainly	ecclesiastics;	just	as
writers	on	Law	are	mainly	lawyers,	and	writers	on	Medicine	are	mainly	physicians	or
surgeons.	And	if	this	be	so,	a	Catholic	Literature	is	no	object	special	to	a	University,
unless	a	University	is	to	be	considered	identical	with	a	Seminary	or	a	Theological	School.

I	am	not	denying	that	a	University	might	prove	of	the	greatest	benefit	even	to	our
religious	literature;	doubtless	it	would,	and
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in	various	ways;	still	it	is	concerned	with	Theology	only	as	one	great	subject	of	thought,
as	the	greatest	indeed	which	can	occupy	the	human	mind,	yet	not	as	the	adequate	or	direct
scope	of	its	institution.	Yet	I	suppose	it	is	not	impossible	for	a	literary	layman	to	wince	at
the	idea,	and	to	shrink	from	the	proposal,	of	taking	part	in	a	scheme	for	the	formation	of
a	Catholic	Literature,	under	the	apprehension	that	in	some	way	or	another	he	will	be
entangling	himself	in	a	semi-clerical	occupation.	It	is	not	uncommon,	on	expressing	an
anticipation	that	the	Professors	of	a	Catholic	University	will	promote	a	Catholic
Literature,	to	have	to	encounter	a	vague	notion	that	a	lecturer	or	writer	so	employed	must
have	something	polemical	about	him,	must	moralize	or	preach,	must	(in	Protestant
language)	improve	the	occasion,	though	his	subject	is	not	at	all	a	religious	one;	in	short,
that	he	must	do	something	else	besides	fairly	and	boldly	go	right	on,	and	be	a	Catholic
speaking	as	a	Catholic	spontaneously	will	speak,	on	the	Classics,	or	Fine	Arts,	or	Poetry,
or	whatever	he	has	taken	in	hand.	Men	think	that	he	cannot	give	a	lecture	on	Comparative
Anatomy	without	being	bound	to	digress	into	the	Argument	from	Final	Causes;	that	he
cannot	recount	the	present	geological	theories	without	forcing	them	into	an	interpretation
seriatim	of	the	first	two	chapters	of	Genesis.	Many,	indeed,	seem	to	go	further	still,	and
actually	pronounce	that,	since	our	own	University	has	been	recommended	by	the	Holy
See,	and	is	established	by	the	Hierarchy,	it	cannot	but	be	engaged	in	teaching	religion	and
nothing	else,	and	must	and	will	have	the	discipline	of	a	Seminary;	which	is	about	as
sensible	and	logical	a	view	of	the	matter	as	it	would	be	to	maintain	that	the	Prime	Minister
ipso	facto	holds	an	ecclesiastical	office,	since	he	is	always	a	Protestant;	or	that	the
members	of	the	House	of	Commons	must	necessarily	have	been	occupied	in	clerical
duties,	as	long	as	they	took	an	oath	about	Transubstantiation.	Catholic	Literature	is	not
synonymous	with	Theology,	nor	does	it	supersede	or	interfere	with	the	work	of
catechists,	divines,	preachers,	or	schoolmen.
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§2
In	Its	Relation	to	Science

1

And	next,	it	must	be	borne	in	mind,	that	when	we	aim	at	providing	a	Catholic	Literature
for	Catholics,	in	place	of	an	existing	literature	which	is	of	a	marked	Protestant	character,
we	do	not,	strictly	speaking,	include	the	pure	sciences	in	our	desideratum.	Not	that	we
should	not	feel	pleased	and	proud	to	find	Catholics	distinguish	themselves	in	publications
on	abstract	or	experimental	philosophy,	on	account	of	the	honour	it	does	to	our	religion
in	the	eyes	of	the	world;not	that	we	are	insensible	to	the	congruity	and	respectability	of
depending	in	these	matters	on	ourselves,	and	not	on	others,	at	least	as	regards	our	text-
books;not	that	we	do	not	confidently	anticipate	that	Catholics	of	these	countries	will	in
time	to	come	be	able	to	point	to	authorities	and	discoverers	in	science	of	their	own,	equal
to	those	of	Protestant	England,	Germany,	or	Sweden;but	because,	as	regards	mathematics,
chemistry,	astronomy,	and	similar	subjects,	one	man	will	not,	on	the	score	of	his	religion,
treat	of	them	better	than	another,	and	because	the	works	of	even	an	unbeliever	or
idolator,	while	he	kept	within	the	strict	range	of	such	studies,	might	be	safely	admitted
into	Catholic	lecture-rooms,	and	put	without	scruple	into	the	hands	of	Catholic	youths.
There	is	no	crying	demand,	no	imperative	necessity,	for	our	acquisition	of	a	Catholic
Euclid	or	a	Catholic	Newton.	The	object	of	all	science	is	truth;the	pure	sciences	proceed
to	their	enunciations	from	principles	which	the	intellect	discerns	by	a	natural	light,	and	by
a	process	recognized	by	natural	reason;	and	the	experimental	sciences	investigate	facts	by
methods	of	analysis	or	by	ingenious	expedients,	ultimately	resolvable	into	instruments	of
thought	equally	native	to	the	human	mind.	If	then	we	may	assume	that	there	is	an
objective	truth,	and	that	the	constitution	of	the	human	mind	is	in	correspondence	with	it,
and	acts	truly	when	it	acts	according	to	its	own	laws;	if	we	may	assume	that	God	made	us,
and	that	what	He	made	is	good,	and	that	no	action	from	and	according	to	nature	can	in
itself	be	evil;	it	will	follow	that,	so	long	as	it	is	man	who	is	the
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geometrician,	or	natural	philosopher,	or	mechanic,	or	critic,	no	matter	what	man	he	be,
Hindoo,	Mahometan,	or	infidel,	his	conclusions	within	his	own	science,	according	to	the
laws	of	that	science,	are	unquestionable,	and	not	to	be	suspected	by	Catholics,	unless
Catholics	may	legitimately	be	jealous	of	fact	and	truth,	of	divine	principles	and	divine
creations.

I	have	been	speaking	of	the	scientific	treatises	or	investigations	of	those	who	are	not
Catholics,	to	which	the	subject	of	Literature	leads	me;	but	I	might	even	go	on	to	speak	of
them	in	their	persons	as	well	as	in	their	books.	Were	it	not	for	the	scandal	which	they
would	create;	were	it	not	for	the	example	they	would	set;	were	it	not	for	the	certain
tendency	of	the	human	mind	involuntarily	to	outleap	the	strict	boundaries	of	an	abstract
science,	and	to	teach	it	upon	extraneous	principles,	to	embody	it	in	concrete	examples,
and	to	carry	it	on	to	practical	conclusions;	above	all,	were	it	not	for	the	indirect	influence,
and	living	energetic	presence,	and	collateral	duties,	which	accompany	a	Professor	in	a
great	school	of	learning,	I	do	not	see	(abstracting	from	him,	I	repeat,	in	hypothesis,	what
never	could	possibly	be	abstracted	from	him	in	fact),	why	the	chair	of	Astronomy	in	a
Catholic	University	should	not	be	filled	by	a	La	Place,	or	that	of	Physics	by	a	Humboldt.
Whatever	they	might	wish	to	say,	still,	while	they	kept	to	their	own	science,	they	would
be	unable,	like	the	heathen	Prophet	in	Scripture,	to	"go	beyond	the	word	of	the	Lord,	to
utter	any	thing	of	their	own	head."

2

So	far	the	arguments	hold	good	of	certain	celebrated	writers	in	a	Northern	Review,	who,
in	their	hostility	to	the	principle	of	dogmatic	teaching,	seem	obliged	to	maintain,	because
subject-matters	are	distinct,	that	living	opinions	are	distinct	too,	and	that	men	are
abstractions	as	well	as	their	respective	sciences.	"On	the	morning	of	the	thirteenth	of
August,	in	the	year	1704,"	says	a	justly	celebrated	author,	in	illustration	and	defence	of	the
anti-dogmatic	principle	in	political	and	social	matters,	"two	great	captains,	equal	in
authority,	united	by	close	private	and	public	ties,	but	of	different	creeds,	prepared	for
battle,	on	the	event	of	which	were	staked	the	liberties	of	Europe	.	.	.	Marlborough
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gave	orders	for	public	prayers;	the	English	chaplains	read	the	service	at	the	head	of	the
English	regiments;	the	Calvinistic	chaplains	of	the	Dutch	army,	with	heads	on	which	hand
of	Bishop	had	never	been	laid,	poured	forth	their	supplications	in	front	of	their
countrymen.	In	the	meantime	the	Danes	might	listen	to	the	Lutheran	ministers;	and
Capuchins	might	encourage	the	Austrian	squadrons,	and	pray	to	the	Virgin	for	a	blessing
on	the	arms	of	the	holy	Roman	Empire.	The	battle	commences;	these	men	of	various
religions	all	act	like	members	of	one	body:	the	Catholic	and	the	Protestant	generals	exert
themselves	to	assist	and	to	surpass	each	other;	before	sunset	the	Empire	is	saved;	France
has	lost	in	a	day	the	fruits	of	eight	years	of	intrigue	and	of	victory;	and	the	allies,	after
conquering	together,	return	thanks	to	God	separately,	each	after	his	own	form	of
worship."*

The	writer	of	this	lively	passage	would	be	doubtless	unwilling	himself	to	carry	out	the
principle	which	it	insinuates	to	those	extreme	conclusions	to	which	it	is	often	pushed	by
others,	in	matters	of	education.	Viewed	in	itself,	viewed	in	the	abstract,	that	principle	is
simply,	undeniably	true;	and	is	only	sophistical	when	it	is	carried	out	in	practical	matters
at	all.	A	religious	opinion,	though	not	formally	recognized,	cannot	fail	of	influencing	in
fact	the	school,	or	society,	or	polity	in	which	it	is	found;	though	in	the	abstract	that
opinion	is	one	thing,	and	the	school,	society,	or	polity,	another.	Here	were	Episcopalians,
Lutherans,	Calvinists,	and	Catholics	found	all	fighting	on	one	side,	it	is	true,	without	any
prejudice	to	their	respective	religious	tenets:	and,	certainly,	I	never	heard	that	in	a	battle
soldiers	did	do	any	thing	else	but	fight.	I	did	not	know	they	had	time	for	going	beyond
the	matter	in	hand;	yet,	even	as	regards	this	very	illustration	which	he	has	chosen,	if	we
were	bound	to	decide	by	it	the	controversy,	it	does	so	happen	that	that	danger	of
interference	and	collision	between	opposite	religionists	actually	does	occur	upon	a
campaign,	which	could	not	be	incurred	in	a	battle:	and	at	this	very	time	some	jealousy	or
disgust	has	been	shown	in	English	popular	publications,	when	they	have	had	to	record
that	our	ally,	the	Emperor	of	the	French,	has	sent	his	troops,	who	are	serving	with	the
British	against	the	Russians,	to	attend	High	Mass,	or	has	presented	his	sailors	with	a
picture	of	the	Madonna.

*	Macaulay's	Essays.

	



Page	227

If,	then,	we	could	have	Professors	who	were	mere	abstractions	and	phantoms,
marrowless	in	their	bones,	and	without	speculation	in	their	eyes;	or	if	they	could	only
open	their	mouths	on	their	own	special	subject,	and	in	their	scientific	pedantry	were	dead
to	the	world;	if	they	resembled	the	well	known	character	in	the	Romance,	who	was	so
imprisoned	or	fossilized	in	his	erudition,	that,	though	"he	stirred	the	fire	with	some
address,"	nevertheless,	on	attempting	to	snuff	the	candles,	he	"was	unsuccessful,	and
relinquished	that	ambitious	post	of	courtesy,	after	having	twice	reduced	the	parlour	to
total	darkness,"	then	indeed	Voltaire	himself	might	be	admitted,	not	without	scandal,	but
without	risk,	to	lecture	on	astronomy	or	galvanism	in	Catholic,	or	Protestant,	or
Presbyterian	Colleges,	or	in	all	of	them	at	once;	and	we	should	have	no	practical
controversy	with	philosophers	who,	after	the	fashion	of	the	author	I	have	been	quoting,
are	so	smart	in	proving	that	we,	who	differ	from	them,	must	needs	be	so	bigotted	and
puzzle-headed.

And	in	strict	conformity	with	these	obvious	distinctions,	it	will	be	found	that,	so	far	as	we
are	able	to	reduce	scientific	men	of	anti-Catholic	opinions	to	the	type	of	the	imaginary
bookworm	to	whom	I	have	been	alluding,	we	do	actually	use	them	in	our	schools.	We
allow	our	Catholic	student	to	use	them,	so	far	as	he	can	surprise	them	(if	I	may	use	the
expression),	in	their	formal	treatises,	and	can	keep	them	close	prisoners	there.

Vix	defessa	senem	passus	componere	membra,
Cum	clamore	ruit	magno,	manicisque	jacentem
Occupat.

The	fisherman,	in	the	Arabian	tale,	took	no	harm	from	the	genius,	till	he	let	him	out	from
the	brass	bottle	in	which	he	was	confined.	"He	examined	the	vessel	and	shook	it,	to	see	if
what	was	within	made	any	noise,	but	he	heard	nothing."	All	was	safe	till	he	had
succeeded	in	opening	it,	and	"then	came	out	a	very	thick	smoke,	which,	ascending	to	the
clouds	and	extending	itself	along	the	sea	shore	in	a	thick	mist,	astonished	him	very	much.
After	a	time	the	smoke	collected,	and	was	converted	into	a	genius	of	enormous	height.	At
the	sight	of	this	monster,	whose	head	appeared	to	reach	the	clouds,	the	fisherman
trembled	with	fear."	Such	is	the	difference	between	an	unbelieving	or	heretical	phi-
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losopher	in	person,	and	in	the	mere	disquisitions	proper	to	his	science.	Porson	was	no
edifying	companion	for	young	men	of	eighteen,	nor	are	his	letters	on	the	text	of	the	Three
Heavenly	Witnesses	to	be	recommended;	but	that	does	not	hinder	his	being	admitted	into
Catholic	schools,	while	he	is	confined	within	the	limits	of	his	Preface	to	the	Hecuba.
Franklin	certainly	would	have	been	intolerable	in	person,	if	he	began	to	talk	freely,	and
throw	out,	as	I	think	he	did	in	private,	that	each	solar	system	had	its	own	god;	but	such
extravagances	of	so	able	a	man	do	not	interfere	with	the	honour	we	justly	pay	his	name	in
the	history	of	experimental	science.	Nay,	the	great	Newton	himself	would	have	been
silenced	in	a	Catholic	University,	when	he	got	upon	the	Apocalypse;	yet	is	that	any	reason
why	we	should	not	study	his	Principia,	or	avail	ourselves	of	the	wonderful	analysis
which	he,	Protestant	as	he	was,	originated,	and	which	French	infidels	have	developed?
We	are	glad,	for	their	own	sakes,	that	anti-Catholic	writers	should,	in	their	posthumous
influence,	do	as	much	real	service	to	the	human	race	as	ever	they	can,	and	we	have	no
wish	to	interfere	with	it.

3

Returning,	then,	to	the	point	from	which	we	set	out,	I	observe	that,	this	being	the	state	of
the	case	as	regards	abstract	science,	viz.,	that	we	have	no	quarrel	with	its	anti-Catholic
commentators,	till	they	thrust	their	persons	into	our	Chairs,	or	their	popular	writings	into
our	reading-rooms,	it	follows	that,	when	we	contemplate	the	formation	of	a	Catholic
Literature,	we	do	not	consider	scientific	works	as	among	our	most	prominent	desiderata.
They	are	to	be	looked	for,	not	so	much	for	their	own	sake,	as	because	they	are	indications
that	we	have	able	scientific	men	in	our	communion;	for	if	we	have	such,	they	will	be
certain	to	write,	and	in	proportion	as	they	increase	in	number	will	there	be	the	chance	of
really	profound,	original,	and	standard	books	issuing	from	our	Lecture-rooms	and
Libraries.	But,	after	all,	there	is	no	reason	why	these	should	be	better	than	those	which	we
have	already	received	from	Protestants;	though	it	is	at	once	more	becoming	and	more
agreeable	to	our	feelings	to	use	books	of	our	own,	instead	of	being	indebted	to	the	books
of	others.
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Literature,	then,	is	not	synonymous	with	Science;	nor	does	Catholic	education	imply	the
exclusion	of	works	of	abstract	reasoning,	or	of	physical	experiment,	or	the	like,	though
written	by	persons	of	another	or	of	no	communion.

There	is	another	consideration	in	point	here,	or	rather	prior	to	what	I	have	been	saying;
and	that	is,	that,	considering	certain	scientific	works,	those	on	Criticism,	for	instance,	are
so	often	written	in	a	technical	phraseology,	and	since	others,	as	mathematical,	deal	so
largely	in	signs,	symbols,	and	figures,	which	belong	to	all	languages,	these	abstract
studies	cannot	properly	be	said	to	fall	under	English	Literature	at	all;for	by	Literature	I
understand	Thought,	conveyed	under	the	forms	of	some	particular	language.	And	this
brings	me	to	speak	of	Literature	in	its	highest	and	most	genuine	sense,	viz.,	as	an
historical	and	national	fact;	and	I	fear,	in	this	sense	of	the	word	also,	it	is	altogether	beside
or	beyond	any	object	which	a	Catholic	University	can	reasonably	contemplate,	at	least	in
any	moderate	term	of	years;	but	so	large	a	subject	here	opens	upon	us	that	I	must
postpone	it	to	another	Section.

§3
In	Its	relation	to	Classical	Literature

1

I	have	been	directing	the	reader's	attention,	first	to	what	we	do	not,	and	next	to	what	we
need	not	contemplate,	when	we	turn	our	thoughts	to	the	formation	of	an	English	Catholic
Literature.	I	said	that	our	object	was	neither	a	library	of	theological	nor	of	scientific
knowledge,	though	theology	in	its	literary	aspect,	and	abstract	science	as	an	exercise	of
intellect,	have	both	of	course	a	place	in	the	Catholic	encyclopædia.	One	undertaking,
however,	there	is,	which	not	merely	does	not,	and	need	not,	but	unhappily	cannot,	come
into	the	reasonable	contemplation	of	any	set	of	persons,	whether	members	of	a	University
or	not,	who	are	desirous	of	Catholicizing	the	English	language,	as	is	very	evident;	and	that
is	simply	the	creation	of	an	English	Classical	Literature,	for	that	has	been	done	long	ago,
and	would	be	a	work	beyond	the	powers	of	any	body	of	men,	even	if	it	had	still	to	be
done.	If	I
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insist	on	this	point	here,	no	one	must	suppose	I	do	not	consider	it	to	be	self-evident;	for	I
shall	not	be	aiming	at	proving	it,	so	much	as	at	bringing	it	home	distinctly	to	the	mind,
that	we	may,	one	and	all,	have	a	clearer	perception	of	the	state	of	things	with	which	we
have	to	deal.	There	is	many	an	undeniable	truth	which	is	not	practically	felt	and
appreciated;	and,	unless	we	master	our	position	in	the	matter	before	us,	we	may	be	led	off
into	various	wild	imaginations	or	impossible	schemes,	which	will,	as	a	matter	of	course,
end	in	disappointment.

Were	the	Catholic	Church	acknowledged	from	this	moment	through	the	length	and
breadth	of	these	islands,	and	the	English	tongue	henceforth	baptized	into	the	Catholic
faith,	and	sealed	and	consecrated	to	Catholic	objects,	and	were	the	present	intellectual
activity	of	the	nation	to	continue,	as	of	course	it	would	continue,	we	should	at	once	have
an	abundance	of	Catholic	works,	which	would	be	English,	and	purely	English,	literature
and	high	literature;	but	still	all	these	would	not	constitute	"English	Literature,"	as	the
words	are	commonly	understood,	nor	even	then	could	we	say	that	the	"English
Literature"	was	Catholic.	Much	less	can	we	ever	aspire	to	affirm	it,	while	we	are	but	a
portion	of	the	vast	English-speaking	world-wide	race,	and	are	but	striving	to	create	a
current	in	the	direction	of	Catholic	truth,	when	the	waters	are	rapidly	flowing	the	other
way.	In	no	case	can	we,	strictly	speaking,	form	an	English	Literature;	for	by	the	Literature
of	a	Nation	is	meant	its	Classics,	and	its	Classics	have	been	given	to	England,	and	have
been	recognized	as	such,	long	since.

2

A	Literature,	when	it	is	formed,	is	a	national	and	historical	fact;	it	is	a	matter	of	the	past
and	the	present,	and	can	be	as	little	ignored	as	the	present,	as	little	undone	as	the	past.	We
can	deny,	supersede,	or	change	it,	then	only,	when	we	can	do	the	same	to-wards	the	race
or	language	which	it	represents.	Every	great	people	has	a	character	of	its	own,	which	it
manifests	and	perpetuates	in	a	variety	of	ways.	It	develops	into	a	monarchy	or	republic;by
means	of	commerce	or	in	war,	in	agriculture	or	in	manufac-
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tures,	or	in	all	of	these	at	once;	in	its	cities,	its	public	edifices	and	works,	bridges,	canals,
and	harbours;	in	its	laws,	traditions,	customs,	and	manners;	in	its	songs	and	its	proverbs;
in	its	religion;	in	its	line	of	policy,	its	bearing,	its	action	towards	foreign	nations;	in	its
alliances,	fortunes,	and	the	whole	course	of	its	history.	All	these	are	peculiar,	and	parts	of
a	whole,	and	betoken	the	national	character,	and	savour	of	each	other;	and	the	case	is	the
same	with	the	national	language	and	literature.	They	are	what	they	are,	and	cannot	be	any
thing	else,	whether	they	be	good	or	bad	or	of	a	mixed	nature;	before	they	are	formed,	we
cannot	prescribe	them,	and	afterwards,	we	cannot	reverse	them.	We	may	feel	great
repugnance	to	Milton	or	Gibbon	as	men;	we	may	most	seriously	protest	against	the	spirit
which	ever	lives,	and	the	tendency	which	ever	operates,	in	every	page	of	their	writings;
but	there	they	are,	an	integral	portion	of	English	Literature;	we	cannot	extinguish	them;
we	cannot	deny	their	power;	we	cannot	write	a	new	Milton	or	a	new	Gibbon;	we	cannot
expurgate	what	needs	to	be	exorcised.	They	are	great	English	authors,	each	breathing
hatred	to	the	Catholic	Church	in	his	own	way,	each	a	proud	and	rebellious	creature	of
God,	each	gifted	with	incomparable	gifts.

We	must	take	things	as	they	are,	if	we	take	them	at	all.	We	may	refuse	to	say	a	word	to
English	literature,	if	we	will;	we	may	have	recourse	to	French	or	to	Italian	instead,	if	we
think	either	of	these	less	exceptionable	than	our	own;	we	may	fall	back	upon	the	Classics
of	Greece	and	Rome;	we	may	have	nothing	whatever	to	do	with	literature,	as	such,	of	any
kind,	and	confine	ourselves	to	purely	amorphous	or	monstrous	specimens	of	language;
but	if	we	do	once	profess	in	our	Universities	the	English	language	and	literature,	if	we
think	it	allowable	to	know	the	state	of	things	we	live	in,	and	that	national	character	which
we	share,	if	we	think	it	desirable	to	have	a	chance	of	writing	what	may	be	read	after	our
day,	and	praiseworthy	to	aim	at	providing	for	Catholics	who	speak	English	a	Catholic
Literature	thenI	do	not	say	that	we	must	at	once	throw	open	every	sort	of	book	to	the
young,	the	weak,	or	the	untrained,I	do	not	say	that	we	may	dispense	with	our
ecclesiastical	indexes	and	emendations,	butwe	must	not	fancy	ourselves	creating	what	is
already	created	in	spite	of	us,	and	which	never	could	at	a	moment	be	created	by
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means	of	us,	and	we	must	recognize	that	historical	literature,	which	is	in	occupation	of
the	language,	both	as	a	fact,	nay,	and	as	a	standard	for	ourselves.

There	is	surely	nothing	either	''temerarious"	or	paradoxical	in	a	statement	like	this.	The
growth	of	a	nation	is	like	that	of	an	individual;	its	tone	of	voice	and	subjects	for	speech
vary	with	its	age.	Each	age	has	its	own	propriety	and	charm;	as	a	boy's	beauty	is	not	a
man's,	and	the	sweetness	of	a	treble	differs	from	the	richness	of	a	bass,	so	it	is	with	a
whole	people.	The	same	period	does	not	produce	its	most	popular	poet,	its	most	effective
orator,	and	its	most	philosophic	historian.	Language	changes	with	the	progress	of	thought
and	the	events	of	history,	and	style	changes	with	it;	and	while	in	successive	generations	it
passes	through	a	series	of	separate	excellences,	the	respective	deficiencies	of	all	are
supplied	alternately	by	each.	Thus	language	and	literature	may	be	considered	as
dependent	on	a	process	of	nature,	and	admitting	of	subjection	to	her	laws.	Father
Hardouin	indeed,	who	maintained	that,	with	the	exception	of	Pliny,	Cicero,	Virgil's
Georgics,	and	Horace's	Satires	and	Epistles,	Latin	literature	was	the	work	of	the	medieval
monks,	had	the	conception	of	a	literature	neither	national	nor	historical;	but	the	rest	of	the
world	will	be	apt	to	consider	time	and	place	as	necessary	conditions	in	its	formation,	and
will	be	unable	to	conceive	of	classical	authors,	except	as	either	the	elaboration	of
centuries,	or	the	rare	and	fitful	accident	of	genius.

First-rate	excellence	in	literature,	as	in	other	matters,	is	either	an	accident	or	the	outcome
of	a	process;	and	in	either	case	demands	a	course	of	years	to	secure.	We	cannot	reckon	on
a	Plato,	we	cannot	force	an	Aristotle,	any	more	than	we	can	command	a	fine	harvest,	or
create	a	coal	field.	If	a	literature	be,	as	I	have	said,	the	voice	of	a	particular	nation,	it
requires	a	territory	and	a	period,	as	large	as	that	nation's	extent	and	history,	to	mature	in.
It	is	broader	and	deeper	than	the	capacity	of	any	body	of	men,	however	gifted,	or	any
system	of	teaching,	however	true.	It	is	the	exponent,	not	of	truth,	but	of	nature,	which	is
true	only	in	its	elements.	It	is	the	result	of	the	mutual	action	of	a	hundred	simultaneous
influences	and	operations,	and	the	issue	of	a	hundred	strange	accidents	in	independent
places	and	times;	it	is	the	scanty	compensating	produce	of	the	wild	discipline	of	the	world
and	of
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life,	so	fruitful	in	failures;	and	it	is	the	concentration	of	those	rare	manifestations	of
intellectual	power,	which	no	one	can	account	for.	It	is	made	up,	in	the	particular	language
here	under	consideration,	of	human	beings	as	heterogeneous	as	Burns	and	Bunyan,	De
Foe	and	Johnson,	Goldsmith	and	Cowper,	Law	and	Fielding,	Scott	and	Byron.	The
remark	has	been	made	that	the	history	of	an	author	is	the	history	of	his	works;	it	is	far
more	exact	to	say	that,	at	least	in	the	case	of	great	writers,	the	history	of	their	works	is	the
history	of	their	fortunes	or	their	times.	Each	is,	in	his	turn,	the	man	of	his	age,	the	type	of
a	generation,	or	the	interpreter	of	a	crisis.	He	is	made	for	his	day,	and	his	day	for	him.
Hooker	would	not	have	been,	but	for	the	existence	of	Catholics	and	Puritans,	the	defeat
of	the	former	and	the	rise	of	the	latter;	Clarendon	would	not	have	been	without	the	Great
Rebellion;	Hobbes	is	the	prophet	of	the	reaction	to	scoffing	infidelity;	and	Addison	is	the
child	of	the	Revolution	and	its	attendant	changes.	If	there	be	any	of	our	classical	authors,
who	might	at	first	sight	have	been	pronounced	a	University	man,	with	the	exception	of
Johnson,	Addison	is	he;	yet	even	Addison,	the	son	and	brother	of	clergymen,	the	fellow
of	an	Oxford	Society,	the	resident	of	a	College	which	still	points	to	the	walk	which	he
planted,	must	be	something	more,	in	order	to	take	his	place	among	the	Classics	of	the
language,	and	owed	the	variety	of	his	matter	to	his	experience	of	life,	and	to	the	call	made
on	his	resources	by	the	exigencies	of	his	day.	The	world	he	lived	in	made	him	and	used
him.	While	his	writings	educated	his	own	generation,	they	have	delineated	it	for	all
posterity	after	him.

3

I	have	been	speaking	of	the	authors	of	a	literature,	in	their	relation	to	the	people	and
course	of	events	to	which	they	belong;	but	a	prior	consideration,	at	which	I	have	already
glanced,	is	their	connection	with	the	language	itself,	which	has	been	their	organ.	If	they
are	in	great	measure	the	creatures	of	their	times,	they	are	on	the	other	hand	in	a	far	higher
sense	the	creators	of	their	language.	It	is	indeed	commonly	called	their	mother	tongue,	but
virtually	it	did	not	exist	till	they	gave	it	life	and	form.	All	greater	matters	are	carried	on
and	perfected	by	a	succession	of	individual
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minds;	what	is	true	in	the	history	of	thought	and	of	action	is	true	of	language	also.	Certain
masters	of	composition,	as	Shakespeare,	Milton,	and	Pope,	the	writers	of	the	Protestant
Bible	and	Prayer	Book,	Hooker	and	Addison,	Swift,	Hume,	and	Goldsmith,	have	been	the
making	of	the	English	language;	and	as	that	language	is	a	fact,	so	is	the	literature	a	fact,	by
which	it	is	formed,	and	in	which	it	lives.	Men	of	great	ability	have	taken	it	in	hand,	each
in	his	own	day,	and	have	done	for	it	what	the	master	of	a	gymnasium	does	for	the	bodily
frame.	They	have	formed	its	limbs,	and	developed	its	strength;	they	have	endowed	it	with
vigour,	exercised	it	in	suppleness	and	dexterity,	and	taught	it	grace.	They	have	made	it
rich,	harmonious,	various,	and	precise.	They	have	furnished	it	with	a	variety	of	styles,
which	from	their	individuality	may	almost	be	called	dialects,	and	are	monuments	both	of
the	powers	of	the	language	and	the	genius	of	its	cultivators.

How	real	a	creation,	how	sui	generis,	is	the	style	of	Shakespeare,	or	of	the	Protestant
Bible	and	Prayer	Book,	or	of	Swift,	or	of	Pope,	or	of	Gibbon,	or	of	Johnson!	Even	were
the	subject-matter	without	meaning,	though	in	truth	the	style	cannot	really	be	abstracted
from	the	sense,	still	the	style	would,	on	that	supposition,	remain	as	perfect	and	original	a
work	as	Euclid's	elements	or	a	symphony	of	Beethoven.	And,	like	music,	it	has	seized
upon	the	public	mind;	and	the	literature	of	England	is	no	longer	a	mere	letter,	printed	in
books,	and	shut	up	in	libraries,	but	it	is	a	living	voice,	which	has	gone	forth	in	its
expressions	and	its	sentiments	into	the	world	of	men,	which	daily	thrills	upon	our	ears
and	syllables	our	thoughts,	which	speaks	to	us	through	our	correspondents,	and	dictates
when	we	put	pen	to	paper.	Whether	we	will	or	no,	the	phraseology	and	diction	of
Shakespeare,	of	the	Protestant	formularies,	of	Milton,	of	Pope,	of	Johnson's	Table-talk,
and	of	Walter	Scott,	have	become	a	portion	of	the	vernacular	tongue,	the	household
words,	of	which	perhaps	we	little	guess	the	origin,	and	the	very	idioms	of	our	familiar
conversation.	The	man	in	the	comedy	spoke	prose	without	knowing	it;	and	we	Catholics,
without	consciousness	and	without	offence,	are	ever	repeating	the	half	sentences	of
dissolute	playwrights	and	heretical	partizans	and	preachers.	So	tyrannous	is	the	literature
of	a	nation;	it	is	too	much	for	us.	We	cannot	destroy	or	reverse	it;	we	may	confront
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and	encounter	it,	but	we	cannot	make	it	over	again.	It	is	a	great	work	of	man,	when	it	is
no	work	of	God's.

I	repeat,	then,	whatever	we	be	able	or	unable	to	effect	in	the	great	problem	which	lies
before	us,	any	how	we	cannot	undo	the	past.	English	Literature	will	ever	have	been
Protestant.	Swift	and	Addison,	the	most	native	and	natural	of	our	writers,	Hooker	and
Milton,	the	most	elaborate,	never	can	become	our	co-religionists;	and,	though	this	is	but
the	enunciation	of	a	truism,	it	is	not	on	that	account	an	unprofitable	enunciation.

4

I	trust	we	are	not	the	men	to	give	up	an	undertaking	because	it	is	perplexed	or	arduous;
and	to	do	nothing	because	we	cannot	do	everything.	Much	may	be	attempted,	much
attained,	even	granting	English	Literature	is	not	Catholic.	Something	indeed	may	be	said
even	in	alleviation	of	the	misfortune	itself,	on	which	I	have	been	insisting;	and	with	two
remarks	bearing	upon	this	latter	point	I	will	bring	this	Section	to	an	end.

1.	First,	then,	it	is	to	be	considered	that,	whether	we	look	to	countries	Christian	or
heathen,	we	find	the	state	of	literature	there	as	little	satisfactory	as	it	is	in	these	islands;	so
that,	whatever	are	our	difficulties	here,	they	are	not	worse	than	those	of	Catholics	all	over
the	world.	I	would	not	indeed	say	a	word	to	extenuate	the	calamity,	under	which	we	lie,
of	having	a	literature	formed	in	Protestantism;	still,	other	literatures	have	disadvantages	of
their	own;	and,	though	in	such	matters	comparisons	are	impossible,	I	doubt	whether	we
should	be	better	pleased	if	our	English	Classics	were	tainted	with	licentiousness,	or
defaced	by	infidelity	or	scepticism.	I	conceive	we	should	not	much	mend	matters	if	we
were	to	exchange	literatures	with	the	French,	Italians,	or	Germans.	About	Germany,
however,	I	will	not	speak;	as	to	France,	it	has	great	and	religious	authors;	its	classical
drama,	even	in	comedy,	compared	with	that	of	other	literatures,	is	singularly
unexceptionable;	but	who	is	there	that	holds	a	place	among	its	writers	so	historical	and
important,	who	is	so	copious,	so	versatile,	so	brilliant,	as	that	Voltaire	who	is	an	open
scoffer	at	every	thing	sacred,	venerable,	or	high-minded?	Nor	can	Rousseau,	though	he
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has	not	the	pretensions	of	Voltaire,	be	excluded	from	the	classical	writers	of	France.
Again,	the	gifted	Pascal,	in	the	work	on	which	his	literary	fame	is	mainly	founded,	does
not	approve	himself	to	a	Catholic	judgment;	and	Descartes,	the	first	of	French
philosophers,	was	too	independent	in	his	inquiries	to	be	always	correct	in	his
conclusions.	The	witty	Rabelais	is	said,	by	a	recent	critic,*	to	show	covertly	in	his	former
publications,	and	openly	in	his	latter,	his	"dislike	to	the	Church	of	Rome."	La	Fontaine
was	with	difficulty	brought,	on	his	death-bed,	to	make	public	satisfaction	for	the	scandal
which	he	had	done	to	religion	by	his	immoral	Contes,	though	at	length	he	threw	into	the
fire	a	piece	which	he	had	just	finished	for	the	stage.	Montaigne,	whose	Essays	"make	an
epoch	in	literature,"	by	"their	influence	upon	the	tastes	and	opinions	of	Europe;''	whose
"school	embraces	a	large	proportion	of	French	and	English	literature;"	and	of	whose
"brightness	and	felicity	of	genius	there	can	be	but	one	opinion,"	is	disgraced,	as	the	same
writer	tells	us,	by	"a	sceptical	bias	and	great	indifference	of	temperament;"	and	"has	led
the	way"	as	an	habitual	offender,	"to	the	indecency	too	characteristic	of	French	literature."

Nor	does	Italy	present	a	more	encouraging	picture.	Ariosto,	one	of	the	few	names,	ancient
or	modern,	who	is	allowed	on	all	hands	to	occupy	the	first	rank	of	Literature,	is,	I
suppose,	rightly	arraigned	by	the	author	I	have	above	quoted,	of	"coarse	sensuality."
Pulci,	"by	his	sceptical	insinuations,	seems	clearly	to	display	an	intention	of	exposing
religion	to	contempt."	Boccaccio,	the	first	of	Italian	prose-writers,	had	in	his	old	age
touchingly	to	lament	the	corrupting	tendency	of	his	popular	compositions;	and	Bellarmine
has	to	vindicate	him,	Dante,	and	Petrarch,	from	the	charge	of	virulent	abuse	of	the	Holy
See.	Dante	certainly	does	not	scruple	to	place	in	his	Inferno	a	Pope,	whom	the	Church
has	since	canonized,	and	his	work	on	Monarchia	is	on	the	Index.	Another	great
Florentine,	Macchiavel,	is	on	the	Index	also;	and	Giannone,	as	great	in	political	history	at
Naples	as	Macchiavel	at	Florence,	is	notorious	for	his	disaffection	to	the	interests	of	the
Roman	Pontiff.

These	are	but	specimens	of	the	general	character	of	secular	literature,	whatever	be	the
people	to	whom	it	belongs.	One	literature	may	be	better	than	another,	but	bad	will	be	the
best,	when

*	Hallam.
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weighed	in	the	balance	of	truth	and	morality.	It	cannot	be	otherwise;	human	nature	is	in
all	ages	and	all	countries	the	same;	and	its	literature,	therefore,	will	ever	and	everywhere
be	one	and	the	same	also.	Man's	work	will	savour	of	man;	in	his	elements	and	powers
excellent	and	admirable,	but	prone	to	disorder	and	excess,	to	error	and	to	sin.	Such	too
will	be	his	literature;	it	will	have	the	beauty	and	the	fierceness,	the	sweetness	and	the
rankness,	of	the	natural	man,	and,	with	all	its	richness	and	greatness,	will	necessarily
offend	the	senses	of	those	who,	in	the	Apostle's	words,	are	really	"exercised	to	discern
between	good	and	evil."	"It	is	said	of	the	holy	Sturme,"	says	an	Oxford	writer,	"that,	in
passing	a	horde	of	unconverted	Germans,	as	they	were	bathing	and	gambolling	in	the
stream,	he	was	so	overpowered	by	the	intolerable	scent	which	arose	from	them	that	he
nearly	fainted	away."	National	Literature	is,	in	a	parallel	way,	the	untutored	movements	of
the	reason,	imagination,	passions,	and	affections	of	the	natural	man,	the	leapings	and	the
friskings,	the	plungings	and	the	snortings,	the	sportings	and	the	buffoonings,	the	clumsy
play	and	the	aimless	toil,	of	the	noble,	lawless	savage	of	God's	intellectual	creation.

It	is	well	that	we	should	clearly	apprehend	a	truth	so	simple	and	elementary	as	this,	and
not	expect	from	the	nature	of	man,	or	the	literature	of	the	world,	what	they	never	held	out
to	us.	Certainly,	I	did	not	know	that	the	world	was	to	be	regarded	as	favourable	to
Christian	faith	or	practice,	or	that	it	would	be	breaking	any	engagement	with	us,	if	it	took
a	line	divergent	from	our	own.	I	have	never	fancied	that	we	should	have	reasonable
ground	for	surprise	or	complaint,	though	man's	intellect	puris	naturalibus	did	prefer,	of
the	two,	liberty	to	truth,	or	though	his	heart	cherished	a	leaning	towards	licence	of
thought	and	speech	in	comparison	with	restraint.

5

2.	If	we	do	but	resign	ourselves	to	facts,	we	shall	soon	be	led	on	to	the	second	reflection
which	I	have	promisedviz.,	that,	not	only	are	things	not	better	abroad,	but	they	might	be
worse	at	home.	We	have,	it	is	true,	a	Protestant	literature;	but	then	it	is	neither	atheistical
nor	immoral;	and,	in	the	case	of	at	least	half	a	dozen	of	its	highest	and	most	influential
departments,	and	of	the

	



Page	238

most	popular	of	its	authors,	it	comes	to	us	with	very	considerable	alleviations.	For
instance,	there	surely	is	a	call	on	us	for	thankfulness	that	the	most	illustrious	amongst
English	writers	has	so	little	of	a	Protestant	about	him	that	Catholics	have	been	able,
without	extravagance,	to	claim	him	as	their	own,	and	that	enemies	to	our	creed	have
allowed	that	he	is	only	not	a	Catholic,	because,	and	as	far	as,	his	times	forbade	it.	It	is	an
additional	satisfaction	to	be	able	to	boast	that	he	offends	in	neither	of	those	two	respects,
which	reflect	so	seriously	upon	the	reputation	of	great	authors	abroad.	Whatever	passages
may	be	gleaned	from	his	dramas	disrespectful	to	ecclesiastical	authority,	still	these	are	but
passages;	on	the	other	hand,	there	is	in	Shakespeare	neither	contempt	of	religion	nor
scepticism,	and	he	upholds	the	broad	laws	of	moral	and	divine	truth	with	the	consistency
and	severity	of	an	Æschylus,	Sophocles,	or	Pindar.	There	is	no	mistaking	in	his	works	on
which	side	lies	the	right;	Satan	is	not	made	a	hero,	nor	Cain	a	victim,	but	pride	is	pride,
and	vice	is	vice,	and,	whatever	indulgence	he	may	allow	himself	in	light	thoughts	or
unseemly	words,	yet	his	admiration	is	reserved	for	sanctity	and	truth.	From	the	second
chief	fault	of	Literature,	as	indeed	my	last	words	imply,	he	is	not	so	free;	but,	often	as	he
may	offend	against	modesty,	he	is	clear	of	a	worse	charge,	sensuality,	and	hardly	a
passage	can	be	instanced	in	all	that	he	has	written	to	seduce	the	imagination	or	to	excite
the	passions.

A	rival	to	Shakespeare,	if	not	in	genius,	at	least	in	copiousness	and	variety,	is	found	in
Pope;	and	he	was	actually	a	Catholic,	though	personally	an	unsatisfactory	one.	His
freedom	indeed	from	Protestantism	is	but	a	poor	compensation	for	a	false	theory	of
religion	in	one	of	his	poems;	but,	taking	his	works	as	a	whole,	we	may	surely	acquit	them
of	being	dangerous	to	the	reader,	whether	on	the	score	of	morals	or	of	faith.

Again,	the	special	title	of	moralist	in	English	Literature	is	accorded	by	the	public	voice	to
Johnson,	whose	bias	towards	Catholicity	is	well	known.

If	we	were	to	ask	for	a	report	of	our	philosophers,	the	investigation	would	not	be	so
agreeable;	for	we	have	three	of	evil,	and	one	of	unsatisfactory	repute.	Locke	is	scarcely	an
honour	to	us	in	the	standard	of	truth,	grave	and	manly	as	he	is;	and	Hobbes,	Hume,	and
Bentham,	in	spite	of	their	abilities,	are	simply	a	disgrace.
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Yet,	even	in	this	department,	we	find	some	compensation	in	the	names	of	Clarke,
Berkeley,	Butler,	and	Reid,	and	in	a	name	more	famous	than	them	all.	Bacon	was	too
intellectually	great	to	hate	or	to	contemn	the	Catholic	faith;	and	he	deserves	by	his
writings	to	be	called	the	most	orthodox	of	Protestant	philosophers.

§4
In	Its	Relation	to	the	Literature	of	the	Day

1

The	past	cannot	be	undone.	That	our	English	Classical	Literature	is	not	Catholic	is	a	plain
fact,	which	we	cannot	deny,	to	which	we	must	reconcile	ourselves,	as	best	we	may,	and
which,	as	I	have	shown	above,	has	after	all	its	compensations.	When,	then,	I	speak	of	the
desirableness	of	forming	a	Catholic	Literature,	I	am	contemplating	no	such	vain
enterprise	as	that	of	reversing	history;	no,	nor	of	redeeming	the	past	by	the	future.	I	have
no	dream	of	Catholic	Classics	as	still	reserved	for	the	English	language.	In	truth,	classical
authors	not	only	are	national,	but	belong	to	a	particular	age	of	a	nation's	life;	and	I	should
not	wonder	if,	as	regards	ourselves,	that	age	is	passing	away.	Moreover,	they	perform	a
particular	office	towards	its	language,	which	is	not	likely	to	be	called	for	beyond	a
definite	time.	And	further,	though	analogies	or	parallels	cannot	be	taken	to	decide	a
question	of	this	nature,	such	is	the	fact,	that	the	series	of	our	classical	writers	has	already
extended	through	a	longer	period	than	was	granted	to	the	Classical	Literature	either	of
Greece	or	of	Rome;	and	thus	the	English	language	also	may	have	a	long	course	of
literature	still	to	come	through	many	centuries,	without	that	Literature	being	classical.

Latin,	for	instance,	was	a	living	language	for	many	hundred	years	after	the	date	of	the
writers	who	brought	it	to	its	perfection;	and	then	it	continued	for	a	second	long	period	to
be	the	medium	of	European	correspondence.	Greek	was	a	living	language	to	a	date	not
very	far	short	of	that	of	the	taking	of	Constantinople,	ten	centuries	after	the	date	of	St.
Basil,	and	seventeen	hundred	years	after	the	period	commonly	called	classical.	And	thus,
as	the	year	has	its	spring	and	summer,	so	even	for	those	celebrated	lan-
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guages	there	was	but	a	season	of	splendour,	and,	compared	with	the	whole	course	of	their
duration,	but	a	brief	season.	Since,	then,	English	has	had	its	great	writers	for	a	term	of
about	three	hundred	years,as	long,	that	is,	as	the	period	from	Sappho	to	Demosthenes,	or
from	Pisistratus	to	Arcesilas,	or	from	Æschylus	and	Pindar	to	Carncades,	or	from	Ennius
to	Pliny,we	should	have	no	right	to	be	disappointed	if	the	classical	period	be	close	upon
its	termination.

By	the	Classics	of	a	national	Literature	I	mean	those	authors	who	have	the	foremost	place
in	exemplifying	the	powers	and	conducting	the	development	of	its	language.	The
language	of	a	nation	is	at	first	rude	and	clumsy;	and	it	demands	a	succession	of	skilful
artists	to	make	it	malleable	and	ductile,	and	to	work	it	up	to	its	proper	perfection.	It
improves	by	use,	but	it	is	not	every	one	who	can	use	it	while	as	yet	it	is	unformed.	To	do
this	is	an	effort	of	genius;	and	so	men	of	a	peculiar	talent	arise,	one	after	another,
according	to	the	circumstances	of	the	times,	and	accomplish	it.	One	gives	it	flexibility,
that	is,	shows	how	it	can	be	used	without	difficulty	to	express	adequately	a	variety	of
thoughts	and	feelings	in	their	nicety	or	intricacy;	another	makes	it	perspicuous	or	forcible;
a	third	adds	to	its	vocabulary;	and	a	fourth	gives	it	grace	and	harmony.	The	style	of	each
of	such	eminent	masters	becomes	henceforth	in	some	sort	a	property	of	the	language
itself;	words,	phrases,	collocations,	and	structure,	which	hitherto	did	not	exist,	gradually
passing	into	the	conversation	and	the	composition	of	the	educated	classes.

2

Now	I	will	attempt	to	show	how	this	process	of	improvement	is	effected,	and	what	is	its
limit.	I	conceive	then	that	these	gifted	writers	act	upon	the	spoken	and	written	language
by	means	of	the	particular	schools	which	form	about	them	respectively.	Their	style,	using
the	word	in	a	large	sense,	forcibly	arrests	the	reader,	and	draws	him	on	to	imitate	it,	by
virtue	of	what	is	excellent	in	it,	in	spite	of	such	defects	as,	in	common	with	all	human
works,	it	may	contain.	I	suppose	all	of	us	will	recognize	this	fascination.	For	myself	when
I	was	fourteen	or	fifteen,	I	imitated	Addison;
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when	I	was	seventeen,	I	wrote	in	the	style	of	Johnson;	about	the	same	time	I	fell	in	with
the	twelfth	volume	of	Gibbon,	and	my	ears	rang	with	the	cadence	of	his	sentences,	and	I
dreamed	of	it	for	a	night	or	two.	Then	I	began	to	make	an	analysis	of	Thucydides	in
Gibbon's	style.	In	like	manner,	most	Oxford	undergraduates,	forty	years	ago,	when	they
would	write	poetry,	adopted	the	versification	of	Pope,	Darwin,	and	the	Pleasures	of
Hope,	which	had	been	made	popular	by	Heber	and	Milman.	The	literary	schools,	indeed,
which	I	am	speaking	of,	as	resulting	from	the	attractions	of	some	original,	or	at	least
novel	artist,	consist	for	the	most	part	of	mannerists,	none	of	whom	rise	much	above
mediocrity;	but	they	are	not	the	less	serviceable	as	channels,	by	means	of	which	the
achievements	of	genius	may	be	incorporated	into	the	language	itself,	or	become	the
common	property	of	the	nation.	Henceforth,	the	most	ordinary	composer,	the	very
student	in	the	lecture-room,	is	able	to	write	with	a	precision,	a	grace,	or	a	copiousness,	as
the	case	may	be,	unknown	before	the	date	of	the	authors	whom	he	imitates,	and	he
wonders,	at,	if	he	does	not	rather	pride	himself	on,	his

novas	frondes,	et	non	sua	poma.

If	there	is	any	one	who	illustrates	this	remark,	it	is	Gibbon;	I	seem	to	trace	his	vigorous
condensation	and	peculiar	rhythm	at	every	turn	in	the	literature	of	the	present	day.	Pope,
again,	is	said	to	have	tuned	our	versification.	Since	his	time,	any	one,	who	has	an	ear	and
turn	for	poetry,	can	with	little	pains	throw	off	a	copy	of	verses	equal	or	superior	to	the
poet's	own,	and	with	far	less	of	study	and	patient	correction	than	would	have	been
demanded	of	the	poet	himself	for	their	production.	Compare	the	choruses	of	the	Samson
Agonistes	with	any	stanza	taken	at	random	in	Thalaba:	how	much	had	the	language
gained	in	the	interval	between	them!	Without	denying	the	high	merits	of	Southey's
beautiful	romance,	we	surely	shall	not	be	wrong	in	saying,	that	in	its	unembarrassed
eloquent	flow,	it	is	the	language	of	the	nineteenth	century	that	speaks,	as	much	as	the
author	himself.

I	will	give	an	instance	of	what	I	mean:	let	us	take	the	beginning	of	the	first	chorus	in	the
Samson:
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Just	are	the	ways	of	God,
And	justifiable	to	men;
Unless	there	be	who	think	not	God	at	all;
If	any	be,	they	walk	obscure,
For	of	such	doctrine	never	was	there	school,
But	the	heart	of	the	fool,
And	no	man	therein	doctor	but	himself.
But	men	there	be,	who	doubt	His	ways	not	just,
As	to	His	own	edicts	found	contradicting,
Then	give	the	reins	to	wandering	thought,
Regardless	of	His	glory's	diminution;
Till,	by	their	own	perplexities	involved,
They	ravel	more,	still	less	resolved,
But	never	find	self-satisfying	solution.

And	now	take	the	opening	stanza	of	Thalaba:	

								How	beautiful	is	night!
		A	dewy	freshness	fills	the	silent	air;
No	mist	obscures,	nor	cloud,	nor	speck,	nor	stain,
								Breaks	the	serene	of	heaven.
		In	full-orb'd	glory	yonder	Moon	divine
		Rolls	through	the	dark	blue	depths.
								Beneath	her	steady	ray
								The	desert	circle	spreads,
		Like	the	round	ocean	girdled	with	the	sky.
								How	beautiful	is	night!

Does	not	Southey	show	to	advantage	here?	yet	the	voice	of	the	world	proclaims	Milton
pre-eminently	a	poet;	and	no	one	can	affect	a	doubt	of	the	delicacy	and	exactness	of	his
ear.	Yet,	much	as	he	did	for	the	language	in	verse	and	in	prose,	he	left	much	for	other
artists	to	do	after	him,	which	they	have	successfully	accomplished.	We	see	the	fruit	of	the
literary	labours	of	Pope,	Thomson,	Gray,	Goldsmith,	and	other	poets	of	the	eighteenth
century,	in	the	musical	eloquence	of	Southey.
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3

So	much	for	the	process;	now	for	its	termination.	I	think	it	is	brought	about	in	some	such
way	as	the	following:

The	influence	of	a	great	classic	upon	the	nation	which	he	represents	is	twofold;	on	the
one	hand	he	advances	his	native	language	towards	its	perfection;	but	on	the	other	hand	he
discourages	in	some	measure	any	advance	beyond	his	own.	Thus,	in	the	parallel	case	of
science,	it	is	commonly	said	on	the	continent,	that	the	very	marvellousness	of	Newton's
powers	was	the	bane	of	English	mathematics:	inasmuch	as	those	who	succeeded	him
were	content	with	his	discoveries,	bigoted	to	his	methods	of	investigation,	and	averse	to
those	new	instruments	which	have	carried	on	the	French	to	such	brilliant	and	successful
results.	In	Literature,	also,	there	is	something	oppressive	in	the	authority	of	a	great	writer,
and	something	of	tyranny	in	the	use	to	which	his	admirers	put	his	name.	The	school
which	he	forms	would	fain	monopolize	the	language,	draws	up	canons	of	criticism	from
his	writings,	and	is	intolerant	of	innovation.	Those	who	come	under	its	influence	are
dissuaded	or	deterred	from	striking	out	a	path	of	their	own.	Thus	Virgil's	transcendent
excellence	fixed	the	character	of	the	hexameter	in	subsequent	poetry,	and	took	away	the
chances,	if	not	of	improvement,	at	least	of	variety.	Even	Juvenal	has	much	of	Virgil	in	the
structure	of	his	verse.	I	have	known	those	who	prefer	the	rhythm	of	Catullus.

However,	so	summary	a	result	is	not	of	necessary	occurrence.	The	splendour	of	an	author
may	excite	a	generous	emulation,	or	the	tyrannous	formalism	of	his	followers	a	re-action;
and	thus	other	authors	and	other	schools	arise.	We	read	of	Thucydides,	on	hearing
Herodotus	read	his	history	at	Olympia,	being	incited	to	attempt	a	similar	work,	though	of
an	entirely	different	and	of	an	original	structure.	Gibbon,	in	like	manner,	writing	of	Hume
and	Robertson,	says:	"The	perfect	composition,	the	nervous	language,	the	well-turned
period	of	Dr.	Robertson,	inflamed	me	to	the	ambitious	hope	that	I	might	one	day	tread	in
his	footsteps;	the	calm	philosophy,	the	careless	inimitable	beauties	of	his
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friend	and	rival,	often	forced	me	to	close	the	volume	with	a	mixed	sensation	of	delight
and	despair."*

As	to	re-actions,	I	suppose	there	has	been	something	of	the	kind	against	the	supremacy	of
Pope,	since	the	time	that	his	successors,	Campbell	especially,	have	developed	his
peculiarities	and	even	defects	into	extravagance.	Crabbe,	for	instance,	turned	back	to	a
versification	having	much	more	of	Dryden	in	it;	and	Byron,	in	spite	of	his	high	opinion	of
Pope,	threw	into	his	lines	the	rhythm	of	blank	verse.	Still,	on	the	whole,	the	influence	of
a	Classic	acts	in	the	way	of	discouraging	any	thing	new,	rather	than	in	that	of	exciting
rivalry	or	provoking	re-action.

And	another	consideration	is	to	be	taken	into	account.	When	a	language	has	been
cultivated	in	any	particular	department	of	thought,	and	so	far	as	it	has	been	generally
perfected,	an	existing	want	has	been	supplied,	and	there	is	no	need	for	further	workmen.
In	its	earlier	times,	while	it	is	yet	unformed,	to	write	in	it	at	all	is	almost	a	work	of	genius.
It	is	like	crossing	a	country	before	roads	are	made	communicating	between	place	and
place.	The	authors	of	that	age	deserve	to	be	Classics,	both	because	of	what	they	do	and
because	they	can	do	it.	It	requires	the	courage	or	the	force	of	great	talent	to	compose	in
the	language	at	all;	and	the	composition,	when	effected,	makes	a	permanent	impression
on	it.	In	those	early	times,	too,	the	licence	of	speech	unfettered	by	precedents,	the	novelty
of	the	work,	the	state	of	society,	and	the	absence	of	criticism,	enable	an	author	to	write
with	spirit	and	freshness.	But,	as	centuries	pass	on,	this	stimulus	is	taken	away;	the
language	by	this	time	has	become	manageable	for	its	various	purposes,	and	is	ready	at
command.	Ideas	have	found	their	corresponding	expressions;	and	one	word	will	often
convey	what	once	required	half	a	dozen.	Roots	have	been	expanded,	derivations
multiplied,	terms	invented	or	adopted.	A	variety	of	phrases	has	been	provided,	which
form	a	sort	of	compound	words.	Separate	professions,	pursuits,	and	provinces	of
literature	have	gained	their	conventional	terminology.	There	is	an	historical,	political,
social,	commercial	style.	The	ear	of	the	nation	has	become	accustomed	to	useful
expressions	or	combinations	of	words,	which	otherwise	would	sound	harsh.	Strange
metaphors	have	been	naturalized	in	the	ordinary	prose,	yet	cannot	be	taken	as	precedents

*	Misc.	Works,	p.	55.
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for	a	similar	liberty.	Criticism	has	become	an	art,	and	exercises	a	continual	and	jealous
watch	over	the	free	genius	of	new	writers.	It	is	difficult	for	them	to	be	original	in	the	use
of	their	mother	tongue	without	being	singular.

Thus	the	language	has	become	in	a	great	measure	stereotype;	as	in	the	case	of	the	human
frame,	it	has	expanded	to	the	loss	of	its	elasticity,	and	can	expand	no	more.	Then	the
general	style	of	educated	men,	formed	by	the	accumulated	improvements	of	centuries,	is
far	superior	perhaps	in	perfectness	to	that	of	any	one	of	those	national	Classics,	who	have
taught	their	countrymen	to	write	more	clearly,	or	more	elegantly,	or	more	forcibly	than
themselves.	And	literary	men	submit	themselves	to	what	they	find	so	well	provided	for
them;	or,	if	impatient	of	conventionalities,	and	resolved	to	shake	off	a	yoke	which	tames
them	down	to	the	loss	of	individuality,	they	adopt	no	half	measures,	but	indulge	in
novelties	which	offend	against	the	genius	of	the	language,	and	the	true	canons	of	taste.
Political	causes	may	co-operate	in	a	revolt	of	this	kind;	and,	as	a	nation	declines	in
patriotism,	so	does	its	language	in	purity.	It	seems	to	me	as	if	the	sententious,
epigrammatic	style	of	writing,	which	set	in	with	Seneca,	and	is	seen	at	least	as	late	as	in
the	writings	of	St.	Ambrose,	is	an	attempt	to	escape	from	the	simplicity	of	Cæsar	and	the
majestic	elocution	of	Cicero;	while	Tertullian,	with	more	of	genius	than	good	sense,
relieves	himself	in	the	harsh	originality	of	his	provincial	Latin.

There	is	another	impediment,	as	time	goes	on,	to	the	rise	of	fresh	classics	in	any	nation;
and	that	is	the	effect	which	foreigners,	or	foreign	literature,	will	exert	upon	it.	It	may
happen	that	a	certain	language,	like	Greek,	is	adopted	and	used	familiarly	by	educated
men	in	other	countries;	or	again,	that	educated	men,	to	whom	it	is	native,	may	abandon	it
for	some	other	language,	as	the	Romans	of	the	second	and	third	centuries	wrote	in	Greek
instead	of	Latin.	The	consequence	will	be,	that	the	language	in	question	will	tend	to	lose
its	nationalitythat	is,	its	distinctive	character;	it	will	cease	to	be	idiomatic	in	the	sense	in
which	it	once	was	so;	and	whatever	grace	or	propriety	it	may	retain,	it	will	be
comparatively	tame	and	spiritless;	or,	on	the	other	hand,	it	will	be	corrupted	by	the
admixture	of	foreign	elements.
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Such,	as	I	consider,	being	the	fortunes	of	Classical	Literature,	viewed	generally,	I	should
never	be	surprised	to	find	that,	as	regards	this	hemisphere,	for	I	can	prophesy	nothing	of
America,	we	have	well	nigh	seen	the	end	of	English	Classics.	Certainly,	it	is	in	no
expectation	of	Catholics	continuing	the	series	here	that	I	speak	of	the	duty	and	necessity
of	their	cultivating	English	literature.	When	I	speak	of	the	formation	of	a	Catholic	school
of	writers,	I	have	respect	principally	to	the	matter	of	what	is	written,	and	to	composition
only	so	far	forth	as	style	is	necessary	to	convey	and	to	recommend	the	matter.	I	mean	a
literature	which	resembles	the	literature	of	the	day.	This	is	not	a	day	for	great	writers,	but
for	good	writing,	and	a	great	deal	of	it.	There	never	was	a	time	when	men	wrote	so	much
and	so	well,	and	that,	without	being	of	any	great	account	themselves.	While	our	literature
in	this	day,	especially	the	periodical,	is	rich	and	various,	its	language	is	elaborated	to	a
perfection	far	beyond	that	of	our	Classics,	by	the	jealous	rivalry,	the	incessant	practice,
the	mutual	influence,	of	its	many	writers.	In	point	of	mere	style,	I	suppose,	many	an
article	in	the	Times	newspaper,	or	Edinburgh	Review,	is	superior	to	a	preface	of	Dryden's,
or	a	Spectator,	or	a	pamphlet	of	Swift's,	or	one	of	South's	sermons.

Our	writers	write	so	well	that	there	is	little	to	choose	between	them.	What	they	lack	is	that
individuality,	that	earnestness,	most	personal	yet	most	unconscious	of	self,	which	is	the
greatest	charm	of	an	author.	The	very	form	of	the	compositions	of	the	day	suggests	to	us
their	main	deficiency.	They	are	anonymous.	So	was	it	not	in	the	literature	of	those	nations
which	we	consider	the	special	standard	of	classical	writing;	so	is	it	not	with	our	own
Classics.	The	Epic	was	sung	by	the	voice	of	the	living,	present	poet.	The	drama,	in	its
very	idea,	is	poetry	in	persons.	Historians	begin,	''Herodotus,	of	Halicarnassus,	publishes
his	researches;"	or,	"Thucydides,	the	Athenian,	has	composed	an	account	of	the	war."
Pindar	is	all	through	his	odes	a	speaker.	Plato,	Xenophon,	and	Cicero,	throw	their
philosophical	dissertations	into	the	form	of	a	dialogue.	Orators	and	preachers	are	by	their
very	profession	known	persons,	and	the	personal	is	laid	down	by	the
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Philosopher	of	antiquity	as	the	source	of	their	greatest	persuasiveness.	Virgil	and	Horace
are	ever	bringing	into	their	poetry	their	own	characters	and	tastes.	Dante's	poems	furnish
a	series	of	events	for	the	chronology	of	his	times.	Milton	is	frequent	in	allusions	to	his
own	history	and	circumstances.	Even	when	Addison	writes	anonymously,	he	writes	under
a	professed	character,	and	that	in	a	great	measure	his	own;	he	writes	in	the	first	person.
The	"I"	of	the	Spectator,	and	the	"we"	of	the	modern	Review	or	Newspaper,	are	the
respective	symbols	of	the	two	ages	in	our	literature.	Catholics	must	do	as	their
neighbours;	they	must	be	content	to	serve	their	generation,	to	promote	the	interests	of
religion,	to	recommend	truth,	and	to	edify	their	brethren	to-day,	though	their	names	are	to
have	little	weight,	and	their	works	are	not	to	last	much	beyond	themselves.

5

And	now	having	shown	what	it	is	that	a	Catholic	University	does	not	think	of	doing,	what
it	need	not	do,	and	what	it	cannot	do,	I	might	go	on	to	trace	out	in	detail	what	it	is	that	it
really	might	and	will	encourage	and	create.	But,	as	such	an	investigation	would	neither	be
difficult	to	pursue,	nor	easy	to	terminate,	I	prefer	to	leave	the	subject	at	the	preliminary
point	to	which	I	have	brought	it.

IV
Elementary	Studies
It	has	often	been	observed	that,	when	the	eyes	of	the	infant	first	open	upon	the	world,	the
reflected	rays	of	light	which	strike	them	from	the	myriad	of	surrounding	objects	present
to	him	no	image,	but	a	medley	of	colours	and	shadows.	They	do	not	form	into	a	whole;
they	do	not	rise	into	foregrounds	and	melt	into	distances;
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they	do	not	divide	into	groups;	they	do	not	coalesce	into	unities;	they	do	not	combine	into
persons;	but	each	particular	hue	and	tint	stands	by	itself,	wedged	in	amid	a	thousand
others	upon	the	vast	and	flat	mosaic,	having	no	intelligence,	and	conveying	no	story,	any
more	than	the	wrong	side	of	some	rich	tapestry.	The	little	babe	stretches	out	his	arms	and
fingers,	as	if	to	grasp	or	to	fathom	the	many-coloured	vision;	and	thus	he	gradually	learns
the	connexion	of	part	with	part,	separates	what	moves	from	what	is	stationary,	watches
the	coming	and	going	of	figures,	masters	the	idea	of	shape	and	of	perspective,	calls	in	the
information	conveyed	through	the	other	senses	to	assist	him	in	his	mental	process,	and
thus	gradually	converts	a	calidoscope	into	a	picture.	The	first	view	was	the	more
splendid,	the	second	the	more	real;	the	former	more	poetical,	the	latter	more
philosophical.	Alas!	what	are	we	doing	all	through	life,	both	as	a	necessity	and	as	a	duty,
but	unlearning	the	world's	poetry,	and	attaining	to	its	prose!	This	is	our	education,	as
boys	and	as	men,	in	the	action	of	life,	and	in	the	closet	or	library;	in	our	affections,	in	our
aims,	in	our	hopes,	and	in	our	memories.	And	in	like	manner	it	is	the	education	of	our
intellect;	I	say,	that	one	main	portion	of	intellectual	education,	of	the	labours	of	both
school	and	university,	is	to	remove	the	original	dimness	of	the	mind's	eye;	to	strengthen
and	perfect	its	vision;	to	enable	it	to	look	out	into	the	world	right	forward,	steadily	and
truly;	to	give	the	mind	clearness,	accuracy,	precision;	to	enable	it	to	use	words	aright,	to
understand	what	it	says,	to	conceive	justly	what	it	thinks	about,	to	abstract,	compare,
analyze,	divide,	define,	and	reason,	correctly.	There	is	a	particular	science	which	takes
these	matters	in	hand,	and	it	is	called	logic;	but	it	is	not	by	logic,	certainly	not	by	logic
alone,	that	the	faculty	I	speak	of	is	acquired.	The	infant	does	not	learn	to	spell	and	read
the	hues	upon	his	retina	by	any	scientific	rule;	nor	does	the	student	learn	accuracy	of
thought	by	any	manual	or	treatise.	The	instruction	given	him,	of	whatever	kind,	if	it	be
really	instruction,	is	mainly,	or	at	least	pre-eminently,	this,a	discipline	in	accuracy	of
mind.

Boys	are	always	more	or	less	inaccurate,	and	too	many,	or	rather	the	majority,	remain
boys	all	their	lives.	When,	for	instance,	I	hear	speakers	at	public	meetings	declaiming
about	"large	and	enlightened	views,"	or	about	"freedom	of	conscience,"	or	about	"the
Gospel,"	or	any	other	popular	subject	of	the	day,	I	am	far	from
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denying	that	some	among	them	know	what	they	are	talking	about;	but	it	would	be
satisfactory,	in	a	particular	case,	to	be	sure	of	the	fact;	for	it	seems	to	me	that	those
household	words	may	stand	in	a	man's	mind	for	a	something	or	other,	very	glorious
indeed,	but	very	misty,	pretty	much	like	the	idea	of	"civilization"	which	floats	before	the
mental	vision	of	a	Turk,that	is,	if,	when	he	interrupts	his	smoking	to	utter	the	word,	he
condescends	to	reflect	whether	it	has	any	meaning	at	all.	Again,	a	critic	in	a	periodical
dashes	off,	perhaps,	his	praises	of	a	new	work,	as	"talented,	original,	replete	with	intense
interest,	irresistible	in	argument,	and,	in	the	best	sense	of	the	word,	a	very	readable
book;"can	we	really	believe	that	he	cares	to	attach	any	definite	sense	to	the	words	of
which	he	is	so	lavish?	nay,	that,	if	he	had	a	habit	of	attaching	sense	to	them,	he	could	ever
bring	himself	to	so	prodigal	and	wholesale	an	expenditure	of	them?

To	a	short-sighted	person,	colours	run	together	and	intermix,	outlines	disappear,	blues
and	red	and	yellows	become	russets	or	browns,	the	lamps	or	candles	of	an	illumination
spread	into	an	unmeaning	glare,	or	dissolve	into	a	milky	way.	He	takes	up	an	eye-glass,
and	the	mist	clears	up;	every	image	stands	out	distinct,	and	the	rays	of	light	fall	back	upon
their	centres.	It	is	this	haziness	of	intellectual	vision	which	is	the	malady	of	all	classes	of
men	by	nature,	of	those	who	read	and	write	and	compose,	quite	as	well	as	of	those	who
cannot,of	all	who	have	not	had	a	really	good	education.	Those	who	cannot	either	read	or
write	may,	nevertheless,	be	in	the	number	of	those	who	have	remedied	and	got	rid	of	it;
those	who	can,	are	too	often	still	under	its	power.	It	is	an	acquisition	quite	separate	from
miscellaneous	information,	or	knowledge	of	books.	This	is	a	large	subject,	which	might
be	pursued	at	great	length,	and	of	which	here	I	shall	but	attempt	one	or	two	illustrations.

§1
Grammar

1

One	of	the	subjects	especially	interesting	to	all	persons	who,	from	any	point	of	view,	as
officials	or	as	students,	are	regarding	a	Uni-
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versity	course,	is	that	of	the	Entrance	Examination.	Now	a	principal	subject	introduced
into	this	examination	will	be	"the	elements	of	Latin	and	Greek	Grammar."	"Grammar"	in
the	middle	ages	was	often	used	as	almost	synonymous	with	"literature,"	and	a
Grammarian	was	a	"Professor	literarum."	This	is	the	sense	of	the	word	in	which	a	youth
of	an	inaccurate	mind	delights.	He	rejoices	to	profess	all	the	classics,	and	to	learn	none	of
them.	On	the	other	hand,	by	''Grammar"	is	now	more	commonly	meant,	as	Johnson
defines	it,	"the	art	of	using	words	properly,"	and	it	"comprises	four	partsOrthography,
Etymology,	Syntax,	and	Prosody."	Grammar,	in	this	sense,	is	the	scientific	analysis	of
language,	and	to	be	conversant	with	it,	as	regards	a	particular	language,	is	to	be	able	to
understand	the	meaning	and	force	of	that	language	when	thrown	into	sentences	and
paragraphs.

Thus	the	word	is	used	when	the	"elements	of	Latin	and	Greek	Grammar"	are	spoken	of	as
subjects	of	our	Entrance	Examination;	not,	that	is,	the	elements	of	Latin	and	Greek
literature,	as	if	a	youth	were	intended	to	have	a	smattering	of	the	classical	writers	in
general,	and	were	to	be	able	to	give	an	opinion	about	the	eloquence	of	Demosthenes	and
Cicero,	the	value	of	Livy,	or	the	existence	of	Homer;	or	need	have	read	half	a	dozen
Greek	and	Latin	authors,	and	portions	of	a	dozen	others:though	of	course	it	would	be
much	to	his	credit	if	he	had	done	so;	only,	such	proficiency	is	not	to	be	expected,	and
cannot	be	required,	of	him:but	we	mean	the	structure	and	characteristics	of	the	Latin	and
Greek	languages,	or	an	examination	of	his	scholarship.	That	is,	an	examination	in	order	to
ascertain	whether	he	knows	Etymology	and	Syntax,	the	two	principal	departments	of	the
science	of	language,whether	he	understands	how	the	separate	portions	of	a	sentence	hang
together,	how	they	form	a	whole,	how	each	has	its	own	place	in	the	government	of	it,
what	are	the	peculiarities	of	construction	or	the	idiomatic	expressions	in	it	proper	to	the
language	in	which	it	is	written,	what	is	the	precise	meaning	of	its	terms,	and	what	the
history	of	their	formation.

All	this	will	be	best	arrived	at	by	trying	how	far	he	can	frame	a	possible,	or	analyze	a
given	sentence.	To	translate	an	English	sentence	into	Latin	is	to	frame	a	sentence,	and	is
the	best	test	whether	or	not	a	student	knows	the	difference	of	Latin	from	English
construction;	to	construe	and	parse	is	to	analyze	a	sentence,
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and	is	an	evidence	of	the	easier	attainment	of	knowing	what	Latin	construction	is	in	itself.
And	this	is	the	sense	of	the	word	"Grammar"	which	our	inaccurate	student	detests,	and
this	is	the	sense	of	the	word	which	every	sensible	tutor	will	maintain.	His	maxim	is,	"a
little,	but	well;"	that	is,	really	know	what	you	say	you	know:	know	what	you	know	and
what	you	do	not	know;	get	one	thing	well	before	you	go	on	to	a	second;	try	to	ascertain
what	your	words	mean;	when	you	read	a	sentence,	picture	it	before	your	mind	as	a
whole,	take	in	the	truth	or	information	contained	in	it,	express	it	in	your	own	words,	and,
if	it	be	important,	commit	it	to	the	faithful	memory.	Again,	compare	one	idea	with
another;	adjust	truths	and	facts;	form	them	into	one	whole,	or	notice	the	obstacles	which
occur	in	doing	so.	This	is	the	way	to	make	progress;	this	is	the	way	to	arrive	at	results;	not
to	swallow	knowledge,	but	(according	to	the	figure	sometimes	used)	to	masticate	and
digest	it.

2

To	illustrate	what	I	mean,	I	proceed	to	take	an	instance.	I	will	draw	the	sketch	of	a
candidate	for	entrance,	deficient	to	a	great	extent.	I	shall	put	him	below	par,	and	not	such
as	it	is	likely	that	a	respectable	school	would	turn	out,	with	a	view	of	clearly	bringing
before	the	reader,	by	the	contrast,	what	a	student	ought	not	to	be,	or	what	is	meant	by
inaccuracy.	And,	in	order	to	simplify	the	case	to	the	utmost,	I	shall	take,	as	he	will
perceive	as	I	proceed,	one	single	word	as	a	sort	of	text,	and	show	how	that	one	word,
even	by	itself,	affords	matter	for	a	sufficient	examination	of	a	youth	in	grammar,	history,
and	geography.	I	set	off	thus:

Tutor.	Mr.	Brown,	I	believe?	sit	down.	Candidate.	Yes.

T.	What	are	the	Latin	and	Greek	books	you	propose	to	be	examined	in?	C.	Homer,
Lucian,	Demosthenes,	Xenophon,	Virgil,	Horace,	Statius,	Juvenal,	Cicero,	Analecta,	and
Matthiæ.

T.	No;	I	mean	what	are	the	books	I	am	to	examine	you	in?	C.	is	silent.

T.	The	two	books,	one	Latin	and	one	Greek:	don't	flurry	yourself.	C.	Oh.	.	.	.	Xenophon
and	Virgil.

T.	Xenophon	and	Virgil.	Very	well;	what	part	of	Xenophon?	C.	is	silent.
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T.	What	work	of	Xenophon?	C.	Xenophon.

T.	Xenophon	wrote	many	works.	Do	you	know	the	names	of	any	of	them?	C.	I	.	.	.
Xenophon	.	.	.	Xenophon.

T.	Is	it	the	Anabasis	you	take	up?	C.	(with	surprise)	O	yes;	the	Anabasis.

T.	Well,	Xenophon's	Anabasis;	now	what	is	the	meaning	of	the	word	anabasis?	C.	is
silent.

T.	You	know	very	well;	take	your	time,	and	don't	be	alarmed.	Anabasis	means	.	.	.	C.	An
ascent.

T.	Very	right;	it	means	an	ascent.	Now	how	comes	it	to	mean	an	ascent?	What	is	it	derived
from?	C.	It	comes	from	.	.	.	(a	pause).	Anabasis	.	.	.	it	is	the	nominative.

T.	Quite	right:	but	what	part	of	speech	is	it?	C.	A	noun,a	noun	substantive.

T.	Very	well;	a	noun	substantive;	now	what	is	the	verb	that	anabasis	is	derived	from?	C.
is	silent.

T.	From	the	verb	 ,	isn't	it?	from	 .	C.	Yes.

T.	Just	so.	Now,	what	does	 	mean?	C.	To	go	up,	to	ascend.

T.	Very	well;	and	which	part	of	the	word	means	to	go,	and	which	part	up?	C.	 	is	up,
and	 	is	go.

T.	 ,	to	go,	yes;	now	 ?	What	does	 	mean?	C.	A	going.

T.	That	is	right;	and	 ?	C.	A	going	up.

T.	Now	what	is	a	going	down?	C.	is	silent.

T.	What	is	down?	.	.	.	Kará	.	.	.	don't	you	recollect?	Kará	C.	Kará.

T.	Well,	then,	what	is	a	going	down?	Cat	.	.	.	cat	.	.	.	C.	Cat.	.	.	.

T.	Cat	.	.	.	C.	Cata.

T.	Catabasis.	C.	Oh,	of	course,	catabasis.

T.	Now	tell	me	what	is	the	future	of	 ?	C.	(thinks)	 .

T.	No,	no;	think	again;	you	know	better	than	that.	C.	(objects)	 ,	 ?



T.	Certainly,	 	is	the	future	of	 ;	but	 	is,	you	know,	an	irregular	verb.	C.	Oh,
I	recollect,	 .

T.	Well,	that	is	much	better;	but	you	are	not	quite	right	yet;	 .	C.	Oh,	of	course,
.
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T.	 .	Now	do	you	mean	to	say	that	 comes	from	 ?	C.	is	silent.

T.	For	instance:	 	comes	from	 	by	a	change	of	letters;	does	 	in	any
similar	way	come	from	 ?	C.	It	is	an	irregular	verb.

T.	What	do	you	mean	by	an	irregular	verb?	does	it	form	tenses	anyhow	and	by	caprice?
C.	It	does	not	go	according	to	the	paradigm.

T.	Yes,	but	how	do	you	account	for	this?	C.	is	silent.

T.	Are	its	tenses	formed	from	several	roots?	C.	is	silent.	T.	is	silent;	then	he	changes	the
subject.

T.	Well,	now	you	say	Anabasis	means	an	ascent.	Who	ascended?	C.	The	Greeks,
Xenophon.

T.	Very	well:	Xenophon	and	the	Greeks;	the	Greeks	ascended.	To	what	did	they	ascend?
C.	Against	the	Persian	king:	they	ascended	to	fight	the	Persian	king.

T.	That	is	right	.	.	.	an	ascent;	but	I	thought	we	called	it	a	descent	when	a	foreign	army
carried	war	into	a	country?	C.	is	silent.

T.	Don't	we	talk	of	a	descent	of	barbarians?	C.	Yes.

T.	Why	then	are	the	Greeks	said	to	go	up?	C.	They	went	up	to	fight	the	Persian	king.

T.	Yes;	but	why	up	.	.	.	why	not	down?	C.	They	came	down	afterwards,	when	they
retreated	back	to	Greece.

T.	Perfectly	right;	they	did	.	.	.	but	could	you	give	no	reason	why	they	are	said	to	go	up	to
Persia,	not	down?	C.	They	went	up	to	Persia.

T.	Why	do	you	not	say	they	went	down?	C.	pauses,	then	,	.	.	.	They	went	down	to	Persia.

T.	You	have	misunderstood	me.

A	silence.

T.	Why	do	you	not	say	down?	C.	I	do	.	.	.	down.

T.	You	have	got	confused;	you	know	very	well.	C.	I	understood	you	to	ask	why	I	did	not
say	"they	went	down".

A	silence	on	both	sides.

T.	Have	you	come	up	to	Dublin	or	down?	C.	I	came	up.



T.	Why	do	you	call	it	coming	up?	C.	thinks,	then	smiles,	then	.	.	.	We	always	call	it
coming	up	to	Dublin.
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T.	Well,	but	you	always	have	a	reason	for	what	you	do	.	.	.	what	is	your	reason	here?	C.
is	silent.

T.	Come,	come,	Mr.	Brown,	I	won't	believe	you	don't	know;	I	am	sure	you	have	a	very
good	reason	for	saying	you	go	up	to	Dublin,	not	down.	C.	thinks,	then	.	.	.	It	is	the	capital.

T.	Very	well;	now	was	Persia	the	capital?	C.	Yes.

T.	Well	.	.	.	no	.	.	.	not	exactly.	explain	yourself;	was	Persia	a	city?	C.	A	country.

T.	That	is	right;	well,	but	did	you	ever	hear	of	Susa?	Now,	why	did	they	speak	of	going	up
to	Persia?	C.	is	silent.

T.	Because	it	was	the	seat	of	government;	that	was	one	reason.	Persia	was	the	seat	of
government;	they	went	up	because	it	was	the	seat	of	government.	C.	Because	it	was	the
seat	of	government.

T.	Now	where	did	they	go	up	from?	C.	From	Greece.

T.	But	where	did	this	army	assemble?	whence	did	it	set	out?	C.	is	silent.

T.	It	is	mentioned	in	the	first	book;	where	did	the	troops	rendezvous?	C.	is	silent.

T.	Open	your	book;	now	turn	to	Book	I.,	chapter	ii.;	now	tell	me.	C.	Oh,	at	Sardis.

T.	Very	right:	at	Sardis;	now	where	was	Sardis?	C.	In	Asia	Minor?	.	.	.	no	it's	an	island	.	.	.
a	pause,	then	.	.	.	Sardinia.

T.	In	Asia,	Minor;	the	army	set	out	from	Asia	Minor,	and	went	on	towards	Persia;	and
therefore	it	is	said	to	go	upbecause	.	.	.	C.	is	silent.

T.	Because	.	.	.	Persia	C.	Because	Persia	.	.	.

T.	Of	course;	because	Persia	held	a	sovereignty	over	Asia	Minor.	C.	Yes.

T.	Now	do	you	know	how	and	when	Persia	came	to	conquer	and	gain	possession	of	Asia
Minor?	C.	is	silent.

T.	Was	Persia	in	possession	of	many	countries?	C.	is	silent.

T.	Was	Persia	at	the	head	of	an	empire?	C.	is	silent.

T.	Who	was	Xerxes?	C.	Oh,	Xerxes	.	.	.	yes	.	.	.	Xerxes;	he	invaded	Greece;	he	flogged	the
sea.

T.	Right;	he	flogged	the	sea:	what	sea?	C.	is	silent.

T.	Have	you	read	any	history	of	Persia?	.	.	.	what	history?	C.	Grote,	and	Mitford.
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T.	Well,	now,	Mr.	Brown,	you	can	name	some	other	reason	why	the	Greeks	spoke	of
going	up	to	Persia?	Do	we	talk	of	going	up	or	down	from	the	sea-coast?	C.	Up.

T.	That	is	right;	well,	going	from	Asia	Minor,	would	you	go	from	the	sea,	or	towards	it?
C.	From.

T.	What	countries	would	you	pass,	going	from	the	coast	of	Asia	Minor	to	Persia?	.	.	.
mention	any	of	them.	C.	is	silent.

T.	What	do	you	mean	by	Asia	Minor?	.	.	.	why	called	Minor?	.	.	.	how	does	it	lie?	C.	is
silent.

Etc.,	etc.

3

I	have	drawn	out	this	specimen	at	the	risk	of	wearying	the	reader;	but	I	have	wished	to
bring	out	clearly	what	it	really	is	which	an	Entrance	Examination	should	aim	at	and
require	in	its	students.	This	young	man	had	read	the	Anabasis,	and	had	some	general	idea
what	the	word	meant;	but	he	had	no	accurate	knowledge	how	the	word	came	to	have	its
meaning,	or	of	the	history	and	geography	implied	in	it.	This	being	the	case,	it	was	useless,
or	rather	hurtful,	for	a	boy	like	him	to	amuse	himself	with	running	through	Grote's	many
volumes,	or	to	cast	his	eye	over	Matthiæ's	minute	criticisms.	Indeed,	this	seems	to	have
been	Mr.	Brown's	stumbling-block;	he	began	by	saying	that	he	had	read	Demosthenes,
Virgil,	Juvenal,	and	I	do	not	know	how	many	other	authors.	Nothing	is	more	common	in
an	age	like	this,	when	books	abound,	than	to	fancy	that	the	gratification	of	a	love	of
reading	is	real	study.	Of	course	there	are	youths	who	shrink	even	from	story	books,	and
cannot	be	coaxed	into	getting	through	a	tale	of	romance.	Such	Mr.	Brown	was	not;	but
there	are	others,	and	I	suppose	he	was	in	their	number,	who	certainly	have	a	taste	for
reading,	but	in	whom	it	is	little	more	than	the	result	of	mental	restlessness	and	curiosity.
Such	minds	cannot	fix	their	gaze	on	one	object	for	two	seconds	together;	the	very	impulse
which	leads	them	to	read	at	all,	leads	them	to	read	on,	and	never	to	stay	or	hang	over	any
one	idea.	The	pleasurable	excitement	of	reading	what	is	new	is	their	motive	principle;	and
the	imagination	that	they	are	doing	something,	and	the	boyish	vanity	which	accompanies
it,	are	their	reward.	Such	youths	often	profess	to	like	po-
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etry,	or	to	like	history	or	biography;	they	are	fond	of	lectures	on	certain	of	the	physical
sciences;	or	they	may	possibly	have	a	real	and	true	taste	for	natural	history	or	other
cognate	subjects;and	so	far	they	may	be	regarded	with	satisfaction;	but	on	the	other	hand
they	profess	that	they	do	not	like	logic,	they	do	not	like	algebra,	they	have	no	taste	for
mathematics;	which	only	means	that	they	do	not	like	application,	they	do	not	like
attention,	they	shrink	from	the	effort	and	labour	of	thinking,	and	the	process	of	true
intellectual	gymnastics.	The	consequence	will	be	that,	when	they	grow	up,	they	may,	if	it
so	happen,	be	agreeable	in	conversation,	they	may	be	well	informed	in	this	or	that
department	of	knowledge,	they	may	be	what	is	called	literary;	but	they	will	have	no
consistency,	steadiness,	or	perseverance;	they	will	not	be	able	to	make	a	telling	speech,	or
to	write	a	good	letter,	or	to	fling	in	debate	a	smart	antagonist,	unless	so	far	as,	now	and
then,	mother-wit	supplies	a	sudden	capacity,	which	cannot	be	ordinarily	counted	on.
They	cannot	state	an	argument	or	a	question,	or	take	a	clear	survey	of	a	whole
transaction,	or	give	sensible	and	appropriate	advice	under	difficulties,	or	do	any	of	those
things	which	inspire	confidence	and	gain	influence,	which	raise	a	man	in	life,	and	make
him	useful	to	his	religion	or	his	country.

And	now,	having	instanced	what	I	mean	by	the	want	of	accuracy,	and	stated	the	results	in
which	I	think	it	issues,	I	proceed	to	sketch,	by	way	of	contrast,	an	examination	which
displays	a	student,	who,	whatever	may	be	his	proficiency,	at	least	knows	what	he	is
about,	and	has	tried	to	master	what	he	has	read.	I	am	far	from	saying	that	every	candidate
for	admission	must	come	up	to	its	standard:

T.	I	think	you	have	named	Cicero's	Letters	ad	Familiares,	Mr.	Black?	Open,	if	you	please,
at	Book	xi.,	Epistle	29,	and	begin	reading.

C.	reads.	Cicero	Appio	salutem.	Dubitanti	mihi	(quod	scit	Atticus	noster),	de	hoc	toto
consilio	profectionis,	quod	in	utramque	partem	in	mentem	multa	veniebant,	magnum
pondus	accessit	ad	tollendam	dubitationem,	judicium	et	consilium	tuum.	Nam	et	scripsisti
aperte,	quid	tibi	videretur;	et	Atticus	ad	me	sermonem	tuum	pertulit.	Semper	judicavi,	in
te,	et	in	capiendo	consilio	prudentiam	summam	esse,	et	in	dando	fidem;	maxime-
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que	sum	expertus,	cùm,	initio	civilis	belli,	per	literas	te	consuluissem	quid	mihi
faciendum	esse	censeres;	eundumne	ad	Pompeium	an	manendum	in	Italiâ.

T.	Very	well,	stop	there;	Now	construe.	C.	Cicero	Appio	salutem	.	.	.	Cicero	greets
Appius.

T.	"Greets	Appius."	True;	but	it	sounds	stiff	in	English,	doesn't	it?	What	is	the	real	English
of	it?	C.	"My	dear	Appius?"	.	.	.

T.	That	will	do;	go	on.	C.	Dubitanti	mihi,	quod	scit	Atticus	noster,	While	I	was	hesitating,
as	our	friend	Atticus	knows	.	.	.

T.	That	is	right.	C.	De	hoc	toto	consilio	profectionis,	about	the	whole	plan.	.	.	.	entire
project	.	.	.	de	hoc	toto	consilio	profectionis	.	.	.	on	the	subject	of	my	proposed
journey	.	.	.	on	my	proposed	journey	altogether.

T.	Never	mind;	go	on;	any	of	them	will	do.	C.	Quod	in	utramque	partem	in	mentem	multa
veniebant,	inasmuch	as	many	considerations	both	for	and	against	it	came	into	my	mind,
magnum	pondus	accessit	ad	tollendam	dubitationem,	it	came	with	great	force	to	remove
my	hesitation.

T.	What	do	you	mean	by	"accessit"?	C.	It	means	it	contributed	to	turn	the	scale;	accessit,
it	was	an	addition	to	one	side.

T.	Well,	it	may	mean	so,	but	the	words	run,	ad	tollendam	dubitationem.	C.	It	was	a
great	.	.	.	it	was	a	powerful	help	to-wards	removing	my	hesitation	.	.	.	no	.	.	.	this	was	a
powerful	help,	viz.,	your	judgment	and	advice.

T.	Well,	what	is	the	construction	of	"pondus"	and	"judicium"?	C.	Your	advice	came	as	a
great	weight.

T.	Very	well,	go	on.	C.	Nam	et	scripsisti	aperte	quid	tibi	videretur;	for	you	distinctly	wrote
your	opinion.

T.	Now,	what	is	the	force	of	"nam"?	C.	pauses;	then,	It	refers	to	"accessit"	.	.	.	it	is	an
explanation	of	the	fact,	that	Appius's	opinion	was	a	help.

T.	"Et";	you	omitted	"et"	.	.	.	"et	scripsisti."	C.	It	is	one	of	two	''ets";	et	scripsisti,	et	Atticus.

T.	Well,	but	why	don't	you	construe	it?	C.	Et	scripsisti,	you	both	distinctly	.	.	.

T.	No;	tell	me,	why	did	you	leave	it	out?	had	you	a	reason?	C.	I	thought	it	was	only	the
Latin	style,	to	dress	the	sentence,	to	make	it	antithetical;	and	was	not	English.
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T.	Very	good,	still,	you	can	express	it;	try.	C.	Also,	with	the	second	clause?

T.	That	is	right,	go	on.	C.	Nam	et,	for	you	distinctly	stated	in	writing	your	opinion,	et
Atticus	ad	me	sermonem	tuum	pertulit,	and	Atticus	too	sent	me	word	of	what	you	said,	of
what	you	said	to	him	in	conversation.

T.	"Pertulit."	C.	It	means	that	Atticus	conveyed	on	to	Cicero	the	conversation	he	had	with
Appius.

T.	Who	was	Atticus?	C.	is	silent.

T.	Who	was	Atticus?	C.	I	didn't	think	it	came	into	the	examination	.	.	.

T.	Well,	I	didn't	say	it	did:	but	still	you	can	tell	me	who	Atticus	was.	C.	A	great	friend	of
Cicero's.

T.	Did	he	take	much	part	in	politics?	C.	No.

T.	What	were	his	opinions?	C.	He	was	an	Epicurean.

T.	What	was	an	Epicurean?	C.	is	silent,	then,	Epicureans	lived	for	themselves.

T.	You	are	answering	very	well,	sir;	proceed.	C.	Semper	judicavi,	I	have	ever	considered,
in	te,	et	in	capiendo	consilio	prudentiam	summam	esse,	et	in	dando	fidem;	that	your
wisdom	was	of	the	highest	order	.	.	.	that	you	had	the	greatest	wisdom	.	.	.	that	nothing
could	exceed	the	wisdom	of	your	resolves,	or	the	honesty	of	your	advice.

T.	"Fidem."	C.	It	means	faithfulness	to	the	person	asking.	.	.	maximeque	sum	expertus,
and	I	had	a	great	proof	of	it.	.	.	.

T.	Great;	why	don't	you	say	greatest?	"maxime"	is	superlative.	C.	The	Latins	use	the
superlative,	when	they	only	mean	the	positive.

T.	You	mean,	when	English	uses	the	positive;	can	you	give	me	an	instance	of	what	you
mean?	C.	Cicero	always	speaks	of	others	as	amplissimi,	optimi,	doctissimi,	clarissimi.

T.	Do	they	ever	use	the	comparative	for	the	positive?	C.	thinks,	then,	Certior	factus	sum.

T.	Well,	perhaps;	however,	here,	"maxime"	may	mean	special,	may	it	not?	C.	And	I	had	a
special	proof	of	it,	cùm,	initio	civilis	belli,	per	literas	te	consuluissem,	when,	on	the
commencement	of	the	civil	war,	I	had	written	to	ask	your	advice,	quid	mihi	faciendum
esse	censeres,	what	you	thought	I	ought	to	do,	eundumne
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ad	Pompeium,	an	manendum	in	Italiâ,	to	go	to	Pompey,	or	to	remain	in	Italy.

T.	Very	well,	now	stop.	Dubitanti	mihi,	quod	scit	Atticus	noster.	You	construed	quod,	as.
C.	I.	meant	the	relative	as.

T.	Is	as	a	relative?	C.	As	is	used	in	English	for	the	relative,	as	when	we	say	such	as	for
those	who.

T.	Well,	but	why	do	you	use	it	here?	What	is	the	antecedent	to	"quod"?	C.	The	sentence
Dubitanti	mihi,	etc.

T.	Still,	construe	"quod"	literally.	C.	A	thing	which.

T.	Where	is	a	thing?	C.	It	is	understood.

T.	Well,	but	put	it	in.	C.	Illud	quod.

T.	Is	that	right?	what	is	the	common	phrase?	C.	is	silent.

T.	Did	you	ever	see	"illud	quod"	in	that	position?	is	it	the	phrase?	C.	is	silent.

T.	It	is	commonly	"id	quod,"	isn't	it?	id	quod.	C.	Oh,	I	recollect,	id	quod.

T.	Well,	which	is	more	common,	"quod,"	or	"id	quod,"	when	the	sentence	is	the
antecedent?	C.	I	think	"id	quod."

T.	At	least	it	is	far	more	distinct;	yes,	I	think	it	is	more	common.	What	could	you	put
instead	of	it?	C.	Quod	quidem.

T.	Now,	dubitanti	mibi;	what	is	"mibi"	governed	by?	C.	Accessit.

T.	No,	hardly.	C.	is	silent.

T.	Does	"accessit"	govern	the	dative?	C.	I	thought	it	did.

T.	Well,	it	may;	but	would	Cicero	use	the	dative	after	it?	what	is	the	more	common
practice	with	words	of	motion?	Do	you	say,	Venit	mihi,	he	came	to	me?	C.	No,	Venit	ad
me;I	recollect.

T.	That	is	right;	venit	ad	me.	Now,	for	instance,	"incumbo:"	what	case	does	"incumbo"
govern?	C.	Incumbite	remis?

T.	Where	is	that?	in	Cicero?	C.	No,	in	Virgil.	Cicero	uses	"in";	I	recollect,	incumbere	in
opus	.	.	.	ad	opus.

T.	Well,	then,	is	this	"mihi"	governed	by	"accessit"?	what	comes	after	accessit?	C.	I	see;	it
is,	accessit	ad	tollendam	dubitationem.



T.	That	is	right;	but	then,	what	after	all	do	you	do	with	"mihi"?	how	is	it	governed?	C.	is
silent.

T.	How	is	"mihi"	governed,	if	it	does	not	come	after	"accessit"?	C.	pauses,	then,
"Mihi"	.	.	.	''mihi"	is	often	used	so;	and
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"tibi"	and	"sibi":	I	mean	suo	sibi	gladio	hunc	jugulo".	.	.	.	"venit	mihi	in	mentem";	that	is,
it	came	into	my	mind;	and	so,	''accessit	mihi	ad	tollendam,"	etc.

T.	That	is	very	right.	C.	I	recollect	somewhere	in	Horace,	vellunt	tibi	barbam.

Etc.,	etc.

4

And	now,	my	patient	reader,	I	suspect	you	have	had	enough	of	me	on	this	subject;	and
the	best	I	can	expect	from	you	is,	that	you	will	say:	"His	first	pages	had	some	amusement
in	them,	but	he	is	dullish	towards	the	end."	Perhaps	so;	but	then	you	must	kindly	bear	in
mind	that	the	latter	part	is	about	a	steady	careful	youth,	and	the	earlier	part	is	not;	and	that
goodness,	exactness,	and	diligence,	and	the	correct	and	the	unexceptionable,	though
vastly	more	desirable	than	their	contraries	in	fact,	are	not	near	so	entertaining	in	fiction.

§2
Composition

1

I	am	able	to	present	the	reader	by	anticipation	with	the	correspondence	which	will	pass
between	Mr.	Brown's	father	and	Mr.	White,	the	tutor,	on	the	subject	of	Mr.	Brown's
examination	for	entrance	at	the	University.	And,	in	doing	so,	let	me	state	the	reason	why	I
dwell	on	what	many	will	think	an	extreme	case,	or	even	a	caricature.	I	do	so,	because
what	may	be	called	exaggeration	is	often	the	best	means	of	bringing	out	certain	faults	of
the	mind	which	do	indeed	exist	commonly,	if	not	in	that	degree.	If	a	master	in	carriage
and	deportment	wishes	to	carry	home	to	one	of	his	boys	that	he	slouches,	he	will
caricature	the	boy	himself,	by	way	of	impressing	on	the	boy's	intellect	a	sort	of	abstract
and	typical	representation	of	the	ungraceful	habit	which	he	wishes	corrected.	When	we
once	have	the	simple	and	perfect	ideas	of	things	in	our	minds,	we	refer	the	particular	and
partial	manifestations	of	them	to	these	types;	we	recognize	what	they	are,	good	or	bad,
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as	we	never	did	before,	and	we	have	a	guide	set	up	within	us	to	direct	our	course	by.	So
it	is	with	principles	of	taste,	good	breeding,	or	of	conventional	fashion;	so	it	is	in	the	fine
arts,	in	painting,	or	in	music.	We	cannot	even	understand	the	criticism	passed	on	these
subjects	until	we	have	set	up	for	ourselves	the	ideal	standard	of	what	is	admirable	and
what	is	absurd.

So	is	it	with	the	cultivation	and	discipline	of	the	mind,	as	it	should	be	conducted	at
College	and	University,	and	as	it	manifests	itself	afterwards	in	life.	Clearness	of	head,
accuracy,	scholar-like	precision,	method,	and	the	like,	are	ideas	obvious	to	point	out,	and
easy	to	grasp;	yet	they	do	not	suggest	themselves	to	youths	at	once,	and	have	to	be	urged
and	inflicted	upon	them.	And	this	is	done	best	by	a	caricature	of	their	opposites.

And,	as	I	am	now	going	to	continue	the	caricature	by	bringing	in	Mr.	Brown's	father	as
well	as	himself,	I	have	to	make	a	fresh	explanation,	lest	I	should	seem	to	imply	there	are
fathers	altogether	such	as	he	will	prove	to	be.	I	do	not	mean	to	say	there	are;	yet	it	may
easily	happen	that	many	excellent	fathers,	many	even	able	and	thoughtful	men,	may	be
found,	who	in	a	certain	measure	are	under	the	bias	of	that	error	of	which	Mr.	Brown
senior	is	the	typical	instance,	and	who	may	be	led	possibly	to	reconsider	some	of	their
views,	and	in	a	measure	to	modify	them,	if	they	are	confronted	with	an	exhibition	of
them	in	their	full	dimensions;and	that,	in	consequence	of	their	being	forced	to	master	the
typical	representation,	though	the	error	is	never	found	thus	pure	and	complete	in	fact,	but
only	in	degrees	and	portions,	so	that,	when	represented	pure,	it	is	called,	and	may	fairly
be	called,	a	caricature.	With	this	explanation	of	my	meaning,	and	this	apology	in
anticipation,	I	hope	to	be	able	without	misconstruction	to	put	before	the	reader	the
correspondence	of	which	I	have	spoken.

2

Mr.	Brown,	jun.,	to	his	father

"MY	DEAR	FATHER,

"It	seems	odd	I	never	was	in	Dublin	before,	though	we	have	been	now	some	time	in
Ireland.	Well,	I	find	it	a	handsomer	place
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than	I	thought	forreally	a	respectable	town.	But	it	is	sadly	behind	the	world	in	many
things.	Think	of	its	having	no	Social	Science,	not	even	a	National	Gallery	or	British
Museum!	nor	have	they	any	high	art	here:	some	good	public	buildings,	but	very	pagan.
The	bay	is	a	fine	thing.

"I	called	with	your	letter	on	Mr.	Black,	who	introduced	me	to	the	professors,	some	of
whom,	judging	by	their	skulls,	are	clever	men.

"There	is	a	lot	here	for	examination,	and	an	Exhibition	is	to	be	given	to	the	best.	I	should
like	to	get	it.	Young	Black,you	saw	him	once,is	one	of	them;	I	knew	him	at	school;	he	is	a
large	fellow	now,	though	younger	than	I	am.	If	he	be	the	best	of	them,	I	shall	not	be
much	afraid.

"Wellin	I	went	yesterday,	and	was	examined.	It	was	such	a	queer	concern.	One	of	the
junior	Tutors	had	me	up,	and	he	must	be	a	new	hand,	he	was	so	uneasy.	He	gave	me	the
slowest	examination!	I	don't	know	to	this	minute	what	he	was	at.	He	first	said	a	word	or
two,	and	then	was	silent.	He	then	asked	me	why	we	came	up	to	Dublin,	and	did	not	go
down;	and	put	some	absurd	little	questions	about	 .	I	was	tolerably	satisfied	with
myself,	but	he	gave	me	no	opportunity	to	show	off.	He	asked	me	literally	nothing;	he	did
not	even	give	me	a	passage	to	construe	for	a	long	time,	and	then	gave	me	nothing	more
than	two	or	three	easy	sentences.	And	he	kept	playing	with	his	paper	knife,	and	saying:
'How	are	you	now,	Mr.	Brown?	don't	be	alarmed,	Mr.	Brown;	take	your	time,	Mr.	Brown;
you	know	very	well,	Mr.	Brown;'	so	that	I	could	hardly	help	laughing.	I	never	was	less
afraid	in	my	life.	It	would	be	wonderful	if	such	an	examination	could	put	me	out	of
countenance.

"There's	a	lot	of	things	which	I	know	very	well,	which	the	Examiner	said	not	a	word
about.	Indeed,	I	think	I	have	been	getting	up	a	great	many	things	for	nothing;provoking
enough.	I	had	read	a	good	deal	of	Grote;	but	though	I	told	him	so,	he	did	not	ask	me	one
question	in	it;	and	there's	Whewell,	Macaulay,	and	Schlegel,	all	thrown	away.

He	has	not	said	a	word	yet	where	I	am	to	be	lodged.	He	looked	quite	confused	when	I
asked	him.	He	is,	I	suspect	a	character.

"Your	dutiful	son,	etc.,

"ROBERT."
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Mr.	White	to	Mr.	Brown,	sen.

"MY	DEAR	SIR,

"I	have	to	acknowledge	the	kind	letter	you	sent	me	by	your	son,	and	I	am	much	pleased
to	find	the	confidence	you	express	in	us.	Your	son	seems	an	amiable	young	man,	of
studious	habits,	and	there	is	every	hope,	when	he	joins	us,	of	his	passing	his	academical
career	with	respectability,	and	his	examination	with	credit.	This	is	what	I	should	have
expected	from	his	telling	me	that	he	had	been	educated	at	home	under	your	own	paternal
eye;	indeed,	if	I	do	not	mistake,	you	have	undertaken	the	interesting	office	of	instructor
yourself.

I	hardly	know	what	best	to	recommend	to	him	at	the	moment:	his	reading	has	been
desultory;	he	knows	something	about	a	great	many	things,	of	which	youths	of	his	age
commonly	know	nothing.	Of	course	we	could	take	him	into	residence	now,	if	you	urge	it;
but	my	advice	is	that	he	should	first	direct	his	efforts	to	distinct	preparation	for	our
examination,	and	to	study	its	particular	character.	Our	rule	is	to	recommend	youths	to	do
a	little	well,	instead	of	throwing	themselves	upon	a	large	field	of	study.	I	conceive	it	to	be
your	son's	fault	of	mind	not	to	see	exactly	the	point	of	things,	nor	to	be	so	well	grounded
as	he	might	be.	Young	men	are	indeed	always	wanting	in	accuracy;	this	kind	of
deficiency	is	not	peculiar	to	him,	and	he	will	doubtless	soon	overcome	it	when	he	sets
about	it.

On	the	whole,	then,	if	you	will	kindly	send	him	up	six	months	hence	he	will	be	more	able
to	profit	by	our	lectures.	I	will	tell	him	what	to	read	in	the	meanwhile.	Did	it	depend	on
me,	I	should	send	him	for	that	time	to	a	good	school	or	college,	or	I	could	find	you	a
private	Tutor	for	him.

I	am,	etc."

Mr.	Brown,	sen.,	to	Mr.	White

"SIR,

"Your	letter,	which	I	have	received	by	this	morning's	post,	is	gratifying	to	a	parent's
feelings,	so	far	as	it	bears	witness	to	the	impression	which	my	son's	amiableness	and
steadiness	have	made	on	you.	He	is	indeed	a	most	exemplary	lad:	fathers	are	partial,
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and	their	word	about	their	children	is	commonly	not	to	be	taken;	but	I	flatter	myself	that
the	present	case	is	an	exception	to	the	rule;	for,	if	ever	there	was	a	well-conducted	youth,
it	is	my	dear	son.	He	is	certainly	very	clever;	and	a	closer	student,	and,	for	his	age,	of
more	extensive	reading	and	sounder	judgment,	does	not	exist.

"With	this	conviction,	you	will	excuse	me	if	I	say	that	there	were	portions	of	your	letter
which	I	could	not	reconcile	with	that	part	of	it	to	which	I	have	been	alluding.	You	say	he
is	'a	young	man	of	studious	habits,'	having	'every	hope	of	passing	his	academical	career
with	respectability,	and	his	examination	with	credit;'	you	allow	that	'he	knows	something
about	a	great	many	things,	of	which	youths	of	his	age	commonly	know	nothing:'	no
common	commendation,	I	consider;	yet,	in	spite	of	this,	you	recommend,	though	you	do
not	exact,	as	a	complete	disarrangement	of	my	plans	(for	I	do	not	know	how	long	my
duties	will	keep	me	in	Ireland),	a	postponement	of	his	coming	into	residence	for	six
months.

"Will	you	allow	me	to	suggest	an	explanation	of	this	inconsistency?	It	is	found	in	your
confession	that	the	examination	is	of	a	'particular	character.'	Of	course	it	is	very	right	in
the	governors	of	a	great	Institution	to	be	'particular,'	and	it	is	not	for	me	to	argue	with
them.	Nevertheless,	I	cannot	help	saying,	that	at	this	day	nothing	is	so	much	wanted	in
education	as	general	knowledge.	This	alone	will	fit	a	youth	for	the	world.	In	a	less
stirring	time,	it	may	be	well	enough	to	delay	in	particularities,	and	to	trifle	over	minutiæ;
but	the	world	will	not	stand	still	for	us,	and,	unless	we	are	up	to	its	requisitions,	we	shall
find	ourselves	thrown	out	of	the	contest.	A	man	must	have	something	in	him	now,	to
make	his	way;	and	the	sooner	we	understand	this,	the	better.

"It	mortified	me,	I	confess,	to	hear	from	my	son,	that	you	did	not	try	him	in	a	greater
number	of	subjects,	in	handling	which	he	would	probably	have	changed	your	opinion	of
him.	He	has	a	good	memory,	and	a	great	talent	for	history,	ancient	and	modern,	especially
constitutional	and	parliamentary;	another	favourite	study	with	him	is	the	philosophy	of
history.	He	has	read	Pritchard's	Physical	History,	Cardinal	Wiseman's	Lectures	on	Science,
Bacon's	Advancement	of	Learning,	Macaulay,	and	Hallam:
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I	never	met	with	a	faster	reader.	I	have	let	him	attend,	in	England,	some	of	the	most
talented	lecturers	in	chemistry,	geology,	and	comparative	anatomy,	and	he	sees	the
Quarterly	Reviews	and	the	best	Magazines,	as	a	matter	of	course.	Yet	on	these	matters	not
a	word	of	examination!

I	have	forgotten	to	mention,	he	has	a	very	pretty	idea	of	poetical	composition:	I	enclose	a
fragment	which	I	have	found	on	his	table,	as	well	as	one	of	his	prose	Essays.

"Allow	me,	as	a	warm	friend	of	your	undertaking,	to	suggest,	that	the	substance	of
knowledge	is	far	more	valuable	than	its	technicalities;	and	that	the	vigour	of	the	youthful
mind	is	but	wasted	on	barren	learning,	and	its	ardour	is	quenched	in	dry	disquisition.

"I	have	the	honour	to	be,	etc."

On	the	receipt	of	this	letter,	Mr.	White	will	find,	to	his	dissatisfaction,	that	he	has	not
advanced	one	hair's	breadth	in	bringing	home	to	Mr.	Brown's	father	the	real	state	of	the
case,	and	has	done	no	more	than	present	himself	as	a	mark	for	certain	commonplaces,
very	true,	but	very	inappropriate	to	the	matter	in	hand.	Filled	with	this	disappointing
thought,	for	a	while	he	will	not	inspect	the	enclosures	of	Mr.	Brown's	letter,	being	his
son's	attempts	at	composition.	At	length	he	opens	them,	and	reads	as	follows:

Mr.	Brown's	poetry

THE	TAKING	OF	SEBASTOPOL.*

Oh,	might	I	flee	to	Araby	the	blest,
The	world	forgetting,	but	its	gifts	possessed,
Where	fair-eyed	peace	holds	sway	from	shore	to	shore,
And	war's	shrill	clarion	frights	the	air	no	more.

Heard	ye	the	cloud-compelling	blast**	awake
The	slumbers	of	the	inhospitable	lake***

*	This	was	written	in	June,	1854,	before	the	siege	began.
**	Bombarding.
***	The	Black	Sea.
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Saw	ye	the	banner	in	its	pride	unfold
The	blush	of	crimson	and	the	blaze	of	gold?

Raglan	and	St.	Arnaud,	in	high	command,
Have	steamed	from	old	Byzantium's	hoary	strand;
The	famed	Cyanean	rocks	presaged	their	fight,
Twin	giants,	with	the	astonished	Muscovite.

So	the	loved	maid,	in	Syria's	balmy	noon,
Forebodes	the	coming	of	the	hot	simoon,
And	sighs	.	.	.	.	.
And	longs	.	.	.	.	.	.
And	dimly	traces	.	.	.	.	.

<><><><><><><><><><><><>

Mr.	Brown's	prose

"FORTES	FORTUNA	ADJUVAT."

"Of	all	the	uncertain	and	capricious	powers	which	rule	our	earthly	destiny,	fortune	is	the
chief.	Who	has	not	heard	of	the	poor	being	raised	up,	and	the	rich	being	laid	low?
Alexander	the	Great	said	he	envied	Diogenes	in	his	tub,	because	Diogenes	could	have
nothing	less.	We	need	not	go	far	for	an	instance	of	fortune.	Who	was	so	great	as
Nicholas,	the	Czar	of	all	the	Russias,	a	year	ago,	and	now	he	is	"fallen,	fallen	from	his
high	estate,	without	a	friend	to	grace	his	obsequies."*	The	Turks	are	the	finest	specimen
of	the	human	race,	yet	they,	too,	have	experienced	the	vicissitudes	of	fortune.	Horace	says
that	we	should	wrap	ourselves	in	our	virtue,	when	fortune	changes.	Napoleon,	too,
shows	us	how	little	we	can	rely	on	fortune;	but	his	faults,	great	as	they	were,	are	being
redeemed	by	his	nephew,	Louis	Napoleon,	who	has	shown	himself	very	different	from
what	we	expected,	though	he	has	never	explained	how	he	came	to	swear	to	the
Constitution,	and	then	mounted	the	imperial	throne.

"From	all	this	it	appears,	that	we	should	rely	on	fortune	only	while	it	remains,recollecting
the	words	of	the	thesis,	'Fortes	fortuna	adjuvat;'	and	that,	above	all,	we	should	ever
cultivate

*	Here	again	Mr.	Brown	prophesies.	He	wrote	in	June,	1854.
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those	virtues	which	will	never	fail	us,	and	which	are	a	sure	basis	of	respectability,	and
will	profit	us	here	and	hereafter."

On	reading	these	compositions	over,	Mr.	White	will	take	to	musing;	then	he	will	reflect
that	he	may	as	well	spare	himself	the	trouble	of	arguing	with	a	correspondent,	whose
principle	and	standard	of	judgment	is	so	different	from	his	own;	and	so	he	will	write	a
civil	letter	back	to	Mr.	Brown,	enclosing	the	two	papers.

3

Mr.	Brown,	however,	has	not	the	resignation	of	Mr.	White;	and,	on	his	Dublin	friend,	Mr.
Black,	paying	him	a	visit,	he	will	open	his	mind	to	him;	and	I	am	going	to	tell	the	reader
all	that	will	pass	between	the	two.

Mr.	Black	is	a	man	of	education	and	of	judgment.	He	knows	the	difference	between	show
and	substance;	he	is	penetrated	with	the	conviction	that	Rome	was	not	built	in	a	day,	that
buildings	will	not	stand	without	foundations,	and	that,	if	boys	are	to	be	taught	well,	they
must	be	taught	slowly,	and	step	by	step.	Moreover,	he	thinks	in	his	secret	heart	that	his
own	son	Harry,	whose	acquaintance	we	have	already	formed,	is	worth	a	dozen	young
Browns.	To	him,	then,	not	quite	an	impartial	judge,	Mr.	Brown	unbosoms	his
dissatisfaction,	presenting	to	him	his	son's	Theme	as	an	experimentum	crucis	between
him	and	Mr.	White.	Mr.	Black	reads	it	through	once,	and	then	a	second	time;	and	then	he
observes

"Well,	it	is	only	the	sort	of	thing	which	any	boy	would	write,	neither	better	nor	worse.	I
speak	candidly."

On	Mr.	Brown	expressing	disappointment,	inasmuch	as	the	said	Theme	is	not	the	sort	of
thing	which	any	boy	could	write,	Mr.	Black	continues

"There's	not	one	word	of	it	upon	the	thesis;	but	all	boys	write	in	this	way."

Mr.	Brown	directs	his	friend's	attention	to	the	knowledge	of	ancient	history	which	the
composition	displays,	of	Alexander	and	Diogenes;	of	the	history	of	Napoleon;	to	the
evident	interest	which	the	young	author	takes	in	contemporary	history,	and	his	prompt
application	of	passing	events	to	his	purpose;	moreover,	to
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the	apposite	quotations	from	Dryden,	and	the	reference	to	Horace;all	proofs	of	a	sharp	wit
and	a	literary	mind.

But	Mr.	Black	is	more	relentlessly	critical	than	the	occasion	needs,	and	more	pertinacious
than	any	father	can	comfortably	bear.	He	proceeds	to	break	the	butterfly	on	the	wheel	in
the	following	oration:

"Now	look	here,"	he	says,	"the	subject	is	'Fortes	fortuna	adjuvat';	now	this	is	a
proposition;	it	states	a	certain	general	principle,	and	this	is	just	what	an	ordinary	boy
would	be	sure	to	miss,	and	Robert	does	miss	it.	He	goes	off	at	once	on	the	word	'fortuna.'
'Fortuna'	was	not	his	subject;	the	thesis	was	intended	to	guide	him,	for	his	own	good;	he
refuses	to	be	put	into	leading	strings;	he	breaks	loose,	and	runs	off	in	his	own	fashion	on
the	broad	field	and	in	wild	chase	of	'fortune,'	instead	of	closing	with	a	subject,	which,	as
being	definite,	would	have	supported	him.

"It	would	have	been	very	cruel	to	have	told	a	boy	to	write	on	'fortune';	it	would	have
been	like	asking	him	his	opinion	'of	things	in	general.'	Fortune	is	'good,'	'bad,'
'capricious,'	'unexpected,'	ten	thousand	things	all	at	once	(you	see	them	all	in	the	Gradus),
and	one	of	them	as	much	as	the	other.	Ten	thousand	things	may	be	said	of	it:	give	me	one
of	them,	and	I	will	write	upon	it;	I	cannot	write	on	more	than	one;	Robert	prefers	to	write
upon	all.

"	'Fortune	favours	the	bold;'	here	is	a	very	definite	subject:	take	hold	of	it,	and	it	will
steady	and	lead	you	on:	you	will	know	in	what	direction	to	look.	Not	one	boy	in	a
hundred	does	avail	himself	of	this	assistance;	your	boy	is	not	solitary	in	his	inaccuracy;	all
boys	are	more	or	less	inaccurate,	because	they	are	boys;	boyishness	of	mind	means
inaccuracy.	Boys	cannot	deliver	a	message,	or	execute	an	order,	or	relate	an	occurrence,
without	a	blunder.	They	do	not	rouse	up	their	attention	and	reflect:	they	do	not	like	the
trouble	of	it:	they	cannot	look	at	anything	steadily;	and,	when	they	attempt	to	write,	off
they	go	in	a	rigmarole	of	words,	which	does	them	no	good,	and	never	would,	though
they	scribbled	themes	till	they	wrote	their	fingers	off.

"A	really	clever	youth,	especially	as	his	mind	opens,	is	impatient	of	this	defect	of	mind,
even	though,	as	being	a	youth,	he	be	partially	under	its	influence.	He	shrinks	from	a
vague	subject,	as	spontaneously	as	a	slovenly	mind	takes	to	it;	and	he	will	often
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show	at	disadvantage,	and	seem	ignorant	and	stupid,	from	seeing	more	and	knowing
more,	and	having	a	clearer	perception	of	things	than	another	has.	I	recollect	once	hearing
such	a	young	man,	in	the	course	of	an	examination,	asked	very	absurdly	what	'his
opinion'	was	of	Lord	Chatham.	Well,	this	was	like	asking	him	his	view	of	'things	in
general.'	The	poor	youth	stuck,	and	looked	like	a	fool,	though	it	was	not	he.	The
examiner,	blind	to	his	own	absurdity,	went	on	to	ask	him	'what	were	the	characteristics	of
English	history.'	Another	silence,	and	the	poor	fellow	seemed	to	lookers-on	to	be	done
for,	when	his	only	fault	was	that	he	had	better	sense	than	his	interrogator.

"When	I	hear	such	questions	put,	I	admire	the	tact	of	the	worthy	Milnwood	in	Old
Mortality,	when	in	a	similar	predicament.	Sergeant	Bothwell	broke	into	his	house	and
dining-room	in	the	king's	name,	and	asked	him	what	he	thought	of	the	murder	of	the
Archbishop	of	St.	Andrew's;	the	old	man	was	far	too	prudent	to	hazard	any	opinion	of	his
own,	even	on	a	precept	of	the	Decalogue,	when	a	trooper	called	for	it;	so	he	glanced	his
eye	down	the	Royal	Proclamation	in	the	Sergeant's	hand,	and	appropriated	its	sentiments
as	an	answer	to	the	question	before	him.	Thereby	he	was	enabled	to	pronounce	the	said
assassination	to	be	'savage,'	'treacherous,'	'diabolical,'	and	'contrary	to	the	king's	peace	and
the	security	of	the	subject;'	to	the	edification	of	all	present,	and	the	satisfaction	of	the
military	inquisitor.	It	was	in	some	such	way	my	young	friend	got	off.	His	guardian	angel
reminded	him	in	a	whisper	that	Mr.	Grey,	his	examiner,	had	himself	written	a	book	on
Lord	Chatham	and	his	times.	This	set	him	up	at	once;	he	drew	boldly	on	his	knowledge
of	his	man	for	the	political	views	advanced	in	it;	was	at	no	loss	for	definite	propositions
to	suit	his	purpose;	recovered	his	ground,	and	came	off	triumphantly."

Here	Mr.	Black	stops;	and	Mr.	Brown	takes	advantage	of	the	pause	to	insinuate	that	Mr.
Black	is	not	himself	a	disciple	of	his	own	philosophy,	having	travelled	some	way	from
his	subject;his	friend	stands	corrected,	and	retraces	his	steps.

"The	thesis,"	he	begins	again,	"is	'Fortune	favours	the	brave;'	Robert	has	gone	off	with	the
nominative	without	waiting	for	verb	and	accusative.	He	might	as	easily	have	gone	off
upon	'brave,'	or	upon	'favour,'	except	that	'fortune'	comes	first.	He
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does	not	merely	ramble	from	his	subject,	but	he	starts	from	a	false	point.	Nothing	could
go	right	after	this	beginning,	for	having	never	gone	off	his	subject	(as	I	did	off	mine),	he
never	could	come	back	to	it.	However,	at	least	he	might	have	kept	to	some	subject	or
other;	he	might	have	shown	some	exactness	or	consecutiveness	in	detail;	but	just	the
contrary;observe.	He	begins	by	calling	fortune	'a	power';	let	that	pass.	Next,	it	is	one	of	the
powers	'which	rule	our	earthly	destiny,'	that	is,	fortune	rules	destiny.	Why,	where	there	is
fortune,	there	is	no	destiny;	where	there	is	destiny,	there	is	no	fortune.	Next,	after	stating
generally	that	fortune	raises	or	depresses,	he	proceeds	to	exemplify:	there's	Alexander,	for
instance,	and	Diogenes,instances,	that	is,	of	what	fortune	did	not	do,	for	they	died,	as
they	lived	in	their	respective	states	of	life.	Then	comes	the	Emperor	Nicholas	hic	et	nunc;
with	the	Turks	on	the	other	hand,	place	and	time	and	case	not	stated.	Then	examples	are
dropped,	and	we	are	turned	over	to	poetry,	and	what	we	ought	to	do,	according	to
Horace,	when	fortune	changes.	Next,	we	are	brought	back	to	our	examples,	in	order	to
commence	a	series	of	rambles,	beginning	with	Napoleon	the	First.	Apropos	of	Napoleon
the	First	comes	in	Napoleon	the	Third;	this	leads	us	to	observe	that	the	latter	has	acted
'very	differently	from	what	we	expected;'	and	this	again	to	the	further	remark,	that	no
explanation	has	yet	been	given	of	his	getting	rid	of	the	Constitution.	He	then	ends	by
boldly	quoting	the	thesis,	in	proof	that	we	may	rely	on	fortune,	when	we	cannot	help	it;
and	by	giving	us	advice,	sound,	but	unexpected,	to	cultivate	virtue.''

"O!	Black,	it	is	quite	ludicrous"	.	.	.	breaks	in	Mr.	Brown;this	Mr.	Brown	must	be	a	very
good-tempered	man,	or	he	would	not	bear	so	much:this	is	my	remark,	not	Mr.	Black's,
who	will	not	be	interrupted,	but	only	raises	his	voice:	"Now,	I	know	how	this	Theme	was
written,"	he	says,	"first	one	sentence,	and	then	your	boy	sat	thinking,	and	devouring	the
end	of	his	pen;	presently	down	went	the	second,	and	so	on.	The	rule	is,	first	think,	and
then	write:	don't	write	when	you	have	nothing	to	say;	or,	if	you	do,	you	will	make	a	mess
of	it.	A	thoughtful	youth	may	deliver	himself	clumsily,	he	may	set	down	little;	but	depend
upon	it,	his	half	sentences	will	be	worth	more	than	the	folio	sheet	of	another	boy,	and	an
experienced	examiner	will	see	it.
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"Now,	I	will	prophesy	one	thing	of	Robert,	unless	this	fault	is	knocked	out	of	him,"
continues	merciless	Mr.	Black.	"When	he	grows	up,	and	has	to	make	a	speech,	or	write	a
letter	for	the	papers,	he	will	look	out	for	flowers,	full-blown	flowers,	figures,	smart
expressions,	trite	quotations,	hackneyed	beginnings	and	endings,	pompous
circumlocutions,	and	so	on:	but	the	meaning,	the	sense,	the	solid	sense,	the	foundation,
you	may	hunt	the	slipper	long	enough	before	you	catch	it."

"Well,"	says	Mr.	Brown,	a	little	chafed,	"you	are	a	great	deal	worse	than	Mr.	White;	you
have	missed	your	vocation:	you	ought	to	have	been	a	schoolmaster."	Yet	he	goes	home
somewhat	struck	by	what	his	friend	has	said,	and	turns	it	in	his	mind	for	some	time	to
come,	when	he	gets	there.	He	is	a	sensible	man	at	bottom,	as	well	as	good-tempered,	this
Mr.	Brown.

§3
Latin	Writing

1

Mr.	White,	the	Tutor,	is	more	and	more	pleased	with	young	Mr.	Black;	and,	when	the
latter	asks	him	for	some	hints	for	writing	Latin,	Mr.	White	takes	him	into	his	confidence
and	lends	him	a	number	of	his	own	papers.	Among	others	he	puts	the	following	into	Mr.
Black's	hands.

Mr.	White's	view	of	Latin	translation

"There	are	four	requisites	of	good	Composition,correctness	of	vocabulary,	or	diction,
syntax,	idiom,	and	elegance.	Of	these,	the	two	first	need	no	explanation,	and	are	likely	to
be	displayed	by	every	candidate.	The	last	is	desirable	indeed,	but	not	essential.	The	point
which	requires	especial	attention	is	idiomatic	propriety.

"By	idiom	is	meant	that	use	of	words	which	is	peculiar	to	a	particular	language.	Two
nations	may	have	corresponding	words	for	the	same	ideas,	yet	differ	altogether	in	their
mode	of	using	those	words.	For	instance,	'et'	means	'and,'	yet	it	does	not	always	admit	of
being	used	in	Latin,	where	'and'	is	used	in	English.
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'Faire'	may	be	French	for	'do';	yet	in	a	particular	phrase,	for	'How	do	you	do?'	'faire'	is	not
used,	but	'se	porter,'	viz.,	'Comment	vous	portez-vous?'	An	Englishman	or	a	Frenchman
would	be	almost	unintelligible	and	altogether	ridiculous	to	each	other,	who	used	the
French	or	English	words,	with	the	idioms	or	peculiar	uses	of	his	own	language.	Hence,
the	most	complete	and	exact	acquaintance	with	dictionary	and	grammar	will	utterly	fail	to
teach	a	student	to	write	or	compose.	Something	more	is	wanted,	viz.,	the	knowledge	of
the	use	of	words	and	constructions,	or	the	knowledge	of	idiom.

"Take	the	following	English	of	a	modern	writer:

"'This	is	a	serious	consideration:Among	men,	as	among	wild	beasts,	the	taste	of	blood
creates	the	appetite	for	it,	and	the	appetite	for	it	is	strengthened	by	indulgence.'

"Translate	it	word	for	word	literally	into	Latin,	thus:

"'Hæc	est	seria	consideratio.	Inter	homines,	ut	inter	feras,	gustus	sanguinis	creat	ejus
appetitum,	et	ejus	appetitus	indulgentiâ	roboratur.'

"Purer	Latin,	as	far	as	diction	is	concerned,	more	correct,	as	far	as	syntax,	cannot	be
desired.	Every	word	is	classical,	every	construction	grammatical:	yet	Latinity	it	simply	has
none.	From	beginning	to	end	it	follows	the	English	mode	of	speaking,	or	English	idiom,
not	the	Latin.

"In	proportion,	then,	as	a	candidate	advances	from	this	Anglicism	into	Latinity,	so	far
does	he	write	good	Latin.

"We	might	make	the	following	remarks	upon	the	above	literal	version.

"1.	'Consideratio'	is	not	'a	consideration;'	the	Latins,	having	no	article,	are	driven	to
expedients	to	supply	its	place,	e.g.,	quidam	is	sometimes	used	for	a.

"2.	'Consideratio'	is	not	'a	consideration,'	i.e.,	a	thing	considered,	or	a	subject;	but	the	act
of	considering.

"3.	It	must	never	be	forgotten,	that	such	words	as	'consideratio'	are	generally
metaphorical,	and	therefore	cannot	be	used	simply,	and	without	limitation	or	explanation,
in	the	English	sense,	according	to	which	the	mental	act	is	primarily	conveyed	by	the
word.	'Consideratio,'	it	is	true,	can	be	used	absolutely,	with	greater	propriety	than	most
words	of	the	kind;	but	if	we	take	a	parallel	case,	for	instance,	'agitatio,'	we	could	not	use	it
at	once
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in	the	mental	sense	for	'agitation,'	but	we	should	be	obliged	to	say	'agitatio	mentis,	animi'
etc.,	though	even	then	it	would	not	answer	to	'agitation.'

"4	'Inter	homines,	gustus,'	etc.	Here	the	English,	as	is	not	uncommon,	throws	two	ideas
together.	It	means,	first,	that	something	occurs	among	men,	and	occurs	among	wild
beasts,	and	that	it	is	the	same	thing	which	occurs	among	both;	and	secondly	that	this
something	is,	that	the	taste	of	blood	has	a	certain	particular	effect.	In	other	words,	it
means,	(1)	'this	occurs	among	beasts	and	men,'	(2)	viz.,	that	the	'taste	of	blood,'	etc.
Therefore,	'inter	homines,	etc.,	gustus	creat,	etc.,'	does	not	express	the	English	meaning,	it
only	translates	its	expression.

"5.	'Inter	homines'	is	not	the	Latin	phrase	for	'among.'	'Inter'	generally	involves	some
sense	of	division,	viz.,	interruption,	contrast,	rivalry,	etc.	Thus,	with	a	singular	noun,	'inter
coenam	*	hoc	accidit,'	i.e.,	this	interrupted	the	supper.	And	so	with	two	nouns,	'inter	me
et	Brundusium	Cæsar	est.'	And	so	with	a	plural	noun,	'hoc	inter	homines	ambigitur,'	i.e.,
man	with	man.	'Micat	inter	omnes	Julium	sidus,'	i.e.,	in	the	rivalry	of	star	against	star.
'Inter	tot	annos	unus	(vir)	inventus	est,'	i.e.,	though	all	those	years,	one	by	one,	put	in
their	claim,	yet	only	one	of	them	can	produce	a	man,	etc.	'Inter	se	diligunt,'	they	love	each
other.	On	the	contrary,	the	Latin	word	for	'among,'	simply	understood,	is	'in.'

6.	"As	a	general	rule,	indicatives	active	followed	by	accusatives,	are	foreign	to	the	main
structure	of	a	Latin	sentence.

"7.	'Et;'	here	two	clauses	are	connected,	having	different	subjects	or	nominatives;	in	the
former	'appetitus'	is	in	the	nominative,	and	in	the	latter	in	the	accusative.	It	is	usual	in
Latin	to	carry	on	the	same	subject,	in	connected	clauses.

"8.	'Et'	here	connects	two	distinct	clauses.	'Autem'	is	more	common.

"These	being	some	of	the	faults	of	the	literal	version,	I	transcribe	the	translations	sent	in
to	me	by	six	of	my	pupils	respectively,	who,	however	deficient	in	elegance	of
composition,	and	though	more	or	less	deficient	in	hitting	the	Latin	idiom,	yet	evidently
know	what	idiom	is.

"The	first	wrote:Videte	rem	graviorem;	quod	feris,	id	hominibus	quoque	accidit,sanguinis
sitim	semel	gustantibus	intus	concipi,	plenè	potantibus	maturari.
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"The	second	wrote:Res	seria	agitur;	nam	quod	in	feris,	illud	in	hominibus	quoque
cernitur,	sanguinis	appetitionem	et	suscitari	lambendo	et	epulando	inflammari.

"The	third:Ecce	res	summâ	consideratione	digna;	et	in	feris	et	in	hominibus,	sanguinis
semel	delibati	sitis	est,	sæpius	hausti	libido.

"The	fourth:Sollicitè	animadvertendum	est,	cum	in	feris	tum	in	hominibus	fieri,	ut	guttæ
pariant	appetitum	sanguinis,	frequentiores	potus	ingluviem.

"And	the	fifth:Perpende	sedulo,	gustum	sanguinis	tam	in	hominibus	quam	in	feris	primò
appetitionem	sui	tandem	cupidinem	inferre.

"And	the	sixth:Hoc	grave	est,	quod	hominibus	cum	feris	videmus	commune,	gustasse	est
appetere	sanguinem,	hausisse	in	deliciis	habere."

Mr.	Black,	junr.,	studies	this	paper,	and	considers	that	he	has	gained	something	from	it.
Accordingly,	when	he	sees	his	father,	he	mentions	to	him	Mr.	White,	his	kindness,	his
papers,	and	especially	the	above,	of	which	he	has	taken	a	copy.	His	father	begs	to	see	it;
and,	being	a	bit	of	a	critic,	forthwith	delivers	his	judgment	on	it,	and	condescends	to
praise	it;	but	he	says	that	it	fails	in	this,	viz.,	in	overlooking	the	subject	of	structure.	He
maintains	that	the	turning-point	of	good	or	bad	Latinity	is,	not	idiom,	as	Mr.	White	says,
but	structure.	Then	Mr.	Black,	the	father,	is	led	on	to	speak	of	himself,	and	of	his
youthful	studies;	and	he	ends	by	giving	Harry	a	history	of	his	own	search	after	the	knack
of	writing	Latin.	I	do	not	see	quite	how	this	is	to	the	point	of	Mr.	White's	paper,	which
cannot	be	said	to	contradict	Mr.	Black's	narrative;	but	for	this	very	reason,	I	may
consistently	quote	it,	for	from	a	different	point	of	view	it	may	throw	light	on	the	subject
treated	in	common	by	both	these	literary	authorities.

2

Old	Mr.	Black's	Confession	of	his	search	after	a	Latin	style

"The	attempts	and	the	failures	and	the	successes	of	those	who	have	gone	before,	my	dear
son,	are	the	direction-posts	of	those	who	come	after;	and,	as	I	am	only	speaking	to	you,	it
strikes	me
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that	I	may,	without	egotism	or	ostentation,	suggest	views	or	cautions,	which	might	indeed
be	useful	to	the	University	Student	generally,	by	a	relation	of	some	of	my	own
endeavours	to	improve	my	own	mind,	and	to	increase	my	own	knowledge	in	my	early
life.	I	am	no	great	admirer	of	self-taught	geniuses;	to	be	self-taught	is	a	misfortune,	except
in	the	case	of	those	extraordinary	minds,	to	whom	the	title	of	genius	justly	belongs;	for	in
most	cases,	to	be	self-taught	is	to	be	badly	grounded,	to	be	slovenly	finished,	and	to	be
preposterously	conceited.	Nor,	again,	was	that	misfortune	I	speak	of	really	mine;	but	I
have	been	left	at	times	just	so	much	to	myself,	as	to	make	it	possible	for	young	students
to	gain	hints	from	the	history	of	my	mind,	which	will	be	useful	to	themselves.	And	now
for	my	subject.

"At	school	I	was	reckoned	a	sharp	boy;	I	ran	through	its	classes	rapidly;	and	by	the	time	I
was	fifteen,	my	masters	had	nothing	more	to	teach	me,	and	did	not	know	what	to	do	with
me.	I	might	have	gone	to	a	public	school,	or	to	a	private	tutor	for	three	or	four	years;	but
there	were	reasons	against	either	plan,	and	at	the	unusual	age	I	speak	of,	with	some
inexact	acquaintance	with	Homer,	Sophocles,	Herodotus,	and	Xenophon,	Horace,	Virgil,
and	Cicero,	I	was	matriculated	at	the	University.	I	had	from	a	child	been	very	fond	of
composition,	verse	and	prose,	English	and	Latin,	and	took	especial	interest	in	the	subject
of	style;	and	one	of	the	wishes	nearest	my	heart	was	to	write	Latin	well.	I	had	some	idea
of	the	style	of	Addison,	Hume,	and	Johnson,	in	English;	but	I	had	no	idea	what	was
meant	by	good	Latin	style.	I	had	read	Cicero	without	learning	what	it	was;	the	books	said,
'This	is	neat	Ciceronian	language,'	'this	is	pure	and	elegant	Latinity,'	but	they	did	not	tell
me	why.	Some	persons	told	me	to	go	by	my	ear;	to	get	Cicero	by	heart;	and	then	I	should
know	how	to	turn	my	thoughts	and	marshal	my	words,	nay,	more,	where	to	put
subjunctive	moods	and	where	to	put	indicative.	In	consequence	I	had	a	vague,	unsatisfied
feeling	on	the	subject,	and	kept	grasping	shadows,	and	had	upon	me	something	of	the
unpleasant	sensation	of	a	bad	dream.

"When	I	was	sixteen,	I	fell	upon	an	article	in	the	Quarterly,	which	reviewed	a	Latin
history	of	(I	think)	the	Rebellion	of	1715;	perhaps	by	Dr.	Whitaker.	Years	afterwards	I
learned	that	the	critique	was	the	writing	of	a	celebrated	Oxford	scholar;	but
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at	the	time,	it	was	the	subject	itself,	not	the	writer,	that	took	hold	of	me.	I	read	it	carefully,
and	made	extracts	which,	I	believe,	I	have	to	this	day.	Had	I	known	more	of	Latin
writing,	it	would	have	been	of	real	use	to	me;	but	as	it	was	concerned	of	necessity	in
verbal	criticisms,	it	did	but	lead	me	deeper	into	the	mistake	to	which	I	had	already	been
introduced,that	Latinity	consisted	in	using	good	phrases.	Accordingly	I	began	noting
down,	and	using	in	my	exercises,	idiomatic	or	peculiar	expressions:	such	as	'oleum
perdidi,'	'haud	scio	an	non,'	'cogitanti	mihi,'	'verum	enimvero,'	'equidem,'	'dixerim,'	and
the	like;	and	I	made	a	great	point	of	putting	the	verb	at	the	end	of	the	sentence.	What	took
me	in	the	same	direction	was	Dumesnil's	Synonymes,	a	good	book,	but	one	which	does
not	even	profess	to	teach	Latin	writing.	I	was	aiming	to	be	an	architect	by	learning	to
make	bricks.

"Then	I	fell	in	with	the	Germania	and	Agricola	of	Tacitus,	and	was	very	much	taken	by
his	style.	Its	peculiarities	were	much	easier	to	understand,	and	to	copy,	than	Cicero's:
'decipit	exemplar	vitiis	imitabile;'	and	thus,	without	any	advance	whatever	in
understanding	the	genius	of	the	language,	or	the	construction	of	a	Latin	sentence,	I	added
to	my	fine	words	and	cut-and-dried	idioms,	phrases	smacking	of	Tacitus.	The	Dialogues
of	Erasmus,	which	I	studied,	carried	me	in	the	same	direction;	for	dialogues,	from	the
nature	of	the	case,	consist	of	words	and	clauses,	and	smart,	pregnant,	or	colloquial
expressions,	rather	than	of	sentences	with	an	adequate	structure."

Mr.	Black	takes	breath,	and	then	continues:

"The	labour,	then,	of	years	came	to	nothing,	and	when	I	was	twenty	I	knew	no	more	of
Latin	composition	than	I	had	known	at	fifteen.	It	was	then	that	circumstances	turned	my
attention	to	a	volume	of	Latin	Lectures,	which	had	been	published	by	the	accomplished
scholar	of	whose	critique	in	the	Quarterly	Review	I	have	already	spoken.	The	Lectures	in
question	had	been	delivered	terminally	while	he	held	the	Professorship	of	Poetry,	and
were	afterwards	collected	into	a	volume;	and	various	circumstances	combined	to	give
them	a	peculiar	character.	Delivered	one	by	one	at	intervals,	to	a	large,	cultivated,	and
critical	audience,	they	both	demanded	and	admitted	of	special	elaboration	of	the	style.	As
coming	from	a	person	of	his	high	reputation	for	Latinity,	they	were	displays	of	art;	and,	as
addressed	to	persons
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who	had	to	follow	ex	tempore	the	course	of	a	discussion	delivered	in	a	foreign	tongue,
they	needed	a	style	as	neat,	pointed,	lucid,	and	perspicuous	as	it	was	ornamental.
Moreover,	as	expressing	modern	ideas	in	an	ancient	language,	they	involved	a	new
development	and	application	of	its	powers.	The	result	of	these	united	conditions	was	a
style	less	simple,	less	natural	and	fresh,	than	Cicero's;	more	studied,	more	ambitious,
more	sparkling;	heaping	together	in	a	page	the	flowers	which	Cicero	scatters	over	a
treatise;	but	still	on	that	very	account	more	fitted	for	the	purpose	of	inflicting	upon	the
inquiring	student	what	Latinity	was.	Any	how,	such	was	its	effect	upon	me;	it	was	like	the
'Open	Sesame'	of	the	tale;	and	I	quickly	found	that	I	had	a	new	sense,	as	regards
composition,	that	I	understood	beyond	mistake	what	a	Latin	sentence	should	be,	and	saw
how	an	English	sentence	must	be	fused	and	remoulded	in	order	to	make	it	Latin.
Henceforth	Cicero,	as	an	artist,	had	a	meaning,	when	I	read	him,	which	he	never	had	had
to	me	before;	the	bad	dream	of	seeking	and	never	finding	was	over;	and,	whether	I	ever
wrote	Latin	or	not,	at	least	I	knew	what	good	Latin	was.

"I	had	now	learned	that	good	Latinity	lies	in	structure;	that	every	word	of	a	sentence	may
be	Latin,	yet	the	whole	sentence	remain	English;	and	that	dictionaries	do	not	teach
composition.	Exulting	in	my	discovery,	I	next	proceeded	to	analyze	and	to	throw	into	the
shape	of	science	that	idea	of	Latinity	to	which	I	had	attained.	Rules	and	remarks,	such	as
are	contained	in	works	on	composition,	had	not	led	me	to	master	the	idea;	and	now	that	I
really	had	gained	it,	it	led	me	to	form	from	it	rules	and	remarks	for	myself.	I	could	now
turn	Cicero	to	account,	and	I	proceeded	to	make	his	writings	the	materials	of	an
induction,	from	which	I	drew	out	and	threw	into	form	what	I	have	called	a	science	of
Latinity,with	its	principles	and	peculiarities,	their	connection	and	their	consequences,or	at
least	considerable	specimens	of	such	a	science,	the	like	of	which	I	have	not	happened	to
see	in	print.	Considering,	however,	how	much	has	been	done	for	scholarship	since	the
time	I	speak	of,	and	especially	how	many	German	books	have	been	translated,	I	doubt
not	I	should	now	find	my	own	poor	investigations	and	discoveries	anticipated	and
superseded	by	works	which	are	in	the	hands	of	every	school-boy.	At	the	same	time,	I	am
quite	sure	that	I	gained	a	very	great	deal	in
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the	way	of	precision	of	thought,	delicacy	of	judgment,	and	refinement	of	taste,	by	the
processes	of	induction	to	which	I	am	referring.	I	kept	blank	books,	in	which	every
peculiarity	in	every	sentence	of	Cicero	was	minutely	noted	down,	as	I	went	on	reading.
The	force	of	words,	their	combination	into	phrases,	their	collocationthe	carrying	on	of
one	subject	or	nominative	through	a	sentence,	the	breaking	up	of	a	sentence	into	clauses,
the	evasion	of	its	categorical	form,	the	resolution	of	abstract	nouns	into	verbs	and
participles;what	is	possible	in	Latin	composition	and	what	is	not,	how	to	compensate	for
want	of	brevity	by	elegance,	and	to	secure	perspicuity	by	the	use	of	figures,	these,	and	a
hundred	similar	points	of	art,	I	illustrated	with	a	diligence	which	even	bordered	on
subtlety.	Cicero	became	a	mere	magazine	of	instances,	and	the	main	use	of	the	river	was
to	feed	the	canal.	I	am	unable	to	say	whether	these	elaborate	inductions	would	profit	any
one	else,	but	I	have	a	vivid	recollection	of	the	great	utility	they	were	at	that	time	to	my
own	mind.

"The	general	subject	of	Latin	composition,	my	dear	son,	has	ever	interested	me	much,
and	you	see	only	one	point	in	it	has	made	me	speak	for	a	quarter	of	an	hour;	but	now	that
I	have	had	my	say	about	it,	what	is	its	upshot?	The	great	moral	I	would	impress	upon	you
is	this,	that	in	learning	to	write	Latin,	as	in	all	learning,	you	must	not	trust	to	books,	but
only	make	use	of	them;	not	hang	like	a	dead	weight	upon	your	teacher,	but	catch	some	of
his	life;	handle	what	is	given	you,	not	as	a	formula,	but	as	a	pattern	to	copy	and	as	a
capital	to	improve;	throw	your	heart	and	mind	into	what	you	are	about,	and	thus	unite	the
separate	advantages	of	being	tutored	and	of	being	self-taught,self-taught,	yet	without
oddities,	and	tutorized,	yet	without	conventionalities."

"Why,	my	dear	father,"	says	young	Mr.	Black,	"you	speak	like	a	book.	You	must	let	me
ask	you	to	write	down	for	me	what	you	have	been	giving	out	in	conversation."

I	have	had	the	advantage	of	the	written	copy.
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§4
General	Religious	Knowledge

1

It	has	been	the	custom	in	the	English	Universities	to	introduce	religious	instruction	into
the	School	of	Arts;	and	a	very	right	custom	it	is,	which	every	University	may	well	imitate.
I	have	certainly	felt	it	ought	to	have	a	place	in	that	School;	yet	the	subject	is	not	without
its	difficulty,	and	I	intend	to	say	a	few	words	upon	it	here.	That	place,	if	it	has	one,
should	of	course	be	determined	on	some	intelligible	principle,	which,	while	it	justifies	the
introduction	of	Religion	into	a	secular	Faculty,	will	preserve	it	from	becoming	an
intrusion,	by	fixing	the	conditions	under	which	it	is	to	be	admitted.	There	are	many	who
would	make	over	the	subject	of	Religion	to	the	theologian	exclusively;	there	are	others
who	allow	it	almost	unlimited	extension	in	the	province	of	Letters.	The	latter	of	these	two
classes,	if	not	large,	at	least	is	serious	and	earnest;	it	seems	to	consider	that	the	Classics
should	be	superseded	by	the	Scriptures	and	the	Fathers,	and	that	Theology	proper	should
be	taught	to	the	youthful	aspirant	for	University	honours.	I	am	not	here	concerned	with
opinions	of	this	character,	which	I	respect,	but	cannot	follow.	Nor	am	I	concerned	with
that	large	class,	on	the	other	hand,	who,	in	their	exclusion	of	Religion	from	the	lecture-
rooms	of	Philosophy	and	Letters	(or	of	Arts,	as	it	used	to	be	called),	are	actuated	by
scepticism	or	indifference;	but	there	are	other	persons,	much	to	be	consulted,	who	arrive
at	the	same	practical	conclusion	as	the	sceptic	and	unbeliever,	from	real	reverence	and
pure	zeal	for	the	interests	of	Theology,	which	they	consider	sure	to	suffer	from	the
superficial	treatment	of	lay-professors,	and	the	superficial	reception	of	young	minds,	as
soon	as,	and	in	whatever	degree,	it	is	associated	with	classical,	philosophical,	and
historical	studies;and	as	very	many	persons	of	great	consideration	seem	to	be	of	this
opinion,	I	will	set	down	the	reasons	why	I	follow	the	English	tradition	instead,	and	in
what	sense	I	follow	it.

I	might	appeal,	I	conceive,	to	authority	in	my	favour,	but	I	pass	it	over,	because	mere
authority,	however	sufficient	for	my
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own	guidance,	is	not	sufficient	for	the	definite	direction	of	those	who	have	to	carry	out
the	matter	of	it	in	practice.

2

In	the	first	place,	then,	it	is	congruous	certainly	that	youths	who	are	prepared	in	a
Catholic	University	for	the	general	duties	of	a	secular	life,	or	for	the	secular	professions,
should	not	leave	it	without	some	knowledge	of	their	religion;	and,	on	the	other	hand,	it
does,	in	matter	of	fact,	act	to	the	disadvantage	of	a	Christian	place	of	education,	in	the
world	and	in	the	judgment	of	men	of	the	world,	and	is	a	reproach	to	its	conductors,	and
even	a	scandal,	if	it	sends	out	its	pupils	accomplished	in	all	knowledge	except	Christian
knowledge;	and	hence,	even	though	it	were	impossible	to	rest	the	introduction	of
religious	teaching	into	the	secular	lecture-room	upon	any	logical	principle,	the	imperative
necessity	of	its	introduction	would	remain,	and	the	only	question	would	be,	what	matter
was	to	be	introduced,	and	how	much.

And	next,	considering	that,	as	the	mind	is	enlarged	and	cultivated	generally,	it	is	capable,
or	rather	is	desirous	and	has	need,	of	fuller	religious	information,	it	is	difficult	to
maintain	that	that	knowledge	of	Christianity	which	is	sufficient	for	entrance	at	the
University	is	all	that	is	incumbent	on	students	who	have	been	submitted	to	the	academical
course.	So	that	we	are	unavoidably	led	on	to	the	further	question,	viz.,	shall	we	sharpen
and	refine	the	youthful	intellect,	and	then	leave	it	to	exercise	its	new	powers	upon	the
most	sacred	of	subjects,	as	it	will,	and	with	the	chance	of	its	exercising	them	wrongly;	or
shall	we	proceed	to	feed	it	with	divine	truth,	as	it	gains	an	appetite	for	knowledge?

Religious	teaching,	then,	is	urged	upon	us	in	the	case	of	University	students,	first,	by	its
evident	propriety;	secondly,	by	the	force	of	public	opinion;	thirdly,	from	the	great
inconveniences	of	neglecting	it.	And,	if	the	subject	of	Religion	is	to	have	a	real	place	in
their	course	of	study,	it	must	enter	into	the	examinations	in	which	that	course	results;	for
nothing	will	be	found	to	impress	and	occupy	their	minds	but	such	matters	as	they	have	to
present	to	their	Examiners.

Such,	then,	are	the	considerations	which	actually	oblige	us	to,	introduce	the	subject	of
Religion	into	our	secular	schools,
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whether	it	be	logical	or	not	to	do	so;	but	next,	I	think	that	we	can	do	so	without	any
sacrifice	of	principle	or	of	consistency;	and	this,	I	trust,	will	appear,	if	I	proceed	to
explain	the	mode	which	I	should	propose	to	adopt	for	the	purpose:

I	would	treat	the	subject	of	Religion	in	the	School	of	Philosophy	and	Letters	simply	as	a
branch	of	knowledge.	If	the	University	student	is	bound	to	have	a	knowledge	of	History
generally,	he	is	bound	to	have	inclusively	a	knowledge	of	sacred	history	as	well	as
profane;	if	he	ought	to	be	well	instructed	in	Ancient	Literature,	Biblical	Literature	comes
under	that	general	description	as	well	as	Classical;	if	he	knows	the	Philosophy	of	men,	he
will	not	be	extravagating	from	his	general	subject,	if	he	cultivate	also	that	Philosophy
which	is	divine.	And	as	a	student	is	not	necessarily	superficial,	though	he	has	not	studied
all	the	classical	poets,	or	all	Aristotle's	philosophy,	so	he	need	not	be	dangerously
superficial,	if	he	has	but	a	parallel	knowledge	of	Religion.

3

However,	it	may	be	said	that	the	risk	of	theological	error	is	so	serious,	and	the	effects	of
theological	conceit	are	so	mischievous,	that	it	is	better	for	a	youth	to	know	nothing	of	the
sacred	subject,	than	to	have	a	slender	knowledge	which	he	can	use	freely	and	recklessly,
for	the	very	reason	that	it	is	slender.	And	here	we	have	the	maxim	in	corroboration:	''A
little	learning	is	a	dangerous	thing."

This	objection	is	of	too	anxious	a	character	to	be	disregarded.	I	should	answer	it	thus:In
the	first	place	it	is	obvious	to	remark	that	one	great	portion	of	the	knowledge	here
advocated	is,	as	I	have	just	said,	historical	knowledge,	which	has	little	or	nothing	to	do
with	doctrine.	If	a	Catholic	youth	mixes	with	educated	Protestants	of	his	own	age,	he	will
find	them	conversant	with	the	outlines	and	the	characteristics	of	sacred	and	ecclesiastical
history	as	well	as	profane:	it	is	desirable	that	he	should	be	on	a	par	with	them,	and	able	to
keep	up	a	conversation	with	them.	It	is	desirable,	if	he	has	left	our	University	with
honours	or	prizes,	that	he	should	know	as	well	as	they	about	the	great	primitive	divisions
of	Christianity,	its	polity,	its	luminaries,	its	acts,	and	its
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fortunes;	its	great	eras,	and	its	course	down	to	this	day.	He	should	have	some	idea	of	its
propagation,	and	of	the	order	in	which	the	nations,	which	have	submitted	to	it,	entered	its
pale;	and	of	the	list	of	its	Fathers,	and	of	its	writers	generally,	and	of	the	subjects	of	their
works.	He	should	know	who	St.	Justin	Martyr	was,	and	when	he	lived;	what	language	St.
Ephraim	wrote	in;	on	what	St.	Chrysostom's	literary	fame	is	founded;	who	was	Celsus,	or
Ammonius,	or	Porphyry,	or	Ulphilas,	or	Symmachus,	or	Theodoric.	Who	were	the
Nestorians;	what	was	the	religion	of	the.	barbarian	nations	who	took	possession	of	the
Roman	Empire:	who	was	Eutyches,	or	Berengarius,	who	the	Albigenses.	He	should	know
something	about	the	Benedictines,	Dominicans,	or	Franciscans,	about	the	Crusades,	and
the	chief	movers	in	them.	He	should	be	able	to	say	what	the	Holy	See	has	done	for
learning	and	science;	the	place	which	these	islands	hold	in	the	literary	history	of	the	dark
age;	what	part	the	Church	had,	and	how	her	highest	interests	fared,	in	the	revival	of
letters;	who	Bessarion	was,	or	Ximenes,	or	William	of	Wykeham,	or	Cardinal	Allen.	I	do
not	say	that	we	can	insure	all	this	knowledge	in	every	accomplished	student	who	goes
from	us,	but	at	least	we	can	admit	such	knowledge,	we	can	encourage	it,	in	our	lecture-
rooms	and	examination-halls.

And	so	in	like	manner,	as	regards	Biblical	knowledge,	it	is	desirable	that,	while	our
students	are	encouraged	to	pursue	the	history	of	classical	literature,	they	should	also	be
invited	to	acquaint	themselves	with	some	general	facts	about	the	canon	of	Holy	Scripture,
its	history,	the	Jewish	canon,	St.	Jerome,	the	Protestant	Bible;	again,	about	the	languages
of	Scripture,	the	contents	of	its	separate	books,	their	authors,	and	their	versions.	In	all
such	knowledge	I	conceive	no	great	harm	can	lie	in	being	superficial.

But	now	as	to	Theology	itself.	To	meet	the	apprehended	danger,	I	would	exclude	the
teaching	in	extenso	of	pure	dogma	from	the	secular	schools,	and	content	myself	with
enforcing	such	a	broad	knowledge	of	doctrinal	subjects	as	is	contained	in	the	catechisms
of	the	Church,	or	the	actual	writings	of	her	laity.	I	would	have	students	apply	their	minds
to	such	religious	topics	as	laymen	actually	do	treat,	and	are	thought	praiseworthy	in
treating.	Certainly	I	admit	that,	when	a	lawyer	or	physician,	or
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statesman,	or	merchant,	or	soldier	sets	about	discussing	theological	points,	he	is	likely	to
succeed	as	ill	as	an	ecclesiastic	who	meddles	with	law,	or	medicine,	or	the	exchange.	But	I
am	professing	to	contemplate	Christian	knowledge	in	what	may	be	called	its	secular
aspect,	as	it	is	practically	useful	in	the	intercourse	of	life	and	in	general	conversation;	and
I	would	encourage	it	so	far	as	it	bears	upon	the	history,	the	literature,	and	the	philosophy
of	Christianity.

It	is	to	be	considered	that	our	students	are	to	go	out	into	the	world,	and	a	world	not	of
professed	Catholics,	but	of	inveterate,	often	bitter,	commonly	contemptuous,	Protestants;
nay,	of	Protestants	who,	so	far	as	they	come	from	Protestant	Universities	and	public
schools,	do	know	their	own	system,	do	know,	in	proportion	to	their	general	attainments,
the	doctrines	and	arguments	of	Protestantism.	I	should	desire,	then,	to	encourage	in	our
students	an	intelligent	apprehension	of	the	relations,	as	I	may	call	them,	between	the
Church	and	Society	at	large;	for	instance,	the	difference	between	the	Church	and	a
religious	sect;	the	respective	prerogatives	of	the	Church	and	the	civil	power;	what	the
Church	claims	of	necessity,	what	it	cannot	dispense	with,	what	it	can;	what	it	can	grant,
what	it	cannot.	A	Catholic	hears	the	celibacy	of	the	clergy	discussed	in	general	society;	is
that	usage	a	matter	of	faith,	or	is	it	not	of	faith?	He	hears	the	Pope	accused	of	interfering
with	the	prerogatives	of	her	Majesty,	because	he	appoints	an	hierarchy.	What	is	he	to
answer?	What	principle	is	to	guide	him	in	the	remarks	which	he	cannot	escape	from	the
necessity	of	making?	He	fills	a	station	of	importance,	and	he	is	addressed	by	some	friend
who	has	political	reasons	for	wishing	to	know	what	is	the	difference	between	Canon	and
Civil	Law,	whether	the	Council	of	Trent	has	been	received	in	France,	whether	a	Priest
cannot	in	certain	cases	absolve	prospectively,	what	is	meant	by	his	intention,	what	by	the
opus	operatum;	whether,	and	in	what	sense,	we	consider	Protestants	to	be	heretics;
whether	any	one	can	be	saved	without	sacramental	confession;	whether	we	deny	the
reality	of	natural	virtue,	or	what	worth	we	assign	to	it?

Questions	may	be	multiplied	without	limit,	which	occur	in	conversation	between	friends,
in	social	intercourse,	or	in	the	business	of	life,	when	no	argument	is	needed,	no	subtle
and	delicate	disquisition,	but	a	few	direct	words	stating	the	fact,	and
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when	perhaps	a	few	words	may	even	hinder	most	serious	inconveniences	to	the	Catholic
body.	Half	the	controversies	which	go	on	in	the	world	arise	from	ignorance	of	the	facts	of
the	case;	half	the	prejudices	against	Catholicity	lie	in	the	misinformation	of	the	prejudiced
parties.	Candid	persons	are	set	right,	and	enemies	silenced,	by	the	mere	statement	of	what
it	is	that	we	believe.	It	will	not	answer	the	purpose	for	a	Catholic	to	say,	"I	leave	it	to
theologians,"	"I	will	ask	my	priest;"	but	it	will	commonly	give	him	a	triumph,	as	easy	as	it
is	complete,	if	he	can	then	and	there	lay	down	the	law.	I	say	"lay	down	the	law;"	for
remarkable	it	is	that	even	those	who	speak	against	Catholicism	like	to	hear	about	it,	and
will	excuse	its	advocate	from	alleging	arguments	if	he	can	gratify	their	curiosity	by	giving
them	information.	Generally	speaking,	however,	as	I	have	said,	what	is	given	as
information	will	really	be	an	argument	as	well	as	information.	I	recollect,	some	twenty-
five	years	ago,	three	friends	of	my	own,	as	they	then	were,	clergymen	of	the
Establishment,	making	a	tour	through	Ireland.	In	the	West	or	South	they	had	occasion	to
become	pedestrians	for	the	day;	and	they	took	a	boy	of	thirteen	to	be	their	guide.	They
amused	themselves	with	putting	questions	to	him	on	the	subject	of	his	religion;	and	one
of	them	confessed	to	me	on	his	return	that	that	poor	child	put	them	all	to	silence.	How?
Not,	of	course,	by	any	train	of	arguments,	or	refined	theological	disquisition,	but	merely
by	knowing	and	understanding	the	answers	in	his	catechism.

4

Nor	will	argument	itself	be	out	of	place	in	the	hands	of	laymen	mixing	with	the	world.	As
secular	power,	influence,	or	resources	are	never	more	suitably	placed	than	when	they	are
in	the	hands	of	Catholics,	so	secular	knowledge	and	secular	gifts	are	then	best	employed
when	they	minister	to	Divine	Revelation.	Theologians	inculcate	the	matter,	and	determine
the	details	of	that	Revelation;	they	view	it	from	within;	philosophers	view	it	from	without,
and	this	external	view	may	be	called	the	Philosophy	of	Religion,	and	the	office	of
delineating	it	externally	is	most	gracefully	performed	by	laymen.	In	the	first	age	laymen
were	most	commonly	the	Apologists.	Such	were	Justin,	Tatian,	Athenagoras,	Aristides,
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Hermias,	Minucius	Felix,	Arnobius,	and	Lactantius.	In	like	manner	in	this	age	some	of	the
most	prominent	defences	of	the	Church	are	from	laymen:	as	De	Maistre,	Chateaubriand,
Nicolas,	Montalembert,	and	others.	If	laymen	may	write,	lay	students	may	read;	they
surely	may	read	what	their	fathers	may	have	written.	They	might	surely	study	other	works
too,	ancient	and	modern,	written	whether	by	ecclesiastics	or	laymen,	which,	although	they
do	contain	theology,	nevertheless,	in	their	structure	and	drift,	are	polemical.	Such	is
Origen's	great	work	against	Celsus;	and	Tertullian's	Apology;	such	some	of	the
controversial	treatises	of	Eusebius	and	Theodoret;	or	St.	Augustine's	City	of	God;	or	the
tract	of	Vincentius	Lirinensis.	And	I	confess	that	I	should	not	even	object	to	portions	of
Bellarmine's	Controversies,	or	to	the	work	of	Suarez	on	laws,	or	to	Melchior	Canus's
treatises	on	the	Loci	Theologici.	On	these	questions	in	detail,	however,which	are,	I	readily
acknowledge,	very	delicate,opinions	may	differ,	even	where	the	general	principle	is
admitted;	but,	even	if	we	confine	ourselves	strictly	to	the	Philosophy,	that	is,	the	external
contemplation,	of	Religion,	we	shall	have	a	range	of	reading	sufficiently	wide,	and	as
valuable	in	its	practical	application	as	it	is	liberal	in	its	character.	In	it	will	be	included
what	are	commonly	called	the	Evidences;	and	what	is	a	subject	of	special	interest	at	this
day,	the	Notes	of	the	Church.

But	I	have	said	enough	in	general	illustration	of	the	rule	which	I	am	recommending.	One
more	remark	I	make,	though	it	is	implied	in	what	I	have	been	saying:Whatever	students
read	in	the	province	of	Religion,	they	read,	and	would	read	from	the	very	nature	of	the
case,	under	the	superintendence,	and	with	the	explanations,	of	those	who	are	older	and
more	experienced	than	themselves.
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V
A	Form	of	Infidelity	of	the	Day

§1
Its	Sentiments

1

Though	it	cannot	be	denied	that	at	the	present	day,	in	consequence	of	the	close
juxtaposition	and	intercourse	of	men	of	all	religions,	there	is	a	considerable	danger	of	the
subtle,	silent,	unconscious	perversion	and	corruption	of	Catholic	intellects,	who	as	yet
profess,	and	sincerely	profess,	their	submission	to	the	authority	of	Revelation,	still	that
danger	is	far	inferior	to	what	it	was	in	one	portion	of	the	middle	ages.	Nay,	contrasting
the	two	periods	together,	we	may	even	say,	that	in	this	very	point	they	differ,	that,	in	the
medieval,	since	Catholicism	was	then	the	sole	religion	recognized	in	Christendom,
unbelief	necessarily	made	its	advances	under	the	language	and	the	guise	of	faith;	whereas
in	the	present,	when	universal	toleration	prevails,	and	it	is	open	to	assail	revealed	truth
(whether	Scripture	or	Tradition,	the	Fathers	or	the	"Sense	of	the	faithful"),	unbelief	in
consequence	throws	off	the	mask,	and	takes	up	a	position	over	against	us	in	citadels	of	its
own,	and	confronts	us	in	the	broad	light	and	with	a	direct	assault.	And	I	have	no
hesitation	in	saying	(apart	of	course	from	moral	and	ecclesiastical	considerations,	and
under	correction	of	the	command	and	policy	of	the	Church),	that	I	prefer	to	live	in	an	age
when	the	fight	is	in	the	day,	not	in	the	twilight;	and	think	it	a	gain	to	be	speared	by	a	foe,
rather	than	to	be	stabbed	by	a	friend.

I	do	not,	then,	repine	at	all	at	the	open	development	of	unbelief	in	Germany,	supposing
unbelief	is	to	be,	or	at	its	growing	audacity	in	England;	not	as	if	I	were	satisfied	with	the
state	of	things,	considered	positively,	but	because,	in	the	unavoidable	alternative	of
avowed	unbelief	and	secret,	my	own	personal	lean-
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ing	is	in	favour	of	the	former.	I	hold	that	unbelief	is	in	some	shape	unavoidable	in	an	age
of	intellect	and	in	a	world	like	this,	considering	that	faith	requires	an	act	of	the	will,	and
presupposes	the	due	exercise	of	religious	advantages.	You	may	persist	in	calling	Europe
Catholic,	though	it	is	not;	you	may	enforce	an	outward	acceptance	of	Catholic	dogma,
and	an	outward	obedience	to	Catholic	precept;	and	your	enactments	may	be,	so	far,	not
only	pious	in	themselves,	but	even	merciful	towards	the	teachers	of	false	doctrine,	as	well
as	just	towards	their	victims;	but	this	is	all	that	you	can	do;	you	cannot	bespeak
conclusions	which,	in	spite	of	yourselves,	you	are	leaving	free	to	the	human	will.	There
will	be,	I	say,	in	spite	of	you,	unbelief	and	immorality	to	the	end	of	the	world,	and	you
must	be	prepared	for	immorality	more	odious,	and	unbelief	more	astute,	more	subtle,
more	bitter,	and	more	resentful,	in	proportion	as	it	is	obliged	to	dissemble.

It	is	one	great	advantage	of	an	age	in	which	unbelief	speaks	out,	that	Faith	can	speak	out
too;	that,	if	falsehood	assails	Truth,	Truth	can	assail	falsehood.	In	such	an	age	it	is
possible	to	found	a	University	more	emphatically	Catholic	than	could	be	set	up	in	the
middle	age,	because	Truth	can	entrench	itself	carefully,	and	define	its	own	profession
severely,	and	display	its	colours	unequivocally,	by	occasion	of	that	very	unbelief	which
so	shamelessly	vaunts	itself.	And	a	kindred	advantage	to	this	is	the	confidence	which,	in
such	an	age,	we	can	place	in	all	who	are	around	us,	so	that	we	need	look	for	no	foes	but
those	who	are	in	the	enemy's	camp.

2

The	medieval	schools	were	the	arena	of	as	critical	a	struggle	between	truth	and	error	as
Christianity	has	ever	endured;	and	the	philosophy	which	bears	their	name	carried	its
supremacy	by	means	of	a	succession	of	victories	in	the	cause	of	the	Church.	Scarcely	had
Universities	risen	into	popularity,	when	they	were	found	to	be	infected	with	the	most
subtle	and	fatal	forms	of	unbelief;	and	the	heresies	of	the	East	germinated	in	the	West	of
Europe	and	in	Catholic	lecture-rooms,	with	a	mysterious	vigour	upon	which	history
throws	little	light.	The	questions	agitated	were	as	deep	as	any	in	theology;	the	being	and
essence	of	the
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Almighty	were	the	main	subjects	of	the	disputation,	and	Aristotle	was	introduced	to	the
ecclesiastical	youth	as	a	teacher	of	Pantheism.	Saracenic	expositions	of	the	great
philosopher	were	in	vogue;	and,	when	a	fresh	treatise	was	imported	from	Constantinople,
the	curious	and	impatient	student	threw	himself	upon	it,	regardless	of	the	Church's
warnings,	and	reckless	of	the	effect	upon	his	own	mind.	The	acutest	intellects	became
sceptics	and	misbelievers;	and	the	head	of	the	Holy	Roman	Empire,	the	Cæsar	Frederick
the	Second,	to	say	nothing	of	our	miserable	king	John,	had	the	reputation	of	meditating	a
profession	of	Mahometanism.	It	is	said	that,	in	the	community	at	large,	men	had	a	vague
suspicion	and	mistrust	of	each	other's	belief	in	Revelation.	A	secret	society	was
discovered	in	the	Universities	of	Lombardy,	Tuscany,	and	France,	organized	for	the
propagation	of	infidel	opinions;	it	was	bound	together	by	oaths,	and	sent	its	missionaries
among	the	people	in	the	disguise	of	pedlars	and	vagrants.

The	success	of	such	efforts	was	attested	in	the	south	of	France	by	the	great	extension	of
the	Albigenses,	and	the	prevalence	of	Manichean	doctrine.	The	University	of	Paris	was
obliged	to	limit	the	number	of	its	doctors	in	theology	to	as	few	as	eight,	from	misgivings
about	the	orthodoxy	of	its	divines	generally.	The	narrative	of	Simon	of	Tournay,	struck
dead	for	crying	out	after	lecture,	"Ah!	good	Jesus,	I	could	disprove	Thee,	did	I	please,	as
easily	as	I	have	proved,"	whatever	be	its	authenticity,	at	least	may	be	taken	as	a
representation	of	the	frightful	peril	to	which	Christianity	was	exposed.	Amaury	of
Chartres	was	the	author	of	a	school	of	Pantheism,	and	has	given	his	name	to	a	sect;
Abelard,	Roscelin,	Gilbert,	and	David	de	Dinant,	Tanquelin,	and	Eon,	and	others	who
might	be	named,	show	the	extraordinary	influence	of	anti-Catholic	doctrines	on	high	and
low.	Ten	ecclesiastics	and	several	of	the	populace	of	Paris	were	condemned	for
maintaining	that	our	Lord's	reign	was	past,	that	the	Holy	Ghost	was	to	be	incarnate,	or	for
parallel	heresies.

Frederick	the	Second	established	a	University	at	Naples	with	a	view	to	the	propagation	of
the	infidelity	which	was	so	dear	to	him.	It	gave	birth	to	the	great	St.	Thomas,	the
champion	of	revealed	truth.	So	intimate	was	the	intermixture,	so	close	the	grapple,
between	faith	and	unbelief.	It	was	the	conspiracy	of	traitors,
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it	was	a	civil	strife,	of	which	the	medieval	seats	of	learning	were	the	scene.

In	this	day,	on	the	contrary,	Truth	and	Error	lie	over	against	each	other	with	a	valley
between	them,	and	David	goes	forward	in	the	sight	of	all	men,	and	from	his	own	camp,
to	engage	with	the	Philistine.	Such	is	the	providential	overruling	of	that	principle	of
toleration,	which	was	conceived	in	the	spirit	of	unbelief,	in	order	to	the	destruction	of
Catholicity.	The	sway	of	the	Church	is	contracted;	but	she	gains	in	intensity	what	she
loses	in	extent.	She	has	now	a	direct	command	and	a	reliable	influence	over	her	own
institutions,	which	was	wanting	in	the	middle	ages.	A	University	is	her	possession	in	these
times,	as	well	as	her	creation:	nor	has	she	the	need,	which	once	was	so	urgent,	to	expel
heresies	from	her	pale,	which	have	now	their	own	centres	of	attraction	elsewhere,	and
spontaneously	take	their	departure.	Secular	advantages	no	longer	present	an	inducement
to	hypocrisy,	and	her	members	in	consequence	have	the	consolation	of	being	able	to	be
sure	of	each	other.	How	much	better	is	it,	for	us	at	least,	whatever	it	may	be	for
themselves	(to	take	a	case	before	our	eyes	in	Ireland),	that	those	persons,	who	have	left
the	Church	to	become	ministers	in	the	Protestant	Establishment,	should	be	in	their	proper
place,	as	they	are,	than	that	they	should	have	perforce	continued	in	her	communion!	I
repeat	it,	I	would	rather	fight	with	unbelief	as	we	find	it	in	the	nineteenth	century,	than	as
it	existed	in	the	twelfth	and	thirteenth.

3

I	look	out,	then,	into	the	enemy's	camp,	and	I	try	to	trace	the	outlines	of	the	hostile
movements	and	the	preparations	for	assault	which	are	there	in	agitation	against	us.	The
arming	and	the	manoeuvring	*,	the	earthworls	and	the	mines,	go	on	incessantly;	and	one
cannot	of	course	tell,	without	the	gift	of	prophecy,	which	of	his	projects	will	be	carried
into	effect	and	attain	its	purpose,	and	which	will	eventually	fail	or	be	abandoned.
Threatening	demonstrations	may	come	to	nothing;	and	those	who	are	to	be	our	most
formidable	foes,	may	before	the	attack	elude	our	observation.	All	these	uncertainties,	we
know,	are	the	lot	of	the	soldier	in	the	field:	and	they	are	parallel	to	those	which	befall	the
warriors	of
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the	Temple.	Fully	feeling	the	force	of	such	considerations,	and	under	their	correction,
nevertheless	I	make	my	anticipations	according	to	the	signs	of	the	times;	and	such	must
be	my	proviso,	when	I	proceed	to	describe	some	characteristics	of	one	particular	form	of
infidelity,	which	is	coming	into	existence	and	activity	over	against	us,	in	the	intellectual
citadels	of	England.

It	must	not	be	supposed	that	I	attribute,	what	I	am	going	to	speak	of	as	a	form	of
infidelity	of	the	day,	to	any	given	individual	or	individuals;	nor	is	it	necessary	to	my
purpose	to	suppose	that	any	one	man	as	yet	consciously	holds,	or	sees	the	drift,	of	that
portion	of	the	theory	to	which	he	has	given	assent.	I	am	to	describe	a	set	of	opinions
which	may	be	considered	as	the	true	explanation	of	many	floating	views,	and	the
converging	point	of	a	multitude	of	separate	and	independent	minds;	and,	as	of	old	Arius
or	Nestorius	not	only	was	spoken	of	in	his	own	person,	but	was	viewed	as	the	abstract
and	typical	teacher	of	the	heresy	which	he	introduced,	and	thus	his	name	denoted	a
heretic	more	complete	and	explicit,	even	though	not	more	formal,	than	the	heresiarch
himself,	so	here	too,	in	like	manner,	I	may	be	describing	a	school	of	thought	in	its	fully
developed	proportions,	which	at	present	every	one,	to	whom	membership	with	it	is
imputed,	will	at	once	begin	to	disown,	and	I	may	be	pointing	to	teachers	whom	no	one
will	be	able	to	descry.	Still,	it	is	not	less	true	that	I	may	be	speaking	of	tendencies	and
elements	which	exist;	and	he	may	come	in	person	at	last,	who	comes	at	first	to	us	merely
in	his	spirit	and	in	his	power.

The	teacher,	then,	whom	I	speak	of,	will	discourse	thus	in	his	secret	heart:He	will	begin,
as	many	so	far	have	done	before	him,	by	laying	it	down	as	if	a	position	which	approves
itself	to	the	reason,	immediately	that	it	is	fairly	examined,which	is	of	so	axiomatic	a
character	as	to	have	a	claim	to	be	treated	as	a	first	principle,	and	is	firm	and	steady
enough	to	bear	a	large	super-structure	upon	it,that	Religion	is	not	the	subject-matter	of	a
science.	"You	may	have	opinions	in	religion,	you	may	have	theories,	you	may	have
arguments,	you	may	have	probabilities;	you	may	have	anything	but	demonstration,	and
therefore	you	cannot	have	science.	In	mechanics	you	advance	from	sure	premisses	to
sure	conclusions;	in	optics	you	form	your	undeniable	facts	into	system,	arrive	at	general
principles,	and	then	again	infallibly
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apply	them:	here	you	have	Science.	On	the	other	hand,	there	is	at	present	no	real	science
of	the	weather,	because	you	cannot	get	hold	of	facts	and	truths	on	which	it	depends;	there
is	no	science	of	the	coming	and	going	of	epidemics;	no	science	of	the	breaking	out	and
the	cessation	of	wars;	no	science	of	popular	likings	and	dislikings,	or	of	the	fashions.	It	is
not	that	these	subject-matters	are	themselves	incapable	of	science,	but	that,	under	existing
circumstances,	we	are	incapable	of	subjecting	them	to	it.	And	so,	in	like	manner,''	says	the
philosopher	in	question,	"without	denying	that	in	the	matter	of	religion	some	things	are
true	and	some	things	false,	still	we	certainly	are	not	in	a	position	to	determine	the	one	or
the	other.	And,	as	it	would	be	absurd	to	dogmatize	about	the	weather,	and	say	that	1860
will	be	a	wet	season	or	a	dry	season,	a	time	of	peace	or	war,	so	it	is	absurd	for	men	in	our
present	state	to	teach	anything	positively	about	the	next	world,	that	there	is	a	heaven,	or	a
hell,	or	a	last	judgment,	or	that	the	soul	is	immortal,	or	that	there	is	a	God.	It	is	not	that
you	have	not	a	right	to	your	own	opinion,	as	you	have	a	right	to	place	implicit	trust	in
your	own	banker,	or	in	your	own	physician;	but	undeniably	such	persuasions	are	not
knowledge,	they	are	not	scientific,	they	cannot	become	public	property,	they	are
consistent	with	your	allowing	your	friend	to	entertain	the	opposite	opinion;	and,	if	you
are	tempted	to	be	violent	in	the	defence	of	your	own	view	of	the	case	in	this	matter	of
religion,	then	it	is	well	to	lay	seriously	to	heart	whether	sensitiveness	on	the	subject	of
your	banker	or	your	doctor,	when	he	is	handled	sceptically	by	another,	would	not	be
taken	to	argue	a	secret	misgiving	in	your	mind	about	him,	in	spite	of	your	confident
profession,	an	absence	of	clear,	unruffled	certainty	in	his	honesty	or	in	his	skill."

Such	is	our	philosopher's	primary	position.	He	does	not	prove	it;	he	does	but	distinctly
state	it;	but	he	thinks	it	self-evident	when	it	is	distinctly	stated.	And	there	he	leaves	it.

4

Taking	his	primary	position	henceforth	for	granted,	he	will	proceed	as	follows:"Well,
then,	if	Religion	is	just	one	of	those	subjects	about	which	we	can	know	nothing,	what	can
be	so	absurd	as	to	spend	time	upon	it?	what	so	absurd	as	to	quarrel	with
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others	about	it?	Let	us	all	keep	to	our	own	religious	opinions	respectively,	and	be	content;
but	so	far	from	it,	upon	no	subject	whatever	has	the	intellect	of	man	been	fastened	so
intensely	as	upon	Religion.	And	the	misery	is,	that,	if	once	we	allow	it	to	engage	our
attention,	we	are	in	a	circle	from	which	we	never	shall	be	able	to	extricate	ourselves.	Our
mistake	reproduces	and	corroborates	itself.	A	small	insect,	a	wasp	or	a	fly,	is	unable	to
make	his	way	through	the	pane	of	glass;	and	his	very	failure	is	the	occasion	of	greater
violence	in	his	struggle	than	before.	He	is	as	heroically	obstinate	in	his	resolution	to
succeed	as	the	assailant	or	defender	of	some	critical	battle-field;	he	is	unflagging	and
fierce	in	an	effort	which	cannot	lead	to	anything	beyond	itself.	When,	then,	in	like
manner,	you	have	once	resolved	that	certain	religious	doctrines	shall	be	indisputably	true,
and	that	all	men	ought	to	perceive	their	truth,	you	have	engaged	in	an	undertaking	which,
though	continued	on	to	eternity,	will	never	reach	its	aim;	and,	since	you	are	convinced	it
ought	to	do	so,	the	more	you	have	failed	hitherto,	the	more	violent	and	pertinacious	will
be	your	attempt	in	time	to	come.	And	further	still,	since	you	are	not	the	only	man	in	the
world	who	is	in	this	error,	but	one	of	ten	thousand,	all	holding	the	general	principle	that
Religion	is	scientific,	and	yet	all	differing	as	to	the	truths	and	facts	and	conclusions	of	this
science,	it	follows	that	the	misery	of	social	disputation	and	disunion	is	added	to	the
misery	of	a	hopeless	investigation,	and	life	is	not	only	wasted	in	fruitless	speculation,	but
embittered	by	bigotted	sectarianism.

"Such	is	the	state	in	which	the	world	has	laid,"	it	will	be	said,	"ever	since	the	introduction
of	Christianity.	Christianity	has	been	the	bane	of	true	knowledge,	for	it	has	turned	the
intellect	away	from	what	it	can	know,	and	occupied	it	in	what	it	cannot.	Differences	of
opinion	crop	up	and	multiply	themselves,	in	proportion	to	the	difficulty	of	deciding	them;
and	the	unfruitfulness	of	Theology	has	been,	in	matter	of	fact,	the	very	reason,	not	for
seeking	better	food,	but	for	feeding	on	nothing	else.	Truth	has	been	sought	in	the	wrong
direction,	and	the	attainable	has	been	put	aside	for	the	visionary."

Now,	there	is	no	call	on	me	here	to	refute	these	arguments,	but	merely	to	state	them.	I
need	not	refute	what	has	not	yet	been	proved.	It	is	sufficient	for	me	to	repeat	what	I	have
already	said,
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that	they	are	founded	upon	a	mere	assumption.	Supposing,	indeed,	religious	truth	cannot
be	ascertained,	then,	of	course,	it	is	not	only	idle,	but	mischievous,	to	attempt	to	do	so;
then,	of	course,	argument	does	but	increase	the	mistake	of	attempting	it.	But	surely	both
Catholics	and	Protestants	have	written	solid	defences	of	Revelation,	of	Christianity,	and
of	dogma,	as	such,	and	these	are	not	simply	to	be	put	aside	without	saying	why.	It	has	not
vet	been	shown	by	our	philosophers	to	be	self-evident	that	religious	truth	is	really
incapable	of	attainment;	on	the	other	hand,	it	has	at	least	been	powerfully	argued	by	a
number	of	profound	minds	that	it	can	be	attained;	and	the	onus	probandi	plainly	lies	with
those	who	are	introducing	into	the	world	what	the	whole	world	feels	to	be	a	paradox.

5

However,	where	men	really	are	persuaded	of	all	this,	however	unreasonable,	what	will
follow?	A	feeling,	not	merely	of	contempt,	but	of	absolute	hatred,	towards	the	Catholic
theologian	and	the	dogmatic	teacher.	The	patriot	abhors	and	loathes	the	partizans	who
have	degraded	and	injured	his	country;	and	the	citizen	of	the	world,	the	advocate	of	the
human	race,	feels	bitter	indignation	at	those	whom	he	holds	to	have	been	its	misleaders
and	tyrants	for	two	thousand	years.	"The	world	has	lost	two	thousand	years.	It	is	pretty
much	where	it	was	in	the	days	of	Augustus.	This	is	what	has	come	of	priests."	There	are
those	who	are	actuated	by	a	benevolent	liberalism,	and	condescend	to	say	that	Catholics
are	not	worse	than	other	maintainers	of	dogmatic	theology.	There	are	those,	again,	who
are	good	enough	to	grant	that	the	Catholic	Church	fostered	knowledge	and	science	up	to
the	days	of	Galileo,	and	that	she	has	only	retrograded	for	the	last	several	centuries.	But
the	new	teacher,	whom	I	am	contemplating	in	the	light	of	that	nebula	out	of	which	he	will
be	concentrated,	echoes	the	words	of	the	early	persecutor	of	Christians,	that	they	are	the
"enemies	of	the	human	race."	''But	for	Athanasius,	but	for	Augustine,	but	for	Aquinas,	the
world	would	have	had	its	Bacons	and	its	Newtons,	its	Lavoisiers,	its	Cuviers,	its	Watts,
and	its	Adam	Smiths,	centuries	upon	centuries	ago.	And	now,	when	at	length	the	true
philosophy	has	struggled	into	existence,	and
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is	making	its	way,	what	is	left	for	its	champion	but	to	make	an	eager	desperate	attack
upon	Christian	theology,	the	scabbard	flung	away,	and	no	quarter	given?	and	what	will	be
the	issue	but	the	triumph	of	the	stronger,the	overthrow	of	an	old	error	and	an	odious
tyranny,	and	a	reign	of	the	beautiful	Truth?"	Thus	he	thinks,	and	he	sits	dreaming	over
the	inspiring	thought,	and	longs	for	that	approaching,	that	inevitable	day.

There	let	us	leave	him	for	the	present,	dreaming	and	longing	in	his	impotent	hatred	of	a
Power	which	Julian	and	Frederic,	Shaftesbury	and	Voltaire,	and	a	thousand	other	great
sovereigns	and	subtle	thinkers,	have	assailed	in	vain.

§2
Its	Policy

1

It	is	a	miserable	time	when	a	man's	Catholic	profession	is	no	voucher	for	his	orthodoxy,
and	when	a	teacher	of	religion	may	be	within	the	Church's	pale,	yet	external	to	her	faith.
Such	has	been	for	a	season	the	trial	of	her	children	at	various	eras	of	her	history.	It	was
the	state	of	things	during	the	dreadful	Arian	ascendancy,	when	the	flock	had	to	keep	aloof
from	the	shepherd,	and	the	unsuspicious	Fathers	of	the	Western	Councils	trusted	and
followed	some	consecrated	sophist	from	Greece	or	Syria.	It	was	the	case	in	those
passages	of	medieval	history	when	simony	resisted	the	Supreme	Pontiff,	or	when	heresy
lurked	in	Universities.	It	was	a	longer	and	more	tedious	trial,	while	the	controversies
lasted	with	the	Monophysites	of	old,	and	with	the	Jansenists	in	modern	times.	A	great
scandal	it	is	and	a	perplexity	to	the	little	ones	of	Christ,	to	have	to	choose	between	rival
claimants	upon	their	allegiance,	or	to	find	a	condemnation	at	length	pronounced	upon
one	whom	in	their	simplicity	they	have	admired.	We,	too,	in	this	age	have	our	scandals,
for	scandals	must	be;	but	they	are	not	what	they	were	once;	and	if	it	be	the	just	complaint
of	pious	men	now,	that	never	was	infidelity	so	rampant,	it	is	their	boast	and	consolation,
on	the	other	hand,	that	never	was	the	Church	less	troubled	with	false	teachers,	never
more	united.
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False	teachers	do	not	remain	within	her	pale	now,	because	they	can	easily	leave	it,	and
because	there	are	seats	of	error	external	to	her	to	which	they	are	attracted.	"They	went	out
from	us,"	says	the	Apostle,	"but	they	were	not	of	us;	for	if	they	had	been	of	us,	they
would	no	doubt	have	continued	with	us:	but	that	they	might	be	made	manifest	that	they
are	not	all	of	us."	It	is	a	great	gain	when	error	becomes	manifest,	for	it	then	ceases	to
deceive	the	simple.	With	these	thoughts	I	began	to	describe	by	anticipation	the	formation
of	a	school	of	unbelief	external	to	the	Church,	which	perhaps	as	yet	only	exists,	as	I	then
expressed	it,	in	a	nebula.	In	the	middle	ages	it	might	have	managed,	by	means	of
subterfuges,	to	maintain	itself	for	a	while	within	the	sacred	limits,now	of	course	it	is
outside	of	it;	yet	still,	from	the	inter-mixture	of	Catholics	with	the	world,	and	the	present
immature	condition	of	the	false	doctrine,	it	may	at	first	exert	an	influence	even	upon
those	who	would	shrink	from	it	if	they	recognized	it	as	it	really	is	and	as	it	will	ultimately
show	itself.	Moreover,	it	is	natural,	and	not	unprofitable,	for	persons	under	our
circumstances	to	speculate	on	the	forms	of	error	with	which	a	University	of	this	age	will
have	to	contend,	as	the	medieval	Universities	had	their	own	special	antagonists.	And	for
both	reasons	I	am	hazarding	some	remarks	on	a	set	of	opinions	and	a	line	of	action	which
seems	to	be	at	present,	at	least	in	its	rudiments,	in	the	seats	of	English	intellect,	whether
the	danger	dies	away	of	itself	or	not.

I	have	already	said	that	its	fundamental	dogma	is,	that	nothing	can	be	known	for	certain
about	the	unseen	world.	This	being	taken	for	granted	as	a	self-evident	point,	undeniable
as	soon	as	stated,	it	goes	on,	or	will	go	on,	to	argue	that,	in	consequence,	the	immense
outlay	which	has	been	made	of	time,	anxiety,	and	toil,	of	health,	bodily	and	mental,	upon
theological	researches,	has	been	simply	thrown	away;	nay,	has	been,	not	useless	merely,
but	even	mischievous,	inasmuch	as	it	has	indirectly	thwarted	the	cultivation	of	studies	of
far	greater	promise	and	of	an	evident	utility.	This	is	the	main	position	of	the	School	I	am
contemplating;	and	the	result,	in	the	minds	of	its	members,	is	a	deep	hatred	and	a	bitter
resentment	against	the	Power	which	has	managed,	as	they	consider,	to	stunt	the	world's
knowledge	and	the	intellect	of	man	for	so	many	hundred	years.	Thus	much	I	have	already
said,	and	now	I	am	going	to	state	the	line	of	policy	which	these
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people	will	adopt,	and	the	course	of	thought	which	that	policy	of	theirs	will	make
necessary	to	them	or	natural.

2

Supposing,	then,	it	is	the	main	tenet	of	the	School	in	question,	that	the	study	of	Religion
as	a	science	has	been	the	bane	of	philosophy	and	knowledge,	what	remedy	will	its
masters	apply	for	the	evils	they	deplore?	Should	they	profess	themselves	the	antagonists
of	theology,	and	engage	in	argumentative	exercises	with	theologians?	This	evidently
would	be	to	increase,	to	perpetuate	the	calamity.	Nothing,	they	will	say	to	themselves,	do
religious	men	desire	so	ardently,	nothing	would	so	surely	advance	the	cause	of	Religion,
as	Controversy.	The	very	policy	of	religious	men,	they	will	argue,	is	to	get	the	world	to
fix	its	attention	steadily	upon	the	subject	of	Religion,	and	Controversy	is	the	most
effectual	means	of	doing	this.	And	their	own	game,	they	will	consider,	is,	on	the	contrary,
to	be	elaborately	silent	about	it.	Should	they	not	then	go	on	to	shut	up	the	theological
schools,	and	exclude	Religion	from	the	subjects	scientifically	treated	in	philosophical
education?	This	indeed	has	been,	and	is,	a	favourite	mode	of	proceeding	with	very	many
of	the	enemies	of	Theology;	but	still	it	cannot	be	said	to	have	been	justified	by	any	greater
success	than	the	policy	of	Controversy.	The	establishment	of	the	London	University	only
gave	immediate	occasion	to	the	establishment	of	King's	College,	founded	on	the	dogmatic
principle;	and	the	liberalism	of	the	Dutch	government	led	to	the	restoration	of	the
University	of	Louvain.	It	is	a	well-known	story	how	the	very	absence	of	the	statues	of
Brutus	and	Cassius	brought	them	more	vividly	into	the	recollection	of	the	Roman	people.
When,	then,	in	a	comprehensive	scheme	of	education,	Religion	alone	is	excluded,	that
exclusion	pleads	in	its	behalf.	Whatever	be	the	real	value	of	Religion,	say	these
philosophers	to	themselves,	it	has	a	name	in	the	world,	and	must	not	be	ill-treated,	lest
men	should	rally	round	it	from	a	feeling	of	generosity.	They	will	decide,	in	consequence,
that	the	exclusive	method,	though	it	has	met	with	favour	in	this	generation,	is	quite	as
much	a	mistake	as	the	controversial.
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Turning,	then,	to	the	Universities	of	England,	they	will	pronounce	that	the	true	policy	to
be	observed	there	would	be	simply	to	let	the	schools	of	Theology	alone.	Most	unfortunate
it	is	that	they	have	been	roused	from	the	state	of	decadence	and	torpor	in	which	they	lay
some	twenty	or	thirty	years	ago.	Up	to	that	time,	a	routine	lecture,	delivered	once	to
successive	batches	of	young	men	destined	for	the	Protestant	Ministry,	not	during	their
residence,	but	when	they	were	leaving	or	had	already	left	the	University,and	not	about
dogmatics,	history,	ecclesiastical	law,	or	casuistry,	but	about	the	list	of	authors	to	be
selected	and	works	to	be	read	by	those	who	had	neither	curiosity	to	read	them	nor	money
to	purchase;and	again	a	periodical	advertisement	of	a	lecture	on	the	Thirty-nine	Articles,
which	was	never	delivered	because	it	was	never	attended,these	two	demonstrations,	one
undertaken	by	one	theological	Professor,	the	other	by	another,	comprised	the	theological
teaching	of	a	seat	of	learning	which	had	been	the	home	of	Duns	Scotus	and	Alexander
Hales.	What	envious	mischance	put	an	end	to	those	halcyon	days,	and	revived	the	odium
theologicum	in	the	years	which	followed?	Let	us	do	justice	to	the	authoritative	rulers	of
the	University;	they	have	their	failings;	but	not	to	them	is	the	revolution	to	be	ascribed.	It
was	nobody's	fault	among	all	the	guardians	of	education	and	trustees	of	the	intellect	in
that	celebrated	place.	However,	the	mischief	has	been	done;	and	now	the	wisest	course
for	the	interests	of	infidelity	is	to	leave	it	to	itself,	and	let	the	fever	gradually	subside;
treatment	would	but	irritate	it.	Not	to	interfere	with	Theology,	not	to	raise	a	little	finger
against	it,	is	the	only	means	of	superseding	it.	The	more	bitter	is	the	hatred	which	such
men	bear	it,	the	less	they	must	show	it.

3

What,	then,	is	the	line	of	action	which	they	must	pursue?	They	think,	and	rightly	think,
that,	in	all	contests,	the	wisest	and	largest	policy	is	to	conduct	a	positive,	not	a	negative
opposition,	not	to	prevent	but	to	anticipate,	to	obstruct	by	constructing,	and	to
exterminate	by	supplanting.	To	cast	any	slight	upon	Theology,	whether	in	its	Protestant	or
its	Catholic	schools,	would
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be	to	elicit	an	inexhaustible	stream	of	polemics,	and	a	phalanx	of	dogmatic	doctors	and
confessors.

"Let	alone	Camarina,	for	'tis	best	let	alone."

The	proper	procedure,	then,	is,	not	to	oppose	Theology,	but	to	rival	it.	Leave	its	teachers
to	themselves;	merely	aim	at	the	introduction	of	other	studies,	which,	while	they	have	the
accidental	charm	of	novelty,	possess	a	surpassing	interest,	richness,	and	practical	value	of
their	own.	Get	possession	of	these	studies,	and	appropriate	them,	and	monopolize	the	use
of	them,	to	the	exclusion	of	the	votaries	of	Religion.	Take	it	for	granted,	and	protest,	for
the	future,	that	Religion	has	nothing	to	do	with	the	studies	to	which	I	am	alluding,	nor
those	studies	with	Religion.	Exclaim	and	cry	out,	if	the	Catholic	Church	presumes	herself
to	handle	what	you	mean	to	use	as	a	weapon	against	her.	The	range	of	the	Experimental
Sciences,	viz.,	psychology,	and	politics,	and	political	economy,	and	the	many	departments
of	physics,	various	both	in	their	subject-matter	and	their	method	of	research;	the	great
Sciences	which	are	the	characteristics	of	this	era,	and	which	become	the	more	marvellous,
the	more	thoroughly	they	are	understood,astronomy,	magnetism,	chemistry,	geology,
comparative	anatomy,	natural	history,	ethnology,	languages,	political	geography,
antiquities,these	be	your	indirect	but	effectual	means	of	overturning	Religion!	They	do
but	need	to	be	seen	in	order	to	be	pursued;	you	will	put	an	end,	in	the	Schools	of
learning,	to	the	long	reign	of	the	unseen	shadowy	world,	by	the	mere	exhibition	of	the
visible.	This	was	impossible	heretofore,	for	the	visible	world	was	so	little	known	itself;
but	now,	thanks	to	the	New	Philosophy,	sight	is	able	to	contest	the	field	with	faith.	The
medieval	philosopher	had	no	weapon	against	Revelation	but	Metaphysics;	Physical
Science	has	a	better	temper,	if	not	a	keener	edge,	for	the	purpose.

Now	here	I	interrupt	the	course	of	thought	I	am	tracing,	to	introduce	a	caveat,	lest	I
should	be	thought	to	cherish	any	secret	disrespect	towards	the	sciences	I	have
enumerated,	or	apprehension	of	their	legitimate	tendencies;	whereas	my	very	object	is	to
protest	against	a	monopoly	of	them	by	others.	And	it	is	not	surely	a	heavy	imputation	on
them	to	say	that	they,	as	other	divine	gifts,	may	be	used	to	wrong	purposes,	with	which
they	have	no
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natural	connection,	and	for	which	they	were	never	intended,	and	that,	as	in	Greece	the
element	of	beauty,	with	which	the	universe	is	flooded,	and	the	poetical	faculty,	which	is
its	truest	interpreter,	were	made	to	minister	to	sensuality;	as,	in	the	middle	ages,	abstract
speculation,	another	great	instrument	of	truth,	was	often	frittered	away	in	sophistical
exercises;	so	now,	too,	the	department	of	fact,	and	the	method	of	research	and	experiment
which	is	proper	to	it,	may	for	the	moment	eclipse	the	light	of	faith	in	the	imagination	of
the	student,	and	be	degraded	into	the	accidental	tool,	hic	et	nunc,	of	infidelity.	I	am	as
little	hostile	to	physical	science	as	I	am	to	poetry	or	metaphysics;	but	I	wish	for	studies	of
every	kind	a	legitimate	application:	nor	do	I	grudge	them	to	anti-Catholics,	so	that	anti-
Catholics	will	not	claim	to	monopolize	them,	cry	out	when	we	profess	them,	or	direct
them	against	Revelation.

I	wish,	indeed,	I	could	think	that	these	studies	were	not	intended	by	a	certain	school	of
philosophers	to	bear	directly	against	its	authority.	There	are	those	who	hope,	there	are
those	who	are	sure,	that	in	the	incessant	investigation	of	facts,	physical,	political,	and
moral,	something	or	other,	or	many	things,	will	sooner	or	later	turn	up,	and	stubborn
facts	too,	simply	contradictory	of	revealed	declarations.	A	vision	comes	before	them	of
some	physical	or	historical	proof	that	mankind	is	not	descended	from	a	common	origin,
or	that	the	hopes	of	the	world	were	never	consigned	to	a	wooden	ark	floating	on	the
waters,	or	that	the	manifestations	on	Mount	Sinai	were	the	work	of	man	or	nature,	or	that
the	Hebrew	patriarchs	or	the	judges	of	Israel	are	mythical	personages,	or	that	St.	Peter	had
no	connection	with	Rome,	or	that	the	doctrine	of	the	Holy	Trinity	or	of	the	Real	Presence
was	foreign	to	primitive	belief.	An	anticipation	possesses	them	that	the	ultimate	truths
embodied	in	mesmerism	will	certainly	solve	all	the	Gospel	miracles;	or	that	to	Niebuhrize
the	Gospels	or	the	Fathers	is	a	simple	expedient	for	stultifying	the	whole	Catholic	system.
They	imagine	that	the	eternal,	immutable	word	of	God	is	to	quail	and	come	to	nought
before	the	penetrating	intellect	of	man.	And,	where	this	feeling	exists,	there	will	be	a	still
stronger	motive	for	letting	Theology	alone.	That	party,	with	whom	success	is	but	a	matter
of	time,	can	afford	to	wait	patiently;	and	if	an	inevitable	train	is	laid	for	blowing	up	the
fortress,	why	need	we
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be	anxious	that	the	catastrophe	should	take	place	to-day,	rather	than	to-morrow?

4

But,	without	making	too	much	of	their	own	anticipations	on	this	point,	which	may	or	may
not	be	in	part	fulfilled,	these	men	have	secure	grounds	for	knowing	that	the	sciences,	as
they	would	pursue	them,	will	at	least	be	prejudicial	to	the	religious	sentiment.	Any	one
study,	of	whatever	kind,	exclusively	pursued,	deadens	in	the	mind	the	interest,	nay,	the
perception	of	any	other.	Thus,	Cicero	says	that	Plato	and	Demosthenes,	Aristotle	and
Isocrates,	might	have	respectively	excelled	in	each	other's	province,	but	that	each	was
absorbed	in	his	own;	his	words	are	emphatic;	"quorum	uterque,	suo	studio	delectatus,
contemsit	alterum."	Specimens	of	this	peculiarity	occur	every	day.	You	can	hardly
persuade	some	men	to	talk	about	any	thing	but	their	own	pursuit;	they	refer	the	whole
world	to	their	own	centre,	and	measure	all	matters	by	their	own	rule,	like	the	fisherman	in
the	drama,	whose	eulogy	on	his	deceased	lord	was,	that	"he	was	so	fond	of	fish."	The
saints	illustrate	this	on	the	other	hand;	St.	Bernard	had	no	eye	for	architecture;	St.	Basil
had	no	nose	for	flowers;	St.	Aloysius	had	no	palate	for	meat	and	drink;	St.	Paula	or	St.
Jane	Frances	could	spurn	or	could	step	over	her	own	child;not	that	natural	faculties	were
wanting	to	those	great	servants	of	God,	but	that	a	higher	gift	outshone	and	obscured
every	lower	attribute	of	man,	as	human	features	may	remain	in	heaven,	yet	the	beauty	of
them	be	killed	by	the	surpassing	light	of	glory.	And	in	like	manner	it	is	clear	that	the
tendency	of	science	is	to	make	men	indifferentists	or	sceptics,	merely	by	being
exclusively	pursued.	The	party,	then,	of	whom	I	speak,	understanding	this	well,	would
suffer	disputations	in	the	theological	schools	every	day	in	the	year,	provided	they	can
manage	to	keep	the	students	of	science	at	a	distance	from	them.

Nor	is	this	all;	they	trust	to	the	influence	of	the	modern	sciences	on	what	may	us	called
the	Imagination.	When	any	thing,	which	comes	before	us,	is	very	unlike	what	we
commonly	experience,	we	consider	it	on	that	account	untrue;	not	because	it	really	shocks
our	reason	as	improbable,	but	because	it	startles	our	im-
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agination	as	strange.	Now,	Revelation	presents	to	us	a	perfectly	different	aspect	of	the
universe	from	that	presented	by	the	Sciences.	The	two	informations	are	like	the	distinct
subjects	represented	by	the	lines	of	the	same	drawing,	which,	accordingly	as	they	are	read
on	their	concave	or	convex	side,	exhibit	to	us	now	a	group	of	trees	with	branches	and
leaves,	and	now	human	faces	hid	amid	the	leaves,	or	some	majestic	figures	standing	out
from	the	branches.	Thus	is	faith	opposed	to	sight:	it	is	parallel	to	the	contrast	afforded	by
plane	astronomy	and	physical;	plane,	in	accordance	with	our	senses,	discourses	of	the
sun's	rising	and	setting,	while	physical,	in	accordance	with	our	reason,	asserts,	the
contrary,	that	the	sun	is	all	but	stationary,	and	that	it	is	the	earth	that	moves.	This	is	what
is	meant	by	saying	that	truth	lies	in	a	well;	phenomena	are	no	measure	of	fact;	primâ	facie
representations,	which	we	receive	from	without,	do	not	reach	to	the	real	state	of	things,	or
put	them	before	us	simply	as	they	are.

While,	then,	Reason	and	Revelation	are	consistent	in	fact,	they	often	are	inconsistent	in
appearance;	and	this	seeming	discordance	acts	most	keenly	and	alarmingly	on	the
Imagination,	and	may	suddenly	expose	a	man	to	the	temptation,	and	even	hurry	him	on	to
the	commission,	of	definite	acts	of	unbelief,	in	which	reason	itself	really	does	not	come
into	exercise	at	all.	I	mean,	let	a	person	devote	himself	to	the	studies	of	the	day;	let	him	be
taught	by	the	astronomer	that	our	sun	is	but	one	of	a	million	central	luminaries,	and	our
earth	but	one	of	ten	million	globes	moving	in	space;	let	him	learn	from	the	geologist	that
on	that	globe	of	ours	enormous	revolutions	have	been	in	progress	through	innumerable
ages;	let	him	be	told	by	the	comparative	anatomist	of	the	minutely	arranged	system	of
organized	nature;	by	the	chemist	and	physicist,	of	the	peremptory	yet	intricate	laws	to
which	nature,	organized	and	inorganic,	is	subjected;	by	the	ethnologist,	of	the	originals,
and	ramifications,	and	varieties,	and	fortunes	of	nations;	by	the	antiquarian,	of	old	cities
disinterred,	and	primitive	countries	laid	bare,	with	the	specific	forms	of	human	society
once	existing;	by	the	linguist,	of	the	slow	formation	and	development	of	languages;	by	the
psychologist,	the	physiologist,	and	the	economist,	of	the	subtle,	complicated	structure	of
the	breathing,	energetic,	restless	world	of	men;	I	say,	let	him	take	in	and	master	the
vastness	of	the	view	thus	afforded	him	of
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Nature,	its	infinite	complexity,	its	awful	comprehensiveness,	and	its	diversified	yet
harmonious	colouring;	and	then,	when	he	has	for	years	drank	in	and	fed	upon	this	vision,
let	him	turn	round	to	peruse	the	inspired	records,	or	listen	to	the	authoritative	teaching	of
Revelation,	the	book	of	Genesis,	or	the	warnings	and	prophecies	of	the	Gospels,	or	the
Symbolum	Quicumque,	or	the	Life	of	St.	Antony	or	St.	Hilarion,	and	he	may	certainly
experience	a	most	distressing	revulsion	of	feeling,*not	that	his	reason	really	deduces	any
thing	from	his	much	loved	studies	contrary	to	the	faith,	but	that	his	imagination	is
bewildered,	and	swims	with	the	sense	of	the	ineffable	distance	of	that	faith	from	the	view
of	things	which	is	familiar	to	him,	with	its	strangeness,	and	then	again	its	rude	simplicity,
as	he	considers	it,	and	its	apparent	poverty	contrasted	with	the	exuberant	life	and	reality
of	his	own	world.	All	this,	the	school	I	am	speaking	of	understands	well;	it	comprehends
that,	if	it	can	but	exclude	the	professors	of	Religion	from	the	lecture-halls	of	science,	it
may	safely	allow	them	full	play	in	their	own;	for	it	will	be	able	to	rear	up	infidels,	without
speaking	a	word,	merely	by	the	terrible	influence	of	that	faculty	against	which	both	Bacon
and	Butler	so	solemnly	warn	us.

I	say,	it	leaves	the	theologian	the	full	and	free	possession	of	his	own	schools,	for	it	thinks
he	will	have	no	chance	of	arresting	the	opposite	teaching	or	of	rivalling	the	fascination	of
modern	science.	Knowing	little,	and	caring	less	for	the	depth	and	largeness	of	that
heavenly	Wisdom,	on	which	the	Apostle	delights	to	expatiate,	or	the	variety	of	those
sciences,	dogmatic	or	ethical,	mystical	or	hagiological,	historical	or	exegetical,	which
Revelation	has	created,	these	philosophers	know	perfectly	well	that,	in	matter	of	fact,	to
beings,	constituted	as	we	are,	sciences	which	concern	this	world	and	this	state	of
existence	are	worth	far	more,	are	more	arresting	and	attractive,	than	those	which	relate	to
a	system	of	things	which	they	do	not	see	and	cannot	master	by	their	natural	powers.
Sciences	which	deal	with	tangible	facts,	practical	results,	evergrowing	discoveries,	and
perpetual	novelties,	which	feed	curiosity,	sustain	attention,	and	stimulate	expectation,
require,	they	consider,	but	a	fair	stage	and	no	favour	to	distance	that	Ancient	Truth,	which
never	changes	and	but	cautiously	advances,	in	the	race	for	popularity	and	power.	And
there-

*Vid.	University	Sermons,	vii.,	14.
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fore	they	look	out	for	the	day	when	they	shall	have	put	down	Religion,	not	by	shutting	its
schools,	but	by	emptying	them;	not	by	disputing	its	tenets,	but	by	the	superior	worth	and
persuasiveness	of	their	own.

5

Such	is	the	tactic	which	a	new	school	of	philosophers	adopt	against	Christian	Theology.
They	have	this	characteristic,	compared	with	former	schools	of	infidelity,	viz.,	the	union
of	intense	hatred	with	a	large	toleration	of	Theology.	They	are	professedly	civil	to	it,	and
run	a	race	with	it.	They	rely,	not	on	any	logical	disproof	of	it,	but	on	three	considerations;
first,	on	the	effects	of	studies	of	whatever	kind	to	indispose	the	mind	towards	other
studies;	next,	on	the	special	effect	of	modern	sciences	upon	the	imagination,	prejudicial	to
revealed	truth;	and	lastly,	on	the	absorbing	interest	attached	to	those	sciences	from	their
marvellous	results.	This	line	of	action	will	be	forced	upon	these	persons	by	the	peculiar
character	and	position	of	Religion	in	England.

And	here	I	have	arrived	at	the	limits	of	my	paper	before	I	have	finished	the	discussion
upon	which	I	have	entered;	and	I	must	be	content	with	having	made	some	suggestions
which,	if	worth	anything,	others	may	use.

VI
University	Preaching

1

When	I	obtained	from	various	distinguished	persons	the	acceptable	promise	that	they
would	give	me	the	advantage	of	their	countenance	and	assistance	by	appearing	from	time
to	time	in	the	pulpit	of	our	new	University,	some	of	them	accompanied	that
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promise	with	the	natural	request	that	I,	who	had	asked	for	it,	should	offer	them	my	own
views	of	the	mode	and	form	in	which	the	duty	would	be	most	satisfactorily
accomplished.	On	the	other	hand,	it	was	quite	as	natural	that	I	on	my	part	should	be
disinclined	to	take	on	myself	an	office	which	belongs	to	a	higher	station	and	authority	in
the	Church	than	my	own;	and	the	more	so,	because,	on	the	definite	subject	about	which
the	inquiry	is	made,	I	should	have	far	less	direct	aid	from	the	writings	of	holy	men	and
great	divines	than	I	could	desire.	Were	it	indeed	my	sole	business	to	put	into	shape	the
scattered	precepts	which	saints	and	doctors	have	delivered	upon	it,	I	might	have	ventured
on	such	a	task	with	comparatively	little	misgiving.	Under	the	shadow	of	the	great	teachers
of	the	pastoral	office	I	might	have	been	content	to	speak,	without	looking	out	for	any
living	authority	to	prompt	me.	But	this	unfortunately	is	not	the	case;	such	venerable
guidance	does	not	extend	beyond	the	general	principles	and	rules	of	preaching,	and	these
require	both	expansion	and	adaptation	when	they	are	to	be	made	to	bear	on	compositions
addressed	in	the	name	of	a	University	to	University	men.	They	define	the	essence	of
Christian	preaching,	which	is	one	and	the	same	in	all	cases;	but	not	the	subject-matter	or
the	method,	which	vary	according	to	circumstances.	Still,	after	all,	the	points	to	which
they	do	reach	are	more,	and	more	important,	than	those	which	they	fall	short	of.	I
therefore,	though	with	a	good	deal	of	anxiety,	have	attempted	to	perform	a	task	which
seemed	naturally	to	fall	to	me;	and	I	am	thankful	to	say	that,	though	I	must	in	some
measure	go	beyond	the	range	of	the	simple	direction	to	which	I	have	referred,	the	greater
part	of	my	remarks	will	lie	within	it.

2

1.	So	far	is	clear	at	once,	that	the	preacher's	object	is	the	spiritual	good	of	his	hearers.
''Finis	prædicanti	sit,"	says	St.	Francis	de	Sales,	"ut	vitam	(justitiæ)	habeant	homines,	et
abundantius	habeant."	And	St.	Charles:	"Considerandum,	ad	Dei	omnipotentis	gloriam,
ad	animarumque	salutem,	referri	omnem	concionandi	vim	ac	rationem."	Moreover,
"Prædicatorem	esse	ministrum	Dei,	per	quem	verbum	Dei	à	spiritûs	fonte	ducitur	ad
fidelium	animas	irrigandas."	As	a	marksman	aims	at	the	target
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and	its	bull's-eye,	and	at	nothing	else,	so	the	preacher	must	have	a	definite	point	before
him,	which	he	has	to	hit.	So	much	is	contained	for	his	direction	in	this	simple	maxim,	that
duly	to	enter	into	it	and	use	it	is	half	the	battle;	and	if	he	mastered	nothing	else,	still	if	he
really	mastered	as	much	as	this,	he	would	know	all	that	was	imperative	for	the	due
discharge	of	his	office.

For	what	is	the	conduct	of	men	who	have	one	object	definitely	before	them,	and	one
only?	Why,	that,	whatever	be	their	skill,	whatever	their	resources,	greater	or	less,	to	its
attainment	all	their	efforts	are	simply,	spontaneously,	visibly,	directed.	This	cuts	off	a
number	of	questions	sometimes	asked	about	preaching,	and	extinguishes	a	number	of
anxieties.	"Sollicita	es,	et	turbaris,"	says	our	Lord	to	St.	Martha;	"erga	plurima;	porro
unum	est	necessarium."	We	ask	questions	perhaps	about	diction,	elocution,	rhetorical
power;	but	does	the	commander	of	a	besieging	force	dream	of	holiday	displays,	reviews,
mock	engagements,	feats	of	strength,	or	trials	of	skill,	such	as	would	be	graceful	and
suitable	on	a	parade	ground	when	a	foreigner	of	rank	was	to	be	received	and	fêted;	or
does	he	aim	at	one	and	one	thing	only,	viz.,	to	take	the	strong	place?	Display	dissipates
the	energy,	which	for	the	object	in	view	needs	to	be	concentrated	and	condensed.	We
have	no	reason	to	suppose	that	the	Divine	blessing	follows	the	lead	of	human
accomplishments.	Indeed,	St.	Paul,	writing	to	the	Corinthians,	who	made	much	of	such
advantages	of	nature,	contrasts	the	persuasive	words	of	human	wisdom	"with	the
showing	of	the	Spirit,"	and	tells	us	that	"the	kingdom	of	God	is	not	in	speech,	but	in
power.''

But,	not	to	go	to	the	consideration	of	divine	influences,	which	is	beyond	my	subject,	the
very	presence	of	simple	earnestness	is	even	in	itself	a	powerful	natural	instrument	to
effect	that	toward	which	it	is	directed.	Earnestness	creates	earnestness	in	others	by
sympathy;	and	the	more	a	preacher	loses	and	is	lost	to	himself,	the	more	does	he	gain	his
brethren.	Nor	is	it	without	some	logical	force	also;	for	what	is	powerful	enough	to	absorb
and	possess	a	preacher	has	at	least	a	primâ	facie	claim	of	attention	on	the	part	of	his
hearers.	On	the	other	hand,	any	thing	which	interferes	with	this	earnestness,	or	which
argues	its	absence,	is	still	more	certain	to	blunt	the	force	of	the	most	cogent	argument
conveyed	in	the	most	eloquent	language.	Hence	it	is	that	the	great	phi-
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losopher	of	antiquity,	in	speaking,	in	his	Treatise	on	Rhetoric,	of	the	various	kinds	of
persuasives,	which	are	available	in	the	Art,	considers	the	most	authoritative	of	these	to	be
that	which	is	drawn	from	personal	traits	of	an	ethical	nature	evident	in	the	orator;	for
such	matters	are	cognizable	by	all	men,	and	the	common	sense	of	the	world	decides	that	it
is	safer,	where	it	is	possible,	to	commit	oneself	to	the	judgment	of	men	of	character	than
to	any	considerations	addressed	merely	to	the	feelings	or	to	the	reason.

On	these	grounds	I	would	go	on	to	lay	down	a	precept,	which	I	trust	is	not	extravagant,
when	allowance	is	made	for	the	preciseness	and	the	point	which	are	unavoidable	in	all
categorical	statements	upon	matters	of	conduct.	It	is,	that	preachers	should	neglect
everything	whatever	besides	devotion	to	their	one	object,	and	earnestness	in	pursuing	it,
till	they	in	some	good	measure	attain	to	these	requisites.	Talent,	logic,	learning,	words,
manner,	voice,	action,	all	are	required	for	the	perfection	of	a	preacher;	but	"one	thing	is
necessary,"an	intense	perception	and	appreciation	of	the	end	for	which	he	preaches,	and
that	is,	to	be	the	minister	of	some	definite	spiritual	good	to	those	who	hear	him.	Who
could	wish	to	be	more	eloquent,	more	powerful,	more	successful	than	the	Teacher	of	the
Nations?	yet	who	more	earnest,	who	more	natural,	who	more	unstudied,	who	more	self-
forgetting	than	he?

3

(1.)	And	here,	in	order	to	prevent	misconception,	two	remarks	must	be	made,	which	will
lead	us	further	into	the	subject	we	are	engaged	upon.	The	first	is,	that,	in	what	I	have
been	saying,	I	do	not	mean	that	a	preacher	must	aim	at	earnestness,	but	that	he	must	aim
at	his	object,	which	is	to	do	some	spiritual	good	to	his	hearers,	and	which	will	at	once
make	him	earnest.	It	is	said	that,	when	a	man	has	to	cross	an	abyss	by	a	narrow	plank
thrown	over	it,	it	is	his	wisdom,	not	to	look	at	the	plank,	along	which	lies	his	path,	but	to
fix	his	eyes	steadily	on	the	point	in	the	opposite	precipice	at	which	the	plank	ends.	It	is	by
gazing	at	the	object	which	he	must	reach,	and	ruling	himself	by	it,	that	he	secures	to
himself	the	power	of	walking	to	it	straight	and	steadily.	The	case	is	the	same	in	moral
matters;	no	one	will	become	really	earnest	by
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aiming	directly	at	earnestness;	any	one	may	become	earnest	by	meditating	on	the	motives,
and	by	drinking	at	the	sources,	of	earnestness.	We	may	of	course	work	ourselves	up	into
a	pretence,	nay,	into	a	paroxysm,	of	earnestness;	as	we	may	chafe	our	cold	hands	till	they
are	warm.	But	when	we	cease	chafing,	we	lose	the	warmth	again;	on	the	contrary,	let	the
sun	come	out	and	strike	us	with	his	beams,	and	we	need	no	artificial	chafing	to	be	warm.
The	hot	words,	then,	and	energetic	gestures	of	a	preacher,	taken	by	themselves,	are	just	as
much	signs	of	earnestness	as	rubbing	the	hands	or	flapping	the	arms	together	are	signs	of
warmth;	though	they	are	natural	where	earnestness	already	exists,	and	pleasing	as	being
its	spontaneous	concomitants.	To	sit	down	to	compose	for	the	pulpit	with	a	resolution	to
be	eloquent	is	one	impediment	to	persuasion;	but	to	be	determined	to	be	earnest	is
absolutely	fatal	to	it.

He	who	has	before	his	mental	eye	the	Four	Last	Things	will	have	the	true	earnestness,	the
horror	or	the	rapture,	of	one	who	witnesses	a	conflagration,	or	discerns	some	rich	and
sublime	prospect	of	natural	scenery.	His	countenance,	his	manner,	his	voice,	speak	for
him,	in	proportion	as	his	view	has	been	vivid	and	minute.	The	great	English	poet	has
described	this	sort	of	eloquence	when	a	calamity	had	befallen:

Yea,	this	man's	brow,	like	to	a	title	page,
Foretells	the	nature	of	a	tragic	volume.
Thou	tremblest,	and	the	whiteness	in	thy	cheek
Is	apter	than	thy	tongue	to	tell	thy	errand.

It	is	this	earnestness,	in	the	supernatural	order,	which	is	the	eloquence	of	saints;	and	not
of	saints	only,	but	of	all	Christian	preachers,	according	to	the	measure	of	their	faith	and
love.	As	the	case	would	be	with	one	who	has	actually	seen	what	he	relates,	the	herald	of
tidings	of	the	invisible	world	also	will	be,	from	the	nature	of	the	case,	whether	vehement
or	calm,	sad	or	exulting,	always	simple,	grave,	emphatic,	and	peremptory;	and	all	this,	not
because	he	has	proposed	to	himself	to	be	so,	but	because	certain	intellectual	convictions
involve	certain	external	manifestations.	St.	Francis	de	Sales	is	full	and	clear	upon	this
point.	It	is	necessary,	he	says,	"ut	ipsemet	penitus	hauseris,	ut	persuasissimam	tibi	habeas,
doctrinam.	quam.	aliis	persuasam	cu-
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pis.	Artificium	summum	erit,	nullum	habere	artificium.	Inflammata	sint	verba,	non
clamoribus	gesticulationibusve	immodicis,	sed	interiore	affectione.	De	corde	plus	quàm
de	ore	proficiscantur.	Quantumvis	ore	dixerimus,	sanè	cor	cordi	loquitur,	lingua	non	nisi
aures	pulsat."	St.	Augustine	had	said	to	the	same	purpose	long	before:	"Sonus	verborum
nostrorum	aures	percutit;	magister	intus	est."

(2.)	My	second	remark	is,	that	it	is	the	preacher's	duty	to	aim	at	imparting	to	others,	not
any	fortuitous,	unpremeditated	benefit,	but	some	definite	spiritual	good.	It	is	here	that
design	and	study	find	their	place;	the	more	exact	and	precise	is	the	subject	which	he
treats,	the	more	impressive	and	practical	will	he	be;	whereas	no	one	will	carry	off	much
from	a	discourse	which	is	on	the	general	subject	of	virtue,	or	vaguely	and	feebly
entertains	the	question	of	the	desirableness	of	attaining	Heaven,	or	the	rashness	of
incurring	eternal	ruin.	As	a	distinct	image	before	the	mind	makes	the	preacher	earnest,	so
it	will	give	him	something	which	it	is	worth	while	to	communicate	to	others.	Mere
sympathy,	it	is	true,	is	able,	as	I	have	said,	to	transfer	an	emotion	or	sentiment	from	mind
to	mind,	but	it	is	not	able	to	fix	it	there.	He	must	aim	at	imprinting	on	the	heart	what	will
never	leave	it,	and	this	he	cannot	do	unless	he	employ	himself	on	some	definite	subject,
which	he	has	to	handle	and	weigh,	and	then,	as	it	were,	to	hand	over	from	himself	to
others.

Hence	it	is	that	the	Saints	insist	so	expressly	on	the	necessity	of	his	addressing	himself	to
the	intellect	of	men,	and	of	convincing	as	well	as	persuading.	"Necesse	est	ut	doceat	et
moveat,"	says	St.	Francis;	and	St.	Antoninus	still	more	distinctly:	"Debet	prædicator	clare
loqui,	ut	instruat	intellectum	auditoris,	et	doceat."	Hence,	moreover,	in	St.	Ignatius's
Exercises,	the	act	of	the	intellect	precedes	that	of	the	affections.	Father	Lohner	seems	to
me	to	be	giving	an	instance	in	point	when	he	tells	us	of	a	courtpreacher,	who	delivered
what	would	be	commonly	considered	eloquent	sermons,	and	attracted	no	one;	and	next
took	to	simple	explanations	of	the	Mass	and	similar	subjects,	and	then	found	the	church
thronged.	So	necessary	is	it	to	have	something	to	say,	if	we	desire	any	one	to	listen.

Nay,	I	would	go	the	length	of	recommending	a	preacher	to	place	a	distinct	categorical
proposition	before	him,	such	as	he

	



Page	309

can	write	down	in	a	form	of	words,	and	to	guide	and	limit	his	preparation	by	it,	and	to
aim	in	all	he	says	to	bring	it	out,	and	nothing	else.	This	seems	to	be	implied	or	suggested
in	St.	Charles's	direction:	"Id	omnino	studebit,	ut	quod	in	concione	dicturus	est	antea
bene	cognitum	habeat."	Nay,	is	it	not	expressly	conveyed	in	the	Scripture	phrase	of
"preaching	the	word"?	for	what	is	meant	by	"the	word"	but	a	proposition	addressed	to	the
intellect?	nor	will	a	preacher's	earnestness	show	itself	in	anything	more	unequivocally
than	in	his	rejecting,	whatever	be	the	temptation	to	admit	it,	every	remark,	however
original,	every	period,	however	eloquent,	which	does	not	in	some	way	or	other	tend	to
bring	out	this	one	distinct	proposition	which	he	has	chosen.	Nothing	is	so	fatal	to	the
effect	of	a	sermon	as	the	habit	of	preaching	on	three	or	four	subjects	at	once.	I
acknowledge	I	am	advancing	a	step	beyond	the	practice	of	great	Catholic	preachers	when
I	add	that,	even	though	we	preach	on	only	one	at	a	time,	finishing	and	dismissing	the	first
before	we	go	to	the	second,	and	the	second	before	we	go	to	the	third,	still,	after	all,	a
practice	like	this,	though	not	open	to	the	inconvenience	which	the	confusing	of	one
subject	with	another	involves,	is	in	matter	of	fact	nothing	short	of	the	delivery	of	three
sermons	in	succession	without	break	between	them.

Summing	up,	then,	what	I	have	been	saying,	I	observe	that,	if	I	have	understood	the
doctrine	of	St.	Charles,	St.	Francis,	and	other	saints	aright,	definiteness	of	object	is	in
various	ways	the	one	virtue	of	the	preacher;and	this	means	that	he	should	set	out	with	the
intention	of	conveying	to	others	some	spiritual	benefit;	that,	with	a	view	to	this,	and	as	the
only	ordinary	way	to	it,	he	should	select	some	distinct	fact	or	scene,	some	passage	in
history,	some	truth,	simple	or	profound,	some	doctrine,	some	principle,	or	some
sentiment,	and	should	study	it	well	and	thoroughly,	and	first	make	it	his	own,	or	else	have
already	dwelt	on	it	and	mastered	it,	so	as	to	be	able	to	use	it	for	the	occasion	from	an
habitual	understanding	of	it;	and	that	then	he	should	employ	himself,	as	the	one	business
of	his	discourse,	to	bring	home	to	others,	and	to	leave	deep	within	them,	what	he	has,
before	he	began	to	speak	to	them,	brought	home	to	himself.	What	he	feels	himself,	and
feels	deeply,	he	has	to	make	others	feel	deeply;	and	in	proportion	as	he	comprehends	this,
he	will	rise	above	the	temp-
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tation	of	introducing	collateral	matters,	and	will	have	no	taste,	no	heart,	for	going	aside
after	flowers	of	oratory,	fine	figures,	tuneful	periods,	which	are	worth	nothing,	unless
they	come	to	him	spontaneously,	and	are	spoken	"out	of	the	abundance	of	the	heart."	Our
Lord	said	on	one	occasion:	"I	am	come	to	send	fire	on	the	earth,	and	what	will	I	but	that
it	be	kindled?"	He	had	one	work,	and	He	accomplished	it.	"The	words,"	He	says,	"which
Thou	gayest	Me,	I	have	given	to	them,	and	they	have	received	them,	.	.	.	and	now	I	come
to	Thee."	And	the	Apostles,	again,	as	they	had	received,	so	were	they	to	give.	"That	which
we	have	seen	and	have	heard,''	says	one	of	them,	"we	declare	unto	you,	that	you	may
have	fellowship	with	us."	If,	then,	a	preacher's	subject	only	be	some	portion	of	the	Divine
message,	however	elementary	it	may	be,	however	trite,	it	will	have	a	dignity	such	as	to
possess	him,	and	a	virtue	to	kindle	him,	and	an	influence	to	subdue	and	convert	those	to
whom	it	goes	forth	from	him,	according	to	the	words	of	the	promise,	"My	word,	which
shall	go	forth	from	My	mouth,	shall	not	return	to	Me	void,	but	it	shall	do	whatsoever	I
please,	and	shall	prosper	in	the	things	for	which	I	sent	it."

4

2.	And	now	having	got	as	far	as	this,	we	shall	see	without	difficulty	what	a	University
Sermon	ought	to	be	just	so	far	as	it	is	distinct	from	other	sermons;	for,	if	all	preaching	is
directed	towards	a	hearer,	such	as	is	the	hearer	will	be	the	preaching,	and,	as	a	University
auditory	differs	from	other	auditories,	so	will	a	sermon	addressed	to	it	differ	from	other
sermons.	This,	indeed,	is	a	broad	maxim	which	holy	men	lay	down	on	the	subject	of
preaching.	Thus,	St.	Gregory	Theologus,	as	quoted	by	the.	Pope	his	namesake,	says:	"The
self-same	exhortation	is	not	suitable	for	all	hearers;	for	all	have	not	the	same	disposition
of	mind,	and	what	profits	these	is	hurtful	to	those."	The	holy	Pope	himself	throws	the
maxim	into	another	form,	still	more	precise:	"Debet	prædicator,"	he	says;	"perspicere,	ne
plus	prædicet,	quàm	ab	audiente	capi	possit."	And	St.	Charles	expounds	it,	referring	to
Pope	St.	Gregory:	"Pro	audientium	genere	locos	doctrinarum,	ex	quibus	concionem
conficiat,	non	modo	distinctos,	sed	optimè
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explicatos	habebit.	Atque	in	hoc	quidem	multiplici	genere	concionator	videbit,	ne
quæcumque,	ut	S.	Gregorius	scitè	monet,	legerit,	aut	scientiâ	comprehenderit,	omnia
enunciet	atque	effundat;	sed	delectum	habebit,	ita	ut	documenta	alia	exponat,	alia	tacitè
relinquat,	prout	locus,	ordo,	conditioque	auditorurn	deposcat."	And,	by	way	of	obviating
the	chance	of	such	a	rule	being	considered	a	human	artifice	inconsistent	with	the
simplicity	of	the	Gospel,	he	had	said	shortly	before:	"Ad	Dei	gloriam,	ad	coelestis	*	regni
propagationem,	et	ad	animarum	salutem,	plurimum	interest,	non	solum	quales	sint
prædicatores,	sed	quâ	viâ,	quâ	ratione	prædicent."

It	is	true,	this	is	also	one	of	the	elementary	principles	of	the	Art	of	Rhetoric;	but	it	is	no
scandal	that	a	saintly	Bishop	should	in	this	matter	borrow	a	maxim	from	secular,	nay,
from	pagan	schools.	For	divine	grace	does	not	overpower	nor	supersede	the	action	of	the
human	mind	according	to	its	proper	nature;	and	if	heathen	writers	have	analyzed	that
nature	well,	so	far	let	them	be	used	to	the	greater	glory	of	the	Author	and	Source	of	all
Truth.	Aristotle,	then,	in	his	celebrated	treatise	on	Rhetoric,	makes	the	very	essence	of	the
Art	lie	in	the	precise	recognition	of	a	hearer.	It	is	a	relative	art,	and	in	that	respect	differs
from	Logic,	which	simply	teaches	the	right	use	of	reason,	whereas	Rhetoric	is	the	art	of
persuasion,	which	implies	a	person	who	is	to	be	persuaded.	As,	then,	the	Christian
Preacher	aims	at	the	Divine	Glory,	not	in	any	vague	and	general	way,	but	definitely	by	the
enunciation	of	some	article	or	passage	of	the	Revealed	Word,	so	further,	he	enunciates	it,
not	for	the	instruction	of	the	whole	world,	but	directly	for	the	sake	of	those	very	persons
who	are	before	him.	He	is,	when	in	the	pulpit,	instructing,	enlightening,	informing,
advancing,	sanctifying,	not	all	nations,	nor	all	classes,	nor	all	callings,	but	those	particular
ranks,	professions,	states,	ages,	characters,	which	have	gathered	around	him.	Proof
indeed	is	the	same	all	over	the	earth;	but	he	has	not	only	to	prove,	but	to
persuade;Whom?	A	hearer,	then,	is	included	in	the	very	idea	of	preaching;	and	we	cannot
determine	how	in	detail	we	ought	to	preach,	till	we	know	whom	we	are	to	address.

In	all	the	most	important	respects,	indeed,	all	hearers	are	the	same,	and	what	is	suitable
for	one	audience	is	suitable	for	another.	All	hearers	are	children	of	Adam,	all,	too,	are
children	of
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the	Christian	adoption	and	of	the	Catholic	Church.	The	great	topics	which	suit	the
multitude,	which	attract	the	poor,	which	sway	the	unlearned,	which	warn,	arrest,	recall,
the	wayward	and	wandering,	are	in	place	within	the	precincts	of	a	University	as
elsewhere.	A	Studium	Generale	is	not	a	cloister,	or	noviciate,	or	seminary,	or	boarding-
school;	it	is	an	assemblage	of	the	young,	the	inexperienced,	the	lay	and	the	secular;	and
not	even	the	simplest	of	religious	truths,	or	the	most	elementary	article	of	the	Christian
faith,	can	be	unseasonable	from	its	pulpit.	A	sermon	on	the	Divine	Omnipresence,	on	the
future	judgment,	on	the	satisfaction	of	Christ,	on	the	intercession	of	saints,	will	be	not
less,	perhaps	more,	suitable	there	than	if	it	were	addressed	to	a	parish	congregation.	Let
no	one	suppose	that	any	thing	recondite	is	essential	to	the	idea	of	a	University	sermon.
The	most	obvious	truths	are	often	the	most	profitable.	Seldom	does	an	opportunity	occur
for	a	subject	there	which	might	not	under	circumstances	be	treated	before	any	other
auditory	whatever.	Nay,	further;	an	academical	auditory	might	be	well	content	if	it	never
heard	any	subject	treated	at	all	but	what	would	be	suitable	to	any	general	congregation.

However,	after	all,	a	University	has	a	character	of	its	own;	it	has	some	traits	of	human
nature	more	prominently	developed	than	others,	and	its	members	are	brought	together
under	circumstances	which	impart	to	the	auditory	a	peculiar	colour	and	expression,	even
where	it	does	not	substantially	differ	from	another.	It	is	composed	of	men,	not	women;	of
the	young	rather	than	the	old;	and	of	persons	either	highly	educated	or	under	education.
These	are	the	points	which	the	preacher	will	bear	in	mind,	and	which	will	direct	him	both
in	his	choice	of	subject,	and	in	his	mode	of	treating	it.

5

(1.)	And	first	as	to	his	matter	or	subject.	Here	I	would	remark	upon	the	circumstance,	that
courses	of	sermons	upon	theological	points,	polemical	discussions,	treatises	in	extenso,
and	the	like,	are	often	included	in	the	idea	of	a	University	Sermon,	and	are	considered	to
be	legitimately	entitled	to	occupy	the	attention	of	a	University	audience;	the	object	of	such
compositions	being,
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not	directly	and	mainly	the	edification	of	the	hearers,	but	the	defence	or	advantage	of
Catholicism	at	large,	and	the	gradual	formation	of	a	volume	suitable	for	publication.
Without	absolutely	discountenancing	such	important	works,	it	is	not	necessary	to	say
more	of	them	than	that	they	rather	belong	to	the	divinity	school,	and	fall	under	the	idea	of
Lectures,	than	have	a	claim	to	be	viewed	as	University	Sermons.	Anyhow,	I	do	not	feel
called	upon	to	speak	of	such	discourses	here.	And	I	say	the	same	of	panegyrical	orations,
discourses	on	special	occasions,	funeral	sermons,	and	the	like.	Putting	such	exceptional
compositions	aside,	I	will	confine	myself	to	the	consideration	of	what	may	be	called
Sermons	proper.	And	here,	I	repeat,	any	general	subject	will	be	seasonable	in	the
University	pulpit	which	would	be	seasonable	elsewhere;	but,	if	we	look	for	subjects
especially	suitable,	they	will	be	of	two	kinds.	The	temptations	which	ordinarily	assail	the
young	and	the	intellectual	are	two:	those	which	are	directed	against	their	virtue,	and	those
which	are	directed	against	their	faith.	All	divine	gifts	are	exposed	to	misuse	and
perversion;	youth	and	intellect	are	both	of	them	goods,	and	involve	in	them	certain	duties
respectively,	and	can	be	used	to	the	glory	of	the	Giver;	but,	as	youth	becomes	the
occasion	of	excess	and	sensuality,	so	does	intellect	give	accidental	opportunity	to	religious
error,	rash	speculation,	doubt,	and	infidelity.	That	these	are	in	fact	the	peculiar	evils	to
which	large	Academical	Bodies	are	liable	is	shown	from	the	history	of	Universities;	and	if
a	preacher	would	have	a	subject	which	has	especial	significancy	in	such	a	place,	he	must
select	one	which	bears	upon	one	or	other	of	these	two	classes	of	sin.	I	mean,	he	would	be
treating	on	some	such	subject	with	the	same	sort	of	appositeness	as	he	would	discourse
upon	almsgiving	when	addressing	the	rich,	or	on	patience,	resignation,	and	industry,
when	he	was	addressing	the	poor,	or	on	forgiveness	of	injuries	when	he	was	addressing
the	oppressed	or	persecuted.

To	this	suggestion	I	append	two	cautions.	First,	I	need	hardly	say,	that	a	preacher	should
be	quite	sure	that	he	understands	the	persons	he	is	addressing	before	he	ventures	to	aim	at
what	he	considers	to	be	their	ethical	condition;	for,	if	he	mistakes,	he	will	probably	be
doing	harm	rather	than	good.	I	have	known	consequences	to	occur	very	far	from
edifying,	when	strangers	have	fancied	they	knew	an	auditory	when	they	did	not,	and	have
by
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implication	imputed	to	them	habits	or	motives	which	were	not	theirs.	Better	far	would	it
be	for	a	preacher	to	select	one	of	those	more	general	subjects	which	are	safe	than	risk
what	is	evidently	ambitious,	if	it	is	not	successful.

My	other	caution	is	this:that,	even	when	he	addresses	himself	to	some	special	danger	or
probable	deficiency	or	need	of	his	hearers,	he	should	do	so	covertly,	not	showing	on	the
surface	of	his	discourse	what	he	is	aiming	at.	I	see	no	advantage	in	a	preacher	professing
to	treat	of	infidelity,	orthodoxy,	or	virtue,	or	the	pride	of	reason,	or	riot,	or	sensual
indulgence.	To	say	nothing	else,	common-places	are	but	blunt	weapons;	whereas	it	is
particular	topics	that	penetrate	and	reach	their	mark.	Such	subjects	rather	are,	for
instance,	the	improvement	of	time,	avoiding	the	occasions	of	sin,	frequenting	the
Sacraments,	divine	warnings,	the	inspirations	of	grace,	the	mysteries	of	the	Rosary,
natural	virtue,	beauty	of	the	rites	of	the	Church,	consistency	of	the	Catholic	faith,	relation
of	Scripture	to	the	Church,	the	philosophy	of	tradition,	and	any	others,	which	may	touch
the	heart	and	conscience,	or	may	suggest	trains	of	thought	to	the	intellect,	without
proclaiming	the	main	reason	why	they	have	been	chosen.

(2.)	Next,	as	to	the	mode	of	treating	its	subject,	which	a	University	discourse	requires.	It
is	this	respect,	after	all,	I	think,	in	which	it	especially	differs	from	other	kinds	of
preaching.	As	translations	differ	from	each	other,	as	expressing	the	same	ideas	in	different
languages,	so	in	the	case	of	sermons,	each	may	undertake	the	same	subject,	yet	treat	it	in
its	own	way,	as	contemplating	its	own	hearers.	This	is	well	exemplified	in	the	speeches	of
St.	Paul,	as	recorded	in	the	book	of	Acts.	To	the	Jews	he	quotes	the	Old	Testament;	on	the
Areopagus,	addressing	the	philosophers	of	Athens,	he	insists,not	indeed	upon	any
recondite	doctrine,	contrariwise,	upon	the	most	elementary,	the	being	and	unity	of
God;but	he	treats	it	with	a	learning	and	depth	of	thought,	which	the	presence	of	that
celebrated	city	naturally	suggested.	And	in	like	manner,	while	the	most	simple	subjects	are
opposite	in	a	University	pulpit,	they	certainly	would	there	require	a	treatment	more	exact
than	is	necessary	in	merely	popular	exhortations.	It	is	not	asking	much	to	demand	for
academical	discourses	a	more	careful	study	beforehand,	a	more	accurate	conception	of
the	idea	which	they	are	to	enforce,	a	more	cautious	use	of	words,
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a	more	anxious	consultation	of	writers	of	authority,	and	somewhat	more	of	philosophical
and	theological	knowledge.

But	here	again,	as	before,	I	would	insist	on	the	necessity	of	such	compositions	being
unpretending.	It	is	not	necessary	for	a	preacher	to	quote	the	Holy	Fathers,	or	to	show
erudition,	or	to	construct	an	original	argument,	or	to	be	ambitious	in	style	and	profuse	of
ornament,	on	the	ground	that	the	audience	is	a	University:	it	is	only	necessary	so	to	keep
the	character	and	necessities	of	his	hearers	before	him	as	to	avoid	what	may	offend	them,
or	mislead,	or	disappoint,	or	fail	to	profit.

6

3.	But	here	a	distinct	question	opens	upon	us,	on	which	I	must	say	a	few	words	in
conclusion,	viz.,	whether	or	not	the	preacher	should	preach	without	book.

This	is	a	delicate	question	to	enter	upon,	considering	that	the	Irish	practice	of	preaching
without	book,	which	is	in	accordance	with	that	of	foreign	countries,	and,	as	it	would
appear,	with	the	tradition	of	the	Church	from	the	first,	is	not	universally	adopted	in
England,	nor,	as	I	believe,	in	Scotland;	and	it	might	seem	unreasonable	or	presumptuous
to	abridge	a	liberty	at	present	granted	to	the	preacher.	I	will	simply	set	down	what	occurs
to	me	to	say	on	each	side	of	the	question.

First	of	all,	looking	at	the	matter	on	the	side	of	usage,	I	have	always	understood	that	it
was	the	rule	in	Catholic	countries,	as	I	have	just	said,	both	in	this	and	in	former	times,	to
preach	without	book;	and,	if	the	rule	be	really	so,	it	carries	extreme	weight	with	it.	I	do
not	speak	as	if	I	had	consulted	a	library,	and	made	my	ground	sure;	but	at	first	sight	it
would	appear	impossible,	even	from	the	number	of	homilies	and	commentaries	which	are
assigned	to	certain	Fathers,	as	to	St.	Augustine	or	to	St.	Chrysostom,	that	they	could	have
delivered	them	from	formally-written	compositions.	On	the	other	hand,	St.	Leo's	sermons
certainly	are,	in	the	strict	sense	of	the	word,	compositions;	nay,	passages	of	them	are
carefully	dogmatic;	nay,	further	still,	they	have	sometimes	the	character	of	a	symbol,	and,
in	consequence,	are	found	repeated	in	other	parts	of	his	works;	and	again,	though	I	do
not	profess	to	be	well	read	in	the	works	of	St.	Chrysostom,	there	is
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generally	in	such	portions	of	them	as	are	known	to	those	of	us	who	are	in	Holy	Orders,	a
peculiarity,	an	identity	of	style,	which	enables	one	to	recognize	the	author	at	a	glance,
even	in	the	latin	version	of	the	Breviary,	and	which	would	seem	to	be	quite	beyond	the
mere	fidelity	of	reporters.	It	would	seem,	then,	he	must	after	all	have	written	them;	and	if
he	did	write	at	all,	it	is	more	likely	that	he	wrote	with	the	stimulus	of	preaching	before
him,	than	that	he	had	time	and	inducement	to	correct	and	enlarge	them	afterwards	from
notes,	for	what	is	now	called	"publication,"	which	at	that	time	could	hardly	be	said	to
exist	at	all.	To	this	consideration	we	must	add	the	remarkable	fact	(which,	though	in
classical	history,	throws	light	upon	our	inquiry)	that,	not	to	produce	other	instances,	the
greater	part	of	Cicero's	powerful	and	brilliant	orations	against	Verres	were	never	delivered
at	all.	Nor	must	it	be	forgotten	that	Cicero	specifies	memory	in	his	enumeration	of	the
distinct	talents	necessary	for	a	great	orator.	And	then	we	have	in	corroboration	the	French
practice	of	writing	sermons	and	learning	them	by	heart.

These	remarks,	as	far	as	they	go,	lead	us	to	lay	great	stress	on	the	preparation	of	a
sermon,	as	amounting	in	fact	to	composition,	even	in	writing,	and	in	extenso.	Now
consider	St.	Carlo's	direction,	as	quoted	above:	"Id	omnino	studebit,	ut	quod	in	concione
dicturus	est,	antea	bene	cognitum	habeat."	Now	a	parish	priest	has	neither	time	nor
occasion	for	any	but	elementary	and	ordinary	topics;	and	any	such	subject	he	has
habitually	made	his	own,	"cognitum	habet,"	already;	but	when	the	matter	is	of	a	more
select	and	occasional	character,	as	in	the	case	of	a	University	Sermon,	then	the	preacher
has	to	study	it	well	and	thoroughly,	and	master	it	beforehand.	Study	and	meditation	being
imperative,	can	it	be	denied	that	one	of	the	most	effectual	means	by	which	we	are	able	to
ascertain	our	understanding	of	a	subject,	to	bring	out	our	thoughts	upon	it,	to	clear	our
meaning,	to	enlarge	our	views	of	its	relations	to	other	subjects,	and	to	develop	it
generally,	is	to	write	down	carefully	all	we	have	to	say	about	it?	People	indeed	differ	in
matters	of	this	kind,	but	I	think	that	writing	is	a	stimulus	to	the	mental	faculties,	to	the
logical	talent,	to	originality,	to	the	power	of	illustration,	to	the	arrangement	of	topics,
second	to	none.	Till	a	man	begins	to	put	down	his	thoughts	about	a	subject	on	paper	he
will	not	ascertain	what	he	knows	and	what	he
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does	not	know;	and	still	less	will	he	be	able	to	express	what	he	does	know.	Such	a	formal
preparation	of	course	cannot	be	required	of	a	parish	priest,	burdened,	as	he	may	be,	with
other	duties,	and	preaching	on	elementary	subjects,	and	supported	by	the	systematic	order
and	the	suggestions	of	the	Catechism;	but	in	occasional	sermons	the	case	is	otherwise.	In
these	it	is	both	possible	and	generally	necessary;	and	the	fuller	the	sketch,	and	the	more
clear	and	continuous	the	thread	of	the	discourse,	the	more	the	preacher	will	find	himself
at	home	when	the	time	of	delivery	arrives.	I	have	said	"generally	necessary,"	for	of	course
there	will	be	exceptional	cases,	in	which	such	a	mode	of	preparation	does	not	answer,
whether	from	some	mistake	in	carrying	it	out,	or	from	some	special	gift	superseding	it.

To	many	preachers	there	will	be	another	advantage	besides;such	a	practice	will	secure
them	against	venturing	upon	really	extempore	matter.	The	more	ardent	a	man	is,	and	the
greater	power	he	has	of	affecting	his	hearers,	so	much	the	more	will	he	need	self-control
and	sustained	recollection,	and	feel	the	advantage	of	committing	himself,	as	it	were,	to	the
custody	of	his	previous	intentions,	instead	of	yielding	to	any	chance	current	of	thought
which	rushes	upon	him	in	the	midst	of	his	preaching.	His	very	gifts	may	need	the
counterpoise	of	more	ordinary	and	homely	accessories,	such	as	the	drudgery	of
composition.

It	must	be	borne	in	mind	too,	that,	since	a	University	Sermon	will	commonly	have	more
pains	than	ordinary	bestowed	on	it,	it	will	be	considered	in	the	number	of	those	which	the
author	would	especially	wish	to	preserve.	Some	record	of	it	then	will	be	natural,	or	even
is	involved	in	its	composition;	and,	while	the	least	elaborate	will	be	as	much	as	a	sketch
or	abstract,	even	the	most	minute,	exact,	and	copious	assemblage	of	notes	will	not	be
found	too	long	hereafter,	supposing,	as	time	goes	on,	any	reason	occurs	for	wishing	to
commit	it	to	the	press.

Here	are	various	reasons,	which	are	likely	to	lead,	or	to	oblige,	a	preacher	to	have
recourse	to	his	pen	in	preparation	for	his	special	office.	A	further	reason	might	be
suggested,	which	would	be	more	intimate	than	any	we	have	given,	going	indeed	so	far	as
to	justify	the	introduction	of	a	manuscript	into	the	pulpit	itself,	if	the	case	supposed	fell
for	certain	under	the	idea	of	a	University	Sermon.	It	may	be	urged	with	great	cogency	that
a	process	of
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argument,	or	a	logical	analysis	and	investigation,	cannot	at	all	be	conducted	with	suitable
accuracy	of	wording,	completeness	of	statement,	or	succession	of	ideas,	if	the
composition	is	to	be	prompted	at	the	moment,	and	breathed	out,	as	it	were,	from	the
intellect	together	with	the	very	words	which	are	its	vehicle.	There	are	indeed	a	few
persons	in	a	generation,	such	as	Pitt,	who	are	able	to	converse	like	a	book,	and	to	speak	a
pamphlet;	but	others	must	be	content	to	write	and	to	read	their	writing.	This	is	true;	but	I
have	already	found	reason	to	question	whether	such	delicate	and	complicated
organizations	of	thought	have	a	right	to	the	name	of	Sermons	at	all.	In	truth,	a	discourse,
which,	from	its	fineness	and	precision	of	ideas,	is	too	difficult	for	a	preacher	to	deliver
without	such	extraneous	assistance,	is	too	difficult	for	a	hearer	to	follow;	and,	if	a	book
be	imperative	for	teaching,	it	is	imperative	for	learning.	Both	parties	ought	to	read,	if	they
are	to	be	on	equal	terms;and	this	remark	furnishes	me	with	a	principle	which	has	an
application	wider	than	the	particular	case	which	has	suggested	it.

While,	then,	a	preacher	will	find	it	becoming	and	advisable	to	put	into	writing	any
important	discourse	beforehand,	he	will	find	it	equally	a	point	of	propriety	and
expedience	not	to	read	it	in	the	pulpit.	I	am	not	of	course	denying	his	right	to	use	a
manuscript,	if	he	wishes;	but	he	will	do	well	to	conceal	it,	as	far	as	he	can,	unless,	which
is	the	most	effectual	concealment,	whatever	be	its	counterbalancing	disadvantages,	he
prefers,	mainly	not	verbally,	to	get	it	by	heart.	To	conceal	it,	indeed,	in	one	way	or	other,
will	be	his	natural	impulse;	and	this	very	circumstance	seems	to	show	us	that	to	read	a
sermon	needs	an	apology.	For,	why	should	he	commit	it	to	memory,	or	conceal	his	use	of
it,	unless	he	felt	that	it	was	more	natural,	more	decorous,	to	do	without	it?	And	so	again,
if	he	employs	a	manuscript,	the	more	he	appears	to	dispense	with	it,	the	more	he	looks
off	from	it,	and	directly	addresses	his	audience,	the	more	will	he	be	considered	to	preach;
and,	on	the	other	hand,	the	more	will	he	be	judged	to	come	short	of	preaching	the	more
sedulous	he	is	in	following	his	manuscript	line	after	line,	and	by	the	tone	of	his	voice
makes	it	clear	that	he	has	got	it	safely	before	him.	What	is	this	but	a	popular	testimony	to
the	fact	that	preaching	is	not	reading,	and	reading	is	not	preaching?
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There	is,	as	I	have	said,	a	principle	involved	in	this	decision.	It	is	a	common	answer	made
by	the	Protestant	poor	to	their	clergy	or	other	superiors,	when	asked	why	they	do	not	go
to	church,	that	"they	can	read	their	book	at	home	quite	as	well."	It	is	quite	true,	they	can
read	their	book	at	home,	and	it	is	difficult	what	to	rejoin,	and	it	is	a	problem,	which	has
employed	before	now	the	more	thoughtful	of	their	communion,	to	make	out	what	is	got
by	going	to	public	service.	The	prayers	are	from	a	printed	book,	the	sermon	is	from	a
manuscript.	The	printed	prayers	they	have	already;	and,	as	to	the	manuscript	sermon,	why
should	it	be	in	any	respects	better	than	the	volume	of	sermons	which	they	have	at	home?
Why	should	not	an	approved	author	be	as	good	as	one	who	has	not	yet	submitted	himself
to	criticism?	And	again,	if	it	is	to	be	read	in	the	church,	why	may	not	one	person	read	it
quite	as	well	as	another?	Good	advice	is	good	advice,	all	the	world	over.	There	is
something	more,	then,	than	composition	in	a	sermon;	there	is	something	personal	in
preaching;	people	are	drawn	and	moved,	not	simply	by	what	is	said,	but	by	how	it	is	said,
and	who	says	it.	The	same	things	said	by	one	man	are	not	the	same	as	when	said	by
another.	The	same	things	when	read	are	not	the	same	as	when	they	are	preached.

7

In	this	respect	the	preacher	differs	from	the	minister	of	the	sacraments,	that	he	comes	to
his	hearers,	in	some	sense	or	other,	with	antecedents.	Clad	in	his	sacerdotal	vestments,	he
sinks	what	is	individual	in	himself	altogether,	and	is	but	the	representative	of	Him	from
whom	he	derives	his	commission.	His	words,	his	tones,	his	actions,	his	presence,	lose
their	personality;	one	bishop,	one	priest,	is	like	another;	they	all	chant	the	same	notes,	and
observe	the	same	genuflexions,	as	they	give	one	peace	and	one	blessing,	as	they	offer	one
and	the	same	sacrifice.	The	Mass	must	not	be	said	without	a	Missal	under	the	priest's	eye;
nor	in	any	language	but	that	in	which	it	has	come	down	to	us	from	the	early	hierarchs	of
the	Western	Church.	But,	when	it	is	over,	and	the	celebrant	has	resigned	the	vestments
proper	to	it,	then	he	resumes	himself,	and	comes	to	us	in	the	gifts	and	associations	which
attach	to	his	person.	He	knows	his	sheep,	and	they	know	him;	and

	



Page	320

it	is	this	direct	bearing	of	the	teacher	on	the	taught,	of	his	mind	upon	their	minds,	and	the
mutual	sympathy	which	exists	between	them,	which	is	his	strength	and	influence	when	he
addresses	them.	They	hang	upon	his	lips	as	they	cannot	hang	upon	the	pages	of	his	book.
Definiteness	is	the	life	of	preaching.	A	definite	hearer,	not	the	whole	world;	a	definite
topic,	not	the	whole	evangelical	tradition;	and,	in	like	manner,	a	definite	speaker.	Nothing
that	is	anonymous	will	preach;	nothing	that	is	dead	and	gone;	nothing	even	which	is	of
yesterday,	however	religious	in	itself	and	useful.	Thought	and	word	are	one	in	the	Eternal
Logos,	and	must	not	be	separate	in	those	who	are	His	shadows	on	earth.	They	must	issue
fresh	and	fresh,	as	from	the	preacher's	mouth,	so	from	his	breast,	if	they	are	to	be	''spirit
and	life"	to	the	hearts	of	his	hearers.	And	what	is	true	of	a	parish	priest	applies,	mutatis
mutandis,	to	a	University	preacher;	who,	even	more,	perhaps,	than	the	ordinary
parochus,	comes	to	his	audience	with	a	name	and	a	history,	and	excites	a	personal
interest,	and	persuades	by	what	he	is,	as	well	as	by	what	he	delivers.

I	am	far	from	forgetting	that	every	one	has	his	own	talent,	and	that	one	has	not	what
another	has.	Eloquence	is	a	divine	gift,	which	to	a	certain	point	supersedes	rules,	and	is	to
be	used,	like	other	gifts,	to	the	glory	of	the	Giver,	and	then	only	to	be	discountenanced
when	it	forgets	its	place,	when	it	throws	into	the	shade	and	embarrasses	the	essential
functions	of	the	Christian	preacher,	and	claims	to	be	cultivated	for	its	own	sake	instead	of
being	made	subordinate	and	subservient	to	a	higher	work	and	to	sacred	objects.	And	how
to	make	eloquence	subservient	to	the	evangelical	office	is	not	more	difficult	than	how	to
use	learning	or	intellect	for	a	supernatural	end;	but	it	does	not	come	into	consideration
here.

In	the	case	of	particular	preachers,	circumstances	may	constantly	arise	which	render	the
use	of	a	manuscript	the	more	advisable	course;	but	I	have	been	considering	how	the	case
stands	in	itself,	and	attempting	to	set	down	what	is	to	be	aimed	at	as	best.	If	religious	men
once	ascertain	what	is	abstractedly	desirable,	and	acquiesce	in	it	with	their	hearts,	they
will	be	in	the	way	to	get	over	many	difficulties	which	otherwise	will	be	insurmountable.
For	myself,	I	think	it	no	extravagance	to	say	that	a	very	inferior	sermon,	delivered
without	book,	answers	the	purposes	for
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which	all	sermons	are	delivered	more	perfectly	than	one	of	great	merit,	if	it	be	written	and
read.	Of	course,	all	men	will	not	speak	without	book	equally	well,	just	as	their	voices	are
not	equally	clear	and	loud,	or	their	manner	equally	impressive.	Eloquence,	I	repeat,	is	a
gift;	but	most	men,	unless	they	have	passed	the	age	for	learning,	may	with	practice	attain
such	fluency	in	expressing	their	thoughts	as	will	enable	them	to	convey	and	manifest	to
their	audience	that	earnestness	and	devotion	to	their	object,	which	is	the	life	of
preaching,which	both	covers,	in	the	preacher's	own	consciousness,	the	sense	of	his	own
deficiencies,	and	makes	up	for	them	over	and	over	again	in	the	judgment	of	his	hearers.

VII
Christianity	and	Physical	Science:
A	Lecture	In	the	School	of	Medicine

1

Now	that	we	have	just	commenced	our	second	Academical	Year,	it	is	natural,	Gentlemen,
that,	as	in	November	last,	when	we	were	entering	upon	our	great	undertaking,	I	offered	to
you	some	remarks	suggested	by	the	occasion,	so	now	again	I	should	not	suffer	the	first
weeks	of	the	Session	to	pass	away	without	addressing	to	you	a	few	words	on	one	of
those	subjects	which	are	at	the	moment	especially	interesting	to	us.	And	when	I	apply
myself	to	think	what	topic	I	shall	in	consequence	submit	to	your	consideration,	I	seem	to
be	directed	what	to	select	by	the	principle	of	selection	which	I	followed	on	that	former
occasion	to	which	I	have	been	referring.	Then*	we	were	opening	the	Schools	of	Philoso-

*Vid.	Article	I.
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phy	and	Letters,	as	now	we	are	opening	those	of	Medicine;	and,	as	I	then	attempted	some
brief	investigation	of	the	mutual	bearings	of	Revelation	and	Literature,	so	at	the	present
time	I	shall	not,	I	trust,	be	unprofitably	engaging	your	attention,	if	I	make	one	or	two
parallel	reflections	on	the	relations	existing	between	Revelation	and	Physical	Science.

This	subject,	indeed,	viewed	in	its	just	dimensions,	is	far	too	large	for	an	occasion	such	as
this;	still	I	may	be	able	to	select	some	one	point	out	of	the	many	which	it	offers	for
discussion,	and,	while	elucidating	it,	to	throw	light	even	on	others	which	at	the	moment	I
do	not	formally	undertake.	I	propose,	then,	to	discuss	the	antagonism	which	is	popularly
supposed	to	exist	between	Physics	and	Theology;	and	to	show,	first,	that	such	antagonism
does	not	really	exist,	and,	next,	to	account	for	the	circumstance	that	so	groundless	an
imagination	should	have	got	abroad.

I	think	I	am	not	mistaken	in	the	fact	that	there	exists,	both	in	the	educated	and	half-
educated	portions	of	the	community,	something	of	a	surmise	or	misgiving,	that	there
really	is	at	bottom	a	certain	contrariety	between	the	declarations	of	religion	and	the	results
of	physical	inquiry;	a	suspicion	such,	that,	while	it	encourages	those	persons	who	are	not
over-religious	to	anticipate	a	coming	day,	when	at	length	the	difference	will	break	out	into
open	conflict,	to	the	disadvantage	of	Revelation,	it	leads	religious	minds,	on	the	other
hand,	who	have	not	had	the	opportunity	of	considering	accurately	the	state	of	the	case,	to
be	jealous	of	the	researches,	and	prejudiced	against	the	discoveries,	of	Science.	The
consequence	is,	on	the	one	side,	a	certain	contempt	of	Theology;	on	the	other,	a
disposition	to	undervalue,	to	deny,	to	ridicule,	to	discourage,	and	almost	to	denounce,	the
labours	of	the	physiological,	astronomical,	or	geological	investigator.

I	do	not	suppose	that	any	of	those	gentlemen	who	are	now	honouring	me	with	their
presence	are	exposed	to	the	temptation	either	of	the	religious	or	of	the	scientific	prejudice;
but	that	is	no	reason	why	some	notice	of	it	may	not	have	its	use	even	in	this	place.	It	may
lead	us	to	consider	the	subject	itself	more	carefully	and	exactly;	it	may	assist	us	in
attaining	clearer	ideas	than	before	how	Physics	and	Theology	stand	relatively	to	each
other.
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2

Let	us	begin	with	a	first	approximation	to	the	real	state	of	the	case,	or	a	broad	view,
which,	though	it	may	require	corrections,	will	serve	at	once	to	illustrate	and	to	start	the
subject.	We	may	divide	knowledge,	then,	into	natural	and	supernatural.	Some	knowledge,
of	course,	is	both	at	once;	for	the	moment	let	us	put	this	circumstance	aside,	and	view
these	two	fields	of	knowledge	in	themselves,	and	as	distinct	from	each	other	in	idea.	By
nature	is	meant,	I	suppose,	that	vast	system	of	things,	taken	as	a	whole,	of	which	we	are
cognizant	by	means	of	our	natural	powers.	By	the	supernatural	world	is	meant	that	still
more	marvellous	and	awful	universe,	of	which	the	Creator	Himself	is	the	fulness,	and
which	becomes	known	to	us,	not	through	our	natural	faculties,	but	by	superadded	and
direct	communication	from	Him.	These	two	great	circles	of	knowledge,	as	I	have	said,
intersect;	first,	as	far	as	supernatural	knowledge	includes	truths	and	facts	of	the	natural
world,	and	secondly,	as	far	as	truths	and	facts	of	the	natural	world	are	on	the	other	hand
data	for	inferences	about	the	supernatural.	Still,	allowing	this	interference	to	the	full,	it
will	be	found,	on	the	whole,	that	the	two	worlds	and	the	two	kinds	of	knowledge
respectively	are	separated	off	from	each	other;	and	that,	therefore,	as	being	separate,	they
cannot	on	the	whole	contradict	each	other.	That	is,	in	other	words,	a	person	who	has	the
fullest	knowledge	of	one	of	these	worlds,	may	be	nevertheless,	on	the	whole,	as	ignorant
as	the	rest	of	mankind,	as	unequal	to	form	a	judgment,	of	the	facts	and	truths	of	the	other.
He	who	knows	all	that	can	possibly	be	known	about	physics,	about	politics,	about
geography,	ethnology,	and	ethics,	will	have	made	no	approximation	whatever	to	decide
the	question	whether	or	not	there	are	angels,	and	how	many	are	their	orders;	and	on	the
other	hand,	the	most	learned	of	dogmatic	and	mystical	divines,St.	Augustine,	St.
Thomas,will	not	on	that	score	know	more	than	a	peasant	about	the	laws	of	motion,	or	the
wealth	of	nations.	I	do	not	mean	that	there	may	not	be	speculations	and	guesses	on	this
side	and	that,	but	I	speak	of	any	conclusion	which	merits	to	be	called,	I	will	not	say
knowledge,	but	even	opinion.	If,	then,	Theology	be	the	philosophy	of	the	supernatural
world,	and	Science
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the	philosophy	of	the	natural,	Theology	and	Science,	whether	in	their	respective	ideas,	or
again	in	their	own	actual	fields,	on	the	whole,	are	incommunicable,	incapable	of	collision,
and	needing,	at	most	to	be	connected,	never	to	be	reconciled.

Now	this	broad	general	view	of	our	subject	is	found	to	be	so	far	true	in	fact,	in	spite	of
such	deductions	from	it	that	have	to	be	made	in	detail,	that	the	recent	French	editors	of
one	of	the	works	of	St.	Thomas	are	able	to	give	it	as	one	of	their	reasons	why	that	great
theologian	made	an	alliance,	not	with	Plato,	but	with	Aristotle,	because	Aristotle	(they
say),	unlike	Plato,	confined	himself	to	human	science,	and	therefore	was	secured	from
coming	into	collision	with	divine.

"Not	without	reason,"	they	say,	"did	St.	Thomas	acknowledge	Aristotle	as	if	the	Master	of
human	philosophy;	for,	inasmuch	as	Aristotle	was	not	a	Theologian,	he	had	only	treated
of	logical,	physical,	psychological,	and	metaphysical	theses,	to	the	exclusion	of	those
which	are	concerned	about	the	supernatural	relations	of	man	to	God,	that	is,	religion;
which,	on	the	other	hand,	had	been	the	source	of	the	worst	errors	of	other	philosophers,
and	especially	of	Plato."

3

But	if	there	be	so	substantial	a	truth	even	in	this	very	broad	statement	concerning	the
independence	of	the	fields	of	Theology	and	general	Science	severally,	and	the	consequent
impossibility	of	collision	between	them,	how	much	more	true	is	that	statement,	from	the
very	nature	of	the	case,	when	we	contrast	Theology,	not	with	Science	generally,	but
definitely	with	Physics!	In	Physics	is	comprised	that	family	of	sciences	which	is
concerned	with	the	sensible	world,	with	the	phenomena	which	we	see,	hear,	and	handle,
or,	in	other	words,	with	matter.	It	is	the	philosophy	of	matter.	Its	basis	of	operations,	what
it	starts	from,	what	it	falls	back	upon,	is	the	phenomena	which	meet	the	senses.	Those
phenomena	it	ascertains,	catalogues,	compares,	combines,	arranges,	and	then	uses	for
determining	something	beyond	themselves,	viz.,	the	order	to	which	they	are	subservient,
or	what	we	commonly	call	the	laws	of	nature.	It	never	travels	beyond	the	examination	of
cause	and	effect.	Its	object	is	to	resolve	the	complexity
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of	phenomena	into	simple	elements	and	principles;	but	when	it	has	reached	those	first
elements,	principles,	and	laws,	its	mission	is	at	an	end;	it	keeps	within	that	material	system
with	which	it	began,	and	never	ventures	beyond	the	"flammantia	moenia	*	mundi."	It
may,	indeed,	if	it	chooses,	feel	a	doubt	of	the	completeness	of	its	analysis	hitherto,	and
for	that	reason	endeavour	to	arrive	at	more	simple	laws	and	fewer	principles.	It	may	be
dissatisfied	with	its	own	combinations,	hypotheses,	systems;	and	leave	Ptolemy	for
Newton,	and	alchemists	for	Lavoisier	and	Davy;that	is,	it	may	decide	that	it	has	not	yet
touched	the	bottom	of	its	own	subject;	but	still	its	aim	will	be	to	get	to	the	bottom,	and
nothing	more.	With	matter	it	began,	with	matter	it	will	end;	it	will	never	trespass	into	the
province	of	mind.	The	Hindoo	notion	is	said	to	be	that	the	earth	stands	upon	a	tortoise;
but	the	physicist,	as	such,	will	never	ask	himself	by	what	influence,	external	to	the
universe,	the	universe	is	sustained;	simply	because	he	is	a	physicist.

If	indeed	he	be	a	religious	man,	he	will	of	course	have	a	very	definite	view	of	the	subject;
but	that	view	of	his	is	private,	not	professional,the	view,	not	of	a	physicist,	but	of	a
religious	man;	and	this,	not	because	physical	science	says	any	thing	different,	but	simply
because	it	says	nothing	at	all	on	the	subject,	nor	can	do	so	by	the	very	undertaking	with
which	it	set	out.	The	question	is	simply	extra	artem.	The	physical	philosopher	has
nothing	whatever	to	do	with	final	causes,	and	will	get	into	inextricable	confusion,	if	he
introduces	them	into	his	investigations.	He	has	to	look	in	one	definite	direction,	not	in	any
other.	It	is	said	that	in	some	countries,	when	a	stranger	asks	his	way,	he	is	at	once
questioned	in	turn	what	place	he	came	from:	something	like	this	would	be	the
unseasonableness	of	a	physicist,	who	inquired	how	the	phenomena	and	laws	of	the
material	world	primarily	came	to	be,	when	his	simple	task	is	that	of	ascertaining	what
they	are.	Within	the	limits	of	those	phenomena	he	may	speculate	and	prove;	he	may	trace
the	operation	of	the	laws	of	matter	through	periods	of	time;	he	may	penetrate	into	the
past,	and	anticipate	the	future;	he	may	recount	the	changes	which	they	have	effected	upon
matter,	and	the	rise,	growth,	and	decay	of	phenomena;	and	so	in	a	certain	sense	he	may
write	the	history	of	the	material	world,	as	far	as	he	can;	still	he	will	always	advance	from
phe-
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nomena,	and	conclude	upon	the	internal	evidence	which	they	supply.	He	will	not	come
near	the	questions,	what	that	ultimate	element	is,	which	we	call	matter,	how	it	came	to	be,
whether	it	can	cease	to	be,	whether	it	ever	was	not,	whether	it	will	ever	come	to	nought,
in	what	its	laws	really	consist,	whether	they	can	cease	to	be,	whether	they	can	be
suspended,	what	causation	is,	what	time	is,	what	the	relations	of	time	to	cause	and	effect,
and	a	hundred	other	questions	of	a	similar	character.

Such	is	Physical	Science,	and	Theology,	as	is	obvious,	is	just	what	such	Science	is	not.
Theology	begins,	as	its	name	denotes,	not	with	any	sensible	facts,	phenomena,	or	results,
not	with	nature	at	all,	but	with	the	Author	of	nature,with	the	one	invisible,
unapproachable	Cause	and	Source	of	all	things.	It	begins	at	the	other	end	of	knowledge,
and	is	occupied,	not	with	the	finite,	but	the	Infinite.	It	unfolds	and	systematizes	what	He
Himself	has	told	us	of	Himself;	of	His	nature,	His	attributes,	His	will,	and	His	acts.	As	far
as	it	approaches	towards	Physics,	it	takes	just	the	counterpart	of	the	questions	which
occupy	the	Physical	Philosopher.	He	contemplates	facts	before	him;	the	Theologian	gives
the	reasons	of	these	facts.	The	Physicist	treats	of	efficient	causes;	the	Theologian	of	final.
The	Physicist	tells	us	of	laws;	the	Theologian	of	the	Author,	Maintainer,	and	Controller	of
them;	of	their	scope,	of	their	suspension,	if	so	be;	of	their	beginning	and	their	end.	This	is
how	the	two	schools	stand	related	to	each	other,	at	that	point	where	they	approach	the
nearest;	but	for	the	most	part	they	are	absolutely	divergent.	What	Physical	Science	is
engaged	in	I	have	already	said;	as	to	Theology,	it	contemplates	the	world,	not	of	matter,
but	of	mind;	the	Supreme	Intelligence;	souls	and	their	destiny;	conscience	and	duty;	the
past,	present,	and	future	dealings	of	the	Creator	with	the	creature.

4

So	far,	then,	as	these	remarks	have	gone,	Theology	and	Physics	cannot	touch	each	other,
have	no	intercommunion,	have	no	ground	of	difference	or	agreement,	of	jealousy	or	of
sympathy.	As	well	may	musical	truths	be	said	to	interfere	with	the	doctrines	of
architectural	science;	as	well	may	there	be	a	collision	between	the	mechanist	and	the
geologist,	the	engineer	and	the	gram-
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marian;	as	well	might	the	British	Parliament	or	the	French	nation	be	jealous	of	some
possible	belligerent	power	upon	the	surface	of	the	moon,	as	Physics	pick	a	quarrel	with
Theology.	And	it	may	be	well,before	I	proceed	to	fill	up	in	detail	this	outline,	and	to
explain	what	has	to	be	explained	in	this	statement,to	corroborate	it,	as	it	stands,	by	the
remarkable	words	upon	the	subject	of	a	writer	of	the	day:*

"We	often	hear	it	said,"	he	observes,	writing	as	a	Protestant	(and	here	let	me	assure	you,
Gentlemen,	that	though	his	words	have	a	controversial	tone	with	them,	I	do	not	quote
them	in	that	aspect,	or	as	wishing	here	to	urge	any	thing	against	Protestants,	but	merely	in
pursuance	of	my	own	point,	that	Revelation	and	Physical	Science	cannot	really	come	into
collision),	"we	often	hear	it	said	that	the	world	is	constantly	becoming	more	and	more
enlightened,	and	that	this	enlightenment	must	be	favourable	to	Protestantism,	and
unfavourable	to	Catholicism.	We	wish	that	we	could	think	so.	But	we	see	great	reason	to
doubt	whether	this	is	a	well-founded	expectation.	We	see	that	during	the	last	two	hundred
and	fifty	years	the	human	mind	has	been	in	the	highest	degree	active;	that	it	has	made
great	advances	in	every	branch	of	natural	philosophy;	that	it	has	produced	innumerable
inventions	tending	to	promote	the	convenience	of	life;	that	medicine,	surgery,	chemistry,
engineering,	have	been	very	greatly	improved,	that	government,	police,	and	law	have
been	improved,	though	not	to	so	great	an	extent	as	the	physical	sciences.	Yet	we	see	that,
during	these	two	hundred	and	fifty	years,	Protestantism	has	made	no	conquests	worth
speaking	of.	Nay,	we	believe	that,	as	far	as	there	has	been	change,	that	change	has,	on	the
whole,	been	in	favour	of	the	Church	of	Rome.	We	cannot,	therefore,	feel	confident	that
the	progress	of	knowledge	will	necessarily	be	fatal	to	a	system	which	has,	to	say	the	least,
stood	its	ground	in	spite	of	the	immense	progress	made	by	the	human	race	in	knowledge
since	the	days	of	Queen	Elizabeth.

"Indeed,	the	argument	which	we	are	considering	seems	to	us	to	be	founded	on	an	entire
mistake.	There	are	branches	of	knowledge	with	respect	to	which	the	law	of	the	human
mind	is	progress.	In	mathematics,	when	once	a	proposition	has	been	demonstrated,	it	is
never	afterwards	contested.	Every	fresh	story

*	Macaulay's	Essays.
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is	as	solid	a	basis	for	a	new	superstructure	as	the	original	foundation	was.	Here,	therefore,
there	is	a	constant	addition	to	the	stock	of	truth.	In	the	inductive	sciences,	again,	the	law
is	progress	.	.	.

"But	with	theology	the	case	is	very	different.	As	respects	natural	religion	(Revelation
being	for	the	present	altogether	left	out	of	the	question),	it	is	not	easy	to	see	that	a
philosopher	of	the	present	day	is	more	favourably	situated	than	Thales	or	Simonides.	He
has	before	him	just	the	same	evidences	of	design	in	the	structure	of	the	universe	which
the	early	Greeks	had	.	.	.	As	to	the	other	great	question,	the	question	what	becomes	of
man	after	death,	we	do	not	see	that	a	highly	educated	European,	left	to	his	unassisted
reason,	is	more	likely	to	be	in	the	right	than	a	Blackfoot	Indian.	Not	a	single	one	of	the
many	sciences,	in	which	we	surpass	the	Blackfoot	Indians,	throws	the	smallest	light	on
the	state	of	the	soul	after	the	animal	life	is	extinct	.	.	.

"Natural	Theology,	then,	is	not	a	progressive	science.	That	knowledge	of	our	origin	and
of	our	destiny	which	we	derive	from	Revelation	is	indeed	of	very	different	clearness,	and
of	very	different	importance.	But	neither	is	Revealed	Religion	of	the	nature	of	a
progressive	science.	.	.	.	In	divinity	there	cannot	be	a	progress	analogous	to	that	which	is
constantly	taking	place	in	pharmacy,	geology,	and	navigation.	A	Christian	of	the	fifth
century	with	a	Bible	is	neither	better	nor	worse	situated	than	a	Christian	of	the	nineteenth
century	with	a	Bible,	candour	and	natural	acuteness	being	of	course	supposed	equal.	It
matters	not	at	all	that	the	compass,	printing,	gunpowder,	steam,	gas,	vaccination,	and	a
thousand	other	discoveries	and	inventions,	which	were	unknown	in	the	fifth	century,	are
familiar	to	the	nineteenth.	None	of	these	discoveries	and	inventions	has	the	smallest
bearing	on	the	question	whether	man	is	justified	by	faith	alone,	or	whether	the	invocation
of	saints	is	an	orthodox	practice.	.	.	.	We	are	confident	that	the	world	will	never	go	back
to	the	solar	system	of	Ptolemy;	nor	is	our	confidence	in	the	least	shaken	by	the
circumstance	that	so	great	a	man	as	Bacon	rejected	the	theory	of	Galileo	with	scorn;	for
Bacon	had	not	all	the	means	of	arriving	at	a	sound	conclusion.	.	.	.	But	when	we	reflect
that	Sir	Thomas	More	was	ready	to	die	for	the	doctrine	of	Transubstantiation,	we	cannot
but	feel	some	doubt	whether	the	doctrine	of	Transubstantiation	may	not	triumph	over	all
opposition.	More	was	a	man
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of	eminent	talents.	He	had	all	the	information	on	the	subject	that	we	have,	or	that,	while
the	world	lasts,	any	human	being	will	have.	.	.	.	No	progress	that	science	has	made,	or
will	make,	can	add	to	what	seems	to	us	the	overwhelming	force	of	the	argument	against
the	Real	Presence.	We	are	therefore	unable	to	understand	why	what	Sir	Thomas	More
believed	respecting	Transubstantiation	may	not	be	believed	to	the	end	of	time	by	men
equal	in	abilities	and	honesty	to	Sir	Thomas	More.	But	Sir	Thomas	More	is	one	of	the
choice	specimens	of	human	wisdom	and	virtue;	and	the	doctrine	of	Transubstantiation	is
a	kind	of	proof	charge.	The	faith	which	stands	that	test	will	stand	any	test.	.	.	.

"The	history	of	Catholicism	strikingly	illustrates	these	observations.	During	the	last	seven
centuries	the	public	mind	of	Europe	has	made	constant	progress	in	every	department	of
secular	knowledge;	but	in	religion	we	can	trace	no	constant	progress.	.	.	.	Four	times	since
the	authority	of	the	Church	of	Rome	was	established	in	Western	Christendom	has	the
human	intellect	risen	up	against	her	yoke.	Twice	that	Church	remained	completely
victorious.	Twice	she	came	forth	from	the	conflict	bearing	the	marks	of	cruel	wounds,
but	with	the	principle	of	life	still	strong	within	her.	When	we	reflect	on	the	tremendous
assaults	she	has	survived,	we	find	it	difficult	to	conceive	in	what	way	she	is	to	perish."

You	see,	Gentlemen,	if	you	trust	the	judgment	of	a	sagacious	mind,	deeply	read	in	history,
Catholic	Theology	has	nothing	to	fear	from	the	progress	of	Physical	Science,	even
independently	of	the	divinity	of	its	doctrines.	It	speaks	of	things	supernatural;	and	these,
by	the	very	force	of	the	words,	research	into	nature	cannot	touch.

5

It	is	true	that	the	author	in	question,	while	saying	all	this,	and	much	more	to	the	same
purpose,	also	makes	mention	of	one	exception	to	his	general	statement,	though	he
mentions	it	in	order	to	put	it	aside.	I,	too,	have	to	notice	the	same	exception	here;	and	you
will	see	at	once,	Gentlemen,	as	soon	as	it	is	named,	how	little	it	interferes	really	with	the
broad	view	which	I	have
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been	drawing	out.	It	is	true,	then,	that	Revelation	has	in	one	or	two	instances	advanced
beyond	its	chosen	territory,	which	is	the	invisible	world,	in	order	to	throw	light	upon	the
history	of	the	material	universe.	Holy	Scripture,	it	is	perfectly	true,	does	declare	a	few
momentous	facts,	so	few	that	they	may	be	counted,	of	a	physical	character.	It	speaks	of	a
process	of	formation	out	of	chaos	which	occupied	six	days;	it	speaks	of	the	firmament;	of
the	sun	and	moon	being	created	for	the	sake	of	the	earth;	of	the	earth	being	immovable;
of	a	great	deluge;	and	of	several	other	similar	facts	and	events.	It	is	true;	nor	is	there	any
reason	why	we	should	anticipate	any	difficulty	in	accepting	these	statements	as	they	stand,
whenever	their	meaning	and	drift	are	authoritatively	determined;	for,	it	must	be
recollected,	their	meaning	has	not	yet	engaged	the	formal	attention	of	the	Church,	or
received	any	interpretation	which,	as	Catholics,	we	are	bound	to	accept,	and	in	the
absence	of	such	definite	interpretation,	there	is	perhaps	some	presumption	in	saying	that
it	means	this,	and	does	not	mean	that.	And	this	being	the	case,	it	is	not	at	all	probable	that
any	discoveries	ever	should	be	made	by	physical	inquiries	incompatible	at	the	same	time
with	one	and	all	of	those	senses	which	the	letter	admits,	and	which	are	still	open.	As	to
certain	popular	interpretations	of	the	texts	in	question,	I	shall	have	something	to	say	of
them	presently;	here	I	am	only	concerned	with	the	letter	of	the	Holy	Scriptures	itself,	as
far	as	it	bears	upon	the	history	of	the	heavens	and	the	earth;	and	I	say	that	we	may	wait	in
peace	and	tranquillity	till	there	is	some	real	collision	between	Scripture	authoritatively
interpreted,	and	results	of	science	clearly	ascertained,	before	we	consider	how	we	are	to
deal	with	a	difficulty	which	we	have	reasonable	grounds	for	thinking	will	never	really
occur.

And,	after	noticing	this	exception,	I	really	have	made	the	utmost	admission	that	has	to	be
made	about	the	existence	of	any	common	ground	upon	which	Theology	and	Physical
Science	may	fight	a	battle.	On	the	whole,	the	two	studies	do	most	surely	occupy	distinct
fields,	in	which	each	may	teach	without	expecting	any	interposition	from	the	other.	It
might	indeed	have	pleased	the	Almighty	to	have	superseded	physical	inquiry	by	revealing
the	truths	which	are	its	object,	though	He	has	not	done	so:	but	whether	it	had	pleased	Him
to	do	so	or	not,	anyhow	The-
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ology	and	Physics	would	be	distinct	sciences;	and	nothing	which	the	one	says	of	the
material	world	ever	can	contradict	what	the	other	says	of	the	immaterial.	Here,	then,	is	the
end	of	the	question;	and	here	I	might	come	to	an	end	also,	were	it	not	incumbent	on	me
to	explain	how	it	is	that,	though	Theology	and	Physics	cannot	quarrel,	nevertheless,
Physical	Philosophers	and	Theologians	have	quarrelled	in	fact,	and	quarrel	still.	To	the
solution	of	this	difficulty	I	shall	devote	the	remainder	of	my	Lecture.

6

I	observe,	then,	that	the	elementary	methods	of	reasoning	and	inquiring	used	in	Theology
and	Physics	are	contrary	the	one	to	the	other;	each	of	them	has	a	method	of	its	own;	and
in	this,	I	think,	has	lain	the	point	of	controversy	between	the	two	schools,	viz.,	that
neither	of	them	has	been	quite	content	to	remain	on	its	own	homestead,	but	that,	whereas
each	has	its	own	method,	which	is	the	best	for	its	own	science,	each	has	considered	it	the
best	for	all	purposes	whatever,	and	has	at	different	times	thought	to	impose	it	upon	the
other	science,	to	the	disparagement	or	rejection	of	that	opposite	method	which
legitimately	belongs	to	it.

The	argumentative	method	of	Theology	is	that	of	a	strict	science,	such	as	Geometry,	or
deductive;	the	method	of	Physics,	at	least	on	starting,	is	that	of	an	empirical	pursuit,	or
inductive.	This	peculiarity	on	either	side	arises	from	the	nature	of	the	case.	In	Physics	a
vast	and	omnigenous	mass	of	information	lies	before	the	inquirer,	all	in	a	confused	litter,
and	needing	arrangement	and	analysis.	In	Theology	such	varied	phenomena	are	wanting,
and	Revelation	presents	itself	instead.	What	is	known	in	Christianity	is	just	that	which	is
revealed,	and	nothing	more;	certain	truths,	communicated	directly	from	above,	are
committed	to	the	keeping	of	the	faithful,	and	to	the	very	last	nothing	can	really	be	added
to	those	truths.	From	the	time	of	the	Apostles	to	the	end	of	the	world	no	strictly	new	truth
can	be	added	to	the	theological	information	which	the	Apostles	were	inspired	to	deliver.
It	is	possible	of	course	to	make	numberless	deductions	from	the	original	doctrines;	but,	as
the	conclusion	is	ever	in	its	premisses,	such	deductions	are	not,	strictly	speaking,	an
addition;	and,	though

	



Page	332

experience	may	variously	guide	and	modify	those	deductions,	still,	on	the	whole,
Theology	retains	the	severe	character	of	a	science,	advancing	syllogistically	from
premisses	to	conclusion.

The	method	of	Physics	is	just	the	reverse	of	this:	it	has	hardly	any	principles	or	truths	to
start	with,	externally	delivered	and	already	ascertained.	It	has	to	commence	with	sight	and
touch;	it	has	to	handle,	weigh,	and	measure	its	own	exuberant	sylva	of	phenomena,	and
from	these	to	advance	to	new	truths,truths,	that	is,	which	are	beyond	and	distinct	from	the
phenomena	from	which	they	originate.	Thus	Physical	Science	is	experimental,	Theology
traditional;	Physical	Science	is	the	richer,	Theology	the	more	exact;	Physics	the	bolder,
Theology	the	surer;	Physics	progressive,	Theology,	in	comparison,	stationary;	Theology	is
loyal	to	the	past,	Physics	has	visions	of	the	future.	Such	they	are,	I	repeat,	and	such	their
respective	methods	of	inquiry,	from	the	nature	of	the	case.

But	minds	habituated	to	either	of	these	two	methods	can	hardly	help	extending	it	beyond
its	due	limits,	unless	they	are	put	upon	their	guard,	and	have	great	command	of
themselves.	It	cannot	be	denied	that	divines	have	from	time	to	time	been	much	inclined	to
give	a	traditional,	logical	shape	to	sciences	which	do	not	admit	of	any	such	treatment.	Nor
can	it	be	denied,	on	the	other	hand,	that	men	of	science	often	show	a	special	irritation	at
theologians	for	going	by	antiquity,	precedent,	authority,	and	logic,	and	for	declining	to
introduce	Bacon	or	Niebuhr	into	their	own	school,	or	to	apply	some	new	experimental
and	critical	process	for	the	improvement	of	that	which	has	been	given	once	for	all	from
above.	Hence	the	mutual	jealousy	of	the	two	parties;	and	I	shall	now	attempt	to	give
instances	of	it.

7

First,	then,	let	me	refer	to	those	interpretations	of	Scripture,	popular	and	of	long	standing,
though	not	authoritative,	to	which	I	have	already	had	occasion	to	allude.	Scripture,	we
know,	is	to	be	interpreted	according	to	the	unanimous	consent	of	the	Fathers;	but,	besides
this	consent,	which	is	of	authority,	carrying	with	it	the	evidence	of	its	truth,	there	have
ever	been	in	Christendom	a	number	of	floating	opinions,	more	or	less	appended	to	the
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divine	tradition;	opinions	which	have	a	certain	probability	of	being	more	than	human,	or
of	having	a	basis	or	admixture	of	truth,	but	which	admit	of	no	test,	whence	they	came,	or
how	far	they	are	true,	besides	the	course	of	events,	and	which	meanwhile	are	to	be
received	at	least	with	attention	and	deference.	Sometimes	they	are	comments	on	Scripture
prophecy,	sometimes	on	other	obscurities	or	mysteries.	It	was	once	an	opinion,	for
instance,	drawn	from	the	sacred	text,	that	the	Christian	Dispensation	was	to	last	a
thousand	years,	and	no	more;	the	event	disproved	it.	A	still	more	exact	and	plausible
tradition,	derived	from	Scripture,	was	that	which	asserted	that,	when	the	Roman	Empire
should	fall	to	pieces,	Antichrist	should	appear,	who	should	be	followed	at	once	by	the
Second	Coming.	Various	Fathers	thus	interpret	St.	Paul,	and	Bellarmine	receives	the
interpretation	as	late	as	the	sixteenth	century.	The	event	alone	can	decide	if,	under	any
aspect	of	Christian	history,	it	is	true;	but	at	present	we	are	at	least	able	to	say	that	it	is	not
true	in	that	broad	plain	sense	in	which	it	was	once	received.

Passing	from	comments	on	prophetical	passages	of	Scripture	to	those	on	cosmological,	it
was,	I	suppose,	the	common	belief	of	ages,	sustained	by	received	interpretations	of	the
sacred	text,	that	the	earth	was	immovable.	Hence,	I	suppose,	it	was	that	the	Irish	Bishop
who	asserted	the	existence	of	the	Antipodes	alarmed	his	contemporaries;	though	it	is	well
to	observe	that,	even	in	the	dark	age	in	which	he	lived,	the	Holy	See,	to	which	reference
was	made,	did	not	commit	itself	to	any	condemnation	of	the	unusual	opinion.	The	same
alarm	again	occupied	the	public	mind	when	the	Copernican	System	was	first	advocated:
nor	were	the	received	traditions,	which	were	the	ground	of	that	alarm,	hastily	to	be
rejected;	yet	rejected	they	ultimately	have	been.	If	in	any	quarter	these	human	traditions
were	enforced,	and,	as	it	were,	enacted	to	the	prejudice	and	detriment	of	scientific
investigations	(and	this	was	never	done	by	the	Church	herself),	this	was	a	case	of	undue
interference	on	the	part	of	the	Theological	schools	in	the	province	of	Physics.

So	much	may	be	said	as	regards	interpretations	of	Scripture;	but	it	is	easy	to	see	that	other
received	opinions,	not	resting	on	the	sacred	volume,	might	with	less	claim	and	greater
inconvenience	be	put	forward	to	harass	the	physical	inquirer,	to	challenge
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his	submission,	and	to	preclude	that	process	of	examination	which	is	proper	to	his	own
peculiar	pursuit.	Such	are	the	dictatorial	formulæ	against	which	Bacon	inveighs,	and	the
effect	of	which	was	to	change	Physics	into	a	deductive	science,	and	to	oblige	the	student
to	assume	implicitly,	as	first	principles,	enunciations	and	maxims,	which	were	venerable,
only	because	no	one	could	tell	whence	they	came,	and	authoritative,	only	because	no	one
could	say	what	arguments	there	were	in	their	favour.	In	proportion	as	these
encroachments	were	made	upon	his	own	field	of	inquiry	would	be	the	indignation	of	the
physical	philosopher;	and	he	would	exercise	a	scepticism	which	relieved	his	feelings,
while	it	approved	itself	to	his	reason,	if	he	was	called	on	ever	to	keep	in	mind	that	light
bodies	went	up,	and	heavy	bodies	fell	down,	and	other	similar	maxims,	which	had	no
pretensions	to	a	divine	origin,	or	to	be	considered	self-evident	principles,	or	intuitive
truths.

And	in	like	manner,	if	a	philosopher	with	a	true	genius	for	physical	research	found	the
Physical	Schools	of	his	day	occupied	with	the	discussion	of	final	causes,	and	solving
difficulties	in	material	nature	by	means	of	them;	if	he	found	it	decided,	for	instance,	that
the	roots	of	trees	make	for	the	river,	because	they	need	moisture,	or	that	the	axis	of	the
earth	lies	at	a	certain	angle	to	the	plane	of	its	motion	by	reason	of	certain	advantages
thence	accruing	to	its	inhabitants,	I	should	not	wonder	at	his	exerting	himself	for	a	great
reform	in	the	process	of	inquiry,	preaching	the	method	of	Induction,	and,	if	he	fancied
that	theologians	were	indirectly	or	in	any	respect	the	occasion	of	the	blunder,	getting
provoked	for	a	time,	however	unreasonably,	with	Theolog	itself.

I	wish	the	experimental	school	of	Philosophers	had	gone	no	further	in	its	opposition	to
Theology	than	indulging	in	some	indignation	at	it	for	the	fault	of	its	disciples;	but	it	must
be	confessed	that	it	has	run	into	excesses	on	its	own	side	for	which	the	school	of	high
Deductive	Science	has	afforded	no	precedent;	and	that,	if	it	once	for	a	time	suffered	from
the	tyranny	of	the	logical	method	of	inquiry,	it	has	encouraged,	by	way	of	reprisals,
encroachments	and	usurpations	on	the	province	of	Theology	far	more	serious	than	that
unintentional	and	long	obsolete	interference	with	its	own	province,	on	the	part	of
Theologians,	which	has	been	its	excuse.	And	to	these	unjustifiable	and	mischievous
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intrusions	made	by	the	Experimentalists	into	the	department	of	Theology	I	have	now,
Gentlemen,	to	call	your	attention.

8

You	will	let	me	repeat,	then,	what	I	have	already	said,	that,	taking	things	as	they	are,	the
very	idea	of	Revelation	is	that	of	a	direct	interference	from	above,	for	the	introduction	of
truths	otherwise	unknown;	moreover,	as	such	a	communication	implies	recipients,	an
authoritative	depositary	of	the	things	revealed	will	be	found	practically	to	be	involved	in
that	idea.	Knowledge,	then,	of	these	revealed	truths,	is	gained,	not	by	any	research	into
facts,	but	simply	by	appealing	to	the	authoritative	keepers	of	them,	as	every	Catholic
knows,	by	learning	what	is	a	matter	of	teaching,	and	by	dwelling	upon,	and	drawing	out
into	detail,	the	doctrines	which	are	delivered;	according	to	the	text,	''Faith	cometh	by
hearing."	I	do	not	prove	what,	after	all,	does	not	need	proof,	because	I	speak	to	Catholics;
I	am	stating	what	we	Catholics	know,	and	ever	will	maintain	to	be	the	method	proper	to
Theology,	as	it	has	ever	been	recognized.	Such,	I	say,	is	the	theological	method,
deductive;	however,	the	history	of	the	last	three	centuries	is	only	one	long	course	of
attempts,	on	the	part	of	the	partisans	of	the	Baconian	Philosophy,	to	get	rid	of	the	method
proper	to	Theology	and	to	make	it	an	experimental	science.

But,	I	say,	for	an	experimental	science,	we	must	have	a	large	collection	of	phenomena	or
facts:	where,	then,	are	those	which	are	to	be	adopted	as	a	basis	for	an	inductive	theology?
Three	principal	stores	have	been	used,	Gentlemen:	the	first,	the	text	of	Holy	Scripture;	the
second,	the	events	and	transactions	of	ecclesiastical	history;	the	third,	the	phenomena	of
the	visible	world.	This	triple	subject-matter,Scripture,	Antiquity,	Nature,has	been	taken	as
a	foundation,	on	which	the	inductive	method	may	be	exercised	for	the	investigation	and
ascertainment	of	that	theological	truth,	which	to	a	Catholic	is	a	matter	of	teaching,
transmission,	and	deduction.

Now	let	us	pause	for	a	moment	and	make	a	reflection	before	going	into	any	detail.	Truth
cannot	be	contrary	to	truth;	if	these	three	subject-matters	were	able,	under	the	pressure	of
the	inductive	method,	to	yield	respectively	theological	conclusions	in
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unison	and	in	concord	with	each	other,	and	also	contrary	to	the	doctrines	of	Theology	as
a	deductive	science,	then	that	Theology	would	not	indeed	at	once	be	overthrown	(for	still
the	question	would	remain	for	discussion,	which	of	the	two	doctrinal	systems	was	the
truth,	and	which	the	apparent	truth),	but	certainly	the	received	deductive	theological
science	would	be	in	an	anxious	position,	and	would	be	on	its	trial.

Again,	truth	cannot	be	contrary	to	truth;if,	then,	on	the	other	hand,	these	three	subject-
matters,Scripture,	Antiquity,	and	Nature,worked	through	three	centuries	by	men	of	great
abilities,	with	the	method	of	instrument	of	Bacon	in	their	hands,	have	respectively	issued
in	conclusions	contradictory	of	each	other,	nay,	have	even	issued,	this	or	that	taken	by
itself,	Scripture	or	Antiquity,	in	various	systems	of	doctrine,	so	that	on	the	whole,	instead
of	all	three	resulting	in	one	set	of	conclusions,	they	have	yielded	a	good	score	of	them;
then	and	in	that	caseit	does	not	at	once	follow	that	no	one	of	this	score	of	conclusions
may	happen	to	be	the	true	one,	and	all	the	rest	false;	but	at	least	such	a	catastrophe	will
throw	a	very	grave	shade	of	doubt	upon	them	all,	and	bears	out	the	antecedent
declaration,	or	rather	prophecy,	of	theologians,	before	these	experimentalists	started,	that
it	was	nothing	more	than	a	huge	mistake	to	introduce	the	method	of	research	and	of
induction	into	the	study	of	Theology	at	all.

Now	I	think	you	will	allow	me	to	say,	Gentlemen,	as	a	matter	of	historical	fact,	that	the
latter	supposition	has	been	actually	fulfilled,	and	that	the	former	has	not.	I	mean	that,	so
far	from	a	scientific	proof	of	some	one	system	of	doctrine,	and	that	antagonistic	to	the	old
Theology,	having	been	constructed	by	the	experimental	party,	by	a	triple	convergence,
from	the	several	bases	of	Scripture,	Antiquity,	and	Nature,	on	the	contrary,	that	empirical
method,	which	has	done	such	wonderful	things	in	physics	and	other	human	sciences,	has
sustained	a	most	emphatic	and	eloquent	reverse	in	its	usurped	territory,has	come	to	no
one	conclusion,has	illuminated	no	definite	view,has	brought	its	glasses	to	no	focus,has
shown	not	even	a	tendency	towards	prospective	success;	nay,	further	still,	has	already
confessed	its	own	absolute	failure,	and	has	closed	the	inquiry	itself,	not	indeed	by	giving
place	to	the	legitimate	method	which	it	dispossessed,	but	by	announcing	that	nothing	can
be	known	on	the
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subject	at	allthat	religion	is	not	a	science,	and	that	in	religion	scepticism	is	the	only	true
philosophy;	or	again,	by	a	still	more	remarkable	avowal,	that	the	decision	lies	between	the
old	Theology	and	none	at	all,	and	that,	certain	though	it	be	that	religious	truth	is	nowhere,
yet	that,	if	anywhere	it	is,	it	undoubtedly	is	not	in	the	new	empirical	schools,	but	in	that
old	teaching,	founded	on	the	deductive	method,	which	was	in	honour	and	in	possession
at	the	time	when	Experiment	and	Induction	commenced	their	brilliant	career.	What	a
singular	break-down	of	a	noble	instrument,	when	used	for	the	arrogant	and	tyrannical
invasion	of	a	sacred	territory!	What	can	be	more	sacred	than	Theology?	What	can	be
more	noble	than	the	Baconian	method?	But	the	two	do	not	correspond;	they	are
mismatched.	The	age	has	mistaken	lock	and	key.	It	has	broken	the	key	in	a	lock	which
does	not	belong	to	it;	it	has	ruined	the	wards	by	a	key	which	never	will	fit	into	them.	Let
us	hope	that	its	present	disgust	and	despair	at	the	result	are	the	preliminaries	of	a
generous	and	great	repentance.

I	have	thought,	Gentlemen,	that	you	would	allow	me	to	draw	this	moral	in	the	first	place;
and	now	I	will	say	a	few	words	on	one	specimen	of	this	error	in	detail.

9

It	seems,	then,	that	instead	of	having	recourse	to	the	tradition	and	teaching	of	the	Catholic
Church,	it	has	been	the	philosophy	of	the	modern	school	to	attempt	to	determine	the
doctrines	of	Theology	by	means	of	Holy	Scripture,	or	of	ecclesiastical	antiquity,	or	of
physical	phenomena.	And	the	question	may	arise,	why,	after	all,	should	not	such
informations,	scriptural,	historical,	or	physical,	be	used?	and	if	used,	why	should	they	not
lead	to	true	results?	Various	answers	may	be	given	to	this	question:	I	shall	confine	myself
to	one;	and	again,	for	the	sake	of	brevity,	I	shall	apply	it	mainly	to	one	out	of	the	three
expedients,	to	which	the	opponents	to	Theology	have	had	recourse.	Passing	over,	then,
what	might	be	said	respecting	what	is	called	Scriptural	Religion,	and	Historical	Religion,	I
propose	to	direct	your	attention,	in	conclusion,	to	the	real	character	of	Physical	Religion,
or	Natural	Theology,	as	being	more	closely	connected	with	the	main	subject	of	this
Lecture.
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The	school	of	Physics,	from	its	very	drift	and	method	of	reasoning,	has,	as	I	have	said,
nothing	to	do	with	Religion.	However,	there	is	a	science	which	avails	itself	of	the
phenomena	and	laws	of	the	material	universe,	as	exhibited	by	that	school,	as	a	means	of
establishing	the	existence	of	Design	in	their	construction,	and	thereby	the	fact	of	a	Creator
and	Preserver.	This	science	has,	in	these	modern	times,	at	least	in	England,	taken	the
name	of	Natural	Theology;*	and,	though	absolutely	distinct	from	Physics,	yet	Physical
Philosophers,	having	furnished	its	most	curious	and	interesting	data,	are	apt	to	claim	it	as
their	own,	and	to	pride	themselves	upon	it	accordingly.

I	have	no	wish	to	speak	lightly	of	the	merits	of	this	so-called	Natural	or,	more	properly,
Physical	Theology.	There	are	a	great	many	minds	so	constituted	that,	when	they	turn	their
thoughts	to	the	question	of	the	existence	of	a	Supreme	Being,	they	feel	a	comfort	in
resting	the	proof	mainly	or	solely	on	the	Argument	of	Design	which	the	Universe
furnishes.	To	them	this	science	of	Physical	Theology	is	of	high	importance.	Again,	this
science	exhibits,	in	great	prominence	and	distinctness,	three	of	the	more	elementary
notions	which	the	human	reason	attaches	to	the	idea	of	a	Supreme	Being,	that	is,	three	of
His	simplest	attributes,	Power,	Wisdom,	and	Goodness.

These	are	great	services	rendered	to	faith	by	Physical	Theology,	and	I	acknowledge	them
as	such.	Whether,	however,	Faith	on	that	account	owes	any	great	deal	to	Physics	or
Physicists,	is	another	matter.	The	Argument	from	Design	is	really	in	no	sense	due	to	the
philosophy	of	Bacon.	The	author	I	quoted	just	now	has	a	striking	passage	on	this	point,
of	which	I	have	already	read	to	you	a	part.	"As	Respects	Natural	Religion,"	he	says,	"it	is
not	easy	to	see	that	the	philosopher	of	the	present	day	is	more	favourably	situated	than
Thales	or	Simonides.	He	has	before	him	just	the	same	evidences	of	design	in	the	structure
of	the	universe	which	the	early	Greeks	had.	We	say,	just	the	same;	for	the	discoveries	of
modern	astronomers	and	anatomists	have	really	added	nothing	to	the	force	of	that
argument	which	a	reflecting	mind	finds	in	every	beast,	bird,	insect,	fish,	leaf,	flower,	and
shell.	The

*	I	use	the	word,	not	in	the	sense	of	"Naturalis	Theologia,"	but,	in	the	sense	in	which	Paley	uses	it
in	the	work	which	he	has	so	entitled.
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reasoning	by	which	Socrates,	in	Xenophon's	hearing,	confuted	the	little	atheist,
Aristodemus,	is	exactly	the	reasoning	of	Paley's	Natural	Theology.	Socrates	makes
precisely	the	same	use	of	the	statues	of	Polycletus	and	the	pictures	of	Zeuxis,	which	Paley
makes	of	the	watch."

Physical	Theology,	then,	is	pretty	much	what	it	was	two	thousand	years	ago,	and	has	not
received	much	help	from	modern	science:	but	now,	on	the	contrary,	I	think	it	has
received	from	it	a	positive	disadvantage,I	mean,	it	has	been	taken	out	of	its	place,	has
been	put	too	prominently	forward,	and	thereby	has	almost	been	used	as	an	instrument
against	Christianity,as	I	will	attempt	in	a	few	words	to	explain.

10

I	observe,	then,	that	there	are	many	investigations	in	every	subject-matter	which	only	lead
us	a	certain	way	towards	truth,	and	not	the	whole	way:	either	leading	us,	for	instance,	to	a
strong	probability,	not	to	a	certainty,	or	again,	proving	only	some	things	out	of	the	whole
number	which	are	true.	And	it	is	plain	that	if	such	investigations	as	these	are	taken	as	the
measure	of	the	whole	truth,	and	are	erected	into	substantive	sciences,	instead	of	being
understood	to	be,	what	they	really	are,	inchoate	and	subordinate	processes,	they	will,
accidentally	indeed,	but	seriously,	mislead	us.

1.	Let	us	recur	for	a	moment,	in	illustration,	to	the	instances	which	I	have	put	aside.
Consider	what	is	called	Scriptural	Religion,	or	the	Religion	of	the	Bible.	The	fault	which
the	theologian,	over	and	above	the	question	of	private	judgment,	will	find	with	a	religion
logically	drawn	from	Scripture	only,	is,	not	that	it	is	not	true,	as	far	as	it	goes,	but	that	it	is
not	the	whole	truth;	that	it	consists	of	only	some	out	of	the	whole	circle	of	theological
doctrines,	and	that,	even	in	the	case	of	those	which	it	includes,	it	does	not	always	invest
them	with	certainty,	but	only	with	probability.	If,	indeed,	the	Religion	of	the	Bible	is	made
subservient	to	Theology,	it	is	but	a	specimen	of	useful	induction;	but	if	it	is	set	up,	as
something	complete	in	itself,	against	Theology,	it	is	turned	into	a	mischievous	paralogism.
And	if	such	a	paralogism
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has	taken	place,	and	that	in	consequence	of	the	influence	of	the	Baconian	philosophy,	it
shows	us	what	comes	of	the	intrusion	of	that	philosophy	into	a	province	with	which	it
had	no	concern.

2.	And	so,	again,	as	to	Historical	Religion,	or	what	is	often	called	Antiquity.	A	research
into	the	records	of	the	early	Church	no	Catholic	can	view	with	jealousy:	truth	cannot	be
contrary	to	truth;	we	are	confident	that	what	is	there	found	will,	when	maturely	weighed,
be	nothing	else	than	an	illustration	and	confirmation	of	our	own	Theology.	But	it	is
another	thing	altogether	whether	the	results	will	go	to	the	full	lengths	of	our	Theology;
they	will	indeed	concur	with	it,	but	only	as	far	as	they	go.	There	is	no	reason	why	the	data
for	investigation	supplied	by	the	extant	documents	of	Antiquity	should	be	sufficient	for
all	that	was	included	in	the	Divine	Revelation	delivered	by	the	Apostles;	and	to	expect	that
they	will	is	like	expecting	that	one	witness	in	a	trial	is	to	prove	the	whole	case,	and	that
his	testimony	actually	contradicts	it,	unless	it	does.	While,	then,	this	research	into
ecclesiastical	history	and	the	writings	of	the	Fathers	keeps	its	proper	place,	as	subordinate
to	the	magisterial	sovereignty	of	the	Theological	Tradition	and	the	voice	of	the	Church,	it
deserves	the	acknowledgments	of	theologians;	but	when	it	(so	to	say)	sets	up	for	itself,
when	it	professes	to	fulfil	an	office	for	which	it	was	never	intended,	when	it	claims	to
issue	in	a	true	and	full	teaching,	derived	by	a	scientific	process	of	induction,	then	it	is	but
another	instance	of	the	encroachment	of	the	Baconian	empirical	method	in	a	department
not	its	own.

3.	And	now	we	come	to	the	case	of	Physical	Theology,	which	is	directly	before	us.	I
confess,	in	spite	of	whatever	may	be	said	in	its	favour,	I	have	ever	viewed	it	with	the
greatest	suspicion.	As	one	class	of	thinkers	has	substituted	what	is	called	a	Scriptural
Religion,	and	another	a	Patristical	or	Primitive	Religion,	for	the	theological	teaching	of
Catholicism,	so	a	Physical	Religion	or	Theology	is	the	very	gospel	of	many	persons	of	the
Physical	School,	and	therefore,	true	as	it	may	be	in	itself,	still	under	the	circumstances	is	a
false	gospel.	Half	of	the	truth	is	a	falsehood:consider,	Gentlemen,	what	this	so-called
Theology	teaches,	and	then	say	whether	what	I	have	asserted	is	extravagant.

Any	one	divine	attribute	of	course	virtually	includes	all;	still	if	a	preacher	always	insisted
on	the	Divine	Justice,	he	would
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practically	be	obscuring	the	Divine	Mercy,	and	if	he	insisted	only	on	the
incommunicableness	and	distance	from	the	creature	of	the	Uncreated	Essence,	he	would
tend	to	throw	into	the	shade	the	doctrine	of	a	Particular	Providence.	Observe,	then,
Gentlemen,	that	Physical	Theology	teaches	three	Divine	Attributes,	I	may	say,	exclusively;
and	of	these,	most	of	Power,	and	least	of	Goodness.

And	in	the	next	place,	what,	on	the	contrary,	are	those	special	Attributes,	which	are	the
immediate	correlatives	of	religious	sentiment?	Sanctity,	omniscience,	justice,	mercy,
faithfulness.	What	does	Physical	Theology,	what	does	the	Argument	from	Design,	what
do	fine	disquisitions	about	final	causes,	teach	us,	except	very	indirectly,	faintly,
enigmatically,	of	these	transcendently,	important,	these	essential	portions	of	the	idea	of
Religion?	Religion	is	more	than	Theology;	it	is	something	relative	to	us;	and	it	includes
our	relation	towards	the	Object	of	it.	What	does	Physical	Theology	tell	us	of	duty	and
conscience?	of	a	particular	providence?	and,	coming	at	length	to	Christianity,	what	does	it
teach	us	even	of	the	four	last	things,	death,	judgment,	heaven,	and	hell,	the	mere	elements
of	Christianity?	It	cannot	tell	us	anything	of	Christianity	at	all.

Gentlemen,	let	me	press	this	point	upon	your	earnest	attention.	I	say	Physical	Theology
cannot,	from	the	nature	of	the	case,	tell	us	one	word	about	Christianity	proper;	it	cannot
be	Christian,	in	any	true	sense,	at	all:and	from	this	plain	reason,	because	it	is	derived
from	informations	which	existed	just	as	they	are	now,	before	man	was	created,	and	Adam
fell.	How	can	that	be	a	real	substantive	Theology,	though	it	takes	the	name,	which	is	but
an	abstraction,	a	particular	aspect	of	the	whole	truth,	and	is	dumb	almost	as	regards	the
moral	attributes	of	the	Creator,	and	utterly	so	as	regards	the	evangelical?

Nay,	more	than	this;	I	do	not	hesitate	to	say	that,	taking	men	as	they	are,	this	so-called
science	tends,	if	it	occupies	the	mind,	to	dispose	it	against	Christianity.	And	for	this	plain
reason,	because	it	speaks	only	of	laws;	and	cannot	contemplate	their	suspension,	that	is,
miracles,	which	are	of	the	essence	of	the	idea	of	a	Revelation.	Thus,	the	God	of	Physical
Theology	may	very	easily	become	a	mere	idol;	for	He	comes	to	the	inductive	mind,	in	the
medium	of	fixed	appointments,	so	excellent,	so	skilful,	so
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beneficent,	that,	when	it	has	for	a	long	time	gazed	upon	them,	it	will	think	them	too
beautiful	to	be	broken,	and	will	at	length	so	contract	its	notion	of	Him	as	to	conclude	that
He	never	could	have	the	heart	(if	I	may	dare	use	such	a	term)	to	undo	or	mar	His	own
work;	and	this	conclusion	will	be	the	first	step	towards	its	degrading	its	idea	of	God	a
second	time,	and	identifying	Him	with	His	works.	Indeed,	a	Being	of	Power,	Wisdom,
and	Goodness,	and	nothing	else,	is	not	very	different	from	the	God	of	the	Pantheist.

In	thus	speaking	of	the	Theology	of	the	modern	Physical	School,	I	have	said	but	a	few
words	on	a	large	subject;	yet,	though	few	words,	I	trust	they	are	clear	enough	not	to
hazard	the	risk	of	being	taken	in	a	sense	which	I	do	not	intend.	Graft	the	science,	if	it	is
so	to	be	called,	on	Theology	proper,	and	it	will	be	in	its	right	place,	and	will	be	a	religious
science.	Then	it	will	illustrate	the	awful,	incomprehensible,	adorable	Fertility	of	the
Divine	Omnipotence;	it	will	serve	to	prove	the	real	miraculousness	of	the	Revelation	in	its
various	parts,	by	impressing	on	the	mind	vividly	what	are	the	laws	of	nature,	and	how
immutable	they	are	in	their	own	order;	and	it	will	in	other	ways	subserve	theological
truth.	Separate	it	from	the	supernatural	teaching,	and	make	it	stand	on	its	own	base,	and
(though	of	course	it	is	better	for	the	individual	philosopher	himself),	yet,	as	regards	his
influence	on	the	world	and	the	interests	of	Religion,	I	really	doubt	whether	I	should	not
prefer	that	he	should	be	an	Atheist	at	once	than	such	a	naturalistic,	pantheistic	religionist.
His	profession	of	Theology	deceives	others,	perhaps	deceives	himself.

Do	not	for	an	instant	suppose,	Gentlemen,	that	I	would	identify	the	great	mind	of	Bacon
with	so	serious	a	delusion:	he	has	expressly	warned	us	against	it;	but	I	cannot	deny	that
many	of	his	school	have	from	time	to	time	in	this	way	turned	physical	research	against
Christianity.

But	I	have	detained	you	far	longer	than	I	had	intended;	and	now	I	can	only	thank	you	for
the	patience	which	has	enabled	you	to	sustain	a	discussion	which	cannot	be	complete,
upon	a	subject	which,	however	momentous,	cannot	be	popular.
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VIII
Christianity	and	Scientific	Investigation:
A	Lecture	Written	for	the	School	of	Science

1

This	is	a	time,	Gentlemen,	when	not	only	the	Classics,	but	much	more	the	Sciences,	in	the
largest	sense	of	the	word,	are	looked	upon	with	anxiety,	not	altogether	ungrounded,	by
religious	men;	and,	whereas	a	University	such	as	ours	professes	to	embrace	all
departments	and	exercises	of	the	intellect,	and	since	I	for	my	part	wish	to	stand	on	good
terms	with	all	kinds	of	knowledge,	and	have	no	intention	of	quarrelling	with	any,	and
would	open	my	heart,	if	not	my	intellect	(for	that	is	beyond	me),	to	the	whole	circle	of
truth,	and	would	tender	at	least	a	recognition	and	hospitality	even	to	those	studies	which
are	strangers	to	me,	and	would	speed	them	on	their	way,therefore,	as	I	have	already	been
making	overtures	of	reconciliation,	first	between	Polite	Literature	and	Religion,	and	next
between	Physics	and	Theology,	so	I	would	now	say	a	word	by	way	of	deprecating	and
protesting	against	the	needless	antagonism,	which	sometimes	exists	in	fact,	between
divines	and	the	cultivators	of	the	Sciences	generally.

2

Here	I	am	led	at	once	to	expatiate	on	the	grandeur	of	an	Institution	which	is
comprehensive	enough	to	admit	the	discussion	of	a	subject	such	as	this.	Among	the
objects	of	human	enterprise,I	may	say	it	surely	without	extravagance,	Gentlemen,none
higher	or	nobler	can	be	named	than	that	which	is	contemplated	in	the	erection	of	a
University.	To	set	on	foot	and	to	maintain	in	life	and	vigour	a	real	University,	is
confessedly,	as	soon	as	the	word	"University"	is	understood,	one	of	those	greatest	works,
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great	in	their	difficulty	and	their	importance,	on	which	are	de	servedly	expended	the
rarest	intellects	and	the	most	varied	endowments.	For,	first	of	all,	it	professes	to	teach
whatever	has	to	be	taught	in	any	whatever	department	of	human	knowledge,	and	it
embraces	in	its	scope	the	loftiest	subjects	of	human	thought,	and	the	richest	fields	of
human	inquiry.	Nothing	is	too	vast,	nothing	too	subtle,	nothing	too	distant,	nothing	too
minute,	nothing	too	discursive,	nothing	too	exact,	to	engage	its	attention.

This,	however,	is	not	the	reason	why	I	claim	for	it	so	sovereign	a	position;	for,	to	bring
schools	of	all	knowledge	under	one	name,	and	call	them	a	University,	may	be	fairly	said
to	be	a	mere	generalization;	and	to	proclaim	that	the	prosecution	of	all	kinds	of
knowledge	to	their	utmost	limits	demands	the	fullest	reach	and	range	of	our	intellectual
faculties	is	but	a	truism.	My	reason	for	speaking	of	a	University	in	the	terms	on	which	I
have	ventured	is,	not	that	it	occupies	the	whole	territory	of	knowledge	merely,	but	that	it
is	the	very	realm;	that	it	professes	much	more	than	to	take	in	and	to	lodge	as	in	a
caravanserai	all	art	and	science,	all	history	and	philosophy.	In	truth,	it	professes	to	assign
to	each	study,	which	it	receives,	its	own	proper	place	and	its	just	boundaries;	to	define	the
rights,	to	establish	the	mutual	relations,	and	to	effect	the	intercommunion	of	one	and	all;
to	keep	in	check	the	ambitious	and	encroaching,	and	to	succour	and	maintain	those	which
from	time	to	time	are	succumbing	under	the	more	popular	or	the	more	fortunately
circumstanced;	to	keep	the	peace	between	them	all,	and	to	convert	their	mutual
differences	and	contrarieties	into	the	common	good.	This,	Gentlemen,	is	why	I	say	that	to
erect	a	University	is	at	once	so	arduous	and	beneficial	an	undertaking,	viz.,	because	it	is
pledged	to	admit,	without	fear,	without	prejudice,	without	compromise,	all	comers,	if	they
come	in	the	name	of	Truth;	to	adjust	views,	and	experiences,	and	habits	of	mind	the	most
independent	and	dissimilar;	and	to	give	full	play	to	thought	and	erudition	in	their	most
original	forms,	and	their	most	intense	expressions,	and	in	their	most	ample	circuit.	Thus
to	draw	many	things	into	one,	is	its	special	function;	and	it	learns	to	do	it,	not	by	rules
reducible	to	writing,	but	by	sagacity,	wisdom,	and	forbearance,	acting	upon	a	profound
insight	into	the	subject-matter	of	knowledge,	and	by	a	vigilant	repression	of	aggression	or
bigotry	in	any	quarter.
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We	count	it	a	great	thing,	and	justly	so,	to	plan	and	carry	out	a	wide	political	organization.
To	bring	under	one	yoke,	after	the	manner	of	old	Rome,	a	hundred	discordant	peoples;	to
maintain	each	of	them	in	its	own	privileges	within	its	legitimate	range	of	action;	to	allow
them	severally	the	indulgence	of	national	feelings,	and	the	stimulus	of	rival	interests;	and
yet	withal	to	blend	them	into	one	great	social	establishment,	and	to	pledge	them	to	the
perpetuity	of	the	one	imperial	power;this	is	an	achievement	which	carries	with	it	the
unequivocal	token	of	genius	in	the	race	which	effects	it.

''Tu	regere	imperio	populos,	Romane,	memento.

This	was	the	special	boast,	as	the	poet	considered	it,	of	the	Roman;	a	boast	as	high	in	its
own	line	as	that	other	boast,	proper	to	the	Greek	nation,	of	literary	pre-eminence,	of
exuberance	of	thought,	and	of	skill	and	refinement	in	expressing	it.

What	an	empire	is	in	political	history,	such	is	a	University	in	the	sphere	of	philosophy	and
research.	It	is,	as	I	have	said,	the	high	protecting	power	of	all	knowledge	and	science,	of
fact	and	principle,	of	inquiry	and	discovery,	of	experiment	and	speculation;	it	maps	out
the	territory	of	the	intellect,	and	sees	that	the	boundaries	of	each	province	are	religiously
respected,	and	that	there	is	neither	encroachment	nor	surrender	on	any	side.	It	acts	as
umpire	between	truth	and	truth,	and,	taking	into	account	the	nature	and	importance	of
each,	assigns	to	all	their	due	order	of	precedence.	It	maintains	no	one	department	of
thought	exclusively,	however	ample	and	noble;	and	it	sacrifices	none.	It	is	deferential	and
loyal,	according	to	their	respective	weight,	to	the	claims	of	literature,	of	physical	research,
of	history,	of	metaphysics,	of	theological	science.	It	is	impartial	towards	them	all,	and
promotes	each	in	its	own	place	and	for	its	own	object.	It	is	ancillary	certainly,	and	of
necessity,	to	the	Catholic	Church;	but	in	the	same	way	that	one	of	the	Queen's	judges	is	an
officer	of	the	Queen's,	and	nevertheless	determines	certain	legal	proceedings	between	the
Queen	and	her	subjects.	It	is	ministrative	to	the	Catholic	Church,	first,	because	truth	of
any	kind	can	but	minister	to	truth;	and	next,	still	more,	because	Nature	ever	will	pay
homage	to	Grace,	and	Reason	cannot	but	illustrate	and	defend	Revelation;	and	thirdly,
because	the	Church	has	a	sovereign
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authority,	and,	when	she	speaks	ex	cathedra,	must	be	obeyed.	But	this	is	the	remote	end
of	a	University;	its	immediate	end	(with	which	alone	we	have	here	to	do)	is	to	secure	the
due	disposition,	according	to	one	sovereign	order,	and	the	cultivation	in	that	order,	of	all
the	provinces	and	methods	of	thought	which	the	human	intellect	has	created.

In	this	point	of	view,	its	several	professors	are	like	the	ministers	of	various	political
powers	at	one	court	or	conference.	They	represent	their	respective	sciences,	and	attend	to
the	private	interests	of	those	sciences	respectively;	and,	should	dispute	arise	between
those	sciences,	they	are	the	persons	to	talk	over	and	arrange	it,	without	risk	of	extravagant
pretensions	on	any	side,	of	angry	collision,	or	of	popular	commotion.	A	liberal
philosophy	becomes	the	habit	of	minds	thus	exercised;	a	breadth	and	spaciousness	of
thought,	in	which	lines,	seemingly	parallel,	may	converge	at	leisure,	and	principles,
recognized	as	incommensurable,	may	be	safely	antagonistic.

3

And	here,	Gentlemen,	we	recognize	the	special	character	of	the	Philosophy	I	am	speaking
of,	if	Philosophy	it	is	to	be	called,,	in	contrast	with	the	method	of	a	strict	science	or
system.	Its	teaching	is	not	founded	on	one	idea,	or	reducible	to	certain	formulae	*.
Newton	might	discover	the	great	law	of	motion	in	the	physical	world,	and	the	key	to	ten
thousand	phenomena;	and	a	similar	resolution	of	complex	facts	into	simple	principles
may	be	possible	in	other	departments	of	nature;	but	the	great	Universe	itself,	moral	and
material,	sensible	and	supernatural,	cannot	be	gauged	and	meted	by	even	the	greatest	of
human	intellects,	and	its	constituent	parts	admit	indeed	of	comparison	and	adjustment,
but	not	of	fusion.	This	is	the	point	which	bears	directly	on	the	subject	which	I	set	before
me	when	I	began,	and	towards	which	I	am	moving	in	all	I	have	said	or	shall	be	saying.

I	observe,	then,	and	ask	you,	Gentlemen,	to	bear	in	mind,	that	the	philosophy	of	an
imperial	intellect,	for	such	I	am	considering	a	University	to	be,	is	based,	not	so	much	on
simplification	as	on	discrimination.	Its	true	representative	defines,	rather	than	analyzes.
He	aims	at	no	complete	catalogue,	or	interpretation	of
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the	subjects	of	knowledge,	but	a	following	out,	as	far	as	man	can,	what	in	its	fulness	is
mysterious	and	unfathomable.	Taking	into	his	charge	all	sciences,	methods,	collections	of
facts,	principles,	doctrines,	truths,	which	are	the	reflexions	of	the	universe	upon	the
human	intellect,	he	admits	them	all,	he	disregards	none,	and,	as	disregarding	none,	he
allows	none	to	exceed	or	encroach.	His	watchword	is,	Live	and	let	live.	He	takes	things	as
they	are;	he	submits	to	them	all,	as	far	as	they	go;	he	recognizes	the	insuperable	lines	of
demarcation	which	run	between	subject	and	subject;	he	observes	how	separate	truths	lie
relatively	to	each	other,	where	they	concur,	where	they	part	company,	and	where,	being
carried	too	far,	they	cease	to	be	truths	at	all.	It	is	his	office	to	determine	how	much	can	be
known	in	each	province	of	thought;	when	we	must	be	contented	not	to	know;	in	what
direction	inquiry	is	hopeless,	or	on	the	other	hand	full	of	promise;	where	it	gathers	into
coils	insoluble	by	reason,	where	it	is	absorbed	in	mysteries,	or	runs	into	the	abyss.	It	will
be	his	care	to	be	familiar	with	the	signs	of	real	and	apparent	difficulties,	with	the	methods
proper	to	particular	subject-matters,	what	in	each	particular	case	are	the	limits	of	a
rational	scepticism,	and	what	the	claims	of	a	peremptory	faith.	If	he	has	one	cardinal
maxim	in	his	philosophy,	it	is,	that	truth	cannot	be	contrary	to	truth;	if	he	has	a	second,	it
is,	that	truth	often	seems	contrary	to	truth;	and,	if	a	third,	it	is	the	practical	conclusion,	that
we	must	be	patient	with	such	appearances,	and	not	be	hasty	to	pronounce	them	to	be
really	of	a	more	formidable	character.

It	is	the	very	immensity	of	the	system	of	things,	the	human	record	of	which	he	has	in
charge,	which	is	the	reason	of	this	patience	and	caution;	for	that	immensity	suggests	to
him	that	the	contrarieties	and	mysteries,	which	meet	him	in	the	various	sciences,	may	be
simply	the	consequences	of	our	necessarily	defective	comprehension.	There	is	but	one
thought	greater	than	that	of	the	universe,	and	that	is	the	thought	of	its	Maker.	If,
Gentlemen,	for	one	single	instant,	leaving	my	proper	train	of	thought,	I	allude	to	our
knowledge	of	the	Supreme	Being,	it	is	in	order	to	deduce	from	it	an	illustration	bearing
upon	my	subject.	He,	though	One,	is	a	sort	of	world	of	worlds	in	Himself,	giving	birth	in
our	minds	to	an	indefinite	number	of	distinct	truths,	each	ineffably	more	mysterious	than
any	thing	that	is	found	in	this

	



Page	348

universe	of	space	and	time.	Any	one	of	His	attributes,	considered	by	itself,	is	the	object	of
an	inexhaustible	science:	and	the	attempt	to	reconcile	any	two	or	three	of	them
together,love,	power,	justice,	sanctity,	truth,	wisdom,affords	matter	for	an	everlasting
controversy.	We	are	able	to	apprehend	and	receive	each	divine	attribute	in	its	elementary
form,	but	still	we	are	not	able	to	accept	them	in	their	infinity,	either	in	themselves	or	in
union	with	each	other.	Yet	we	do	not	deny	the	first	because	it	cannot	be	perfectly
reconciled	with	the	second,	nor	the	second	because	it	is	in	apparent	contrariety	with	the
first	and	the	third.	The	case	is	the	same	in	its	degree	with	His	creation	material	and	moral.
It	is	the	highest	wisdom	to	accept	truth	of	whatever	kind,	wherever	it	is	clearly
ascertained	to	be	such,	though	there	be	difficulty	in	adjusting	it	with	other	known	truth.

Instances	are	easily	producible	of	that	extreme	contrariety	of	ideas,	one	with	another,
which	the	contemplation	of	the	universe	forces	upon	our	acceptance,	making	it	clear	to	us
that	there	is	nothing	irrational	in	submitting	to	undeniable	incompatibilities,	which	we	call
apparent,	only	because,	if	they	were	not	apparent	but	real,	they	could	not	co-exist.	Such,
for	instance,	is	the	contemplation	of	Space;	the	existence	of	which	we	cannot	deny,
though	its	idea	is	capable,	in	no	sort	of	posture,	of	seating	itself	(if	I	may	so	speak)	in	our
minds;for	we	find	it	impossible	to	say	that	it	comes	to	a	limit	anywhere;	and	it	is
incomprehensible	to	say	that	it	runs	out	infinitely;	and	it	seems	to	be	unmeaning	if	we	say
that	it	does	not	exist	till	bodies	come	into	it,	and	thus	is	enlarged	according	to	an	accident.

And	so	again	in	the	instance	of	Time.	We	cannot	place	a	beginning	to	it	without	asking
ourselves	what	was	before	that	beginning;	yet	that	there	should	be	no	beginning	at	all,	put
it	as	far	back	as	we	will,	is	simply	incomprehensible.	Here	again,	as	in	the	case	of	Space,
we	never	dream	of	denying	the	existence	of	what	we	have	no	means	of	understanding.

And,	passing	from	this	high	region	of	thought	(which,	high	as	it	may	be,	is	the	subject
even	of	a	child's	contemplations),	when	we	come	to	consider	the	mutual	action	of	soul
and	body,	we	are	specially	perplexed	by	incompatibilities	which	we	can	neither	reject	nor
explain.	How	it	is	that	the	will	can	act	on	the
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muscles,	is	a	question	of	which	even	a	child	may	feel	the	force,	but	which	no
experimentalist	can	answer.

Further,	when	we	contrast	the	physical	with	the	social	laws	under	which	man	finds
himself	here	below,	we	must	grant	that	Physiology	and	Social	Science	are	in	collision.
Man	is	both	a	physical	and	a	social	being;	yet	he	cannot	at	once	pursue	to	the	full	his
physical	end	and	his	social	end,	his	physical	duties	(if	I	may	so	speak)	and	his	social
duties,	but	is	forced	to	sacrifice	in	part	one	or	the	other.	If	we	were	wild	enough	to	fancy
that	there	were	two	creators,	one	of	whom	was	the	author	of	our	animal	frames,	the	other
of	society,	then	indeed	we	might	understand	how	it	comes	to	pass	that	labour	of	mind	and
body,	the	useful	arts,	the	duties	of	a	statesman,	government,	and	the	like,	which	are
required	by	the	social	system,	are	so	destructive	of	health,	enjoyment,	and	life.	That	is,	in
other	words,	we	cannot	adequately	account	for	existing	and	undeniable	truths	except	on
the	hypothesis	of	what	we	feel	to	be	an	absurdity.

And	so	in	Mathematical	Science,	as	has	been	often	insisted	on,	the	philosopher	has
patiently	to	endure	the	presence	of	truths,	which	are	not	the	less	true	for	being
irreconcileable	with	each	other.	He	is	told	of	the	existence	of	an	infinite	number	of
curves,	which	are	able	to	divide	a	space,	into	which	no	straight	line,	though	it	be	length
without	breadth,	can	even	enter.	He	is	told,	too,	of	certain	lines,	which	approach	to	each
other	continually,	with	a	finite	distance	between	them,	yet	never	meet;	and	these	apparent
contrarieties	he	must	bear	as	he	best	can,	without	attempting	to	deny	the	existence	of	the
truths	which	constitute	them	in	the	Science	in	question.

4

Now,	let	me	call	your	attention,	Gentlemen,	to	what	I	would	infer	from	these	familiar
facts.	It	is,	to	urge	you	with	an	argument	à	fortiori:	viz.,	that,	as	you	exercise	so	much
exemplary	patience	in	the	case	of	the	inexplicable	truths	which	surround	so	many
departments	of	knowledge,	human	and	divine,	viewed	in	themselves;	as	you	are	not	at
once	indignant,	censorious,	suspicious,	difficult	of	belief,	on	finding	that	in	the	secular
sciences
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one	truth	is	incompatible	(according	to	our	human	intellect)	with	another	or	inconsistent
with	itself;	so	you	should	not	think	it	very	hard	to	be	told	that	there	exists,	here	and	there,
not	an	inextricable	difficulty,	not	an	astounding	contrariety,	not	(much	less)	a
contradiction	as	to	clear	facts,	between	Revelation	and	Nature;	but	a	hitch,	an	obscurity,	a
divergence	of	tendency,	a	temporary	antagonism,	a	difference	of	tone,	between	the
two,that	is,	between	Catholic	opinion	on	the	one	hand,	and	astronomy,	or	geology,	or
physiology,	or	ethnology,	or	political	economy,	or	history,	or	antiquities,	on	the	other.	I
say	that,	as	we	admit,	because	we	are	Catholics,	that	the	Divine	Unity	contains	in	it
attributes,	which,	to	our	finite	minds,	appear	in	partial	contrariety	with	each	other;	as	we
admit	that,	in	His	revealed	Nature	are	things,	which,	though	not	opposed	to	Reason,	are
infinitely	strange	to	the	Imagination;	as	in	His	works	we	can	neither	reject	nor	admit	the
ideas	of	space,	and	of	time,	and	the	necessary	properties	of	lines,	without	intellectual
distress,	or	even	torture;	really,	Gentlemen,	I	am	making	no	outrageous	request,	when,	in
the	name	of	a	University,	I	ask	religious	writers,	jurists,	economists,	physiologists,
chemists,	geologists,	and	historians,	to	go	on	quietly,	and	in	a	neighbourly	way,	in	their
own	respective	lines	of	speculation,	research,	and	experiment,	with	full	faith	in	the
consistency	of	that	multiform	truth,	which	they	share	between	them,	in	a	generous
confidence	that	they	will	be	ultimately	consistent,	one	and	all,	in	their	combined	results,
though	there	may	be	momentary	collisions,	awkward	appearances,	and	many	forebodings
and	prophecies	of	contrariety,	and	at	all	times	things	hard	to	the	Imagination,	though	not,
I	repeat,	to	the	Reason.	It	surely	is	not	asking	them	a	great	deal	to	beg	of	them,since	they
are	forced	to	admit	mysteries	in	the	truths	of	Revelation,	taken	by	themselves,	and	in	the
truths	of	Reason,	taken	by	themselves,to	beg	of	them,	I	say,	to	keep	the	peace,	to	live	in
good	will,	and	to	exercise	equanimity,	if,	when	Nature	and	Revelation	are	compared	with
each	other,	there	be,	as	I	have	said,	discrepancies,not	in	the	issue,	but	in	the	reasonings,
the	circumstances,	the	associations,	the	anticipations,	the	accidents,	proper	to	their
respective	teachings.

It	is	most	necessary	to	insist	seriously	and	energetically	on	this
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point,	for	the	sake	of	Protestants,	for	they	have	very	strange	notions	about	us.	In	spite	of
the	testimony	of	history	the	other	way,	they	think	that	the	Church	has	no	other	method	of
putting	down	error	than	the	arm	of	force,	or	the	prohibition	of	inquiry.	They	defy	us	to
set	up	and	carry	on	a	School	of	Science.	For	their	sake,	then,	I	am	led	to	enlarge	upon	the
subject	here.	I	say,	then,	he	who	believes	Revelation	with	that	absolute	faith	which	is	the
prerogative	of	a	Catholic,	is	not	the	nervous	creature	who	startles	at	every	sudden	sound,
and	is	fluttered	by	every	strange	or	novel	appearance	which	meets	his	eyes.	He	has	no
sort	of	apprehension,	he	laughs	at	the	idea,	that	any	thing	can	be	discovered	by	any	other
scientific	method,	which	can	contradict	any	one	of	the	dogmas	of	his	religion.	He	knows
full	well	there	is	no	science	whatever,	but,	in	the	course	of	its	extension,	runs	the	risk	of
infringing,	without	any	meaning	of	offence	on	its	own	part,	the	path	of	other	sciences:
and	he	knows	also	that,	if	there	be	any	one	science	which,	from	its	sovereign	and
unassailable	position	can	calmly	bear	such	unintentional	collisions	on	the	part	of	the
children	of	earth,	it	is	Theology.	He	is	sure,	and	nothing	shall	make	him	doubt,	that,	if
anything	seems	to	be	proved	by	astronomer,	or	geologist,	or	chronologist,	or	antiquarian,
or	ethnologist,	in	contradiction	to	the	dogmas	of	faith,	that	point	will	eventually	turn	out,
first,	not	to	be	proved,	or,	secondly,	not	contradictory,	or	thirdly,	not	contradictory	to	any
thing	really	revealed,	but	to	something	which	has	been	confused	with	revelation.	And	if,
at	the	moment,	it	appears	to	be	contradictory,	then	he	is	content	to	wait,	knowing	that
error	is	like	other	delinquents;	give	it	rope	enough,	and	it	will	be	found	to	have	a	strong
suicidal	propensity.	I	do	not	mean	to	say	he	will	not	take	his	part	in	encouraging,	in
helping	forward	the	prospective	suicide;	he	will	not	only	give	the	error	rope	enough,	but
show	it	how	to	handle	and	adjust	the	rope;he	will	commit	the	matter	to	reason,	reflection,
sober	judgment,	common	sense;	to	Time,	the	great	interpreter	of	so	many	secrets.	Instead
of	being	irritated	at	the	momentary	triumph	of	the	foes	of	Revelation,	if	such	a	feeling	of
triumph	there	be,	and	of	hurrying	on	a	forcible	solution	of	the	difficulty,	which	may	in
the	event	only	reduce	the	inquiry	to	an	inextricable	tangle,	he	will	recollect	that,	in	the
order	of	Providence,	our
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seeming	dangers	are	often	our	greatest	gains;	that	in	the	words	of	the	Protestant	poet,

					The	clouds	you	so	much	dread
Are	big	with	mercy,	and	shall	break
					In	blessings	on	your	head,

5

To	one	notorious	instance	indeed	it	is	obvious	to	allude	here.	When	the	Copernican
system	first	made	progress,	what	religious	man	would	not	have	been	tempted	to
uneasiness,	or	at	least	fear	of	scandal,	from	the	seeming	contradiction	which	it	involved
to	some	authoritative	tradition	of	the	Church	and	the	declaration	of	Scripture?	It	was
generally	received,	as	if	the	Apostles	had	expressly	delivered	it	both	orally	and	in	writing,
as	a	truth	of	Revelation,	that	the	earth	was	stationary,	and	that	the	sun,	fixed	in	a	solid
firmament,	whirled	round	the	earth.	After	a	little	time,	however,	and	on	full
consideration,	it	was	found	that	the	Church	had	decided	next	to	nothing	on	questions
such	as	these,	and	that	Physical	Science	might	range	in	this	sphere	of	thought	almost	at
will,	without	fear	of	encountering	the	decisions	of	ecclesiastical	authority.	Now,	besides
the	relief	which	it	afforded	to	Catholics	to	find	that	they	were	to	be	spared	this	addition,
on	the	side	of	Cosmology,	to	their	many	controversies	already	existing,	there	is	something
of	an	argument	in	this	very	circumstance	in	behalf	of	the	divinity	of	their	Religion.	For	it
surely	is	a	very	remarkable	fact,	considering	how	widely	and	how	long	one	certain
interpretation	of	these	physical	statements	in	Scripture	had	been	received	by	Catholics,
that	the	Church	should	not	have	formally	acknowledged	it.	Looking	at	the	matter	in	a
human	point	of	view,	it	was	inevitable	that	she	should	have	made	that	opinion	her	own.
But	now	we	find,	on	ascertaining	where	we	stand,	in	the	face	of	the	new	sciences	of	these
latter	times,	that	in	spite	of	the	bountiful	comments	which	from	the	first	she	has	ever	been
making	on	the	sacred	text,	as	it	is	her	duty	and	her	right	to	do,	nevertheless,	she	has	never
been	led	formally	to	explain	the	texts	in	question,	or	to	give	them	an	authoritative	sense
which	modern	science	may	question.
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Nor	was	this	escape	a	mere	accident,	but	rather	the	result	of	a	providential
superintendence;	as	would	appear	from	a	passage	of	history	in	the	dark	age	itself.	When
the	glorious	St.	Boniface,	Apostle	of	Germany,	great	in	sanctity,	though	not	in	secular
knowledge,	complained	to	the	Holy	See	that	St.	Virgilius	taught	the	existence	of	the
Antipodes,	the	Holy	See	was	guided	what	to	do;	it	did	not	indeed	side	with	the	Irish
philosopher,	which	would	have	been	going	out	of	its	place,	but	it	passed	over,	in	a	matter
not	revealed,	a	philosophical	opinion.

Time	went	on;	a	new	state	of	things,	intellectual	and	social,	came	in;	the	Church	was	girt
with	temporal	power;	the	preachers	of	St.	Dominic	were	in	the	ascendant:	now	at	length
we	may	ask	with	curious	interest,	did	the	Church	alter	her	ancient	rule	of	action,	and
proscribe	intellectual	activity?	Just	the	contrary;	this	is	the	very	age	of	Universities;	it	is
the	classical	period	of	the	schoolmen;	it	is	the	splendid	and	palmary	instance	of	the	wise
policy	and	large	liberality	of	the	Church,	as	regards	philosophical	inquiry.	If	there	ever
was	a	time	when	the	intellect	went	wild,	and	had	a	licentious	revel,	it	was	at	the	date	I
speak	of.	When	was	there	ever	a	more	curious,	more	meddling,	bolder,	keener,	more
penetrating,	more	rationalistic	exercise	of	the	reason	than	at	that	time?	What	class	of
questions	did	that	subtle,	metaphysical	spirit	not	scrutinize?	What	premiss	was	allowed
without	examination?	What	principle	was	not	traced	to	its	first	origin,	and	exhibited	in	its
most	naked	shape?	What	whole	was	not	analyzed?	What	complex	idea	was	not
elaborately	traced	out,	and,	as	it	were,	finely	painted	for	the	contemplation	of	the	mind,
till	it	was	spread	out	in	all	its	minutest	portions	as	perfectly	and	delicately	as	a	frog's	foot
shows	under	the	intense	scrutiny	of	the	microscope?	Well,	I	repeat,	here	was	something
which	came	somewhat	nearer	to	Theology	than	physical	research	comes;	Aristotle	was	a
somewhat	more	serious	foe	then,	beyond	all	mistake,	than	Bacon	has	been	since.	Did	the
Church	take	a	high	hand	with	philosophy	then?	No,	not	though	that	philosophy	was
metaphysical.	It	was	a	time	when	she	had	temporal	power,	and	could	have	exterminated
the	spirit	of	inquiry	with	fire	and	sword;	but	she	determined	to	put	it	down	by	argument;
she	said:	"Two	can	play	at	that,	and	my	argument	is	the	better."	She	sent	her
controversialists	into	the	philosophical	arena.	It	was	the	Dominican	and	Franciscan	doc-
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tors,	the	greatest	of	them	being	St.	Thomas,	who	in	those	medieval	Universities	fought	the
battle	of	Revelation	with	the	weapons	of	heathenism.	It	was	no	matter	whose	the	weapon
was;	truth	was	truth	all	the	world	over.	With	the	jawbone	of	an	ass,	with	the	skeleton
philosophy	of	pagan	Greece,	did	the	Samson	of	the	schools	put	to	flight	his	thousand
Philistines.

Here,	Gentlemen,	observe	the	contrast	exhibited	between	the	Church	herself,	who	has	the
gift	of	wisdom,	and	even	the	ablest,	or	wisest,	or	holiest	of	her	children.	As	St.	Boniface
had	been	jealous	of	physical	speculations,	so	had	the	early	Fathers	shown	an	extreme
aversion	to	the	great	heathen	philosopher	whom	I	just	now	named,	Aristotle.	I	do	not
know	who	of	them	could	endure	him;	and	when	there	arose	those	in	the	middle	age	who
would	take	his	part,	especially	since	their	intentions	were	of	a	suspicious	character,	a
strenuous	effort	was	made	to	banish	him	out	of	Christendom.	The	Church	the	while	had
kept	silence;	she	had	as	little	denounced	heathen	philosophy	in	the	mass	as	she	had
pronounced	upon	the	meaning	of	certain	texts	of	Scripture	of	a	cosmological	character.
From	Tertullian	and	Caius	to	the	two	Gregories	of	Cappadocia,	from	them	to	Anastasius
Sinaita,	from	him	to	the	school	of	Paris,	Aristotle	was	a	word	of	offence;	at	length	St.
Thomas	made	him	a	hewer	of	wood	and	drawer	of	water	to	the	Church.	A	strong	slave	he
is;	and	the	Church	herself	has	given	her	sanction	to	the	use	in	Theology	of	the	ideas	and
terms	of	his	philosophy.

6

Now,	while	this	free	discussion	is,	to	say	the	least,	so	safe	for	Religion,	or	rather	so
expedient,	it	is	on	the	other	hand	simply	necessary	for	progress	in	Science;	and	I	shall
now	go	on	to	insist	on	this	side	of	the	subject.	I	say,	then,	that	is	a	matter	of	primary
importance	in	the	cultivation	of	those	sciences,	in	which	truth	is	discoverable	by	the
human	intellect,	that	the	investigator	should	be	free,	independent,	unshackled	in	his
movements;	that	he	should	be	allowed	and	enabled,	without	impediment,	to	fix	his	mind
intently,	nay,	exclusively,	on	his	special	object,	without	the	risk	of	being	distracted	every
other	minute	in	the	process	and	progress	of	his	inquiry,	by	charges	of
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temerariousness,	or	by	warnings	against	extravagance	or	scandal.	But	in	thus	speaking,	I
must	premise	several	explanations,	lest	I	be	misunderstood.

First,	then,	Gentlemen,	as	to	the	fundamental	principles	of	religion	and	morals,	and	again
as	to	the	fundamental	principles	of	Christianity,	or	what	are	called	the	dogmas	of	faith,as
to	this	double	creed,	natural	and	revealed,we,	none	of	us,	should	say	that	it	is	any	shackle
at	all	upon	the	intellect	to	maintain	these	inviolate.	Indeed,	a	Catholic	cannot	put	off	his
thought	of	them;	and	they	as	little	impede	the	movements	of	his	intellect	as	the	laws	of
physics	impede	his	bodily	movements.	The	habitual	apprehension	of	them	has	become	a
second	nature	with	him,	as	the	laws	of	optics,	hydrostatics,	dynamics,	are	latent
conditions	which	he	takes	for	granted	in	the	use	of	his	corporeal	organs.	I	am	not
supposing	any	collision	with	dogma,	I	am	but	speaking	of	opinions	of	divines,	or	of	the
multitude,	parallel	to	those	in	former	times	of	the	sun	going	round	the	earth,	or	of	the	last
day	being	close	at	hand,	or	of	St.	Dionysius	the	Areopagite	being	the	author	of	the	works
which	bear	his	name.

Nor,	secondly,	even	as	regards	such	opinions,	am	I	supposing	any	direct	intrusion	into	the
province	of	religion,	or	of	a	teacher	of	Science	actually	laying	down	the	law	in	a	matter
of	Religion;	but	of	such	unintentional	collisions	as	are	incidental	to	a	discussion	pursued
on	some	subject	of	his	own.	It	would	be	a	great	mistake	in	such	a	one	to	propose	his
philosophical	or	historical	conclusions	as	the	formal	interpretation	of	the	sacred	text,	as
Galileo	is	said	to	have	done,	instead	of	being	content	to	hold	his	doctrine	of	the	motion	of
the	earth	as	a	scientific	conclusion,	and	leaving	it	to	those	whom	it	really	concerned	to
compare	it	with	Scripture.	And,	it	must	be	confessed,	Gentlemen,	not	a	few	instances
occur	of	this	mistake	at	the	present	day,	on	the	part,	not	indeed	of	men	of	science,	but	of
religious	men,	who,	from	a	nervous	impatience	lest	Scripture	should	for	one	moment
seem	inconsistent	with	the	results	of	some	speculation	of	the	hour,	are	ever	proposing
geological	or	ethnological	comments	upon	it,	which	they	have	to	alter	or	obliterate	before
the	ink	is	well	dry,	from	changes	in	the	progressive	science,	which	they	have	so
officiously	brought	to	its	aid.

And	thirdly,	I	observe	that,	when	I	advocate	the	independence
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of	philosophical	thought,	I	am	not	speaking	of	any	formal	teaching	at	all,	but	of
investigations,	speculations,	and	discussions.	I	am	far	indeed	from	allowing,	in	any	matter
which	even	borders	on	Religion,	what	an	eminent	Protestant	divine	has	advocated	on	the
most	sacred	subjects,I	mean	''the	liberty	of	Prophesying."	I	have	no	wish	to	degrade	the
professors	of	Science,	who	ought	to	be	Prophets	of	the	Truth,	into	mere	advertisers	of
crude	fancies	or	notorious	absurdities.	I	am	not	pleading	that	they	should	at	random
shower	down	upon	their	hearers	ingenuities	and	novelties;	or	that	they	should	teach	even
what	has	a	basis	of	truth	in	it,	in	a	brilliant,	off-hand	way,	to	a	collection	of	youths,	who
may	not	perhaps	hear	them	for	six	consecutive	lectures,	and	who	will	carry	away	with
them	into	the	country	a	misty	idea	of	the	half-created	theories	of	some	ambitious	intellect.

Once	more,	as	the	last	sentence	suggests,	there	must	be	great	care	taken	to	avoid	scandal,
or	shocking	the	popular	mind,	or	unsettling	the	weak;	the	association	between	truth	and
error	being	so	strong	in	particular	minds	that	it	is	impossible	to	weed	them	of	the	error
without	rooting	up	the	wheat	with	it.	If,	then,	there	is	the	chance	of	any	current	religious
opinion	being	in	any	way	compromised	in	the	course	of	a	scientific	investigation,	this
would	be	a	reason	for	conducting	it,	not	in	light	ephemeral	publications,	which	come	into
the	hands	of	the	careless	or	ignorant,	but	in	works	of	a	grave	and	business-like	character,
answering	to	the	medieval	schools	of	philosophical	disputation,	which,	removed	as	they
were	from	the	region	of	popular	thought	and	feeling,	have,	by	their	vigorous	restlessness
of	inquiry,	in	spite	of	their	extravagances,	done	so	much	for	theological	precision.

7

I	am	not,	then,	supposing	the	scientific	investigator	(1)	to	be	coming	into	collision	with
dogma;	nor	(2)	venturing,	by	means	of	his	investigations,	upon	any	interpretation	of
Scripture,	or	upon	other	conclusion	in	the	matter	of	religion;	nor	(3)	of	his	teaching,
even	in	his	own	science,	religious	parodoxes,	when	he	should	be	investigating	and
proposing;	nor	(4)	of	his	recklessly	scandalizing	the	weak;	but,	these	explanations	being
made,	I	still	say	that	a	scientific	speculator	or	inquirer	is	not
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bound,	in	conducting	his	researches,	to	be	every	moment	adjusting	his	course	by	the
maxims	of	the	schools	or	by	popular	traditions,	or	by	those	of	any	other	science	distinct
from	his	own,	or	to	be	ever	narrowly	watching	what	those	external	sciences	have	to	say
to	him,	or	to	be	determined	to	be	edifying,	or	to	be	ever	answering	heretics	and
unbelievers;	being	confident,	from	the	impulse	of	a	generous	faith,	that,	however	his	line
of	investigation	may	swerve	now	and	then,	and	vary	to	and	fro	in	its	course,	or	threaten
momentary	collision	or	embarrassment	with	any	other	department	of	knowledge,
theological	or	not,	yet,	if	he	lets	it	alone,	it	will	be	sure	to	come	home,	because	truth	never
can	really	be	contrary	to	truth,	and	because	often	what	at	first	sight	is	an	"exceptio,"	in	the
event	most	emphatically	"probat	regulam."

This	is	a	point	of	serious	importance	to	him.	Unless	he	is	at	liberty	to	investigate	on	the
basis,	and	according	to	the	peculiarities,	of	his	science,	he	cannot	investigate	at	all.	It	is
the	very	law	of	the	human	mind	in	its	inquiry	after	and	acquisition	of	truth	to	make	its
advances	by	a	process	which	consists	of	many	stages,	and	is	circuitous.	There	are	no
short	cuts	to	knowledge;	nor	does	the	road	to	it	always	lie	in	the	direction	in	which	it
terminates,	nor	are	we	able	to	see	the	end	on	starting.	It	may	often	seem	to	be	diverging
from	a	goal	into	which	it	will	soon	run	without	effort,	if	we	are	but	patient	and	resolute	in
following	it	out;	and,	as	we	are	told	in	Ethics	to	gain	the	mean	merely	by	receding	from
both	extremes,	so	in	scientific	researches	error	may	be	said,	without	a	paradox,	to	be	in
some	instances	the	way	to	truth,	and	the	only	way.	Moreover,	it	is	not	often	the	fortune	of
any	one	man	to	live	through	an	investigation;	the	process	is	one	of	not	only	many	stages,
but	of	many	minds.	What	one	begins	another	finishes;	and	a	true	conclusion	is	at	length
worked	out	by	the	cooperation	of	independent	schools	and	the	perseverance	of
successive	generations.	This	being	the	case,	we	are	obliged,	under	circumstances,	to	bear
for	a	while	with	what	we	feel	to	be	error,	in	consideration	of	the	truth	in	which	it	is
eventually	to	issue.

The	analogy	of	locomotion	is	most	pertinent	here.	No	one	can	go	straight	up	a	mountain;
no	sailing	vessel	makes	for	its	port	without	tacking.	And	so,	applying	the	illustration,	we
can	indeed,	if	we	will,	refuse	to	allow	of	investigation	or	research	altogether;	but,	if	we
invite	reason	to	take	its	place	in	our	schools,
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we	must	let	reason	have	fair	and	full	play.	If	we	reason,	we	must	submit	to	the	conditions
of	reason.	We	cannot	use	it	by	halves;	we	must	use	it	as	proceeding	from	Him	who	has
also	given	us	Revelation;	and	to	be	ever	interrupting	its	processes,	and	diverting	its
attention	by	objections	brought	from	a	higher	knowledge,	is	parallel	to	a	landsman's
dismay	at	the	changes	in	the	course	of	a	vessel	on	which	he	has	deliberately	embarked,
and	argues	surely	some	distrust	either	in	the	powers	of	Reason	on	the	one	hand,	or	the
certainty	of	Revealed	Truth	on	the	other.	The	passenger	should	not	have	embarked	at	all,
if	he	did	not	reckon	on	the	chance	of	a	rough	sea,	of	currrents,	of	wind	and	tide,	of	rocks
and	shoals;	and	we	should	act	more	wisely	in	discountenancing	altogether	the	exercise	of
Reason	than	in	being	alarmed	and	impatient	under	the	suspense,	delay,	and	anxiety
which,	from	the	nature	of	the	case,	may	be	found	to	attach	to	it.	Let	us	eschew	secular
history,	and	science,	and	philosophy	for	good	and	all,	if	we	are	not	allowed	to	be	sure
that	Revelation	is	so	true	that	the	altercations	and	perplexities	of	human	opinion	cannot
really	or	eventually	injure	its	authority.	That	is	no	intellectual	triumph	of	any	truth	of
Religion,	which	has	not	been	preceded	by	a	full	statement	of	what	can	be	said	against	it;	it
is	but	the	ego	vapulando,	ille	verberando,	of	the	Comedy.

Great	minds	need	elbow-room,	not	indeed	in	the	domain	of	faith,	but	of	thought.	And	so
indeed	do	lesser	minds,	and	all	minds.	There	are	many	persons	in	the	world	who	are
called,	and	with	a	great	deal	of	truth,	geniuses.	They	had	been	gifted	by	nature	with	some
particular	faculty	or	capacity;	and,	while	vehemently	excited	and	imperiously	ruled	by	it,
they	are	blind	to	everything	else.	They	are	enthusiasts	in	their	own	line,	and	are	simply
dead	to	the	beauty	of	any	line	except	their	own.	Accordingly,	they	think	their	own	line	the
only	line	in	the	whole	world	worth	pursuing,	and	they	feel	a	sort	of	contempt	for	such
studies	as	move	upon	any	other	line.	Now,	these	men	may	be,	and	often	are,	very	good
Catholics,	and	have	not	a	dream	of	any	thing	but	affection	and	deference	towards
Catholicity,	nay,	perhaps	are	zealous	in	its	interests.	Yet,	if	you	insist	that	in	their
speculations,	researches,	or	conclusions	in	their	particular	science,	it	is	not	enough	that
they	should	submit	to	the	Church	generally,	and	acknowledge	its	dogmas,	but	that	they
must	get

	



Page	359

up	all	that	divines	have	said	or	the	multitude	believed	upon	religious	matters,	you	simply
crush	and	stamp	out	the	flame	within	them,	and	they	can	do	nothing	at	all.

This	is	the	case	of	men	of	genius:	now	one	word	on	the	contrary	in	behalf	of	master
minds,	gifted	with	a	broad	philosophical	view	of	things,	and	a	creative	power,	and	a
versatility	capable	of	accommodating	itself	to	various	provinces	of	thought.	These
persons	perhaps,	like	those	I	have	already	spoken	of,	take	up	some	idea	and	are	intent
upon	it;some	deep,	prolific,	eventful	idea,	which	grows	upon	them,	till	they	develop	it
into	a	great	system.	Now,	if	any	such	thinker	starts	from	radically	unsound	principles	or
aims	at	directly	false	conclusions,	if	he	be	a	Hobbes,	or	a	Shaftesbury,	or	a	Hume,	or	a
Bentham,	then,	of	course,	there	is	an	end	of	the	whole	matter.	He	is	an	opponent	of
Revealed	Truth,	and	he	means	to	be	so;nothing	more	need	be	said.	But	perhaps	it	is	not
so;	perhaps	his	errors	are	those	which	are	inseparable	accidents	of	his	system	or	of	his
mind,	and	are	spontaneously	evolved,	not	pertinaciously	defended.	Every	human	system,
every	human	writer,	is	open	to	just	criticism.	Make	him	shut	up	his	portfolio;	good!	and
then	perhaps	you	lose	what,	on	the	whole	and	in	spite	of	incidental	mistakes,	would	have
been	one	of	the	ablest	defences	of	Revealed	Truth	(directly	or	indirectly,	according	to	his
subject)	ever	given	to	the	world.

This	is	how	I	should	account	for	a	circumstance,	which	has	sometimes	caused	surprise,
that	so	many	great	Catholic	thinkers	have	in	some	points	or	other	incurred	the	criticism	or
animadversion	of	theologians	or	of	ecclesiastical	authority.	It	must	be	so	in	the	nature	of
things;	there	is	indeed	an	animadversion	which	implies	a	condemnation	of	the	author;	but
there	is	another	which	means	not	much	more	than	the	"piè	legendum"	written	against
passages	in	the	Fathers.	The	author	may	not	be	to	blame;	yet	the	ecclesiastical	authority
would	be	to	blame,	if	it	did	not	give	notice	of	his	imperfections.	I	do	not	know	what
Catholic	would	not	hold	the	name	of	Malebranche	in	veneration;*	but	he

*	Cardinal	Gerdil	speaks	of	his	"Metaphysique,"	as	"brillante	à	la	verité,	mais	non	moins	solide"
(p.	9),	and	that	"la	liaison	qui	enchaine	toutes	les	parties	du	système	philosophique	du	Père
Malebranche,	.	.	.	pourra	servir	d'apologie	à	la	noble	assurance,	avec	laquelle	il	propose	ses
sentiments."	(p.	12,	OEuvers	*,	t.	iv.)
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may	have	accidentally	come	into	collision	with	theologians,	or	made	temerarious
assertions,	notwithstanding.	The	practical	question	is,	whether	he	had	not	much	better
have	written	as	he	has	written	than	not	have	written	at	all.	And	so	fully	is	the	Holy	See
accustomed	to	enter	into	this	view	of	the	matter,	that	it	has	allowed	of	its	application,	not
only	to	philosophical,	but	even	to	theological	and	ecclesiastical	authors,	who	do	not	come
within	the	range	of	these	remarks.	I	believe	I	am	right	in	saying	that,	in	the	case	of	three
great	names,	in	various	departments	of	learning,	Cardinal	Noris,	Bossuet,	and	Muratori,*
while	not	concealing	its	sense	of	their	having	propounded	each	what	might	have	been
said	better,	nevertheless	it	has	considered,	that	their	services	to	Religion	were	on	the
whole	far	too	important	to	allow	of	their	being	molested	by	critical	observation	in	detail.

8

And	now,	Gentlemen,	I	bring	these	remarks	to	a	conclusion.	What	I	would	urge	upon
every	one,	whatever	may	be	his	particular	line	of	research,what	I	would	urge	upon	men
of	Science	in	their	thoughts	of	Theology,what	I	would	venture	to	recommend	to
theologians,	when	their	attention	is	drawn	to	the	subject	of	scientific	investigations,is	a
great	and	firm	belief	in	the	sovereignty	of	Truth.	Error	may	flourish	for	a	time,	but	Truth
will	prevail	in	the	end.	The	only	effect	of	error	ultimately	is	to	promote	Truth.	Theories,
speculations,	hypotheses,	are	started;	perhaps	they	are	to	die,	still	not	before	they	have
suggested	ideas	better	than	themselves.	These	better	ideas	are	taken	up	in	turn	by	other
men,	and,	if	they	do	not	yet	lead	to	truth,	nevertheless	they	lead	to	what	is	still	nearer	to
truth	than	themselves;	and	thus	knowledge	on	the	whole	makes	progress.	The	errors	of
some	minds	in	scientific	investigation	are	more	fruitful	than	the	truths	of	others.	A
Science	seems	making	no	progress,	but	to	abound	in	failures,	yet	imperceptibly	all	the
time	it	is	advancing,	and	it	is	of	course	a	gain	to	truth	even	to	have	learned	what	is	not
true,	if	nothing	more.

On	the	other	hand,	it	must	be	of	course	remembered,	Gentle-

*	Muratori's	work	was	not	directly	theological.	Vid.	note	at	the	end	of	the	Volume.

	



Page	361

men,	that	I	am	supposing	all	along	good	faith,	honest	intentions,	a	loyal	Catholic	spirit,
and	a	deep	sense	of	responsibility.	I	am	supposing,	in	the	scientific	inquirer,	a	due	fear	of
giving	scandal,	of	seeming	to	countenance	views	which	he	does	not	really	countenance,
and	of	siding	with	parties	from	whom	he	heartily	differs.	I	am	supposing	that	he	is	fully
alive	to	the	existence	and	the	power	of	the	infidelity	of	the	age;	that	he	keeps	in	mind	the
moral	weakness	and	the	intellectual	confusion	of	the	majority	of	men;	and	that	he	has	no
wish	at	all	that	any	one	soul	should	get	harm	from	certain	speculations	to-day,	though	he
may	have	the	satisfaction	of	being	sure	that	those	speculations	will,	as	far	as	they	are
erroneous	or	misunderstood,	be	corrected	in	the	course	of	the	next	half-century.

IX
Discipline	of	Mind:
An	Address	to	the	Evening	Classes

1

When	I	found	that	it	was	in	my	power	to	be	present	here	at	the	commencement	of	the
new	Session,	one	of	the	first	thoughts,	Gentlemen,	which	thereupon	occurred	to	me,	was
this,	that	I	should	in	consequence	have	the	great	satisfaction	of	meeting	you,	of	whom	I
had	thought	and	heard	so	much,	and	the	opportunity	of	addressing	you,	as	Rector	of	the
University.	I	can	truly	say	that	I	thought	of	you	before	you	thought	of	the	University;
perhaps	I	may	say,	long	before;for	it	was	previously	to	our	commencing	that	great	work,
which	is	now	so	fully	before	the	public,	it	was	when	I	first	came	over	here	to	make
preparations	for	it,	that	I	had	to	encounter	the	serious	objection	of	wise	and	good
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men,	who	said	to	me,	"here	is	no	class	of	persons	in	Ireland	who	need	a	University;"	and
again,	"Whom	will	you	get	to	belong	to	it?	who	will	fill	its	lecture-rooms?"	This	was	said
to	me,	and	then,	without	denying	their	knowledge	of	the	state	of	Ireland,	or	their	sagacity,
I	made	answer,	"We	will	give	lectures	in	the	evening,	we	will	fill	our	classes	with	the
young	men	of	Dublin."

And	some	persons	here	may	recollect	that	the	very	first	thing	I	did,	when	we	opened	the
School	of	Philosophy	and	Letters,	this	time	four	years,	was	to	institute	a	system	of
Evening	Lectures,	which	were	suspended	after	a	while,	only	because	the	singularly
inclement	season	which	ensued,	and	the	want	of	publicity	and	interest	incident	to	a	new
undertaking,	made	them	premature.	And	it	is	a	satisfaction	to	me	to	reflect	that	the
Statute,	under	which	you	will	be	able	to	pass	examinations	and	take	degrees,	is	one	to
which	I	specially	obtained	the	consent	of	the	Academical	Senate,	nearly	two	years	ago,	in
addition	to	our	original	Regulations,	and	that	you	will	be	the	first	persons	to	avail
yourselves	of	it.

Having	thus	prepared,	as	it	were,	the	University	for	you,	it	was	with	great	pleasure	that	I
received	from	a	number	of	you,	Gentlemen,	last	May	year,	a	spontaneous	request	which
showed	that	my	original	anticipations	were	not	visionary.	You	suggested	then	what	we
have	since	acted	upon,acted	upon,	not	so	quickly	as	both	you	might	hope	and	we	might
wish,	because	all	important	commencements	have	to	be	maturely	consideredstill	acted	on
at	length	according	to	those	anticipations	of	mine,	to	which	I	have	referred;	and,	while	I
recur	to	them	as	an	introduction	to	what	I	have	to	say,	I	might	also	dwell	upon	them	as	a
sure	presage	that	other	and	broader	anticipations,	too	bold	as	they	may	seem	now,	will,	if
we	are	but	patient,	have	their	fulfilment	in	their	season.

2

For	I	should	not	be	honest,	Gentlemen,	if	I	did	not	confess	that,	much	as	I	desire	that	this
University	should	be	of	service	to	the	young	men	of	Dublin,	I	do	not	desire	this	benefit	to
you,	simply	for	your	own	sakes.	For	your	own	sakes	certainly	I	wish	it,	but	not	on	your
account	only.	Man	is	not	born	for	himself	alone,
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as	the	classical	moralist	tells	us.	You	are	born	for	Ireland;	and,	in	your	advancement,
Ireland	is	advanced;in	your	advancement	in	what	is	good	and	what	is	true,	in	knowledge,
in	learning,	in	cultivation	of	mind,	in	enlightened	attachment	to	your	religion,	in	good
name	and	respectability	and	social	influence,	I	am	contemplating	the	honour	and	renown,
the	literary	and	scientific	aggrandisement,	the	increase	of	political	power,	of	the	Island	of
the	Saints.

I	go	further	still.	If	I	do	homage	to	the	many	virtues	and	gifts	of	the	Irish	people,	and	am
zealous	for	their	full	development,	it	is	not	simply	for	the	sake	of	themselves,	but	because
the	name	of	Ireland	ever	has	been,	and,	I	believe,	ever	will	be,	associated	with	the
Catholic	Faith,	and	because,	in	doing	any	service,	however	poor	it	may	be,	to	Ireland,	a
man	is	ministering,	in	his	own	place	and	measure,	to	the	cause	of	the	Holy	Roman
Apostolic	Church.

Gentlemen,	I	should	consider	it	an	impertinence	in	me	thus	to	be	speaking	to	you	of
myself,	were	it	not	that,	in	recounting	to	you	the	feelings	with	which	I	have	witnessed	the
establishment	of	these	Evening	Classes,	I	am	in	fact	addressing	to	you	at	the	same	time
words	of	encouragement	and	advice,	such	words	as	it	becomes	a	Rector	to	use	in
speaking	to	those	who	are	submitted	to	his	care.

I	say,	then,	that,	had	I	been	younger	than	I	was	when	the	high	office	which	I	at	present
hold	was	first	offered	to	me,	had	I	not	had	prior	duties	upon	me	of	affection	and
devotion	to	the	Oratory	of	St.	Philip,	and	to	my	own	dear	country,	no	position	whatever,
in	the	whole	range	of	administrations	which	are	open	to	the	ambition	of	those	who	wish
to	serve	God	in	their	generation,	and	to	do	some	great	work	before	they	die,	would	have
had	more	attractions	for	me	than	that	of	being	at	the	head	of	a	University	like	this.	When	I
became	a	Catholic,	one	of	my	first	questions	was,	"Why	have	not	our	Catholics	a
University?"	and	Ireland,	and	the	metropolis	of	Ireland,	was	obviously	the	proper	seat	of
such	an	institution.

Ireland	is	the	proper	seat	of	a	Catholic	University,	on	account	of	its	ancient	hereditary
Catholicity,	and	again	of	the	future	which	is	in	store	for	it.	It	is	impossible,	Gentlemen,	to
doubt	that	a	future	is	in	store	for	Ireland,	for	more	reasons	than	can	here	be	enumerated.
First,	there	is	the	circumstance,	so	highly	sug-
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gestive,	even	if	there	was	nothing	else	to	be	said,	viz.,	that	the	Irish	have	been	so
miserably	ill-treated	and	misused	hitherto;	for,	in	the	times	now	opening	upon	us,
nationalities	are	waking	into	life,	and	the	remotest	people	can	make	themselves	heard	into
all	the	quarters	of	the	earth.	The	lately	invented	methods	of	travel	and	of	intelligence	have
destroyed	geographical	obstacles;	and	the	wrongs	of	the	oppressed,	in	spite	of	oceans	or
of	mountains,	are	brought	under	the	public	opinion	of	Europe,not	before	kings	and
governments	alone,	but	before	the	tribunal	of	the	European	populations,	who	are
becoming	ever	more	powerful	in	the	determination	of	political	questions.	And	thus
retribution	is	demanded	and	exacted	for	past	crimes	in	proportion	to	their	heinousness
and	their	duration.

And	in	the	next	place,	it	is	plain	that,	according	as	intercommunion	grows	between
Europe	and	America,	it	is	Ireland	that	must	grow	with	it	in	social	and	political
importance.	For	Ireland	is	the	high	road	by	which	that	intercourse	is	carried	on;	and	the
traffic	between	hemispheres	must	be	to	her	a	source	of	material	as	well	as	social
benefit,as	of	old	time,	though	on	the	minute	geographical	scale	of	Greece,	Corinth,	as
being	the	thoroughfare	of	commerce	by	sea	and	land,	became	and	was	called	"the	rich."

And	then,	again,	we	must	consider	the	material	resources	of	Ireland,	so	insufficiently
explored,	so	poorly	developed,of	which	it	belongs	to	them	rather	to	speak,	who	by
profession	and	attainments	are	masters	of	the	subject.

That	this	momentous	future,	thus	foreshadowed,	will	be	as	glorious	for	Catholicity	as	for
Ireland	we	cannot	doubt	from	the	experience	of	the	past;	but,	as	Providence	works	by
means	of	human	agencies,	that	natural	anticipation	has	no	tendency	to	diminish	the
anxiety	and	earnestness	of	all	zealous	Catholics	to	do	their	part	in	securing	its	fulfilment.
And	the	wise	and	diligent	cultivation	of	the	intellect	is	one	principal	means,	under	the
Divine	blessing,	of	the	desired	result.

3

Gentlemen,	the	seat	of	this	intellectual	progress	must	necessarily	be	the	great	towns	of
Ireland;	and	those	great	towns	have
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a	remarkable	and	happy	characteristic,	as	contrasted	with	the	cities	of	Catholic	Europe.
Abroad,	even	in	Catholic	countries,	if	there	be	in	any	part	of	their	territory	scepticism	and
insubordination	in	religion,	cities	are	the	seat	of	the	mischief.	Even	Rome	itself	has	its
insubordinate	population,	and	its	concealed	free-thinkers;	even	Belgium,	that	nobly
Catholic	country,	cannot	boast	of	the	religious	loyalty	of	its	great	towns.	Such	a	calamity
is	unknown	to	the	Catholicism	of	Dublin,	Cork,	Belfast,	and	the	other	cities	of	Ireland;
for,	to	say	nothing	of	higher	and	more	religious	causes	of	the	difference,	the	very
presence	of	a	rival	religion	is	a	perpetual	incentive	to	faith	and	devotion	in	men	who,
from	the	circumstances	of	the	case,	would	be	in	danger	of	becoming	worse	than	lax
Catholics,	unless	they	resolved	on	being	zealous	ones.

Here,	then,	is	one	remarkable	ground	of	promise	in	the	future	of	Ireland,	that	that	large
and	important	class,	members	of	which	I	am	now	addressing,that	the	middle	classes	in	its
cities,	which	will	be	the	depositaries	of	its	increasing	political	power,	and	which
elsewhere	are	opposed	in	their	hearts	to	the	Catholicism	which	they	profess,are	here	so
sound	in	faith,	and	so	exemplary	in	devotional	exercises,	and	in	works	of	piety.

And	next	I	would	observe,	that,	while	thus	distinguished	for	religious	earnestness,	the
Catholic	population	is	in	no	respect	degenerate	from	the	ancient	fame	of	Ireland	as
regards	its	intellectual	endowments.	It	too	often	happens	that	the	religiously	disposed	are
in	the	same	degree	intellectually	deficient;	but	the	Irish	ever	have	been,	as	their	worst
enemies	must	grant,	not	only	a	Catholic	people,	but	a	people	of	great	natural	abilities,
keenwitted,	original,	and	subtle.	This	has	been	the	characteristic	of	the	nation	from	the
very	early	times,	and	was	especially	prominent	in	the	middle	ages.	As	Rome	was	the
centre	of	authority,	so,	I	may	say,	Ireland	was	the	native	home	of	speculation.	In	this
respect	they	were	as	remarkably	contrasted	to	the	English	as	they	are	now,	though,	in
those	ages,	England	was	as	devoted	to	the	Holy	See	as	it	is	now	hostile.	The	Englishman
was	hardworking,	plodding,	bold,	determined,	persevering,	practical,	obedient	to	law	and
precedent,	and,	if	he	cultivated	his	mind,	he	was	literary	and	classical	rather	than
scientific,	for	Literature	in-
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volves	in	it	the	idea	of	authority	and	prescription.	On	the	other	hand,	in	Ireland,	the
intellect	seems	rather	to	have	taken	the	line	of	Science,	and	we	have	various	instances	to
show	how	fully	this	was	recognized	in	those	times,	and	with	what	success	it	was	carried
out.	''Philosopher,"	is	in	those	times	almost	the	name	for	an	Irish	monk.	Both	in	Paris	and
Oxford,	the	two	great	schools	of	medieval	thought,	we	find	the	boldest	and	most	subtle
of	their	disputants	an	Irishman,the	monk	John	Scotus	Erigena,	at	Paris,	and	Duns	Scotus,
the	Franciscan	friar,	at	Oxford.

Now,	it	is	my	belief,	Gentlemen,	that	this	character	of	mind	remains	in	you	still.	I	think	I
rightly	recognize	in	the	Irishman	now,	as	formerly,	the	curious,	inquisitive	observer,	the
acute	reasoner,	the	subtle	speculator.	I	recognize	in	you	talents	which	are	fearfully
mischievous,	when	used	on	the	side	of	error,	but	which,	when	wielded	by	Catholic
devotion,	such	as	I	am	sure	will	ever	be	the	characteristic	of	the	Irish	disputant,	are	of	the
highest	importance	to	Catholic	interests,	and	especially	at	this	day,	when	a	subtle	logic	is
used	against	the	Church,	and	demands	a	logic	still	more	subtle	on	the	part	of	her
defenders	to	expose	it.

Gentlemen,	I	do	not	expect	those	who,	like	you,	are	employed	in	your	secular	callings,
who	are	not	monks	or	friars,	not	priests,	not	theologians,	not	philosophers,	to	come
forward	as	champions	of	the	faith;	but	I	think	that	incalculable	benefits	may	ensue	to	the
Catholic	cause,	greater	almost	than	that	which	even	singularly	gifted	theologians	or
controversialists	could	effect,	if	a	body	of	men	in	your	station	of	life	shall	be	found	in	the
great	towns	of	Ireland,	not	disputatious,	contentious,	loquacious,	presumptuous	(of
course	I	am	not	advocating	inquiry	for	mere	argument's	sake),	but	gravely	and	solidly
educated	in	Catholic	knowledge,	intelligent,	acute,	versed	in	their	religion,	sensitive	of	its
beauty	and	majesty,	alive	to	the	arguments	in	its	behalf,	and	aware	both	of	its	difficulties
and	of	the	mode	of	treating	them.	And	the	first	step	in	attaining	this	desirable	end	is	that
you	should	submit	yourselves	to	a	curriculum	of	studies,	such	as	that	which	brings	you
with	such	praiseworthy	diligence	within	these	walls	evening	after	evening;	and,	though
you	may	not	be	giving	attention	to	them	with	this	view,	but	from	the	laudable	love	of
knowledge,	or	for
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the	advantages	which	will	accrue	to	you	personally	from	its	pursuit,	yet	my	own	reason
for	rejoicing	in	the	establishment	of	your	classes	is	the	same	as	that	which	led	me	to	take
part	in	the	establishment	of	the	University	itself,	viz.,	the	wish,	by	increasing	the
intellectual	force	of	Ireland,	to	strengthen	the	defences,	in	a	day	of	great	danger,	of	the
Christian	religion.

4

Gentlemen,	within	the	last	thirty	years,	there	has	been,	as	you	know,	a	great	movement	in
behalf	of	the	extension	of	knowledge	among	those	classes	in	society	whom	you	represent.
This	movement	has	issued	in	the	establishment	of	what	have	been	called	Mechanics'
Institutes	through	the	United	Kingdom;	and	a	new	species	of	literature	has	been	brought
into	existence,	with	a	view,	among	its	objects,	of	furnishing	the	members	of	these
institutions	with	interesting	and	instructive	reading.	I	never	will	deny	to	that	literature	its
due	praise.	It	has	been	the	production	of	men	of	the	highest	ability	and	the	most
distinguished	station,	who	have	not	grudged,	moreover,	the	trouble,	and,	I	may	say	in	a
certain	sense,	the	condescension,	of	presenting	themselves	before	the	classes	for	whose
intellectual	advancement	they	were	showing	so	laudable	a	zeal;	who	have	not	grudged,	in
the	cause	of	Literature,	History,	or	Science,	to	make	a	display,	in	the	lecture	room	or	the
public	hall,	of	that	eloquence,	which	was,	strictly	speaking,	the	property,	as	I	may	call	it,
of	Parliament,	or	of	the	august	tribunals	of	the	Law.	Nor	will	I	deny	to	the	speaking	and
writing,	to	which	I	am	referring,	the	merit	of	success,	as	well	as	that	of	talent	and	good
intention,	so	far	as	this,that	it	has	provided	a	fund	of	innocent	amusement	and
information	for	the	leisure	hours	of	those	who	might	otherwise	have	been	exposed	to	the
temptation	of	corrupt	reading	or	bad	company.

So	much	may	be	granted,and	must	be	granted	in	can-dour:	but,	when	I	go	on	to	ask
myself	the	question,	what	permanent	advantage	the	mind	gets	by	such	desultory	reading
and	hearing,	as	this	literary	movement	encourages,	then	I	find	myself	altogether	in	a	new
field	of	thought,	and	am	obliged	to	return	an	answer	less	favourable	than	I	could	wish	to
those	who	are
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the	advocates	of	it.	We	must	carefully	distinguish,	Gentlemen,	between	the	mere	diversion
of	the	mind	and	its	real	education.	Supposing,	for	instance,	I	am	tempted	to	go	into	some
society	which	will	do	me	harm,	and	supposing,	instead,	I	fall	asleep	in	my	chair,	and	so
let	the	time	pass	by,	in	that	case	certainly	I	escape	the	danger,	but	it	is	as	if	by	accident,
and	my	going	to	sleep	has	not	had	any	real	effect	upon	me,	or	made	me	more	able	to
resist	the	temptation	on	some	future	occasion.	I	wake,	and	I	am	what	I	was	before.	The
opportune	sleep	has	but	removed	the	temptation	for	this	once.	It	has	not	made	me	better;
for	I	have	not	been	shielded	from	temptation	by	any	act	of	my	own,	but	I	was	passive
under	an	accident,	for	such	I	may	call	sleep.	And	so,	in	like	manner,	if	I	hear	a	lecture
indolently	and	passively,	I	cannot	indeed	be	elsewhere	while	I	am	here	hearing	it,but	it
produces	no	positive	effect	on	my	mind,it	does	not	tend	to	create	any	power	in	my	breast
capable	of	resisting	temptation	by	its	own	vigour,	should	temptation	come	a	second	time.

Now	this	is	no	fault,	Gentlemen,	of	the	books	or	the	lectures	of	the	Mechanics'	Institute.
They	could	not	do	more	than	they	do,	from	their	very	nature.	They	do	their	part,	but	their
part	is	not	enough.	A	man	may	hear	a	thousand	lectures,	and	read	a	thousand	volumes,
and	be	at	the	end	of	the	process	very	much	where	he	was,	as	regards	knowledge.
Something	more	than	merely	admitting	it	in	a	negative	way	into	the	mind	is	necessary,	if
it	is	to	remain	there.	It	must	not	be	passively	received,	but	actually	and	actively	entered
into,	embraced,	mastered.	The	mind	must	go	half-way	to	meet	what	comes	to	it	from
without.

This,	then,	is	the	point	in	which	the	institutions	I	am	speaking	of	fail;	here,	on	the
contrary,	is	the	advantage	of	such	lectures	as	you	are	attending,	Gentlemen,	in	our
University.	You	have	come,	not	merely	to	be	taught,	but	to	learn.	You	have	come	to	exert
your	minds.	You	have	come	to	make	what	you	hear	your	own,	by	putting	out	your	hand,
as	it	were,	to	grasp	it	and	appropriate	it.	You	do	not	come	merely	to	hear	a	lecture,	or	to
read	a	book,	but	you	come	for	that	catechetical	instruction,	which	consists	in	a	sort	of
conversation	between	your	lecturer	and	you.	He	tells	you	a	thing,	and	he	asks	you	to
repeat	it	after	him.	He	questions	you,	he	examines	you,	he	will	not	let	you	go	till	he	has
proof,	not	only	that	you	have	heard,	but	that	you	know.
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5

Gentlemen,	I	am	induced	to	quote	here	some	remarks	of	my	own,	which	I	put	into	print
on	occasion	of	those	Evening	Lectures,	already	referred	to,	with	which	we	introduced	the
first	terms	of	the	University.	The	attendance	upon	them	was	not	large,	and	in	consequence
we	discontinued	them	for	a	time,	but	I	attempted	to	explain	in	print	what	the	object	of
them	had	been;	and	while	what	I	then	said	is	pertinent	to	the	subject	I	am	now	pursuing,
it	will	be	an	evidence	too,	in	addition	to	my	opening	remarks,	of	the	hold	which	the	idea
of	these	Evening	Lectures	has	had	upon	me.

"I	will	venture	to	give	you	my	thoughts,"	I	then	said,	writing	to	a	friend,*	"on	the	object
of	the	Evening	Public	Lectures	lately	delivered	in	the	University	House,	which,	I	think,
has	been	misunderstood.

"I	can	bear	witness,	not	only	to	their	remarkable	merit	as	lectures,	but	also	to	the	fact	that
they	were	very	satisfactorily	attended.	Many,	however,	attach	a	vague	or	unreasonable
idea	to	the	word	'satisfactory,'	and	maintain	that	no	lectures	can	be	called	satisfactory
which	do	not	make	a	great	deal	of	noise	in	the	place,	and	they	are	disappointed	otherwise.
This	is	what	I	mean	by	misconceiving	their	object;	for	such	an	expectation,	and
consequent	regret,	arise	from	confusing	the	ordinary	with	the	extraordinary	object	of	a
lecture,upon	which	point	we	ought	to	have	clear	and	definite	ideas.

"The	ordinary	object	of	lectures	is	to	teach;	but	there	is	an	object,	sometimes	demanding
attention,	and	not	incongruous,	which,	nevertheless,	cannot	be	said	properly	to	belong	to
them,	or	to	be	more	than	occasional.	As	there	are	kinds	of	eloquence	which	do	not	aim	at
any	thing	beyond	their	own	exhibition,	and	are	content	with	being	eloquent,	and	with	the
sensation	which	eloquence	creates;	so	in	Schools	and	Universities	there	are	seasons,
festive	or	solemn,	anyhow	extraordinary,	when	academical	acts	are	not	directed	towards
their	proper	ends,	so	much	as	intended	to	amuse,	to	astonish,	and	to	attract,	and	thus	to
have	an	effect	upon	public	opinion.	Such	are	the	exhibition	days	of	Col-
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leges;	such	the	annual	Commemoration	of	Benefactors	at	one	of	the	English	Universities,
when	Doctors	put	on	their	gayest	gowns,	and	Public	Orators	make	Latin	Speeches.	Such,
too,	are	the	Terminal	Lectures,	at	which	divines	of	the	greatest	reputation	for	intellect	and
learning	have	before	now	poured	forth	sentences	of	burning	eloquence	into	the	ears	of	an
audience	brought	together	for	the	very	sake	of	the	display.	The	object	of	all	such	Lectures
and	Orations	is	to	excite	or	to	keep	up	an	interest	and	reverence	in	the	public	mind	for	the
Institutions	from	which	the	exhibition	proceeds:"I	might	have	added,	such	are	the	lectures
delivered	by	celebrated	persons	in	Mechanics'	Institutes.

I	continue:	"Such	we	have	suitably	had	in	the	new	University;such	were	the	Inaugural
Lectures.	Displays	of	strength	and	skill	of	this	kind,	in	order	to	succeed,	should	attract
attention,	and	if	they	do	not	attract	attention,	they	have	failed.	They	do	not	invite	an
audience,	but	an	attendance;	and	perhaps	it	is	hardly	too	much	to	say	that	they	are
intended	for	seeing	rather	than	for	hearing.

"Such	celebrations,	however,	from	the	nature	of	the	case,	must	be	rare.	It	is	the	novelty
which	brings,	it	is	the	excitement	which	recompenses,	the	assemblage.	The	academical
body	which	attempts	to	make	such	extraordinary	acts	the	normal	condition	of	its
proceedings,	is	putting	itself	and	its	Professors	in	a	false	position.

"It	is,	then,	a	simple	misconception	to	suppose	that	those	to	whom	the	government	of	our
University	is	confided	have	aimed	at	an	object,	which	could	not	be	contemplated	at	all
without	a	confusion	or	inadvertence,	such	as	no	considerate	person	will	impute	to	them.
Public	lectures,	delivered	with	such	an	object,	could	not	be	successful;	and,	in
consequence,	our	late	lectures	have,	I	cannot	doubt	(for	it	could	not	be	otherwise),	ended
unsatisfactorily	in	the	judgment	of	any	zealous	person	who	has	assumed	for	them	an
office	with	which	their	projectors	never	invested	them.

"What	their	object	really	was	the	very	meaning	of	academical	institutions	suggests	to	us.	It
is,	as	I	said	when	I	began,	to	teach.	Lectures	are,	properly	speaking,	not	exhibitions	or
exercises	of	art,	but	matters	of	business;	they	profess	to	impart	something	definite	to	those
who	attend	them,	and	those	who	attend	them	pro-
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fess	on	their	part	to	receive	what	the	lecturer	has	to	offer.	It	is	a	case	of	contract:'I	will
speak,	if	you	will	listen:''I	will	come	here	to	learn,	if	you	have	any	thing	worth	teaching
me.'	In	an	oratorical	display,	all	the	effort	is	on	one	side;	in	a	lecture,	it	is	shared	between
two	parties,	who	co-operate	towards	a	common	end.

"There	should	be	ever	something,	on	the	face	of	the	arrangements,	to	act	as	a	memento
that	those	who	come,	come	to	gain	something,	and	not	from	mere	curiosity.	And	in	matter
of	fact,	such	were	the	persons	who	did	attend,	in	the	course	of	last	term,	and	such	as
those,	and	no	others,	will	attend.	Those	came	who	wished	to	gain	information	on	a
subject	new	to	them,	from	informants	whom	they	held	in	consideration,	and	regarded	as
authorities.	It	was	impossible	to	survey	the	audience	which	occupied	the	lecture-room
without	seeing	that	they	came	on	what	may	be	called	business.	And	this	is	why	I	said,
when	I	began,	that	the	attendance	was	satisfactory.	That	attendance	is	satisfactory,not
which	is	numerous,	butwhich	is	steady	and	persevering.	But	it	is	plain,	that	to	a	mere	by-
stander,	who	came	merely	from	general	interest	or	good	will	to	see	how	things	were
going	on,	and	who	did	not	catch	the	object	of	advertising	the	Lectures,	it	would	not	occur
to	look	into	the	faces	of	the	audience;	he	would	think	it	enough	to	be	counting	their
heads;	he	would	do	little	more	than	observe	whether	the	staircase	and	landing	were	full	of
loungers,	and	whether	there	was	such	a	noise	and	bustle	that	it	was	impossible	to	hear	a
word;	and	if	he	could	get	in	and	out	of	the	room	without	an	effort,	if	he	could	sit	at	his
ease,	and	actually	hear	the	lecturer,	he	would	think	he	had	sufficient	grounds	for
considering	the	attendance	unsatisfactory.

"The	stimulating	system	may	easily	be	overdone,	and	does	not	answer	on	the	long	run.	A
blaze	among	the	stubble,	and	then	all	is	dark.	I	have	seen	in	my	time	various	instances	of
the	way	in	which	Lectures	really	gain	upon	the	public;	and	I	must	express	my	opinion
that,	even	were	it	the	sole	object	of	our	great	undertaking	to	make	a	general	impression
upon	public	opinion,	instead	of	that	of	doing	definite	good	to	definite	persons,	I	should
reject	that	method,	which	the	University	indeed	itself	has	not	taken,	but	which	young	and
ardent	minds	may	have	thought	the	more	promising.	Even	did	I	wish	merely	to	get	the
intellect	of	all	Dub-
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lin	into	our	rooms,	I	should	not	dream	of	doing	it	all	at	once,	but	at	length.	I	should	not
rely	on	sudden,	startling	effects,	but	on	the	slow,	silent,	penetrating,	overpowering	effects
of	patience,	steadiness,	routine,	and	perseverance.	I	have	known	individuals	set
themselves	down	in	a	neighbourhood	where	they	had	no	advantages,	and	in	a	place
which	had	no	pretensions,	and	upon	a	work	which	had	little	or	nothing	of	authoritative
sanction;	and	they	have	gone	on	steadily	lecturing	week	after	week,	with	little
encouragement,	but	much	resolution.	For	months	they	were	ill	attended,	and	overlooked
in	the	bustle	of	the	world	around	them.	But	there	was	a	secret,	gradual	movement	going
on,	and	a	specific	force	of	attraction,	and	a	drifting	and	accumulation	of	hearers,	which	at
length	made	itself	felt,	and	could	not	be	mistaken.	In	this	stage	of	things,	a	friend	said	in
conversation	to	me,	when	at	the	moment	I	knew	nothing	of	the	parties:	'By-the-bye,	if
you	are	interested	in	such	and	such	a	subject,	go	by	all	means,	and	hear	such	a	one.	So
and	so	does,	and	says	there	is	no	one	like	him.	I	looked	in	myself	the	other	night,	and
was	very	much	struck.	Do	go,	you	can't	mistake;	he	lectures	every	Tuesday	night,	or
Wednesday,	or	Thursday,	as	it	might	be.	An	influence	thus	gradually	acquired	endures;
sudden	popularity	dies	away	as	suddenly."

As	regards	ourselves,	the	time	is	passed	now,	Gentlemen,	for	such	modesty	of
expectation,	and	such	caution	in	encouragement,	as	these	last	sentences	exhibit.	The	few,
but	diligent,	attendants	upon	the	Professors'	lectures,	with	whom	we	began,	have	grown
into	the	diligent	and	zealous	many;	and	the	speedy	fulfilment	of	anticipations,	which	then
seemed	to	be	hazardous,	surely	is	a	call	on	us	to	cherish	bolder	hopes	and	to	form	more
extended	plans	for	the	years	which	are	to	follow.

6

You	will	ask	me,	perhaps,	after	these	general	remarks,	to	suggest	to	you	the	particular
intellectual	benefit	which	I	conceive	students	have	a	right	to	require	of	us,	and	which	we
engage	by	means	of	our	evening	classes	to	provide	for	them.	And,	in	order	to	this,	you
must	allow	me	to	make	use	of	an	illustration,
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which	I	have	heretofore	employed,*	and	which	I	repeat	here,	because	it	is	the	best	I	can
find	to	convey	what	I	wish	to	impress	upon	you.	It	is	an	illustration	which	includes	in	its
application	all	of	us,	teachers	as	well	as	taught,	though	it	applies	of	course	to	some	more
than	to	others,	and	to	those	especially	who	come	for	instruction.

I	consider,	then,	that	the	position	of	our	minds,	as	far	as	they	are	uncultivated,	towards
intellectual	objects,I	mean	of	our	minds,	before	they	have	been	disciplined	and	formed	by
the	action	of	our	reason	upon	them,is	analogous	to	that	of	a	blind	man	towards	the
objects	of	vision,	at	the	moment	when	eyes	are	for	the	first	time	given	to	him	by	the	skill
of	the	operator.	Then	the	multitude	of	things,	which	present	themselves	to	the	sight	under
a	multiplicity	of	shapes	and	hues,	pour	in	upon	him	from	the	external	world	all	at	once,
and	are	at	first	nothing	else	but	lines	and	colours,	without	mutual	connection,
dependence,	or	contrast,	without	order	or	principle,	without	drift	or	meaning,	and	like	the
wrong	side	of	a	piece	of	tapestry	or	carpet.	By	degrees,	by	the	sense	of	touch,	by	reaching
out	the	hands,	by	walking	into	this	maze	of	colours,	by	turning	round	in	it,	by	accepting
the	principle	of	perspective,	by	the	various	slow	teaching	of	experience,	the	first
information	of	the	sight	is	corrected,	and	what	was	an	unintelligible	wilderness	becomes	a
landscape	or	a	scene,	and	is	understood	to	consist	of	space,	and	of	bodies	variously
located	in	space,	with	such	consequences	as	thence	necessarily	follow.	The	knowledge	is
at	length	gained	of	things	or	objects,	and	of	their	relation	to	each	other;	and	it	is	a	kind	of
knowledge,	as	is	plain,	which	is	forced	upon	us	all	from	infancy,	as	to	the	blind	on	their
first	seeing,	by	the	testimony	of	our	other	senses,	and	by	the	very	necessity	of	supporting
life;	so	that	even	the	brute	animals	have	been	gifted	with	the	faculty	of	acquiring	it.

Such	is	the	case	as	regards	material	objects;	and	it	is	much	the	same	as	regards
intellectual.	I	mean	that	there	is	a	vast	host	of	matters	of	all	kinds,	which	address
themselves,	not	to	the	eye,	but	to	our	mental	sense;	viz.,	all	those	matters	of	thought
which,	in	the	course	of	life	and	the	intercourse	of	society,	are	brought	before	us,	which
we	hear	of	in	conversation,	which	we	read	of

*Vid.	supr.	p.	231.
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in	books;	matters	political,	social,	ecclesiastical,	literary,	domestic;	persons,	and	their
doings	or	their	writings;	events,	and	works,	and	undertakings,	and	laws,	and	institutions.
These	make	up	a	much	more	subtle	and	intricate	world	than	that	visible	universe	of
which	I	was	just	now	speaking.	It	is	much	more	difficult	in	this	world	than	in	the	material
to	separate	things	off	from	each	other,	and	to	find	out	how	they	stand	related	to	each
other,	and	to	learn	how	to	class	them,	and	where	to	locate	them	respectively.	Still,	it	is	not
less	true	that,	as	the	various	figures	and	forms	in	a	landscape	have	each	its	own	place,	and
stand	in	this	or	that	direction	towards	each	other,	so	all	the	various	objects	which	address
the	intellect	have	severally	a	substance	of	their	own,	and	have	fixed	relations	each	of
them	with	everything	else,relations	which	our	minds	have	no	power	of	creating,	but
which	we	are	obliged	to	ascertain	before	we	have	a	right	to	boast	that	we	really	know	any
thing	about	them.	Yet,	when	the	mind	looks	out	for	the	first	time	into	this	manifold
spiritual	world,	it	is	just	as	much	confused	and	dazzled	and	distracted	as	are	the	eyes	of
the	blind	when	they	first	begin	to	see;	and	it	is	by	a	long	process,	and	with	much	effort
and	anxiety,	that	we	begin	hardly	and	partially	to	apprehend	its	various	contents	and	to
put	each	in	its	proper	place.

We	grow	up	from	boyhood;	our	minds	open;	we	go	into	the	world;	we	hear	what	men
say,	or	read	what	they	put	in	print;	and	thus	a	profusion	of	matters	of	all	kinds	is
discharged	upon	us.	Some	sort	of	an	idea	we	have	of	most	of	them,	from	hearing	what
others	say;	but	it	is	a	very	vague	idea,	probably	a	very	mistaken	idea.	Young	people,
especially,	because	they	are	young,	colour	the	assemblage	of	persons	and	things	which
they	encounter	with	the	freshness	and	grace	of	their	own	springtide,	look	for	all	good
from	the	reflection	of	their	own	hopefulness,	and	worship	what	they	have	created.	Men
of	ambition,	again,	look	upon	the	world	as	a	theatre	for	fame	and	glory,	and	make	it	that
magnificent	scene	of	high	enterprise	and	august	recompence	which	Pindar	or	Cicero	has
delineated.	Poets,	too,	after	their	wont,	put	their	ideal	interpretation	upon	all	things,
material	as	well	as	moral,	and	substitute	the	noble	for	the	true.	Here	are	various	obvious
instances,	suggestive	of	the	discipline	which	is	imperative,	if	the	mind	is	to	grasp	things
as	they	are,	and	to	discriminate	substances
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from	shadows.	For	I	am	not	concerned	merely	with	youth,	ambition,	or	poetry,	but	with
our	mental	condition	generally.	It	is	the	fault	of	all	of	us,	till	we	have	duly	practised	our
minds,	to	be	unreal	in	our	sentiments	and	crude	in	our	judgments,	and	to	be	carried	off
by	fancies,	instead	of	being	at	the	trouble	of	acquiring	sound	knowledge.

In	consequence,	when	we	hear	opinions	put	forth	on	any	new	subject,	we	have	no
principle	to	guide	us	in	balancing	them;	we	do	not	know	what	to	make	of	them;	we	turn
them	to	and	fro,	and	over,	and	back	again,	as	if	to	pronounce	upon	them,	if	we	could,	but
with	no	means	of	pronouncing.	It	is	the	same	when	we	attempt	to	speak	upon	them:	we
make	some	random	venture;	or	we	take	up	the	opinion	of	some	one	else,	which	strikes
our	fancy;	or	perhaps,	with	the	vaguest	enunciation	possible	of	any	opinion	at	all,	we	are
satisfied	with	ourselves	if	we	are	merely	able	to	throw	off	some	rounded	sentences,	to
make	some	pointed	remarks	on	some	other	subject,	or	to	introduce	some	figure	of
speech,	or	flowers	of	rhetoric,	which,	instead	of	being	the	vehicle,	are	the	mere	substitute
of	meaning.	We	wish	to	take	a	part	in	politics,	and	then	nothing	is	open	to	us	but	to
follow	some	person,	or	some	party,	and	to	learn	the	commonplaces	and	the	watchwords
which	belong	to	it.	We	hear	about	landed	interests,	and	mercantile	interests,	and	trade,
and	higher	and	lower	classes,	and	their	rights,	duties,	and	prerogatives;	and	we	attempt	to
transmit	what	we	have	received;	and	soon	our	minds	become	loaded	and	perplexed	by	the
incumbrance	of	ideas	which	we	have	not	mastered	and	cannot	use.	We	have	some	vague
idea,	for	instance,	that	constitutional	government	and	slavery	are	inconsistent	with	each
other;	that	there	is	a	connection	between	private	judgment	and	democracy,	between
Christianity	and	civilization;	we	attempt	to	find	arguments	in	proof,	and	our	arguments
are	the	most	plain	demonstration	that	we	simply	do	not	understand	the	things	themselves
of	which	we	are	professedly	treating.

7

Reflect,	Gentlemen,	how	many	disputes	you	must	have	listened	to,	which	were
interminable,	because	neither	party	understood	either	his	opponent	or	himself.	Consider
the	fortunes	of
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an	argument	in	a	debating	society,	and	the	need	there	so	frequently	is,	not	simply	of	some
clear	thinker	to	disentangle	the	perplexities	of	thought,	but	of	capacity	in	the	combatants
to	do	justice	to	the	clearest	explanations	which	are	set	before	them,so	much	so,	that	the
luminous	arbitration	only	gives	rise,	perhaps,	to	more	hopeless	altercation.	''Is	a
constitutional	government	better	for	a	population	than	an	absolute	rule?"	What	a	number
of	points	have	to	be	clearly	apprehended	before	we	are	in	a	position	to	say	one	word	on
such	a	question!	What	is	meant	by	"constitution"?	by	"constitutional	government"?	by
"better"?	by	"a	population"?	and	by	"absolutism"?	The	ideas	represented	by	these	various
words	ought,	I	do	not	say,	to	be	as	perfectly	defined	and	located	in	the	minds	of	the
speakers	as	objects	of	sight	in	a	landscape,	but	to	be	sufficiently,	even	though
incompletely,	apprehended,	before	they	have	a	right	to	speak.	"How	is	it	that	democracy
can	admit	of	slavery,	as	in	ancient	Greece?"	"How	can	Catholicism	flourish	in	a	republic?"
Now,	a	person	who	knows	his	ignorance	will	say,	"These	questions	are	beyond	me;"	and
he	tries	to	gain	a	clear	notion	and	a	firm	hold	of	them;	and,	if	he	speaks,	it	is	as
investigating,	not	as	deciding.	On	the	other	hand,	let	him	never	have	tried	to	throw	things
together,	or	to	discriminate	between	them,	or	to	denote	their	peculiarities,	in	that	case	he
has	no	hesitation	in	undertaking	any	subject,	and	perhaps	has	most	to	say	upon	those
questions	which	are	most	new	to	him.	This	is	why	so	many	men	are	one-sided,	narrow-
minded,	prejudiced,	crotchety.	This	is	why	able	men	have	to	change	their	minds	and	their
line	of	action	in	middle	age,	and	to	begin	life	again,	because	they	have	followed	their
party,	instead	of	having	secured	that	faculty	of	true	perception	as	regards	intellectual
objects	which	has	accrued	to	them,	without	their	knowing	how,	as	regards	the	objects	of
sight.

But	this	defect	will	never	be	corrected,on	the	contrary,	it	will	be	aggravated,by	those
popular	institutions	to	which	I	referred	just	now.	The	displays	of	eloquence,	or	the
interesting	matter	contained	in	their	lectures,	the	variety	of	useful	or	entertaining
knowledge	contained	in	their	libraries,	though	admirable	in	themselves,	and	advantageous
to	the	student	at	a	later	stage	of	his	course,	never	can	serve	as	a	substitute	for	methodical
and	laborious	teaching.	A	young	man	of	sharp	and	active	intel-
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lect,	who	has	had	no	other	training,	has	little	to	show	for	it	besides	a	litter	of	ideas	heaped
up	into	his	mind	anyhow.	He	can	utter	a	number	of	truths	or	sophisms,	as	the	case	may
be,	and	one	is	as	good	to	him	as	another.	He	is	up	with	a	number	of	doctrines	and	a
number	of	facts,	but	they	are	all	loose	and	straggling,	for	he	has	no	principles	set	up	in
his	mind	round	which	to	aggregate	and	locate	them.	He	can	say	a	word	or	two	on	half	a
dozen	sciences,	but	not	a	dozen	words	on	any	one.	He	says	one	thing	now,	and	another
thing	presently;	and	when	he	attempts	to	write	down	distinctly	what	he	holds	upon	a	point
in	dispute,	or	what	he	understands	by	its	terms,	he	breaks	down,	and	is	surprised	at	his
failure.	He	sees	objections	more	clearly	than	truths,	and	can	ask	a	thousand	questions
which	the	wisest	of	men	cannot	answer;	and	withal,	he	has	a	very	good	opinion	of
himself,	and	is	well	satisfied	with	his	attainments,	and	he	declares	against	others,	as
opposed	to	the	spread	of	knowledge	altogether,	who	do	not	happen	to	adopt	his	ways	of
furthering	it,	or	the	opinions	in	which	he	considers	it	to	result.

This	is	that	barren	mockery	of	knowledge	which	comes	of	attending	on	great	Lecturers,
or	of	mere	acquaintance	with	reviews,	magazines,	newspapers,	and	other	literature	of	the
day,	which,	however	able	and	valuable	in	itself,	is	not	the	instrument	of	intellectual
education.	If	this	is	all	the	training	a	man	has,	the	chance	is	that,	when	a	few	years	have
passed	over	his	head,	and	he	has	talked	to	the	full,	he	wearies	of	talking,	and	of	the
subjects	on	which	he	talked.	He	gives	up	the	pursuit	of	knowledge,	and	forgets	what	he
knew,	whatever	it	was;	and,	taking	things	at	their	best,	his	mind	is	in	no	very	different
condition	from	what	it	was	when	he	first	began	to	improve	it,	as	he	hoped,	though
perhaps	he	never	thought	of	more	than	of	amusing	himself.	I	say,	"at	the	best,"	for
perhaps	he	will	suffer	from	exhaustion	and	a	distaste	of	the	subjects	which	once	pleased
him;	or	perhaps	he	has	suffered	some	real	intellectual	mischief;	perhaps	he	has	contracted
some	serious	disorder,	he	has	admitted	some	taint	of	scepticism,	which	he	will	never	get
rid	of.

And	here	we	see	what	is	meant	by	the	poet's	maxim,	"A	little	learning	is	a	dangerous
thing."	Not	that	knowledge,	little	or	much,	if	it	be	real	knowledge,	is	dangerous;	but	that
many	a	man	considers	a	mere	hazy	view	of	many	things	to	be	real	knowl-
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edge,	whereas	it	does	but	mislead,	just	as	a	short-sighted	man	sees	only	so	far	as	to	be	led
by	his	uncertain	sight	over	the	precipice.

Such,	then,	being	true	cultivation	of	mind,	and	such	the	literary	institutions	which	do	not
tend	to	it,	I	might	proceed	to	show	you,	Gentlemen,	did	time	admit,	how,	on	the	other
hand,	that	kind	of	instruction	of	which	our	Evening	Classes	are	a	specimen,	is	especially
suited	to	effect	what	they	propose.	Consider,	for	instance,	what	a	discipline	in	accuracy	of
thought	it	is	to	have	to	construe	a	foreign	language	into	your	own;	what	a	still	severer	and
more	improving	exercise	it	is	to	translate	from	your	own	into	a	foreign	language.
Consider,	again,	what	a	lesson	in	memory	and	discrimination	it	is	to	get	up,	as	it	is	called,
any	one	chapter	of	history.	Consider	what	a	trial	of	acuteness,	caution,	and	exactness,	it	is
to	master,	and	still	more	to	prove,	a	number	of	definitions.	Again,	what	an	exercise	in
logic	is	classification,	What	an	exercise	in	logical	precision	it	is	to	understand	and
enunciate	the	proof	of	any	of	the	more	difficult	propositions	of	Euclid,	or	to	master	any
one	of	the	great	arguments	for	Christianity	so	thoroughly	as	to	bear	examination	upon	it;
or,	again,	to	analyze	sufficiently,	yet	in	as	few	words	as	possible,	a	speech,	or	to	draw	up
a	critique	upon	a	poem.	And	so	of	any	other	science,chemistry,	or	comparative	anatomy,
or	natural	history;	it	does	not	matter	what	it	is,	if	it	be	really	studied	and	mastered,	as	far
as	it	is	taken	up.	The	result	is	a	formation	of	mind,that	is,	a	habit	of	order	and	system,	a
habit	of	referring	every	accession	of	knowledge	to	what	we	already	know,	and	of
adjusting	the	one	with	the	other;	and,	moreover,	as	such	a	habit	implies,	the	actual
acceptance	and	use	of	certain	principles	as	centres	of	thought,	around	which	our
knowledge	grows	and	is	located.	Where	this	critical	faculty	exists,	history	is	no	longer	a
mere	story-book,	or	biography	a	romance;	orators	and	publications	of	the	day	are	no
longer	infallible	authorities;	eloquent	diction	is	no	longer	a	substitute	for	matter,	nor	bold
statements,	or	lively	descriptions,	a	substitute	for	proof.	This	is	that	faculty	of	perception
in	intellectual	matters,	which,	as	I	have	said	so	often,	is	analogous	to	the	capacity	we	all
have	of	mastering	the	multitude	of	lines	and	colours	which	pour	in	upon	our	eyes,	and	of
deciding	what	every	one	of	them	is	worth.
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8

But	I	should	be	transgressing	the	limits	assigned	to	an	address	of	this	nature	were	I	to
proceed.	I	have	not	said	any	thing,	Gentlemen,	on	the	religious	duties	which	become	the
members	of	a	Catholic	University,	because	we	are	directly	concerned	here	with	your
studies	only.	It	is	my	consolation	to	know	that	so	many	of	you	belong	to	a	Society	or
Association,	which	the	zeal	of	some	excellent	priests,	one	especially,	has	been	so
instrumental	in	establishing	in	your	great	towns.	You	do	not	come	to	us	to	have	the
foundation	laid	in	your	breasts	of	that	knowledge	which	is	highest	of	all:	it	has	been	laid
already.	You	have	begun	your	mental	training	with	faith	and	devotion;	and	then	you	come
to	us	to	add	the	education	of	the	intellect	to	the	education	of	the	heart.	Go	on	as	you	have
begun,	and	you	will	be	one	of	the	proudest	achievements	of	our	great	undertaking.	We
shall	be	able	to	point	to	you	in	proof	that	zeal	for	knowledge	may	thrive	even	under	the
pressure	of	secular	callings;	that	mother-wit	does	not	necessarily	make	a	man	idle,	nor
inquisitiveness	of	mind	irreverent;	that	shrewdness	and	cleverness	are	not	incompatible
with	firm	faith	in	the	mysteries	of	Revelation;	that	attainment	in	Literature	and	Science
need	not	make	men	conceited,	nor	above	their	station,	nor	restless,	nor	self-willed.	We
shall	be	able	to	point	to	you	in	proof	of	the	power	of	Catholicism	to	make	out	of	the
staple	of	great	towns	exemplary	and	enlightened	Christians,of	those	classes	which,
external	to	Ireland,	are	the	problem	and	perplexity	of	patriotic	statesmen,	and	the	natural
opponents	of	the	teachers	of	every	kind	of	religion.

As	to	myself,	I	wish	I	could	by	actual	service	and	hard	work	of	my	own	respond	to	your
zeal,	as	so	many	of	my	dear	and	excellent	friends,	the	Professors	of	the	University,	have
done	and	do.	They	have	a	merit,	they	have	a	claim	on	you,	Gentlemen,	in	which	I	have
no	part.	If	I	admire	the	energy	and	bravery	with	which	you	have	undertaken	the	work	of
self-improvement,	be	sure	I	do	not	forget	their	public	spirit	and	noble	free	devotion	to	the
University	any	more	than	you	do.	I	know	I	should	not	satisfy	you	with	any	praise	of	this
supplement	of	our	academical	arrange-
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ments	which	did	not	include	those	who	give	to	it	its	life.	It	is	a	very	pleasant	and
encouraging	sight	to	see	both	parties,	the	teachers	and	the	taught,	co-operating	with	a	pure
esprit-de-corps	thus	voluntarily,they	as	fully	as	you	can	do,for	a	great	object;	and	I	offer
up	my	earnest	prayers	to	the	Author	of	all	good,	that	He	will	ever	bestow	on	you	all,	on
Professors	and	on	Students,	as	I	feel	sure	He	will	bestow,	Rulers	and	Superiors,	who,	by
their	zeal	and	diligence	in	their	own	place,	shall	prove	themselves	worthy	both	of	your
cause	and	of	yourselves.

X
Christianity	and	Medical	Science:
An	Address	to	the	Students	of	Medicine

1

I	have	had	so	few	opportunities,	Gentlemen,	of	addressing	you,	and	our	present	meeting
is	of	so	interesting	and	pleasing	a	character,	by	reason	of	the	object	which	occasions	it,
that	I	am	encouraged	to	speak	freely	to	you,	though	I	do	not	know	you	personally,	on	a
subject	which,	as	you	may	conceive,	is	often	before	my	own	mind:	I	mean,	the	exact
relation	in	which	your	noble	profession	stands	towards	the	Catholic	University	itself	and
towards	Catholicism	generally.	Considering	my	own	most	responsible	office	as	Rector,
my	vocation	as	an	ecclesiastic,	and	then	again	my	years,	which	increase	my	present	claim,
and	diminish	my	future	chances,	of	speaking	to	you,	I	need	make	no	apology,	I	am	sure,
for	a	step,	which	will	be	recommended	to	you	by	my	good	intentions,	even	though	it
deserves	no	consideration	on	the	score	of	the	reflections	and	suggestions	themselves
which	I	shall	bring	before	you.	If	indeed	this	University,	and	its	Faculty	of	Medicine
inclusively,	were	set	up	for	the	promotion	of	any	merely	secular

	



Page	381

object,in	the	spirit	of	religious	rivalry,	as	a	measure	of	party	politics,	or	as	a	commercial
speculation,then	indeed	I	should	be	out	of	place,	not	only	in	addressing	you	in	the	tone	of
advice,	but	in	being	here	at	all;	for	what	reason	could	I	in	that	case	have	had	for	having
now	given	some	of	the	most	valuable	years	of	my	life	to	this	University,	for	having
placed	it	foremost	in	my	thoughts	and	anxieties,(I	had	well	nigh	said)	to	the	prejudice	of
prior,	dearer,	and	more	sacred	ties,except	that	I	felt	that	the	highest	and	most	special
religious	interests	were	bound	up	in	its	establishment	and	in	its	success?	Suffer	me,	then,
Gentlemen,	if	with	these	views	and	feelings	I	conform	my	observations	to	the	sacred
building	in	which	we	find	ourselves,	and	if	I	speak	to	you	for	a	few	minutes	as	if	I	were
rather	addressing	you	authoritatively	from	the	pulpit	than	in	the	Rector's	chair.

Now	I	am	going	to	set	before	you,	in	as	few	words	as	I	can,	what	I	conceive	to	be	the
principal	duty	of	the	Medical	Profession	towards	Religion,	and	some	of	the	difficulties
which	are	found	in	the	observance	of	that	duty:	and	in	speaking	on	the	subject	I	am
conscious	how	little	qualified	I	am	to	handle	it	in	such	a	way	as	will	come	home	to	your
minds,	from	that	want	of	acquaintance	with	you	personally,	to	which	I	have	alluded,	and
from	my	necessary	ignorance	of	the	influences	of	whatever	kind	which	actually	surround
you,	and	the	points	of	detail	which	are	likely	to	be	your	religious	embarrassments.	I	can
but	lay	down	principles	and	maxims,	which	you	must	apply	for	yourselves,	and	which	in
some	respects	or	cases	you	may	feel	have	no	true	application	at	all.

2

All	professions	have	their	dangers,	all	general	truths	have	their	fallacies,	all	spheres	of
action	have	their	limits,	and	are	liable	to	improper	extension	or	alteration.	Every
professional	man	has	rightly	a	zeal	for	his	profession,	and	he	would	not	do	his	duty
towards	it	without	that	zeal.	And	that	zeal	soon	becomes	exclusive,	or	rather	necessarily
involves	a	sort	of	exclusiveness.	A	zealous	professional	man	soon	comes	to	think	that	his
profession	is	all	in	all,	and	that	the	world	would	not	go	on	without	it.	We	have	heard,	for
instance,	a	great	deal	lately	in	regard	to	the	war
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in	India,	of	political	views	suggesting	one	plan	of	campaign,	and	military	views
suggesting	another.	How	hard	it	must	be	for	the	military	man	to	forego	his	own	strategical
dispositions,	not	on	the	ground	that	they	are	not	the	best,not	that	they	are	not
acknowledged	by	those	who	nevertheless	put	them	aside	to	be	the	best	for	the	object	of
military	success,but	because	military	success	is	not	the	highest	of	objects,	and	the	end	of
ends,because	it	is	not	the	sovereign	science,	but	must	ever	be	subordinate	to	political
considerations	or	maxims	of	government,	which	is	a	higher	science	with	higher
objects,and	that	therefore	his	sure	success	on	the	field	must	be	relinquished	because	the
interests	of	the	council	and	the	cabinet	require	the	sacrifice,	that	the	war	must	yield	to	the
statesman's	craft,	the	commander-in-chief	to	the	governor-general.	Yet	what	the	soldier
feels	is	natural,	and	what	the	statesman	does	is	just.	This	collision,	this	desire	on	the	part
of	every	profession	to	be	supreme,this	necessary,	though	reluctant,	subordination	of	the
one	to	the	other,is	a	process	ever	going	on,	ever	acted	out	before	our	eyes.	The	civilian	is
in	rivalry	with	the	soldier,	the	soldier	with	the	civilian.	The	diplomatist,	the	lawyer,	the
political	economist,	the	merchant,	each	wishes	to	usurp	the	powers	of	the	state,	and	to
mould	society	upon	the	principles	of	his	own	pursuit.

Nor	do	they	confine	themselves	to	the	mere	province	of	secular	matters.	They	intrude	into
the	province	of	Religion.	In	England,	in	the	reign	of	Queen	Elizabeth,	lawyers	got	hold	of
religion,	and	never	have	let	it	go.	Abroad,	bureaucracy	keeps	hold	of	Religion	with	a
more	or	less	firm	grasp.	The	circles	of	literature	and	science	have	in	like	manner	before
now	made	Religion	a	mere	province	of	their	universal	empire.

I	remark,	moreover,	that	these	various	usurpations	are	frequently	made	in	perfectly	good
faith.	There	is	no	intention	of	encroachment	on	the	part	of	the	encroachers.	The
commander	recommends	what	with	all	his	heart	and	soul	he	thinks	best	for	his	country
when	he	presses	on	Government	a	certain	plan	of	campaign.	The	political	economist	has
the	most	honest	intentions	of	improving	the	Christian	system	of	social	duty	by	his
reforms.	The	statesman	may	have	the	best	and	most	loyal	dispositions	towards	the	Holy
See,	at	the	time	that	he	is	urging	changes	in
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ecclesiastical	discipline	which	would	be	seriously	detrimental	to	the	Church.

And	now	I	will	say	how	this	applies	to	the	Medical	Profession,	and	what	is	its	special
danger,	viewed	in	relation	to	Catholicity.

3

Its	province	is	the	physical	nature	of	man,	and	its	object	is	the	preservation	of	that
physical	nature	in	its	proper	state,	and	its	restoration	when	it	has	lost	it.	It	limits	itself,	by
its	Very	profession,	to	the	health	of	the	body;	it	ascertains	the	conditions	of	that	health;	it
analyzes	the	causes	of	its	interruption	or	failure;	it	seeks	about	for	the	means	of	cure.	But,
after	all,	bodily	health	is	not	the	only	end	of	man,	and	the	medical	science	is	not	the
highest	science	of	which	he	is	the	subject.	Man	has	a	moral	and	a	religious	nature,	as	well
as	a	physical.	He	has	a	mind	and	a	soul;	and	the	mind	and	soul	have	a	legitimate
sovereignty	over	the	body,	and	the	sciences	relating	to	them	have	in	consequence	the
precedence	of	those	sciences	which	relate	to	the	body.	And	as	the	soldier	must	yield	to	the
statesman,	when	they	come	into	collision	with	each	other,	so	must	the	medical	man	to	the
priest;	not	that	the	medical	man	may	not	be	enunciating	what	is	absolutely	certain,	in	a
medical	point	of	view,	as	the	commander	may	be	perfectly	right	in	what	he	enunciates
strategically,	but	that	his	action	is	suspended	in	the	given	case	by	the	interests	and	duty	of
a	superior	science,	and	he	retires	not	confuted	but	superseded.

Now	this	general	principle	thus	stated,	all	will	admit:	who	will	deny	that	health	must	give
way	to	duty?	So	far	there	is	no	perplexity:	supposing	a	fever	to	break	out	in	a	certain
place,	and	the	medical	practitioner	said	to	a	Sister	of	Charity	who	was	visiting	the	sick
there,	"You	will	die	to	a	certainty	if	you	remain	there,"	and	her	ecclesiastical	superiors	on
the	contrary	said,	"You	have	devoted	your	life	to	such	services,	and	there	you	must	stay;"
and	supposing	she	stayed	and	was	taken	off;	the	medical	adviser	would	be	right,	but	who
would	say	that	the	Religious	Sister	was	wrong?	She	did	not	doubt	his	word,	but	she
denied	the	importance	of	that	word,	compared	with	the	word	of	her	religious	superiors.
The	medical	man	was	right,	yet	he	could	not	gain	his
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point.	He	was	right	in	what	he	said,	he	said	what	was	true,	yet	he	had	to	give	way.

Here	we	are	approaching	what	I	conceive	to	be	the	especial	temptation	and	danger	to
which	the	medical	profession	is	exposed:	it	is	a	certain	sophism	of	the	intellect,	founded
on	this	maxim,	implied,	but	not	spoken	or	even	recognized"What	is	true	is	lawful."	Not
so.	Observe,	here	is	the	fallacy,What	is	true	in	one	science	is	dictated	to	us	indeed
according	to	that	science,	but	not	according	to	another	science,	or	in	another	department.
What	is	certain	in	the	military	art	has	force	in	the	military	art,	but	not	in	statesmanship;
and	if	statesmanship	be	a	higher	department	of	action	than	war,	and	enjoins	the	contrary,
it	has	no	claim	on	our	reception	and	obedience	at	all.	And	so	what	is	true	in	medical
science	might	in	all	cases	be	carried	out,	were	man	a	mere	animal	or	brute	without	a	soul;
but	since	he	is	a	rational,	responsible	being,	a	thing	may	be	ever	so	true	in	medicine,	yet
may	be	unlawful	in	fact,	in	consequence	of	the	higher	law	of	morals	and	religion	having
come	to	some	different	conclusion.	Now	I	must	be	allowed	some	few	words	to	express,
or	rather	to	suggest,	more	fully	what	I	mean.

The	whole	universe	comes	from	the	good	God.	It	is	His	creation;	it	is	good;	it	is	all	good,
as	being	the	work	of	the	Good,	though	good	only	in	its	degree,	and	not	after	His	Infinite
Perfection.	The	physical	nature	of	man	is	good;	nor	can	there	be	any	thing	sinful	in	itself
in	acting	according	to	that	nature.	Every	natural	appetite	or	function	is	lawful,	speaking
abstractedly.	No	natural	feeling	or	act	is	in	itself	sinful.	There	can	be	no	doubt	of	all	this;
and	there	can	be	no	doubt	that	science	can	determine	what	is	natural,	what	tends	to	the
preservation	of	a	healthy	state	of	nature,	and	what	on	the	contrary	is	injurious	to	nature.
Thus	the	medical	student	has	a	vast	field	of	knowledge	spread	out	before	him,	true,
because	knowledge,	and	innocent,	because	true.

So	much	in	the	abstractbut	when	we	come	to	fact,	it	may	easily	happen	that	what	is	in
itself	innocent	may	not	be	innocent	to	this	or	that	person,	or	in	this	or	that	mode	or
degree.	Again,	it	may	easily	happen	that	the	impressions	made	on	a	man's	mind	by	his
own	science	may	be	indefinitely	more	vivid	and	operative	than	the	enunciations	of	truths
belonging	to	some	other	branch
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of	knowledge,	which	strike	indeed	his	ear,	but	do	not	come	home	to	him,	are	not	fixed	in
his	memory,	are	not	imprinted	on	his	imagination.	And	in	the	profession	before	us,	a
medical	student	may	realize	far	more	powerfully	and	habitually	that	certain	acts	are
advisable	in	themselves	according	to	the	law	of	physical	nature,	than	the	fact	that	they	are
forbidden	according	to	the	law	of	some	higher	science,	as	theology;	or	again,	that	they	are
accidentally	wrong,	as	being,	though	lawful	in	themselves,	wrong	in	this	or	that
individual,	or	under	the	circumstances	of	the	case.

Now	to	recur	to	the	instance	I	have	already	given:	it	is	supposable	that	that	Sister	of
Charity,	who,	for	the	sake	of	her	soul,	would	not	obey	the	law	of	self-preservation	as
regards	her	body,	might	cause	her	medical	adviser	great	irritation	and	disgust.	His	own
particular	profession	might	have	so	engrossed	his	mind,	and	the	truth	of	its	maxims	have
so	penetrated	it,	that	he	could	not	understand	or	admit	any	other	or	any	higher	system.	He
might	in	process	of	time	have	become	simply	dead	to	all	religious	truths,	because	such
truths	were	not	present	to	him,	and	those	of	his	own	science	were	ever	present.	And
observe,	his	fault	would	be,	not	that	of	taking	error	for	truth,	for	what	he	relied	on	was
truthbut	in	not	understanding	that	there	were	other	truths,	and	those	higher	than	his	own.

Take	another	case,	in	which	there	will	often	in	particular	circumstances	be	considerable
differences	of	opinion	among	really	religious	men,	but	which	does	not	cease	on	that
account	to	illustrate	the	point	I	am	insisting	on.	A	patient	is	dying:	the	priest	wishes	to	be
introduced,	lest	he	should	die	without	due	preparation:	the	medical	man	says	that	the
thought	of	religion	will	disturb	his	mind	and	imperil	his	recovery.	Now	in	the	particular
case,	the	one	party	or	the	other	may	be	right	in	urging	his	own	view	of	what	ought	to	be
done.	I	am	merely	directing	attention	to	the	principle	involved	in	it.	Here	are	the
representatives	of	two	great	sciences,	Religion	and	Medicine.	Each	says	what	is	true	in	his
own	science,	each	will	think	he	has	a	right	to	insist	on	seeing	that	the	truth	which	he
himself	is	maintaining	is	carried	out	in	action;	whereas,	one	of	the	two	sciences	is	above
the	other,	and	the	end	of	Religion	is	indefinitely	higher	than	the	end	of	Medicine.	And,
however	the	decision	ought	to	go,	in	the	particular	case,	as	to	introducing	the	subject	of
religion	or	not,	I	think
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the	priest	ought	to	have	that	decision;	just	as	a	Governor-General,	not	a	Commander-in-
Chief,	would	have	the	ultimate	decision,	were	politics	and	strategics	to	come	into
collision.

You	will	easily	understand,	Gentlemen,	that	I	dare	not	pursue	my	subject	into	those
details,	which	are	of	the	greater	importance	for	the	very	reason	that	they	cannot	be
spoken	of.	A	medical	philosopher,	who	has	so	simply	fixed	his	intellect	on	his	own
science	as	to	have	forgotten	the	existence	of	any	other,	will	view	man,	who	is	the	subject
of	his	contemplation,	as	a	being	who	has	little	more	to	do	than	to	be	born,	to	grow,	to	eat,
to	drink,	to	walk,	to	reproduce	his	kind,	and	to	die.	He	sees	him	born	as	other	animals	are
born;	he	sees	life	leave	him,	with	all	those	phenomena	of	annihilation	which	accompany
the	death	of	a	brute.	He	compares	his	structure,	his	organs,	his	functions,	with	those	of
other	animals,	and	his	own	range	of	science	leads	to	the	discovery	of	no	facts	which	are
sufficient	to	convince	him	that	there	is	any	difference	in	kind	between	the	human	animal
and	them.	His	practice,	then,	is	according	to	his	facts	and	his	theory.	Such	a	person	will
think	himself	free	to	give	advice,	and	to	insist	upon	rules,	which	are	quite	insufferable	to
any	religious	mind,	and	simply	antagonistic	to	faith	and	morals.	It	is	not,	I	repeat,	that	he
says	what	is	untrue,	supposing	that	man	were	an	animal	and	nothing	else:	but	he	thinks
that	whatever	is	true	in	his	own	science	is	at	once	lawful	in	practiceas	if	there	were	not	a
number	of	rival	sciences	in	the	great	circle	of	philosophy,	as	if	there	were	not	a	number
of	conflicting	views	and	objects	in	human	nature	to	be	taken	into	account	and	reconciled,
or	as	if	it	were	his	duty	to	forget	all	but	his	own;	whereas

There	are	more	things	in	heaven	and	earth,	Horatio,
Than	are	dreamt	of	in	your	philosophy.

I	have	known	in	England	the	most	detestable	advice	given	to	young	persons	by	eminent
physicians,	in	consequence	of	this	contracted	view	of	man	and	his	destinies.	God	forbid
that	I	should	measure	the	professional	habits	of	Catholics	by	the	rules	of	practice	of	those
who	were	not!	but	it	is	plain	that	what	is	actually	carried	out	where	religion	is	not	known,
exists	as	a	temptation	and	a	danger	in	the	science	of	Medicine	itself,	where	religion	is
known	ever	so	well.
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And	now,	having	suggested,	as	far	as	I	dare,	what	I	consider	the	consequences	of	that
radical	sophism	to	which	the	medical	profession	is	exposed,	let	me	go	on	to	say	in	what
way	it	is	corrected	by	the	action	of	Catholicism	upon	it.

You	will	observe,	then,	Gentlemen,	that	those	higher	sciences	of	which	I	have	spoken,
Morals	and	Religion,	are	not	represented	to	the	intelligence	of	the	world	by	intimations
and	notices	strong	and	obvious,	such	as	those	which	are	the	foundation	of	Physical
Science.	The	physical	nature	lies	before	us,	patent	to	the	sight,	ready	to	the	touch,
appealing	to	the	senses	in	so	unequivocal	a	way	that	the	science	which	is	founded	upon	it
is	as	real	to	us	as	the	fact	of	our	personal	existence.	But	the	phenomena,	which	are	the
basis	of	morals	and	Religion,	have	nothing	of	this	luminous	evidence.	Instead	of	being
obtruded	upon	our	notice,	so	that	we	cannot	possibly	overlook	them,	they	are	the	dictates
either	of	Conscience	or	of	Faith.	They	are	faint	shadows	and	tracings,	certain	indeed,	but
delicate,	fragile,	and	almost	evanescent,	which	the	mind	recognizes	at	one	time,	not	at
another,discerns	when	it	is	calm,	loses	when	it	is	in	agitation.	The	reflection	of	sky	and
mountains	in	the	lake	is	a	proof	that	sky	and	mountains	are	around	it,	but	the	twilight,	or
the	mist,	or	the	sudden	storm	hurries	away	the	beautiful	image,	which	leaves	behind	it	no
memorial	of	what	it	was.	Something	like	this	are	the	Moral	Law	and	the	informations	of
Faith,	as	they	present	themselves	to	individual	minds.	Who	can	deny	the	existence	of
Conscience?	who	does	not	feel	the	force	of	its	injunctions?	but	how	dim	is	the
illumination	in	which	it	is	invested,	and	how	feeble	its	influence,	compared	with	that
evidence	of	sight	and	touch	which	is	the	foundation	of	Physical	Science!	How	easily	can
we	be	talked	out	of	our	clearest	views	of	duty!	how	does	this	or	that	moral	precept
crumble	into	nothing	when	we	rudely	handle	it!	how	does	the	fear	of	sin	pass	off	from
us,	as	quickly	as	the	glow	of	modesty	dies	away	from	the	countenance!	and	then	we	say,
''It	is	all	superstition.	However,	after	a	time	we	look	round,	and	then	to	our	surprise	we
see,	as	before,	the	same	law	of	duty,	the	same	moral	precepts,	the	same	protests	against
sin,	appearing	over
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against	us,	in	their	old	places,	as	if	they	never	had	been	brushed	away,	like	the	divine
handwriting	upon	the	wall	at	the	banquet.	Then	perhaps	we	approach	them	rudely,	and
inspect	them	irreverently,	and	accost	them	sceptically,	and	away	they	go	again,	like	so
many	spectres,shining	in	their	cold	beauty,	but	not	presenting	themselves	bodily	to	us,	for
our	inspection,	so	to	say,	of	their	hands	and	their	feet.	And	thus	these	awful,	supernatural,
bright,	majestic,	delicate	apparitions,	much	as	we	may	in	our	hearts	acknowledge	their
sovereignty,	are	no	match	as	a	foundation	of	Science	for	the	hard,	palpable,	material	facts
which	make	up	the	province	of	Physics.	Recurring	to	my	original	illustration,	it	is	as	if	the
India	Commander-in-Chief,	instead	of	being	under	the	control	of	a	local	seat	of
government	at	Calcutta,	were	governed	simply	from	London,	or	from	the	moon.	In	that
case,	he	would	be	under	a	strong	temptation	to	neglect	the	home	government,	which
nevertheless	in	theory	he	acknowledged.	Such,	I	say,	is	the	natural	condition	of
mankind:we	depend	upon	a	seat	of	government	which	is	in	another	world;	we	are
directed	and	governed	by	intimations	from	above;	we	need	a	local	government	on	earth.

That	great	institution,	then,	the	Catholic	Church,	has	been	set	up	by	Divine	Mercy,	as	a
present,	visible	antagonist,	and	the	only	possible	antagonist	to	sight	and	sense.
Conscience,	reason,	good	feeling,	the	instincts	of	our	moral	nature,	the	traditions	of	Faith,
the	conclusions	and	deductions	of	philosophical	Religion,	are	no	match	at	all	for	the
stubborn	facts	(for	they	are	facts,	though	there	are	other	facts	besides	them),	for	the	facts,
which	are	the	foundation	of	physical,	and	in	particular	of	medical,	Science.	Gentlemen,	if
you	feel,	as	you	must	feel,	the	whisper	of	a	law	of	moral	truth	within	you,	and	the
impulse	to	believe,	be	sure	there	is	nothing	whatever	on	earth	which	can	be	the	sufficient
champion	of	these	sovereign	authorities	of	your	soul,	which	can	vindicate	and	preserve
them	to	you,	and	make	you	loyal	to	them,	but	the	Catholic	Church.	You	fear	they	will	go,
you	see	with	dismay	that	they	are	going,	under	the	continual	impression	created	on	your
mind	by	the	details	of	the	material	science	to	which	you	have	devoted	your	lives.	It	is	soI
do	not	deny	it;	except	under	rare	and	happy	circumstances,	go	they	will,	unless	you	have
Catholicism	to	back	you	up	in	keeping	faithful
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to	them.	The	world	is	a	rough	antagonist	of	spiritual	truth:	sometimes	with	mailed	hand,
sometimes	with	pertinacious	logic,	sometimes	with	a	storm	of	irresistible	facts,	it	presses
on	against	you.	What	it	says	is	true	perhaps	as	far	as	it	goes,	but	it	is	not	the	whole	truth,
or	the	most	important	truth.	These	more	important	truths,	which	the	natural	heart	admits
in	their	substance,	though	it	cannot	maintain,the	being	of	a	God,	the	certainty	of	future
retribution,	the	claims	of	the	moral	law,	the	reality	of	sin,	the	hope	of	supernatural	help,of
these	the	Church	is	in	matter	of	fact	the	undaunted	and	the	only	defender.

Even	those	who	do	not	look	on	her	as	divine	must	grant	as	much	as	this.	I	do	not	ask	you
for	more	here	than	to	contemplate	and	recognize	her	as	a	fact,as	other	things	are	facts.
She	has	been	eighteen	hundred	years	in	the	world,	and	all	that	time	she	has	been	doing
battle	in	the	boldest,	most	obstinate	way	in	the	cause	of	the	human	race,	in	maintenance
of	the	undeniable	but	comparatively	obscure	truths	of	Religion.	She	is	always	alive,
always	on	the	alert,	when	any	enemy	whatever	attacks	them.	She	has	brought	them
through	a	thousand	perils.	Sometimes	preaching,	sometimes	pleading,	sometimes
arguing,sometimes	exposing	her	ministers	to	death,	and	sometimes,	though	rarely,
inflicting	blows	herself,by	peremptory	deeds,	by	patient	concessions,she	has	fought	on
and	fulfilled	her	trust.	No	wonder	so	many	speak	against	her,	for	she	deserves	it;	she	has
earned	the	hatred	and	obloquy	of	her	opponents	by	her	success	in	opposing	them.	Those
even	who	speak	against	her	in	this	day,	own	that	she	was	of	use	in	a	former	day.	The
historians	in	fashion	with	us	just	now,	much	as	they	may	disown	her	in	their	own
country,	where	she	is	an	actual,	present,	unpleasant,	inconvenient	monitor,	acknowledge
that,	in	the	middle	ages	which	are	gone,	in	her	were	lodged,	by	her	were	saved,	the
fortunes	and	the	hopes	of	the	human	race.	The	very	characteristics	of	her	discipline,	the
very	maxims	of	her	policy,	which	they	reprobate	now,	they	perceive	to	have	been	of
service	then.	They	understand,	and	candidly	avow,	that	once	she	was	the	patron	of	the
arts,	the	home	and	sanctuary	of	letters,	the	basis	of	law,	the	principle	of	order	and
government,	and	the	saviour	of	Christianity	itself.	They	judge	clearly	enough	in	the	case
of	others,	though	they	are	slow	to	see	the	fact	in	their	own	age	and	country;	and,	while
they	do
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not	like	to	be	regulated	by	her,	and	kept	in	order	by	her,	themselves,	they	are	very	well
satisfied	that	the	populations	of	those	former	centuries	should	have	been	so	ruled,	and
tamed,	and	taught	by	her	resolute	and	wise	teaching.	And	be	sure	of	this,	that	as	the
generation	now	alive	admits	these	benefits	to	have	arisen	from	her	presence	in	a	state	of
society	now	gone	by,	so	in	turn,	when	the	interests	and	passions	of	this	day	are	passed
away,	will	future	generations	ascribe	to	her	a	like	special	beneficial	action	upon	this
nineteenth	century	in	which	we	live.	For	she	is	ever	the	same,ever	young	and	vigorous,
and	ever	overcoming	new	errors	with	the	old	weapons.

And	now	I	have	explained,	Gentlemen,	why	it	has	been	so	highly	expedient	and	desirable
in	a	country	like	this	to	bring	the	Faculty	of	Medicine	under	the	shadow	of	the	Catholic
Church.	I	say	"in	a	country	like	this;"	for,	if	there	be	any	country	which	deserves	that
Science	should	not	run	wild,	like	a	planet	broken	loose	from	its	celestial	system,	it	is	a
country	which	can	boast	of	such	hereditary	faith,	of	such	a	persevering	confessorship,	of
such	an	accumulation	of	good	works,	of	such	a	glorious	name,	as	Ireland.	Far	be	it	from
this	country,	far	be	it	from	the	counsels	of	Divine	Mercy,	that	it	should	grow	in
knowledge	and	not	grow	in	religion!	and	Catholicism	is	the	strength	of	Religion,	as
Science	and	System	are	the	strength	of	Knowledge.

Aspirations	such	as	these	are	met,	Gentlemen,	I	am	well	aware,	by	a	responsive	feeling	in
your	own	hearts;	but	by	my	putting	them	into	words,	thoughts	which	already	exist	within
you	are	brought	into	livelier	exercise,	and	sentiments	which	exist	in	many	breasts	hold
intercommunion	with	each	other.	Gentlemen,	it	will	be	your	high	office	to	be	the	links	in
your	generation	between	Religion	and	Science.	Return	thanks	to	the	Author	of	all	good
that	He	has	chosen	you	for	this	work.	Trust	the	Church	of	God	implicitly,	even	when
your	natural	judgment	would	take	a	different	course	from	hers,	and	would	induce	you	to
question	her	prudence	or	her	correctness.	Recollect	what	a	hard	task	she	has;	how	she	is
sure	to	be	criticized	and	spoken	against,	whatever	she	does;recollect	how	much	she	needs
your	loyal	and	tender	devotion.	Recollect,	too,	how	long	is	the	experience	gained	in
eighteen	hundred	years,	and	what	a	right	she	has	to	claim	your	assent	to	principles	which
have	had	so	extended	and	so	trium-

	



Page	391

phant	a	trial.	Thank	her	that	she	has	kept	the	faith	safe	for	so	many	generations,	and	do
your	part	in	helping	her	to	transmit	it	to	generations	after	you.

For	me,	if	it	has	been	given	me	to	have	any	share	in	so	great	a	work,	I	shall	rejoice	with	a
joy,	not	such	indeed	as	I	should	feel	were	I	myself	a	native	of	this	generous	land,	but	with
a	joy	of	my	own,	not	the	less	pure,	because	I	have	exerted	myself	for	that	which	concerns
others	more	nearly	than	myself.	I	have	had	no	other	motive,	as	far	as	I	know	myself,	than
to	attempt,	according	to	my	strength,	some	service	to	the	cause	of	Religion,	and	to	be	the
servant	of	those	to	whom	as	a	nation	the	whole	of	Christendom	is	so	deeply	indebted;
and	though	this	University,	and	the	Faculty	of	Medicine	which	belongs	to	it,	are	as	yet
only	in	the	commencement	of	their	long	career	of	usefulness,	yet	while	I	live,	and	(I	trust)
after	life,	it	will	ever	be	a	theme	of	thankfulness	for	my	heart	and	my	lips,	that	I	have
been	allowed	to	do	even	a	little,	and	to	witness	so	much,	of	the	arduous,	pleasant,	and
hopeful	toil	which	has	attended	on	their	establishment.
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NOTE	ON	PAGE	360
I	think	it	worth	while,	in	illustration	of	what	I	have	said	above	at	the	page	specified,	to
append	the	following	passage	from	Grandorgæus's	catalogue	of	Muratori's	works.

"Sanctissimus	D.N.	Benedictus	xiv.	Pont.	Max.	Epistolam	sapientiæ	ac	roboris	plenam
dederat	.	.	.	ad	Episcopum	Teru	lensem	Hispaniæ	Inquisitionis	Majorem	Inquisitorem,	quâ
illum	hortabatur,	ut	'Historiam	Pelagianam	et	dissertationem,	etc.,'	editas	à	claræ	memoriæ
Henrico	Cardinali	Norisio,	in	Indicem	Expurgatorium	Hispanum	nuper	ingestas,	perinde
ac	si	aliquid	Baianismi	aut	Jansenismi	redolerent,	prout	auctor	'Bibliothecæ	Jansenisticæ'
immerito	autumavit,	quamprimum	expungendas	curaret.	Eoque	nomine	Sapientissimus
Pontifex	plura	in	medium	attulit	prudentis	oeconomiae	*	exempla,	qua	semper	usum,
supremum	S.	R.	Congr.	Indicis	Tribunal,	à	proscribendis	virorum	doctissimorum
operibus	aliquando	tempcravit.

"Quum	autem	summus	Pontifex,	ea	inter	nomina	illustria	Tillemontii,	Bollandistarum,
Bossueti	Ep.	Meld.,	et	illud	recensuerit	L.	A.	Muratorii,	his	ad	Auctorem	nostrum	delatis,
quam	maxime	indoluit,	veritus	ne	in	tantâ	operum	copiâ	ab	se	editorum,	aliquid	Fidei	aut
Religioni	minùs	consonum	sibi	excidisset	.	.	.

"Verùm	clementissimus	Pontifex	ne	animum	desponderet	doctus	et	humilis	filius,
perhumaniter	ad	ipsum	rescripsit	.	.	.	eumque	paternè	consolatus,	inter	alia	hæc	habet:
'Quanto	si	era	detto	nella	nostra	Lettera	all'	Inquisitore	di	Spagna	in	ordine	alle	di	Lei
Opere,	non	aveva	che	fare	con	la	materia	delle	Feste,	nè	con	verun	dogma	o	disciplina.	Il
contenuto	delle	Opere	chi	qui	non	è	piaciuto	(nè	che	Ella	poteva	mai	lusingarsi	che	fosse
per	piacere),	riguarda	la	Giurisdizione	Temporale	del	Romano	Pontifice	ne'	suoi	stati,'	"
etc.	(pp.	lx.,	lxi).
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EDITOR'S	NOTES
Strict	limitation	of	space	meant	a	choice	between	a	cursory	annotation	of	the	entire
volume	or	a	somewhat	fuller	one	of	the	nine	discourses.	Since	these	are	for	most	readers
the	heart	of	Newman's	Idea,	I	have	chosen	the	latter	course.	The	notes	are	numbered	by
page	and	line:	e.g.,	3.12	means	page	3,	line	12.	For	generous	assistance	of	one	kind	or
another,	I	am	grateful	to	Fathers	C.	Stephen	Dessain	of	the	Oratory,	Laurence
Henderson,	S.J.,	and	Edward	L.	Surtz,	S.J.;	and	to	the	staffs	of	the	Newberry	and	Loyola
University	libraries.

XXXIX.6	"I	had	no	thought	of	bringing	you	any	other	knowledge	than	that	of	Jesus
Christ,	and	of	him	as	crucified."	(I	Cor.	2:2.	Tr.	R.	A.	Knox.)

XXXIX.29	The	purpose	of	most	of	the	following	societies	to	encourage	natural	science
or	the	arts	is	clear	enough	from	their	titles.	The	Ashmolean	was	named	from	the	building
erected	at	Oxford	in	the	late	seventeenth	century	to	house	the	collection	of	antiquities	and
natural	curiosities	bequeathed	by	Elias	Ashmole.	The	British	Association	for	the
Advancement	of	Science	was	founded	at	York	in	1831	to	give	a	stronger	impulse	and
more	systematic	direction	to	scientific	inquiry.	It	meets	annually	in	various	cities	and	is
concerned	with	all	phases	of	scientific	activity	except	medicine.	Newman's	remark	about
its	faults	(it	met	at	Oxford	in	1832	and	1847)	refers	to	a	feeling	he	had	that	the
Association	encouraged	"liberalism"	in	the	special	sense	of	the	term	explained	in	the
Introduction.	Cf.	Ward's	Life	of	Newman	(2	vols.,	London,	1912),	I,	190.

XL.	3	Hyacinthe	Sigismund	Gerdil	(17181802),	Prefect	of	Propaganda,	was	the	author	of
some	twenty	volumes	on	moral	theology,	history,	philosophy,	science,	and	education,
including	two	against	the	views	of	Locke	and	Rousseau.	"There	is	no	real	opposition,"	he
says,	"between	the	spirit	of	Academies	and	that	of	Universities,	but	only	different	points
of	view.
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Universities	are	established	to	teach	the	sciences	to	students	who	wish	to	develop
themselves	there;	Academics	aim	at	carrying	out	new	research	for	the	development	of
the	sciences.	The	Universities	of	Italy	have	furnished	men	who	have	done	honor	to	the
Academies;	and	the	latter	have	given	to	the	Universities	Professors	who	have	filled
their	posts	with	the	greatest	distinction."

XL.34	Richard	Porson	(17591808),	Regius	Professor	of	Greek	at	Cambridge	from	1792
and	an	authority	on	Euripides	and	Aeschylus,	contributed	much	to	our	knowledge	of
iambic	and	trochaic	verse	and	also	made	important	emendations	of	Greek	texts.	Peter
Elmsley	(17731825)	was	another	classical	scholar,	famous	for	his	work	on	the	texts	of
Sophocles	and	Euripides.	He	was	presented	in	1798	to	the	living	of	Little	Horkesley	in
Essex,	which	he	held	until	his	death;	but	after	1816	he	lived	chiefly	in	Oxford,	where	in
1823	he	was	made	Camden	Professor	of	Ancient	History.

XLII.3	Propaganda	means	the	Roman	Congregation	for	the	Propagation	of	the	Faith	(de
Propaganda	Fide),	established	by	Pope	Gregory	XV	in	1622	and	concerned	with
missions	of	the	Latin	rite	throughout	the	world.

XLII.29	"A	careful	study	of	the	liberal	arts	refines	the	manners."	(Ovid,	Ep.	ex	Ponto,	II,
9,	47.)

XLV.24	The	Personal	Advent,	cholera,	and	mesmerism	were	familiar	terms	in	nineteenth-
century	history.	In	1831	an	Adventist	group	began	proclaiming	the	second	and	personal
coming	of	Christ,	which	would	usher	in	the	millennium	or	thousand-year	reign	of	the
just.	When	18431844,	the	time	fixed,	passed	uneventfully,	later	dates	were	suggested,	and
the	movement	fragmented	into	such	bodies	as	the	Seventh-Day	Adventists.	Waves	of
virulent	Asiatic	cholera	arose	in	India	in	1817	and	spread	throughout	much	of	the	world,
reaching	Great	Britain	in	1831	and	periodically	thereafter	until	the	development	of
modern	sanitation	late	in	the	century.	Mesmerism	refers	to	the	system	of	healing
developed	by	Franz	Anton	Mesmer	(17341815),	an	Austrian	physician	who	believed	that
a	force	he	called	It	animal	magnetism"	permeated	the	world	and,	emanating	from	his
hands,	enabled	him	to	effect	many	cures.	He	soon	won
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disciples,	and	his	system	had	a	vogue	in	the	nineteenth	century,	despite	attacks	by
medical	bodies.

XLV.31	Arthur	Wellesley,	Duke	of	Wellington,	and	Sir	Robert	Peel	were	Tory	Prime
Ministers,	the	former	from	18281830	and	the	latter	from	18341835	and	18411846.	Both
were	constantly	in	the	news	for	their	roles	in	Catholic	Emancipation,	the	Irish	problem,
the	repeal	of	the	Corn	Laws,	etc.

XLVI.1	Cf.	Boswell's	Life	of	Johnson,	ed.	G.	B.	Hill	(6	vols.,	Oxford,	1887),	III,	42.

XLVI.15	"What's	new?"	The	reference	to	the	Areopagus	is	probably	not	to	the	old	state
council	of	Athenian	elders	who	long	held	jurisdiction	in	cases	of	homicide,	but	to	the	hill
northwest	of	the	Acropolis	where	it	had	met	and	which	in	St.	Paul's	time	was	a	gathering
place	for	those	eager	to	learn	the	latest	trends	of	thought.	St.	Paul	was	taken	there	and
asked	if	he	would	explain	the	new	doctrine	he	was	teaching.	Cf.	Acts	17:	1920.

XLVI.17	The	sophists	were	concerned,	more	or	less	pragmatically,	with	any	question
touching	human	education,	their	wide	range	of	subjects	laying	them	open	to	attacks	for
superficiality.	The	phrase	de	omni	scibili,	of	everything	knowable,	was	common	among
medieval	philosophers.	Pico	della	Mirandola	entitled	one	of	his	900	theses	published	at
Rome	in	1486,	when	he	was	23,	de	omni	re	scibili,	Voltaire	later	adding	"et	quibusdam
aliis,""and	certain	other	things."

XLVI.18	"Grammarian,	orator,	geometrician,	painter,	masseur,

Augur,	rope-walker,	physician,	astrologerhe	knew	everything."

Juvenal,	Satires,	III,	7677.

1.1	The	question	was	then	exciting	much	interest	because	a	Parliamentary	Commission
had	been	appointed	in	1850	to	investigate	the	condition,	studies,	and	revenues	of	Oxford,
with	a	view	among	other	things	to	making	the	university	less	narrow	in	its	curriculum,
hitherto	dominated	by	the	classical	literae	humaniores	program,	which	was	once	again
under	attack	by	the	friends	of	science,	useful	education,	etc.	The	critical	report	of	the
Commission	was	published	in	1852,	and	this	whole	period
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of	reform	was	marked	by	much	controversy.	Cf.	C.	E.	Mallet,	A	History	of	the
University	of	Oxford	(3	vols.,	N.Y.,	1928),	III,	280333.

1.14	A	reference	to	the	reforms,	especially	of	the	examination	system,	associated	chiefly
with	Oriel,	Balliol,	and	Christ	Church.	(Cf.	Mallet,	III,	170185)	The	attacks	on	the
Universities	by	the	Edinburgh	Review	and	others	have	been	touched	on	in	the
Introduction	and	are	discussed	by	Newman	in	Discourse	VII	of	the	Idea.

4.28	"Knowledge	is	power"an	English	proverb	probably	traceable	to	Francis	Bacon,	in
whose	work	it	occurs	in	several	forms.	Cf.	Meditationes	Sacrae,	"De	Haeresibus";	Nov.
Org.	I,	Aph.	3.

4.30	"The	measuring	lines	have	fallen	for	me	in	pleasant	places":	i.e.,	we	have	a	goodly
inheritance.	Cf.	Ps.	15:6	(Auth.	16:	6)	and	P.	Boylan,	The	Psalms.	A	Study	of	the	Vulgate
Psalter	in	the	Light	of	the	Hebrew	Text	(St.	Louis,	1920),	pp.	5051.	(Unless	otherwise
indicated,	Biblical	references	are	to	the	Douay	version.)

4.34	The	fable	is	Aesop's	"Hercules	and	the	Waggoner,"	in	which	a	foolish	driver,	having
prayed	for	help	in	getting	his	cart	out	of	the	mud,	is	advised	by	Hercules	that	he	can
receive	it	only	if	he	stirs	up	the	horses	and	claps	his	shoulder	to	the	wheel.

5.15	"Each	man	is	to	be	trusted	in	his	own	special	art"a	proverb	occurring	in	a	variety	of
forms:	e.g.,	experto	credite	(Virg.,	XI,	283).

5.20	Exegetics	is	the	science	of	the	interpretation	of	scripture.	Of	Aquila	of	Pontus	little	is
known	save	that	he	made	a	very	literal	translation	of	the	Old	Testament	into	Greek	used
by	Origen	in	his	Hexapla.	He	is	said	to	have	become	a	Christian	but	later	to	have	returned
to	the	Jewish	faith.

Symmachus	(later	second	century)	was	a	member	of	the	Ebionite	group	of	Jewish
Christians	who	rejected	the	Pauline	epistles,	emphasized	the	Mosaic	law,	and
minimized	the	divinity	of	Christ.	He	made	a	rather	free	translation	of	the	Old	Testament
into	Greek	also	incorporated	by	Origen	in	his	elaborate	edition	of	the	Old	Testament
known	as	Hexapla,	which	in-
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cluded	six	versions.	Origen	also	used	the	Greek	version	of	Theodotion	(second
century),	of	whom	so	little	is	known	that	he	has	been	identified	as	both	an	Ebionite	and
a	Marcionite,	whose	doctrines	were	antithetical,	the	latter	group	rejecting	the	Old
Testament.

Origen	(ca.	185ca.	254)	was	an	Alexandrian	Christian	apologist,	educator,	and	Biblical
critic	who	wrote	commentaries	on	almost	all	the	books	of	the	Bible	as	well	as
theological	works	used	later	by	Rufinus,	St.	Jerome,	and	other	orthodox	Christian
Biblical	scholars.	Origen	himself	was	accused	of	subordinating	the	role	of	Christ,
teaching	the	final	salvation	of	all	creatures	including	the	devil,	and	other	heterodox
views.

Eusebius	is	probably	Eusebius	of	Caesarea	(ca.	260340),	whose	Ecclesiastical	History
is	the	principal	source	for	the	history	of	Christianity	from	Apostolic	times	to	his	own.
For	a	time	he	supported	Arius,	but	he	finally	accepted	the	Nicene	Creed	and	the	full
Trinitarian	position.	He	also	wrote	treatises	on	the	Gospels	and	their	problems.

Apollinaris	or	Apollinarius	(ca.	310390),	author	of	many	commentaries	on	the	Old	and
New	Testaments,	seceded	from	the	Church	about	375	over	disputes	about	the	nature
and	personality	of	Christ.	He	taught	that	in	Christ	the	human	spirit	was	replaced	by	the
Divine	Logosthe	heresy	called	Apollinarianism.

5.22	St.	Cyprian	(d.	258),	Bishop	of	Carthage	and	martyr,	is	known	especially	for	his
treatise	on	the	unity	of	the	Church,	De	Catholicae	Ecclesiae	Unitate.	He	was	steeped
both	in	Scriptures	and	in	the	work	of	Tertullian	(ca.	160ca.	220),	the	Carthaginian	lawyer
and	convert	who	became	one	of	the	greatest	theologians	of	the	patristic	era,	despite	his
own	later	identification	with	the	condemned	Montanist	sect	of	ultra-ascetic	Christians.

5.23	Ticonius	or	Tyconius	(d.	ca.	400)	was	a	member	of	a	schismatic	group	in	the
African	Church	known	as	the	Donatists,	who	held	that	the	validity	of	the	sacraments
depended	on	the	holiness	of	the	ministers.	They	were	controverted	by	St.	Augustine
(354430),	Bishop	of	Hippo,	the	most	influential	of	all	the	Fathers	of	the	Church;	but
Augustine	nonetheless
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greatly	admired	Tyconius,	whose	Liber	Regulatorum,	propounding	seven	rules	for	the
interpretation	of	Scripture,	he	incorporated	in	his	own	De	Doctrina	Christiana.

5.23	Jacques	Bossuet	(16271704),	Bishop	of	Meaux,	famous	preacher	and	theologian,
held	rather	static	views	on	the	development	of	Christian	doctrine	which	seemed
confirmed	by	the	work	of	the	Anglican	George	Bull	(16341710),	Bishop	of	St.	David's,	a
theologian	whose	Defensio	Fidei	Nicaenae	maintained	against	the	Jesuit	Petavius	that	the
teaching	on	the	Trinity	of	the	pre-Nicene	Fathers	was	the	same	as	that	of	the	Nicaeans.
The	book	won	the	formal	thanks	of	the	French	clergy	in	1686	at	their	synod	in	St.
Germain.

5.24	The	Benedictine	monks	of	the	Congregation	of	St.	Maur,	including	men	like
Mabillon	and	de	Montfaucon,	devoted	themselves	from	1672	principally	to	scholarship	in
the	Fathers	which	became	world	famous.

5.25	These	are	the	names	of	Anglican	patristic	scholars	of	High	Church	tendencies.	John
Fell	(16251686),	Bishop	of	Oxford,	made	a	widely	used	critical	edition	of	St.	Cyprian's
works.	James	Ussher	(15811656),	Archbishop	of	Armagh,	distinguished	the	genuine	from
the	later	spurious	letters	of	St.	Ignatius	of	Antioch	(ca.	35ca.	107),	an	authority	on	the
early	history	of	episcopacy.	John	Pearson	(16131686),	Bishop	of	Chester,	was	widely
known	for	his	elaborate	Vindiciae	Epistolarum	S.	Ignatii	as	well	as	his	Exposition	of	the
Creed.	William	Beveridge	(16371708),	Bishop	of	St.	Asaph,	published	two	huge	folios	in
Greek	and	Latin	collecting	the	apostolic	canons	and	the	decrees	of	the	Councils	received
by	the	Greek	Church,	together	with	the	canonical	epistles	of	the	Fathers.

5.26	Benedict	XIV	(16751758),	Pope	from	1740,	was	an	historical	scholar	who	founded	a
number	of	academies	at	Rome.	His	wide	and	conciliatory	learning	is	reflected	in	the
collection	Bullarium	Benedicti	XIV	(1748).

5.28	Probably	Jacques-Paul	Migne's	Démonstrations	Evangéliques	(20	vols.,	Paris,
18421853),	which	collected	apologetical	writings	of	over	a	hundred	authors	from	every
epoch	of	church	history.

5.29	The	following	are	the	names	of	men	whose	doctrinal	tendencies	were	latitudinarian.
John	Locke	(16321704)	was
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the	famous	empirical	philosopher	whose	Essay	Concerning	Human	Understanding
and	The	Reasonableness	of	Christianity	as	Delivered	in	the	Scriptures	maintain	that
the	existence	of	God	can	be	discovered	with	certainty	by	reason	and	that	its
reasonableness	is	Christianity's	only	secure	basis	of	acceptance.	Gilbert	Burnet
(16431715),	Bishop	of	Salisbury,	was	an	inveterate	foe	of	James	II	and	the	author	of
many	works	in	theology.	His	spirit	is	best	caught	in	his	famous	History	of	My	Own
Times.	John	Tillotson	(16301694),	Archbishop	of	Canterbury,	whose	principles	are	set
forth	in	his	most	famous	work,	The	Rule	of	Faith,	was	noted	for	his	sermons.	He	was
eager	to	incorporate	all	Dissenters	into	the	Church	of	England.	William	Paley
(17431805)	was	the	author	of	two	works,	A	View	of	the	Evidences	of	Christianity	and
Natural	Theology,	which	long	provided	a	storehouse	of	apologetical	argument.	He	is
especially	associated	with	the	argument	for	the	existence	of	God	from	the	evidence	of
design	in	the	universe.	For	Newman's	discussion,	cf.	Idea,	pp.	337342.

10.22	Cf.	Newman's	later	remarks	when,	alluding	to	this	passage	and	to	his	belief	that
apart	from	or	beyond	matters	of	doctrine,	a	special	gift	of	sagacity	characterized	in	every
age	the	occupants	of	the	Holy	See,	he	added:	''I	am	obliged	to	say	that	a	sentiment	which
history	has	impressed	upon	me,	and	impresses	still,	has	been	very	considerably	weakened
as	far	as	the	present	Pope,	Pius	IX,	is	concerned,	by	the	experience	of	the	result	of	the
policy	which	his	chosen	councillors	had	led	him	to	pursue.	I	cannot	help	thinking	in
particular	that,	if	he	had	known	more	of	the	state	of	things	in	Ireland,	he	would	not	have
taken	up	the	quarrel	about	the	higher	education	which	his	predecessor	left	him,	and,	if	he
could	not	religiously	recognize	the	Queen's	Colleges,	at	least	would	have	abstained	from
decreeing	a	Catholic	University.	I	was	a	poor	innocent	as	regards	the	actual	state	of	things
in	Ireland	when	I	went	there,	for	I	relied	on	the	word	of	the	Pope,	but	from	the	event	I
am	led	to	think	it	not	rash	to	say	that	I	knew	as	much	about	Ireland	as	he	did."	(Ward,
Life,	I,	388.)

11.22	Joseph	II	(17411790),	German	Emperor	(17651790)	of	the	House	of	Hapsburg-
Lorraine,	was	the	son	and	successor	of	Maria	Theresa	and	Francis	1.	A	great	admirer	of
Voltaire,
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Frederick	the	Great,	and	the	Enlightenment,	he	initiated	drastic	changes;	in
ecclesiastical	administration	aimed	at	subordinating	the	Church	to	the	control	of	the
state.	Pius	VI	protested	and	even	visited	Vienna	to	remonstrate.	Joseph	forbade
bishops	contact	with	Rome,	closed	many	monasteries,	took	over	revenues	for	a	state
religion	fund,	etc.	His	brother	Leopold,	Grand	Duke	of	Tuscany,	introduced	a	similar
policy	there.	Known	as	Josephinism,	it	collapsed	after	the	Emperor's	death.

11.23	Napoleon	Bonaparte	was	excommunicated	in	1809	by	Pius	VII	after	he	had
annexed	the	Papal	States	to	the	Empire.	In	return,	he	kept	the	Pope	a	prisoner	until	1814,
all	the	while	making	demands	for	greater	control	over	church	policy	and	administration.

11.25	The	name	of	Judah,	son	of	Jacob,	is	derived	from	the	Hebrew	"to	praise."	In
Christian	symbolism,	the	tribe	of	Judah,	whose	"lion"	David	is	Christ	(Apoc.	5:5),	is	the
Church.	The	language	here	derives	from	three	hymns	of	praise,	Ps.	103:5;	II	Kings	23:34;
and	Deut.	33:27.

12.5	St.	Patrick	(ca.	389ca.	461),	Apostle	of	the	Irish	and	Patron	of	Ireland,	was	sent	in
432	by	Pope	St.	Celestine	I	to	Ireland,	where	he	had	once	been	a	slave.	He	did	his
remarkable	missionary	work	all	over	the	island,	converting	the	pagan	druids,	founding
churches	and	monasteries,	encouraging	scholarship,	organizing	the	scattered	Christian
communities	he	found	in	the	north,	centering	the	administration	of	the	Irish	Church	at
Armagh,	and	bringing	the	country	into	closer	relations	with	the	Church	of	the	continent,
from	which	the	Saxon	invasions	had	tended	to	detach	it.

12.19	St.	Augustine	(d.	ca.	604),	first	Archbishop	of	Canterbury,	was	sent	by	Pope	St.
Gregory	the	Great	in	596	with	a	group	of	monks	to	evangelize	England.	He	converted
King	Ethelbert	of	Kent	shortly	thereafter.

12.22	I	Cor.	2:3.	For	Augustine's	fears,	cf.	Bede,	Ecclesiastical	History	of	the	English
Nation,	Bk.	I,	ch.	XXIII.

12.27	St.	Theodore	of	Tarsus	(ca.	602690),	Archbishop	of	Canterbury,	was	educated	in
Athens	and	consecrated	by	Pope	Vitalian	in	668.	He	had	great	success	in	unifying	the
English	Church.	Adrian	(d.	709),	a	close	friend	of	Pope	Vitalian,	declined	the
appointment	to	Canterbury	in	favor	of	Theodore	of
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Tarsus,	whom	he	joined	in	England.	Especially	interested	in	education,	he	founded
many	schools	there.	St.	Benedict	Biscop	(ca.	628690),	a	Benedictine	monk	of
Northumbrian	birth,	accompanied	Theodore	to	Canterbury,	founded	monasteries	at
Wearmouth	and	Jarrow,	and	brought	back	from	his	five	journeys	to	Rome	many
paintings,	relics,	and	manuscripts.	He	is	also	said	to	have	introduced	glass	windows
into	England	and	churches	built	of	stone.

12.38	The	historian	is	Hugh	Paulinus	Cressy	(16051674),	an	English	Benedictine	monk
and	author	of	a	Church	History	of	Brittany	or	England,	from	the	Beginning	of
Christianity	to	the	Norman	Conquest	(Rouen,	1668),	from	which	Newman	is	quoting.
Cf.	Bk.	XVIII,	ch.	xi,	p.	451.

13.1	St.	Wilfrid	(634709),	Bishop	of	York	and	pioneer	of	Benedictine	monasticism	in
England,	replaced	Celtic	with	Roman	usages	in	the	North.	St.	John	of	Beverley	(d.	721),
Wilfrid's	successor	at	York,	was	a	scholar	and	teacher	famous	for	his	sanctity	and	very
popular	during	the	Middle	Ages.	It	was	to	his	intercession	that	Henry	V	ascribed	the
victory	of	Agincourt	in	1415.	St.	Bede	(ca.	673735)	is,	of	course,	the	great	Northumbrian
monk	often	called	the	Father	of	English	History	for	his	best-known	of	many	works,
Historia	Ecclesiastica	Gentis	Anglorum.

13.8	St.	Aidan	(d.	651)	was	a	monk	of	Iona,	the	small	island	in	the	Hebrides	which	was
the	center	of	Celtic	Christianity	and	from	which	many	missionaries	set	out	for	Scotland
and	northern	England.	In	635	he	was	consecrated	Bishop	of	Lindisfarne,	an	island	from
which	he	made	many	journeys	to	the	mainland,	establishing	new	missionary	outposts	and
monasteries	at	places	like	Melrose	on	the	river	Tweed.

13.10	St.	Cuthbert	(d.	687),	a	monk	of	Melrose	under	the	abbot	Eata,	became	Bishop	of
Lindisfarne	in	685	after	Eata	(d.	686)	had	become	Bishop	of	Hexham.	Both	men	were
known	as	zealous	and	successful	missionaries,	as	well	as	for	saintliness	of	character.

13.12	Mailduf,	Maildulf,	or	Maelduib	was	an	Irish	or	Scottish	monk	who	about	635
founded	a	school	at	Malmesbury,	near	Bristol,	which	his	learned	pupil	St.	Aldhelm	(d.
709)	developed	into	a	monastery	patronized	by	kings	and	famous
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throughout	England	during	the	Middle	Ages.	For	Aldhelm,	Wilfrid,	Bede,	and	others,
cf.	Eleanor	Shipley	Duckett,	Anglo-Saxon	Saints	and	Scholars	(New	York,	1947).

13.16	St.	Egbert	of	Northumbria	(d.	729),	a	monk	of	Lindisfarne	who	went	to	Ireland	to
study,	longed	to	evangelize	the	Frisians.	It	was	he	who	about	690	organized	the	mission
of	St.	Willibrod	(658739),	another	Northumbrian	monk	who	had	also	gone	to	Ireland	and
who	later	became	known	as	the	Apostle	of	Frisia.	The	reader	should	be	aware	that
Newman	dwells	on	these	instances	of	Anglo-Irish	co-operation	both	to	allay	any	possible
nationalist	distrust	of	himself	as	an	outsider	and	because	he	saw	the	projected	Catholic
University	as	a	new	center	of	Christian	culture	in	a	world	rapidly	losing	its	spiritual
heritage.

13.19	These	were	two	priests	of	Northumbria,	distinguished	from	the	color	of	hair	and
complexion	as	Ewald	the	Black	and	Ewald	the	Fair,	who	spent	several	years	in	Irish
schools,	were	probably	acquainted	with	St.	Willibrod,	and	went	forth	as	missionaries	to
the	country	of	the	ancient	Saxons,	now	part	of	Westphalia,	where	they	were	martyred
about	695.

13.28	Alcuin	(ca.	735804),	of	Northumbrian	descent,	was	a	teacher	and	scholar	who
inspired	the	Carolingian	renaissance.	He	was	educated	in	the	cathedral	school	at	York,
where	he	came	under	both	Irish	and	Continental	influences.	In	767	he	became	Master	of
the	school,	building	up	a	great	library;	and	in	781	he	was	persuaded	by	Charlemagne	to
reside	at	the	royal	court,	where	he	became	Master	of	the	Palace	School.	This	school	drew
scholars	from	all	over	Europe	and	became	the	center	of	Europe's	knowledge	and	culture.

15.17	Johann	Lorenz	von	Mosheim	(16941755),	Professor	of	Theology	at	Göttingen,	is
often	considered	the	first	of	modern	ecclesiastical	historians	for	his	Institutiones
Historiae	Ecclesiasticae	(1726),	from	Henry	Soames'	four-volume	edition	of	which,
translated	by	James	Murdock,	Newman	is	quoting	with	minor	differences.	For	Newman's
opinion	of	Mosheim's	work,	cf.	Discourse	VI,	p.	106	of	the	Idea.

17.19	Luther's	doctrine,	distinctive	of	Evangelical	Protestantism,	holds	that	in	virtue	of	a
sinner's	faith	alone	(and	not	of	any	good	works	on	his	part,	though	these	are	a	normal
sign	of	a
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saving	faith),	God	acquits	him	of	the	punishment	due	his	sins	by	imputing	to	him	the
merits	of	Christ's	sacrifice,	so	that	he	is	accounted	righteous.

17.28	The	Athanasian	creed	is	a	profession	of	Catholic	faith	concentrating	on	the
doctrines	of	the	Trinity	and	the	Incarnation	and	insisting	both	on	a	set	of	credenda	which
must	be	believed	under	pain	of	damnation	and	on	the	necessity	of	good	works	for
salvation:	"And	they	that	have	done	good	shall	go	into	life	everlasting,	and	they	that	have
done	evil	into	everlasting	fire."	Written	about	400	and	now	widely	thought	to	be	the	work
of	St.	Ambrose	rather	than	of	St.	Athanasius,	it	was	often	attacked	in	the	nineteenth
century	for	its	anathemas	and	dropped	by	many	Protestant	groups,	though	not	by	the
Anglican	Book	of	Common	Prayer	except	in	its	American	edition.

18.12	The	Malthusian	teaching	was	that	of	the	classical	economist	Thomas	Malthus
(17661835),	whose	Essay	on	the	Principle	of	Population	held	that	despite	certain	natural
checks	on	its	growth,	population	increases	much	more	rapidly	than	the	means	of
subsistence	and	hence	must	be	checked,	he	himself	advocating	"moral	restraint."

22.26	Henry,	later	Lord	Brougham	(17781868),	famous	Scottish	jurist	and	patron	of
popular	secular	education,	was	a	founder	of	both	the	Society	for	the	Diffusion	of	Useful
Knowledge	and	of	London	University.	Newman	is	quoting	from	his	1825	"Inaugural
Discourse	on	Being	Installed	Lord	Rector	of	the	University	of	Glasgow,"	The	Works	of
Henry	Lord	Brougham	(11	vols.,	Edinburgh,	1872),	VII,	139140.

25.26	The	reference	is	to	Edward	Maltby	(17701859),	Greek	scholar,	senator	of	London
University,	and	one	of	the	bishops	who	later	attacked	Newman's	Tract	go.	On	April	30,
1827,	he	said	the	prayer	at	the	laying	of	the	foundation	stone	of	University	College,
London.	The	"authoritative	Report"	to	which	Newman	alludes	is	probably	the	1827
Statement	by	the	Council	of	the	University	of	London	Explanatory	of	the	Nature	and
Objects	of	the	Institution.	Cf.	also	The	Times,	May	1,	1827,	Supplement	3ab;	and	Culler,
The	Imperial	Intellect,	p.	314,	n.	43.

25.36	For	this	Discourse,	cf.	Brougham,	Works,	VII,	369370.

30.17	David	Hume	(17111776),	the	highly	influential	Scot-

	



Page	404

tish	philosopher,	held	that	the	existence	of	God	cannot	be	proved	by	reason,	that	the
immortality	of	the	soul	is	doubtful,	that	miracles	were	commonly	based	on	false	or
mistaken	testimony,	and	that	our	moral	life	is	dominated	by	the	passions,	which
determine	our	will	and	our	actions.	For	the	passage	Newman	is	quoting,	cf.	section	XI
of	"An	Inquiry	concerning	the	Human	Understanding,"	Essays	and	Treatises	on
Several	Subjects	(2	vols.,	Edinburgh,	1825),	II,	138139.

43.11	Andrea	Palladio	(15181580)	was	an	Italian	architect	who	adapted	the	principles	of
Roman	architecture	to	his	own	time	and	whose	style	was	imported	into	England	by	Inigo
Jones.	Sir	Christopher	is,	of	course,	Christopher	Wren	(16321723),	who	after	the	Great
Fire	of	1666	designed	and	rebuilt	St.	Paul's	Cathedral,	with	its	famous	dome.

44.31	"Let	the	cobbler	stick	to	his	last"a	Latin	proverb.

46.10	Cf.	Joseph	Butler,	The	Analogy	of	Religion,	Works,	ed.	J.	H.	Bernard	(2	vols.,
London,	1900),	II,	28.	For	Butler,	see	p.	172	of	the	Idea	and	the	note.

49.6	John	1:9.

49.32	For	the	story	of	the	soothsayer	Baalam,	divinely	inspired	to	prophesy	good	things
of	Israel,	cf.	Numbers	24.	For	Samuel	and	the	witch	of	Endor,	cf.	I	Kings	(I	Sam.)	28.

49.33	This	is	probably	a	reference	to	the	Sibylline	Oracles,	monotheistic	in	character	and
some	of	them	Messianic,	a	collection	affirming	to	be	the	work	of	Greek	sibyls	of	various
periods	and	accepted	and	used	as	such	by	such	Christian	Fathers	as	Clement	of
Alexandria.	They	are	now	widely	thought	to	be	the	work	of	Jewish	and	Christian	authors
directed	toward	the	conversion	of	pagans.

49.34	For	the	story	of	the	pythonical	spirit,	cf.	Acts	16:	1618.

51.5	The	distinctive	doctrines	of	both	Luther	and	John	Wesley,	the	founder	of
Methodism,	came	as	sudden	revelations	after	periods	of	great	anxiety	about	their	spiritual
condition.	That	of	Luther,	the	so-called	"tower	experience,"	convinced	him	about	1515
that	faith	alone	justifies	without	works;	and	that	of	Wesley	was	the	experience	of
"conversion"	on	May	24,	1738,	at	the	reading	of	Luther's	Preface	to	St.	Paul's	Epistle	to
the	Romans	at	a	meeting	in	Aldersgate	Street.
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51.20	For	Bacon's	views,	cf.	Bk.	III,	ch.	I	of	The	Advancement	of	Learning,	where
philosophy	is	divided	into	the	knowledge	of	God,	of	nature,	and	of	man.	Richard	Hooker
(ca.	15541600),	Anglican	theologian	and	apologist	for	the	Elizabethan	settlement	of	1559,
is	famous	for	his	Treatise	on	the	Laws	of	Ecclesiastical	Policy,	which	embodies	a
philosophical	theology	based	on	an	appeal	to	natural	law	viewed	as	the	expression	of
God's	supreme	reason.	Taylor	is	presumably	Jeremy	Taylor	(16131667),	Anglican	bishop
and	theologian	best	known	for	his	devotional	Rule	and	Exercise	of	Holy	Living	and	Rule
and	Exercise	of	Holy	Dying.	His	name	seems	a	bit	out	of	place	in	this	list,	however.	Ralph
Cudworth	(16171688)	was	one	of	the	Cambridge	Platonists	whose	chief	work	is	The	True
Intellectual	System	of	the	Universe,	arguing	that	the	only	real	source	of	knowledge	is	the
Christian	religion.

John	Locke's	Essay	Concerning	Human	Understanding	(1690)	holds	that	the	existence
of	God	can	be	discovered	with	certainty	by	reason.	Isaac	Newton's	Philosophiae
Naturalis	Principia	Mathematica	(1687)	freely	acknowledges	the	omnipotence,
perfection,	and	transcendence	of	God,	whose	existence	is	inferable	from	the	order	of
the	universe.	Samuel	Clarke	(16751729),	disciple	of	Newton,	critic	of	Locke,	and
correspondent	of	Leibniz,	was	a	natural	theologian	who	delivered	two	sets	of	Boyle
lectures	published	as	A	Discourse	concerning	the	Being	and	Attributes	of	God.	Bishop
George	Berkeley	(16851753)	was	the	author	of	Principles	of	Human	Knowledge,	which
invoked	the	existence	of	God	to	explain	the	continued	existence	of	material	things
when	not	perceived	by	us.

51.24	Addison	was	a	Whig	of	a	Protestant	temper	verging	on	Deism;	Johnson,	a	Tory	and
Catholic-tempered	Anglican.	Shakespeare's	religion	is	unknown,	but	he	is	commonly
identified	with	Catholicism	as	Milton	is	with	radical	Protestantism.	See	Idea,	p.	238.

58.18	Gilbertus	is	William	Gilbert	(15401603),	English	physician	and	physicist	known	as
the	father	of	electricity.	His	De	Magnete,	Magneticisque	Corporibus	(1600)	was	the	first
great	scientific	work	published	in	England.

60.5	An	anchorite	was	one	who	withdrew	from	the	world	to	live	a	life	of	prayer	and
meditationa	hermit.	In	the	early
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Church	a	Confessor	was	one	who	suffered	for	confessing	or	professing	his	faith	but
not	to	the	extent	of	martyrdom.	The	term	was	later	applied	to	those	whose	marked
holiness	had	papal	attestation:	e.g.,	King	Edward	the	Confessor.	Doctor	of	the	Church
is	a	title	given	to	theologians	like	Augustine,	Jerome,	and	some	eighteen	others	of
similar	stature	who	were	noted	for	their	contributions	to	their	field	and	for	especial
sanctity.

61.25	Fénelon	(16511715)	was	tutor	to	Louis	XIV's	grandson,	the	duc	de	Bourgogne,	for
whose	moral	instruction	he	composed	his	once	world-famous	Télémaque,	in	partial
imitation	of	the	Odyssey.	He	later	became	Archbishop	of	Cambrai,	he	and	Bossuet	being
often	contrasted	as	classic	types	of	clergymen.	For	his	views	on	the	superiority	of	classic
to	Gothic	architecture,	cf.	"Lettre	.	.	.	sur	Les	Occupations	de	l'Académie	Française,"
section	X,	Oeuvres	de	Fénelon	(23	vols.,	Paris,	18201830),	XXI,	259260.	For	Berkeley's
view	that	Gothic	architecture	is	"fantastical,	and	for	the	most	part	founded	neither	in
nature	nor	in	reason,"	cf.	"Alciphron,	or	the	Minute	Philosopher,"	Works,	ed.	A.	A.	Luce
and	T.	E.	Jessop	(9	vols.,	London,	1950),	III,	127.

62.6	This	is	a	reference	to	the	mid-nineteenth-century	Gothic	revival	led	in	England	by
the	architect	Augustus	Welby	Pugin,	a	Catholic	convert	who	built	many	churches	and
collaborated	with	Barry	on	the	design	for	the	Houses	of	Parliament;	and	by	his	partial
disciple	George	Gilbert	Scott,	who	became	the	most	prominent	ecclesiastical	architect	in
England	and	who	worked	also	on	the	Continent,	where	Viollet-le-Duc	held	sway.
Ruskin's	preoccupation	with	Gothic	was	another	manifestation	of	this	revival,	as	to	some
extent	was	that	of	Henry	Adams	later.	Newman,	whose	views	on	architecture	often	seem
very	contemporary	in	their	functionalism,	had	his	university	church	in	Dublin	designed	in
the	classical	basilica	style.	Cf.	Fergal	McGrath,	Newman's	University	(London,	1951),	pp.
402418.

63.33	The	eminent	professional	man	was	William	Lawrence,	Professor	of	Anatomy	in	the
College	of	Surgeons,	who	in	1816	published	An	Introduction	to	Comparative	Anatomy
and	Physiology,	being	the	two	introductory	lectures	delivered	at	the	Royal	College	of
Surgeons.	It	was	widely	attacked	as	contrary	to	Scripture	for	implying	that	life	was
nothing	more	than	the	result	of	physiological	organization.	Lord	Eldon	refused	an	in-
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junction	to	protect	the	author's	rights	in	his	own	work.	Cf.	Culler,	The	Imperial
Intellect,	p.	248.

64.16	The	dignitary	was	Henry	Hart	Milman	(17911868),	Broad	Churchman	and	later
Dean	of	St.	Paul's,	who	in	1829	published	anonymously	his	History	of	the	Jews,	a	kind	of
Niebuhrian	story	of	an	Oriental	tribe	in	which	the	author	played	down	the	miraculous
element	greatly.	The	book	generated	a	long	storm	of	protest.	Newman	thought	it	"the	fruit
of	a	supercilious	liberalistic	spirit,"	saying	that	he	objected	not	so	much	to	"the	matter	of
the	history"	but	to	its	"irreverent	scoffing	Gibbon-like	tone."	Cf.	Culler,	The	Imperial
Intellect,	pp.	249250.

65.20	St.	John	Chrysostom	(ca.	347407),	Doctor	of	the	Church,	was	Bishop	of
Constantinople	and	a	famous	preacherhis	name,	in	fact,	means	golden-mouthed.	His
homilies	and	commentaries	on	Scripture	contain	many	references	to	Judas	ruined	by	the
love	of	money.	For	this	one,	cf.	Homily	LXXX	(al.	LXXXI)	on	St.	Matthew	in	Migne's
Patrologiae	Graecae,	LVIII,	727728.

65.23	St.	Jerome	(ca.	342420)	is	most	famous	for	his	translation	of	the	Bible	into	Latin
from	the	original	tongues,	his	version	being	known	as	the	Vulgate,	the	official	text	of	the
Catholic	Church.	He	wrote	extensive	commentaries	on	Scripture	and	frequently	compared
avarice	with	idolatry.	For	parallel	passages	(I	have	not	located	the	one	Newman	cites),	cf.
Patrologia	Latina,	XXII,	35	and	XXVI,	521522.;	and	for	the	source	of	the	comparison
between	covetousness	and	idolatry,	cf.	Col.	3:5,	Eph.	5:	5,	etc.

65.26	Leo	I	or	Leo	the	Great	(d.	461),	Doctor	of	the	Church,	whose	literary	remains	are
96	sermons	and	143	letters.	For	the	passage	cited,	cf.	Sermon	LX	(al.	LVIII)	in	Patr.	Lat.,
LIV,	345.

65.29	The	counsels	of	perfection	or	evangelical	counsels	include	voluntary	poverty,
chastity,	and	obedience	as	aids	for	those	who,	in	the	words	of	Christ	to	the	rich	young
man,	would	"be	perfect."	(Matt.	19:21.)	They	are	the	ordinary	basis	of	the	communal
religious	life.

67.16	Its	first	professor	was	Nassau	William	Senior	(17901864),	Fellow	of	Magdalen	and
later	well	known	for	his	work	in	connection	with	Poor	Law	reform.	He	was	Professor	of
Political	Economy	at	Oxford	from	18251830	and	18471852.	Newman
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is	referring	to	his	Introductory	Lecture	on	Political	Economy,	delivered	before	the
University	of	Oxford,	on	the	6th	of	December,	1826	(London,	1827).	There	was	much
suspicion	of	economics	in	its	early	years	as	a	science	highly	intrusive	and	potentially
unchristian,	a	"dismal	science,"	as	Carlyle	called	it.	Cf.	Mallet,	A	History	of	Oxford,	III,
215216;	and	Culler,	The	Imperial	Intellect,	pp.	250251.

70.4	Matt.	6:	1921.

71.7	The	proper	exceptions	having	been	made.

72.1	The	Mishna	is	the	oral	law	of	the	Synagogue	collected	about	A.D.	180	and	covering
civil	and	criminal	law,	social	relations,	etc.	It	forms	one	of	the	divisions	of	the	Talmud,
the	Gemara	or	commentary	on	it	being	the	other.

72.3	Transubstantiation	is	the	Catholic	doctrine	that	in	the	Eucharist	the	whole	substance
of	the	bread	and	wine	is	converted	into	the	whole	substance	of	the	Body	and	Blood	of
Christ,	only	the	accidents	or	appearances	of	bread	and	wine	remaining.

72.19	John	Horne	Tooke	(17361812)	was	a	political	radical	and	philologist	whose
,	or	The	Diversions	of	Purley	(1786),	is	a	treatise	on	etymology	which	reflects	the

author's	nominalism	and	scepticism:	e.g.,	truth	is	"what	a	man	troweth."

72.22	Jeremy	Bentham	(17481832),	the	pioneer	utilitarian	philosopher,	wrote	several
treatises	later	developed	into	a	Rationale	of	Judicial	Evidence.	For	Newman's	point,	cf.	I,
xi,	7	in	The	Works	of	Jeremy	Bentham	(11	vols.,	Edinburgh,	1848),	VI,	270271.

73.31	For	La	Place,	Buffon,	and	Humboldt,	cf.	167.24	and	the	note.

76.6	That	is,	William	Pitt	the	Younger	(17591806),	the	famous	Whig	prime	minister	who
initiated	many	fiscal	and	social	reforms	and	organized	three	coalitions	against	France
between	1793	and	1805.	For	his	opinion	of	Butler,	cf.	J.	H.	Rose,	Life	of	William	Pitt
(New	York,	1924),	p.	292.	Among	the	"others"	was	James	Mill,	for	whom	Butler's
Analogy	was	"the	turning	point"	on	the	road	to	infidelity,	as	John	Stuart	Mill	tells	us	in
his	Autobiography	(London,	1873),	pp.	3839.

76.8	Richard	Watson	(17371816)	was	also	a	chemist,	Regius	Professor	of	Divinity	at
Cambridge,	and	a	critic	of	Gibbon	and
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Paine.	For	his	view	of	mathematics,	cf.	Anecdotes	of	the	Life	of	Richard	Watson	.	.	.
Written	by	Himself	(2nd.	ed.,	2	vols.,	London,	1818),	II,	353.

76.12	Arcesilas	(ca.	315240	B.C.)	was	the	Athenian	philosopher	who	introduced	radical	or
Pyrrhonian	scepticism	into	the	Academy,	denying	the	possibility	of	certain	knowledge
and	thus	subverting	one	of	Aristotle's	first	principles.

76.13	Aristotle	would	not	have	criticized	poets	as	did	Plato	because	Plato	in	the	Republic
and	elsewhere	is	concerned	with	the	effect	of	poetry	on	moral	development;	whereas
Aristotle	in	the	Poetics	is	concerned	chiefly	with	the	artistic	excellence	of	the	poem	made.

78.n*	The	Pursuit	of	Knowledge	under	Difficulties	was	a	very	popular	two-volume	work
published	in	18301831	by	George	Lillie	Craik	(17981866),	one	of	the	most	active	writers
for	the	Society	for	the	Diffusion	of	Useful	Knowledge.

80.6	Carneades	(214129	B.C.),	whose	teachings	Cicero	tended	to	follow,	was	a	Greek
philosopher	of	the	New	Academy	who	held	that	certain	knowledge	was	unattainable	but
that	conclusions	of	varying	degrees	of	probability	could	supply	a	guide	to	conduct.	He
came	to	Rome	in	155	B.C.	along	with	Diogenes	the	Stoic	and	Critolaus	the	Peripatetic	and
demonstrated	how	he	could	reason	with	equal	effect	on	either	side	of	a	question.

Marcus	Porcius	Cato	(234149	B.C.)	became	Censor	in	184	B.C.	and	set	out	to	reform
Roman	society,	wishing	to	return	to	the	simplicity	of	an	agricultural	state.	Strongly
opposed	to	the	introduction	of	Greek	culture,	he	saw	to	it	that	Greek	philosophers	and
rhetoricians,	including	Carneades,	were	forbidden	to	reside	in	Rome.	Cf.	Plutarch's
''Life	of	Marcus	Cato,"	Lives	(4	vols.,	London,	1888),	II,	122123	for	the	episode
Newman	has	in	mind.

80.28	The	Athenian	tragic	poet	Agathon	(d.	ca.	400	B.C.):	"Art	looks	with	favor	on	chance,
and	chance	on	art."

81.12	The	palaestra	was	the	place	or	school	in	Greek	cities	where	boys	were	taught
wrestling	and	gymnastics.

81.15	See,	for	example,	Xenophon's	Anabasis,	I,	ix,	18;	and	Cyropaedia,	I,	iiiv,	passim.

83.28	Lycurgus	was	a	legendary	reformer	and	legislator	of	Sparta	who	believed	in
wrestling	for	girls	as	well	as	for	boys,	as
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the	account	in	Plutarch's	Lives	makes	clear.	Seneca	(ca.	4	B.C.-A.D.	65),	the	Stoic
philosopher,	treats	of	Newman's	subject	in	Epistulae	Morales,	LXXXVIII,	where	he
debars	wrestling	from	the	liberal	arts.

83.29	Elis	was	a	state	in	the	northwest	Peloponnese	famed	for	horse-breeding.	The
Eleans	presided	over	the	Olympic	games.

83.30	On	music	and	"certain	moderns,"	cf.	John	Locke's	"Some	Thoughts	Concerning
Education,"	Works	(9	vols.,	London,	1824),	VIII,	191;	and	Mallet,	A	History	of	Oxford,
III,	281282.

83.31	For	the	views	on	music	of	Aristotle	and	Plato,	see,	for	example,	Politics	8.	1339a-
1342b	and	Republic,	401d.

85.22	An	enthymeme	is	an	argument	in	which	one	of	the	premises	(or	sometimes	the
conclusion)	is	implied	rather	than	expressed:	e.g.,	he	is	without	guile	and	should	keep
away	from	Paris.

87.33	Marcus	Tullius	Cicero	(10643	B.C.),	orator,	statesman,	and	philosopher,	was	in	58
B.C.	victimized	by	Clodius	and	Caesar,	not	long	after	he	had	been	eulogized	by	Cato	as
pater	patriae.	He	was	exiled	from	Rome,	his	property	confiscated,	and	his	great	house
destroyed.	This	fall	from	glory	utterly	crushed	him	for	a	time,	though	it	should	be	added
that	his	philosophical	views,	often	stoic	in	character,	developed	later.

87.34	Seneca,	whose	own	popularity	was	great,	was	for	a	time	tutor	to	Nero	and
exercised	some	restraining	influence	over	him.	When	Nero's	conduct	worsened,	however,
Seneca	asked	in	A.D.	62	to	withdraw	from	the	court	and	thereafter	lived	in	retirement	until
the	year	65,	when	he	was	ordered	by	Nero	to	take	his	own	life	on	a	charge	of	complicity
in	Piso's	conspiracy.

87.35	Probably	a	reference	to	the	suicide	of	Brutus	in	42	B.C.	after	the	defeat	at	Philippi	by
Antony	and	Octavian;	and	perhaps	specifically	to	the	conversation	with	Cassius	reported
by	Plutarch	in	which	Brutus	says	that	he	once	upon	philosophical	principles	condemned
Cato	for	killing	himself	but	in	his	present	position	is	of	a	different	opinion.

87.36	Marcus	Porcius	Cato	(9546	B.C.),	or	Cato	the	Younger,	the	chief	political	antagonist
of	Caesar	and	the	triumvirate,	was	a	stoic	famous	for	his	rectitude	who	took	his	own	life
after	the	defeat	of	Pompey	rather	than	be	dishonored,
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as	he	felt,	by	living	at	the	allowance	of	Caesar.	He	did	so,	incidentally,	after	a	night
spent	in	reading	Plato's	Phaedo,	which	contains	strong	arguments	against	suicide.
Cicero's	panegyric	on	Cato	is	not	extant;	nor	is	it	altogether	clear	how	Newman's
remark	applies	to	that	of	Plutarch.	However,	in	Plutarch's	account	Cato	does	say	to
Demetrius	and	Apollonides,	the	philosophers	he	consults	before	his	death,	that	he	will
proceed	in	his	deliberations	on	the	principles	of	their	philosophy.	See	also	Addison's
Cato,	V,	i.

87.38	Polemo	or	Polemon	of	Athens	(d.	273	B.C.)	about	the	age	of	thirty,	in	the	midst	of	a
dissipated	life,	burst	one	day	with	a	band	of	revellers	into	the	school	of	Xenocrates,
where	he	chanced	to	hear	a	discourse	on	temperance	that	converted	him	at	once	and	for
good	to	a	life	in	accord	with	the	laws	of	nature.	On	the	death	of	Xenocrates,	he	became
head	of	the	school.

87.39	Anaxagoras	of	Ionia	(d.	42	B.C.),	pioneer	philosopher	and	scientist	whose	pupils
included	Pericles,	Euripides,	and	perhaps	Socrates.	He	was	banished	from	Athens	for
impiety:	i.e.,	monotheism.

88.4	See	Johnson's	Rasselas,	ch.	xviii.

89.7	"The	wisest,	brightest,	meanest	of	mankind":	Pope's	Essay	on	Man,	iv,	281.

89.11	The	idols	of	the	den	and	the	theater	were	impediments	to	learning	rather	than	to
moral	advancement,	the	first	stemming	from	the	nature	and	environment	of	each	person;
and	the	second	from	false	theories	and	perverted	laws	of	demonstration.	Cf.	De	Aug.,	V,
ch.	iv.

89.n*	"In	the	beginning	of	our	work,	we	pray	most	humbly	and	ardently	to	God	the
Father,	God	the	Incarnate	Word,	and	God	the	Holy	Spirit,	that	remembering	the	miseries
and	the	pilgrimage	of	this	life,	in	which	we	pass	but	few	and	troubled	days,	He	would
grant	through	our	hands	to	endow	the	human	race	with	new	blessings.	And	we	likewise
beseech	that	the	human	things	do	not	interfere	with	the	divine;	nor	that	from	the	opening
up	of	sense	knowledge	and	the	accession	of	a	greater	natural	light,	something	of
incredulity	and	blindness	towards	divine	mysteries	may	arise,"	etc.

90.14	The	reference	to	Bacon	is,	of	course,	to	his	admitted	(1621)	acceptance	of	bribes
from	suitors	while	he	was	Lord
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Chancellor,	though	he	insisted	that	they	did	not	affect	his	decisions.	Seneca	has	been
criticized,	perhaps	unfairly,	as	a	man	who	had	high	ideals	but	did	not	observe	them;	for
he	lived	and	grew	wealthy,	even	appeared	to	condone	murder,	at	a	court	where	his
principles	were	repudiated.	The	reference	to	Socrates	is	probably	to	his	apparent
countenancing	of	immorality	in	some	of	the	dialogues.

92.26	Scipio	Africanus	(237183	B.C.)	was	the	great	general	who	commanded	the	Roman
invasion	of	Carthage	and	crushed	Hannibal	in	202	at	the	battle	of	Zama.	Saladin
(11381193),	Sultan	of	Egypt	and	Syria,	was	the	conqueror,	renowned	for	his
magnanimity,	who	fought	to	drive	the	Crusaders	from	Palestine.

94.12	It	"ought	to"	belong	to	the	intellect	since	it	is	derived	from	sciens,	the	present
participle	of	the	Latin	scire,	to	know.

96.35	See	Genesis	41:	4749.

100.14	An	adaptation	of	Paradise	Lost,	XII,	646.

100.22	The	judgment-stricken	king	was	Pentheus	of	Thebes,	punished	for	hostility	to	the
worship	of	Dionysus.	Cf.	Euripides'	Bacchae,	l.918.

103.2	Pompey's	Pillar	is	a	red	granite	Corinthian	column	erected	in	A.D.	302	at	Alexandria
and	honoring,	not	Pompey,	but	the	Emperor	Diocletian.

104.29	The	Greek	word	means	"square-built"	or	foursquare.	Cf.	Aristotle,	Nicomachean
Ethics,	1100b	21,	where	the	happy	man	is	characterized	as	"foursquare	without	reproach."
Also	Rhetoric,	1411b	27.

104.29	The	Stoics	discouraged	indulgence	of	the	emotions.	The	quotation	is	from
Horace,	Ep.	1.	6,	1:

Nil	admirari	prope	res	est	una,	Numici,
Solaque,	quae	possit	facere	et	servare	beatum.

"To	wonder	at	almost	nothing,	Numicius,	is	the	one	and	only	policy	which	can	make
and	keep	one	happy."

104.31	Virgil,	Georgics,	II,	490492:	"Happy	is	he	who	can	discern	the	causes	of	things
and	spurn	all	fears,	inexorable	fate,	and	the	tumult	of	greedy	Acheron."

106.4	Salmasius	or	Claude	de	Saumaise	(15881653)	was	a	learned	French	classical
scholar	now	best	remembered	for	the	defense	of	Charles	I	which	called	forth	Milton's	Pro
Populo	Anglicano	Defensio.	Burman	is	probably	Pieter	Burman	or
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Burmann	(16681741),	a	famous	Dutch	classical	scholar	who	edited	Quintilian	and
Ovid;	possibly	his	nephew	Pieter	(17141778),	editor	of	Virgil	and	Aristophanes.

106.5	Imperat	aut	servit	collecta	pecunia	cuique:	"One's	wealth	is	either	his	master	or	his
servant."	(Horace,	Ep.	I,	10,	47.)

106.7	"Force	without	judgment	falls	by	its	own	weight":	Horace,	Odes,	III,	4,	65.

106.9	Tarpeia	was	the	daughter	of	the	governor	of	the	Roman	citadel	on	what	later
became	known	as	the	Capitoline	hill.	She	offered	to	open	a	gate	to	the	enemy	Sabines	if
they	would	give	her	what	they	wore	on	their	left	arms:	i.e.,	their	gold	bracelets.	On
entering,	they	instead	threw	their	shields	upon	her	and	crushed	her	to	death.

106.18	In	Mosheim's	Institutiones	Historiae	Ecclesiasticae	(1726;	Engl.	transl.	by	J.	B.
Murdock,	1841)	each	century	is	divided	into	two	parts,	for	external	and	internal	history.
The	external	is	divided	into	prosperous	and	calamitous	events,	and	the	internal	into
learning,	ministers	and	forms	of	government,	doctrine,	rites,	and	heresies.	Cf.	Culler,	The
Imperial	Intellect,	PP.	194195.

Louis	Ellies	Dupin	(16571719)	was	a	theologian	and	historian	of	Gallican	sympathies
whose	Nouvelle	Bibliothèque	des	Auteurs	Ecclésiastiques	(some	60	vols.,	16861719)	is
perhaps	an	even	more	striking	example	of	Newman's	point	here,	as	can	be	inferred
from	its	description	as	containing	"l'histoire	de	leur	vie,	le	catalogue,	la	critique,	et	la
chronologie	de	leurs	ouvrages,	le	sommaire	de	ce	qu'ils	contiennent,	un	jugement	sur
leur	stile	et	sur	leur	doctrine,	et	le	dénombrement	des	différentes	éditions	de	leurs
oeuvres."

111.18	Genius	loci	is	a	tutelary	deity	or	guardian	of	a	place.

113.19	Cf.	As	You	Like	It,	II,	1,	12.

117.6	Boniface	VIII	(ca.	12341303)	was	Pope	from	1294;	and	John	XXII	(12491334)
from	1316.	Both	were	active	defenders	of	papal	authority	against	imperial	encroachment.

117.7	Johannes	Duns	Scotus	(ca.	12641308),	the	"subtle	Doctor,"	was	a	Franciscan
philosopher	and	theologian	who	taught	at	Oxford.	He	was	the	first	great	theological
defender	of	the	doctrine	of	the	Immaculate	Conception.	William	of
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Occam	(ca.	1300ca.	1349),	a	Franciscan	philosopher	and	something	of	a	disciple	of
Scotus,	is	famous	in	the	history	of	philosophy	for	his	nominalism.	He	took	the	side	of
the	Emperor	against	Pope	John	XXII,	denying	the	latter	all	temporal	authority.	Though
he	was	apparently	reconciled	with	the	Church,	he	is	often	regarded	as	a	forerunner	of
Luther,	whom	he	influenced;	and	it	is	not	altogether	clear	why	Newman	mentions	him
in	this	particular	context	apart	from	the	fact	that	he	studied	and	taught	at	Oxford.

117.8	John	Wycliffe	(ca.	13291384),	Master	of	Balliol	College,	Oxford,	about	1360,
attacked	papal	authority,	Catholic	doctrine	on	the	Eucharist,	the	role	of	the	saints,	etc.,
and	is	sometimes	called	"the	morning	star	of	the	Reformation."	Through	the	closer
relations	with	England	that	followed	the	marriage	in	1398	of	Anne	of	Bohemia	to	Richard
II,	John	Huss	(ca.	13691415),	Rector	of	the	University	of	Prague,	became	acquainted	with
Wycliffe's	doctrines,	which	form	the	basis	of	much	of	his	chief	work,	De	Ecclesia	(1413).
Burned	at	the	stake	on	July	6,	1415,	Huss	became	a	national	hero	to	a	large	part	of
Bohemia.

117.10	Edward	the	Second	(r.	13071327),	whose	unhappy	life	is	the	subject	of	Marlowe's
tragedy,	was	defeated	by	Robert	Bruce	at	Bannockburn	in	1314.	It	was	in	January,	1326,
that,	building	on	the	little	Society	of	Scholars	organized	by	his	almoner	and	the	Rector	of
St.	Mary's,	Adam	de	Brome,	he	established	the	House	of	the	Blessed	Mary,	which	became
Oriel	College.

119.11	The	article	was	a	joint	review	in	the	April,	1810,	number	of	the	Edinburgh	Review
of	Edward	Copleston's	Reply	to	the	Calumnies	of	the	"Edinburgh	Review."	It	was	written
by	John	Playfair,	Professor	of	Natural	Philosophy	at	Edinburgh,	who	had	started	the
present	controversy	by	hitting	briefly	at	Oxford	for	its	backwardness	in	mathematical
study	in	his	review	of	La	Place's	Tralté	de	Mécanique	Céleste	in	the	January,	1808,
number;	by	Richard	Payne	Knight	(not	Lord	Jeffrey,	as	Newman	thought),	classical
scholar,	whose	July,	1809,	review	of	the	Oxford	edition	of	Strabo	had	ridiculed	the
university's	classical	scholarship;	and	by	Sydney	Smith,	clergyman	and	wit,	one	of	the
founders	of	the	Review,	whose	piece	in	October,
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1809,	on	R.	L.	Edgeworth's	utilitarian	Essays	on	Professional	Education	was	a	stinging
attack	on	the	university's	curriculum.

119.22	John	Davison	(17771834),	Fellow	of	Oriel,	was	well	known	for	certain	historico-
theological	works,	particularly	Discourses	on	Prophecy,	in	which	are	considered	its
Structure,	Use,	and	Inspiration;	and	An	Inquiry	into	the	Origin	and	Intent	of	Primitive
Sacrifice,	and	the	Scripture	Evidence	Respecting	It.

120.9	For	the	following	passages,	cf.	Locke's	"Some	Thoughts	Concerning	Education,"
Works	(1824),	VIII,	8687,	167,	and	152153.

121.16	In	the	rest	of	this	section	Newman	is	quoting	from	Sydney	Smith's	review	of	R.
L.	Edgeworth's	Essays	on	Professional	Education,	Edinburgh	Review,	XV	(October,
1809),	5152	and	4849.

121.37	Samuel	Parr	(17471825),	a	friend	of	Copleston,	was	a	Latin	scholar	and
schoolmaster	who	is	sometimes	referred	to	as	the	Whig	Johnson.	As	a	young	man	he	was
intended	for	medicine,	but	his	principal	interest	in	studying	prescriptions	was	to	ridicule
their	Latin.	Richard	Bentley	(16621742),	Master	of	Trinity	College,	Cambridge,	was	a
classical	scholar	and	editor	famous	for	his	high	and	influential	standards	and	for	his	hard-
hitting	controversial	technique.

127.5	Cf.	Copleston's	Reply	to	the	Calumnies	of	the	Edinburgh	Review	against	Oxford
(Oxford,	1810),	pp.	107112,	passim.	Newman	has	not	indicated	the	omissions.

129.3	Cf.	Davison's	review	of	Edgeworth's	Essays	on	Professional	Education,	The
Quarterly	Review,	VI	(October,	1811),	16691,	from	various	parts	of	which	Newman	is
quoting	in	this	and	the	following	section.

141.31	I	Cor.	8:1.

142.35	A	remora	is	a	hindrance	or	delaying	force.

144.20	Cf.	I	Cor.	13.

145.35	Cowper,	The	Task,	II,	206.

147.23	Julian,	the	nephew	of	Constantine	the	Great,	studied	in	the	philosophical	schools
of	Athens,	defeated	the	Alamanni	in	a	great	battle	near	Strasbourg	in	357,	and	became
Emperor	in	361,	the	year	in	which	he	announced	his	conversion	to	paganism.	Thereafter
he	did	everything	he	could	to	weaken	Christianity,	ordering	all	instruction	in	imperial
schools	paganized,	writing
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treatises	against	the	Christians,	persecuting	them	and	sowing	dissension	in	their	ranks.
On	the	other	hand,	he	attempted	a	serious	reform	of	pagan	morality	and	himself	lived
an	upright	life.	On	June	26,	363,	on	a	campaign	against	the	Persians,	he	was	struck	by
an	arrow	and	died	that	night.

147.31	Gaius	Fabricius	Luscinus	(d.	after	275	B.C.),	Roman	general	and	consul,	was
famous	among	other	things	for	his	imperviousness	to	bribery	in	diplomatic	negotiations
with	Pyrrhus	after	the	Roman	defeat	at	Heraclea	in	280	B.C.	Marcus	Atilius	Regulus	(d.
ca.	250	B.C.)	was	captured	by	the	Carthaginians	in	255	B.C.	after	previous	triumphs	over
them.	Sent	to	Rome	on	a	mission	for	peace	or	at	least	the	exchange	of	prisoners,	he
failed;	but	he	kept	his	promise	to	return	to	Carthage,	where	he	was	put	to	a	cruel	death.

147.31	Gaius	Plinius	Secundus,	Pliny	the	Elder	(A.D.	2379),	was	a	soldier,	statesman,
rhetorician,	historian,	and	natural	scientist	best	known	for	his	encyclopedic	Historia
Naturalis.	He	died	while	attempting	a	close	observation	of	Vesuvius	in	eruption.
Antoninus	was	the	surname	of	Marcus	Aurelius	(A.D.	121180),	soldier,	Roman	emperor
(16180),	scholar,	eminent	stoic	philosopher	and	author	of	the	collection	of	moral	precepts
known	as	Meditations.

148.n*	"Talented,	learned,	skilled	in	the	profession	of	warfare,	courageous	and	detached
in	commanding	armies,	a	man	estimable	in	deeds	rather	than	in	qualities,	though	these
were	oftener	marred	by	the	vanity	which	was	their	principle,	by	superstition	conjoined
with	hypocrisy;	an	enlightened	spirit	rich	in	resources	but	prone	to	narrowness	of	mind;	a
man	of	basic	faults	in	governing,	innocent	people	being	sacrificed	to	vengeance;	with	a
poisonous	hatred	against	the	Christianity	he	had	forsaken	and	a	passionate	attachment	to
the	follies	of	Theurgysuch	were	the	traits	by	which	Julian	has	been	depicted	for	us."

149.14	Anthony	Ashley	Cooper	(16711713),	third	Earl	of	Shaftesbury,	was	a	moral
philosopher	and	precursor	of	the	Romantic	movement	who	reacted	against	both	Hobbes
and	Christian	orthodoxy	in	maintaining	the	natural	goodness	of	man	under	the	guidance
of	the	moral	sense.	In	1711	appeared	his	influential	Characteristics	of	Men,	Manners,
Opinions,	Times.

151.30	Jansenists	were	followers	of	Cornelius	Jansen	(1585
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1638),	French	Catholic	theologian	whose	study	of	St.	Augustine	led	him	to	teach
certain	doctrines	later	condemned	as	heretical,	among	them	the	impossibility	of
resisting	divine	grace.

152.12	"Do	not	look	beyond	thyself"Persius,	Satires,	I,	7.	This	is	the	epigraph	to	Treatise
III	of	Characteristics,	"Soliloquy:	or	Advice	to	an	Author,"	from	which	Newman	is	here
quoting.	His	other	quotations	are	rather	widely	scattered.

153.16	From	"Reflections	on	the	Revolution	in	France,"	referring	to	the	treatment	of	the
Queen.	Cf.	The	Works	of	the	Right	Honourable	Edmund	Burke	(London,	1886),	II,	348.

154.13	Cf.	Hamlet,	III,	4,	148.

155.3	Acts	24:25.

156.22	Eph.	3:8.

161.4	St.	Francis	de	Sales	(15671622)	was	a	nobleman,	educated	at	Paris	and	for	the	law
at	Padua,	who	gave	up	brilliant	worldly	prospects	for	ordination	to	the	priesthood	in
1593.	A	leader	of	the	Counter-Reformation	and	from	1602	Bishop	of	Geneva,	he	was
especially	successful	as	a	preacher,	catechist,	and	spiritual	director,	from	which	work
emerged	his	famous	Introduction	to	the	Devout	Life.	He	was	canonized	in	1665,	declared
a	Doctor	of	the	Church	in	1877	and	Patron	of	the	Catholic	Press	in	1923.

161.5	Reginald	Pole	(15001558),	Renaissance	humanist	of	royal	blood,	a	correspondent
of	More	and	Erasmus,	devoted	much	of	his	life	to	reconciling	England	with	the	Roman
Catholic	Church,	becoming	Pope	Julius	III's	legate	to	England	in	1553	on	the	death	of
Edward	VI	and	Archbishop	of	Canterbury	in	1557.	His	piety	and	high	moral	character
were	widely	recognized.

161.6	Edward	Gibbon	(17371794)	was	the	erudite	and	brilliant	historian	whose	Decline
and	Fall	of	the	Roman	Empire	is	permeated	by	an	anti-Christian	bias	which	Byron	hailed
as	"sapping	a	solemn	creed	with	solemn	sneer."

161.6	St.	Basil	the	Great	(ca.	330379)	was	educated	at	Byzantium	and	Athens	in	the
highest	pagan	and	Christian	culture.	Julian	unsuccessfully	attempted	to	bring	him	to
court,	but	he	preferred	to	live	in	ascetic	retirement	until	364,	when	at	the	call	of	his
bishop,	Eusebius	of	Caesarea,	he	began	his	long	defense	of	orthodoxy	against	Arianism
and	other	heresies	which
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denied	the	full	divinity	of	Christ.	Noted	for	his	eloquence,	learning,	and	personal
holiness,	he	was	also	the	great	pioneer	of	Eastern	monasticism.

166.34	For	a	similar	classification	of	the	three	great	subjects,	cf.	Bacon's	Advancement	of
Learning,	Book	III,	ch.	1.

167.12	Galileo	Galilei	(15641642)	was	the	Italian	astronomer	and	mathematician	whose
then	novel	and	apparently	unscriptural	teaching	of	the	Copernican	theorythat	the	sun	is
the	center	of	the	universe	and	the	earth	moves	around	itwas	condemned	as	heretical	by
the	Holy	Office	of	the	Roman	Inquisition	in	1616	and	1633,	Popes	Paul	V	and	Urban	VIII
sanctioning	the	condemnation	without	pronouncing	ex	cathedra	on	the	matter.	For
Newman's	further	references	to	this	case,	cf.	Idea,	pp.	352	and	355.

167.24	Pierre	Simon	de	Laplace	(17491827)	was	the	French	astronomer	and
mathematician	whose	nebular	hypothesis	(that	the	solar	system	was	once	a	nebula	which
condensed	to	form	the	sun	and	planets)	seemed	for	many	to	make	creation	a	kind	of
accident	rather	than	the	design	of	a	Creator.

George	Louis	Buffon	(17071788)	was	the	author	of	the	famous	Histoire	naturelle,
générale	et	particulière,	the	first	work	in	modern	times	to	systematize	the	facts	of
natural	history	in	an	immensely	popular	and	influential	form.	Though	not	of	a	religious
temperament,	he	did	believe	that	the	study	of	nature	was	a	kind	of	progressive
revelation	whose	ultimate	discovery	was	God.

Benjamin	Franklin	(17061790),	whose	religious	temperament	was	typical	of	the
Enlightenment,	was	skeptical,	averse	to	mystery	and	"enthusiasm,"	and	full	of	trust	in
reason	and	common	sense.	He	did,	however,	believe	both	in	immortality	and	a	God
who	was	worshipped	best	in	well-doing.	For	his	views	on	religion,	cf.	his	"Articles	of
Belief	and	Acts	of	Religion,"	The	Writings	of	Benjamin	Franklin,	ed.	A.	H.	Smyth	(10
vols.,	19051907),	II,	91.

Joseph	Priestley	(17331804),	most	famous	now	as	a	pioneer	chemist,	was	a	Calvinist
clergyman	turned	Unitarian,	the	import	of	whose	doctrines	on	necessity	and	the	nature
of	matter	was	in	his	day	widely	thought	to	be	atheistical.

Georges	Léopold	Cuvier	(17691832),	French	naturalist,	is
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considered	the	founder	of	comparative	anatomy.	Though	in	some	ways	an	active
Protestant,	he	was	highly	skeptical	about	the	value	of	theological	speculation	and
deplored	Priestley's	as	a	waste	of	time.

F.	H.	Alexander	von	Humboldt	(17691859),	was	a	Prussian	diplomat	and	naturalist,
famous	for	his	work	in	comparative	geography	and	particularly	for	his	Kosmos,	a
description	of	the	physical	universe.	He	appears	to	have	been	an	agnostic	with	no
interest	in	formal	religion,	his	attitude	toward	life	being	thus	described	by	a
sympathetic	biographer:	''The	characteristic	of	Humboldt's	mode	of	thought	.	.	.	was	an
early	and	overpowering	impulse	towards	objective	scientific	knowledge.	He	was	one	of
those	scrupulous	empirics	who	observe	and	collate	nothing	but	facts,	and	who,
rejecting	all	bold	hypotheses,	confine	themselves	exclusively	to	the	realm	of
experience.	He	was,	according	to	Schiller's	severe	criticism,	the	impersonation	of	'keen
cold	reason,	which	would	have	all	nature	shamelessly	exposed	to	scrutiny,'	'with	no
power	of	imagination,	no	tender	sympathy,	no	sentimental	interest.'	"	(Karl	Bruhns,
Life	of	Alexander	von	Humboldt,	transl.	Jane	and	Caroline	Lassell	[2	vols.,	London,
1873],	I,	177178.)

167.33	Roger	Bacon	(ca.	12141292),	who	studied	at	Oxford	and	lectured	at	Paris,	was	a
Franciscan	philosopher	and	experimental	scientist	often	credited	with	the	invention	of	the
telescope,	gunpowder,	and	the	thermometer.	He	was	also	an	alchemist	and	popularly
suspected	of	dealing	in	black	magic.	Under	suspicion	of	heresy	in	various	quarters,	he
was	once	required	by	Pope	Clement	IV	to	send	a	full	account	of	his	doctrines	to	Rome;
and	it	was	formerly	believed	that	he	suffered	imprisonment	following	the	condemnation
of	certain	propositions	by	the	Bishop	of	Paris	in	1277.

167.34	Pope	Sylvester	the	Second	(ca.	9401003),	teacher	of	the	Emperor	Otto	III	and
noted	for	his	scientific	learning	as	well	as	administrative	skill,	became	the	first	French
pope	in	999.	He	has	been	credited	with	introducing	the	use	of	Arabic	figures	into	Western
Europe	and	with	the	invention	of	the	pendulum	clock.	The	common	people	are	said	to
have	regarded	him	as	a	magician	in	league	with	the	devil;	and	after	his	death	many
Faustian	legends	arose	about	him.
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167.36	Virgilius	(ca.	700784),	a	learned	Irish	Benedictine	monk	and	missionary,	made	his
way	to	the	Continent	in	743	and	aided	the	work	of	St.	Rupert,	"apostle	of	Austria."
Virgilius	became	bishop	of	Salzburg	probably	in	755	and	is	venerated	as	the	"apostle	to
Carinthia."	He	believed	not	only	in	the	sphericity	of	the	earth	but	also	in	the	existence	of
life	at	the	antipodes;	and	at	some	date	prior	to	his	consecration	he	was	charged	by	St.
Boniface	(680754),	a	Devonshire	man	who	became	the	most	famous	of	all	missionaries	to
the	Germans,	with	teaching	doctrine	contrary	to	the	Scriptures.	We	do	not	have	Virgilius'
treatise	or	all	the	other	facts	in	the	case,	but	the	problem	of	the	universality	of	original	sin
and	of	man's	redemption	was	presumably	involved.	In	any	event,	Virgilius	apparently
succeeded	in	freeing	himself	of	the	charge	made	against	him	to	Pope	Zachary.	For	the
state	of	the	problem	of	the	antipodes	in	the	Middle	Ages,	cf.	E.	Amann,	"Virgile	de
Salzbourg,''	Dictionnaire	de	Théologie	Catholique,	XV,	2,	cols.	30933098.	See	also
Newman's	later	reference,	Idea,	p.	353.

170.21	Barthold	Georg	Niebubr	(17761831)	was	a	German	diplomat,	philologist,	and
historian	whose	Roman	History	(3	vols.,	1812;	1832)	was	the	first	to	deal	with	its	subject
in	a	modern	scientific	spirit,	introducing	new	principles	and	theories	into	historical
research:	e.g.,	regarding	the	theory	of	myth,	the	role	of	inference,	the	importance	of
ethnological	distinctions,	etc.

Antoine	Lavoisier	(17431794)	is	commonly	regarded	as	the	father	of	modern
chemistry.	He	disproved	the	phlogiston	theory	of	combustion,	propounded	a	theory	of
the	formation	of	chemical	compounds,	and	helped	to	devise	the	system	of
nomenclature	which	is	the	basis	of	the	present	system.

172.8	Joseph	Butler's	The	Analogy	of	Religion	Natural	and	Revealed	to	the	Constitution
and	Course	of	Nature	(1736),	one	of	the	most	famous	works	of	English	theology,	is	of
the	highest	importance	in	Newman's	thought,	as	the	first	chapter	of	his	Apologia	pro	Vita
Sua	indicates.	Cf.	Part	II	in	general,	Chapter	V	in	particular,	of	the	Analogy	for
illustrations	of	Newman's	remark.	See	also	pp.	349350	of	the	Idea	for	a	typical	example
of	Butler's	influence	on	Newman's	thinking.

175.8	"Whatever	men	dopray,	fear,	rage,	lust,	rejoice,	probe"Juvenal,	Satires,	I,	85.
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175.25	For	Jabel	cf.	Genesis	4:1822.	A	descendant	of	Cain,	the	son	of	Lamech	by	Ada,	he
was	called	the	father	"of	such	as	dwell	in	tents"	(i.e.,	nomads)	and	of	herdsmen.	His
brother	Jubal	was	called	"the	father	of	them	that	play	upon	the	harp."	Their	half-brother
was	Tubalcain,	''who	was	a	hammerer	and	artificer	in	every	work	of	brass	and	iron."
Nimrod	was	an	ancient	hero	of	uncertain	identity	who	seems	to	have	been	considered	the
builder	of	Babylon.	Cf.	Gen.	10:810.

175.28	Beseleel,	who	made	an	altar	of	brass,	was	the	chief	architect	of	the	tabernacle.	Cf.
1	Paral.	(1	Chron.)	2:20	and	2	Paral.	(2	Chron.)	1:5.

176.20	For	these	feasts,	cf.	Gen.	21:8;	29:1628;	Job	1:45,	42:	11.

177.20	Possibly	an	oblique	reference	to	King	Lear,	III,	ii,	7071;	but	I	have	not	succeeded
in	tracing	the	exact	quotation.

178.1	In	France	at	this	time	there	was	considerable	support	for	Abbé	Jean-Joseph
Gaume's	proposal	to	exclude	the	classics	as	a	corrupting	influence	from	all	but	the	very
highest	grade	of	school	in	favor	of	Christian	authors.	Although	the	subject	was	not	a	new
one	to	Newman,	having	arisen	earlier	in	one	form	or	another	among	Oxford	men,	he
clearly	had	Gaume's	book	Le	ver	rongeur	des	sociétés	modernes	(1851)	in	mind	as	he
was	preparing	the	Idea.	Cf.	Culler,	The	Imperial	Intellect,	pp.	262264;	and	the	lecture
called	"English	Catholic	Literature"	in	the	second	part	of	the	Idea.

178.25	St.	Philip	Neri	(15151595),	who	is	called	"the	Apostle	of	Rome,"	founded	the
Congregation	of	the	Oratory,	a	branch	or	house	of	which	Newman	established	in
England.	By	1575,	when	Pope	Gregory	XIII	formally	approved	his	society,	Philip	had
become	the	most	popular	and	quite	possibly	the	most	influential	figure	in	Rome,	his
advice	being	sought	after	by	clergy,	aristocracy,	and	common	people.	From	musical
services	held	at	his	residence	in	San	Girolamo,	incidentally,	comes	the	word	oratorio.

179.8	Savonarola	(14521498)	was	the	fervent	ascetic	who	for	more	than	fifteen	years
carried	on	a	passionate	crusade	against	Florentine	decadence	from	the	Dominican	priory
of	San	Marco,	where	Philip	Neri	received	his	early	education.

179.10	St.Charles	Borromeo	(15381584)	was	a	leader	of
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the	Counter-Reformation	who	as	Archbishop	of	Milan	carried	out,	after	the	Council	of
Trent,	a	thorough	reformation	of	his	diocese:	moral,	administrative,	educational.	He
often	sought	the	advice	and	help	of	Philip	Neri,	who	beheld	his	face	as	"so	beautiful
and	resplendent	that	he	declared	it	seemed	to	him	as	if	he	looked	upon	an	angel."	(Cf.
Bacci's	Life	of	St.	Philip	Neri,	ed.	F.	I.	Antrobus	[2	vols.,	London,	1902],	I,	353.)

179.12	St.	Ignatius	Loyola	(14911556)	was	a	Spanish	nobleman	and	soldier	who	turned
in	1522	to	a	religious	life,	wrote	his	famous	Spiritual	Exercises,	and	in	1540	founded	the
Society	of	Jesus	or	Jesuit	Order,	whose	first	superior	or	"general"	he	was.	One	of	its	chief
purposes	was	to	combat	heresy,	the	others	being	to	reform	the	Church	from	within	and	to
preach	the	Gospel	to	the	newly	discovered	pagan	world.	It	was	Ignatius	himself	who
called	Philip	"the	bell,"	having	tried	several	times	to	draw	him	into	the	Society	which
Philip	was	the	first	to	persuade	Italians	to	enter.	(Bacci,	I,	32.)

179.14	St.	Francis	Xavier	(15061552),	one	of	the	original	group	of	Jesuits,	was	one	of	the
most	famous	and	successful	of	all	Christian	missionaries.	His	principal	work	was	done	in
the	East	Indies	and	Japan,	more	than	a	half-million	conversions	being	attributed	to	him.

179.16	St.	Cajetan	(14801547)	was	a	reformer	of	the	clergy	who	founded	at	Rome	in
1524	the	congregation	known	as	the	Theatines	for	priests	who	would	live	in	common	but
engage	chiefly	in	pastoral	work.

180.31	Federigo	Borromeo	(15641631),	nephew	of	St.	Charles	and	also	Cardinal
Archbishop	of	Milan,	founded	the	Ambrosian	Library	there	in	1609.	He	had	the	most
profound	veneration	for	the	character	of	Philip	Neri	and,	when	he	had	no	particular
subject	he	wanted	to	discuss	with	Philip,	deemed	it	a	privilege	simply	to	remain	for	a	time
in	his	room.	Famous	for	his	erudition,	his	reforming	zeal,	and	his	personal	courage	in
time	of	plague,	he	has	been	immortalized	in	Manzoni's	great	historical	novel	The
Betrothed.	Cf.	Bacci,	I,	230	and	II,	74.

180.32	Agostino	Valerio,	Archbishop	of	Verona,	wrote	while	Philip	was	still	alive	a	little
book	on	Christian	joy	called	Philippus	sive	de	laetitia	Christiana,	in	which	he	called	the
saint
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a	Christian	Socrates.	Cardinal	Gabriello	Paleotto,	first	Archbishop	of	Bologna	and	a
penitent	of	Philip,	wrote	a	book	called	De	Bono	Senectutis,	in	which	the	saint	is	taken
as	the	embodiment	of	a	holy	and	virtuous	old	age.	(Cf.	Bacci,	II,	7273.)

180.33	Pius	IV	(14991565),	uncle	of	St.	Charles	Borromeo,	became	Pope	in	1559	and
brought	the	Council	of	Trent	to	a	successful	conclusion.	In	his	last	hour,	according	to
Bacci	(II,	71),	he	called	for	Philip's	assistance	and	died	in	his	arms.	But	Bacci's	is
probably	a	somewhat	sentimentalized	account.	Cf.	Louis	Ponnelle	and	Louis	Bourdet,	St.
Philip	Neri	and	the	Roman	Society	of	His	Times,	transl.	R.	F.	Kerr	(London,	1932),	p.
267.

180.35	Cesare	Baronius	(15381607)	joined	the	Oratory	in	1557,	succeeding	Philip	as
Superior	in	1593	and	becoming	Librarian	of	the	Vatican	in	1597.	His	best-known	work	is
Annales	Ecclesiastici,	a	history	of	the	Church	which	had	reached	the	year	1198	at	his
death.

Francesco	Zazzara	was	a	young	man	ambitiously	studying	law	in	hopes	of	rising	at
court	when	St.	Philip's	question,	"And	then?"	turned	him	toward	a	religious	life	in	the
Congregation.	Later	he	was	the	chief	agent	in	promoting	Philip's	canonization.	(Cf.
Bacci,	I,	266267.)

Flaminio	Ricci,	a	doctor	of	civil	and	canon	law	and	auditor	of	Cardinal	Sermoneta,	had
twice	heard	in	prayer	an	interior	voice	saying,	"Come,	follow	me."	One	day,	when
riding	through	the	streets	of	Rome,	he	came	upon	Philip,	whom	he	had	never	seen
before	and	who	said	to	him:	"Come,	follow	me."	He	immediately	took	steps	to	enter
the	religious	life,	joining	the	Congregation	in	1578.	(Cf.	Bacci,	II,	3738;	Ponnelle	and
Bourdet,	p.	356.)

180.38	Giovanni	Pierluigi	da	Palestrina	(ca.	15251594),	Composer	of	the	Papal	Chapel
and	later	choirmaster	at	St.	Peter's,	composed	austerely	beautiful	polyphonic	music
conforming	to	the	decrees	of	the	Council	of	Trent	in	reaction	to	the	worldly	influence	of
the	Renaissance.	Best	known	for	his	Missa	Papae	Marcelli,	he	was	a	friend	and	penitent
of	St.	Philip	and	was	put	in	charge	of	the	music	at	the	Oratory	in	1570.

181.1	Giovanni	Animuccia	was	Maestro	di	Cappella	at	St.
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Peter's	from	1555	until	his	death	in	1571.	Composer	of	the	famous	"laudi"	or	hymns	of
praise	sung	at	the	Oratory,	he	has	been	called	"Father	of	the	Oratorio."	For	Philip's
guidance	by	prayer,	cf.	Bacci,	I,	351352.
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Learning takes place through the active behavior of the student: it is
what he does that he learns, not what the teacher does.

Ralph W. Tyler (1949)

If students are to learn desired outcomes in a reasonably effective man-
ner, then the teacher’s fundamental task is to get students to engage in
learning activities that are likely to result in their achieving those out-
comes. . . . It is helpful to remember that what the student does is actu-
ally more important in determining what is learned than what the
teacher does.

Thomas J. Shuell (1986)
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Foreword to original edition

The book is an exceptional introduction to some difficult ideas. It is full of
downright good advice for every academic who wants to do something prac-
tical to improve his or her students’ learning. So much of what we read on
this subject is either a recycling of sensible advice topped by a thin layer of
second-hand theory, or a dense treatise suitable for graduate students with a
taste for the tougher courses. Not many writers are able to take the reader
along the middle road, where theory applied with a delicate touch enables us
to transform our practice. What is unique about Biggs is his way with words,
his outspoken fluency, his precision, his depth of knowledge, his inventive-
ness, or rather how he blends all these things together. Like all good
teachers, he engages us from the start, and he never talks down to us. He
achieves unity between his objectives, his teaching methods and his assess-
ment; and thus, to adapt his own phrase, he entraps the reader in a web of
consistency that optimizes his or her own learning.

Perhaps not everyone will agree with Biggs’s treatment of the academic
differences between phenomenography and constructivism. I’m not sure
I do myself. But does it matter? The author himself takes a pragmatic
approach. In the daunting task that faces lecturers in responding to the
pressures of mass higher education, reduced public funding, and students
who are paying more for their education, the bottom line of engineering
better learning outcomes matters more than nice theoretical distinctions.

Readers of the present book will especially enjoy its marvellous treatment
of student assessment (particularly Chapters 3, 8 and 9).* Biggs’s most out-
standing single contribution to education has been the creation of the Struc-
ture of the Observed Learning Outcome (SOLO) taxonomy. Rather than
read about the extraordinary practical utility of this device in secondary
sources, get it from the original here. From assessing clinical decision

* This material is covered in Chapters 5, 9, 10 and 11 in the present edition.
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making by medical students to classifying the outcomes of essays in history,
SOLO remains the assessment apparatus of choice.

There are very few writers on the subject of university teaching who can
engage a reader so personally, express doubts so clearly, relate research
findings so eloquently to personal experience and open our eyes to the
wonder around us. John Biggs is a rare thing: an author who has the humility
born of generosity and intelligence to show us how he is still learning
himself.

Paul Ramsden
Brisbane

xvi Foreword to original edition
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Preface to third edition

It is very gratifying to discover that, since the second edition of this book, the
concept of ‘constructive alignment’ has become part of the working theory
not only of individual teachers, researchers and teaching developers, but has
been implemented in many institutions and is now part of the language
of quality assurance on a systemic basis. Google ‘constructive alignment’ and
you now get over 24,000 references.

This upsurge of interest in constructive alignment is paralleled by that in
outcomes-based education (OBE): this is not surprising, given that con-
structive alignment is itself one form of OBE. Unfortunately, there are other
forms of OBE that have received a less than favourable press. To make sure
we keep constructively aligned OBE quite separate from the others, we refer
to ours as one instance of outcomes-based teaching and learning (OBTL).
Our concern is exclusively with enhancing learning through quality teaching,
not with managerialism, on the one hand, or with politically controversial
school-based curricula, on the other. These tangled skeins are unravelled in
Chapter 1.

However, this edition is not intended only for those interested in
outcomes-based education. The major intention is as it has always been: to
enhance teaching and learning through reflective practice using construct-
ive alignment as the framework for reflection.

An important feature of this edition is that whereas in previous editions
Catherine Tang was acknowledged as ‘a continuing source of inspiration’ to
JB, she is now on board as co-author. While Catherine was head of staff
development at the Hong Kong Polytechnic University (PolyU), she initiated
an inter-institutional project implementing constructive alignment, funded
by the University Grants Committee (UGC) of Hong Kong, resulting eventu-
ally in the PolyU adopting constructive alignment throughout the univer-
sity. Then both of us were invited as consultants to the institution-wide
implementation of OBTL, in the form of constructive alignment, at the City
University of Hong Kong. This experience has taught us a great deal, not
only about implementing constructive alignment in different disciplines in
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individual classrooms, but also about the strategies – and the politics – of
implementation on an institution-wide basis. The UGC is currently commit-
ted to bring outcomes-based education, of which constructive alignment is
one example, to all eight Hong Kong tertiary institutions in due course.

The language of OBE has become widespread and for that reason, this
edition uses that language consistently: for example, we now speak of
‘intended learning outcomes’ (ILOs), not ‘curriculum objectives’ as before.
In fact, we are grateful for the reminder, because ‘curriculum objectives’
wasn’t quite the right term anyway, as we discuss in Chapter 5.

Our recent experience has also resulted in several changes from previous
editions, apart from terminology. One is that we are concerned with imple-
mentation at the institutional level as well as in the classroom. What were in
the previous edition special topics – large class teaching, using educational
technology, teaching international students – are now dealt with as all part of
designing and implementing constructively aligned teaching and assess-
ment. Educational technology is now so much an integral part of university
teaching that it should be treated as such, not as a special topic. And while
international students undoubtedly have specials needs with regard to provi-
sion for language and social support, when teaching is focused on students’
learning activities that are aligned to the intended outcomes of learning, the
need to teach to presumed differences between students on the grounds of
ethnicity disappears, as was made clear in the previous edition.

Another change is that, following our own hands-on experience with
implementing constructive alignment, this edition is even more practically
oriented than the last, aimed directly at practising teachers, staff developers
and administrators. Readers looking for a comprehensive update of research
into student learning will not find it here. We do, however, provide two or
three tasks in every chapter, making some 28 tasks in all. Doing those tasks as
you, the reader, progress will without doubt enhance your understanding of
constructive alignment, but you may prefer to tackle those tasks if and when
you are seriously attempting to implement constructive alignment in your
own teaching. In that case, the tasks are virtually a ‘how-to’ manual. To
emphasize that practical orientation, and to show that implementation is
possible under a variety of conditions, the final chapter gives concrete
examples of implementing constructive alignment on a faculty-wide basis
and of recently constructively aligned curricula in various subjects. We also
provide URLs for some excellent material that is ‘up there’ waiting to be
accessed.

Finally, a further note on terminology. Many different terms are used to
refer to degree programmes and the unit courses making up those pro-
grammes. Bachelor’s degree programmes we refer to as ‘programmes’, which
some refer to as ‘courses’. The units of study that make up programmes we
call ‘courses’, which others refer to as ‘units’, modules’ or ‘subjects’.

John Biggs, Catherine Tang
Hobart, Tasmania

xviii Preface to third edition
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When you have read this book

When you have read this book you should be able to:

1 Explain to a colleague what ‘constructive alignment’ is and where it fits
into other models of outcomes-based education.

2 Write a set of no more than five or six intended learning outcomes, each
containing a key ‘learning verb’, for a semester-long course you are
teaching.

3 Reflect on your current teaching using the constructive alignment frame-
work and devise:

• teaching/learning activities that address your intended learning out-
comes and that activate those key verbs

• assessment tasks that likewise address those key verbs
• rubrics or criteria for assessment that enable judgments to be made as to

how well your outcomes have been addressed.

4 Develop quality enhancement processes for your own teaching.
5 Identify quality assurance and enhancement processes within your institu-

tion that support the implementation of constructively aligned teaching.
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1
The changing scene in university teaching

In the days when university classes contained highly selected students,
the lecture and tutorial seemed to work well enough. However, the
increasingly drastic changes in the tertiary sector have redrawn the uni-
versity scene – not entirely disadvantageously for teaching quality. With
student fees now a high proportion of funding, universities have had to
improve the quality of their teaching. Many are using constructive
alignment – what this book is about – as the means of doing so. We see
how it may do that by looking at two very different students, Susan and
Robert, who we are likely to meet in today’s classrooms.

The nature of the change

The university sector in most western and some eastern countries continues
to change at an increasingly hectic rate. A major difference in the period
separating this edition from the last, published in 2003, is that there is
now an increasing recognition that teaching and learning have been neg-
lected in favour of leaner and meaner universities – and that something
needs to be done about it, particularly given that teaching now has a higher
priority in most of today’s universities. How this came about is rather
paradoxical.

Twenty years ago, public funding paid for virtually 100% of costs of
the tertiary sector, but today that is very far from being the case. Australia,
for example, is now heading towards 30% of university funding from
the public purse. The bulk of the missing funding comes from student
fees. That is having profound effects on both students and on university
teaching.

However, the reason for the enormous cuts in public funding was not only
to save money and keep taxes low, although that was the rhetoric; it was
ideological. It stems from the neo-conservative belief that education is a
private good and therefore one should pay for it, like one does for any other
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goods. That changed the nature of universities and the university mission:
they became corporatized and competitive for markets.

First, let us look at what happened to teaching and learning.

Teaching and learning

Now that students have to pay higher fees, they will be likely to demand high-
profile programmes that are well taught and will enhance their employment
prospects. Those who can, will shop around to find the right one for them.
Some, using the logic that education is a commodity to be bought, feel that
having paid for a degree they are entitled to be awarded one. The pressures
on staff are complex: to teach in a student-friendly manner, but that may
encourage them to lower standards. Such downward pressures, in some
celebrated cases, have also emanated from administration, because of the
funding implications of failing students.

Universities in many Asian countries have improved their teaching con-
siderably, so that the cost benefits of Asian students leaving their countries to
complete a degree are, for Hong Kong, Singaporean, Malaysian, Korean and
increasingly PRC students, not so apparent as they once were. There’ll always
be linguistic and cultural reasons for moving to another country to study, but
the educational case for international students to study abroad is not nearly as
strong as it once was. Universities will need to provide teaching of a quality
well above that which these students would receive in their home countries,
not to mention making special provision for them in providing a supportive
extracurricular environment and services.

Despite the financial disincentives, a greater proportion of school leavers
is now in higher education. Ten years ago the proportion was around 15%;
now it is over 40% in many countries, and some politicians are signalling
a target of up to 60%. The brightest and most committed students still go
to university, as they have in the past, but they sit alongside students of
rather different academic bent. The range of ability within classes is now
considerable, which presents teaching-related problems to staff.

Cramming students into large lecture halls is no longer good enough.
Many universities, accepting that teaching is no longer the poor cousin of
research, have responded positively with an increasingly teaching-friendly
environment. It is increasingly being recognized that good teaching is as
much a function of an institution-wide infrastructure as it is a gift with which
some lucky academics are born. Many universities are funding on a larger
scale than previously staff development centres and centres for teaching
and learning, giving recognition of research into teaching one’s content
area as legitimate research, and accepting an institution-wide responsibility
for teaching-related issues, with policies and procedures that encourage
good teaching and assessment.

In sum, under the new financial arrangements in universities, both
teaching quality and maintenance of standards are under greater pressure

2 Teaching for quality learning at university
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than ever. However, as argued in previous editions of this book, maintaining
standards when the quality of students is so diverse is indeed possible. This is
the ‘Robert and Susan’ problem, to which we return later in this chapter.
The solution to the problem, briefly, is a matter of immersing students in a
teaching environment that requires them to use learning activities that are
likely to lead to the intended outcomes – and we use constructive alignment
to achieve this.

If a focus on improving teaching at the classroom level is one consequence
of the rigorous new financial regime on universities, it had quite a different
effect on the management of institutions.

Managerial concerns

The new agenda for universities, to sell education and to provide for
market needs, makes them like any other corporation that sells a product.
Vice-chancellors become CEOs of a firm; the administration, top heavy with
managers, dictates policy and such matters as what courses are to be taught
and what are to be cut. This has enormous implications for both research
and teaching, but we concentrate only on the latter here.

The managerial climate demands a new modularized credit-based curric-
ulum, accountability and quality assurance. If a degree is a commodity to
be sold, then the ‘customer’ will demand assurance as to the quality of
the product, and that a degree commenced in one university can be com-
pleted in another. As students move between university and workforce and
back to university, or start their degree at one institution and finish at
another, they can trade in credit transfers. Hence the appearance of bench-
marking institutions, in a more formalized attempt to standardize the out-
comes of education than the previous external examiner system and of the
modularization of degree programmes.

One version of outcomes-based education (OBE) made its appearance
as a means of benchmarking and increasing accountability – but the out-
comes are at institutional rather than the course level. This application and
theory of OBE is quite different from that in outcomes-based teaching and
learning, and constructive alignment in particular, which is concerned with
more effective teaching and assessment at the course and programme level.
We discuss these differences between different types of outcomes-based
education later.

A danger of benchmarking and the credit transfer curriculum is that
one of the important characteristics of the university, the pursuit of excel-
lence, is endangered. Ideally, departments should build on their strengths
so that they became renowned for their research and teaching in a specific
area of the discipline. Credit transfers, however, may work on the equiva-
lence not only of standards but of curriculum, so the net effect is likely
not to differentiate but to homogenize the offerings between universities.
Care must be taken that credit transfers do not ‘dumb down’ institutions
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to the standards of the weakest. Many stakeholders are aware of this problem,
claiming that market forces will force universities to continue to offer better
quality, and/or different, programmes than the opposition.

Universities have attempted to meet these demands relating to quality and
differentiation with ‘graduate attributes’. These are outcome statements
at institutional level to the effect that graduates of any of university X’s
degree programmes will display certain attributes that employers would find
attractive, and that hopefully might distinguish them from graduates from
other universities. Such attributes would include ‘creativity’, ‘independent
problem solving’, ‘professional skills’, ‘communications skills’, ‘teamwork’,
‘lifelong learning’, and so on.

Graduate attributes are conceived in mainly two different ways: as generic,
comprising context-free qualities of individuals, as if graduates are simply
‘creative’ whatever they do; or as embedded, that is, as abilities or ways
of handling issues that are context dependent, so that creativity is only
guaranteed, as it were, in a graduate’s content area. We take the embedded
view here, as developed in Chapter 5. The generic view of graduate attributes
often comes close to personality change. One university we know states
categorically that ‘a university X graduate is culturally sensitive’ (our
emphasis) – in which case, a university X graduate arrested for inciting a
race riot would seem to have an excellent case for suing university X for
failing to deliver. These ‘hard’, context-free claims, reifying the attribute,
are hard to sustain as anything else but spin, and an inappropriate use
of outcomes-based education. As Hussey and Smith (2002) put it, out-
comes ‘have been misappropriated and adopted widely . . . to facilitate the
managerial process’.

We need to carefully distinguish between outcomes-based approaches
that are used managerially and those that are used to enhance teaching
and learning. An anonymous review that appeared on the Amazon UK
site of the last edition of this book didn’t make that distinction. It read
in part:

The book (Teaching for Quality Learning at University) as a whole is an
apology for the fraudulent way in which higher education is currently
managed at an institutional level.

Either the reviewer hadn’t read the book or the previous edition wasn’t
clear enough that the very last thing this book is meant to be is an apology for
managerialism (see also Biggs and Davis 2001). It is not meant to be an attack
either, except in so far as managerial concerns override educational con-
cerns, to the detriment of the latter – which can be a danger, as we examine
in Chapter 12.

So let us be absolutely clear about where we stand on outcomes-based
education in the present edition. As we explain here, outcomes-based
education refers to very different kinds of animal, some with bad names.

4 Teaching for quality learning at university
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What then is outcomes-based education?

Since the previous edition of this book, the principles of constructive
alignment have become widely used, under the more general label of
‘outcomes-based education’ (OBE) or ‘outcomes-based teaching and learn-
ing’ (OBTL). Outcomes-based teaching and learning is a convenient and
practical way of maintaining standards and of improving teaching. Standards
are stated up front and teaching is tuned to best meet them, assessment
being the means of checking how well they have been met.

Outcomes-based education (OBE) has been used in quite different ways:
for enhancing teaching and learning, and for furthering a managerial
agenda. Outcomes-based education is sometimes identified with competency-
based education. This is a mistake: competency-based education is just
one example of outcomes-based education. Where it differs from other
forms of OBE is in the definition of the outcomes, which in competency-
based education are narrow competencies such as skills. For this reason,
competency-based education is common in vocational and technical educa-
tion. Constructive alignment might be called ‘competency-based’ if we
restricted our intended learning outcomes to competencies and skills – but
as we don’t so restrict the level of our intended learning outcomes, but extend
them to as high a cognitive level a university teacher wants, constructive
alignment cannot be identified with competency-based education.

Yet another version of OBE has in the last decade become headline
news, damned as ‘the Nazi model’ (Kjos no date), ‘left wing propaganda’
(Donnelly 2004), an ‘infection in the Australian education system’ (Brendan
Nelson, one-time Australian Federal Minister of Education).

The fact that the same term, outcomes-based, has been used in these
different ways has created immense confusion, not to say mischief – as
indeed we have seen in the case of our anonymous Amazon reviewer.
Because of the confusions, and the emotion that OBE has aroused, we must
clarify what we are talking about, and forthwith.

OBE version one

William Spady (1994) proposed an individualized programme for disad-
vantaged school students that he called ‘outcome-based education’. Instead
of teaching the standard disciplines, he set up targets for each student
to reach so that all could achieve some sort of success. What attracted
most ire was that his targets included a values component of a general
humanistic kind that Christian fundamentalists thought were not the
school system’s business. The Spady model, less some of the values out-
comes, was picked up and adapted by several Australian state education
departments. However, they made the bad mistakes, so some thought, of
designing cross-disciplinary targets – no more ‘basics’, you see – and of
using a sort of postmodern management-speak that many parents and
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teachers didn’t understand and that conservative politicians took for left-wing
propaganda.

OBE version two

This version comes from the accountability movement in the USA (Ewell
1984; Miller and Ewell 2005). Here the ‘outcomes’ are at the institutional
level, comprising averaged student performances and other kinds of insti-
tutional outcomes, in order to meet accreditation requirements and the
requests of external stakeholders like employers and policymakers. Most
US institutions now have a set of outcomes statements in place, constructed
with the aid of an enormous ‘template’ comprising four dimensions and
12 sub-dimensions, each containing its own outcomes (Ewell 1984): know-
ledge outcomes (two sub-dimensions), skills outcomes (two sub-
dimensions), attitude/value outcomes (four sub-dimensions), and relation-
ships with society and with particular constituency outcomes (four sub-
dimensions). The possible total of outcomes amounts to 48 in all.

Unfortunately, the term ‘assessment’ in the USA can mean assessing
individual students, as it does in most other English-speaking countries,
but it can also mean assessing at the institutional level, as in quality assur-
ance. This double meaning causes a great deal of confusion, suggesting
to teachers that they should be teaching and assessing students on all or
most outcome dimensions and sub-dimensions. Benchmarking exercises
require teachers to stipulate how the courses they teach meet these out-
come statements, using them as a template, but in our experience many
teachers see each dimension and its sub-dimensions not just for bench-
marking but as mandatory in their teaching and assessment of students,
creating a procrustean monster to which they are to fit their own course
outcome statements. As we see in Chapter 5, programme and course out-
comes alike should rarely exceed five or six in number, otherwise it is prac-
tically impossible to align teaching/learning activities and assessment tasks
to them all.

OBE version three

The final version we distinguish is outcomes-based teaching and learning
(OBTL), which had its seeds in the Dearing Report (1997), where outcomes
are defined specifically to enhance teaching and assessment, not to serve any
other purpose*.

The essential features of OBTL are that, first, we state what we intend
the outcomes of our teaching a particular course or programme to be. An

* Hong Kong’s University Grants Committee has just adopted the very appropriate
‘Outcomes-based Approaches to Student Learning’ (OBASL)
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outcome statement is a statement of how we would recognize if or how
well students have learned what is intended they should learn, not a prompt
list of topics for teachers to ‘cover’ in a curriculum. Such an outcome
statement tells us what, and how well, students are able to do something
that they were unable, or only partially able, to do before teaching. Good
teachers have always had some idea of that – that is one reason why they
are good teachers. In outcomes-based teaching and learning, we are simply
making that as explicit as we can – always allowing for unintended but desir-
able outcomes. Teachers and critics often overlook this last point; that stu-
dents may also learn outcomes that hadn’t been foreseen, but which are
eminently desirable. Of course, we should allow for these in our assessment
strategies! The issue of unexpected or unintended outcomes is discussed in
Chapter 9.

The second essential feature of outcomes-based teaching and learning
is that teaching should be done in such a way as to increase the likelihood
of most students achieving those outcomes. Talking about the topic, as in
traditional teaching, is probably not the best way of doing that. We need to
engage the students in learning activities that directly link to achieving the
intended outcomes. The Susan and Robert story in the next section expands
on this point.

The third essential feature is that we need to assess how well the outcomes
have been achieved. Usually this means using an assessment task that
requires the student to perform the intended outcome itself. This, in many
cases, is not best achieved by giving students questions to which they write
answers in an invigilated exam room.

Constructive alignment, the theme of this book and its previous editions,
differs from other forms of outcomes-based teaching and learning in that in
constructive alignment we systematically align the teaching/learning activ-
ities, and the assessment tasks to the intended learning outcomes, according
to the learning activities required in the outcomes.

All this might sound difficult, time consuming and way too idealistic. That
is not what an increasingly large number of university teachers are finding.
This book will explain the background and lead you through all the stages of
implementing constructive alignment, but using the outcomes-based ter-
minology that is now current.

In order to clarify the distinctions made in this section, and in the hope
of standardizing usage that to date has been all over the place, we propose
Box 1.1. Previously, there has been little consistency about hyphenation
and the use of outcome- or outcomes-: both sometimes appear in the same
article.

So, let outcome-(singular)-based education (OBE) refer to version one,
the Spady model; outcomes-(plural)-based education (OBE) refer to version
two, the Ewell and like managerial models; and outcomes-based teaching
and learning (OBTL) refer to version three. In this book, the form of OBTL
we are using is where constructive alignment is the means of enhancing
teaching and learning.

The changing scene in university teaching 7
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Now let us return to the changing scene in university education and
its effects on teaching and learning by looking at the ‘Robert and Susan’
problem.

Making Robert learn like Susan

Let us look at two students attending a lecture. Susan is academically
committed; she is bright, interested in her studies and wants to do well. She
has clear academic or career plans and what she learns is important to

Box 1.1 Outcomes-based education, outcomes based education,
outcome-based education and outcome based education: Which do we
use?

To hyphen or not to hyphen?

Google produces identical results with or without the hyphen. Usage
suggests the hyphen so let’s keep it.

Outcomes-based education or outcome-based education?

Outcomes-based education: 155,000 Google hits. These mostly refer to
OBE at the tertiary level.

Outcome-based education: 51,000 Google hits. These refer to school,
primary and secondary levels, and to the tertiary level. However,
William Spady first used the term outcome-based at school level, so let’s
keep it at that.

Solution

Outcomes-based education for tertiary. Outcome-based education for
school level.

Problem

But in that case how do we distinguish the top-down managerialist
OBE, which is mainly concerned with institutional-level outcomes from
our OBE, which is concerned with excellent classroom teaching?

Solution

Top-down managerialist OBE can stay as it is and welcome.

Classroom-level OBE addresses teaching and learning: hence OBTL.

Constructive alignment (22,900 Google results at time of writing) is
OBTL that aligns teaching and assessment to the intended learning
outcomes (see Chapter 4).

8 Teaching for quality learning at university
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her. When she learns, she goes about it in an ‘academic’ way. She comes to
the lecture with sound, relevant background knowledge, possibly some ques-
tions she wants answering. In the lecture, she finds an answer to a preformed
question; it forms the keystone for a particular arch of knowledge she
is constructing. Or it may not be the answer she is looking for and she
speculates, wondering why it isn’t. In either event, she reflects on the per-
sonal significance of what she is learning. Students like Susan virtually teach
themselves; they typically do not need much help from us.

Now take Robert. He is at university not out of a driving curiosity about
a particular subject or a burning ambition to excel in a particular profession,
but to obtain a qualification for a decent job. A few years ago, he would
never have considered going to university. He is less committed than Susan,
possibly not as bright, academically speaking. He has little background of
relevant knowledge. He comes to lectures with few questions. He wants only
to put in sufficient effort to pass. Robert hears the lecturer say the same
words as Susan is hearing but he doesn’t see a keystone, just another brick to
be recorded in his lecture notes. He believes that if he can record enough
of these bricks and can remember them on cue, he’ll keep out of trouble
come exam time.

Students like Robert are in higher proportions in today’s classes. They
do need help if they are to achieve the acceptable levels of understanding.
To say that Robert is ‘unmotivated’ may be true but it is unhelpful. All it
means is that he is not responding to the methods that work for Susan,
the likes of whom were sufficiently visible in most classes in the good old
days to satisfy us that our teaching did work. But, of course, it was the
students who were doing the work and getting the results, not our
teaching.

The challenge we face as teachers is to teach so that Robert learns more in
the manner of Susan. Figure 1.1 suggests that the present differences between
Robert and Susan (point A) may be lessened by appropriate teaching
(point B). Three factors are operating:

• The students’ levels of engagement in relation to the level of learning
activity required to achieve the intended learning outcomes in relation
to a particular content and context (ranging from ‘describing’ to ‘theor-
izing’, as between the dashed lines in Figure 1.1, p. 10).

• The degree of learning-related activity that a teaching method is likely to
stimulate.

• The academic orientation of the students.

Point A is towards the ‘passive’ end of the teaching method continuum,
where there is a large gap between Susan’s and Robert’s levels of engage-
ment. A lecture would be an example of such passive teaching and we get
the picture just described. Susan is working at a high level of engagement
within the target range of learning activities – relating, applying and
theorizing from time to time – while Robert is taking notes and memorizing
and is not within the target range of activities. If you compare this with
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Figure 2.1 (on page 27), you will see that Susan is using a ‘deep’ approach,
comprising outcomes-appropriate learning activities, while Robert is operat-
ing below what is required using a ‘surface’ approach.

At point B, towards the ‘active’ end of the teaching method continuum,
the gap between Susan and Robert is not so wide; he is actually using many
of the learning activities needed to achieve the intended learning outcomes.
Problem-based learning would be an example of an active teaching method,
because it requires students to question, to speculate, to generate solutions,
so that Robert is now using the higher order cognitive activities that Susan
uses spontaneously. The teaching has narrowed the gap between their levels
of active engagement in learning. This is because the teaching environment
requires the students to go through learning activities that are aligned to the
intended outcomes. Problem-based learning is an example of such aligned
teaching: the intended outcome is that the student solve professional prob-
lems and the teaching requires the student to go through solving such prob-
lems. The assessment is how well the problems are solved. This is one
example of constructive alignment in teaching.

Of course, there are limits to what students can do that are beyond the
teacher’s control – a student’s ability is one – but there are other things that
are within our control and capitalizing on them is what good teaching is all

Figure 1.1 Student orientation, teaching method and level of engagement
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about. Although Figure 1.1 is a hypothetical graph, it helps us to define good
teaching, as follows:

Good teaching is getting most students to use the level of cognitive processes needed
to achieve the intended outcomes that the more academic students use
spontaneously.

Good teaching narrows the gap between the Susans and the Roberts of this
world.

Design of this book

This book is addressed to teachers, to staff developers and to administrators.
Individual teachers experience the problems, and will need to generate
the solutions. Those solutions will not be found in learning a whole new
bag of teaching tricks, any one of which may or may not be useful for your
particular circumstances. Solutions are likely to be found in reflecting on
your teaching problems, and deriving your own ways of handling them
within your departmental context (see Chapters 3 and 12). But before you
can do that, you need a framework with which to structure your reflections.
Constructive alignment provides such a framework, anchoring teaching
decisions all the time to achieving or assessing the intended learning
outcomes.

Staff developers, for their part, need to continue to work with indi-
viduals, but not so much in generic standalone workshops, but within
the context of their department. More generally, staff developers need
to work with departments themselves on their teaching programmes and
with administration to get the institutional policies and procedures right
on teaching-related matters. If this book is to address quality teaching,
we need to go beyond the individual and examine the institution. How
the institution may be reflective is addressed in Chapter 12, together
with the closely related theme of quality enhancement, not just quality
assurance.

All three – teachers, staff developers and administrators – need to immerse
themselves in the ‘scholarship of teaching’ (Boyer 1990). Academics have
always been teachers, but the first priority of the majority is to keep up with
developments in their content discipline and to contribute to them through
research. Developing teaching expertise usually takes second place: a set of
priorities dictated as much by institutional structures and reward systems as
by individual choice. But there is another body of knowledge, apart from
their content areas, that academics also have a responsibility to address. This
is the body of knowledge that underwrites good teaching, much of which is
addressed in this book.

In Chapter 2, we look at some of the research on student learning with
a view to using that knowledge in designing more effective teaching.
Students can use effective (deep) and ineffective (surface) approaches to
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their learning and, in turn, effective teaching maximizes the former and
minimizes the latter. Chapter 3 sets the stage for effective teaching by look-
ing at what ‘motivating’ students might mean and what the climate for teach-
ing might be like: this requires that teachers reflect on what they are doing
and why.

The rest of the book is concerned with implementing constructive
alignment in our version of outcomes-based teaching and learning, as
explained in Chapter 4. Following chapters focus on crucial points in the
teaching process: what constitutes a good teaching/learning environment,
designing intended learning outcomes, teaching/learning activities and
assessment tasks that are appropriately aligned to the outcomes and grading
based on those tasks.

Chapter 12 discusses questions of how best to implement constructive
alignment, both by individual teachers, and by whole departments, faculties
or schools, and what lessons this has for enhancing the quality of teaching
and learning in the institution as a whole. Chapter 13 presents several
examples of implementing constructive alignment in one whole faculty,
and in several courses drawn from different content areas. Perhaps this will
convince any readers, who might have lingering doubts, that constructive
alignment is not pie in the sky but eminently manageable, workable and
effective.

Summary and conclusions

The nature of the change

The changing face of universities has several aspects. Financially, public
funding is much decreased. The shortfall has been picked up by charging
higher and higher student fees, on the neo-conservative assumption that
education is a personal benefit, a commodity that should, therefore, be paid
for by the individual. At the same time, proportionally more students are at
university than ever before, pursuing professionally and vocationally
oriented rather than the traditional academic programmes. Classrooms are
thus full of a diverse range of students, all demanding the quality teaching
they believe they have paid for and should be receiving. Universities are now
responding to this demand for better teaching, increasingly with ‘outcomes-
based education’.

What is outcomes-based education?

Outcomes-based education is, however, a thoroughly confused concept. This
is because there are three quite different versions, with overlapping termin-
ology. One version arose in a scheme for disadvantaged school students,
which, for various reasons, drew criticisms from the far right of politics.

12 Teaching for quality learning at university



10:58:06:11:07

Page 13

Page 13

Another version is used as a tool in managerialism’s new role in universities
for benchmarking institutions, for accountability and credit transfers, which
many academics find practically and ideologically uncomfortable. The third
version we refer to as outcomes-based teaching and learning (OBTL), which
is solely concerned with enhancing teaching and learning. OBTL is ideally
implemented using our old friend constructive alignment, introduced in the
first edition of this book in 1999. Its relevance in the present context can be
seen in reference to teaching Robert and Susan.

Making Robert learn like Susan

Susan is the sort of ‘academic’ student teachers dream about. She hardly
needs teaching: she is motivated, knowledgeable and actively learning even
in lectures. Robert is unsure of his goals, is doing subjects that don’t really
interest him and sits passively in class. There is a large gap between Susan’s
performance and Robert’s. In a class that requires students to engage in
learning activities that directly address the intended learning outcomes –
where the teaching is constructively aligned, in other words – Robert is more
likely to engage in the sort of learning that Susan does spontaneously. This
book is designed to explain how this works and how it can be put into
practice in most teaching situations.

Further reading

On trends in higher education

Beach, C., Broadway R. and McInnes, M. (eds) (2005) Higher education in Canada.
www.jdi.econ.queensu.ca/

One of the major problems in Canada is underfunding, the cost being borne by
rising tuition fees. Overcrowded classes, teaching quality has declined. Students seek
out good-quality academic programmes.
Dearing, R. (1997) National Committee of Inquiry into Higher Education (Dearing Report).

Higher Education in the Learning Society, Report of the National Committee.
Norwich: HMSO.

The first major thrust towards outcomes-based education in the UK. Now most
universities explicitly describe course and programme outcomes in terms of the
outcomes students are intended to attain, although how far these filter through
into outcomes-based teaching and learning varies between institutions.
Wittenberg, H. (2006) Current and Future Trends in Higher Education. Commissioned by

the Austrian Federal Ministry for Education, Science and Culture.
The shape of things to come in Europe: the Bologna process, involving standard-

izing modular and tiered programmes across countries with credit systems ‘to
make educational achievements transparent’; effects of increased participation
rates, performance assessment of teaching–learning processes resulting in new forms
of quality assurance.
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On Susan and Robert

Buckridge, M. and Guest, R. (2007) A conversation about pedagogical responses
to increased diversity in university classrooms, Higher Education Research and
Development, 26, 133–146.

Margaret, a staff developer, and Ross, an economics teacher, hold a dialogue about
dealing with the increasingly large number of Roberts sitting alongside the Susans in
our classes. Is it fair to Susan to divert resources from her in order to deal with Robert?
Is it fair to Robert if you don’t? Is it really possible to obtain the optimum from each
student in the same overcrowded class? Read, and draw your own conclusions.
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2
Teaching according to how students learn

How effectively we teach depends, first, on what we think teaching is.
Three levels of thinking about teaching are distinguished. The first
two are ‘blame’ models, the first blaming the learner, the second the
teacher. The third model integrates learning and teaching, seeing
effective teaching as encouraging students to use the learning activities
most likely to achieve the outcomes intended. To do this requires some
knowledge of how students learn. Students may use inappropriate or
low level activities, resulting in a surface approach to learning, or high-
level activities appropriate to achieving the intended outcomes, result-
ing in a deep approach to learning. Good teaching supports those
appropriate learning activities and discourages inappropriate ones.

Levels of thinking about teaching

All teachers have some theory of what teaching is when they are doing it,
even if they are not explicitly aware of that theory and their theories deeply
affect the kind of learning environment they create in their classrooms
(Gow and Kember 1993). Three common theories of teaching exist, which
teachers tend to hold at different points in their teaching career. In fact,
these levels describe a sequence in the development of teachers’ thinking
and practice: a routemap towards reflective teaching, if you like, where the
level at which a teacher operates depends on what is focused on as most
important.

But before discussing different theories of teaching and learning, what are
yours (Task 2.1 p. 16)?
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Now let’s see what others think.

Level 1. Focus: What the student is

Teachers at Level 1 focus on the differences between students, as most
beginning teachers do: there are good students, like Susan, and poor stu-
dents, like Robert. Level 1 teachers see their responsibility as knowing the
content well, and expounding it clearly. Thereafter, it’s up to the student to
attend lectures, to listen carefully, to take notes, to read the recommended
readings, and to make sure it’s taken on board and unloaded on cue. Susan
does – good student; Robert doesn’t – poor student.

At Level 1, teaching is in effect held constant – it is transmitting informa-
tion, usually by lecturing – so differences in learning are due to differences
between students in ability, motivation, what sort of school they went to, A
level results, ethnicity and so on. Ability is usually seen as the most important
factor, an interesting consequence of which is that teaching becomes not so
much an educative activity as a selective one, assessment being the instrument
for sorting the good students from the bad after teaching is over. Many
common but counterproductive practices spring from this belief, as we dis-
cuss when dealing with teaching and assessment methods. The curriculum is
a list of items of content that, once expounded from the podium, have been
‘covered’. How the students receive that content and what their depth of
understanding of it might be are not specifically addressed.

Task 2.1 What are your theories of teaching and learning?

Learning is

Teaching is

When you have finished this chapter, come back to these statements
and see how they check out against the transmission and student learn-
ing models, and the theories of teaching outlined in the chapter.
Where do your own views lie? Now that you have seen these other views,
have you changed your theory of teaching?

Comments
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Level 1 is founded on a quantitative way of thinking about learning and
teaching (Cole 1990), which manifests itself most obviously in assessment
practices, such as ‘marking’, that is, counting up points. We examine this
model, its manifestations and its consequences, in Chapter 9.

The view of university teaching as transmitting information is so widely
accepted that teaching and assessment the world over are based on it.
Teaching rooms and media are specifically designed for one-way delivery. A
teacher is the knowledgeable expert, the sage on the stage, who expounds
the information the students are to absorb and to report back accurately.
How well students do these things depends, in this view, on their ability, their
motivation – even their ethnicity, Asian students frequently being unfairly
and inaccurately stereotyped as ‘rote-learners’ (Biggs 1996).

Explaining the variability in student learning on students’ characteristics is
a blame-the-student theory of teaching. When students don’t learn (that is,
when teaching breaks down), it is due to something the students are lacking,
as exemplified in the following comments:

How can I be expected to teach that lot with those A level results? They wouldn’t
even have been admitted 10 years ago.

They lack any motivation at all.

These students lack suitable study skills. But that’s not my problem, they’ll have to
go to the counselling service.

In themselves, these statements may well be true: school leaving results
might be poor, students nowadays may be less academically oriented. That is
exactly the challenge for teachers, not their excuse for poor teaching.

Blame-the-student is a comfortable theory of teaching. If students don’t
learn, it’s not that there is anything wrong with the teaching, but that they
are incapable, unmotivated, foreign or they possess some other non-
academic defect, which is not the teacher’s responsibility to correct. Level 1
teaching is totally unreflective. It doesn’t occur to the teacher to ask the key
generative question: ‘What else could I be doing?’ And until they do ask that,
their teaching is unlikely to change.

Level 2. Focus: What the teacher does

Teachers at Level 2 focus on what teachers do. This view of teaching is still
based on transmission, but transmitting concepts and understandings, not
just information (Prosser and Trigwell 1998). The responsibility for ‘getting
it across’ now rests to a significant extent on what the teacher does. The
possibility is entertained that there may be more effective ways of teaching
than what one is currently doing, which is a major advance. Learning is seen
as more a function of what the teacher is doing, than of what sort of student
one has to deal with.

The teacher who operates at Level 2 works at obtaining an armoury of
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teaching skills. The material to be ‘got across’ includes complex under-
standings, which requires much more than chalk and talk. Consider the
following:

I’ll settle them down with some music, then an introductory spiel: where we were
last week, what we’re going to do today. Then a video clip followed by a buzz
session. The questions they’re to address will be on the OH. I’ll then fire six
questions at them to be answered individually. Yes, four at the back row, finger
pointing, that’ll stir that lot up. Then I speak to the answers for about seven
minutes, working in those two jokes I looked up. Wrap up, warning them there’s
an exam question hidden in today’s session (moans of ‘Now he tells us!’ yuk,
yuk). Mention what’s coming up for next week, and meantime they’re to read
Chapter 10 of Bronowski.

Plenty of variation in technique here, probably – almost certainly – a good
student response, but the focus of this description is entirely teacher-
centred. It’s about what I the teacher am doing, not on what they the students
are learning.

Traditional approaches to teaching development often work on what the
teacher does, as do ‘how to’ courses and books that provide prescriptive
advice on getting it across more effectively:

• Establish clear procedural rules at the outset, such as signals for silence.
• Ensure clarity: project the voice, use clear visual aids.
• Eye contact with students while talking.
• Don’t interrupt a large lecture with handouts: chaos is likely.

This may be useful advice, but it is concerned with management, not
with facilitating learning. Good management is important, but as a means
of setting the stage on which good learning may occur, not as an end in
itself.

Level 2 is also a deficit model, the ‘blame’ this time being on the teacher.
It is a view of teaching often held by university administrators, because it
provides a rationale for making personnel decisions. Good teachers are
those who have lots of teaching competencies. Does Dr Jones ‘have’ the
appropriate competencies for tertiary level teaching? If not, he had better
show evidence that he has by the time his contract comes up for renewal.
However, competencies may have little to do with teaching effectiveness. A
competency, such as constructing a reliable multiple-choice test, is useful
only if it is appropriate to one’s teaching purposes to use a multiple-choice
test. Likewise, managing educational technology, or questioning skills, or
any of the other competencies tertiary teachers should ‘have’, should not be
isolated from the context in which they are being used. Knowing what to do
is important only if you know why, when and how you should do it. The focus
should not be on the skill itself, but whether its deployment has the desired
effect on student learning.

Which brings us to the third level of teaching.
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Level 3. Focus: What the student does

Teachers at Level 3 focus on what the student does and how that relates to
teaching. Level 3 is a student-centred model of teaching, with teaching sup-
porting learning. No longer is it possible to say: ‘I taught them, but they
didn’t learn.’ Expert teaching includes mastery over a variety of teaching
techniques, but unless learning takes place, they are irrelevant; the focus is
on what the student does and on how well the intended outcomes are
achieved.

This implies a view of teaching that is not just about facts, concepts and
principles to be covered and understood, but also to be clear about:

1 What it means to ‘understand’ content in the way that is stipulated in the
intended learning outcomes.

2 What kind of teaching/learning activities are required to achieve those
stipulated levels of understanding.

The first two levels did not address these questions. The first question
requires that we specify what levels of understanding we want when we teach
a topic. It’s just not good enough for us to talk about it or teach with an
impressive array of visual aids: the whole point, how well the students have
learned, has been ignored. The second question requires the teaching/
learning activities to be specifically attuned to helping students achieve those
levels of understanding. Then follow the key questions:

• How do you define those levels of understanding as outcome statements?
• What do students have to do to reach the level specified?
• What do you have to do to find out if the outcomes have been reached at

the appropriate level or not?

Defining levels of understanding is basic to clarifying our intended out-
comes, the subject of Chapter 5. Getting students to understand at the
level required is a matter of getting them to undertake the appropriate
learning activities, which is a matter dealt with in Chapters 6, 7 and 8. This
is where a Level 3 student-centred theory of teaching departs from the
other models of teaching. It’s not what we do but what students do that’s
the important thing. Finally, we need to check that their level of under-
standing displayed or their performance otherwise are what we intended.
This is dealt with in Chapters 9, 10 and 11, on the theory and practice of
assessment.

How do students learn?

Learning has been the subject of research by psychologists for the whole of
last century, but remarkably little has directly resulted in improved teaching.
The reason is that until recently psychologists were more concerned with
developing the One Grand Theory of Learning than in studying the contexts
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in which people learned, such as schools and universities (Biggs 1993a). This
focus has been rectified in the last 20 years or so, and there is now a
great deal of research into the ways that students go about their learning.
Appropriately, the field of study is now designated as ‘student learning’
research.

Student learning research originated in Sweden, with Marton and Säljö’s
(1976a, 1976b) studies of surface and deep approaches to learning. They
gave students a text to read and told them they would be asked ques-
tions afterwards. Students responded in two different ways. The first group
learned in anticipation of the questions, concentrating anxiously on the facts
and details that might be asked. They ‘skated along the surface of the text’,
as Marton and Säljö put it, using a surface approach to learning. What these
students remembered was a list of disjointed facts; they did not comprehend
the point the author was making. The second group on the other hand set
out to understand the meaning of what the author was trying to say. They
went below the surface of the text to interpret that meaning, using a deep
approach. They saw the big picture and how the facts and details made the
author’s case.

Note that the terms ‘deep’ and ‘surface’ as used here describe ways of
learning a particular task, they do not describe characteristics of students. We
can say that Robert might typically use a surface approach, but the whole
point of this book is to set up ways of getting him to go deep. We return to
this important distinction shortly.

The Marton and Säljö studies struck a chord with ongoing work in
other countries; in particular that of Entwistle in the United Kingdom (e.g.
Entwistle and Ramsden 1983) and of Biggs in Australia (e.g. 1979, 1987a).
Entwistle was working from the psychology of individual differences, Biggs
from cognitive psychology, and Marton and Säljö from what they later called
phenomenography. However, all had a common focus: studying learning in
an institutional context.

Some strong implications for teaching could be drawn from this work, as
we explore in this chapter.

Constructivism and phenomenography

Level 3 theories of teaching are based on two main theories: phenomeno-
graphy and constructivism. ‘Phenomenography’ was a term resurrected by
Marton (1981) to refer to the theory that grew out of his studies with Säljö on
approaches to learning and has developed since then (Marton and Booth
1997). Originally used by Sonnemann (1954) in clinical psychology, phenom-
enography in the student learning context refers to the idea that the learn-
er’s perspective determines what is learned, not necessarily what the teacher
intends should be learned. This is another reason why our intended learning
outcomes should be stated as clearly as possible and their attainment moni-
tored. Teaching is a matter of changing the learner’s perspective, the way the
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learner sees the world and on how learners represent knowledge (Prosser
and Trigwell 1998).

Constructivism has a long history in cognitive psychology going back at
least to Piaget (1950). Today, it takes on several forms: individual, social,
cognitive, postmodern (Steffe and Gale 1995). All emphasise that the learn-
ers construct knowledge with their own activities, building on what they
already know. Teaching is not a matter of transmitting but of engaging stu-
dents in active learning, building their knowledge in terms of what they
already understand.

In reflecting on our teaching and interpreting our teaching decisions, we
need a theory. Whether you use phenomenography or constructivism as that
theory may not matter too much, as long as your theory is consistent, under-
standable and works for you. We prefer constructivism as our framework
for thinking about teaching because it emphasizes what students have to
do to construct knowledge, which in turn suggests the sort of learning activ-
ities that teachers need to address in order to lead students to achieve the
desired outcomes. In conceptualizing outcomes-based teaching and learning,
constructivism works for us.

Both theories agree that effective learning changes the way we see the
world. The acquisition of information in itself does not bring about such
a change, but the way we structure that information and think with it
does. Thus, education is about conceptual change, not just the acquisition of
information.

Such conceptual change takes place when:

1 It is clear to both teachers and students what the intended outcomes of
learning are, where all can see where they are supposed to be going.
Outcomes-based teaching and learning requires this of teachers, whereas
teaching in the form of ‘covering a topic’ does not.

2 Students experience the felt need to get there. The art of good teaching is
to communicate that need where it is initially lacking. ‘Motivation’ is as
much a product of good teaching as its prerequisite. This question is
addressed in the next chapter.

3 Students feel free to focus on the task, not on watching their backs.
Attempts to create a felt need to learn by the use of ill-conceived and
urgent assessments are counterproductive. The game changes, becoming
a matter of dealing with the test, not with engaging the task deeply.

4 Students work collaboratively and in dialogue with others, both peers and
teachers. Good dialogue elicits those activities that shape, elaborate, and
deepen understanding.

These four points contain a wealth of implication for the design of teach-
ing and for personal reflection about what one is really trying to do, as we
examine in the following chapter.
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Surface and deep approaches to learning

The concepts of surface and deep approaches to learning are very helpful in
conceiving ways of improving teaching. Sometimes it is useful to refer to an
‘achieving’ approach (Biggs 1987a), or ‘strategic approach’ (Tait et al.
1998), referring to how ambitious and how organized students are, but we do
not go into this here. Our concern is with how learning tasks are handled.
The surface and deep approaches usefully describe how Robert and Susan
typically go about their learning and studying – up to the point when teach-
ing begins. Our aim is to teach so that Robert learns more like the way
Susan does.

Surface approach

The surface approach arises from an intention to get the task out of the way
with minimum trouble, while appearing to meet course requirements. Low
cognitive-level activities are used, when higher level activities are required to
do the task properly. The concept of the surface approach may be applied to
any area, not only to learning. The terms ‘cutting corners’, and ‘sweep-
ing under the carpet’, convey the idea: the job appears to have been done
properly when it hasn’t.

Applied to academic learning, examples include rote learning selected
content instead of understanding it, padding an essay, listing points instead
of addressing an argument, quoting secondary references as if they were
primary ones; the list is endless. A common misconception is that memoriza-
tion in itself indicates a surface approach (Webb 1997). However, verbatim
recall is sometimes entirely appropriate, such as learning lines for a play,
acquiring vocabulary or learning formulae. Memorization becomes a surface
approach when understanding is required and memorizing is used to give
the impression that understanding has occurred. When Robert takes notes,
and selectively quotes them back, he is under-engaging in terms of what is
properly required. That is a surface approach – but the problem is that it
sometimes works:

I hate to say it, but what you have got to do is to have a list of ‘facts’; you
write down ten important points and memorize those, then you’ll do all
right in the test . . . If you can give a bit of factual information – so and so
did that, and concluded that – for two sides of writing, then you’ll get a
good mark.

(A psychology undergraduate, quoted in Ramsden 1984: 144)

If the teacher of this student thought that an adequate understanding of
psychology could be manifested by selectively memorizing, there would be
no problem. But it is unlikely that the teacher did think that – we should
hope not, anyway. This is rather a case where an inappropriate assessment
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task allowed the students to get a good mark on the basis of memorizing facts.
As it happened, this particular student wrote essays in a highly appropriate
way and later graduated with first class honours. The problem is therefore
not with the student, but with the assessment task. This teacher was not
being reflective while the student was highly reflective: he’d outconned the
teacher.

Thus, do not think that Robert is irredeemably cursed with a surface
approach if he only lists unrelated bullet points as his understanding of an
article. Let us say that under current conditions of teaching or assessment, he
chooses to use a surface approach. Teaching and assessment methods often
encourage a surface approach, because they are not aligned to the aims of
teaching the subject, as in the case of the psychology teacher we just saw. The
presence of a surface approach is thus a signal that something is out of kilter
in our teaching or in our assessment methods. It is therefore something we
can hope to address. It might in the end turn out that Robert is a student
who is hopelessly addicted to surface learning, but that conclusion is way
down the track yet.

In using the surface approach, students focus on what Marton calls the
‘signs’ of learning; the words used, isolated facts, items treated independ-
ently of each other. This prevents students from seeing what the signs signify,
the meaning and structure of what is taught. Simply, they cannot see the
wood for the trees. Emotionally, learning becomes a drag, a task to be got out
of the way. Hence the presence of negative feelings about the learning task:
anxiety, cynicism, boredom. Exhilaration or enjoyment of the task is not part
of the surface approach.

Factors that encourage students to adopt such an approach include:

1 From the student’s side :

• An intention only to achieve a minimal pass. Such may arise from a
‘meal ticket’ view of university or from a requirement to take a subject
irrelevant to the student’s programme.

• Non-academic priorities exceeding academic ones.
• Insufficient time; too high a workload.
• Misunderstanding requirements, such as thinking that factual recall is

adequate.
• A cynical view of education.
• High anxiety.
• A genuine inability to understand particular content at a deep level.

2 From the teacher’s side :

• Teaching piecemeal by bullet lists, not bringing out the intrinsic struc-
ture of the topic or subject. (We hasten to add that some bullet lists, like
these two here, for instance, are OK.)

• Assessing for independent facts, inevitably the case when using short-
answer and multiple-choice tests.

• Teaching, and especially assessing, in a way that encourages cynicism:
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for example, ‘I hate teaching this section, and you’re going to hate
learning it, but we’ve got to cover it.’

• Providing insufficient time to engage the tasks; emphasizing coverage
at the expense of depth.

• Creating undue anxiety or low expectations of success: ‘Anyone who
can’t understand this isn’t fit to be at university.’

Points 1 and 2 should not be seen as entirely separate. Most of the student
factors are affected by teaching. Is insufficient time to engage properly a
matter of poor student planning or of poor teacher judgment? Much student
cynicism is a reaction to the manner of teaching busy-work and of assess-
ment. Even the last student factor, inability to understand at a deep level,
refers to the task at hand and that may be a matter of poor teacher judgment
concerning curriculum content as much as the student’s abilities. But there
are limits. Even under the best teaching some students will still maintain a
surface approach.

It is probably less likely that under poor teaching students will maintain a
deep approach. Even Susan. Unfortunately, it is easier to create a surface
approach than it is to support a deep approach (Trigwell and Prosser 1991).

The first step in improving teaching, then, is to avoid those factors that encourage a
surface approach.

Deep approach

The deep approach arises from a felt need to engage the task appropriately
and meaningfully, so the student tries to use the most appropriate cognitive
activities for handling it. To Susan, who is interested in mathematics and
wants to get to the bottom of the subject, cutting corners is pointless.

When students feel this need-to-know, they automatically try to focus on
underlying meanings, on main ideas, themes, principles, or successful appli-
cations. This requires a sound foundation of relevant prior knowledge, so
students needing to know will naturally try to learn the details, as well as
making sure they understand the big picture. In fact, the big picture is not
understandable without the details. When using the deep approach in hand-
ling a task, students have positive feelings: interest, a sense of importance,
challenge, exhilaration. Learning is a pleasure. Students come with ques-
tions they want answered, and when the answers are unexpected, that is even
better.

Factors that encourage students to adopt such an approach include:

1 From the student’s side :

• An intention to engage the task meaningfully and appropriately. Such
an intention may arise from an intrinsic curiosity or from a determin-
ation to do well.

• Appropriate background knowledge.
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• The ability to focus at a high conceptual level, working from first prin-
ciples, which in turn requires a well-structured knowledge base.

• A genuine preference, and ability, for working conceptually rather
than with unrelated detail.

2 From the teacher’s side :

• Teaching in such a way as to explicitly bring out the structure of the
topic or subject.

• Teaching to elicit an active response from students, e.g. by questioning,
presenting problems, rather than teaching to expound information.

• Teaching by building on what students already know.
• Confronting and eradicating students’ misconceptions.
• Assessing for structure rather than for independent facts.
• Teaching and assessing in a way that encourages a positive working

atmosphere, so students can make mistakes and learn from them.
• Emphasizing depth of learning, rather than breadth of coverage.
• In general, and most importantly, using teaching and assessment met-

hods that support the explicit aims and intended outcomes of the
course. This is the constructive alignment model underlying this book.
It is also known as ‘practising what you preach’.

Again, the student factors (1) are not independent of teaching (2).
Encouraging the need-to-know, instilling curiosity, building on students’
prior knowledge are all things that teachers can attempt to do; and, con-
versely, are things that poor teaching can too easily discourage. There are
many things the teacher can do to encourage deep learning. Just what will
be a lot clearer by the end of this book.

Desirable student learning depends both on student-based factors – abil-
ity, appropriate prior knowledge, clearly accessible new knowledge – and on
the teaching context, which includes teacher responsibility, informed deci-
sion making and good management. But the bottom line is that teachers
have to work with what material they have. Whereas lectures and tutorials
might have worked in the good old days when highly selected students
tended to bring their deep approaches with them, they may not work so well
today. We need to create a teaching context where the Roberts of this world
can go deep too.

The second step in improving teaching, then, is to focus on those factors that encour-
age a deep approach.

What is the difference between learning approaches
and learning styles?

Some people speak of students’ approaches to learning as if they were learn-
ing styles students use whatever the task or the teaching (Schmeck 1988);
others speak of approaches as entirely determined by context, as if students
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walk into a learning situation without any preference for their way of going
about learning (Marton and Säljö 1976a).

We take a middle position. Students do have predilections or preferences
for this or that approach, but those predilections may or may not be realized
in practice, depending on the teaching context. We are dealing with an
interaction between personal and contextual factors, not unlike the inter-
action between heredity and environment. Both factors apply, but which
predominates depends on particular situations. Have another look at Figure
1.1 (p. 10). At point A, under passive teaching, student factors make the
difference, but at point B, active teaching predominates, lessening the
differences between students. For an analysis of the differences between
learning styles and learning approaches see Sternberg and Zhang (2001).
Practically speaking, however, it is more helpful to see approaches to learn-
ing as something we as teachers can hope to change, rather than as styles
about which we can do little.

Scores on such questionnaires as the Approaches and Study Skills Inventory for
Students (ASSIST) (Tait et al. 1998) or the Study Process Questionnaire (SPQ) in
either the three-factor (surface, deep and achieving) (Biggs 1987a) or two-
factor versions (surface and deep only) (Biggs et al. 2001), are most usefully
seen as outcomes of teaching rather than as measuring student differences.
Responses to these questionnaires tell us something about the quality of the
teaching environment, precisely because students’ predilections tend to
adapt to the expected requirements of different teaching environments.

Teaching and approaches to learning

To achieve most intended learning outcomes (ILOs), a range of verbs, from
high to low cognitive level, need to be activated. The highest would refer to
such activities as reflecting, theorizing and so on, the lowest to memorizing,
and in between are various levels of activity. When using a deep approach,
students use the full range of desired learning activities; they learn termin-
ology, they memorize formulae, but move from there to applying these for-
mulae to new examples, and so on. When using a surface approach, there is a
shortfall; students handle all tasks, low and high, with low level verbs (‘two
pages of writing, etc.’). The teaching challenge is to prevent this shortfall
from occurring, or to correct it where it has occurred (see Figure 2.1).

The conclusion to be drawn is simple but powerful: the surface approach
is to be discouraged, the deep approach encouraged – and that is the work-
ing definition of good teaching used in this book. Preventing students
from using a surface approach by discouraging the use of low level and
inappropriate learning activities is the main thrust of the following chap-
ter, while supporting the full range of appropriate learning activities, thus
encouraging a deep approach, is what the remainder of the book is about.

Now try Task 2.2 (p. 28) to see how your teaching has helped shape your
students’ approaches to learning.
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Summary and conclusions

Levels of thinking about teaching

We distinguish three common theories of teaching, depending on what is
seen as the main determinant of learning: (1) what students are, (2) what
teachers do and (3) what students do. These define ‘levels’ of thinking about
teaching. At Level 1, the teacher’s role is to display information, the stu-
dents’ to absorb it. If students don’t have the ability or motivation to do that
correctly, that is their problem. At Level 2, the teacher’s role is to explain
concepts and principles, as well as to present information. For this they need

Figure 2.1 Desired and actual level of engagement, approaches to learning and
enhancing teaching
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various skills, techniques, and competencies. Here the focus is on what the
teacher does, rather than on what the student is, and to that extent is more
reflective and sophisticated. At Level 3, the focus is on what the student does:
are they engaging those learning activities most likely to lead to the intended
outcomes? If not, what sort of teaching/learning context would best help
them? How can I know that they have achieved the intended outcomes
satisfactorily?

How do students learn?

It is only in comparatively recent years that researchers into learning have
studied learning as it takes place in institutions, by students. There is now a
body of theory called ‘student learning research’ which directly relates to
practice, constructivism and phenomenography being the two most influen-
tial. Both emphasize that meaning is created by the learner, but constructiv-
ism focuses particularly on the nature of the learning activities the student
uses and on this account more readily leads to enhanced teaching.

Task 2.2 Does your teaching encourage surface or deep approaches
to learning?

Good teaching encourages a deep approach, and discourages a surface
approach, to learning.

Reflect on your teaching so far, identify aspects of your teaching that
have (maybe unintentionally)

a encouraged a surface approach to learning:

b encouraged a deep approach to learning:

What future actions would you take to encourage a deep approach to
learning in your students?
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Surface and deep approaches to learning

Learning activities that are too low a level to achieve the intended learn-
ing outcomes are referred to as comprising a ‘surface’ approach to learn-
ing, for example memorizing to give the impression of understanding.
Activities that are appropriate to achieving the outcomes are referred to
as a ‘deep’ approach. At university, intended outcomes would be high level,
requiring students to reflect, hypothesize, apply and so on. Surface and
deep approaches to learning are not personality traits, as is sometimes
thought, but are most usefully thought of as reactions to the teaching
environment.

Teaching and approaches to learning

Good teaching supports those activities that lead to the attainment of the
intended learning outcomes, as in constructive alignment. This is the topic
for the most of this book. However, there is much in what the teacher does or
says that can encourage inappropriate, surface approaches to learning.
These are of course to be discouraged. To do so is to set the stage for
effective teaching, which is the subject of the following chapter.

Further reading

Biggs, J.B. (1993b) From theory to practice: A cognitive systems approach, Higher
Education Research and Development, 12: 73–86.

Steffe, L. and Gale, J. (eds) (1995) Constructivism in Education. Hillsdale, NJ: Lawrence
Erlbaum.

Sternberg, R.J. and Zhang L.F. (eds) (2001) Perspectives on Thinking, Learning, and
Cognitive Styles. Mahwah, NJ: Lawrence Erlbaum.

The first reading applies the systems approach to student learning, the second is a
fairly recent summary of the constructivist positions generally and how they apply to
education.

Sternberg and Zhang is a useful collection of chapters on learning/cognitive styles,
approaches and orientations. Most contributors argue that styles are relevant to
teaching, except Biggs, who argues that styles are a distraction and of little relevance
to enhancing teaching.

On applying student learning research to teaching

Dart, B. and Boulton-Lewis, G. (eds) (1998) Teaching and Learning in Higher Education.
Camberwell, Victoria: Australian Council for Educational Research.

Prosser, M. and Trigwell, K. (1998) Teaching for Learning in Higher Education. Bucking-
ham: Open University Press.
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Ramsden, P. (2003) Learning to Teach in Higher Education. London: Routledge.
Tyler, R.W. (1949) Basic Principles of Curriculum and Instruction. Chicago: University of

Chicago Press.

Dart and Boulton-Lewis contains a collection of papers that address teaching issues
from the general student learning paradigm. Prosser and Trigwell demonstrate the
implications for teaching arising from the phenomenographic framework and is in a
sense a parallel to the present book, which operates from constructivism. Ramsden’s
approach is his own, but derives much from phenomenography, Chapters 1 to 7
giving rather more detail on the history and development of the student learning
paradigm than is given here and how it may be applied to teaching. Tyler said most
of it over 50 years ago, but no one paid any attention. It is under 100 pages in length
and is well worth a read, for old time’s sake. We hope they pay attention this time
round.
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3
Setting the stage for effective teaching

Effective teaching requires that we eliminate those aspects of our teach-
ing that encourage surface approaches to learning and that we set the
stage properly so that students can more readily use deep approaches to
learning. This involves getting students to agree that appropriate task
engagement is a good and impelling idea (otherwise known as ‘motiv-
ation’), and establishing the kind of climate that will optimize appropri-
ate interactions with our students. An important aspect to effective
teaching is reflective practice, using transformative reflection, which
enables teachers to create an improved teaching environment suited to
their own context.

Getting students involved in learning:
Motivation

There is no such thing as an unmotivated student: all students not in a coma
want to do something. Our task is to maximize the chances that what they want
to do is to achieve the intended learning outcomes. Unfortunately, there are
many aspects of teaching that actually discourage them from doing that: we
need to identify and minimize these as far as we can.

The best sort of motivation arises from intrinsic interest, fascination, call it
what you will, but, unfortunately, that occurs well down the track, when the
student already knows a lot about the topic and, like Susan, is already
involved in it. Our problem as teachers is getting students engaged in learn-
ing before they have reached that stage or, worse, students like Robert who
resort to surface learning strategies to avoid becoming involved. It doesn’t
help to say such students are ‘unmotivated’. Of course they are: that’s the
problem.

Teachers who have a Level 1 theory of teaching see motivation as a sub-
stance that students possess in varying quantities, the Susans having lots, the
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Roberts having little or none – and that’s the way it is. But surely we can do
something to encourage Robert to engage? Yes, we can. Two factors make
students (or anyone, come to that) want to learn something:

1 It has to be important; it must have some value to the learner.
2 The learner needs to expect success when engaging the learning task.

Nobody wants to do something they see as worthless. Neither do they want
to do something, however valued, if they believe they have no chance of
succeeding. In both cases, doing the task will be seen as a waste of time.

This commonsense theory of why students do or do not want to learn is
called the expectancy-value theory of motivation, which says that if anyone is to
engage in an activity, he or she needs both to value the outcome and to
expect success in achieving it (Feather 1982). The high value and the
expectancy of success both need to be present; if either one is zero, then no
motivated activity occurs.

Expectancy-value theory is particularly relevant in the early stages of learn-
ing before interest has developed to carry continuing engagement along
with it. The following true incident illustrates this clearly:

When we got to the Psych. I lectures, the Stats lecturer said ‘Anyone who
can’t follow this isn’t fit to be at University.’ That was the first message I
got. I was having difficulty with Stats and so I thought, maybe he’s right,
maybe university isn’t for me. I liked the rest of Psych. but couldn’t
handle the Stats and had to withdraw.

Next year, funny thing, I did Maths I and we came to probability
theory, much the same stuff that I’d bombed out in last year. But the
lecturer there said ‘Probability is quite hard really. You’ll need to
work at it. You’re welcome to come to me for help if you really need
it . . .’

It was like a blinding light. It wasn’t me after all! This stuff really was
hard, but if I tried it might just work. That year I got a Credit in that part
of the subject.

(A mature student, quoted in Biggs and Moore 1993: 272)

This story has important implications for understanding what motivates
students.

What makes students expect to succeed or to fail?

The student just quoted had initially been led to believe she had no chance
of success. Her first teacher attributed lack of success to lack of ability, she
perceived she was not succeeding, so she naturally concluded she didn’t have
the ability needed. As this was something beyond her control, she concluded
she had no chance of ever succeeding. Her second teacher attributed success
instead to effort, which is something the student could control. With that
came the liberating realization that what was certain failure could now
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be possible success. So she engaged the task and did, in fact, succeed.
The reasons for that transformation are very instructive in the matter of
motivating students.

With a history of successful engagement with content that is personally
meaningful, the student both builds up the knowledge base needed for
deep learning and, motivationally, develops the expectations that give con-
fidence in future success: what are known as feelings of what psychologists
call self-efficacy or more simply ‘ownership’: ‘I can do this; this is my thing.’

Expectations of success are instilled on the basis of previous success, but
only if the conditions that are believed to lead to success remain unchanged.
If a student believes that a particular success was due to factors that might
change and that are uncontrollable, such as luck or dependence on a
particular teacher, belief in future success is diminished.

For example, westerners differ significantly from the Chinese in their
attributions for success and failure. Westerners tend to see success as being
attributable more to ability than to effort, while ethnic Chinese see effort as
more important. This is possibly one reason that Chinese students do so well
in international comparisons of attainment (Watkins and Biggs 1996).

Take methods of assessing students. Norm-referenced assessment is based
on grading students against each other, for example by ranking, or ‘follow-
ing the curve’: we deal with this in detail in Chapter 9. Students see this sort
of assessment as competitive; to get a high grade you have to beat other
students. This puts a premium on the importance of relative ability as deter-
mining the outcome. In criterion-referenced assessment, where students are
assessed on how well they meet preset criteria, they see that to get a high
grade they have to know the intended outcomes and learn how to get there,
with a premium on attributions involving effort, study skill and know-how.
In norm-referenced assessment success depends on the abilities of other
students, over which there is no control, while in criterion-referenced
assessment, the ball is in the student’s court.

Teacher feedback has powerful effects on students’ expectations of suc-
cess, as the story on learning statistics makes very clear. Ironically, the psych-
ology statistics lecturer’s comment pre-empted student control, while the
mathematics teacher made students see that it was up to them. Feedback as
to progress also encourages beliefs in future success, which again is easier
with criterion-referenced assessment: ‘This is what you did, this is what you
might have done, this is how to get a better result.’

But how can norm-referenced feedback, such as ‘You are below average on
this’, help students to learn? What does Robert do with that information?
This is not to say that some students don’t want to be told where they stand in
relation to their peers, but that information has little to do with teaching and
learning. It is nice to be told that you’re cleverer than most other students,
but not very helpful for learning how to improve your performance. To be
told, directly or indirectly, that you’re dumber than most others is simply
destructive.

To instil expectations of failure, as did our psychology statistics lecturer
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with consummate skill, is easy to do. This is classic blame-the-student stuff:
attributing failure to lack of ability or to some other entity that lies fixed
within the student. A valuable act of self-reflection as a teacher is to monitor
what you say, how you say it, and what comments you write in students’
assignments. What does the subtext say about future failure?

Task 3.1 asks you to think of the messages you send your students that
might leave them feeling hopeful or hopeless about future success.

What makes a task worth doing?

Next, we look at the value term in the expectancy-value formula. How can we
enhance the value of the task to the students? The general answer is clear
enough: make their work important to them. Work can be important in
various ways, each one producing a familiar category of motivation:

• what the outcome produces (extrinsic motivation)
• what other people value (social motivation)
• the opportunity for ego enhancement (achievement motivation)
• the process of doing it (intrinsic motivation).

Task 3.1 What messages of success and failure do you convey to your
students?

When students succeed, do you convey the hopeful message that their
success will continue: ‘You’re good at this, aren’t you?’ Or the hopeless
message: ‘You had it lucky that time.’

When students fail, do you convey the hopeful message that they can
succeed in future: ‘This is hard, but with a bit more effort you’ll get it
right.’ Or the hopeless messages: ‘I guess you just don’t have what it
takes.’

Think back on some recent communications to students – such as
comments in class, body language, handling questions, writing com-
ments on assignments, describing what it takes to succeed, descriptions
of tasks, readings and so on – do you think you convey hopeful, or
hopeless, messages? Write down a couple of telling examples:

1

2
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Extrinsic motivation occurs when students perform the task because of the
value or importance they attach to what the outcome brings, either something
positive following success, such as a material reward, or something negative,
such as a punishment, that would follow failure or non-engagement.

The quality of learning is usually low under extrinsic conditions. The stu-
dent’s attention is not so much on the task as on its consequences. Extrinsic
motivation is a standing invitation to students to adopt a surface approach:
indeed, the motive component of a surface approach is extrinsic, including a
fear of failure (Biggs 1987a). Negative reinforcement is worse than positive,
because if the learning is not successful, punishment is implicated, which
introduces a range of side issues such as anxiety, anger, shame, desire for
revenge, none of which is very helpful in getting the job done.

Social motivation occurs when students learn in order to please people
whose opinions are important to them. If the processes of studying, or the
fruits of a good education, are valued by other people important to the
student, education may take on an intrinsic importance to the student. This
is evident in some families, particularly Asian families, who have a high
regard for education. Children with this family background are likely to
accept that education is a good thing, to be pursued without question.

We can usually trace the beginning of our interest in something to some-
one who exhibited that interest to us. We want to be like them. This process
is called ‘modelling’, where the models are admired and readily identified
with. University teachers are in a good position to be seen as models, espe-
cially in the one-to-one situation of dissertation supervision. At the under-
graduate level, in today’s crowded universities, students are rather less likely
to have the opportunity to engage closely with an academic but it can hap-
pen, especially if the academic publicly displays great enthusiasm for the
subject.

Achievement motivation is about achieving in order to enhance the ego, such
as competing against other students and beating them. They feel good about
themselves. This can often lead to high achievement, and tends even to be
associated with deep learning (Biggs 1987a), but the aims of deep learning
and of achievement motivation ultimately diverge. The deep approach is
concerned with handling the task as appropriately as possible, the achieving
approach with handling it as grade effectively as possible.

Achievement motivation in the raw is not a pretty sight. It kills collabora-
tive learning. Other students become competitors, not colleagues, and so
steps are taken to disadvantage others: key references are hidden or muti-
lated, hints are not shared, misleading advice is given. Achievement motiv-
ation needs competitive conditions in which to work, and while that suits the
minority of students who are positively motivated by competition, it actually
damages the learning of those who perceive competition as threatening.
Achievement motivation, like anxiety, changes the priorities of students,
because content mastery plays second fiddle either to winning or to avoiding
the appearance of losing. More students are turned off and work less well
under competitive conditions than those who are turned on and work better.
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Although competition is often touted as the way the ‘real’ world works,
it does not follow that universities should make learning competitive for
the general run of students, as happens when using norm-referenced
assessments such as ‘grading on the curve.’

Intrinsic motivation is the academic ideal but is the rarer for that. Students
like Susan learn because they are interested in the task or activity itself.
They do mathematics for the intellectual pleasure of problem solving and
exercising their skill, independently of any rewards that might be involved.
The point is to travel rather than to arrive. Intrinsic motivation drives deep
learning and the best academic work.

Intrinsic motivation increases with continuing successful engagement with
a specific task. Susan does not turn up at university to study mathematics
without having experienced previous success in mathematics. The fact that
many students may not have had much previous formal engagement in a
subject does not, however, mean they will not develop intrinsic interest in it.
Interest in subjects such as psychology or sociology, which may not have been
studied previously, arises from curiosity and informal experience or from
career plans. If the student sees the area as personally important, intrinsic
interest will follow.

The question is: How do we motivate the Roberts, who have no definite
career plans, no perception yet of personal importance of the area or even
curiosity about related topics?

Involving students who are not yet
intrinsically motivated

Rephrase the question: If a student doesn’t yet see the task as important, how
can we help make it so?

Let us look first at extrinsic motivation, as when the teacher sees assess-
ment as the answer. A common cry is that students will not spend time
learning a topic if they think it is not going to be assessed. Very well, some
say, see that the topic is assessed. But this is an excellent way of devaluing it.
The subtext says: ‘The only value of this topic is that I have decided to test
you on it!’

In an aligned system of teaching, this does not happen. The reason that
the topic is being assessed is because it was important enough to be overtly
included in the intended outcomes. The fact that it is there establishes its
value. Assessing outside, or below, the curriculum gives irrelevant or coun-
terproductive tasks a false value that students will resent or turn to their
advantage, as did the student who wrote ‘who said what on two sides of paper’.

It also depends on the kind of climate that has been created. One teacher
informed his senior undergraduate class: ‘You’re going to hate the next
couple of weeks; I know I am. I see absolutely no point in this form of
linguistic analysis, but there it is, it’s in the syllabus and we’ve got to cover it.’
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Amazingly, one student reported she found the topic to be the most interest-
ing part of the course, and was designing a dissertation proposal around it!
Susan can cope with this kind of thing; she has her own reasons for valuing
the topic. But Robert, who has nothing but the teacher’s word for it, will
indeed see the topic as valueless, hence not worth learning, except for the
most cynical of reasons.

Using social motivation is a good strategy. Teachers who love their subject,
and show it, can be inspirational. The fact that here is someone who does
perceive great value in it will cause the students to be curious, to seek some of
that value.

The key to motivation, then, is to ensure that academic activities are mean-
ingful and worthwhile. This is made very clear in problem-based learning,
where real-life problems become the context in which students learn aca-
demic content and professional skills. When faced with a patient with a
suspected broken leg whom they have to help, learning all the necessary
knowledge leading to the diagnosis and treatment of the patient is manifestly
a worthwhile activity for a medical student. Problem-based learning is usually
undertaken enthusiastically.

Teachers might worry less about motivating students and more about
teaching better. That, in a nutshell, is what this section means. ‘Motivation’ is
dealt with in two ways. The first is to avoid what not to do, such as devaluing
academic tasks by encouraging cynicism and debilitating anxiety or by
sending messages that the students have no chance of success. The second is
to teach in such a way that students build up a good knowledge base, achieve
success in problems that are significant and build up a feeling of ‘ownership’
over their learning; motivation follows good learning as night follows day. It
is a matter of getting the causes and the effects right.

The next step in setting the stage for effective teaching is establishing a
productive classroom climate.

The teaching/learning climate

Teachers create a certain learning climate through formal and informal
interactions with students, which establishes how we and our students feel
about learning. This naturally has strong effects on students’ learning.

Theory X and Theory Y climates

Douglas McGregor (1960) was a management psychologist who distinguished
between two organizational climates: Theory X and Theory Y. The ‘theory’
referred to assumptions about human trustworthiness. Managers operating
on Theory X assume that workers cannot be trusted, those operating on
Theory Y assume that they can and that you get better results when you do –
an idea that has little traction in these neo-conservative times.
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Nevertheless, the idea transfers readily to the classroom. Teachers operat-
ing on Theory X assume that students don’t want to learn, they will cheat if
given the slightest opportunity and so must not be allowed to make any
significant decisions about their learning. They need to be told what to do
and what to study, attendances need to be checked every lecture, invigilated
examinations must make up most of the final grade, self- and peer-assess-
ments are quite out of the question, deadlines and regulations need to be
spelt out with sanctions imposed for failing to meet them.

This way of thinking leads very quickly to a learning climate based on
anxiety: put the fear of God in them, then they’ll shape up! Theory X is
essentially a blame-the-student model of teaching, and with that goes all the
other baggage associated with the Level 1 theory of teaching.

Teachers operating on Theory Y assume that students do their best work
when given freedom and space to use their own judgment, that while
bureaucratization of the classroom and of the institution may be necessary
to run a tight ship, it may be counterproductive for good learning. Con-
sequently, Theory Y driven teachers take the opposite view on such matters
as take-home assessment tasks, self- and peer-assessment, class attendance,
allowing students freedom to make their own decisions and so on. You give
the benefit of the doubt. Sure, some students may be more likely to cheat
when assessed on projects than on invigilated exams, but Theory Y teachers
would argue that the educational benefits outweigh that risk. The aim of
teaching is to support student learning, not to beat student deviousness.

These are pure cases. An all-Theory X environment would be intolerable
for students, while all-Theory Y would be near impossible to run efficiently.
Elements of both exist in the learning climates we create, but in our indi-
vidual philosophies, we tend to lean more towards one theory or the other.
Our leanings may be because of our personalities, our own educational his-
tory, but hopefully most of all, because of our worked-out theory of teaching.
We should create the sort of learning climate that we believe strikes the right
balance for optimal learning, given our conditions, our subject and our own
students.

The extent to which we lean more towards Theory X or more towards
Theory Y translates into action at virtually all levels of student–teacher inter-
action. For example, when one non-Cantonese-speaking teacher told col-
leagues at the University of Hong Kong, where English is the official
language medium of instruction, that he allowed students to use Cantonese
in group discussions, because group interaction was then much livelier, he
was met with: ‘But they could be discussing the Happy Valley race results for
all you know!’ True, they could have been. Contrariwise, they could have
been engaged in fruitful learning.

It is a question of balancing trust, risk and value. Theory X operates on low
trust, producing low-risk but low-value outcomes. You don’t trust students so
you assess them under high-security, invigilated conditions with little risk of
cheating but what is produced under these conditions may not be relevant to
the most important intended outcomes (pp. 198–200). Theory Y operates on
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high trust, producing high-value outcomes but with the risk that some out-
comes may be the result of cheating. The following quotation from a part-
time student who was a teacher illustrates the balance between risk and value
with great self-insight:

The biggest point I have learned from this course is my biggest flaw as
a teacher, that is, I did not trust my students to be able to behave
themselves . . . (or to be) . . . capable of being responsible for their
own learning . . . I made numerous rules in class for them to follow so
as to make sure that they ‘behaved’, did all the preparations and plan-
ning for them, giving them mountains of homework and short tests to
make sure that they revise for their lessons and so on – all rooted from
my lack of trust in them! And I dared to blame them for being so
passive and dependent when all along I helped to encourage them to
be so!

(part-time BEd student, University of Hong Kong)

How climate affects learning

Theory X restricts the range of potentially useful ways of learning, particu-
larly self-directed learning, as the last quotation illustrates. Theory X also
generates negative feelings, which distract from proper task engagement,
directly encouraging a surface approach. Theory X generates two counter-
productive emotions in particular, anxiety and cynicism.

Anxiety, produced for example by intimidation, sarcasm, threats of failure
or heavy use of sanctions, simply creates an intense need to get out of the
situation. The student’s behaviour is therefore directed towards that end,
rather than towards proper task engagement. Anxiety makes a mess of a
student’s priorities.

Cynicism works in a more coldly cognitive way. Perceptions that the teacher
is degrading the task or belittling students encourages students to be cynical
and with that, a deliberate decision not to engage the task honestly. If the
teacher doesn’t take the task seriously, why should the student? There are
many ways in which teachers convey cynicism:

• Showing lack of interest or dislike of a topic (‘You’ll hate this, but we’ve
got to cover it!’).

• Playing games with students when they can’t play back, such as setting
facetious distracters in multiple-choice test items.

• Theory X by numbers, for example drawing a line after the 2000th word
in a 2000 word-limit essay and marking only to that point. But if a student
does exceed the limit, it may have been in order to make the argument
more clearly. Messages conveyed by marking to the 2000th word include:
students will take advantage wherever they can, nit picking is what it’s all
about, the delirious joy of exercising power, do not bother to make a case,
just list points within the word limit.
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• Discounting grades or marks for being late or some other offence. This
practice conveys such messages as: meeting a deadline is more important
than trying to create a product of quality. It also makes genuine criterion
referencing impossible. Issues of learning should not be confused with
issues of discipline (see Box 9.4, p. 183).

• Busy-work: insisting on trivia, making quality performance secondary to
bureaucratic demands or to personal convenience.

• Authoritarianism: refusing to accept student criticisms or suggestions as to
content or teaching method, being ‘too busy’ to attend to reasonable
student requests.

Time stress: Coverage

A particular source of both anxiety and cynicism is time stress brought out by
an obsession with coverage: too many topics, each taught with equal
emphasis. Students become grossly overloaded and deep engagement with
any topic is pre-empted. There are many reasons that students are subjected
to time stress:

• Lack of coordination between teachers in setting assignment deadlines.
• Insisting on the prime importance of what you teach yourself rather than

what colleagues teach.
• Lack of knowledge or even concern about the students’ perspective on

the workload.
• Shared teaching and particularly shared assessment, where each teacher

thinks their own contribution the most important.
• Generally, a lack of care and forethought in designing the curriculum

initially. OBTL provides the opportunity of reviewing course outcomes in
the context of intended programme outcomes (pp. 68–70).

Deep engagement in a task takes time. If you don’t provide the time, you
won’t get deep engagement:

The greatest enemy of understanding is coverage – I can’t repeat that
often enough. If you’re determined to cover a lot of things, you are
guaranteeing that most kids will not understand, because they haven’t
had time enough to go into things in depth, to figure out what the
requisite understanding is, and be able to perform that understanding
in different situations.

(Gardner 1993: 24)

Climate and direction: Summary

Let us bring the two sections on motivation and climate together. A Theory Y
climate is a necessary but not a sufficient condition for the cultivation of
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positive motivation. The teacher must further demonstrate that the task is
intrinsically worthwhile and valued.

Expectations of success and failure depend critically on what students are
most likely to attribute their success and failure to. How these attributions
are built up is partly cultural, partly upbringing and partly what goes on in
the classroom. Communicating the message that failure is due to factors that
aren’t going to go away and that aren’t controllable (such as low ability), is to
instil an expectation of future failure. Attributing failure to factors that can
be changed, such as lack of the appropriate skills (these can be taught) or to
insufficient effort (this can be increased next time), help remove the crip-
pling incapacity that failure may induce. Likewise, attributions of success to a
special interest, or competence, is likely to increase feelings of ownership
and hence positive motivation. Attributing success to luck or to help from
someone is likely to decrease feelings of ownership.

Finally, a Theory Y climate does not necessarily mean a disorganized
teaching/learning environment. An organized setting, with clear goals and
feedback on progress, is important for motivating students and to the devel-
opment of deep approaches (Entwistle et al. 1989; Hattie and Watkins 1988).
Knowing where you are going, and feedback telling you how well you are
progressing, heightens expectations of success.

Driving in a thick fog is highly unpleasant. So is learning in one.
So what sort of classroom climate are you creating for your students?

Task 3.2 is an exercise to help you identify your classroom climate. But what
is more important is how you could improve it to facilitate a more desirable
learning approach.

Reflective teaching

Wise and effective teaching is not, however, simply a matter of applying
general principles of teaching according to rule; they need adapting to each
teacher’s own personal strengths and teaching context. A characteristic of
award-winning university teachers is their willingness to collect student feed-
back on their teaching, in order to see where their teaching might be
improved (Dunkin and Precians 1992). Expert teachers continually reflect
on how they might teach even better.

Let us imagine that Susan and Robert graduated 20 years ago. Susan now is
a teacher with 20 years’ experience; Robert is a teacher with one year’s
experience repeated 19 times. Susan is a reflective teacher: each significant
experience, particularly of failure, has been a learning experience, so she
gets better and better. Robert is a reactive teacher. He goes through the same
motions year after year and when things go wrong he tends to blame the
students, the administration or government intervention. If it worked last
year, but didn’t work this year, how can it be his teaching that is the problem?

The kind of thinking displayed by Susan, but not by Robert, is known as
‘reflective practice’. Donald Schon (1983) coined the term ‘the reflective
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practitioner’, pointing out that effective professionals, such as architects or
medicos, need to reflect when faced with new problems or with difficulties
for which they have not been specifically trained to cope. It is the same with
university teachers (Brockbank and McGill 1998). A particularly inspiring
and personal account of reflective practice in university teaching is given by
Cowan (2002).

Reflective practice can be formally encouraged and directed as ‘action
research’ (Kember and Kelly 1993). Action research, or action learning,
involves changing teaching systematically, using whatever on-the-ground
evidence that you can that the changes are in the right direction, that your
students are now learning better than they used to. The target of action
research is the teaching of the individual teacher herself or himself.
The ‘learning’ in action learning refers not only to student learning, or even
to learning about teaching, but to learning about oneself as a teacher and
learning how to use reflection to become a better teacher. Learning new
techniques for teaching is like the fish that provides a meal today; reflective
practice is the net that provides meals for the rest of your life. We return to
how action research may help you evaluate and transform your teaching in
Chapter 12.

‘Reflection’ is, however, a misleading word. Transformative reflection is bet-
ter. When you stand in front of a mirror what you see is your reflection,
what you are at the time. Transformative reflection is rather like the mirror
in Snow White: it tells you what you might become. This mirror uses theory
to enable the transformation from the unsatisfactory what-is to the more
effective what-might-be.

Theory makes us aware that there is a problem and it helps to generate a
solution to that problem. This is where many tertiary teachers are lacking;
not in theories relating to their content discipline, but in explicit and well-
structured theories relating to teaching their discipline. Reflecting on your
teaching, and seeing what is wrong and how it may be improved, requires
you to have an explicit theory of teaching. We will return to this issue of
reflective practice in Chapter 12, when readers’ theories of teaching will
have been elaborated with the contents of this book.

As noted earlier, all teachers have some kind of implicit theory of teaching,
but we need something more upfront, a consciously worked-out theory that
generates answers to teaching problems. The initial jolt that says ‘there’s a
problem here’ has to be defined in such a way that the problem becomes
soluble. ‘My stuff isn’t getting across’ doesn’t define a soluble problem. ‘The
students are only giving me back what I said in my lectures’ does. The last
statement is based on the theory that when students only give back what is in
the lectures, something is wrong. A good theory would suggest that the
something resides in the teaching, rather than as some defect inherent in the
students. It might be that the assessment procedures are letting students get
away with repeating the lectures. So we need to present them with assessment
tasks where this will not work.

To recognize and then to solve problems in teaching involves reflecting on
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what is happening, using a framework that gives you an angle on what is
going on in your teaching, and that helps you to design an improvement.
Such a framework is presented in the next chapter.

Task 3.3 asks you to reflect on a critical incident of your teaching or
assessment and see how your response to the situation is related to your
theory of teaching and learning as identified in Task 3.1. We will repeat this
task later in Chapter 12.

Improving your teaching

One step towards improving teaching is to find out the extent to which you
might be encouraging surface approaches in your teaching. Table 3.1 sum-
marizes the aspects of your personal teaching that might lead to surface
approaches.

The list comes under the two headings: motivation and learning climate,
although they do interrelate. Some of these things listed here as leading to
surface learning – and therefore to be removed – you might think to be
necessary, such as deducting marks for late submissions of assignments.

Task 3.3 Reflection on a critical teaching/assessment incident

Reflect on a critical incident in your teaching – a situation in which you
thought that your teaching or assessment had not gone quite how you
would have liked it to have gone. Consider the following questions.

a What was the problem? What went wrong? What was the evidence for
the problem?

b What was (were) the cause(s) of the problem?

c How did you deal with the problem then?

d How did your solution to the problem relate to your theory of
teaching and learning?
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While this is a common solution to the problem of late submission, it can get
out of hand, as Box 9.4 (p. 183) tells us.

If you are committed to Level 3, you need to structure a predominantly
Theory Y learning climate, with student learning as the top priority. This
means using such features as time for reflection, trying to eliminate anxiety
and cynicism and adopting the principles and practices of constructive
alignment. We are dealing with a package: individual components that don’t
fit our constructively aligned package have to go. Late submissions will have
to be handled another way.

The first set of decisions, then, is to remove those aspects of your teaching
that are actually encouraging surface approaches in students. Information

Table 3.1 Aspects of teaching likely to lead to surface approaches

Motivation

1 Conveying expectations of a low probability of success:

• Oral and written comments suggesting failure is due to lack of ability,
success due to luck or other factors outside the student’s control; not
suggesting how a poor result might be remedied

• Norm- rather than criterion-referenced assessment
• Lack of clear direction, no feedback, no milestones of progress

2 Conveying low evaluations of tasks, cynicism:

• Playing games with students at a disadvantage, especially in the context
of assessment (‘funny’ MC alternatives; busy-work)

• Displaying personal dislike of content being taught
• Assessing in a trivial way: low-level tasks requiring memorizing only,

marking only to the literal word limit, discounting grades for non-
academic or disciplinary reasons, assessments not based on content
taught

• Emphasizing rules and regulations beyond their functional utility.
Subtext: Rules are more important than learning

• Not practising what is preached. Subtext: You lot can do it, but it’s not
worth me doing it

The learning climate

3 Aspects suggesting Theory X:

• Negative reinforcement, use of anxiety to ‘motivate’
• Blame-the-student explanations of student behaviour
• Time stress: failure to consider or appreciate student workload, no time

available to students for reflection
• Students given little input in decisions that affect them
• Anxiety: engendered by harsh sanctions, bullying, sarcasm, lack of

consideration of students’ perspective, work/time pressure
• Cynicism: engendered by students feeling that you are not playing straight

with them, that you don’t actually believe in what you are telling them
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on this or on other aspects of your teaching may be obtained from four
possible sources:

1 Your own reflections on your teaching.
2 Your students.
3 A colleague in the role of ‘critical friend’.
4 A staff developer who can offer informed advice.

Much can be achieved by transformative reflection. We can reflect on the
suitability of our intended learning outcomes and on what alternative teach-
ing/learning activities and assessment tasks we might best use. The con-
structive alignment framework is intended to encourage exactly that sort of
reflection. The Approaches to Teaching Inventory (Prosser and Trigwell 1998;
see also Chapter 12) is a very useful instrument for clarifying your concep-
tions (views) of teaching and how consistent your practices are with those
conceptions.

Task 3.1 (p. 34) is a reflective task based on this chapter, the messages you
convey to your students. Think about it and see what you conclude about the
feedback you give your students.

It is hard for us to see what is wrong with some aspects of our teaching. We
are likely to be blind to the more personal aspects. What we intend as
humour might come across as sarcasm; attempts at being friendly as patron-
izing. Both are fertile breeding grounds for anxiety and cynicism. We need
somebody to tell us such things.

Our students are the most direct source of this kind of information: it is,
after all, their perceptions that structure the intention to use a surface
approach. This is quite a different issue to the usual student feedback ques-
tionnaire, which is about how you teach particular courses. Obtaining stu-
dent feedback in this context is best done anonymously, providing you are
capable of putting up with the jibes of the facetious or the negativism of the
disgruntled. You can use an open question: ‘What aspects of my teaching do
you like most? What would you like to see changed?’ A positive note is better
than: ‘What do you see wrong with my teaching?’ You might as well walk
around with a ‘Kick me’ sign on your backside.

Another perspective on teaching may be provided by our colleagues. A
‘buddy system’ or peer review (pp. 269–71) is useful, in which two teachers
in the same department – and who trust each other – visit each other’s classes
as critical friends. They will need a common framework and a common set of
assumptions about what is good teaching to do this well.

Yet another perspective is provided by the teaching and learning devel-
opment centre, if your university has one. Staff developers have the expertise
to act as critical friend and to provide important insights on all stages of
teaching where your own perspective might be limited.

Some problems may be located in your own personal style of teaching,
which is what we are concerned with here. Task 3.4 asks you to list what at this
stage you see to be major problems in your teaching that you’d like to solve.

You’ll have a chance to revisit this task in Chapter 12.
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Summary and conclusions

Getting students involved in learning: Motivation

Motivation has two meanings: it refers to initiating learning, and to maintain-
ing engagement during learning. To initiate learning, students need to see
the cost-benefits: that engaging in learning has evident value and that
engagement is likely to realize that value. Value accrues to a task for a variety
of reasons: extrinsic, where the consequences either bring something we
want, or avoid something we don’t want; social, where the value comes from
what other important people think; achievement, where the value is ego
enhancement; intrinsic, where we don’t even think to ask where the value
comes from: it’s the journey, not the destination. Teachers can make use of
these values to bring about positive results. Extrinsic reinforcement in the
form of rewards and punishments needs to be used carefully, punishment

Task 3.4 What are the major problems in your own teaching that you
would like to solve?

Take a semester- or year-long unit that you are currently teaching and
that presents you with particular difficulties or problems that you want
to solve (e.g. teaching large classes, motivating students, lecturing suc-
cessfully, dissatisfied with current assessment methods, covering the
syllabus, getting students to understand etc.). What are the three most
worrying problems in teaching that unit, which you would realistically
hope to minimize by reading this book?

1

2

3

Comment

In the following chapters, bear this unit in mind, even if the material
being addressed is not particularly problematic. At the end, you have
the chance to revisit these problems.
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can be quite counterproductive. Likewise, competition may turn on some of
the Susans but none of the Roberts. Teachers can act as enthusiastic role
models – and if they want to motivate their students intrinsically, they should
teach constructively.

The teaching/learning climate

The quality of the relationship set up between teacher and students, or
within an institution, is referred to as its ‘climate’, the way the students feel
about it. A Theory X climate is based on the assumption that students cannot
be trusted, a Theory Y climate on the assumption that they can. If Level 1
and Level 3 theories of teaching describe two cognitive views of teaching,
Theory X and Theory Y climates are their affective counterparts. The tight
formal structures of a Theory X climate, with sanctions for non-compliance,
result in anxiety and cynicism; both lead to surface learning. A Theory Y
climate allows students freedom to make their own learning-related choices,
which, as we shall see, is important if students are to become independent
lifelong learners.

Reflective teaching

Improving teaching under these conditions is not a matter of simply learning
a swag of teaching competencies. Teaching is personal and the context
in which each teacher works is different. What is effective for this teacher, for
that subject, at this level, for those students, may not apply to other teachers,
working under their own conditions. Individuals have to work out their
own solutions. This requires transformative reflection, a theory of teaching to
reflect with and a context of experiences as the object of reflection. This
process may be structured in action research, in which possible solutions are
carefully monitored to gauge their success.

Improving your teaching

The two big questions for any individual teacher are: What do I believe in, a
Theory X or a Theory Y climate? What am I doing, unwittingly, that might be
creating the opposite climate to what I want? Teachers trying to implement
aligned teaching must answer the first question with Theory Y. Information
on the second question may come from one’s own transformative reflec-
tions, from the students, from informed advice such as that of a colleague or
of a staff developer. Each source provides a different perspective, but reli-
ance on your own reflections isn’t likely to be a productive source of infor-
mation on those aspects of your teaching of which you are unaware. These
can be supplemented with questionnaires, observations, and interviews,

48 Teaching for quality learning at university



10:58:06:11:07

Page 49

Page 49

their focus on aspects of teaching discussed in this chapter. The factors that
are likely to lead to poor motivation and surface learning are summarized in
Table 3.1.

Further reading

Biggs, J. and Moore, P. (1993) The Process of Learning. Sydney: Prentice-Hall Australia.
McGregor, D. (1960) The Human Side of Enterprise. New York: McGraw-Hill.

Further reading for this chapter is a tough one. There is plenty of theoretical
material on motivation, but readers who don’t know this literature already will have
no time to read it now and transform it into functioning know-how. Most of the work
on climate is either directed at school classroom level or at big business. The recent
literature addressed to business persons is hairy-chested achievement motivation
stuff, not Level 3 oriented at all. The exception is McGregor’s original work on
Theory X and Theory Y, which is well worth reading, but it needs translating into the
tertiary context. The general principles of both foci of this chapter are given a more
in-depth treatment in Biggs and Moore.

Setting the stage for effective teaching 49



10:58:06:11:07

Page 50

Page 50

4
Using constructive alignment in
outcomes-based teaching and learning

Constructive alignment arose out of an experiment with portfolio
assessment. Students were faced with the intended outcomes of a course
– mainly that their professional decision making had been improved by
taught theory – and asked to provide evidence from their own profes-
sional experience as to if and how it had. The results provoked a rethink
of the design of teaching: the students couldn’t be ‘taught’ the evi-
dence, they had to reflect on their experience and provide it them-
selves. The ‘teaching method’ became a series of negotiations as to
how that evidence might be obtained, the assessment the quality of the
evidence provided. The course was a success, and in reflecting on it
later, it seemed that two principles were involved: a constructivist theory
of learning, and alignment between the intended learning outcomes,
the teaching/learning activities and the assessment tasks.

What is constructive alignment?

Constructive alignment came about as a result of an experiment with port-
folio assessment in a bachelor of education programme. The course, entitled
The Nature of Teaching and Learning, was a senior-level course in educational
psychology for in-service teachers. It followed the then usual model: topics
drawn from the psychology of learning and development that were con-
sidered relevant to the improved practice of teaching were taught and
assignments given that would assess how well the theory and the relationship
between psychology and education were understood: a typical academic
assignment.

Then the penny dropped. This was not the major intended outcome of
the course at all. The assignment was also ‘academic’ in a less worthy sense:
it had nothing to do with the experience and working space of the students.
The ultimate aim of any professional education course, by the same token,
has everything to do with the direct experience of the students: it is to
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improve their professional competence. What evidence was there that it was
indeed having that effect? The assignments didn’t address that question.
What caused the penny to drop and events that happened thereafter are
contained in Box 4.1.

Box 4.1 How constructive alignment came into being

In 1994, one of the authors, John, returned from study leave in Canada
to teach The Nature of Teaching and Learning, an evening course in the
third year of an in-service, part-time BEd programme. He had been very
impressed with the use of ‘authentic’ assessment and assessment port-
folios in Canadian elementary schools. He thought portfolio assessment
would be ideal for this course, which was about how knowledge of psy-
chology might improve teaching. As the students were teachers during
the day, they had plenty of opportunity to see how psychology might be
working for them. However, when told that the assessment would com-
prise a portfolio of items, selected by them, demonstrating how psych-
ology had improved their teaching, the students felt threatened:

How am I supposed to do it well when I’m not sure exactly what the
professor wants to see in it? . . . though he did say that we can put
what means much to us in the portfolio, yet how can I be sure that he
agrees with me?

John suggested item types for their portfolios and after a trial run,
they got the idea. When they finally submitted their portfolios, John
was stunned. They were rich and exciting, the class achieved more A
and B grades than ever before, the student feedback the best he’d ever
received. Here are a couple excerpts from their diaries:

All [the teacher] said was ‘show me the evidence of your learning that
has taken place’ and we have to ponder, reflect and project the the-
ories we have learnt into our own teaching . . . How brilliant! If it had
only been an exam or an essay, we would have probably just repeated
his ideas to him and continued to teach the same way as we always do!

Instead of bombing us with lengthy lectures and lecture notes, we
have to reflect on our own learning experiences and to respond
critically . . . I feel quite excited as this course is gradually leading me
to do something positive to my teaching career and to experience real
growth.

John didn’t know it at the time, but he’d just implemented an
example of outcomes-based teaching and learning.

Only he’d called it ‘constructive alignment.’
Source: Biggs (1996)
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Reflecting on why the experiment with portfolio assessment worked so
well, John decided that it was because the learning activities addressed in the
intended outcomes were mirrored both in the teaching/learning activities
the students undertook and in the assessment tasks. This design of teaching
was called ‘constructive alignment’ (CA), as it was based on the twin prin-
ciples of constructivism in learning and alignment in the design of teaching
and assessment.

It is ‘constructive’ because it is based on the constructivist theory that
learners use their own activity to construct their knowledge or other out-
come. It extends in a practical way Shuell’s statement that ‘what the student
does is actually more important in determining what is learned than what
the teacher does’ (1986: 429). The intended outcomes specify the activity
that students should engage if they are to achieve the intended outcome
as well as the content the activity refers to, the teacher’s task being to set
up a learning environment that encourages the student to perform those
learning activities, and then assess the outcomes to see that they match those
intended.

The ‘alignment’ in constructive alignment reflects the fact that the learn-
ing activity in the intended outcomes, expressed as a verb, needs to be acti-
vated in the teaching if the outcome is to be achieved and in the assessment
task to verify that the outcome has in fact been achieved. Take driving
instruction. The intention is that the learner learns how to drive a car.
The teaching focuses on the learning activity itself: driving a car, not
giving lectures on car driving, while the assessment focuses on how well the
car is driven. Car driving is the verb that is common to all components of
instruction: to the intended outcome of learning, to the learner’s activity
during teaching and to the assessment. The alignment is achieved by
ensuring that the intended verb in the outcome statement is present in the
teaching/learning activity and in the assessment task.

By focusing on what and how students are to learn, rather than on what
topics the teacher is to teach, we need to phrase the learning outcomes
that are intended by teaching those topics not only in terms of the
topic itself but also in terms of the learning activity the student needs to
engage to achieve those outcomes: we specify not only what students are
to learn, as we always have, but what they are supposed to do with it and
how they are to learn it. The outcome statement also informs students how
they are expected to change as a result of learning that topic. The intended
learning outcome, or ILO, contains a helpful verb such as ‘reflect on X’ or
‘apply theory to Y’ to achieve the outcome. Once those verbs are specified, it
is clear what the teaching/learning activities (TLAs) that should engage the
student might be, and what the student needs to perform in the assessment
task (AT).

The idea of aligning assessment tasks with what it is intended that students
should learn is very old – and very obvious. It’s called ‘criterion-referenced
assessment’ in the jargon and it’s what anyone outside an educational institu-
tion does when teaching anyone else anything. Yet as we see in Chapter 9,
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educational institutions became enamoured of ‘norm-referenced assess-
ment’, where assessment tasks performed quite a different role: to see
who learned better than who. That is an important function when selecting
from many people for few positions, such as making an appointment to a
job from a large field of applicants or awarding university places or scholar-
ships. However, when the aim of teaching is that students learn specified
content to acceptable standards, aligning the test of learning to what is
to be learned is not only logical, it is more effective in getting students to
learn, as Cohen (1987) concluded after reviewing a raft of studies on the
matter. Cohen was so impressed that he called such alignment between
the assessment and the intended learning outcome the ‘magic bullet’ in
increasing student performance.

That is all very well for a skill like car driving, you might say, where the
learner’s activities are explicit, but how can that apply to something that is
conceptually of a high level and abstract like learning a theory? The example
of ‘The nature of teaching and learning’ course (see Box 4.1, p. 51) illus-
trates that it can.

The theory in any course is not only meant to be ‘understood’, whatever
that all-purpose word might specifically mean, but as was argued in the
previous chapter it is intended to change the way students see the world
and thence to change their behaviour towards it. It isn’t only in pro-
fessional courses that this applies, although it is more obvious in these
cases. Virtually all sound learning, whether in medical education or in sub-
jects like pure physics, gives the student a different view of the world,
together with the power to change some aspects of it. That view, and
instances of the empowerment that learning gives the student, are the
outcomes of learning.

All good teachers have some implicit idea of how they want their students
to change as a result of their teaching, so they work towards achieving that
change when teaching. Constructively aligned teaching systematizes what
good teachers have always done: we state upfront what we intend those
outcomes to be in the courses we teach – always allowing that desirable
outcomes will emerge that we may not have anticipated. Unlike some
outcomes-based education, such as competency-based, constructively
aligned teaching is not closed loop, focusing only on what is predetermined.
As explained later, we use outcomes statements and open-ended assessment
tasks that allow for unintended but desirable outcomes.

Another difference between constructive alignment and other outcomes-
based approaches is that in constructive alignment, the connections between
intended learning outcomes (ILOs), teaching/learning activities (TLAs) and
assessment tasks (ATs) are aligned intrinsically, a ‘through train’ if you like,
on the basis of the learning activities expressed in the outcomes statements.
In other outcomes-based models, alignment exists only between the ILOs
and the assessment tasks, not additionally between the ILOs and the TLAs.

Constructively aligned teaching is likely to be more effective than
unaligned because there is maximum consistency throughout the system.
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While the curriculum initially contains lists of content topics that are judged
desirable for students to learn, those topics are translated into outcome
statements that both the teaching/learning activities and the assessments
tasks directly address. All components in the system address the same agenda
and support each other. The students are ‘entrapped’ in this web of consist-
ency, optimizing the likelihood that they will engage the appropriate learning
activities, helping the Roberts learn more like the Susans but leaving them
free to construct their knowledge their way.

Where assessment is not aligned to the intended or other desired out-
comes, or where the teaching methods do not directly encourage the
appropriate learning activities, students can easily ‘escape’ by engaging in
inappropriate learning activities that become a surface approach to learning.
Constructive alignment is a marriage between a constructivist understanding
of the nature of learning and an aligned design for teaching that is designed
to lock students into deep learning.

A critic of the first edition of this book described constructive alignment
as ‘spoon feeding’. Spoon feeding, like the other Level 1 metaphors with
their curious affinity to metabolic processes – ‘regurgitating’, ‘chewing it
over’, ‘stuffing them with facts’, ‘ramming down their throats’, ‘getting
your teeth into’ – puts a stranglehold on the student’s cognitive processes.
Spoon feeding does the work for the students, so that they have little left
to do but obediently swallow. Constructive alignment, by way of contrast,
makes the students themselves do the real work, the teacher simply acts as
‘broker’ between the student and a learning environment that supports the
appropriate learning activities.

It is also important to remember that while the term ‘intended’ learning
outcomes is used, the teaching and assessment should always allow for desir-
able but unintended outcomes, as these will inevitably occur when students
have freedom to construct their own knowledge. The assessments tasks
should be open enough to allow for that: an issue we address in Chapters 9
and 11.

Design of constructively aligned teaching
and assessment

Let us now unpack the prototypical example of constructive alignment in
the course The Nature of Teaching and Learning. There are four stages in
the design:

1 Describe the intended learning outcome in the form of a verb (learning
activity), its object (the content) and specify the context and a standard
the students are to attain.

2 Create a learning environment using teaching/learning activities that
address that verb and therefore are likely to bring about the intended
outcome.
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3 Use assessment tasks that also contain that verb, thus enabling you to
judge with the help of rubrics if and how well students’ performances
meet the criteria.

4 Transform these judgments into standard grading criteria.

Intended learning outcomes (ILOs)

The ILOs are statements, written from the students’ perspective, indicating
the level of understanding and performance they are expected to achieve as
a result of engaging in the teaching and learning experience. The ILOs of
The Nature of Teaching and Learning were, in order of cognitive level, with the
learning activities or verbs italicized:

1 Explain in depth why a particular course topic is important to teaching.
2 Explain how the component course topics interrelate.
3 Reflect on your teaching in terms of a working theory you have gained

from the course.
4 Evaluate a situation that has gone wrong and apply a solution.

Each of these verbs addresses ‘understanding’ at some level: which is why
using ‘understand’ as the verb for your ILOs is inadequate. In the following
chapter we shall elaborate on this important question of the level of the
outcomes by presenting two taxonomies of verbs that are classified in terms
of their cognitive level. For the moment, let us stay with explain, reflect,
evaluate and apply.

The first ILO, ‘explain in depth’, requires that the students choose a topic,
say expectancy-value theory, and in their own words relate it to the practice of
teaching. The second, ‘explain’, requires students to view the whole course
and explain how the various topics interrelate to form a workable conceptual
framework. ‘Reflect’ in the third ILO is at a higher cognitive level, requiring
students to apply that framework they have constructed from the course to
their own teaching as reflective practice. The fourth ILO, ‘evaluate and
apply’, requires the students to spot a problem, evaluate it, then suggest how
it might be rectified in light of material taught in the course: this too is at a
high cognitive level.

The next question is how students were helped to activate these verbs.

Teaching/learning activities (TLAs)

The verbs the students needed to enact are italicized in our list of ILOs. The
TLAs were obtained through negotiation with the students, who quickly saw
that the usual situation of the teacher lecturing to them wasn’t going to help
them achieve the outcomes of the course. The following dialogue, con-
densed from several sessions, illustrates how this happened (S are students,
T is teacher):
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S How do we show we can reflect?
T Keep a reflective diary or journal.
S What do we put in it?
T What you think are critical incidents in your teaching, anything that

might indicate how your teaching has improved, such as samples of
conversations with your students, lesson plans, samples of student work.

S That’s too vague. We need help to decide what to put in.
T Talk it over with your colleagues. A learning partnership’s a good idea.

Choose a friend, maybe two, and get their phone number, sit next to them
in class. Talk it over together. You can help each other. You can see me in a
group if you are in real difficulty.

S Wouldn’t it be better if we had discussion groups of students teaching
the same subjects as we do? Then we can share experiences on similar
problems.

T Certainly. I thought you’d want that. I’ve already booked the room next
door. You can meet there.

S But we’ll need direct teaching on some things. Won’t you lecture us?
T Yes, but only when that’s suitable. There’s a topic for each session, I’ll give

you some pre-reading, just a few pages, before each session with some
written answers needed. I’ll then meet half the class at a time, while the
other half is having a discussion group. We can clarify each topic in the
lecture, as necessary.

And so on.
In short, instead of the teacher doing the work of teaching, the students

were helped to do what they needed to do in order to meet the intended
learning outcomes of the course.

The first two ILOs are about ‘explaining’, which require first that the
theories in the course needed to be learned and understood at a sufficient
level to allow the two kinds of explanation: in depth, and to integrate the
different topics of the course. The TLAs are italicized, as follows.

The content was presented in notes and readings to be read before each
class. The readings contained self-addressed questions to be answered: before
the class: ‘What do I most want to find out in the next class?’ and after the
class: ‘What is the main point I learned today?’ and ‘What was the main point
left unanswered in today’s session?’ The questions were reflected on and the
answers written in note form in a journal. Class time, including mass lecture,
was used for questioning, clarifying and elaborating. Each student chose a learn-
ing partner to help in clarifying and elaborating and interacting in whatever
ways they thought might be helpful.

‘Reflection’ was encouraged by the journal, which contained the self-
addressed questions for each day. Students were asked to record learning-
related incidents, particularly critical incidents, and to reflect on them.

‘Evaluation’ and ‘application’ were addressed also with the learning
partners (who were also teachers) and to extend the range of exposure to
different views and professional experiences, they discussed in groups of
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around 10 students, teaching in the same general content area. The groups
had a question to address, but were basically self-directed and students had
to draw their own conclusions.

Thus, all the learning activities mentioned in the ILOs were embedded
in the TLAs in one way or another. Table 4.1 summarizes the alignment
between ILOs and the TLAs.

Assessment tasks (ATs)

The portfolio required items that addressed each ILO, the highest level
having to do with how students’ teaching had changed as a result of being
informed by theory. The students were to decide on the evidence for their
achievement of the ILOs in the form of items for their portfolio and to
explain why they thought the portfolio as a whole met the ILOs. Specifically,
the requirements were:

1 Four pieces of evidence selected by the student, which they thought
addressed most of the ILOs.

2 A reflective journal, including answers to the self-addressed questions for
each plenary session.

3 A justification for selecting each portfolio items and the overall case they
were supposed to make as a learning package, showing how each ILO had
been addressed one way or another. This provided further evidence of
students’ reflective awareness of their learning.

A list of suggested item types was provided, but original items were
encouraged.

Table 4.2 shows the alignment between the ILOs and the items in the
portfolio.

Table 4.1 Intended learning outcomes (ILOs) for The Nature of Teaching and
Learning and aligned teaching/learning activities (TLAs)

1 Explain in depth why a particular course topic is important to teaching
TLAs: Plenary sessions with pre-readings and notes used for learning information,
clarification and elaboration. Application to teaching by partners and small groups

2 Explain how the component course topics interrelate
TLAs: As for (1)

3 Reflect on your teaching in terms of a working theory you have gained from the
course
TLAs: Keep reflective diary; discuss with group/learning partner

4 Evaluate a situation that has gone wrong and apply a solution
TLAs: Use workplace resources, group/learning partner comparing perspectives on
evaluating and applying
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One student referred to the assessment portfolio as ‘a learning tool’. In fact,
it was difficult to separate what was a TLA and what an AT, as is the case in
an aligned system. For example, students learned how to reflect by using the
journal, which was used later as evidence of reflection; the self-addressed
questions (‘What was the most important idea’) are both learning activ-
ities and evidence for the quality of learning. Grappling with the task you
want students to learn is automatically both a learning process and a learning
outcome.

Grading

The final step is to obtain a final grade for the student from the evidence
presented in the portfolio as to how well the ILOs have been achieved. There
are normally two aspects to grading: assessing the student’s outputs against
the stated criteria and combining results from several ATs to form a final
grade. This can be done quantitatively, as is usually the case, or qualitatively:
these issues and the pros and cons are discussed in Chapter 9.

In the case of The Nature of Teaching and Learning, a qualitative approach
was taken as being the most suitable for the task and the context. Each letter
grade represents a qualitatively different level of thinking, as follows:

A Able to reflect, self-evaluate realistically, able to formulate and apply
theory to problematic classroom situations, clear mastery of course
contents.

B Can apply theory to practice, a holistic understanding of course and com-
ponents, barely failed A.

C Can explain the more important theories, can describe other topics
acceptably, barely failed B.

D Can only explain some theories, barely failed C.
F Less than D; plagiarism.

Table 4.2 ILOs for The Nature of Teaching and Learning and aligned assessment
tasks (ATs)

1 Explain in depth why a particular course topic is important to teaching
AT: Set yourself a 2000-word essay on one of two nominated topics

2 Explain how the component course topics interrelate
AT: Concept map of course; letter-to-a-friend

3 Reflect on your teaching in terms of a working theory you have gained from the
course
AT: Present selected parts of diary with comments: explain how your portfolio items
meet ILOs and self-evaluate

4 Evaluate a situation that has gone wrong and apply a solution
AT: Write a case study of a critical incident in your own teaching and how you dealt
with it
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The grading was simple, involving no quantitative ‘marking’ or averaging
to calculate a final grade. The portfolio items were assessed as to whether
they provided ‘evidence’ for A qualities, B qualities, and so on. If the evi-
dence collectively did not reveal realistic self-evaluation, for example, but did
show an ability to form a working theory and apply it to classroom situations,
then here was a clear B.

Summary and conclusions

This chapter described how constructive alignment came about and how
the unit in which it was first used illustrates the important stages. By way
of summary let us generalize by reference to Figure 4.1, which can be used
as a general framework for teaching. Although it arose in a professional
programme, it can be implemented in virtually any course at any level of
university teaching.

Figure 4.1 Aligning intended learning outcomes, teaching and assessment tasks
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The intended learning outcomes are central to the whole system. Get
them right and the decisions as to how they are to be taught and how they
may be assessed follow. We express the ILOs in terms of what constructive
activities are most likely to achieve them. Activities are verbs, so, practically
speaking, we specify the verbs we want students to enact in the context of the
content discipline being taught.

Turn back to Figure 1.1 (p. 10). We see that Susan tended spontaneously
to use high-level outcome verbs such as theorize, reflect, generate, apply,
whereas Robert used lower level outcome verbs such as recognize, memorize
and so on. Their level of engagement is expressed in the cognitive level of
the verbs used: reflection is high level, memorizing low level. Note that these
verbs are examples only. Precisely what is meant by ‘level’, and how to
determine it, is a key issue addressed in Chapter 5.

Those verbs take objects, the content being taught. We explicitly reject the
one-dimensional notion of ‘covering’ the topics in the curriculum, by speci-
fying the levels of understanding or of performance that should be manifested
in the learning outcomes intended for the particular content discipline.

Once we have sorted out the ILOs, we design TLAs that are likely to
encourage students to engage the verbs that are made explicit in the ILOs,
thus optimizing the chances that the intended outcomes will be achieved.
Next, we select assessment tasks that will tell us whether and how well each
student can meet the criteria expressed in the ILOs. Again, this is done
by embedding the verbs in the ILOs in the assessment tasks. ILOs, teaching
and assessment are now aligned, using the verbs in the ILOs as markers for
alignment.

Finally, a grading scheme needs to be constructed according to how well
the ILOs have been met. A grade of A denotes a quality of learning and
understanding that is the best one can reasonably expect for the course.
Obviously, that level will become increasingly higher from first year to
more senior years. In the final year, one would expect the sorts of verbs in
the top box (‘generalize’, ‘reflect’), B is highly satisfactory, but lacks the
flair that distinguishes A. C is quite satisfactory, while D denotes what is
minimally acceptable; anything less is fail (F). What that range will be for any
particular course is a matter of judgment. The criteria, or rubrics, defining
the final grades will need to be much more specific than this and will need to
be developed for each course. The important thing is that the categories are
defined by a particular quality of learning and understanding, not by the
accumulation of marks or percentages.

Grading on the quality of learning is not new. The term ‘first class honours’
has been used for a long time to capture the idea that a student with first-
class honours thinks differently from a student with an upper second. This
difference is not captured by saying that a first has to obtain x more marks
than an upper second. We have more to say on this in Chapter 9.

To sum up, in an outcomes-based aligned system of teaching, the teacher’s
task is to see that the appropriate learning activities, conveniently expressed
as verbs, are:
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1 nominated in the intended learning outcome statements
2 embedded in the chosen teaching/learning activities so that performing

them brings the student closer to achieving the ILOs
3 embedded in the assessment tasks enabling judgments about how well a

given student’s level of performance meets the ILOs.

Because the TLAs and the ATs now access the same verbs as are in the
ILOs, the chances are increased that most students will, in fact, engage
with the appropriate verbs, which is by definition a deep approach. Had
Ramsden’s psychology teacher (see pp. 22–3) included in the ILOs such
verbs as ‘theorize’, ‘generalize’ or ‘explain the contribution of particular
founders of modern psychology’, an assessment task that required only
paraphrasing ‘a bit of factual information for two pages of writing’ would
immediately be seen to be inadequate.

Constructive alignment is common sense. Mothers, like driving instructors,
use it all the time. What is the intended outcome? That the child can tie her
shoes. What is the TLA? Tying her shoes. What is the assessment? How well
she ties her shoes. It is so obvious, yet most university teaching is not aligned.
There are several reasons for this:

1 Traditional transmission theories of teaching ignore alignment. A common
method of determining students’ grades depends on how students com-
pare to each other (‘norm-referenced’), rather than on whether an indi-
vidual’s learning meets the intended outcomes (‘criterion-referenced’). In
the former case, there is no inherent relation between what is taught and
what is tested. The aim is to get a spread between students, not to see how
well individuals have learned what they were supposed to have learned.

2 ‘If it ain’t broke, don’t fix it.’ Some teachers genuinely do believe there’s
nothing wrong with current practice. As we saw in Chapter 1, however,
there are problems of teaching that are arising in the rapidly changing
university scene. In any case, a situation doesn’t have to be ‘broke’ before
we may profitably start improving matters. The difference between reflect-
ive and unreflective teachers is that the former teachers believe they can
always teach better than they are at present. Indeed, a major feature of
award-winning university teachers was that they were continually seeking
feedback from students on ways in which they could improve their teach-
ing (Dunkin and Precians 1992).

3 Some administrative factors, such as resource limitations, appear to dic-
tate large classes with mass lecturing and multiple-choice testing. These
make alignment difficult, but not impossible. Some administrative
requirements, however, such as requiring teachers to use norm refer-
encing by grading on the curve, do make alignment impossible. If con-
structive alignment is to be implemented such policies and practices need
be changed, as we discuss in Chapter 12.

4 People hadn’t thought of it before. Many of these matters may not have
occurred to teachers.

5 Others might like to use the principle but they don’t know how to.
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These points are addressed throughout this book. We shall see how the
principle of alignment can be applied to the design of most units.

Further reading

Biggs, J.B. (1996) Enhancing teaching through constructive alignment, Higher Educa-
tion, 32: 1–18

This paper outlines in detail the original course that gave rise to constructive
alignment.

DVD

Teaching Teaching & Understanding Understanding, an award-winning DVD from
the University of Aarhus, Denmark, written and directed by Claus Brabrand. In less
than 20 minutes, Claus takes the viewer through the basics of constructive alignment
with Doina and Rune, Danish versions of Susan and Robert. Available from Aarhus
University Press (www.unipress.dk) in English, French, Spanish, Italian, Portuguese,
German and Danish.

Websites

The Engineering Subject Centre, Higher Education Academy, UK: http://
www.engsc.ac.uk/er/theory/constructive_alignment.asp

An excellent overview of constructive alignment, with links to related topics such
as ‘Assessment’, ‘Approaches to learning’ etc.

University of Wales at Bangor, North Wales: http://riel.bangor.ac.uk/the/Testing%
20a%20Model%20of%20Constructive%20Alignment%20-%20planning_files/
frame.htm/

A nice easy PowerPoint presentation by Romy Lawson.

National Council of Open and Distance Education and the Teaching and Learning
Centre, Southern Cross University: http://www.scu.edu.au/services/tl/sd_on-
line/consalign.html

A version of constructive alignment in an online course on course design, with
examples.

What is the evidence on constructive alignment?

http://www.ed.ac.uk/etl/project.html

This is the website for the ETL project led by Noel Entwistle and Dai Hounsell of
the University of Edinburgh. The project, which has been running since 2001, seeks
to develop subject-specific conceptual frameworks to guide institutional and faculty
or departmental development of teaching–learning environments. Constructive
alignment is one of the key concepts underlining the thinking of the project.
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Other

The home page of the Higher Education Academy http://www.heacademy.ac.uk/ is
well worth visiting for a browse. The recently established HEA is just so resource
rich: click ‘Supporting learning’.

Outcomes-based learning in general

http://merlin.capcollege.bc.ca/mbatters/whatsalearningoutcome.htm

A very good discussion of outcomes-based learning, as these authors call it. The
difference between this and constructive alignment is that the means of tuning teach-
ing and assessment to achieving the outcomes is left open, whereas in constructive
alignment we progress using the verbs.

If you want more, Google ‘constructive alignment’ and browse.
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5
Designing intended learning outcomes

Intended learning outcomes (ILOs) apply at the institutional level as
graduate attributes, and at the programme and course levels.* Graduate
attributes can provide useful guidelines for designing programme out-
comes, which, in turn, are addressed by the outcomes of specific
courses. Most of this chapter is taken up with the design and writing of
course ILOs, as these are the ones with which teachers are specifically
concerned and to which teaching and assessment are aligned. It is
important to stipulate the kind of knowledge to be learned, declarative
or functioning, and to use a verb and a context that indicates clearly the
level at which it is to be learned and how the performance is to be
displayed. The SOLO taxonomy is a useful tool for selecting verbs of an
appropriate level of complexity.

Intended learning outcomes at different levels

As we saw in the previous chapter, an intended learning outcome (ILO) is a
statement describing what and how a student is expected to learn after
exposure to teaching. Such an outcome statement can be made at three levels:

• the institutional level, as a statement of what the graduates of the university
are supposed to be able to do

• the degree programme level, as a statement of what graduates from particu-
lar degree programmes should be able to do

• the course level, as a statement of what students should be able to do at the
completion of a given course.

* We use ‘programme’ to refer to the whole degree pattern. Some universities refer to
this as a ‘course’, as in a course of study. We use ‘course’ to refer to the units of study
making up a programme, whereas others refer to this as a ‘unit’, ‘module’ or ‘subject’.
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Let us now look at each in turn.

Graduate attributes

It has long been believed that university study has an effect on the way
graduates think and act, over and above the knowledge and skills that have
been learned in the official curriculum of the degree programme. For
example, graduates are thought not to accept ‘spin’ as readily as non-
graduates, to feel a need to seek and evaluate evidence before coming to a
conclusion, to question the status quo, to show intellectual curiosity about
the physical or social world. Public opinion used to expect certain moral
behaviour from graduates (‘He ought to know better with his education!’).
The public service, too, used to recruit graduates, without stipulating any
particular area of study, on the grounds that they would be employing a
certain sort of person. This sort of thinking has the following view of educa-
tion: ‘When you have forgotten everything you were ever taught, what is left
is education’ (Anon.).

The Higher Education Council (HEC) of Australia defines the attributes a
graduate should possess as:

The skills, personal attributes and values which should be acquired by
all graduates regardless of their discipline or field of study. In other
words, generic skills should represent the central achievements of higher
education as a process.

(HEC 1992: 20)

The Dearing Report for its part referred to a culture that demanded simi-
lar attributes, but also that students should ‘become part of the conscience of
a democratic society’ (Dearing 1997: 1). Both reports are looking to employ-
ability at a time when students are more than ever seeing a university degree
as a lifelong meal ticket and, more broadly, to qualities that responsible
citizens in a global society should have. Such attributes include ‘critical
thinking’, ‘ethical practice’, ‘creativity’, ‘independent problem solving’, ‘pro-
fessional skills’, ‘communications skills’, ‘teamwork’, ‘lifelong learning’ and
the like. But what are these qualities really and, more to the point, how are
they supposed to be acquired in such varied fields as accountancy, veterinary
science or social work? Or are they simple generic abilities that apply across
the board to any subject?

And this is the problem. We are clearly dealing with more specific residues
than what is left after you’ve forgotten everything you were ever taught.
There are several different conceptions of graduate attributes, which makes
it difficult for universities to agree on an institution-wide policy in fostering
them (Barrie 2004). Barrie, after a phenomenographic analysis of teachers’
conceptions of graduate attributes, arrived at a hierarchy of conceptions.
The lowest sees attributes as generic foundation skills that are unrelated to any
particular discipline area, such as numeracy and communication skills that
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can be taught in standalone courses. At the other extreme are attributes as
abilities that are deeply embedded in particular disciplines: for example, prob-
lem solving strategies that involve thinking like a physicist won’t be of much
help in solving problems of medical diagnosis. Teachers who hold the latter
view are not going to be very concerned about fostering a generic problem
solving ability, only that they make sure that their students are required to
show evidence of the appropriate problem solving strategies in their aca-
demic performances, especially in the higher years. Otherwise, they do not
see developing graduate attributes as their responsibility.

A major issue is that if these attributes are to be taught, then how: in
standalone courses or as embedded in normal courses? Or perhaps some
attributes can be taught as standalone, others as embedded – and if so, which
should be handled in what mode of delivery? Some attributes can reasonably
be seen as generic and standalone, literacy skills for example, but rather
more are seen as standalone when they are best not seen that way, creativity
being an example. Should there be a course in Creativity 101 that all students
must pass? We hope not, because you can’t teach creativity that way, not in
any significant sense, because genuine creativity requires significant substan-
tive knowledge in a given area. Others are not quite so clear cut, such as
critical thinking and possibly independent problem solving. There are two
separate issues here that are often confused:

1 Are there such things as general problem-solving or critical-thinking abil-
ities that work across the board? There almost certainly are. In fact, one of
our aims is that graduates can transfer skills learned in one domain to
another.

2 If that is the case, then can they be taught out of context, in standalone or
foundation courses? The research on this question is discouraging: some
minor skills probably can be directly taught, but it is far better to teach
them in one context, learning any generic problem-solving or critical-
thinking skills in that context, then encouraging transfer to another con-
text. This is much preferable to teaching all-purpose problem-solving and
critical-thinking skills in a vacuum, out of context. In fact, ‘far transfer’,
from one domain to another, should be in the ILOs of many higher level
courses. It may be helpful to provide some generic courses in study skills
and metacognitive study strategies (pp. 149, 150–1), but these are better
regarded as ‘top-ups’, not as substitutes for teaching problem solving in
embedded contexts.

Most universities want both kinds of attributes to be addressed, as do qual-
ity assurance agencies, not to mention employers who want to be assured that
graduates have the attributes claimed. However, if attributes such as creativity
or critical thinking are embedded in general teaching, they are less visible;
they may not even be directly assessed. Attributes in standalone courses (e.g.
Critical Thinking 101) can be seen to have been addressed and assessed, so
the quality assurance committee is duly impressed at the next institutional
audit or process review. The fact that the critical thinking may not necessarily
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apply in depth to the content area in which the graduate has studied, but
only to across-the-board exercises in the standalone class, may easily be
overlooked.

A rather ruthless approach to attribute assessment is given by Yuen-Heung
et al. (2005) in a US university. The attributes, or ‘university learning goals’,
are not an atypical list: ‘leadership’, ‘independent lifelong learning’, ‘values-
based decision making’, ‘develop service potential’, ‘critical thinking’
‘logical reasoning’, ‘written communication’ and ‘oral communication’.
Students are rated by teachers on goals and each goal’s sub-goals. Independ-
ent lifelong learning has 14 sub-goals, critical thinking 13, and so on, making
74 goals and sub-goals in all. Students not meeting a satisfactory level on any
goal or sub-goal are ‘lifted’ until they do. One must be forgiven for thinking
that the time and effort going into this might be better spent in simply
teaching.

Knight (2006), by way of contrast, takes a strong embedded view. He says
that attributes such as reasoning, creativity, ethical practice, teamworking
and collaboration and so on are complex ‘achievements’ or ‘wicked com-
petences’ that develop rather than are taught. They have no single cause, are
slow growing and need a complex environment, an ethos – a particular cli-
mate, a sequence of role models – in which to develop. They are unlikely to
be achieved if they are only addressed in one or a few courses. Their assess-
ment cannot be measured with what Knight calls ‘high-stakes assessment’
instruments of high reliability, such as tests. Self- and peer-assessment, and
particularly portfolios, in which students make claims that they themselves
try to substantiate are more suitable. In this view, graduate attributes are
desirable outcomes that need continually looking to, such that they are
fostered in teaching over a range of subjects and interactions with students.

How do we resolve these contradictory positions and derive an internally
consistent policy for any given institution? Barrie (2004) proposes an inter-
active model that sees two levels of attributes. The first are holistic and
overarching ‘attitudes or stances’, as he refers to them:

1 Scholarship, relating to academic knowledge, competence and openness to
inquiry.

2 Global citizenship, relating to societal responsibilities and obligations.
3 Lifelong learning, relating to the self as committed to continuous learning

and reflection and dealing with new problems and issues as they arise.

The next level has five attributes:

1 Research and inquiry.
2 Information literacy.
3 Personal and intellectual autonomy.
4 Ethical commitment, socially and professionally.
5 Communication skills and commitment.

The interrelations are given in Figure 5.1.
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We return to this structure in Chapter 8 with respect to designing teach-
ing/learning activities for lifelong learning. But before we start thinking
about how to teach lifelong learning, programme committees need first
to deal with these levels and interrelations in order to derive programme,
then course, ILOs. This is a complex question that will differ from univer-
sity to university according to their mix of attributes and their policies on
addressing them.

Even before the problem is relegated to the programme level, we might
return to Knight’s point that the institutional climate itself has a formative
effect on some attributes. Ethical behaviour, lifelong learning, creativity
and so on are more likely to thrive in a Theory Y institutional climate that
itself values such attributes in the very real sense that it enacts them in its
own policies and procedures. Constructively aligned courses, where both
teaching and assessment address the ILOs, some at least of which are spe-
cifically tuned to these attributes, are important too. A consistent message
can then be maintained across courses with respect to the overall programme
design.

We turn to that level next.

Figure 5.1 Interrelations between two levels of graduate attributes

Source: Adapted from Barrie (2004)
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Intended learning outcomes at the programme level

In translating graduate attributes to programme outcomes, two aspects
need to be reconciled. The first is mapping the graduate attributes onto
the programme. The second is designing the programme ILOs from the
aims of the particular degree programme itself. Any degree programme
is established in order to achieve a definite aim that will itself generate
course ILOs – that many academics will see as more important than ILOs
generated to serve graduate attributes. The claims of these two determi-
nants of ILOs, graduate attributes and specific programme aims, need to be
reconciled.

Let us start with the aims of the programme itself: what is it meant to
achieve, and what is its focus and its context? For example, take a bachelor of
business management, BBM (accountancy). The focus, let us say, is on
accounting and the programme graduates are to serve the professional,
commercial and industrial sector. This aim is served if graduates can achieve
the following outcomes:

1 Describe and explain the conceptual framework and practical skills of the
accounting profession.

2 Analyse this framework of accounting and apply the practical skills to
real-life accounting situations.

3 Communicate effectively as a professional with clients and colleagues in
real-life accounting situations.

4 Operate effectively and ethically as a team member in real-life accounting
situations.

These programme ILOs are in effect the reasons for establishing the pro-
gramme. There would usually be only a few such reasons; rarely would they
exceed, say, six. However, when graduate attributes address a whole range of
outcomes classified under knowledge, skill, values and social concerns (e.g.
Ewell 1984), it is very difficult to use these to drive programme, then course,
ILOs because it is not possible to align teaching/learning activities and
assessment tasks to all these possible outcomes.

Having derived these programme-specific ILOs, the next question is how
to reconcile these with general graduate attributes. A simple solution is to see
that programme committees and course teachers check that where possible
and appropriate the intended learning outcomes address the listed graduate
attributes, grounded in the content and context of the degree programme.
Thus degrees in education, social work, fine arts, computing science or busi-
ness and management would address different mixes of graduate attributes.
The meaning of ‘creativity’, say, is then confined to the particular areas the
student has studied – with hopefully some overflow to a way of thinking, but
no promises – but most or all degree programmes would address ‘creativity’
in some way or another. Here, the focus is on the programme and course
outcomes, the graduate attributes being used only to jog the memory
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when writing ILOs and deriving the criteria for assessing assessment tasks. A
hardline approach to accountability may not, however, consider this rigorous
enough.

One problem with being too rigorous is that attributes, particularly in the
social/value domain, have varying degrees of relevance to different pro-
grammes. Empathy, say, is highly appropriate in a social work degree, rather
less so in, say, computer programming. A social worker lacking empathy
clearly should not be awarded a degree in social work, but one would be
inviting big trouble withholding a degree from a computer scientist on the
basis of lack of empathy. To insist that inappropriate or irrelevant attribute/
outcomes are forced into all programmes irrespective of suitability is to invite
resistance and cynicism from students.

Reconciling specific programme ILOs with the requirements of the uni-
versity’s graduate attributes policy is a question specific to each institution
and there are various ways of handling it (Bath et al. 2004; Sumsion and
Goodfellow 2004).

The important question, as far as teaching itself is concerned, is deriving
the course ILOs from programme ILOs and graduate attributes, however
that is done.

Intended learning outcomes at the course level

In previous editions of this book, we used the term ‘curriculum objectives’ or
just ‘objectives’ for the intended outcomes of a course. We now think
the term ‘intended learning outcome’ (ILO) is better because it emphasizes
more than does ‘objective’ that we are referring to what the student has to
learn rather than what the teacher has to teach. ‘Intended learning out-
come’ clarifies what the student should be able to perform after teaching
that couldn’t be performed previously – and there may well be outcomes
that are a positive outcome of teaching that weren’t intended. ‘Objective’
was intended to have the latter, student-centred, meaning but ILO makes it
absolutely clear that the outcomes are from the student’s perspective. The
term ‘objective’ also may recall in older readers the problems associated with
‘behavioural objectives’.

‘The student will understand expectancy-value theory’ might be a teach-
ing objective, but it is not an ILO. Likewise the following example, taken
from the objectives for an occupational therapy unit: ‘At the end of this
unit, students will be able to understand the concept of muscle tone and
its relation to functional activity.’ What does it mean ‘to understand the
concept of muscle tone’? What learning activities are involved? What level of
understanding are the students to achieve? Here is an objective that is not
an ILO.

With an ILO we need to make a statement about what students’ learn-
ing would look like after they have learned expectancy-value theory
to the acceptable standard. Defining that standard of the outcome of
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learning is important. Verbs like ‘understand’, ‘comprehend’, ‘be aware of’
are unhelpful in ILOs because they do not convey the level of performance
we require if the ILO is to be met. Even the quite common ‘demonstrate an
understanding of’ leave important questions unanswered: what does the
student have to do to demonstrate ‘an’ understanding? What level of under-
standing does the teacher have in mind – simple acquaintance? Able to point
to an instance of? Apply in a real-life situation? One of the key criteria of a
good ILO is that the student, when seeing a written ILO, would know what to
do and how well to do it in order to meet the ILO. Box 5.1 presents the
conventional objectives of a course in engineering, then the same course
expressed in ILOs.

The main reasons for teaching a course – as with a programme – usually
amount to no more than five or six. Each ILO might be regarded as one of
these reasons. The more ILOs, the more difficult it becomes to align teach-
ing/learning activities and assessment tasks to each. Trying to impose a
knowledge, skill, value and attitude template, with all their sub-domains, is as
inappropriate at the course level as we saw it was at the programme level.

When writing course ILOs, we need specifically to:

Box 5.1 From objectives to intended learning outcomes in an
engineering course

Objectives (old) ILOs (new)

1 To provide an understanding
of the kinematics and kinetics
of machines and the
fundamental concepts of
stress and strain analysis

1 To describe the basic principles of
kinematics and kinetics of machines and
the fundamental concepts of stress and
strain analysis

2 To develop an analytical
understanding of the
kinematics and kinetics and
elastic behaviours of machine
elements under loading

2 Using given principles, to solve a
mechanical problem that involves
loading and motion

3 To select relevant principles to obtain the
solutions for mechanical problems

4 To present analyses and results of
experiments in a proper format of a
written report such that a technically
qualified person can follow and obtain
similar findings

Source: Patrick Wong and Lawrence Li, Department of Mechanical and
Electrical Engineering, City University of Hong Kong
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1 decide what kind of knowledge is to be involved
2 select the topics to teach and decide the level of understanding desirable

for students to achieve and how it is to be displayed.

We now turn to these important issues. This will enable us to start writing
the course ILOs themselves. Finally, we address the question of alignment
itself, involving all three levels of institution, programme, and course
outcomes.

Kinds of knowledge and levels
of understanding

Kinds of knowledge

Knowledge, as the object of understanding at whatever level, comes in two
main kinds. Declarative, or propositional, knowledge refers to knowing about
things, or ‘knowing-what’: knowing what Freud said, knowing what the terms
of an equation refer to, knowing what kinds of cloud formation can be
distinguished, knowing what were the important events in Shakespeare’s
life. Such content knowledge accrues from research, not from personal
experience. It is public knowledge, subject to rules of evidence that make it
verifiable, replicable and logically consistent. It is what is in libraries and
textbooks and is what teachers ‘declare’ in lectures. Students’ understanding
of it can be tested by getting them to declare it back, in their own words
and using their own examples. Such knowledge is basic to applications and
creations, but is separate from them.

Functioning knowledge is based on the idea of performances of various
kinds underpinned by understanding. This knowledge is within the experi-
ence of the learner, who can now put declarative knowledge to work by
solving problems, designing buildings, planning teaching or performing
surgery. Functioning knowledge requires a solid foundation of declarative
knowledge.

These distinctions tell us what our curricula might address. Curricula in
many universities are overwhelmingly declarative with teaching methods
correspondingly expository. One study from the University of Texas found
that university teachers spent 88% of their teaching time in lecturing stu-
dents (cited by Bok 2006), yet students are supposed to be educated so that
they can interact thoughtfully with professional problems; to use functioning
knowledge, in other words. Unfortunately, often it is only the foundation
declarative knowledge that is taught, leaving it to the students when they
graduate to put it to work.

The traditional way of teaching psychology to education students illus-
trates this problem. The reason for teaching psychology is that teachers
should know something about such topics as human learning and motiv-
ation, child development, the nature of intelligence, and so on and on, not
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for the good of their souls, but so they may teach better. However, until
recently, these topics were taught and the students assessed on how well
they had learned them – on their declarative knowledge of the topics –
not on how well they applied their topic knowledge to their teaching.
With the exception of courses using problem-based learning, the application
of the theoretical content to teaching or to any other professional practice
was left up to the student, when ‘out there, in the real world’. When this
happens, the most important intended outcome of the course and of the
whole programme – that students would teach more effectively by virtue
of having learned all that theory – has been ignored in both the teach-
ing and the assessment of the theory courses. It was this realization that
prompted the use of portfolio assessment as reported in the last chapter
(Box 4.1, p. 51).

This is a problem not only of teacher education. The theory component in
professional programmes in general is often treated as an end in itself, not as
a means to performing in a more informed and effective way. While some
courses in a degree programme, and some topics in probably all courses,
need to be taught and assessed in their own right, the higher levels of
‘understanding’, involving reflection and application, need to be assessed in
terms of how students’ learning is manifested in better professional practice
as their functioning knowledge.

Leinhardt et al. (1995) make a similar distinction between ‘professional’
knowledge and ‘university’ knowledge:

• Professional knowledge is functioning, specific and pragmatic. It deals with
executing, applying and making priorities.

• University knowledge is declarative, abstract, and conceptual. It deals with
labelling, differentiating, elaborating and justifying.

In other words, would-be professionals are trained in universities to label,
differentiate, elaborate and justify, when what they need out in the field is to
execute, apply and prioritize!

Entwistle and Entwistle (1997) found that the forms of understanding
encouraged by university accreditation and assessment procedures are not
those that are professionally relevant (see later). The rhetoric is right, but, in
practice, universities tend to focus on declarative knowledge, which students
often see as irrelevant and hence worthy of only a surface approach.

The problem is lack of alignment between intended learning outcomes
and the means of teaching and assessing them. Graduates need to face
new problems and to interact with them, reflectively and thoughtfully.
Predicting, diagnosing, explaining, and solving non-textbook problems are
what professionals have to do, so this is what university teachers should aim
to get their students to do, particularly in senior years. Building such per-
formances of understanding into the course ILOs, aligning teaching to them
and designing assessment tasks that confirm that students can or cannot
carry out those performances, is a good way to start.

But first, the question of understanding ‘understanding’.
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Performances of understanding

Ask any teacher what they want of their students and they will say they
don’t want their students just to memorize, they want them to understand.
Consequently, that verb is the first they think of when designing the intended
learning outcome statements. The trouble is that ‘understand’ can mean
very different things, from the trivial to the complex.

Does the previously mentioned teaching objective, ‘The student will
understand expectancy-value theory’, mean that the student is able to:

1 write a textbook definition of expectancy-value theory
2 explain how it works in the student’s own words
3 watch a video of a teacher–student interaction and be able to predict what

is likely to happen to the student’s motivation afterwards
4 reflect on the student’s own teaching to illustrate that a problem that had

occurred could be accounted for and rectified in terms of expectancy-
value theory?

All these are examples of ‘understanding’ at some level or other. Clearly,
we need to pin down the level of understanding we want when stating the
ILO. The ILO needs to make a statement as to that standard, which is done
by selecting a suitable verb.

Entwistle and Entwistle (1997) conducted a series of studies on what stu-
dents meant by ‘understanding’ and then asked them how they attempt to
understand when preparing for examinations. The students described the
experience of understanding as satisfying; it was good to have the feeling that
you understood at last. It also felt complete, a whole, as previously unrelated
things were suddenly integrated. The experience was irreversible; what is
now understood cannot be ‘de-understood’. Students thought a good prac-
tical test of understanding was being able to explain to someone else or to
be able to adapt and to use what had been understood. These are pretty
good definitions of sound understandings that probably fit most teachers’
requirements: you want students to interrelate topics, to adapt and use the
knowledge so understood, to explain it to others and to feel satisfied and
good about it.

Unfortunately, when it came to the examinations, these indicators of
understanding evaporated. Students attempted instead to understand in
ways that they thought would meet assessment requirements. Understand-
ing then took on much less desirable forms. The Entwistles distinguished
five:

1 Reproduces content from lecture notes without any clear structure.
2 Reproduces the content within the structure used by the lecturer.
3 Develops own structure, but only to generate answers to anticipated exam-

ination questions.
4 Adjusts structures from strategic reading of different sources to represent

personal understanding, but also to control examination requirements.
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5 Develops an individual conception of the discipline from wide reading
and reflection.

Only the last form of understanding, described by a small minority of
students, is anything like the students’ own definitions. All other forms
focused on meeting examination requirements. The examinations actually
prevented students from achieving their own personal understandings of the
content, which the Entwistles understandably found ‘worrying’. Many of
these students were in their final year, just prior to professional practice, yet
the assessment system pre-empted the very level of understanding that would
be professionally relevant. Worrying indeed.

To use our learning in order to negotiate with the world and to see it differ-
ently involves understanding of a high order. It is the kind of understanding
that is referred to in the rhetoric of university teaching, yet seems hard to
impart. If students ‘really’ understood a concept they would act differently in
contexts involving that concept and would use the concept in unfamiliar or
novel contexts: these are called performances of understanding (Gardner 1993;
Wiske 1998).

The challenge is to conceive our intended learning outcomes in terms
of these performances of understanding, rather than in verbal declarations
of understanding. The difference between meeting the requirements of
institutional learning and ‘real’ understanding is illustrated in Gunstone
and White’s (1981) demonstrations with Physics I students. In one demon-
stration, two balls, one heavy and one light, were held in the air in front
of the students. They were asked to predict, if the balls were released
simultaneously, which one would hit the ground first and why. Many pre-
dicted that the heavy one would ‘because heavy things have a bigger force’
or ‘gravity is stronger nearer the earth’ (both are true but irrelevant).
These students had ‘understood’ gravity well enough to pass HSC (A
Level) physics, but few understood well enough to answer a simple real-
life question about gravity. They could correctly solve problems using the
formula for g – which does not contain a term for the mass of the object
falling – while still reacting in the belief that heavy objects fall faster. They
didn’t really understand gravity in the performative sense – and why should
they if their teaching and assessment didn’t require them to? These physics
students hadn’t changed their commonsense conceptions of gravity, but
had placed alongside them a set of statements and formulae about physical
phenomena that would see them through the exams. To really understand
physics or mathematics, history or accountancy is to think like a physicist, a
mathematician, a historian or an accountant; and that shows in how you
behave. Once you really understand a sector of knowledge, it changes that
part of the world; you don’t behave towards that domain in the same way
again.

Gunstone and White’s physics students were good at verbally declaring
their knowledge, for example, explaining what gravity, or the three laws of
motion, are about. But is this why we are teaching these topics? Is it for
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acquaintance, so that students know something about the topic and can
answer the sorts of stock questions that typify examination papers? In that
case, declarative understanding will suffice. Or is it to change the way
(sooner or later) students can understand and control reality? If that is the
case, then a performative level of understanding is implicated.

Levels of understanding

So far we have been talking about the end point, ‘real’ understanding. How-
ever, understanding develops gradually, becoming more structured and
articulated as it develops. Undergraduates will not attain the level of preci-
sion and complexity of the subject expert, but we want none to retain the
plausible misunderstandings that marked Gunstone and White’s physics
students’ understanding of gravity.

We thus need to define understanding in ways that do justice to the topics
and content we teach, as appropriate to the year level taught. The task
is to define what is acceptable for each stage of the degree programme,
given a student’s specialization and degree pattern. That is a highly speci-
fic matter that only the teacher and subject expert can decide, but a
general framework for structuring levels of understanding helps teachers
to make those decisions and it also provides a basis for discussing levels
across different years and subject areas. Once a sound understanding of the
basic structural framework is achieved, adapting it to particular course ILOs
is straightforward.

The SOLO taxonomy is based on the study of outcomes in a variety of
academic content areas (Biggs and Collis 1982). As students learn, the out-
comes of their learning display similar stages of increasing structural com-
plexity. There are two main changes: quantitative, as the amount of detail in
the student’s response increases; and qualitative, as that detail becomes inte-
grated into a structural pattern. The quantitative stages of learning occur
first, then learning changes qualitatively.

SOLO, which stands for structure of the observed learning outcome, pro-
vides a systematic way of describing how a learner’s performance grows in
complexity when mastering many academic tasks. It can be used to define
course ILOs, which describe where students should be operating and for
evaluating learning outcomes so that we can know at what level individual
students actually are operating.

To illustrate, let us take some content with which you are all now familiar
and see where you stand on your level of understanding of it.

What are approaches to learning? How can knowledge of approaches to learning
enhance university teaching?

In a few sentences, outline your answer to these questions. Stop reading
any further until you have completed the task. Then turn to Task 5.1 and try
to evaluate your own response and against the model responses.
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Task 5.1 SOLO levels in approaches to learning question and why

The following levels of response could be observed (but, it is to
be hoped, the first three responses were not):

1 Prestructural

‘Teaching is a matter of getting students to approach their learning.’
This response could have been written by somebody with under-

standing at the individual word level, but little understanding of what
was discussed in the previous chapter. Prestructural responses simply
miss the point or, like this one, use tautology to cover lack of under-
standing. These responses can be quite sophisticated, such as the kind
of elaborate tautology that politicians use to avoid answering questions,
but, academically, they show little evidence of relevant learning.

2 Unistructural

‘Approaches to learning are of two kinds: surface, which is inappropriate for the
task at hand, and deep, which is appropriate. Teachers need to take this into
account.’

This is unistructural because it meets only one part of the task, defin-
ing what approaches to learning are in terms of just one aspect,
appropriateness. It misses other important attributes, for example
that they are ways of describing students’ learning activities and what
might influence them, while the reference to teaching adds nothing.
Unistructural responses deal with terminology, getting on track but
little more.

3 Multistructural

‘Approaches to learning are of two kinds: surface, which is inappropriate for the
task at hand, and deep, which is appropriate. Students using a surface
approach try to fool us into believing that they understand by rote learning and
quoting back to us, sometimes in great detail. Students using a deep approach try
to get at the underlying meaning of their learning tasks. Teaching is about
getting students to learn appropriately, not getting by with shortcuts. We should
therefore teach for meaning and understanding, which means encouraging them
to adopt a deep approach.’

We couldn’t agree more. The first part is quite detailed (but could be
more so); the second part is also what good teaching is about. So what
is the problem with this answer? The problem is that this response does
not address the key issue: how can knowledge of approaches enhance
teaching? not that they can enhance teaching. This is what Bereiter
and Scardamalia (1987) call ‘knowledge-telling’: snowing the reader
with a bunch of facts, but not structuring them as required – and don’t
be misled by the odd connective like ‘therefore’. Here, the students
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The examples illustrate the five levels of the taxonomy. Uni- and multi-
structural levels see understanding as a quantitative increase in what is
grasped. These responses were deliberately constructed to show that the
higher level contains the lower level, plus a bit more. The ‘bit more’ in the
case of multistructural incorporates the unistructural, then more of much
the same – a purely quantitative increase. The ‘bit more’ in the case of

see the trees but not the wood. Seeing trees is a necessary prelimi-
nary to adequate understanding, but it should not be interpreted as
comprehending the wood.

4 Relational

‘Approaches to learning are of two kinds: . . . (etc.) The approaches come about
partly because of student characteristics, but also because students react differ-
ently to their teaching environment in ways that lead them into surface or deep
learning. The teaching environment is a system, a resolution of all the factors
present, such as curriculum, assessment, teaching methods and students’ own
characteristics. If there is imbalance in the environment, for example a test that
allows students to respond in a way that does not do justice to the curriculum, or
a classroom climate that scares the hell out of them, the resolution is in favour of
a surface approach. What this means is that we should be consistent.’

And so on. Here we have an explanation. Both concepts, approaches
and teaching, have been integrated by the concept of a system; exam-
ples have been given, and the structure could easily be used to generate
practical steps. The trees have become the wood, a qualitative change
in learning and understanding has occurred. It is no longer a matter of
listing facts and details, they address a point, making sense in light of
their contribution to the topic as a whole. This is the first level at which
‘understanding’ in an academically relevant sense may appropriately
be used.

5 Extended abstract

We won’t give a lengthy example here. The essence of the extended
abstract response is that it goes beyond what has been given, whereas
the relational response stays with it. The coherent whole is conceptual-
ized at a higher level of abstraction and is applied to new and broader
domains. An extended abstract response on approaches to learning
would be a ‘breakthrough’ response, giving a perspective that changes
what we think about them and their relationship to teaching. The
trouble is that today’s extended abstract is tomorrow’s relational.
Marton and Säljö’s original study was such a breakthrough; linking
approaches to learning to systems theory was another, but now both are
conventional wisdom.
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relational over multistructural involves a qualitative change, a conceptual
restructuring of the components, the recognition of the systems property as
integrating the components, while the next shift to extended abstract takes
the argument into a new dimension. SOLO describes a hierarchy, where
each partial construction becomes the foundation on which further learning
is built.

This distinction between knowing more and restructuring parallels two
major curriculum aims: to increase knowledge (quantitative: unistructural
becoming increasingly multistructural); and to deepen understanding (qualita-
tive: relational, then extended abstract). Teaching and assessment that focus
only on the quantitative aspects of learning will miss the more important
higher level aspects. Quantitative, Level 1, theories of teaching and learning
address the first aim only, so that the deepening of understanding is left to
Susan’s predilections for spontaneous deep learning activities. The chal-
lenge for us is to highlight the qualitative aim in the ILOs and support it by
both teaching and assessment methods. Then Robert’s understanding is
likely to be deepened too.

Using SOLO to design particular intended learning outcome statements is
helped considerably by using verbs that parallel the SOLO taxonomy. A vis-
ual representation is given in Figure 5.2, with some verbs typical of each level.

The verbs in the staircase are general, indicating what the students need to
be able to do to indicate achievement at the level in question. Table 5.1
provides many more verbs from SOLO.

Figure 5.2 A hierarchy of verbs that may be used to form intended learning
outcomes
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This gives us a wide range of levels that can be adapted to the levels
appropriate to particular courses, from first to senior years. Particular con-
tent areas and topics would have their own specific verbs as well, which
you would need to specify to suit your own course. Some verbs could be
either extended abstract or relational, depending on, for example, the
degree of originality or the context in which the verb was deployed: ‘solve
a problem’, for example. And whether ‘paraphrase’ is relational or multi-
structural depends on how the student goes about paraphrasing: replacing
with like-meaning phrases or rethinking the meaning of the whole text
and rewriting it. Writing ILOs is one thing but when it comes to assess-
ing them it needs to be done in a context so that these ambiguous verbs
can be pinned down: to ‘show your working’, as maths teachers are wont
to say.

For another set of verbs, based on Bloom’s revised taxonomy (Anderson
and Krathwohl 2001), see Table 5.2.

The original Bloom taxonomy was not based on research on student
learning itself, as is SOLO, but on the judgments of educational adminis-
trators, neither is it hierarchical, as is SOLO. Anderson and Krathwohl’s
revision is an improvement, but even then under ‘understanding’ you
can find ‘identify’, ‘discuss’ and ‘explain’, which represent three different
SOLO levels. This is exactly why ‘understand’ and ‘comprehend’ are not
helpful terms to use in writing ILOs. However, the Bloom taxonomy is a
useful adjunct for suggesting a wider list of verbs, especially for a range of
learning activities.

Designing and writing course ILOs

In designing outcomes, there are several points to consider.

Table 5.1 Some verbs for ILOs from the SOLO taxonomy

Unistructural Memorize, identify, recognize, count, define, draw, find, label,
match, name, quote, recall, recite, order, tell, write, imitate

Multistructural Classify, describe, list, report, discuss, illustrate, select, narrate,
compute, sequence, outline, separate

Relational Apply, integrate, analyse, explain, predict, conclude,
summarize (précis), review, argue, transfer, make a plan,
characterize, compare, contrast, differentiate, organize,
debate, make a case, construct, review and rewrite, examine,
translate, paraphrase, solve a problem

Extended abstract Theorize, hypothesize, generalize, reflect, generate, create,
compose, invent, originate, prove from first principles, make
an original case, solve from first principles
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Decide what kind of knowledge is to be involved

Is the ILO in question about declarative knowledge only: knowing about
phenomena, theories, disciplines? Or functioning knowledge: requiring
the student to exercise active control over problems and decisions in the
appropriate content domains? The ILO should be clear as to what kind
of knowledge you want and why. Declarative knowledge in a professional
education programme may be taught for various reasons:

• As general ‘cultural’ content, as in the liberal arts notion of an edu-
cated person; e.g. a business management student must take an arts
subject for ‘broadening’. There is no functioning knowledge involved
here.

• As content specifically related to the profession: e.g. the history of wes-
tern architecture in an architecture degree. This is important background
for architects to have, but again there may be little direct bearing on
functioning knowledge.

• As content that does bear on functioning knowledge, but is not a key
priority. In this case, students might be taught the basic outlines and
where to go for more details as and when the need arises.

• As content that definitely bears on everyday decision making. The ILO
should be written specifically for seeking the functioning knowledge
concerned.

All these different purposes for teaching a topic or course require careful
thought as to the balance between coverage and depth. The curriculum is not

Table 5.2 Some more ILO verbs from Bloom’s revised taxonomy

Remembering Define, describe, draw, find, identify, label, list, match, name,
quote, recall, recite, tell, write

Understanding Classify, compare, exemplify, conclude, demonstrate, discuss,
explain, identify, illustrate, interpret, paraphrase, predict, report

Applying Apply, change, choose, compute, dramatize, implement, interview,
prepare, produce, role play, select, show, transfer, use

Analysing Analyse, characterize, classify, compare, contrast, debate,
deconstruct, deduce, differentiate, discriminate, distinguish,
examine, organize, outline, relate, research, separate, structure

Evaluating Appraise, argue, assess, choose, conclude, critique, decide,
evaluate, judge, justify, predict, prioritize, prove, rank, rate, select,
monitor

Creating Construct, design, develop, generate, hypothesise, invent, plan,
produce, compose, create, make, perform, plan, produce

Source: Anderson and Krathwohl (2001)
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a plateau of topics, all ‘covered’ to the same extent, but a series of hills and
valleys. In an international phone call, you don’t just chat about the weather.
We need similarly to prioritize our classroom communications by deciding
the depth, or level of understanding required, for each topic, as discussed
later.

Select the topics to teach

Selecting the actual topics to teach is obviously a matter of specific content
expertise and judgment. You, as the content expert, are best able to decide
on this, but when doing so note the tension between coverage and depth of
understanding.

There is almost always strong pressure to include more and more content,
particularly when teachers share the teaching of a course and in professional
faculties where outside bodies validate courses. All concerned see their
own special topic or interest as the most important. Over-teaching is the
inevitable result:

The greatest enemy of understanding is coverage – I can’t repeat that
often enough. If you’re determined to cover a lot of things, you are
guaranteeing that most kids will not understand, because they haven’t
had time enough to go into things in depth, to figure out what the
requisite understanding is, and be able to perform that understanding
in different situations.

(Gardner 1993: 24)

If we conceive the curriculum as a rectangle, the area (breadth x depth)
remains constant. Take your pick. Breadth: wide coverage and surface learn-
ing giving disjointed multistructural outcomes. Depth: fewer topics and
deep learning giving relational and extended abstract outcomes. Do you
want a curriculum ‘a mile wide and half an inch deep’, as US educators
described the school mathematics curriculum following the abysmal per-
formance of US senior high school students in the Third International
Mathematics and Science Study (quoted in Stedman 1997)? Or do you want
your students to really understand and be able to use what you have taught
them?

Actually, the area of the curriculum needn’t be entirely constant. Good
teaching increases the area, maintaining depth. But there are limits, and
there is little doubt that most courses in all universities contain more content
than students can handle at little more than the level of acquaintance –
which, it is to be hoped, is not an intended outcome. However, when modes
of assessment go no deeper than acquaintance, as is likely with multiple-
choice tests, the problem remains invisible.
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Level of understanding intended

Is it an introductory or an advanced course? In first year, an extended abstract
or theoretical level of understanding of a topic may be too high for even an A
grade. The answer also varies according to why students are enrolled in a
common first year subject. Anatomy 101, for example, might contain students
enrolled in first-year medicine and students enrolled in a diploma in occu-
pational therapy. The ILOs, the required levels of understanding and the
assessment tasks should be different for each group.

Next, it is necessary to ask why you are teaching this particular topic:

• to delineate boundaries, giving students a broad picture of what’s ‘there’
• to inform on a current state of play, to bring students up to date on the

state of the topic or discipline
• to stockpile knowledge, of no perceived use for the present, but likely to

be needed later
• to inform decisions that need making in the near future, as in problem-

based learning?

Each of these purposes implies a different level and kind of understand-
ing; each can be nominated by identifying the appropriate outcome action
verbs.

One way of addressing the importance of a topic is to spend more or less
time on it. A better way is that important topics should be understood at a
higher level than less important topics. An important topic might be under-
stood so that students can use it or solve problems with it; a less important
topic, just that it is recognized. We can signal importance by choosing a verb
at the appropriate level of understanding for each topic.

Writing the course ILOs

We are now in a position to start writing course ILOs. These need to be stated
in such a way that they stipulate:

• the verb at the appropriate level of understanding or performance intended
• the topic content the verb is meant to address, the object of the verb in

other words
• the context of the content discipline in which the verb is to be deployed.

The ILOs for the course The Nature of Teaching and Learning illustrate these
points:

1 Explain in depth why a particular course topic is important to teaching.
2 Explain how the component course topics interrelate.
3 Reflect on your teaching in terms of a working theory you have gained

from the course.
4 Evaluate a situation that has gone wrong and apply a solution.
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The first two refer to declarative knowledge: the students have to reach a
level of understanding that requires them to explain something, not just
describe or list it: the latter only display multistructural levels of understand-
ing. In one, explanation is in depth (1), requiring students to relate the topic
to the context of teaching and is at a relational level of understanding, as is
the form of explanation in (2), requiring students to integrate the topics
in the context of the course itself.

The second two are about functioning knowledge and should be at the
relational to extended abstract level of understanding, depending on the
originality of the student’s response. The content in (3) is the student’s own
working theory and the context the student’s own teaching, and in (4), the
content is the theory used in evaluating and the context the problematic
situation in teaching.

You should now be in a position to design and write your own ILOs for a
course you are teaching (Task 5.2).

Task 5.2 Writing course ILOs

Take a course that you are teaching. Consider the course aim and write
the course ILOs by identifying:

a the kind of knowledge to be learned (declarative or functioning)
b the content or topic to be learned
c the level of understanding or performance to be achieved.

The following grid may be a useful framework to help you think.

Kind of knowledge Content or topic Level of understanding or
performance (outcome verb)

Now go across the rows and write out the course ILOs by stating the
intended level of understanding or performance (outcome verb) and
the content or topic in which the verb is to be enacted. You do not need
to include the kind of knowledge in the course ILOs as they are only
meant to help you clarify your thinking and decision making.

To recap an example of a course ILO from our course The Nature of
Teaching and Learning:
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Aligning intended learning outcomes at
three levels

Now that we have written the course ILOs, we have the task of checking to
see that all these levels of intended outcomes, starting with the programme
ILOs and the graduate attributes, are aligned.

Graduate attributes and programme ILOs

Table 5.3 shows a simply way of checking the alignment between graduate
attributes and programme ILOs.

The table is a device to ensure that the match between programme ILOs
and graduate attributes has at least been considered. Our view is that pro-
gramme ILOs should not be forced to match attributes that don’t belong in
the programme. Because of the different natures of different disciplines or
professions, different programmes may have different emphases in address-
ing the graduate attributes. It is not necessary that every programme should
address all graduate attributes because some graduate attributes may not be
relevant to the programme. Programme ILOs are simply the reasons that

Students should be able to:
Reflect (level of understanding and performance) on your teaching in
terms of a working theory you have gained from the course (content).

Now write your course ILOs.
Students should be able to:
ILO1:
ILO2:
ILO3:
ILO4:
ILO5:
ILO6:

Review the ILOs to see if:
a the kind of knowledge, content and level of understanding or per-

formance are relevant to achieve the course aim
b they cover all the main reasons for teaching the course
c they are clearly written, especially in identifying the level of under-

standing or performance to be achieved by the students
d the number is manageable for designing aligned teaching/learning

activities and assessment tasks.

You may now wish to review your existing course ‘objectives’. Do they
need to be rewritten as course ILOs?

Designing intended learning outcomes 85



10:58:06:11:07

Page 86

Page 86

the programme is being taught, which is a matter of professional and aca-
demic judgment. However, university policy will prevail on this.

Task 5.3 parallels Table 5.3: it asks you to align programme ILOs with the
graduate attributes of your university, if it has any. List them in the left-hand
column, as in Table 5.3. If the intended outcomes of a programme you
are teaching have already been articulated, go to the right-hand column
and match them with any graduate attributes each might address. If the

Table 5.3 Aligning programme ILOs with graduate attributes

Graduate attribute Programme ILO

Competent professional practice Apply principles to real-life accounting
situations

Communicate effectively Communicate as a professional with clients and
colleagues in real-life accounting situations

Teamwork Operate effectively and ethically as a team
member in real-life accounting situations

Ethical professional As above

Task 5.3 Aligning programme ILOs with graduate attributes

1 Take a programme in which you are teaching and either list the pro-
gramme ILOs if they are already articulated or, if they are not, sit
down with the programme coordinator or programme committee
chairperson and first write the aims of the programme and a list of
programme ILOs that meet those aims.

2 What are the graduate attributes of your university? List them in the
left-hand column in the grid.

3 Now list the programme ILOs that would address the attributes.

Are all attributes addressed somewhere? What are not? Does it matter?

Graduate attribute Programme ILO

1
2
etc.
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programme ILOs haven’t yet been articulated, discuss them with the pro-
gramme coordinator and derive a set, then match them with the graduate
attributes. This should give you a clearer idea of how graduate attributes can
suitably be addressed in your teaching. How does your attempt gel with your
university’s policy on this?

Programme ILOs and course ILOs

The next level of alignment is between the programme and the course ILOs.
As each programme is served by its constituent courses, it is important that,
when aligning course ILOs to the programme ILOs, the course ILOs in total
address all aspects of the programme ILOs. Often a programme ILO will be
addressed by several courses, from different and increasingly more complex
angles. You may attempt this in Task 5.4.

The great advantage of this level of alignment is that it guards against
complaints:

• from students that through sloppy programme design the same issue is
addressed in different courses

• from employers or professional bodies that some important issues aren’t
addressed at all by any course.

Course ILOs, teaching/learning activities and
assessment tasks

The final alignments are between the course ILOs and (a) the teaching/
learning activities (TLAs); and (b) the assessment tasks (ATs). These are
the critically important tasks for the design of a constructively aligned
curriculum. They are dealt with in the next few chapters.

Summary and conclusions

Intended learning outcomes at different levels

ILOs exist at three levels: as graduate attributes, as programme outcomes
and as course outcomes. Graduate attributes are conceived mainly in two
ways: as generic skills or abilities that are to be displayed in all circumstances
or as attributes embedded in the content area of a discipline. Reconciling
these interpretations and dealing with them in an accountable way is a
complex issue. Programme ILOs need to address the graduate attributes
in an accountable way and to reconcile this with the reasons that the
degree is being offered in a substantive sense. They are expressed as
the central outcomes intended for the programme and that are to be met by
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the particular courses in a balanced way. Course ILOs determine the teach-
ing and assessment that takes place in the classroom and consequently need
to be designed and written with a view to the kind of knowledge and the level
of understanding intended.

Kinds of knowledge and levels of understanding

Declarative (propositional) knowledge refers to knowing about things and
is ‘declared’ in the spoken and written word. Functioning knowledge
is knowledge based on the academic declarative knowledge base that is
put to work. These distinctions are important in sorting out whether

Task 5.4 Aligning course ILOs with programme ILOs

For individual teachers

1 List the programme ILOs of the programme.

2 List the course ILOs of the courses that you are teaching in a given
programme. It may be one or more.

3 Consider what programme ILO(s) each of the course ILOs
addresses.

Programme ILOs Course 1 ILOs Course 2 ILOs Course 3 ILOs

1

2

3

4

Do your course ILOs address the programme ILO(s)?

For the programme coordinator

After all the courses of the programme have been considered, the pro-
gramme coordinator needs to consider the following:

a Are all the programme ILOs being addressed by the courses?
b Is the alignment between the programme ILOs and the course ILOs

balanced? In other words, are any of the programme ILOs being
overemphasized or vice versa?

c Are there any gaps in the programme ILOs that are not being
addressed?
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students need to understand, as in ‘know about’, or, as in ‘put to empowered
use’.

But whether declarative or functioning knowledge is in question, we need
to specify the level of understanding intended. This can be done by selecting
a verb and a context for demonstrating the desired level. The SOLO tax-
onomy can be helpful in specifying those levels.

Designing and writing course ILOs

Before designing particular ILOs it is necessary to:

1 Decide what kind of knowledge is to be involved.
2 Select the topics to teach. But beware: ‘The greatest enemy of understand-

ing is coverage.’
3 Decide the purpose for teaching the topic, and hence the level of under-

standing or performance desirable for students to achieve. We need to
prioritize, by requiring that important topics are understood at a higher
level than less important topics.

Prioritizing ILOs is done in terms of the verbs related to each level of
understanding: important topics are assigned a higher level of understand-
ing than less important. The SOLO taxonomy is useful for providing a
‘staircase of verbs’ that can be used selectively to define the ranges of under-
standing needed. Using verbs to structure the ILOs emphasizes that learning
and understanding come from student activity and they are used to align
ILOs, teaching/learning activities and assessment tasks.

Aligning ILOs at three levels

Once ILOs have been finalized, they need aligning: programme ILOs with
graduate attributes, course ILOs with programme ILOs and teaching/learn-
ing activities and assessment tasks with course ILOs. These last alignments
with course ILOs are dealt with in following chapters.

Further reading

Biggs, J.B. and Collis, K.F. (1982) Evaluating the Quality of Learning: The SOLO
Taxonomy. New York: Academic Press.

Boulton-Lewis, G.M. (1998) Applying the SOLO taxonomy to learning in higher
education, in B. Dart and G. Boulton-Lewis (eds) Teaching and Learning in
Higher Education. Camberwell, Victoria: Australian Council for Educational
Research.

Toohey, S. (2002) Designing Courses for Universities. Buckingham: Open University
Press.
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The first goes into the derivation of SOLO in detail, Boulton-Lewis with several
applications of SOLO in higher education. Toohey focuses more on programme
(which she calls ‘course’) design than on course (’unit’) design, which usefully com-
plements the present chapter, which concentrates more on writing ILOs for courses.

Graduate attributes

Higher Education Research & Development, 23, 3: August 2004. This whole issue is
devoted to graduate attributes.

The graduate attributes site at University of Sydney: http://www.usyd.edu.au/ab/
policies/Generic_Attributes_Grads.pdf

The Graduate Attributes Project, Institute for Teaching and Learning, University of
Sydney: http://www.nettl.usyd.edu.au/GraduateAttributes/ and how each faculty
has developed its own statement of graduate attributes based on the university’s
framework: http://www.nettl.usyd.edu.au/GraduateAttributes/interpretations.cfm

How the Faculty of Commerce and Economics contextualizes the UNSW graduate
attributes: http://wwwdocs.fce.unsw.edu.au/fce/EDU/part3.pdf

Writing course ILOs

The following guides to writing ILOs elaborates the above:
University of Glasgow: http://senate.gla.ac.uk/academic/ilo/guide.pdf
Oxford Brookes University: http://www.brookes.ac.uk/services/ocsd/2_learntch/

writing_learning_outcomes.html

On the SOLO taxonomy

A rather nice diagrammatic presentation of SOLO by James Atherton: http://
www.learningandteaching.info/learning/solo.htm

As SOLO might apply to children’s ethics and to zoology from the University of
Queensland’s TEDI: http://www.tedi.uq.edu.au/downloads/Biggs_Solo.pdf

A paper by Hargreaves and Grenfell on SOLO and ‘The use of assessment strategies
to develop critical thinking skills in science’: http://www.unisa.edu.au/
evaluations/Full-papers/HargreavesFull.doc

And Google ‘SOLO taxonomy’ for 20,000 more results.
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6
Contexts for effective teaching
and learning

While particular teaching/learning activities (TLAs) need to be aligned
to the target verbs in the ILOs they are to facilitate, there are also gen-
eral criteria all TLAs should meet, whatever verbs they address. We look
at these general criteria in this chapter. All teaching/learning activities
set for students should be seen as having value and to be readily per-
formable; students should be required to build on what they already
know, to be relevantly active, to receive formative feedback and to be
engaged in monitoring and reflecting on their own learning. A poten-
tial teaching/learning activity should meet these general criteria before
it is aligned to the particular ILOs it is to facilitate.

Characteristics of rich teaching/
learning contexts

In Chapter 1, good teaching was defined as ‘getting most students to use
the level of cognitive processes needed to achieve the intended outcomes
that the more academic students use spontaneously’. Traditional teaching
methods – lecture, tutorial, and private study – do not in themselves require
students to use these high-level cognitive processes; Susan uses them but she
does anyway, no thanks to the teaching. These teaching methods do not
intrinsically provide support for appropriate levels of learning; they leave
Robert floundering with a pile of lecture notes, a lot of trees but no wood.
The challenge for teaching, then, is to select teaching activities that will
encourage Robert to use learning activities that Susan uses and that will
achieve the ILOs.

There is no such thing as one ‘best’ all-purpose teaching method: what is
‘best’ depends on what ILO is being addressed and, at the practical level, on
what are the available resources. However, some general characteristics of
good teaching/learning contexts emerge from the literature, and that are
common to the achievement of a range of ILOs. These are:
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1 an appropriate motivational context
2 a well-structured knowledge base
3 relevant learner activity
4 formative feedback
5 reflective practice and self-monitoring.

Appropriate motivational context

When we discussed motivation in Chapter 3, three major points emerged:

1 A Theory Y climate is best for quality learning. Learners learn best when
they feel free to move, are trusted and are able to make decisions and take
responsibility for their own learning – consistent with clear policies and
procedures and with an organized environment for learning. ‘Consistent
with’ is the rub. Different teachers, and especially administrators, will
disagree about the right balance between a Theory Y climate and an
organized environment. Many teaching/learning activities and assessment
tasks that address higher level outcomes require an extent of student
involvement and a lack of constraints on space and time, such that col-
leagues, heads of department or boards of examiners may well regard as
unacceptably messy: not in the interests of running a tight ship.

2 The task provided – the teaching/learning activity itself – must be valued
by the student and not seen as busy-work or trivial. In outcomes-based
teaching and learning, where the TLA is aligned to the ILO, this is much
easier to achieve than in unaligned teaching, because what the student is
asked to do is patently in service of achieving the intended outcomes of
the course.

3 The student must have a reasonable probability of success in achieving the
task. Again, this is patently the case in constructive alignment – if an
outcome is intended, then presumably the teacher has set a task that is
achievable. Nevertheless, in their informal interactions with students and
in their comments on student performances, teachers may convey mes-
sages to students that they have little hope of succeeding; for example,
by attributing a poor performance to lack of ability rather than to lack of
persistence.

Constructing a base of interconnected knowledge

The teaching context could be regarded as a construction site on which
students build on what they already know. Sound knowledge is based on
interconnections. Everything that has been written so far in this book about
understanding, deep learning, the growth and development of knowledge
and intrinsic motivation reiterates this. Sound understanding is itself the
realization that what is separated in ignorance is connected in knowing.
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Cognitive growth lies not just in knowing more, but in restructuring what is
already known in order to connect with new knowledge.

Building on the known
The physics professor is greeting the new intake of freshers, still glowing
from their A level successes:

‘Now, do you remember the physics you were taught in sixth form?’
Two hundred heads nod enthusiastically.
‘Well forget it. You’re here to learn real physics, not the simplicities

you were taught in school!’

This true exchange is a good example of how not to teach. Teaching builds
on the known, it must not reject it: proceed from the known to the unknown,
as the old saying has it. In deep learning, new learning connects with old,
so teaching should emphasize the interconnectedness of topics. It helps to
make the connections explicit (‘Last week we. . . . Today, I am taking that
further’), to choose familiar examples first, to ask students to build on their
own experiences when discussing a principle or topic, to draw and explain
parallels while teaching, to use cross-references in presenting material, to
present topics by showing where they connect to other topics.

This is easier in an outcomes-based rather than in a topic-based curriculum.
With only five or six ILOs, instead of a dozen or so topics, dealing with an
ILO will inevitably draw on a wider range of relevant material than teaching
topic by topic.

Maximizing structure
The connections we were talking about above are drawn horizontally, but the
most powerful connections are drawn vertically or hierarchically. That is, we
should help students to reconceptualize, so that what are seen as differences at
a subordinate level become related at a superordinate level. Take the concept
of motivation (Chapter 3). Extrinsic and intrinsic motivation have different
effects on learning; one is associated with poor learning, the other with high-
quality learning. Two different phenomena? Not so: each is incorporated
within expectancy-value theory. The different effects are not because they
are different forms of motivation, but because the student reads the value
component differently: in one case the task itself is valued, in the other the
task is only a means of acquiring something else that is valued.

Specific concepts that seem irreconcilably different to students may fre-
quently be interpreted as different instances of the same higher order prin-
ciple, the differences the students see are because they are focusing at a
lower order node. In teaching, we should see that the students understand
what the nodes in the structure are. Teaching using bullet lists, for example,
is useful only when the points listed are at the same level or node in the
structure. If they are not, the bullet list hides the real conceptual structure.
In SOLO terms, they are describing in a multistructural way what is a
relational or extended abstract structure.
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New information should not be just dumped on the learner, in rambling
lessons, in poorly constructed texts or as bullet lists. Good teaching always
contains a structure, hidden away, but there to be found. Teaching from lists
is like sawing the branches off a tree, stacking them in a neat pile, and saying:
‘There! See the tree?’

The chances of students coming to grasp the structure can be maximized
in many ways. In some circumstances, it is appropriate to present the struc-
ture upfront. An ‘advance organizer’ is a preview of a lecture that mentions
the main topics to be dealt with and the overriding conceptual structure
to which they may be related (Ausubel 1968). The student then has a con-
ceptual framework from the start: as material is introduced, it can be fitted
into place. For example, a diagram based on expectancy-value theory could
be used as such an organizer to a lesson on motivation.

A ‘grabber’, by the same token, doesn’t rely on structure for its effect but
on its emotional impact. Starting a class with a cartoon, an interesting slide
or video clip elicits interest in the topics to follow. Whereas the advance
organizer is conceptual, the grabber is affective, appealing to shock or to
humour. Both have their place but work on different principles – our interest
here is in the structure of the material, not in its shock value.

Some teachers fall into the trap of talking down to students with an in-
your-face conceptual structure, all answers and no questions. Lessons that
are too well structured encourage students simply to take on board the
given structure and memorize that, thereby establishing one of the lowest
of the forms of understanding mentioned by Entwistle and Entwistle (1997;
see pp. 74–5). In the end, the student must always do the structuring – it’s
what the student does that is important. The challenge for teachers is to
strike the right balance between presenting students with chaos, on the one
hand, and with cut-and-dried conclusions, on the other, where all the inter-
esting conceptual work has been done. The question of how much structure
to present, given your students and their existing knowledge base, may be
gauged from using formative feedback while they are learning – questions,
trial runs, even the inter-ocular test (look them in the eyes for signs of life) –
as discussed later.

Relevant learner activity

Being active while learning is better than being inactive. Activity is good in
itself: it heightens physiological arousal in the brain, which makes perform-
ance more efficient. Physical exertion has quite dramatic effects on mental
performance. Typically, four minutes of brisk exercise, such as running or
pedalling on a bicycle, improves performance in such tasks as mental arith-
metic. Longer periods, however, see performance worsen in the unfit, but
continuing to improve in the fit (e.g. Tomporowski and Ellis 1986). Getting
the adrenalin to flow increases alertness. This is one very good reason for
breaking up long periods of lecturing with interspersed activities. Even just
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stopping the class and doing stretching exercises does more for students’
learning than droning on.

In one study, students were required to learn from text in increasingly active
ways: reading silently, underlining important words, writing out the key sen-
tences containing those words, rewriting sentences in one’s own words, to the
most active, teaching somebody else the material. There was a strong correl-
ation between extent of activity and efficiency of learning (Wittrock 1977).

Better still is when the activity addresses specific intended learning out-
comes. Excursions are generally regarded as useful extensions to in-class
learning, but their best use is when the activities in the excursion are aligned
to the intended outcomes of the excursion. MacKenzie and White (1982)
devised an excursion on coastal geography in which each of the intended
outcomes was linked to quite dramatic actions, such as chewing mangrove
leaves, wading through a muddy swamp, jumping across rock platforms and
so on. Performance on a written test on what they had observed and learned
three months later was near perfect. Spiegel describes a similar approach of
‘adventure learning’ to legal studies (see Box 6.1).

Such activities need to be energetic and memorable in themselves, as well
as being aligned to an academic outcome. If discovering the role of salt in
the ecology of mangrove swamps is an intended learning outcome, chewing
mangrove leaves for their salt content is a teaching/learning activity directly
addressing that outcome. If managing a team is an ILO, showing initiative in
obtaining cooperation in building a raft is a relevant TLA.

We learn through activating different sense modalities: hearing, touch,
sight, speech, smell and taste. The more one modality reinforces another,
the more effective the learning. It is like trying to access a book in a library.
If all you know is the author, or the title, or the publisher or the year of
publication, you could be in for a long search, but the more those ‘ors’

Box 6.1 Adventure learning in the School of Law

Nadja Siegel, lecturer in law at Queensland University, is the winner of
the law section of the Australian University Teaching Awards. Through
adventure learning she tries to develop in students the skills they will
need to apply professionally. . . . She creates activities with an element
of risk – physical, social or emotional – so that the experience is more
real. Crossing a river using blocks as rafts, with one team missing
equipment, forces them into deciding whether to adopt a competitive
or cooperative approach. But she says adventure learning is not just
games. ‘. . . [Y]ou really need to be aware of how you’re using the
activity and be able to direct the students’ experiences to the focus of
their learning . . .’

Source: The Australian Higher Education, 26 November 1997
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become ‘ands’, the faster and more precise the search becomes. Just so in
accessing or remembering what has been learned. The more TLAs tie down
the topic to be learned to multiple sensory modes, the better the learning.

Table 6.1 puts this very neatly. Don’t take the percentages mentioned
there too literally, but the messages are clear, simple, and basically right.
Some sensory modalities are more effective for learning than others; the
more they overlap, the better; and best of all, you learn through teaching,
which requires all the previous activities.

Table 6.1 is well worth remembering when designing TLAs – peer teaching
being a particularly powerful way of learning for the teacher.

It may help to conceptualize this by realizing that the outcomes of learning
are stored in three memory systems (Tulving 1985):

• Procedural memory: remembering how to do things. Actions are learned.
• Episodic memory: remembering where you learned things. Images are

learned.
• Semantic memory: remembering meanings, frequently from statements

about things. Declarative knowledge is learned.

When we learn something, each system is involved; we learn what we did,
where it was and how to describe what it was. However, they are not equally
easily accessed. Actions are easiest to remember (do we ever forget how to
ride a bicycle?) and semantics, what was actually said, are hardest. That
sequence probably reflects the sequence of psychological development: first
actions, then images, then semantics. Be that as it may, recalling the context
or the actions can often bring back the semantics. If you can picture where
you learned it and what you were doing, you are more likely to recall what it
was that you learned. It’s like accessing the book in the library. Thus even
learning straight declarative knowledge, the stuff of academia, is best done in
association with a rich store of images and actions. The adventure learning
studies do exactly that.

Lecture theatres admittedly offer less scope for activity than wilderness
areas, but as we see in the following chapter, students can be kept relevantly
active in the classroom and rather more so than they usually are.

Table 6.1 Most people learn . . .

10% of what they read
20% of what they hear
30% of what they see
50% of what they see and hear
70% of what they talk over with others
80% of what they use and do in real life
95% of what they teach someone else

Source: Attributed to William Glasser; quoted by Association for Supervision & Curriculum Develop-
ment Guide 1988
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Formative feedback

Arguably the most powerful enhancement to learning is feedback during
learning. This is also called formative assessment – not to be confused with
summative assessment. The purposes and effects of these two forms of
assessment are so different it is a pity the word ‘assessment’ is used for both.
It tends to confuse issues – and sometimes teachers. Formative assessment is
provided during learning, telling students how well they are doing and what
might need improving; summative after learning, informing how well stu-
dents have learned what they were supposed to have learned. In one project
we were involved in, teachers regarded the comments they wrote on final
assessment tasks as ‘formative’, despite the fact that the course was over, let
alone that students rarely pay attention to comments given at the end of a
course so that they may generalize them to how they learn in future courses.

There have been numerous studies of the effects of feedback (for example,
Black and Wiliam 1998; Hattie 2003) and it tops the list of those factors
leading to good learning. Running close is whole-class interactive teaching,
followed by self- and peer-assessment and cooperative learning, with class
size way down the list: all of which we come to in the next chapter.

So important is formative feedback that the effectiveness of any particular
teaching/learning activity can be judged by how well it provides feedback to
students as they learn. In a large lecture, students may receive little or no
feedback, while one reason that interactive class teaching works so well is
because it more readily provides students with contemporary information
about how well they are going along the road to learning.

Effective feedback requires that students have a baseline knowledge of
where they are and knowledge of where they are supposed to be heading –
what the ILOs are, in fact – and the feedback is meant to slot into that gap in
their self-knowledge. Feedback can be provided by the teacher, by other
students and by the students themselves, each such source giving a different
aspect to the feedback.

Using error constructively
Errors are important learning opportunities, but formative feedback is
essential in learning from error. In the course of learning, students inevitably
create misconceptions that need to be corrected so that any misunderstand-
ings can be set right, literally in the formative stage. To do this requires a
Theory Y climate, where students will feel free to admit error. If they think
that the information will be used summatively or that they will be judged on
the result, they will be defensive about admitting to any error. In that case, an
opportunity for learning has been lost. This must make one cautious about
using formative test results in the final grade.

In a tutorial or group session where the tutor is censorious or sarcastic
students will keep quiet, preferring not to make themselves vulnerable. This
is independent of any particular teaching method. In an otherwise fine
problem-based learning (PBL) course at a particular university, one tutor
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completely wrecked the process. The aim in PBL is for students to pose ques-
tions and to follow through with plausible answers to a given problem. This
they do by reference to theory, past experience, similar cases, etc., asking
questions and testing possible answers in discussion. But in this particular
case, the tutor replied to every question put to her with an all-knowing sneer:
‘That’s for me to know and for you to find out!’ So the students in this group
gave up asking questions and problem-based learning acquired a bad name.
So did the tutor.

Some teachers feel awkward about drawing attention to students’ errors. In
wanting to create a Theory Y climate, where students can feel free to explore
possibilities and ask far-out questions, these teachers are reluctant to publicly
correct students’ errors.

This is the dilemma teachers have to face: Do I correct mistakes and risk
discouraging students from expressing their understandings in public? Or
do I let them go uncorrected in the interests of maintaining a productive
working atmosphere? Not to correct seems to be abdicating from an import-
ant teaching function: misconceptions are allowed to pass unquestioned and
uncorrected. One technique is to smile encouragingly, with ‘Yes, not bad.
Can anyone else elaborate on that?’ This signals that there is a problem, that
we are part-way there, that it is a collective job to achieve a better outcome
and that individuals are not to be blamed for not having a perfect answer first
time round. It’s a matter of the interpersonal chemistry, the rapport, that
a teacher can create. With good rapport, public correction is cheerfully
accepted and appreciated.

Japanese teachers do exactly this in what Hess and Azuma (1991) call
‘sticky probing’, which westerners might see it as a little drastic. A single
problem is discussed for hours by students, with teacher adjudicating, until a
consensus acceptable to teacher and students is reached. The focus of the
probing is a particular student’s error, with the student the focus of public
correction. Japanese students, however, don’t appear to see this as a punish-
ment for making a mistake; they understand that learning is a collective
activity and that learning from mistakes is part and parcel of learning.

Using error constructively thus involves two challenges:

• requiring students to expose their erroneous thinking without risk of
ridicule, loss of face or low grades

• correcting them nicely so that they feel positive about being corrected and
not ashamed or resentful.

This is a personal matter that every teacher needs to resolve in a way that
each can feel comfortable with.

Reflective practice and self-monitoring

In Chapter 3 we discussed reflective practice and transformative reflection,
whereby teachers monitored their own practice and used their theory of
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teaching to see how they could teach better. The same thing applies to learn-
ing itself. When self-monitoring, learners keep a watching brief over their
learning: How am I doing? Am I making mistakes here? Any pattern in my
errors? If so, what is it and how can I avoid it in future? Is there any way I can
approach this more effectively than I am now?

These are the sorts of questions that good learners ask themselves, like
good practitioners of any sort. Formal, top-down ways of teaching discourage
self-questioning. If the teacher always assesses how well the student is doing
and never allows the student to self-assess, the student lets it go at that and
consequently doesn’t see the need for or acquire the skills of reflection.
Indeed, the longer many undergraduate students stay at university – the
Susans excepted – the less deep and the more surface oriented they tend to
become. This has been observed in several countries: Australia (Biggs 1987a;
Watkins and Hattie 1985), the UK (Entwistle and Ramsden 1983), and Hong
Kong (Gow and Kember 1990). It seems that Robert’s learning as it becomes
institutionalized becomes unreflective, performed by rule of thumb and with
minimum effort. All the decisions, especially about assessment, have been
made for him in formal top-down teaching.

Where the teacher expounds the material and assesses it at the end, the
teacher is in effect the masterbuilder for constructing the student’s knowl-
edge base, the student an apprentice bricklayer only. The student is left in a
passive role both in receiving information and in monitoring what has been
learned. They come to believe – or rather, they have the belief they acquired
in school confirmed – that keeping track of their learning is the teacher’s
job, not their own. They are unlikely to become very good independent or
lifelong learners.

Learning to ‘monitor the construction site’ is another name for those
study skills that involve self-management, including self-assessment, dealt
with in Chapter 8 under the heading of self-directed TLAs that are so
important for addressing an attribute such as lifelong learning (see also
Figure 5.1, p. 68).

A checklist for designing teaching/
learning activities

Any TLA should meet the following criteria for a good learning context (see
Table 6.2).

When you have decided what would be the most suitable TLAs for a par-
ticular course, given the ILOs and the practical considerations of resources
and class size, Table 6.2 suggests the TLA be screened to meet the following
criteria:

• Is the general climate in which it is deployed Theory Y?
• Do the students see the task as relevant and important; do they see them-

selves as likely to succeed at it?
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• Does the task build on previous relevant knowledge?
• Does it require the learner to be relevantly active?
• Does it allow for the learner to be reflective as learning progresses?

If the task falls short on any of these criteria, it should be redesigned.

Task 6.1 is a reflective exercise to help you see what type of teaching/
learning context you have created for your students.

In the next two chapters we turn to the central issue: what learning out-
comes are the TLAs intended to achieve?

Summary and conclusions

If we are to devise and implement effective teaching/learning activities
(TLAs), we need first to ask if there are any general criteria they should meet.
There are. They need to be grounded in an appropriate motivational con-
text, to work from a base of interconnected knowledge, to require relevant
learner activity and to encourage reflective practice and self-monitoring. The
power of a teaching method or TLA depends on the extent to which it
embodies these characteristics.

Establishing an appropriate motivational context

The general context needs to be Theory Y so that students can take more
responsibility for their learning, but some colleagues and more administra-
tors will see this differently. Specifically, tasks need to be valued by students
and to be attainable.

Constructing a base of interconnected knowledge

A powerful knowledge base is complex in structure and error free, built on
accessible interconnections. Creating such a base involves: building on the

Table 6.2 Some important general criteria for any TLA: a checklist

Motivational climate Does it build on or require

Theory X/Y Prior knowledge?
Value Learner activity?
Success Reflection?

TLA1
TLA2
TLA3
etc.
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Task 6.1 The teaching/learning context you have created

Select one of the teaching methods that you commonly use and evalu-
ate it in light of its effectiveness in relation to the characteristics of a
good teaching/learning context. Provide evidence to substantiate your
evaluation.

a Establishing an appropriate motivational Theory Y context for your
students.

b Creating an interconnected knowledge base for your students.

c Providing learning activities relevant to engage your students with
the ILOs.

d Providing formative feedback on your students’ learning progress.

e Encouraging your students to self-monitor and reflect on their
learning.

What changes would you like to make in the future to further enhance
the effectiveness of your teaching/learning context?
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known, making use of students’ existing knowledge and emphasizing struc-
tural interconnections between topics. These points should infuse teaching
whatever the particular teaching activity.

Relevant learner activity

Knowledge is constructed through learner activity and interaction. Activity
has two main roles. The fact of being generally active in and of itself provides
general alertness and efficiency. Second, and more specifically, activity spe-
cifically keyed to the intended learning outcomes, using different sensory
modes of learning to provide multiple access to what has been learned, is a
very powerful way of learning.

Formative feedback

If there is any single factor that supports good learning it is formative feed-
back: teaching is good or poor depending on how readily students receive
feedback on how they are doing. For feedback to be effective students need
to be clearly aware of what they are supposed to be learning and as they are
unlikely to be perfect first time, they need information as to where their
deficiencies lie and misconceptions students may have need to be con-
fronted and corrected. Teachers, other students and students themselves
can be useful sources of feedback, depending on the intended learning
outcome.

Reflective practice and self-monitoring

Whatever the TLA, it should encourage students’ awareness of their own
knowledge construction, largely by placing them in situations that require
them to self-monitor and self-direct their own learning. This is the way to
achieve lifelong learning.

Further reading

On good teaching/learning contexts and principles of
good teaching

Biggs, J. and Moore, P. (1993) The Process of Learning. Sydney: Prentice-Hall Australia.
Fuller, R. (1998) Encouraging active learning at university, HERDSA News, 20, 3: 1–5.
Gibbs, G. (2006) On giving feedback to students. http://www.brookes.ac.uk/services/

ocsd/firstwords/fw21.html
Hattie, J.A. (2003) Teachers make a difference. http://www.arts.auckland.ac.nz/

faculty/index.cfm?P=8650
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Petty, G. (2006) Evidence-based Teaching. Cheltenham: Nelson Thomas.
Ramsden, P. (2003) Learning to Teach in Higher Education. London: Routledge.

Biggs and Moore describe rich learning contexts and the conditions for good
learning and summarize research on expert teaching. Ramsden deals with six key
principles of effective teaching. Fuller’s article is rich with practical suggestions for
active learning. Hattie’s paper is a summary of meta-analyses on a huge scale: this is a
technique that combines research results from hundreds of studies enabling stable
generalizations over a variety of contexts about what factors are most important in
enhancing student learning. By far the most important are giving proper feedback, as
discussed in this chapter, and active teaching, as discussed in the next. Petty’s book
shows how to put into practice the teaching methods with the biggest ‘effect sizes’
in Hattie’s work: feedback, interactive teaching, graphic organizers and various
examples of group work are among the best. We elaborate on all of these in following
chapters.

Gibbs’s paper describes how feedback is best provided.

Links to educational development centres worldwide

http://learningandteaching.dal.ca/ids.html. This URL provides very useful links to
centres in most western countries. You can navigate to most topics dealt with
here and in other chapters on university teaching that will discuss the topic in
the context and vocabulary of your own country.
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7
Teaching/learning activities for
declarative knowledge

We discuss aligning teaching/learning activities (TLAs) to ILOs relating
to declarative knowledge in this chapter, and to functioning knowledge
in the following one. Teaching declarative knowledge by lecture, fol-
lowed by tutorial, has become so established that ‘lecturing’ has become
the generic term for university teaching, to be carried out in ‘lecture
theatres’, particularly for dealing with large classes. We suggest that the
term ‘lecture’ describes a situation, not a teaching/learning activity, and
that within the situation of the large class there are far more effective
ways of achieving course ILOs than talking at students. In this chapter,
we show how interactive teaching, which is a highly effective mode of
teaching, can be used in even large classes. We also deal with interactive
learning, and teacher questioning, in smaller classes. We end with a dis-
cussion of some of the teaching/learning activities that can be supported
by educational technology.

Three changes needed in the way we usually
think about teaching

When we turn to the matter of designing teaching/learning activities, we
find that to implement constructive alignment requires changing the ways
we have previously thought about teaching. First, we, as teachers, need to
stop thinking about the next lecture that we have to give or the tutorial we
have to design. These are only situations for student learning. It is only when
we have clarified our intended learning outcomes that we should start think-
ing about the teaching/learning activities we might most appropriately use,
within our resources. This will probably not mean giving lectures. Many
academics start from the assumption that their major activity is to give a
‘lecture’, which is after all what the timetable says they should be doing.
University planners and architects accordingly designate these rooms ‘lecture
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theatres’, equipping them with stage and spotlight, as if skilled performers
are to provide some pleasant entertainment there. What goes on is only rarely
carried out by people skilled in the performing arts and only sometimes is it
entertaining.

The assumption that the lecture method, and its satellite the tutorial,
should be the defaults that academics use in discharging their teaching
duties needs examining. The lecture and tutorial do have their uses, but they
are limited in what they can effectively achieve. There are more effective ways
of using the space in those large ‘lecture’ theatres. It helps to think of lectures
and tutorials as situations, in which a range of teaching/learning activities
can take place, rather than as prescriptions for a manner of teaching.

The second change in thinking is to shift the focus from what the teacher
does to what the student should best be doing. Teaching is, if you like, a
service activity, we teach so that students may learn and what they learn
depends on how they go about learning. That sounds obvious, but all too
frequently the messages from administration downwards are that teaching is
only about what teachers do. We actually have a two-sided ledger sheet: (a)
what the teacher is doing and (b) what at the same time the students are
doing. Attaining the intended outcomes depends rather more on (b), than
on (a). It’s a pity that in English we have two separate words for ‘teaching’
and ‘learning’. Some languages, such as Russian, have one word for both so
that you can’t then say: ‘I taught them but they didn’t learn.’ One feature of
constructive alignment is that it brings teaching and learning closer together,
even if in English we don’t have a single word for it.

The third change is that we need to stop assuming that learning is only
taking place when it is located inside a teacher-directed classroom. If you
want your students to be the lifelong learners that the mission statement of
your institution almost certainly requires, some learning should certainly be
taking place outside a formal teacher-directed environment.

In sum, designating teaching sessions as ‘lectures’ and ‘tutorials’ should
not be seen as prescribing what teachers have to do, but as situations in
which a variety of teaching/learning activities can take place. And it must not
be forgotten that there will be some intended learning outcomes, often the
most important ones, where the best situation for relevant student learning
activity is outside the classroom, not inside.

We need to make a clear distinction between appropriate teacher activity
and appropriate student activity.

What teachers do: What students do

Let us say teaching takes place in a typical lecture situation, where the
intended outcome contains that very common verb ‘explain’. What are
teacher and student most likely to be doing (see Table 7.1)?

The teacher talks to the usual structure of the lecture: introduces the
topic, explains, elaborates, takes questions and winds up. The students are
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engaged in receiving the content, listening, taking notes, perhaps asking a
question – but not necessarily ‘explaining’. Although this is what the stu-
dents are intended to be able to do, here the teacher is doing all the explain-
ing. The students are usually only required to explain the theory or topic in
question when it comes to exam time – but by then it’s too late. The students
haven’t been given the opportunities to learn to explain before they are
assessed on their ability to explain. There’s a distinct lack of alignment
between the ILO and the students’ learning-related activities.

What does it mean to ‘explain’, as opposed, say, to ‘describe’? In order
to ‘explain’ something, the student must understand how the components
of the topic/theory are related to each other, which is a relational level of
understanding, whereas to ‘describe’ requires only that the components of
the topic can be listed, which is a multistructural level of understanding. The
teacher’s task is therefore both to present the information itself and how it is
structured; the student’s is to receive the information and to structure it. In
our example, neither teacher nor Robert monitors that double task. Susan
would structure her understanding enough for her to be able to explain the
topic but only because that’s what she usually does, explaining to another
student what she thought the teacher meant or reflectively explaining to
herself while reviewing and revising. Susan’s learning-related activities are
aligned to the ILO, if only by default, whereas Robert’s are not. In construc-
tively aligned teaching, the teacher might use teaching/learning activities
such as peer teaching or buzz groups within the class to ensure that everyone
does some explaining; the TLAs are then aligned to the ILO containing that
verb ‘explain’. Box 7.1 (p. 113) gives another example of ‘explain’.

We should now consider teaching/learning activities that relate to con-
structing the declarative knowledge base.

Constructing the declarative knowledge base

Building a well-structured knowledge base involves what Ausubel (1968) calls
‘reception learning’, that is, the reception of declarative knowledge and struc-
turing it meaningfully. As we have seen in the ‘explain’ example, lecturing

Table 7.1 What teachers and students do in a lecture leading to an ILO containing
‘explain’

Teacher activity Student activity

Introduce Listen
Explain Take notes
Elaborate Understand (but correctly? deeply enough?)
Show some PPT slides Watch, note points
Questions on slides Write answers to questions
Wind up Possibly ask a question
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by the teacher leaves that structuring activity up to the student – Susan does
it, Robert usually does not. It is important to use TLAs that help all students,
particularly the Roberts.

Teaching/learning activities for reception learning can be managed by the
teacher, by groups of students or by the individual student:

• Teacher managed: lecturing, tutorials, setting assigned readings or text-
books, laboratories, concept mapping, one-minute essays, teaching study
skills in context.

• Teacher managed but with active student participation: peer teaching, peer-
assisted study sessions (PASS), interactive work in class, bulletin boards,
various group work.

• Student managed: collaborative learning groups, chat rooms.
• Individually managed: reading, searching the web, soliciting advice, listen-

ing to a lecture.

Many of these are not teaching/learning activities so much as teaching/
learning situations, in which the appropriate student learning-related activ-
ities may or may not occur. The situation – be it lecture, tutorial, laboratory
or excursion – simply defines the broad parameters within which learning
takes place. It would be a poor physiotherapist who told a patient with a
problematic knee joint: ‘Go to the gym and do some work with weights.’
The proper response would be to find out what the problem was: that, say,
one of the muscles supporting the kneecap was weak so the kneecap ‘wan-
dered’. Working the whole of the knee in the gym would exacerbate the
problem because the other muscles would do the work for the weak one,
thus worsening the imbalance. The weak muscle needs to be singled out and
exercised.

Just so, hitting all the ILOs with one method, lecturing, is likely to call out
the learning activity of memorizing to do the work meant for genuine under-
standing – especially is this so if the assessment is by examination. In short,
the learning activity most appropriate to each ILO needs to be singled out
and ‘exercised’. Dumping the student in an overall teaching/learning situ-
ation will in many cases result in over-exercising inappropriate learning
‘muscles’.

Let us illustrate with that very common situation, the large class lecture
followed by a tutorial, as a means of constructing a base of well-structured
declarative knowledge.

Teaching declarative knowledge in large classes

The lecture/tutorial

A lecture is where the subject matter expert tells the students about the
major topics that make up the discipline or professional area, and what the
latest thinking is on a topic or discipline. The flow of information is one way,
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the students’ contributions usually being limited to questions and requests
for clarification. Elaborating the material, removing misconceptions, apply-
ing to specific examples, comparing different interpretations, are left to the
complement of the lecture, the tutorial. This seems like a good combination
for effective reception learning: the lecture is like the Tasmanian tiger mak-
ing the kill, the tutorial like the Tasmanian devil doing the mopping up.
But sadly, for our simile, the tiger is already extinct, and the devil is heading
that way.

Probably because it conveniently accommodates large fluctuations in stu-
dent numbers, the lecture has become the method for all seasons. It is
assumed that if you know your subject, and do not have any speech defects,
you can deliver a passable lecture. But take the case of Dr Fox, who did a
circuit of several US university medical faculties. He was hugely successful;
the student ratings were highly positive and he was praised as an inspir-
ational teacher in total command of his subject matter. It turns out that Dr
Fox was a professional actor, whose only knowledge of the field was supplied
by a Reader’s Digest article (Ware and Williams 1975). Dr Fox’s escapade has
been used to support several conflicting positions:

• Good teaching isn’t a matter of how much you know but of how well you
put it across. (Wrong on both counts. ‘Putting it across’ is not what good
teaching is.)

• It just goes to show how unreliable student ratings are: they only want to
be entertained. (It doesn’t show this: these students were rating a one-off
presentation, not a complete semester of teaching.)

• Lecturers should be trained in thespian skills or at least in public speak-
ing, as in Box 7.3 (p. 124). (Helpful, no doubt, but could the majority of aca-
demics perform centre stage, day after day, inspiring students every time?)

• We should subcontract large class lecturing to professional actors. (Why
not, if an academic writes the script?)

• Lectures may motivate and inspire students – if they have the appropriate
thespian skills. (Partly correct.)

• There must be better ways of teaching large classes than lecturing.
(Correct.)

Years ago Donald Bligh (1972) reviewed nearly 100 studies comparing
lecturing with other methods, mostly group discussions or reading. He found
the following:

1 Lectures are relatively effective for presenting information, but unsupervised
reading is more effective. Since Bligh’s time, accessing information has
been hugely facilitated by search engines.

2 Lectures are quite ineffective for stimulating higher order thinking.
3 Lectures cannot be relied on to inspire or to change students’ attitudes

favourably, although many lecturers believe their own do.
4 Students like really good lectures; otherwise they prefer well-conducted

group work.
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Psychological constraints on learning

Why are lectures so ineffective? Here are some pointers from the nature of
human learning:

1 Sustained and unchanging low level activity lowers concentration. Sitting
listening to a lecture is such an activity yet it requires concentrated effort
to follow lecture content.

2 The attention of students is typically maintained for about 10 to 15
minutes, after which learning drops off rapidly (see Figure 7.1).

3 A short rest, or a change in activity, every 15 minutes or so restores per-
formance almost to the original level (see Figure 7.1).

4 A period of consolidation after prolonged learning greatly enhances
retention. Getting students to review at the end of the lecture what has
been learned leads to much better and lasting retention than simply
finishing and dismissing the students (see Figure 7.2).

The time periods in Figure 7.1 depend on the students, the skill of the
lecturer, the pace of the lecture, the difficulty of the material, the use of

Figure 7.1 Effect of rest or change of activity on learning
Source: After Bligh (1972)

Figure 7.2 Effect of testing at end of lecture on retention
Source: After Bligh (1972)
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educational technology involving a change of activity, the time of day and so
on. But the basic point remains: Do not talk for longer than 15 or 20 minutes
without a pause unless you are certain you still have their attention. When you
pause, get the students to change their activity.

The effect of consolidation in Figure 7.2 may be achieved by asking stu-
dents to actively review what they had just learned. That does not mean that
you tell them what you’ve just told them, as in the conventional summary:
that’s you being active. They are the ones who should do the reviewing: get
them to tell you or a neighbour what you have just told them. The problem
is that both teacher and students see the lecture as a matter of teacher
performance, not of learner performance. It is a perception that has to be
reversed. Today, there’s a further argument against the lecture: students are
so mixed and selective, and so media wise, they far prefer to obtain informa-
tion from the web at their own pace, rather than at the pace dictated by
someone talking at them (Laurillard 2002).

Given all this, what can the lecture do that books and the web cannot?
Many university teachers, through their research and scholarship, have

developed a perspective on their field of expertise that is not to be found in
textbooks. Through publication lag, textbooks are easily two or more years
out of date while active researchers are not. In any event, textbooks do not
usually have an ‘angle’, a perspective, but are typically a multistructural list of
things that every first-year student might ever need to know. Who better to
provide a critical perspective on that bland smorgasbord of knowledge than
the teacher at the cutting edge of the topic and in person? The best defence
of the lecture, particularly in senior undergraduate years, thus lies not in
doing what other media do as well – and usually better – but in exposing
students to the most recent developments in the field, and to the ongoing
workings of a scholarly mind.

The teacher should be an agent for transforming knowledge, helping
students to interpret and to construct their own knowledge, not a passive
substation that relays preformed messages to them. Unfortunately, as noted
in Chapter 1, the credit transfer system in universities may well result in
courses being designed to be equivalent to courses taught in other univer-
sities, a consequence that would severely discourage cutting-edge teaching
of the kind we are talking about here. The pressure is to teach in style and
content that is compatible with what is being taught in other universities, not
to build on locally concentrated excellence.

Where does this leave lecturers who aren’t frontline researchers? Looking
for alternatives to the lecture, we hope. Heaven forbid that teachers have
reached the demeaning point where all that remains for them to do is to tell
students about content that they can read more effectively.

Since practicalities dictate that large numbers of students will be scheduled
to meet one teacher in a big room, it is better to see this as a plenary session in
which – and out of which – excellent learning can take place, using teaching/
learning activities that directly address the intended learning outcomes.

So how can we transform the lecture theatre into a learning theatre?

110 Teaching for quality learning at university



10:58:06:11:07

Page 111

Page 111

Interactive teaching

The teaching of Eric Mazur

The last question is something Eric Mazur (1998) asked himself. He was
lecturing in physics at Harvard and regularly received good student evalu-
ations. Then he read an article saying that when physics students were
lectured to, they relied on memory not on understanding. Not in my class
they don’t, Eric thought, and tested them on basic principles. The result told
him that they were, indeed, relying on memory.

He decided to stop lecturing, forcing the students to rely not on memory
but on understanding. He set readings that had to be read before the class.
He also gave the students two or three simple questions to be answered by
email the night before the class: no answers, no admission to class. His email
also said: ‘Please tell us what you found difficult and confusing. If you found
nothing difficult or confusing, please tell us what you found most interest-
ing.’ Thus he discovered what might need clarifying in class. He emailed
replies to each student, with an appropriate comment from a database of
generic comments.

In class the next day, the students were presented every 10 minutes with a
multiple-choice question based on the readings. Each student seat in the
theatre had a personal digital assistant (PDA) so that students could record
their response to each question; responses were automatically tallied for the
whole class and projected on a screen. Other questions addressed a ‘trick’
physical phenomenon, for example: ‘A flat plate of cast-iron, two feet square
and one inch thick, has a large circular hole, diameter four inches, drilled in
the center. The plate is then heated. Does the hole in the center (a) increase
in diameter, (b) decrease, or (c) remain the same, as the plate expands with
heating?’ While all the relevant physical principles were known by this stage,
a wide diversity of opinion as to the outcome of the heating occurred. The
students were asked to find someone nearby who voted differently and then
to convince their neighbour that their own response was the correct one.
After discussion, another vote was taken and this time there was usually much
more consensus, in the direction of the correct answer. Mazur reports that
the learning was powerful and the students enjoyed it. He was consistently
voted best teacher of the year.

Two features of Mazur’s approach stand out: feedback and good align-
ment requiring student activity relevant to the course ILOs. He wanted high
level understanding, he gave the students teaching/learning activities that
required them to think about novel problems and apply the knowledge they
had gained from reading – not from listening to his lectures – and he sup-
plied feedback to each student, individually from himself and from other
students.
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Course preparation assignments

David Yamane (2006), like Mazur, was also bothered by the inefficiencies
of lecturing, when the material could be read before class more efficiently
than listening to it in class. The problem was that students didn’t read when
they were told to. His subject was sociology. He posted ‘course preparation
assignments’ (CPAs) on the course web page to be completed before each
class, the time in class being spent in discussions on the assignment in groups
of about four. The CPA required students to read and think about a chap-
ter in the course textbook and to produce a written response to a question
or problem based on the reading. The CPAs had the following general
structure:

1 an introductory statement
2 an objective (ILO) for the assignment
3 the background information for the topic
4 the written assignment.

The first 10 minutes of class were spent in small groups, where individual
members pooled their assignments and synthesized one for the group, which
was then presented to the whole class. Yamane acted as coordinator and
produced a large diagram on the whiteboard that drew together all the
points raised and led to a conclusion about the problem. This product was
frequently used as the starting point for the next CPA.

This is an example, like the concept map, where what is usually an
assessment task – the assignment – becomes the teaching/learning activity.
However, instead of assessing the assignment, Yamane looks at each one to
check that it has been carried out honestly. If it has, he awards a pass and, if
not, the student has to repeat it (all repeats pass in his experience).

This technique worked well within classes of 30 to 80, but Yamane does not
recommend it in classes larger than this. He compared the CPA method with
a lecture course, taught by himself and using the same material, on students’
responses to a questionnaire on their level of thinking and their sense of res-
ponsibility and involvement and found strong evidence for the effectiveness
of the CPA approach.

Box 7.1 gives an example of an adaptation of CPA by Catherine Chiu in
her teaching of sociology at City University of Hong Kong.

How the large class lecture can become interactive

Mazur’s and Yamane’s teaching are examples of getting students relevantly
active with teaching/learning activities that facilitate the intended outcomes.
Such teaching, along with formative feedback, has the largest effect on
student learning (Hattie 2003). We now look at a range of TLAs that are
suitable in large class teaching for constructing a declarative knowledge base
in different content areas.
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Note taking
Note taking is widely misused when students take notes for the purpose of
obtaining a record of what the teacher says. Students, especially the Roberts,
have a twofold problem: of following what they are hearing and of writing
notes for later reference. They can’t do both simultaneously so they alternate
between listening and writing. But while they are writing the gist down, the
lecturer is sentences ahead. Their notes are therefore a random sample of a
fraction of what the teacher was saying. And with only a fraction of the trees,
they have to reconstruct the whole wood. Difficult. If note taking is primarily
intended as a record for later revision, it is both inefficient and wasteful. Why
not just hand out readings?

Box 7.1 Course preparation assignments in the teaching of sociology

Introduction to sociology

Course preparation asssignment for Week 5

Lecture two: Culture

1 Read Macionis, Chapter 2, and familiarize yourself with these key
concepts:

a Culture, symbols, language, values, beliefs, norms, mores, folkways,
cultural integration.

b Cultural changes, cultural lag.
c Cultural diversity, subculture, counterculture.
d Ethnocentrism, cultural relativism.

Assignment 1

a Objective (ILO): To define the key values of Hong Kong culture.
b Background: On pp. 43–44, you read that Robin Williams identifies

two key values of US culture.
c Assignment: Identify at least five key values of Hong Kong.

Assignment 2

a Objective (ILO): To apply two theoretical approaches to explain
why certain key values exist in Hong Kong.

b Background: On pp. 54–56, Macionis presents analysis of culture
using two perspectives – structural-functional and social-conflict.

c Assignment: Pick two of the key values of Hong Kong you have iden-
tified and explain why they exist in Hong Kong from the structural-
functional point of view. Then do the same by using the social-conflict
approach.

Source: Catherine Chiu, City University of Hong Kong
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Note taking may, however, be a useful TLA, for example for immediate
review and reflection. If students are to take notes, comprehension time
should be separated from recording time, and students should be allowed a
time slot to check their notes. Students can swap notes with their neighbour,
discuss differences and rewrite their own notes. They can thus review the
main ideas about what has been said and elaborate their own understanding
to their neighbour and reflect on their neighbour’s interpretation if it is
different from their own.

Note taking should be used as a teaching/learning activity, in other words,
not as a horribly inefficient recording device. The sorts of notes students
might best take depend on the content area, the use to which they are to be
put and any ILOs they are to serve. For these reasons, the skills and purposes
of note taking, as with other study skills, are usefully incorporated into the
teaching of particular content (Chalmers and Fuller 1996): we discuss this
further later.

Changing activities
As for other large class activities, remember that concentration flags after
15 minutes or so, particularly if the ongoing activity is straight listen-
ing. You might set a timer to ring every 15 minutes; when it rings, stop
whatever is going on and change the activity or consolidate (Gibbs et al.
1992):

• Students reflect on what they think they have just learned, then in pairs
tell each other what they saw as the most important point in the preceding
15 minutes of lecturing. Here’s a TLA that gets them to ‘explain’.

• Each student writes down a question or a comment sparked by the previ-
ous 15 minutes for their neighbour to respond to. They can hand in their
question/comments sheet at the end of the session; it will also be useful
feedback to you – and an attendance check.

• You pose questions for them to answer, either individually or discuss with a
neighbour.

• You set a problem for them to work on, either individually or in discussion
with a neighbour.

• Towards the end of the lecture, allow five minutes for each student to tell
their neighbour or learning partner (see later) what they think was the
thrust of the session. This achieves the consolidation by active review and
also gives them a different perspective to think about, other than their
own interpretation of your perspective. Further, they are giving and
receiving feedback, and enacting that ubiquitous ILO ‘explain’.

Linking diagrams and key points can be achieved by handouts using
PowerPoint software, three or so slides per page, with space beside each
where the students can write their notes and comments. This gives stu-
dents accurate basic notes and diagrams, but requires them to actively
search for the main idea, and put it in their own words with an example
or two.
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Work-along exercises
Olivia Leung, of the Department of Accountancy at City University of Hong
Kong, links student activity to her lecturing by devising work-along exercises
that accompany her discussion of each topic. These exercises help students
follow the lecture closely and actively visualize the application of concepts.
Box 7.2 shows some examples of work-along exercises used in an Accounting
class of over 200 students.

One-/three-minute essay
The one- or three-minute essay is a technique whereby students write brief
answers to such questions as:

At the start of the lecture: What do I most want to find out in this class?
Towards the end: What is the main point I learned today?
Also at the end: What was the main point left unanswered in today’s session?

Allow a couple of minutes for students to swap and read what their neigh-
bour said. The students’ responses may be handed in, with names, and each
can be read in a few seconds. The answers can be used as formative assess-
ment both for them and for you – and as an attendance check. The cumula-
tive record gives a very good, and quick, indication of the development of
students’ thinking through the course.

These ultra-short essays at the beginning of the class forces students, as did
Mazur, to actually do the pre-reading and to reflect on it. The second question
can tell you something about their learning and your teaching: if some quite
minor aside is seen as ‘the main point’, either you or they have a problem. In
either case, it will need to be addressed in the next class. The last question
also provides fodder for the next class. Students are provided with feedback
on how their thinking is in line with other students’ and with your own. You
can no doubt think of other questions that would better suit your intended
outcomes. Some may find it more convenient for students to use personal
digital assistants (PDAs) to record and transmit their one-minute essays.

Concept maps
Concept maps were originally designed both to present a structure and to
find out how students see the structure (Novak 1979). They can be used by
teachers for both teaching and assessment purposes and by students for
organizing their ideas, for example for reviewing the semester’s work, for
planning and writing essays or for clarifying difficult passages. They are use-
ful for ILOs requiring students to see the whole, perceive relationships,
integrate and organize and can be demonstrated and used by students inside
or outside the classroom.

In creating concept maps, students singly or in groups are presented with
a central concept or principle. Either they themselves generate sub-concepts
that relate to it, or the sub-concepts are supplied. The students then arrange
the sub-concepts, either drawing them or arranging cards on which they
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Box 7.2 Some examples of work-along exercises for a class in account-
ing of over 200 students

Review question: Debit and credit effects on assets and liabilities

What accounts below are decreased by debits?

• Inventory
• Accounts payable
• Dividends
• Cash
• Notes payable
• Accounts receivable

Answer: 

Why? 

Review question: Adjusting entry supplies

The trial balance shows supplies of $2000 and supplies expense of $0. If
$750 of supplies are on hand at the end of the period, what is the
adjusting entry?

Account Debit Credit

$1250

$1250

The balance in supplies after adjustment is $750, the amount
remaining unused. The amount used is transferred to expense.

Review question: Closing entries

Which of the following accounts will have a zero balance after the
closing process?

• Unearned revenue
• Advertising supplies
• Prepaid insurance
• Rent expense
• Income summary

Answer:
are temporary accounts. All temporary accounts are closed and thus
have a zero balance after the closing process.

Source: Olivia Leung of City University of Hong Kong
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have been written, in a way that makes best sense to them, the distance
between sub-concepts reflecting their perceived degree of interrelation.
Lines are then drawn linking sub- and central concepts with a brief explan-
ation of what the link or relationship is.

Creating concept maps is a learning experience for the students, helping
them to explicitly structure their thinking and, at the same time, the result-
ing maps give an indication of how the student sees the way in which indi-
vidual concepts relate to each other. They can therefore be used for assess-
ment purposes (p. 235). As concept maps present an overall picture, a hol-
istic representation of a complex conceptual structure, they are best evalu-
ated by judging the complexity of the arrangement and the correctness of the
interrelations, rather than by analytic ‘marking’ (see Chapter 9). They can be
used as feedback, to see how teaching might be adjusted, as part of the final
assessments of student learning or for students in their own studying.

Santhanam et al. (1998) found that first-year science and agricultural
students saw the value of using concept maps but not their relevance. They
thought that memorization was the best approach to study in first year and so
did not use concept mapping in their own studying; a depressing finding,
suggesting that the students had obtained the wrong cues from the way they
had been taught and assessed (see also Ramsden et al. 1986).

Think-aloud modelling
When presenting new tasks or problems, it can be very helpful for the
teacher to think out loud while handling it, so that the students are clearer
about what they are supposed to be doing. The teacher is doing the self-
analysis and reflection publicly, letting the students know how an expert
does it, so that eventually they do so themselves. Many teachers think aloud
for their students automatically, but many others do not. Modelling is handy
whenever you get the inevitable: ‘But what are we supposed to do?’ But then,
for it to be an active TLA, they must then be required to do it, not just watch
a demonstration.

An overhead projector enables you to face and interact with the class while
thinking out loud, showing your notes and revisions and mistakes. For
example, you could show how you write an article at the various stages of
planning, composing and revising, to demonstrate the various techniques
that academic writers use. Students are brought face to face with processes
and possibilities that they themselves would not think of and, if the class is
not too large, the students can call out contributions to the ongoing com-
posing or problem-solving process. In large classes, you could nominate a
particular row or rows of students to call out their suggestions.

The various techniques just mentioned meet many of the objections raised
about the lecture and they can take place in the lecture situation and focus
on what the students are doing, not what the teacher is doing. Students are
not confronted with loads of information at too great a rate for many of them
to handle, but are required to work with that information, to elaborate,
correct and consolidate it.
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Peer teaching

What do you perceive when you enter the door of a large crowded lecture
theatre: 400 students sitting there waiting to be taught by you or 400 teaching
assistants waiting to be brought in on the action? Peer teaching is a very
powerful ally when you have large classes to teach. There may be no single
best method of teaching ‘but the second best is students teaching other
students’ (McKeachie et al. 1986: 63).

Peer teaching is greatly under-utilized, although both tutor and tutee
benefit academically, the tutor more than the tutee (as you would expect on
the grounds of active learning), while the tutor is also likely to have increased
social skills and attitudes to study and self (Goodlad and Hirst 1990; Topping
1996). The reasons for these benefits are clear:

• The content to be taught has to be viewed not from one’s own perspective,
but from that of someone whose conceptions of the topic to be taught are
different and less satisfactory.

• The teacher reflects on how they learned the topic, which means that
peers, being closer to that process and more aware of the traps and
difficulties than the expert, can teach more empathically.

• The teacher ‘owns’ the material, publicly taking responsibility for its
validity. There is heavy loss of face if they get it wrong – so they are more
careful about getting it right.

Two New Zealand tertiary institutions give course credit for peer tutoring,
the practical work being carried out tutoring secondary school students
(Jones et al. 1994). No, not education students, destined for a teaching
career, but law, science, and business students. The assumption is simply that
teaching the subject deepens students’ understanding of it. Compared to
teacher-led groups, student-led groups range wider in their discussion and
produce more complex outcomes (McKeachie et al. 1986; Tang 1998). In
cross-year tutoring, the tutor is in a higher year than the tutee. Both tutors
and tutees like the process, and the achievement of the tutees is little differ-
ent from conventionally taught (Topping 1996): a positive and cost-effective
finding, when you think about it.

The peer assistance supplementary scheme or peer-assisted study sessions
(PASS in either case) is a common scheme for cross-year tutoring, designed
to alleviate the problem of large first-year classes. The tutors are second-year
or third-year students who passed the first-year subject exceptionally well
and are judged to have appropriate personal qualities. They are trained to
‘model, advise and facilitate’ rather than to address the curriculum directly
and are either paid or given course credit. Data involving 295 courses in the
USA show improved achievement and higher re-enrolment and graduation
rates (National Center for Supplemental Instruction 1994). Outcomes in the
UK are likewise encouraging (Topping 1996). At the University of Queens-
land, over many thousands of student, regular attendees of PASS averaged a
whole grade higher than students who did not attend, while of the students
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gaining high distinctions, 85% attended PASS, 14% did not (Chalmers and
Kelly 1997).

PASS employs two tutors or student leaders per group of 25 first years and
they are paid also to attend at least one lecture that the tutees receive
(Chalmers and Kelly 1997; Watson 1996, 1997). Leaders receive one full day
of training and ongoing weekly meetings with the staff coordinator. Leaders
are required to keep a reflective diary, with which they provide feedback to
the departmental staff coordinator. This ongoing information was found to
be far more useful to lecturers in meeting problems than end-of-semester
course evaluations.

Attendance from the first-year classes is voluntary, ranging from 20% of
the class to over 80%. The agenda is up to the students, frequently involving
a review of what has gone on in class that week. No new material is presented.

Following are some of the benefits that students see (Chalmers and Kelly
1997):

• a friendly environment in which they can comfortably ask ‘the dumbest
questions’

• weekly study that keeps them up to date
• insight into the range of material other students are covering and the

difficulties they have
• a mentor who can give information and who has inside knowledge of how

they coped
• international students particularly like the opportunity to discuss without

staff present.

PASS is considered particularly useful in subjects having:

• large classes, particularly when unsupported by other group work
• highly technical content
• a failure rate of more than 10%
• high international student enrolments
• a service role as a core subject for a number of degree courses.

To sum up, then, if two major principles are adopted, that lecture theatre
can indeed become a learning theatre:

1 Keep the students active with relevant teaching/learning activities.
2 Supply them regularly with feedback from yourself, from other students,

and from reflective self-assessment.

Where does this leave the tutorial?

Active learning of this kind meets many if not all of the outcomes the tutorial
is intended to achieve – elaboration and clarification of what the students
had understood from the preceding lecture. And given that ‘tutorials’ of
30 and 40 students, as sometimes occurs, can’t possibly do what they are
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supposed to do, and that tutors are frequently the least experienced staff
members, one begins to question why we should have tutorials at all.
Essentially, the tutorial is a relic of an older academic ecosystem, when the
Susans outnumbered the Roberts and when classwork needed only to be
held in big or small rooms.

If we replace the lecture with more flexible teaching/learning activities
involving interactive learning, as suggested earlier, the conventional tuto-
rial may follow the Tasmanian tiger into extinction unless it is rethought.
In the School of Experimental Psychology at the University of Sussex, for
example, tutorials are mainly student-led tutorials. Students give a brief
15-minute presentation that has been assessed by the teacher beforehand,
each tutorial has assigned questions for discussion and each student must
put to the group at least one point in the lectures they didn’t understand.
Beyond that, the students run the main proceedings themselves, except
that the teacher turns up for the last 10 minutes, which has a good effect
on morale and allows unresolved issues to be put to the teacher (Dienes
1997).

Interactivity in smaller classes

In classes under 30, sometimes the formal lecture becomes the formal lec-
ture with a looser, more conversational script. Some inspirational lecturers
like students to interrupt with comments or ask unplanned questions. They
can think up answers on their feet: the lightning riposte, that’s the stuff of
good teaching! Maybe, but there could be a role confusion here between
stand-up comic and teacher; the attention in this case is on the teacher, not
on what the students are supposed to be doing. The students are simply the
means for showing how brilliant the teacher is.

Good interactive teaching nevertheless requires on-the-spot improvisation
in response to events as they occur. Questions and comments from students
can be the basis for rethinking and reconstructing new and exciting ideas, if
the ball is picked up and taken in an appropriate direction. The experience
gives the phrase ‘the social construction of knowledge’ real meaning. Papers
have originated that way.

Dealing with questions from students
In more intimate surroundings than the large lecture theatre, questioning
by students presents a different challenge. Dealing effectively with questions
requires a knowledge of topic structure that is sufficiently rich and flexible
that you can recognize the students’ perspective of it and their access to
it. It’s not only a matter of having expert knowledge of your subject – that
goes without saying – but of understanding where they are coming from in
asking it in the way they did and how the understanding they displayed in
asking the question can be orchestrated in harmony with your own expert
knowledge.
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Questions put to students
Convergent questions
Convergent questions are asked with a correct answer in mind and students
are steered towards that answer, while divergent questions are open ended,
seeking input from the students’ perspective. Convergent questions are not
necessarily low level. Socratic questioning is a case in point. The teacher goes
round the class asking questions that lead subtly to the answer the teacher
requires. This is the social construction of knowledge, where all contribute
and agree on the structure as it emerges.

Divergent questions
Divergent questions are useful for probing student experiences and using
them for constructing fresh ideas and interpretations, for incorporating
them as examples of the case in point and for student reflection. In pro-
fessional programmes, where the students have hands-on experience, there
is a wealth of functioning knowledge to be tapped, to be located in a con-
ceptual structure and generalized. Divergent questions can also lead to
aimless rambling and that needs controlling. Good questioning skills are
required.

High- or low-level questions
High-level questions probe the high-level verbs: theorizing, reflecting,
hypothesizing; low-level questions enact the low-level verbs: recalling factual
answers. High-level questions need wait time. High-level thinking takes more
time than low-level thinking. Whether out of fear of silence, impatience or
bad judgment, the fact is that in most classrooms nowhere near enough wait
time is allowed. When allowed unlimited time to answer, tertiary students
averaged nine seconds to answer a convergent question, over 30 seconds to
answer a divergent question (Ellsworth et al. 1991). The longer students
took, the better quality of the response. If you might feel embarrassed by
30 seconds of silence, work out ways of not being embarrassed.

The fact that high-level responding needs time is a major advantage of the
asynchronous use of educational technology, that is when students respond
to online questions and issues in their own time (see later).

Now for a reflective task about who is doing what in your classes (Task 7.1).
How would you redesign your next large class ‘lecture’ (Task 7.2)?

Managing large class teaching

Large classes require effective and quite specific management skills. It is
quite shameful that the least experienced and junior staff members are often
allocated to the largest classes to spare the more experienced teachers from
this unpopular teaching situation.

Large classes need meticulous preparation. The larger the class, the slower
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things get done. A spur-of-the-moment change of direction, perhaps in res-
ponse to a student question, highly desirable and manageable with a group
of 30, becomes perilous with 300. Most teachers find large class teaching a
‘performance’, with the increased likelihood of stage fright (see Box 7.3, p.
124).

As few teachers have any training in public speaking, providing such
training would no doubt be helpful. However, even with training, the major-
ity of academics would be pushed to be able to perform centre stage, day
after day, inspiring students every time: even Dr Fox would have trouble
doing that.

This slow-heaving hulk needs to be carefully directed otherwise it will
crush your plans. Establish your procedural rules at the outset: signals for
silence, procedures for questioning (how are you going to deal with the
forest of hands or with the clown who always asks questions to class groans?),
signals for starting and stopping, if you are going to use buzz groups who
is to discuss with who, who is to be spokesperson on report back, and how
to bring them back to order when it’s time. Establish these rules in the first
session.

The size and buzz of a large class requires a smooth start:

• Don’t just sail straight in. Signal that class has started and wait for quiet.
Try playing music while students enter, then when you are ready to start,
stop the music. It creates a nice air of expectancy.

• Start with a proper introduction: ‘Following from last week when we . . .
What we are going to do today.’ Why lecture when the topic is in the

Task 7.1 What happened in your large class ‘lecture’?

Reflect on the ‘lectures’ you have been giving in the last semester. Write
down what activities occurred and who was engaged in those activities
(the ‘doers’).

Activities The ‘doers’

Teacher Students as a
class

Students as
peers

Students
alone

Now compare the activities and who the ‘doers’ of those activities are,
with the intended outcomes of the ‘lecture’. Who was doing the activ-
ities that led to achieving the ILOs?
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textbook? Because you are going to do something the textbook can’t?
What is that? Tell them. Then they’ll know what they should be getting
from this particular lecture (Gibbs et al. 1984).

• If lecture you must, preview with a slide giving the subheadings of the
lecture, and some explanation of the sequences of subheadings, or a
diagram if that is appropriate.

Following are a few points to watch while talking to a large class:

• Eye contact students while talking; no head buried in notes.
• Ensure clarity: project the voice, check it can be heard at the back. Cord-

less radio mikes are best.
• Focus on the ‘U’ rather than the ‘T’. Susan and her friends tend to sit

along the front row and up the middle (the T), Robert and his friends at

Task 7.2 Redesigning your next large class ‘lecture’

Take your next large class session, which you would normally regale
with a long and carefully prepared lecture. Now is the time to have a go
at restructuring the session. Assume the time period is one hour. If
more than this, make allowance in your plans.

1 Stage a striking introduction that will grab their attention and be
relevant to what follows.

2 Allow for three breaks after 10 to 15 minutes of solid talk by you.
What will you do, or rather what will the students do, in each break?
One of the activities should involve something you collect at the end
and ponder for the next session.

Break 1

Break 2

Break 3*

[* if applicable]

3 Consolidate with an active review in the last five minutes by getting
them to do something
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the back and down the sides (the U). Focus on grabbing Robert and you
will automatically include Susan.

• Handouts should be collected up on entry or exit. If possible, organize the
schedule at least a week ahead so that the end of the previous session can
be used for handouts for the next. Distributing handouts during class is
messy and time wasting.

Box 7.3 Dons struggle with stage fright

Brendan O’Keefe

It happens to the best of them. As lecture time approaches, on come
the cold sweats and the nerves as confidence departs.

An underperforming student, scared of being found out? No. An
experienced lecturer, who has been in the limelight for years, with
stage fright? Yes.

One who knows plenty about it – and who wants to know more – is
University of Canberra marketing communication lecturer Amanda
Burrell.

Ms Burrell has a degree in creative arts (acting) from the University of
Wollongong and was a professional performer for a decade before
turning to lecturing about 10 years ago.

Returning to the lectern this year for the first time in 15 months after
having a baby, Ms Burrell found herself in dread of fronting a class . . .
A straw poll of colleagues revealed that many felt the same way. ‘People
told me stories about losing confidence, how they lost their voice in a
presentation, how they fainted or got so muddled they couldn’t read
their notes,’ Ms Burrell said. ‘I thought: “There’s something worth
looking at here”.’

Ms Burrell believes stage fright among lecturers is a widespread but
little talked about problem. She has set herself the task, as a research
project, to find out how many suffer and how they cope. She even
rigged up a colleague with a heart-rate monitor to check stress levels.
The woman, whose resting heart rate was 80 beats per minute, was
described by a third-party observer to be ‘as cool as a cucumber’ during
a presentation. But her heart rate had peaked at 175bpm.

Ms Burrell said she wanted universities to include public speaking as
part of their training for new lecturers. Ms Burrell has plans to visit
acting schools. ‘I’d like to see how the training of professional actors
can inform our practice,’ she said.

Source: The Australian Higher Education, 19 April 2006
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• Consider putting any lectures on WebCT or BlackBoard and then ask
yourself this question: Why give that lecture at all if they all have access to
it anyway? Can’t you use that time more effectively than merely repeating
what they can read at their own pace? Yes, you can: we’ve just been
through that.

Questions provide a break that many students perceive as chat-to-
neighbour-time while the nerd has a heart-to-heart with the teacher. To
prevent this, the whole class must be included and involved. This means
distancing yourself, not doing the personable thing and leaning towards
the questioner. Move back so that the questioner is part of the class, repeat
the question so that it becomes a whole class question. In a very large class, it
may be better to ask them to write down their questions and pass them up to
the front, rather than shouting them at you. You could take them on the
spot or answer them in the introduction to the next session. In very large
classes – what have we come to? – you might use the large meeting technique,
with microphone stands in the aisles.

Most students dislike the impersonality of large class teaching: it’s a short
step from there to a cold Theory X climate. To warm things up a bit, try the
following (Davis 1993):

• Stand in front of the lectern, not behind it. Walk about, up and down
the aisles if feasible. Get students to leave a few rows empty, so you can
move along them. Convey accessibility, not distance, but stand still when
delivering important points.

• Do not in your friendly wandering be seduced by a sotto voce question.
Make it a question coming from the whole class (see earlier).

• At the beginning of the class get neighbouring students to introduce
themselves to each other. These may or may not lead to formal learning
partnerships (see next section).

• Get students to complete a short biographical questionnaire, giving names,
reasons for taking the unit, hobbies, etc. You can then refer to students by
name occasionally, selecting examples to illustrate points to match their
interests. They’ll feel good about that, although not everyone may get a
mention.

• Arrive early, and/or leave late, to talk with students. Make your hours of
availability in your office known and keep those times sacred. Some
teachers may be comfortable inviting groups of students, in circulation to
cover everyone, to coffee.

• Where tutors assess assignments, make sure you read a sample and discuss
it in class. Let them know you are not delegating entirely.

• Use humour and topical references but take care where there are large
numbers of international students. They are likely to be confused by
topical references, colloquialisms and culturally specific jokes.

Eric Mazur, he who decided lectures were a waste of time (p. 111), kept
the photographs of the 160 students in his physics class in his address file.
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When they emailed in their answers to his questions on reading, the tasks
were such that errors fell into few categories, so that there were essentially
only five generic emails to be sent, to groups of 30 or so students. By clicking
on the student’s address, up would come their face reminding him who he
was talking to. He then tuned the opening and the close to the individual:
‘Hi there Jenny. You slipped up a bit here, after last week’s great effort. Here
seems to be the problem . . . (then he pasted the appropriate generic email).
Let me know if it’s not clear now. Best.’

Learning partners

A great help for both students and teacher, especially in large classes, is to
require students to form a partnership with another student or a small group
of students. Partnerships are not so much for working towards a particular
goal, such as a group assignment, but for mutual general support. Students
need someone to talk to: to share concerns, to seek clarification over assign-
ment requirements, to check their own insecure interpretations of procedure
or of content (Saberton 1985).

Partners could be matched by the teacher, perhaps on the basis of the way
students complement each other (high performing/at risk, international/
local, mature age/straight from school, those with access to desirable
resources/those with little access). Alternatively, students could each choose
their own partners, which has some advantages but particularly with the
presence of international students, there are excellent reasons for ethnically
mixed partnerships. Partners then agree to sit next to each other in class and
to consult out of class, exchanging telephone numbers, email, etc. They can
also collaborate on suitable assessment tasks. Partnerships that do not work
because of the personal chemistry should be reformed. Some students may
prefer to remain loners and that should be respected: it is their loss, which in
time they come to realize.

Learning partners permanently sitting next to each other makes life much
easier for the teacher when implementing the kinds of note swapping, active
review and so on mentioned earlier. The teacher’s out-of-class time in deal-
ing with queries is actually rather more than halved, because the chances are
that one partner can put the other partner straight without consulting the
teacher.

Large class teaching is difficult, but it doesn’t have to follow the pattern of
the standard lecture. If you are not convinced already, read Twenty Terrible
Reasons for Lecturing (Gibbs 1981b). Certainly, large class sizes provide no
reason to abandon the principle of alignment, either in designing teaching/
learning activities to suit your intended learning outcomes or, as we shall see
in Chapter 11, in selecting the assessment tasks needed.
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Educational technology

The University of Western Australia has developed ‘Lectopia’, a system
whereby lectures are recorded and posted on the net. With podcasting,
lectures can be downloaded at any time on computers, iPods or mobile
phones. The system is now used by several Australian universities, allowing
students whose work commitments clash with scheduled lectures to listen to
the lectures at their convenience. This is a great convenience for them, but it
might reinforce the idea that the main function of university teaching is
lecturing: the transfer of information, without the interactive learning that –
one hopes – took place in the lecture.

Educational technology (ET) opens up a whole new world domain for
student activity, of which replaying lectures and downloading gigabytes of
information is only a fraction of its potential usefulness. BlackBoard and
WebCT, apart from being used as a management platform for all teaching on
and off campus, also have supports for interactive teaching/learning activ-
ities and for different types of assessment, as we discuss in Chapter 11. The
use of these platforms for interactive teaching, perhaps especially intended
for off-campus teaching, can be a boon for teachers and students alike with
respect to large classes.

The interactive use of ET literally dissolves the boundaries of time and
space, allowing many different kinds of interaction between people:

1 Synchronous and asynchronous use. Synchronous use is when teacher, or
learning package, interact with the student in the same time frame. This is
the case when teacher and student are online at the same time, as in tele-
or videoconferencing. Students attending a PowerPoint lecture is also a
synchronous use. With asynchronous use, participants make their com-
munication in their own time, such as happens when using email or a
bulletin board. For example, the teacher may post questions on the board
and the students respond with answers or comments, as is convenient
to them, prior to the stated deadline. Asynchronous use is particularly
valuable in off-campus teaching, so that individuals with full-time jobs
can enter their learning space at evenings or weekends or whenever
suits them.

2 Individual and social use. We normally think of online teaching as involving
a lonely individual at a keyboard responding asynchronously to a distant
information source. This is only one, limited, use. When used synchron-
ously, student and teacher may converse one to one, or one to many and
students may interact with each other at the same time. The social advan-
tages can be enhanced by having pairs or even larger numbers at the same
keyboard so that they may discuss their comments, questions or responses
before sending them. These groupings can be used synchronously or
asynchronously.

The combinations of individual and group, and synchronous and asyn-
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chronous use, are many. Each combination has its own advantages and dis-
advantages; as always, it depends entirely on what and how you want your
students to learn. A disadvantage of asynchronous online discussion is that
that those who place their views first on online discussion can frustrate others
who wanted to make the same points. This might be obviated by requiring
students to post to a closed address, which would then be opened on a
specified date. It helps considerably if groups can meet face to face first, so
that when online discussion begins, people can put a face to the name and
feel that they are genuinely conversing.

Personal digital assistants (PDAs) can be used in the classroom, as did
Mazur for instant responding to MC-type questions, but the most recent
versions have telephone, still, video and internet-accessing options, which
make them incredibly flexible as learning and assessment tools. Teacher–
student and student–student communication can be maintained outside
the classroom in workplace or other learning situations in real or in virtual
time.

Bulletin boards, either with PDA or computer, can be used to consoli-
date and elaborate material. Students can, in their own time – that is, asyn-
chronously – post comments about a reading or lecture, which can lead to
conversations about the content, different interpretations, elaborations, cor-
rections. This can provide a tremendous amount of feedback both to the
teacher and to the students themselves. An example of enlightened bulletin
board use with teachers attending a postgraduate educational psychology
course is given by Chan (2001), who integrated computer-supported col-
laborative learning with regular teaching. The students were asked to post
their learning notes and responses to questions on a bulletin board and to
comment on the notes and responses of others. The distinctive feature of
her use of the bulletin board was the way she posted reflective prompts,
such as:

• Is there anything interesting or useful you have learned?
• What are some things that are difficult to understand?
• How did reading these notes help you think about X and Y?
• Have the comments on your ideas made you rethink the issue?

Students did not have to address each as an assignment question, but as
reminders to guide their thinking. Students were also asked about their
conceptions of teaching and learning at the beginning and at the end of the
course; the difference became a measure of the growth of their complexity of
thinking about teaching and learning.

Chan found that the frequency of contribution to the bulletin board in
itself was unrelated to a gain in complexity of thinking, but when the com-
ments were divided into those that were derived collaboratively or were sim-
ply posted as individual contributions, those who entered into collaborative
engagement gained most in complexity of thinking. This replicates a finding
that face-to-face collaborative learning leads to better structured assignments
than individually written ones (Tang 1998).
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Knowledge Forum is a powerful program for encouraging collabora-
tive knowledge construction (Scardamalia et al. 1994). Knowledge Forum
involves students contributing to a bulletin board by generating their own
problems, posing their own questions and commenting on each other’s
work, rather like Chan’s usage. The computer helps search all comments
written by a student at different periods, which can then be rated in terms of
the quality of the comments. The software comes with a program called
Analytical Toolkit that can generate quantitative indices, such as how much
each student has written, how much the individual has read others’ notes,
how often their comments are revised or elaborated, how one student’s
notes relate to others’ notes, who is writing to whom, and so on. However, the
program cannot recognize the quality of the comments written and so analy-
ses still need to be done by teachers; in some respects, these analyses are not
unlike SOLO. The main difference between Knowledge Forum and other
discussion platforms is that it includes thinking prompts and other devices to
help students reflect deeply as they contribute and it provides formative
assessment of students’ ideas as they are posted on the platform continu-
ally. One can also make a summative statement about students’ growth and
learning outputs at the end of the course.

Virtual environments, many available commercially on CD-ROM, provide
interesting interactive environments for students to explore. For example,
‘Virtual Dig’ can take archaeology students through excavating a site; they
can alter factors such as time of dig, method, whether to screen dirt for relics
and so on. There are many science laboratory virtual environments where
students can try expensive or dangerous experiments at a fraction of real cost
and with no risk of something going badly wrong.

Computer-mediated conferencing (CMC) is a general term for teaching
online with an ‘e-moderator’, who is in effect a tutor who ‘chairs’ asynchron-
ous sessions with distance learning students (Salmon 2003). Salmon suggests
a five-stage model for CMC:

1 Access and motivation: making sure all participants can go online, keep-
ing them motivated over the inevitable blips and providing technical
support.

2 Online socialization: getting to know each other and building a group
sense.

3 Information exchange: helping participants with searching, downloading
and organizing the relevant information.

4 Knowledge construction: participants become authors, sharing views and
contributions. There are many ways of organizing this phase, with indi-
vidual, dyad and group work, depending on the purpose.

5 Development: participants now become responsible for their own learn-
ing, using self-critical and reflective strategies, developing where they
want to go.

There is a view popular among politicians, among others, that online
teaching is the answer to large classes. This view assumes a Level 1 theory of
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teaching as a one-way transmission: teaching is merely providing informa-
tion. But as we have seen, effective teaching involves engaging students in
relevant activity, so there are obvious limits to the numbers that can be
handled appropriately. The difference between a teacher responding inter-
actively to 30 students online and 3000 is obvious. Salmon’s five stages of
online teaching should put paid to that view. As student enrolments in a
course increase, it becomes correspondingly necessary to engage online
teaching assistants or e-moderators who are both computer wise and content
expert.

Box 7.4 tells of a nice example of reflective practice, which led to a Level 2
theory of using ET becoming Level 3, where what mattered was what the
students did – and assessment became a TLA.

Box 7.4 How reflection led to assessment being used as a TLA

Problem: 90 per cent of nursing students experience difficulty in under-
standing the topic: oedema associated with cardiac failure.

Hypothesis: A visual approach is more suited to the subject and to
students’ learning styles.

Solution: Develop ‘a multisensorial approach from which there could
be no escape’. It has to have visual appeal and movement: hence
multimedia, an animated slide show.

Result: Only a ‘slight’ improvement in students’ understanding.

Reflection: ‘I had wasted my time’

But then Tyler read the first edition of this book and learned:

1 Don’t blame the students.
2 Don’t blame the teacher.
3 Don’t blame the teaching tool.
4 Do blame the lack of alignment.
5 Do blame the lack of assessment.

On further reflection: ‘The multimedia program was worthwhile . . . what
it lacked was alignment and assessment.’

Students now:

1 Complete an assessable worksheet at home (marked and assessed by
peers).

2 Complete a similar worksheet in class (again marked by peers).

Result: Pass rates in clinical studies increased from 80 per cent to 99.5
per cent.

Source: Tyler (2001)
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Before leaving this chapter, you can now try to design teaching/learning
activities for some of your course ILOs relating to declarative knowledge.
Task 7.3 gives a framework that should help you.

Summary and conclusions

Three changes needed in the way we usually think
about teaching

We need to question three assumptions:

1 That lectures and tutorials are the default teaching methods. Rather
they are types of situation in which different teaching/learning activi-
ties can be organized, depending on the learning outcomes that are
intended.

2 That the focus should be on what teachers are doing. The term ‘lecture’
focuses on what teachers should be doing. In the lecture or any teaching/
learning situation it is more important to focus on what the students are
doing.

3 That relevant learning occurs only when inside the classroom with a
teacher orchestrating the proceedings.

Task 7.3 TLAs for declarative knowledge

Select two of your course ILOs relating to declarative knowledge.
Design TLAs that would facilitate achievement of these ILOs.

Course ILO1:
Course ILO2:

Number of students in the course:

Course ILO Teaching situation Teaching activities
(what the teacher does)

Learning activities
(what the students do)

1
2

Now doublecheck if the student learning activities are aligned with the
verbs nominated in the respective course ILOs.

Compared with the teaching situations that you have been using so
far for the same course ILOs:

a What changes have you made?
b What do you expect to achieve through these changes?
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What teachers do: What students do

The term ‘lecture’ is teacher-centred: it says what teachers do. The important
thing is what students are doing while the teacher is lecturing. Even in a
simple ILO involving the verb ‘explain’, students are unlikely to be doing
any explaining themselves in the typical lecture situation. This needs turn-
ing around, so that the ILO prescribes what students should be doing in a
teaching/learning situation if they are to build the solid, well-structured
knowledge base that is prerequisite even to such ILOs as ‘explain’. Such
a knowledge base is even more important to achieving yet higher order
ILOs.

Teaching declarative knowledge in large classes

Lecturing is logistically convenient, being able to handle large numbers of
students simultaneously, but it has no advantage over other teaching situ-
ations, except that when given by an active researcher it exposes students to
a scholar’s ongoing thinking. Otherwise the learning that takes place in
lecturing is demonstrably worse than in other teaching situations. A more
articulated focus on ILOs and the TLAs that foster them is needed. This
requires interactive teaching.

Interactive teaching

Interactive teaching can be brought to the large class quite readily. The
most prolific resource in large classes is the students themselves; using them
appropriately engages a different lot of verbs that address a range of ILOs
scarcely touched by teacher-directed TLAs. Creating semi-permanent learn-
ing partnerships can make life easier for both you and them, providing a
continually accessible resource for discussing, reciprocal questioning and
mutual support in an otherwise anonymous environment. In resource-
starved times, it is amazing that peer teaching in its various forms, including
the use of paid students as in PASS, is not used more widely. In smaller
classes, interactivity between teacher and students is more personal and
requires in particular effective questioning skills.

Managing large class teaching

Large classes raise management problems of their own. A plenary session
demands management strategies quite different from those appropriate to
small classes. Such things as preparing before class, commencing the session,
effective strategies of talking and questioning during the session and ensur-
ing that students know what to do and who is to report back after student–
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student interaction sessions are important to work out in advance. A man-
agement issue of a different kind is overcoming the anonymity and alienation
that many students feel and dislike in large classes.

Educational technology

Educational technology offers a range of TLAs addressing ILOs for both
declarative and functioning knowledge; we concentrate on the former here.
ET can support TLAs that mimic standard classroom TLAs, while others
offer possibilities of engaging learners that are not possible in the classroom.
Computer-mediated conferencing and Knowledge Forum are examples that
belong in the latter group. Both may operate in real time or asynchronously,
the latter allowing students to go online at their own convenience and to
post contributions after serious reflection. ET may obviate some problems of
large class teaching, but effective online interaction with students demands
teacher time just as much as offline teaching.

Further reading

On lecturing in large classes

Bligh, D.A. (1972) What’s the Use of Lectures? Harmondsworth: Penguin.
Elton, L. and Cryer, P. (1992) Teaching Large Classes. Sheffield: University of Sheffield

Teaching Development Unit.
Gibbs, G. (1981) Twenty Terrible Reasons for Lecturing. Oxford: Oxford Polytechnic.
Gibbs, G. and Jenkins, A. (eds) (1992) Teaching Large Classes in Higher Education.

London: Kogan Page.
O’Neill, M. (Project Director) Teaching in Large Classes. A very comprehensive CD-

ROM, produced at the University of Western Australia, showing examples of
expert teachers in action at all stages of teaching, from getting prepared for
lecture to closing elegantly. Has interviews with novice teachers, expert teachers
and students at each teaching stage.

Teaching and Educational Development Institute, University of Queensland, Project
on Teaching Large Classes. http://www.tedi.uq.edu.au/largeclasses/

On interactive teaching

Chalmers, D. and Fuller, R. (1996) Teaching for Learning at University. London: Kogan
Page.

Race, P. and Brown, S. (1993) 500 Tips for Tutors. London: Kogan Page.
Salmon, G. (2003) E-moderating: The Key to Online Teaching and Learning. London:

Kogan Page.

Chalmers and Fuller remind you to teach students how to handle the informa-
tion you are teaching them. The ‘tips for . . .’ genre contains useful collections of
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procedures, but you must use your own judgment as to their applicability to your own
problems. There is a danger of falling into the Level 2 mode: tell me what are good
teaching techniques and I’ll use them. You know by now it doesn’t work like that.
Salmon gives solid practical advice for using computer-mediated conferencing, an
interactive technique developed from the Open University for teaching distance
learning students.

Websites

Making active learning work, University of Minnesota: http://www1.umn.edu/ohr/
teachlearn/tutorials/active/index.html

Active learning: http://alh.sagepub.com/cgi/reprint/5/1/87 (this item requires a
subscription to Active Learning in Higher Education Online).

The enterprising James Atherton’s website on university teaching. Browse contents:
http://146.227.1.20/~jamesa//teaching/contents.htm

On peer tutoring

Goodlad, S. and Hirst, B. (eds) (1990) Explorations in Peer Tutoring. Oxford: Blackwell.
Topping, K.J. (1996) The effectiveness of peer tutoring in further and higher

education: a typology and review of the literature, Higher Education, 32: 321–45.

The first book provides case studies of peer tutoring, Topping provides a useful
classification of different types of peer tutoring and a summary of research results.

On e-learning and teaching

Oliver, R. and Herrington, J. (2001) Teaching and Learning Online: A Beginner’s Guide to
E-learning and E-teaching in Higher Education. Mt Lawley, WA: Centre for Research
in Information Technology and Communications, Edith Cowan University.

Salmon, G. (2003) E-moderating: The Key to Online Teaching and Learning. London:
Kogan Page.
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8
Teaching/learning activities for
functioning knowledge

In this chapter we are concerned with teaching/learning activities that
put knowledge to work, with particular reference to professional con-
texts. The teaching/learning situations that may be used are much
more diversified than ‘lecture’ and ‘tutorial’ while the TLAs, which are
located within them, are quite specific. We need therefore to be select-
ive: we focus here on TLAs for ‘apply’, ‘create’, ‘solve problems’ and for
‘lifelong learning’. The students themselves provide a rich source of
many of these TLAs, in various forms of specially designed groups and
in the workplace. Creativity has often been regarded by teachers as a
‘gift’ the student either has or hasn’t, and therefore cannot be taught.
We argue that creativity can indeed be fostered as it must be, given its
status as a common graduate attribute. Lifelong learning is a broad
concept that interfaces between institution and the workplace from
pre-university to continuing professional development after graduation.
We focus here on what the university can do to prepare students for
lifelong learning in the undergraduate years. One example is problem-
based learning, which was designed so that students would enter the
professional world as independent lifelong learners.

Functioning knowledge and
professional education

In many courses in the humanities or basic sciences the intended learning
outcomes may appropriately focus mainly on building a base of declara-
tive knowledge. In other courses, however, the more important ILOs refer to
putting that knowledge to work in practical contexts. This is clearly the case
in professional programmes such as in architecture, business, dentistry,
engineering, fine arts, medical and healthcare programmes, psychology and
social work, to name just a few. In these, much of the declarative knowledge
is learned, not for its own sake so much but to construct a platform for
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launching informed decision makers and performers into the workforce. A
major difference between a professional and a technician is not so much
about what each might do – a dentist and a dental technician will often per-
form identical tasks – but about the basis for doing it. Essentially, the techni-
cian does what he does because he has been trained to do it: the professional
does what she does because she has thought about it and made an informed
decision to do it this way and not that way.

There are thus two broad steps in educating students for such professional
decision making. The first is to build up the appropriate declarative know-
ledge base, which was the subject of the previous chapter, and the second is
to put that to work, which is our present concern. Thus far, this follows the
traditional fill-up-the-tanks model: declarative knowledge is built up first, the
application of that knowledge second. Another model is just-in-time learn-
ing: students’ declarative knowledge base is built up as need arises. This is
the case in problem-based learning (PBL), where professional knowledge
is rooted in practice from the outset. PBL is used in many professional
programmes and we deal with it in a later section. Just-in-time learning is
now conceived more broadly in connection with lifelong learning in the
workplace, with particular reference to the role of information technology
(Brandenburg and Ellinger 2003).

But whether the fill-up-the-tanks or the just-in-time model is used, the
teaching/learning activities facilitating the ILOs relating to functioning
knowledge require more overt performance than those relating to declara-
tive knowledge and they will often best be situated beyond formal teacher-
directed situations. Often, the teaching/learning activity and the assessment
task will be identical. For example, a reflective diary may be used as a TLA
to the ILO addressing ‘reflect’, but it, or sections of it, can also become the
assessment task. In such cases, the alignment is obvious: the ILO is about
reflection, the TLA is carrying out a reflective task, and the assessment task is
how well the reflection has been carried out, on the basis of (selected) diary
entries.

Unfortunately, many ILOs that are in the domain of functioning know-
ledge are addressed with TLAs more suitable for declarative knowledge. For
example, in dealing with an ILO containing the verb ‘apply’, teachers may
only talk about applying the knowledge instead of getting the students to do
the applying (see Table 8.1).

After first addressing the ILOs that establish the relevant declarative know-
ledge, let us say that the teacher, when addressing the ILO ‘apply’, discusses
what is meant by ‘application’ in the context in question and models an
example or gives a demonstration. Here, the students are doing what they
do when taught declaratively: they listen and take notes. They are not doing
any applying themselves and, as always, it is more important that the stu-
dents’ activities are aligned to the ILO in question than the teacher’s. The
students may be required to ‘apply’ in the final examination but by then, as
we saw with ‘explain’ in the last chapter, they were not explicitly given that
opportunity before they were assessed. In our consulting work, we have come
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across teachers who are quite convinced that she or he is dealing with ‘appli-
cation’ as mentioned in the ILO – but they are dealing with it, not the stu-
dents. It’s that mindset, once again, that sees teaching being about what
teachers do, not about what learners do.

In later sections of this chapter, we suggest teaching/learning activities
that are more clearly aligned to ILOs for functioning knowledge. Table 8.2
suggests some of the teaching/learning situations where each is likely to be
developed.

We see that the teaching/learning situations are now highly diverse, some
located in the classroom, but others are best located in the workplace or its
substitute, the placement or practicum, while others again can be at home, in
front of the computer or virtually anywhere. Certainly we can move out of
those large lecture theatres. We can gather with our students in more person-
ably arranged rooms, sprawl under the trees in companionable groups, log
into chat rooms in the comfort of our homes and, perhaps most important,
let our students report back to us about their learning in the world of work.

Table 8.1 What teachers and students do in a lecture leading to an ILO containing
‘apply’

Teacher activity Student activity

Introduce Listen
Explain Listen, take notes
Elaborate Understand (but correctly? deeply enough?)
Discuss application in area Listen, take notes
Give examples of application Listen, take notes
Show some PPT slides Watch, note points
Questions on slides Write answers to the questions
Wind up Possibly ask a question

Table 8.2 Some areas for developing functioning knowledge with sample ILOs and
the teaching/learning situations where they may be located

Programme ILOs relating to Sample ILOs Teaching/learning situations

Professional competence Apply, solve problems Laboratory, workplace,
placement

Creativity Design, invent Workplace, home
Communication Explain, write Everywhere
Teamwork Cooperate, lead Simulated, workplace,

classroom
Lifelong learning Reflect, develop Everywhere
Ethical sense Explain codes of practice Classroom

Behave ethically Workplace, placement
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The task is to develop TLAs within these teaching/learning situations to
suit the ILOs, which now are quite specific to the particular professional
programme concerned. We can only discuss general principles with a few
particular examples here. In designing TLAs it helps to consider them as the
assessments tasks as well – then you have excellent alignment. For example,
say the ILO requires the application of a concept to a real-life case, the
teaching/learning activity is simply applying that concept to a case study and
the most appropriate assessment task is how well that concept is applied to
the case study.

Let us say we are teaching a course in client relationships in a bachelor
programme of social work and the ILO is to establish rapport with a client.
We could give a lecture explaining what rapport is and then give the students
a written test on what they think good rapport is. This is poor alignment: the
students learn about rapport, not necessarily how to create rapport, which is
one intended outcome of the course. No, let us give the lecture by all means
– but call it an explanation of the need for rapport or a briefing – but the
most appropriate learning will take place when the students are themselves
required to create rapport with a client and the assessment is how well they
do that. Here you have perfect alignment throughout: the intended out-
come becomes the activity of teaching and of learning, the TLA, and it is also
the assessment task. A different assessment task might address an ILO about
their ability to explain why rapport is essential.

Let us now take a few ILOs, starting with ‘apply’.

Teaching/learning activities for ‘apply’

‘Apply’ is one of the most common verbs, but it is too wide ranging on its
own and is focused down to apply something to something or someone. We offer a
range of teaching/learning situations where application is involved, some of
which will better suit a particular context than others.

Case-based learning

Case-based learning of some kind or another has been around for some
time in law and business schools. It can apply to most professional education.
There are several variants, a common one having two stages: (i) presenting
cases that have already been carried out and (ii) requiring students to carry
out their own cases.

Documents presenting the case to students may be in the form of narratives,
outlining a real-life situation or an event – the court proceedings, the person
or business with a problem – and through teacher–student, and student–
student interactive discussion, draw out what happened, who the partici-
pants were and their differing perspectives of the issues. Many ILOs could be
addressed: application, the role of theory in the decision making involved in
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the case, the role of teamwork and collaboration, critical thinking, creativity.
Box 8.1 presents a case in environment education.

Case-based learning can be used to illustrated particular issues or, as in
problem-based learning (see later), it can be used throughout a course to
address the whole syllabus, the cases being carefully selected so that the
contents areas that are to be addressed are represented and sequenced in
the logic of the build-up of knowledge.

The second stage of case-based learning more closely addresses the verb
‘apply’: the students experience the various roles in the appropriate case
themselves, either through role play or in a more advanced way by dealing
directly with a real-life case, as in problem-based learning. This time round,
the students, through role play or directly, enact the activities that lead to the
desired ILOs. The first stage may be viewed as the declarative stage of case-
based learning, in the sense that to the students it is second hand, while the
second stage addresses our concern, functioning knowledge.

Box 8.1 A case in environmental education

The ILOs addressed in this case study are:

1 Apply relevant ecological principles to conservation and exploitation
of natural resources to solve real-life problems and explain the
rationale for doing so.

2 Critically evaluate the merits, limitations and future trends and
apply techniques in environmental conservation and resources
management.

Mr Wong and his family are indigenous villagers in Yuen Long. Mr Wong
owns three hectares of land and five hectares of fishponds inherited
from his ancestors. With assistance of his two sons, Mr Wong manages
to produce vegetables and freshwater fish for sale at the local markets.
To keep up with production, he, like many farmers and fishermen in
the New Territories, has been applying fertilizers and pesticides to the
field, and trying to stock as many fish as possible in his ponds. However,
in recent years, he sees his harvest decline gradually. One day, he woke
up to discover that a great quantity of his fish were floating belly up. He
could not believe his eyes!

What is going wrong? What can he do? How can he be assured that he is
doing the right thing?

Provide reasons to support your answers.
Source: Dr Paul Shin, Department of Biology and Chemistry,

City University of Hong Kong
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Group work

Case-based learning makes a great deal of use of group work, so here is a
good place to discuss various kinds of group. Most TLAs for functioning
knowledge make use of student–student interaction, both in the form of role
play or of a variety of kinds of group work, which require students to apply
their knowledge and to address functioning knowledge in general learning.

Although the essence of group work is student–student interaction, the
initiating, orchestrating and managing of many kinds of group need to be
performed by teachers. The following outcomes are likely in effective
student–student learning interactions in small groups (Collier 1983;
Johnson and Johnson 1990; Topping 1996):

• Elaboration of known content. Students hear of different interpretations,
things they themselves hadn’t thought of. This facilitates:

• Deriving standards for judging better and worse interpretations.
• Reflective awareness of how one arrives at a given position. How did that guy

arrive at that conclusion? How did she? How did I get to mine? Which is
better?

• Applying theory to practice.

The reflective aspects are sharpened because students readily identify with
each other’s learning in a way they do not do with top-down teacher-directed
learning (Abercrombie 1969). Abercrombie herself used this style of group
work with medical students in applied areas such as interpreting X-rays, as
described below (pp. 141–2).

In all group work, the students must have sufficient background to con-
tribute, either from reading enough to have an informed discussion or where
the topic relates directly to personal experience. Above all, the group leader
needs to be able to create the right sort of atmosphere so that students can
discuss uninhibitedly. Some teachers find it hard not to correct a student,
not to be seen as the expert or to arbitrate in disputes between students. But
to become Expert Arbitrator kills the point of the exercise, as students then
tend to sit back and wait to be told what to think.

As to the optimal size of a group, there is no set answer as it depends on
the nature of the group task and the group dynamics. The principle is that
each member should feel responsibility and commitment. The larger the
group, the more likely ‘social loafing’ will take place, one jerk leaving it to
the others to do the work. Interestingly, this is a western phenomenon – in
ethnic Chinese groups, members work harder in larger groups (Gabrenya
et al. 1985). If the architecture permits, students can be allocated to groups
of 10 or so in the same room, but it can be awkward where lecture rooms are
tiered, with fixed seats – outside under the trees is preferable, weather per-
mitting. When the groups have reached their conclusions, one person speaks
to the plenary session on their behalf, making sure that spokesperson is
nominated in advance. When reporting back, individuals then need not feel
shy about saying something others might criticize: it comes from the group.
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In forming groups, Yamane (2006) strongly recommends assigning stu-
dents to groups randomly. He found groups formed by friends or volun-
tary membership much more likely to gossip or otherwise discuss off-task.
Random assignment ‘solved the problem’, as he puts it.

Buzz groups
Students are given a question or problem or issue to discuss in the course of a
class or asked to apply theory to analyse and solve a case study. The success of
free ranging depends on the size of the group and making absolutely sure
the students are clear about what they have to do. Brainstorming groups have
a topic and no rules, except to say whatever comes to mind. Brainstorming
can be used wherever the verbs ‘generate’, ‘hypothesize’, ‘speculate’ and the
like are on the agenda.

Syndicate groups
These are formed out of a class of 30 or so into four to eight students each
(Collier 1983). Each group has an assigned task, which could be part of a
larger project, a problem or a case study. The heart of the technique is the
intensive debate that is meant to go on in the syndicates. The assignments
are designed to draw on selected sources as well as on students’ first-hand
experiences, so that everyone has something to say. The syndicates then
report back to plenary sessions led by the teacher to help formulate and to
consolidate the conceptual structures that have emerged from each group.
Collier reports that student motivation is high, and that higher level skills are
enhanced, as long as they are addressed in assessment.

Jigsaw groups
Here the groups are allocated sub-tasks and the plenary is to put the finished
sub-tasks back together to solve the main task. This is a good way of getting a
complex task handled where every person has had some active input into the
solution. The downside is that each group only gets to see the working of their
own sub-task, and may miss the whole. Again, assessment is the answer: the
assessment task must address the whole. Each student could be asked to write
a reflective report on the task and their role in it. Concept maps are also useful
here, as they are what the whole complex is about, not just the sub-concept.

Problem-solving groups
Abercrombie (1969) worked with medical students in problem-solving
groups. Her groups consisted of 10 or so students, and the task was diagnosis,
mostly using X-ray films as content (about what the X-ray may be of and what
it might mean). The principle is applicable to any situation where students
are learning to make judgments, and where there is likely to be a strong
difference of opinion. Students have to construct a hypothesis where the
data are insufficient to reach an unambiguous conclusion. Different indi-
viduals typically seize on different aspects of the data or use the same data to
draw different conclusions, so that astonished students find themselves at
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loggerheads with others equally convinced of the correctness of their own
interpretations. The shock of that discovery can be powerful, forcing stu-
dents to examine closely the basis of what theories they used and how they
arrived at their own conclusions. Students taught in this way made better
diagnoses, based more firmly on evidence, and they were less dogmatic,
being more open to consider alternative possibilities (see also Abercrombie
1980). In addition to increased professional competence, she found motiv-
ational and social outcomes that are also professionally relevant, such as
increased self-concept, communication skills and self-knowledge.

Learning cells
Learning cells are dyads formed not so much for mutual support, as are
learning partners, but for working jointly on a problem or skill. The justifi-
cation is simply that students work better when working in pairs (McKeachie
et al. 1986). This is particularly useful in laboratory situations, learning at the
computer terminal or question–answer on set tasks.

Many of the common group structures discussed earlier can be replicated
online. Some groups work better online, some worse. For example, going
from student to student, seeking the opinion of each on the discussion topic,
works much better asynchronously online than synchronously, either online
or face to face. In the asynchronous use, students are not under pressure
to say something – anything – when it is their turn, but rather they can take
their time to think out their view first and then post it on the bulletin board
after due reflection. Buzz groups, by the same token, work better face to face,
where oral spontaneity is an important feature (Maier and Warren 2000).
Syndicates also work well online, which can work synchronously at first, then
subgroups may confer and then report back, which can be synchronously for
some phases and asynchronously for others.

Reciprocal questioning
Students are trained to ask generic questions of each other, following the
teaching of a piece of content (King 1990). Generic questions get to the point
of the content; in SOLO terms they are relational. For example:

• What is the main idea here?
• How would you compare this with . . .?
• But how is that different from . . .?
• Now give me a different example.
• How does this affect . . .?

King compared answers to these kinds of question presented in the recip-
rocal teaching situation to answers to the same questions presented in open-
ended discussion that took the same time. While the latter were often longer,
they were almost all low level. On critical thinking and high-level elabor-
ation, the questioning groups were far superior. These findings emphasize
that when getting students to interact in order to reach specific outcomes,
make sure there is a clear and high-level agenda for them to address.
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Spontaneous collaboration
Some student groups are unofficial, formed spontaneously to focus on
coping with specific tasks, such as set assignments (Tang 1996, 1998). Tang
studied spontaneous collaborative learning among physiotherapy students,
who after the announcement of an assignment formed their own groups,
deciding who would check out what set of references, what ideas might be
included and so on. The collaborative effort extends variously through the
planning phase of the assignment or project, but the final detailed plan and
write-up is conducted individually. Over 80% of Tang’s students collaborated
to some extent and those who did showed greater structural complexity
(higher SOLO levels) in their assignments. Such a high proportion of spon-
taneous collaboration may not occur with western students, but Goodnow
(1991) reports that Australian students at Macquarie University formed syn-
dicates, mainly for the purpose of exchanging wisdom on examination ques-
tions. An interesting question is how far teachers might encourage, or have
any interaction with, these groups (Tang 1993).

ICQ (‘I seek you’) and MSN are used by students mainly for non-academic
purposes, but many students use them for spontaneous collaboration over
set work such as assignments.

Workplace learning

Workplace learning, variously known as ‘placement’, ‘attachment’, ‘practi-
cum’, ‘clinical’ or ‘internship’ according to discipline, is an integral com-
ponent, even the apex of, professional education.

Depending on the nature of individual professions, each professional
education programme has its own specific ILOs. However, the major ILOs of
workplace learning which would likely be applicable to many professional
programmes are for the students to be able to:

1 integrate knowledge and skills learned in university to real-life professional
settings

2 apply theories and skills to practice in all aspects of professional practice
3 work collaboratively with all parties in multidisciplinary workplace settings
4 practise with professional attitudes and social responsibilities in their

respective professions.

Workplace learning is an active learning experience focusing on student
participation in situated work activities (Billet 2004). It provides a teaching/
learning situation where students learn through experiencing and active
participation in learning (usually under supervision) in various aspects of
professional practice situated in the real-life professional context. It could
be a hospital clinical placement of internship in medical and healthcare
programmes, field placement in social work, industrial attachment in busi-
ness and engineering or law firm placement for law students. This teaching/
learning situation is most suited to facilitate the functioning ILO of applying
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theories and concepts to perform professional practice such as making clin-
ical decisions and diagnosis, planning and implementing treatment or inter-
vention programmes, conducting industrial projects, producing a stage play
and making a legal case etc.

To enable students to achieve these outcomes, teaching/learning activities
that are aligned to the ILOs must be designed. In most workplace learning
situations, these activities include the following.

Teaching activities, conducted by placement educators:

1 Plan and coordinate the logistics of the placement.
2 Design appropriate learning activities.
3 Select cases or projects.
4 Provide appropriate level of guidance and scaffolding to learning.
5 Provide feedback to learning.
6 Assess the learning outcomes.

Learning activities, conducted by the students either in groups or individ-
ually:

1 Interview a patient or client to collect relevant data.
2 Analyse the data to identify a situational problem or issue.
3 Formulate solution to the problem through application of theory to the

problem or situation in hand.
4 Implement actions to effect the solution.
5 Evaluate effectiveness of intervention or project.
6 Collaborate with other team members either intra- or inter-disciplinary.
7 Reflect on own performance to identify areas for improvement.

It is important to ensure the alignment between these student learning
activities and the ILOs for that particular workplace learning situation.

A learning contract, a negotiated agreement between the student and
the placement educator regarding the particular learning experience, may
well form part of the placement. In such contracts, students are actively
involved in designing their learning experience, in identifying their learn-
ing needs, their ways of fulfilling those needs and how they will be assessed.
A learning contract provides an authentic and contextualized learning
experience that students will encounter in a real-life situation.

Although workplace learning involves experiences in the workplace, it is
closely integrated with classroom learning. It is important that the ILOs
for workplace learning are clearly defined and understood by all parties
concerned. In particular, the need for students to integrate and apply theory
to practice should be explicitly emphasized to help them understand the link
between classroom and workplace learning. It is important that students
should see the common ILOs in both learning situations and how they are
interrelated and mutually supportive to provide a holistic professional learning
experience.

Workplace learning naturally enough is closely related to ‘apply’ in the
sense of lifelong learning. We look at that connection in a later section.
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Teaching/learning activities for creativity

Creativity is not only an intended learning outcome in the fine or perform-
ing arts. Graduate attributes make it clear that creativity is required in all
disciplines and professional areas. So what is meant by creativity in higher
education?

We have already used the terms ‘convergent’ and ‘divergent’ in connection
with student questioning. They were originally coined by Guilford (1967) to
describe two different forms of ability:

• Convergent ability, as in solving problems that have a particular, unique
answer, as in most intelligence and ability test items. Convergent thinking
is ‘closed’. A common perception is that convergent thinking is what
academic ability is about: knowing a lot and getting it right, but that
should be only part of the academic story.

• Divergent ability, as in generating alternatives, where the notion of being
correct gives way to other assessments of value, such as aesthetic appeal,
originality, usefulness, self-expression, creativity and so on.

We prefer to see the terms ‘convergent’ and ‘divergent’ as describing pro-
cesses, ways of going about thinking, that are involved in most high-level
thinking and in professional work, rather than as simple abilities. However, it
is difficult to ‘generate’, ‘hypothesize’, ‘theorize’ or ‘reflect’ without prior
content mastery. You have to know what you are to hypothesize about or
to reflect on. But, by the same token, having a solid knowledge base is
no guarantee that one will be creative in using it. Many, perhaps most, aca-
demics focus on establishing that knowledge base, but neglect the next step
of making it function creatively.

Creativity also requires, or at least is accompanied by, intense interest and
involvement in a specific area, the end result of which is a product, a ‘creative
work’, as Elton (2005) puts it, comprising something new, a synthesis that
didn’t exist quite like that before. The job of teachers is thus not to help
students ‘be’ creative, but to help them create works, products, outputs, that
are founded in the discipline or area and that add to it in an original way.

A common perception is that outcomes-based teaching and learning
is antithetical to creativity on the ground that the outcomes are pre-
determined, specified in advance and so form a ‘closed loop’. The essence of
creativity, by way of contrast, is to concentrate on process and produce out-
comes that are unexpected and often unintended (Jackson 2005). This is
true when the intended outcomes are low level, such as competencies, or are
convergent, working towards the one correct answer. However, when the
outcomes are high level, at the extended abstract end, they contain verbs
such as ‘design’, ‘invent’ or the verb ‘create’ itself. Here the outcome is itself
an open-ended process, the product not being pre-determined at all.

Addressing open-ended verbs like these with an appropriate teaching/
learning activity is igniting a creative process with an unspecified outcome. A
common TLA for the ILOs just examined is brainstorming in groups, after
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which students can individually work on their ideas and possibly regather to
provide mutual feedback. There are many ways of triggering the creative
verb, as appropriate for each discipline or area: an engineering TLA for
‘design’ will obviously be very different from a TLA for a creative writing
course for ‘create a character . . .’. ‘The Imaginative Curriculum’ is a large-
scale project designed to help teachers whatever their teaching area to foster
students’ creativity through specific examples of teaching practice (Jackson
et al. 2006).

Some areas, such as dramatic art, require situations in which TLAs are
reflective and improvised. Box 8.2 provides an example.

Box 8.2 An example of teaching/learning activities in acting skills

TLAs in drama involve private rehearsal and reflection and public
interaction with the teacher in workshop, skills classes and before-the-
camera situations. Both student and teacher are looking for organic
application and generation. The quality of reflection, whether intuited
or consciously thought through, can be measured by repeating the
exercise; and by making sure that the doing of the exercise is con-
nected/aligned to the thinking of the reflection. Self-control, which
includes extensive private preparation, is paramount.

ILO: Create a character and establish credible relationships.

TLA: Character object exercise. The student seeks the core of the char-
acter by being in a character-familiar space (e.g. bedroom),
using meaningful objects and carrying out physical activities, e.g.
getting dressed.

ILO: Achieve an organic perception of action and of the sequence ‘reaction–
action–variation’.

TLA: Playing the action: Generating interaction through trying to make
another character do something, as opposed to simply saying the
lines and ‘indicating’ (not effecting an activation). When an
action is played, the actor induces curiosity and, most signifi-
cantly, becomes a storyteller, i.e. what will happen next? The
TLA ought to be self-controlled or the student will lack owner-
ship/authenticity. An element of peer control can be a great
support. If the partner is activated, the student will at least
receive a good energy-inviting reaction, which also amounts to
interaction (the result of action playing). Proaction and reaction
are the two halves of activation (or action playing). In dramatic
terms, action playing, with its character-informed variations,
naturally represents alignment.

A good piece of material can be found in Act I, scene vii of Macbeth.  Lady
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Powerful TLAs can be constructed using educational technology. In
her discussion of e-learning, Laurillard (2002) outlines adaptive media that
change their state in response to users’ actions thus giving intrinsic feed-
back, internal to the action, as opposed to a commentary which is external.
Simulations allow students to change parameters and see what happens,
which encourage the ‘what would happen if?’ enquiry. Productive media
allow students to construct micro-worlds, where they may build their own
systems.

Unfortunately, it is much easier to stifle creativity than to encourage
it. Whatever the TLAs relevant to a creative ILO, the right climate for
encouraging creativity is one where the students can feel they can take risks
and can feel free to ask ‘what would happen if?’ without being ridiculed
either by the teacher or by other students for making a ‘silly’ response
(Box 8.3).

Billy is, of course, quite right, infinity is like a box of Creamed Wheat break-
fast cereal, on which there is a picture of a man holding a box of Creamed
Wheat who is holding a box of Creamed Wheat . . . ad infinitum. It is likely,
however, that Billy will in future keep his insights to himself, at least in that
teacher’s class. This homely example illustrates some further points that also

Macbeth tries to make Macbeth kill the king. That is her action. To get
what she wants, she must be proactive. She will have to use more than
one approach or variation (otherwise, the scene would be resolved
after only a line or two) and that is obtained by drawing on a range of
so-called psychological activities (transitive verbs). These must gener-
ate tempo rhythms that can organically affect and potentially change a
partner. High-level verbs must be sought, e.g. flatter, rebuke, encour-
age, humiliate. ‘Beg’ is self-indulgent, ‘persuade’ or ‘question’ are
generalizations, ‘shout’ is intransitive. Applying these verbs and then
reflecting on the exercise with a view to progressing should be givens.
But sometimes the student may only pay lip service to the verbs; or
struggle with reflection.

Source: Alan Dunnett, Drama Centre, Central Saint Martins,
University of the Arts, London

Box 8.3 How not to encourage creativity

Teacher : And now, who can tell me what infinity means? (Silence). What
is infinity?

Billy : Uh, I think it’s like a box of Creamed Wheat.
Teacher : Billy, you’re being silly.

Source: Jones (1968: 72)
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apply to tertiary teaching. Snap value judgments by teachers are not a good
idea. The teacher in the box might better have picked this up with (laughs):
‘Good, but can anyone explain what Billy might mean?’ and an enlightening
discussion could ensue. We can too easily dismiss an insight that at first
glance seems irrelevant.

A Theory X climate of criticism, mistrust and high anxiety is death to
creative responses from most people. An example of this, familiar to all
academics, is the difference in adventurousness, originality and freshness
between a term assignment and the answer to a question on the same topic
held under invigilated examination conditions: we return to this later when
discussing the assessment of creativity.

Teaching/learning activities relating to
lifelong learning

Lifelong learning, the ultimate aim of university teaching, has the generic
and the embedded meanings of many other graduate attributes (pp. 65–6).
The generic meaning – that graduates can learn to handle whatever life
throws at them – is vacuous, empty rhetoric. The embedded meaning, how-
ever, that students can learn to handle unseen problems in their chosen field
of study is significant and attainable. One somewhat blinkered interpretation
is that lifelong learning is ‘a political response to a need to upskill the work-
ing population in order to obtain a competitive advantage in the economy’
(Burns and Chisholm 2003: 179).

Burns and Chisholm relate lifelong learning to work-based learning in the
context of engineering. They propose an ongoing interface between edu-
cational institutions and engineering firms, but they claim their models of
work-based learning can be applied to any professional area. The general
principle is just-in-time learning where, as in PBL but now in the workplace
proper, people seek to learn what they have to know when need arises, most
frequently now with the aid of e-technology (Brandenburg and Ellinger
2003).

A somewhat related but more flexible idea is the emergent curriculum
(Jackson et al. 2006). The ‘curriculum’ here comprises problems that
emerge in real life and that cannot be predicted and that usually require
ongoing ‘conversations’ to invent, create and implement new enterprises
that work in a business sense. As Jackson (private communication) elaborates:

No-one knows where we are heading until an idea or a perception of
needs begins to crystallise. We are trying to establish the conditions
and resources for co-operative just-in-time learning and then respond to
what emerges. We have students on year long placements scattered
all over the world experiencing a multitude of cultures and problem
working situations. The emergent curriculum is driven by a highly
contextualised situation and need and the way it is met is not through
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text-book knowledge but by creating conditions, relationships and net-
works for purposeful and sympathetic conversation informed by experi-
ences of dealing with similar situations or operating from principle-
based positions.

These views of work-based and just-in-time learning can apply to pre-
university, undergraduate, postgraduate and continuing professional devel-
opment in the workforce. Important though lifelong learning is in this sense,
we must limit ourselves here to our focus: what can be achieved within the
general run of institutional undergraduate programmes.

The role of the institution in this context is twofold: what it can achieve
externally by locating teaching/learning activities and assessments in work-
based placements wherever feasible; and what it can achieve in providing
students with the skills needed for independent lifelong and just-in-time
learning. The latter addresses both second-tier attributes of ‘information
literacy’ and ‘personal and intellectual autonomy’ that Barrie (2004) sug-
gests comprise ‘lifelong learning’ (see Figure 5.1, p. 68). Students need to
learn how to seek new information, how to utilize it and evaluate its import-
ance and how to solve novel, non-textbook, professional problems. They will
need high-level reflective skills and an abstract body of theory on which to
deploy them, so that they can judge how successfully they are coping with
novel problems, and how they may do better. Action learning for life, if you
like.

As for Barrie’s ‘personal and intellectual autonomy’, we are dealing with
three levels of self-directed learning:

1 generic study skills
2 study skills that relate to learning particular content
3 reflective learning.

Generic study skills

Study skills are ways of managing time and space. For example:

• Keeping notes and references neatly and systematically so that they can be
found when needed.

• Apportioning time and keeping track of deadlines, so that all topics and
subjects are given adequate time, and in proportion to their importance.

• Seeking new information without being overwhelmed, using search
engines strategically and relevantly, prioritizing searches.

Adults are very much better at such organizing and planning than are
students straight from school, while women are generally better than men
(Trueman and Hartley 1996). Teaching generic study skills, particularly
long-term planning, has positive effects on performance (Hattie et al.
1996).
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Study skills that relate to learning particular content

These skills include:

• Underlining/highlighting the key words in a passage.
• Reading for main ideas, not details, as in SQ4R (Thomas and Robinson

1982).
• Taking notes properly, by capturing the main idea of several sentences in

own words, rather than copying every second or third sentence.
• Using concept maps to derive a major structure.
• Composing essays according to a pre-planned structure; using review and

revise, not first drafts.

But consider this experiment. Ramsden et al. (1986) taught study skills to
first-year undergraduates from a variety of faculties, focusing on reading and
note taking, examination preparation and writing skills. The effects were the
opposite of what was intended: in comparison to a control group, the stu-
dents increased their use of surface approaches. Subsequent interviews with
the students revealed that they believed that to be successful in first year you
needed to retain facts accurately, so they selected from the study skills course
just those strategies they believed would help them memorize better. You will
recall first-year students rejected concept maps for the same reason (pp. 115,
117). Students get these ideas from the way they have been taught and
assessed and from the general culture of the class. No doubt the teachers did
not at all intend that the students would interpret their first-year experience
in this way, but they did.

This misalignment, between what the teachers intended and what the
students perceived, can be overcome if teachers embed useful study skills
in their teaching so they are not only teaching what they want their students
to learn, but how to learn it. Chalmers and Fuller (1996) suggest teachers
teach strategies for acquiring information (note making, memorizing, skim
reading), strategies for working with information (explaining ideas, organ-
izing ideas, writing summaries), strategies for confirming learning (handling
assessment tasks) and so on. These are adapted to suit the particular unit or
course content.

If study skills are supported by the context in which they will be used, it
becomes clear why those strategies are useful. Building knowledge is so
much more effective when the tools needed for building are used on the
spot, thoughtfully.

Reflective learning

Lifelong learning and just-in-time learning require informed self-direction. That
is, students need to operate from a sound knowledge base and use reflective
or metacognitive skills to work strategically towards solving novel problems,
to self-monitor their emerging solutions. The outcomes are not spelled out,
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they are emergent: one doesn’t know what the intended outcome is to
be until it emerges from a fuzzy problem situation. The teaching/learning
activities are entirely self-managed or negotiated with others in the field
and the ongoing formative assessment has also to be entirely self-managed.
The judgment has to be made that this is the best solution in these complex
circumstances.

When faced with such a novel situation, the learner might consider the
following questions:

• This is a ‘fuzzy’ problem; how can I reformulate it in a way that relates to
first principles leading to good solutions?

• What do I know that might be relevant? What problems like this have
I met before? What did I do then?

• How can I find out further information? From where? How do I test it?
• I’ll try this solution; does it work? How could I improve it?

These constitute a different order of question, using study skills in order to
organize and conceptualize what is known prior to re-conceptualizing it. The
verbs involved are open ended and extended abstract: planning, theorizing,
hypothesizing, generating.

Alongside these divergent processes, it is also necessary to monitor what is
going on, to test ongoing outcomes for adequacy, to see that learning is on
track. Evaluating one’s own work, of prime importance in everyday profes-
sional life, is one skill that graduates feel their university education least
prepared them to do (Boud 1986). Self-evaluation or self-monitoring skills
therefore need to be addressed. Accordingly, self- and peer-assessment are as
much teaching/learning activities as assessment tasks. Other relevant TLAs
are reflective diary, selecting critical incidents and suggesting how to deal
with them.

If dealing with emergent problems is what graduates are supposed to be
able to do, undergraduate teaching should foster self-managed learning and
assessment. The generic and content-specific study skills mentioned earlier
only challenge students to apply, generalize and refine their understanding
of what is given. Reflective learning skills and strategies require students to
go further: to manage problems and questions that they have not previously
addressed.

This is also the aim of problem-based learning.

Problem-based learning

Problem-based learning (PBL) reflects the way people learn in real life; they
simply get on with solving the problems life puts before them with whatever
resources are to hand. They do not stop to wonder at the ‘relevance’ of what
they are doing, or at their ‘motivation’ for doing it: it is the traditional model
of education that gives birth to these questions.

Education for the professions for years followed the fill-up-the-tanks
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model of knowledge acquisition and much of it still does. The disciplines are
taught first, independently of one another, and, armed with all that declara-
tive knowledge and with some professionally relevant but atheoretically
taught skills, the student is accredited as ready to practise as a professional.
Professional practice, however, requires functioning knowledge that can be
put to work on the spot. Traditionally taught graduates manage to do that
with varying degrees of success and, with experience in the real world,
become increasingly better at it. However, if students graduate with that
functioning knowledge already to hand, their induction into real-life profes-
sional practice is that much quicker. The problem in the traditional model is
that the programme ILOs nominate professional competence on graduation
but declarative knowledge is the main output: curriculum, teaching and
assessment are not aligned.

PBL is alignment itself. If the aim is to become a doctor – PBL originated
in a school of medicine – then the best way of becoming one is being one,
under appropriate guidance and safeguards. If the ILO is to make clinical
diagnoses then making clinical diagnoses is the obvious teaching/learning
activity and how well they are made is the obvious assessment task. And so it
goes for any professional problem.

Savin-Baden (2000) argues that problem-based learning is commonly
confused with problem-solving learning. The latter simply means setting
problems for students to solve after they have been taught conventionally
and then discussing them later. In PBL, contrariwise, ‘the starting point for
learning should be a problem, query or a puzzle that the learner wishes
to solve’ (Boud 1985: 13). The problem, or a series of problems, is where
learning starts and, in going about solving those problems, the learner
seeks the knowledge of disciplines, facts and procedures that are needed to
solve the problems. The traditional disciplines do not define what is to be
learned, the problems do. However, the aim is not only to solve those parti-
cular problems, but in the course of doing so, the learner acquires knowledge,
content-related skills, self-management skills, attitudes, know-how: in a word,
professional wisdom. This means the problems had better be carefully
selected.

Although PBL is used most commonly in education for the professions, it
can also be used in the teaching of basic disciplines (see ‘Further reading’ at
end of this chapter, where a couple of websites on PBL for teaching physics
and biology are provided).

In a fully blown PBL programme, the problems are selected so that by the
end of the programme, the learner is ready to move directly into the work-
force. Less content may well be covered than in a traditional programme, but
the knowledge so gained is acquired in a working context and is put back to
use in that context. Coverage, so dominant in discipline-centred teaching, is
considered less important. Instead, students learn the skills for seeking out
the required knowledge as the occasion demands.

A typical PBL sequence goes like this:
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• The context is pressing. In a typical medical programme, students in their
first week of first year are faced with the responsibility of a real patient
with, say, a broken leg. The felt need to learn is strong.

• Learners become active very quickly. They are assigned to small problem-
solving groups and begin interacting with teachers, peers and clients (who
present the problem).

• Learners start from what they already know and build a knowledge base
on that. They learn where to go to check what they know and to seek out
more. They are variously guided towards resource materials, including
films, videos, the library and lecture room. Knowledge is elaborated and
consolidated. Students meet with a tutor and discuss the case in relation to
the knowledge they have obtained.

• The knowledge is functioning: it is applied to the problem in hand. Feedback
is ongoing.

• The problem is reviewed and learners develop self-management and self-
monitoring skills, which they review throughout the programme.

The italicized words may remind you of the characteristics of a rich learning
context described in Chapter 6.

PBL makes use of them all.

Goals of PBL

There are several modifications and versions of what is called ‘PBL’, but all
should address the four goals distinguished by Barrows (1986):

1 Structuring knowledge for use in working contexts. Professional education is con-
cerned with functioning knowledge. PBL is concerned with constructing
knowledge that is to be put to work.

2 Developing effective reasoning processes. Such processes refer to the cognitive
activities required in the professional area concerned and include: prob-
lem solving, decision making, hypothesizing, etc. Each professional area
has its own specific processes to be developed as relevant problems are
solved.

3 Developing self-directed learning skills. Included here are the three levels of
skill mentioned earlier (pp. 149–51): generic study skills, content-specific
study skills and especially the metacognitive or self-management skills for
lifelong learning are specifically addressed in PBL, where they are learned
in context, as they should be.

4 Increased motivation for learning. Students are placed in a context that
requires their immediate and committed involvement. Thus, in terms of
motivational theory (see Chapter 4), the value is high, the expectation
of success is high, as problems and cases are selected in which students are
likely to be successful, so motivation is high.

To these four may be added a fifth:

5 Developing group skills, working with colleagues. Many professions require
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teamwork, so this becomes a goal in many PBL programmes. It might be
noted that such teamwork takes place in a workplace-like context, unlike
much group project work.

PBL varies according to two major variables (Barrows 1986):

1 The degree to which the problem is structured. Some problems are tightly struc-
tured, with all the information needed to solve it. Others have some facts
provided, the student having to find the rest. Open or ‘ill-defined’ prob-
lems present no data, it being entirely up to the student to research the
case and decide what needs to be found out and what to do to handle it.

2 The extent of teacher direction. The most conservative case, arguably not PBL,
is where the teacher controls the amount and flow of information. In the
case of ‘ill-defined’ problems, teacher direction is minimal, the students
going off on their own to solve the problem. Variations in between depend
on how much the teacher provides clues and information handling
support.

The optimal amount of structure of the problem, and of teacher direction,
depends at least initially with the educational philosophy of the teachers and
tutors participating, and what freedom the students can initially handle
(Ryan 1997). In a study at the Polytechnic University of Hong Kong modifi-
cations were introduced to fit the aims of six departments and the different
expectations of full- and part-time students (Tang et al. 1997). The full-time
students found most difficulty with assessment, not surprisingly given their
exam-dominated school background. As one student put it, ‘It is difficult to
guess what is the marking scheme of the lecturer’ (Tang et al. 1997: 586).
Part-time students, by way of contrast, took to PBL straight away because it
mimicked the workplace: ‘When I encounter a problem, I will have a solution,
like that in my workplace’ (Tang et al. 1997; Tiwari et al. 1999).

Nature and construction of the problems

A good problem has the following characteristics (Johnston 2002):

1 It calls on different disciplines and integrates them in solving the problem.
2 It raises options that promote discussion.
3 It activates and incorporates previous knowledge.
4 It requires new knowledge the students don’t yet have.
5 It stimulates participants to elaborate.
6 It requires self-directed learning.
7 And, of course, it meets the course ILOs.

Such problems are open ended and ‘ill structured’; that is, they do not
present the students with enough information.

Here’s a problem for you: ‘You plan to use PBL in teaching your unit.
What are you going to do?’ Ill structured, definitely. You see straight away
that you don’t have enough information, while seeking a solution involves
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higher order thinking, such as hypothesizing, evaluation, reflection. It also
involves divergent thinking, as there is likely to be more than one way of
reaching a solution. A sensible first step, then, might be to read the rest of
this chapter, then some of the readings. Are there any colleagues in your
institution using PBL? If so, talk to them.

The characteristics of a good problem are given in Box 8.4.

Box 8.4 Designing a problem

1 Map all the concepts likely to be involved from different disciplines,
including the knowledge and skills required to solve the situation.
Maybe a knowledge tree would help.

2 Write the ILOs. What do you expect the students to do with the new
knowledge and skills?

3 Identify a real problem from a real-life situation that is important to stu-
dents, such as one they are likely to meet in their future employment.
Authenticity is highly motivating.

4 Repeat (3) until all your ILOs are addressed.

5 When writing problems make sure to:

• Use the present tense. Otherwise problems look like another
textbook exercise.

• Provide a context and specific role of practitioner: what, when,
where.

• Provide specific rather than vague data.
• Require the students to deliver something: a decision or report.

6 Many situations or problems evolve over time. It might be appropriate
to provide an extended problem (called ‘roll-out’ problem or case).
Such a problem is in parts, covering a sequence of events or the
problem is addressed in stages as more data become available and
may last over more than one semester.

7 Write a facilitator guide for others involved in the PBL, including:

• the problem
• the ILOs
• the learning issues, including all the new knowledge you expect

participants to learn and discuss
• content background information for the facilitators
• suggested resources for students.

With permission of David Johnston, Director, Hong Kong Centre for
PBL
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So there you have it. For those interested in trying PBL, you can now
handle Task 8.1.

We deal with assessment issues in PBL in Chapter 11.

Does PBL work?

The goals of PBL have already been listed as: structuring knowledge for
professional use, developing effective reasoning processes, developing self-
directed learning skills, increased motivation for learning and effective
teamwork. How effectively does PBL attain these goals?

Albanese and Mitchell (1993) conducted a major meta-analysis of all
studies published between 1972 and 1992. The following conclusions emerge:

1 Both staff and students rate PBL higher in their evaluations and enjoy
PBL more than traditional teaching.

2 PBL graduates perform as well and sometimes better on clinical perform-
ance. More PBL (medical) graduates go into family practice.

3 PBL students use higher level strategies for understanding and for self-
directed study.

4 PBL students do worse in examinations of basic science declarative
knowledge.

5 PBL students when compared to traditionally taught students become
progressively deeper in their approaches to learning (McKay and Kember
1997; Newble and Clarke 1986).

Hmelo, Gotterer and Bransford (1997) argue that PBL by its nature
requires a different way of using knowledge to solve problems. They distinguish
two strategies in clinical decision making:

• Data driven: ‘This patient has elevated blood sugar, therefore he has
diabetes.’

• Hypothesis driven: ‘This patient has diabetes, therefore blood sugar should
be up, and rapid respiration, “fruity” breath odour . . .’

Experienced and expert doctors use the data-driven strategy, except for
unfamiliar or complex problems. Novice doctors, such as students in train-
ing, lack that experience and should therefore work top-down from first
principles, with longer reasoning chains: ‘If this, then because of that, it
would follow that we should find symptoms X, Y, and Z. . . .’ The traditionally
taught students tried to follow the experts – and couldn’t, they didn’t have

Task 8.1 Getting going with PBL

Take a topic you are teaching and turn it into PBL.
Be guided by Box 8.4.
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the background. PBL taught students increasingly used hypothesis-driven
reasoning, with longer and clearer reasoning chains. PBL students also used
a wider variety of knowledge resources, whereas traditionally taught students
stuck with the textbook. Such findings are completely in line with what PBL
is trying to do.

An important aspect of evaluating PBL is its implementation, particularly
cost benefits. The economies of large lectures are offset by the economies of
self-directed learning and on the size and number of tutorial groups comple-
menting the lectures. Albanese and Mitchell (1993) estimate that for fewer
than 40, and up to around 100 students, PBL once set up can be equivalent
in cost to traditional teaching. Savin-Baden (2000) is more optimistic still,
saying that because of the move to mass education, fee-paying students from
diverse backgrounds are more likely to be attracted to interesting ways of
learning like PBL than to mass lectures.

Let’s hope so.

Problem-based problems

PBL is particularly sensitive to context and climate. Remember the disastrous
effect a know-it-all tutor had on the questioning strategy needed for
the problem-solving process (‘That’s for me to know and you to find out’)
(pp. 97–8). An equally devastating effect was achieved in another case when
the course coordinator decided to retain the traditional final-year examin-
ation, leaving the students unsure whether their conclusions drawn from
case study work would be relevant to the final exam. They weren’t. Not
surprisingly, performance was low and the course evaluation of PBL was
unfavourable (Lai and Tang 1999).

Both cases are examples of poor alignment. The tutor was creating affect-
ive misalignment in that the climate created was incompatible with the spirit
of PBL, while the coordinator was creating instructional non-alignment in
that the assessment matched neither the ILOs nor the TLAs used.

Albanese and Mitchell (1993) say that in PBL, students cover only 80% of
the traditional syllabus and do not perform as well in standard examinations.
That worries traditional critics more than PBL teachers. The latter would
prefer the PBL graduate to know less declarative knowledge but be able to
put what they do know to work more readily. When what they know is insuffi-
cient, the students have the self-directed skills to know just-in-time where to
go and how to acquire what knowledge they will require when attending to a
particular case.

PBL is undoubtedly an effective approach to teaching. It exemplifies a high
degree of alignment. To practice as a particular professional requires solving
problems that belong to that profession. Thus, professional knowledge and
skill are the intended learning outcomes, professional practice comprises
the teaching/learning activities, professional knowledge and skill are what
are assessed (among other things). It is distinguished from apprenticeship in
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that it is theory based; it is not just a matter of performing the skills in an
uninformed manner.

There are two major reasons that PBL is not used more widely. First, PBL
requires teachers to adopt a different philosophy of professional education;
that education is something more than the acquisition of separate bodies of
knowledge, in one of which the teacher is professed expert. The teacher has
to be prepared to drop the role of expert. Many find this hard to do: their
very career path is expedited by their demonstrating their specific expertise.
It is much easier for experts to give lectures on their specialty, leaving inte-
gration and application as the students’ problem to solve. Most students
probably will, but years down the track.

Second, PBL requires considerable institutional flexibility. Most univer-
sities are organized into departments with specific content foci. PBL is
multidisciplinary as usually the problems presented require knowledge from
several areas: it therefore challenges the traditional model of university
organization.

So where do you place the horse – before or after the cart?
Now design a TLA to help your students put knowledge to work (Task 8.2,

p. 159).

Summary and conclusions

Functioning knowledge and professional education

Professional education is chiefly concerned with putting declarative know-
ledge to work as functioning knowledge. The usual means of doing this is to
build the declarative knowledge base first, as we saw in the last chapter, but in
problem-based learning, that knowledge base is built in the process of its
being applied. ‘Apply’ is the most typical verb in functioning knowledge. It is
important to see that the TLAs used ensure that the students themselves do
the applying and not just watch someone else doing it or telling them about it.
Functioning knowledge may be used in teacher-managed, student-managed
or self-managed situations.

Teaching/learning activities for ‘apply’

Case-based learning has had a long history in applying theory to practice.
A common teaching/learning situation for ‘apply’, depending on applying
what to what, is groupwork. We looked at different types of group: syndicate,
jigsaw, buzz groups, brainstorming, learning cells, or reciprocal questioning,
to name a few. Students may on their own initiative set up their own spon-
taneous learning groups. The suitability of which type will, of course, depend
on the ILO in question. Workplace learning is used precisely because it is
concerned with application and also in service of lifelong learning.
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Teaching/learning activities for creativity

Almost all graduate attributes mention ‘creativity’ in some form or another,
but most university teaching emphasizes convergent rather than divergent
thinking. Both ways of thinking are important in all high-level functioning.
Creativity is characterized by open-ended thinking based on a sound know-
ledge base, resulting in products with some degree of originality. Such cre-
ative work can be positively encouraged in a number of ways. Unfortunately,
it is all too easily discouraged by insisting on a regimen of correct answers
rather than experimenting with ideas and creating a Theory X type of cli-
mate in which students are fearful of taking risks and exploring different
possibilities.

Task 8.2 ILOs and TLAs in putting knowledge to work

Take one of your course ILOs relating to functioning knowledge,
where students are expected to put knowledge to work in practical
contexts. Identify what teaching/learning situations you use and iden-
tify the teacher and student activities. Are the student activities aligned
to the ILO? Would they really help the students achieve that ILO?
ILO relating to functioning knowledge in my course:

Teaching/learning situation TLAs

Teacher activities Student activities

Are the students performing the ILO verb(s)?

Do I need to change the TLAs?

What changes would I make?
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Teaching/learning activities relating to
lifelong learning

Lifelong learning opens a range of learning: just-in-time learning, work-
based learning and continuing professional education, which go well beyond
undergraduate education. Undergraduate courses can, however, prepare
students for later just-in-time and work-based learning – as indeed PBL has
been already doing for many years. TLAs for ILOs preparatory for lifelong
learning need to emphasize learner information literacy and reflective self-
direction. The latter may be achieved by teaching students both generic
and content-specific study skills and by reflective practice. Students need to
be able to manage their space and time effectively, to be able to seek new
information, especially by using search engines strategically and to carry out
effectively those strategies that are specific to their content area. Addition-
ally, they need to be able to reflect on past practice, with the intention of
improving what they have done and of solving new problems they haven’t
met before.

Problem-based learning (PBL)

PBL is an example of a total approach to the main aims of lifelong learning.
In solving the selected curriculum problems, the intended outcomes that
students will acquire are: the necessary declarative knowledge and appli-
cations to real problems; the skills and strategies needed for acquiring new
knowledge; and the metacognitive skills for applying that knowledge to
unseen, ‘fuzzy’ problems and evaluating the effectiveness of problem solu-
tions. Students taught by PBL think differently from traditionally taught.
They may have less declarative knowledge, but use what they have to reason
more effectively and to apply the products of their reasoning; they have
greater self-awareness and self-direction; and they enjoy learning more, as
indeed do their teachers. However, PBL is sensitive to insensitive teaching.
An institutional problem is that the infrastructure for PBL is not discipline
based, whereas most universities are organized on disciplinary lines.
Teachers tend to identify themselves as scholars in their home discipline and
PBL might seem to threaten their academic identity.

Further reading

On group work

Abercrombie, M.L.J. (1980) Aims and Techniques of Group Teaching. London: Society
for Research into Higher Education.

Collier, K.G. (1983) The Management of Peer-Group Learning: Syndicate Methods in Higher
Education. Guildford: Society for Research into Higher Education.
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Johnson, D.W. and Johnson, R.T. (1990) Learning Together and Alone: Cooperation,
Competition and Individualization. Englewood Cliffs, NJ: Prentice-Hall.

The first two are very practical accounts of using groups effectively. Johnson and
Johnson is the classic on setting up cooperative learning groups.

Working in Groups – A Note to Faculty and Quick Guide for Students. Derek Bok Centre for
Teaching and Learning, Harvard University.

The following website has links to all aspects of classroom teaching and assessment:
http://www.brookes.ac.uk/services/ocsd/2_learntch/2_learnt.html

On case-based learning

Lynn, L.E. (1996) What is the Case Method? A Guide and Casebook. Tokyo: The Foundation
for Advanced Studies on International Development.

Rangan, K. (1995) Choreographing a case class. http://www.hbsp.harvard.edu/
products/cases/casemethod/rangan.pdf; www.queensu.ca/ctl/goodpractice/
case/resources.html; www.use.edu/programs/cet/resources/casebased;
www.healthsci.utas.edu.au/faculty/cases/newindex.html

On the effectiveness of case-based learning: www.cuhk.edu.hk/sci/case-learning/
doc/reflections.pdf

On creativity

Jackson, N., Oliver, M., Shaw, M., and Wisdom, J. (eds) (2006) Developing Creativity in
Higher Education: The Imaginative Curriculum. London: Routledge.

Laurillard, D. (2002) Rethinking University Teaching. London: Routledge Falmer. See
references to adaptive and productive media.

Jackson et al. derives from the Imaginative Curriculum Project. Concerned that
current quality assurance, peer review, pressures on research output and so on were
discouraging innovation and creativity, academics teaching across all disciplines show
how creativity can be integrated into normal university teaching. The chapters by
Jackson and Sinclair on a pedagogy for creativity and Baillie on art, science and
engineering are noteworthy for deriving TLAs. Laurillard shows how technology can
be used with conversations between student, teaching and machine to advance high-
level and creative thinking.

Mycoted, on teaching for creativity: ‘The A to Z of creativity techniques’: http://
www.mycoted.com/creativity/techniques/

And the link to creativity on the Higher Education Academy website: http://
www.heacademy.ac.uk/creativity.htm

Mycoted has an extensive range of ‘creativity techniques’ that will provide a source of
ideas; the Higher Education Academic website has many useful links.

On workplace learning

The Journal of Workplace Learning. http://www.emeraldinsight.com/info/journals/
jwl/jwl.jsp
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Guidelines for workplace learning from the University of Tasmania: www.utas.edu.au/
tl/supporting/workplace_learning.html

On lifelong learning

Knapper, C. and Cropley, A. (2000) Lifelong Learning in Higher Education. London:
Kogan Page.

http://www.lifelonglearning.co.uk/
http://www.adelaide.edu.au/clpd/materia/leap/leapinto/LifelongLearning.pdf

Where do we start selecting? Knapper and Cropley’s book is one of the classics in
this area. The two home pages are of lifelong learning sites, one in the UK, the other
in Australia, with plenty of links.

On problem-based learning

Boud, D. and Feletti, G. (eds) (1997) The Challenge of Problem-based Learning. London:
Kogan Page.

Savin-Baden, M. (2000) Problem-based Learning in Higher Education: Untold Stories. Buck-
ingham: The Society for Research into Higher Education/Open University Press.

Research and Development in Problem Based Learning. The Australian Problem-Based
Learning Network c/o PROBLARC, CALT, The University of Newcastle, NSW
2308.

Boud and Feletti contains contributions by users in many different areas. Savin-
Baden introduces a little-discussed aspect: what happens inside when teachers and
students experience PBL. Both books are important for anyone seriously interested
in PBL. The last is a serial publication of the Australian Problem-Based Learning
Network, which holds biennial conferences, of which these volumes are the
proceedings.

Waters, L. and Johnston, C. (2004) Web-delivered, problem-based learning in organ-
isation behaviour : a new form of CAOS, Higher Education Research and Development,
23, 4: 413–431.

An e-version of PBL in teaching organizational behaviour is based on Case Analysis
of Organisational Situations.

PBL in biology (20 case examples): www.saltspring.com/capewest/pbl.htm
PBL in physics, chemistry, biology and criminal justice: www.udel.edu/pbl/problems
PBL in engineering: http://fie.engrng.pitt.edu/fie2001/papers/1102.pdf
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9
Aligning assessment tasks with intended
learning outcomes: Principles

What and how students learn depends to a major extent on how they
think they will be assessed. Assessment practices must send the right
signals to students about what they should be learning and how they
should be learning it. Current practice, however, is distorted because
two quite different models of summative assessment have, for historical
reasons, been confused and the wrong signals to students are often
sent. In this chapter, these issues are clarified. We examine the purposes
of assessment, the relation between assessment and the assumed nature
of what is being assessed, assessing for desirable but unintended or
unexpected learning outcomes and who might usefully be involved in
the assessing process. The underlying principle is that the assessment
tasks should comprise an authentic representation of the course ILOs.

Formative and summative assessment

There are many reasons for assessing students: selecting students, controlling
or motivating students (the existence of assessment keeps class attendance
high and set references read), satisfying public expectations as to standards
and accountability, but the two most outstanding reasons are for formative
feedback and for summative grading. Usually – and perhaps unfortunately – both
are referred to as types of ‘assessment’. Both are based on seeing how well
students are doing or have recently done, which is what assessment is, but
the purposes of the two forms of assessment are so different.

In formative assessment, the results are used for feedback during learning.
Students and teachers both need to know how learning is proceeding.
Formative feedback may operate both to improve the learning of individual
students and to improve the teaching itself. Formative feedback is inseparable
from teaching: as we have already noted (p. 97), the effectiveness of different
teaching methods is directly related to their ability to provide formative feed-
back. The lecture itself provides little. The improvements to the lecture
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mentioned in Chapter 7 were almost all formative in function: they got the
students learning actively and feedback was provided on their activity, either
from teacher or from peers. Formative feedback is a powerful TLA that uses
error detection as the basis for error correction: if error is to be corrected, it
must first be detected. Thus, students must feel absolutely free to admit error
and seek to have it corrected. Students also need to learn to take over the
formative role for themselves, just as writers need to spot error and correct it
when editing a text by reflecting critically on their own writing. Self- and
peer-assessment are particularly helpful TLAs for training students to reflect
on the quality of their own work.

In summative assessment, the results are used to grade students at the end
of a course or to accredit at the end of a programme. Summative assessment
is carried out after the teaching episode has concluded. Its purpose is to see
how well students have learned what they were supposed to have learned.
That result, the grade, is final. Students fear this outcome; futures hinge on
it. They will be singularly unwilling to admit their mistakes. Error no longer
is there to instruct, as in formative assessment; error now signals punishment.
This difference between formative and summative reminds us that continu-
ous assessment (see later) is problematic when it is used for both formative
and summative purposes. What then does the student do about admitting
error? This is one area where the same word ‘assessment’ leads to confusion.

Nevertheless, there is one similarity: in both we match performance as it is,
with performance as it should be. When the student is aware of the immedi-
ate purpose to which it is being put, the same task can act as a TLA, in the
formative sense, and as the assessment task when it is time to do the summa-
tive assessment: ‘When the chef tastes the sauce it is formative assessment;
when the customer tastes, it is summative’ (Anon.). Figure 9.1 places tasting
the sauce in a classroom context.

Say four topics are to be learned in a semester. The ILOs of each are
symbolized as IL01, IL02, IL03 and IL04. At the start of the semester
(labelled ‘baseline’) students enter with little or some knowledge, which the
TLAs nurture until the end of the semester. Formative assessment checks
that growth and sees that it is on track. Then it is time to see where each
student now stands with respect to each of the four topics; this is the task of
summative assessment. Finally, there is the administrative matter of convert-
ing those four positions into a grade, taken here as A, B, C and D.

A caution in interpreting Figure 9.1. While the same assessment task may
be used formatively throughout the course and summatively at the end, it
must be clear to the students when it is being used for what purpose. To use it
for both formative and summative purposes, as may happen in continuous
assessment, creates a conflicting situation for the students: they are being
asked to display and to hide error simultaneously. When assessment is con-
tinuously carried out throughout a course, and it is intended to use some of
the results summatively, the students must be told which assessment events
are formative and which summative. They can then decide how they will
handle the task to best advantage.
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Two quite different models of summative assessment have become con-
fused. Our intended learning outcome of this chapter is that readers will
unconfuse themselves so that they may apply the appropriate model to their
own assessment practices.

But before we do this, Task 9.1 present six dilemmas (‘cases’) relating to
assessment practice. Go through these, writing your responses down. When
you have completed this chapter you might like to revisit what you wrote to
see if your thoughts might have changed.

Figure 9.1 Learning in four topics and their formative and summative assessment

Task 9.1 Some cats to place among your collegial pigeons: six
assessment dilemmas for you to consider

Case 1. Misunderstanding the question
You are assessing assignments and find that one student has clearly
misunderstood the question, the only one to have done so. It is now
past the due date for handing in. If you assess it as it is, she will fail.
What do you do?

a Fail her.
b Hand it back, explain that she has misunderstood and give her an

extension.
c As in (b), but assess it pass/fail only or deduct a grade.
d Set her another assignment, to be assessed later. Meantime record

‘result withheld’.
e Other. What?
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What are the reasons for your decision?

Would you have decided differently if she would otherwise graduate
with distinction?

Case 2. Grading on the curve
The guidelines for awarding a grade of A are outlined in a programme
document:

Outstanding. Demonstrates thorough understanding and interpret-
ation of topics and underlying theories being discussed, and shows a
high level of critical thinking and synthesis. Presents an original and
thorough discussion. Well organized and structured, fluently written
and correctly documented. There is evidence of substantial studies
of the literature.

You use these guidelines in grading the assessment tasks of your class of
100 students and find to your delight that 35 (35%) meet these criteria,
so you award A to all of them. Your departmental head, however, is
unhappy about this because you are ‘not showing enough discrimina-
tion between students and we don’t want this department to get a
reputation for easy marking’. The results have not been announced
yet, so he suggests that you regrade so that only 15% of your students
are given an A. What do you do? Why?

a You agree you must have been too lenient, so you do as he says,
giving A to the top 15 only, the remaining of the original As being
given B.

b You compromise, splitting the difference: you give As to 25 students.
c You say something like: ‘Sorry, but the guidelines are clear. I must in

all conscience stick with the original. The conclusion to be drawn is
that this was an exceptionally good group of students and that they
were taught well.’

d ‘I must stick with the guidelines. However, I am prepared to enter-
tain a second opinion. If I can be persuaded that I have been too
lenient, I will change my grades.’

e Other.
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Case 3. A matter of length
It is policy that the maximum word length of assignments is 1000 per
credit point. You are teaching a 2-credit point module. One of your
better students has handed in an assignment of 2800 words. What do
you do and why?

a Count up to 2000 words, draw a line and mark or assess up to that
point only.

b Hand it back to the student with the instructions to rewrite, within
the limit, with no penalty.

c As for (b) but with a penalty. (What would you suggest?)
d Hand it back unassessed.
e Assess or mark it but deduct a grade or part-grade, or marks, accord-

ing to the excess.
f Other.

Would your decision have been any different if it were a poor student?

Case 4. Exam strategy
You are discussing the forthcoming final exam with your first year class.
You explain that, as usual, there will be five sections in the paper, each
section covering an aspect of the course, and there are two questions
per section. They are to choose one of the two, making a total of five
questions, to be completed in three hours. You alone will be doing the
assessing. A student asks: ‘If I think I will run out of time, is it better to
answer four questions as best as I can, or to attempt all five, knowing I
won’t finish most questions?’

What do you say in reply and why?

Case 5. Interfering with internal affairs?
You are the head of a department that has decided to use problem-
based learning in the senior level subjects. In PBL, the emphasis is on
students applying knowledge to problems, rather than carrying out
detailed analyses of the research literature, as has been the tradition in
the past. Faculty regulations require you to set a final examination for
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the major assessment of the course, despite your own judgment and
that of your staff that this format is unsuitable for PBL. It is therefore
decided that the final exam will contain questions that address applica-
tion to problem solving rather than questions that require students to
demonstrate their familiarity with the literature.

On seeing the paper, however, the external examiner insists that the
questions be reworded to address the research literature. You argue,
but he insists that ‘academic standards’ must be upheld. If they are
not reworded, you know that he will submit an adverse report to the
academic board, where there are vocal critics of your foray into PBL.

What do you do?

Case 6. What is the true estimate of student learning?
A department is trying to arrive at a policy on the proportion of final
examination to coursework assignments. In discussing the issue, the
head collates data over the past few years and it becomes very clear that
coursework assessments are consistently higher than examination
results. In discussing this phenomenon, the following opinions are
voiced. Which argument would you support?

a Such results show that coursework assessments may be too lenient
and because the conditions under which they are undertaken are
not standardized, and are unsupervised, the results may well be
inflated by collaboration and outright plagiarism. Examination
conditions control for these factors. Therefore final exams must be a
higher proportion of the final grade than coursework assessments.

b The conditions under which final examinations are conducted are
artificial: working under time pressure, little and often no access to
tools or data sources, and mode of assessment limited to written
expression or MCQ, means that exam performances are sampling
only a narrow range of students’ learning. Therefore coursework
assessments must be a higher proportion of final grade than exams.

c Other. What?
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Effects of assessment on learning: Backwash

We teachers might see the intended learning outcomes as the central pillar
in an aligned teaching system, but our students see otherwise: ‘From our
students’ point of view, assessment always defines the actual curriculum’
(Ramsden 1992: 187). Students learn what they think they will be tested on.
This is backwash, a term coined by Lewis Elton (1987: 92), to refer to the
effects assessment has on student learning, to the extent that assessment may
determine what and how students learn more than the curriculum does.

Backwash is almost invariably seen negatively (Crooks 1988; Frederiksen
and Collins 1989). Recall the ‘forms of understanding’ that Entwistle and
Entwistle’s (1997) students constructed to meet presumed assessment
requirements (see pp. 74–5). Negative backwash always occurs in an exam-
dominated system. Strategy becomes more important than substance.
Teachers actually teach exam-taking strategies, such as telling students to
attempt all questions even if they don’t finish any because they gain more
marks than by thinking deeply over a question and providing a complete
answer. Students go through previous papers, best-guessing what questions
they will encounter and then rote learning answers to them. This sort of
backwash leads inevitably to surface learning. Yet learning for the assessment
is also inevitable; students would be foolish if they didn’t. So, what do we do
about it?

In fact, backwash can work positively, encouraging appropriate learning.
This is when the assessment is aligned to what students should be learning
(Figure 9.2).

To the teacher, summative assessment is at the end of the teaching–learning
sequence of events, but to the student it is at the beginning. If the intended
outcomes are reflected in the assessment, as indicated by the downward
arrow, the teaching activities of the teacher and the learning activities of the
student are both directed towards the same goal. In preparing for the
assessments, students will be learning the intended outcomes.

It sounds easy, but there is a long tradition of thinking about assessment,
and some time-honoured assessment practices, that complicate matters. In
this chapter, we clarify some of the conceptual issues involved; in the next, we
deal with designing and grading assessment tasks for declarative knowledge

Figure 9.2 Teacher’s and student’s perspectives on assessment
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and, in the chapter after that, designing and grading assessment tasks for
functioning knowledge.

Measurement model of assessment

Two quite different models of assessment underlie current thinking and
practice: the measurement model and the standards model (Taylor 1994).
Understanding the difference between the two models is basic to effective
assessment.

In the Chinese Han Dynasty in the 4th century bc, the purpose of edu-
cation was selective. Students were required to master a huge classical
curriculum, in order to put into effect Confucius’ belief that ‘those who
excel in their study should become officials’ (quoted in Zeng 1999: 21). The
winners, however lowly their background, were motivated by a rich prize: a
lifetime of wealth and prestige. The idea was to select the best individuals in
terms of stable characteristics: ‘not only intelligence, but also character,
determination, and the will to succeed’ (Zeng 1999: iv).

Twenty-three centuries later, psychologists in the 19th century also became
interested in sorting people out. Sir Francis Galton (1889) found that
physical and mental differences such as height, weight and performance
on various mental tests, which he called ‘traits’, were distributed in ‘an
unsuspected and most beautiful form of regularity’ (Galton 1889: 66). He
was of course referring to the normal curve, a distribution that occurs inter
alia as a result of the extent of the polygenetic inheritance of such traits.
Galton’s assumptions, not only about statistical techniques, but also about
the inheritance of ability and of educability, were built into the burgeoning
industry of mental testing in the early part of the 20th century.

Educability was assumed to be about how bright people were and, back
to the Han Dynasty, education was seen as a device for sorting people out:
usually the brightest, but sometimes to sort out those who weren’t educ-
able in normal schools. The present so-called ‘parametric’ statistical pro-
cedures such as correlation and factor analysis were based on Galton’s
work and are used for constructing educational tests, establishing their
reliability and validity and interpreting test scores. Taylor (1994) refers to
this individual differences model as ‘the measurement model’ of edu-
cational assessment.

The measurement model was originally designed by psychologists to
measure stable traits and abilities and to express that measurement along a
graduated scale so that individuals could be compared, either against each
other or against population norms. This is fine for research, or for diagnosis
when dealing with individuals – for example to say how atypical a person is
on reading ability – but the model was hijacked and applied to assessing
educational outcomes in the form of norm-referenced assessment (NRA).

In NRA, results of assessment are reported in terms of comparisons
between students. The rank order is the simplest example, which tells who
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performs better than who, but there are sophisticated versions of NRA, such
as grading on the curve, which we discuss later.

For now, let us examine some of the assumptions the measurement model
is based on when applied to assessing classroom learning.

Some assumptions of the measurement model

(Note: Beware the following subheadings: all are either wrong or misleading.)

Knowledge can be quantified
Measurement requires that the learning outcomes of individual students are
quantified as scores along a single dimension or continuum so that indi-
viduals may be compared with each other. In practice, this means that learn-
ing is evaluated according to how much material has been learned correctly.
Good learners know more than poor learners. The Level 1 view of teaching
makes essentially quantitative assumptions, as we noted in Chapter 2: teach-
ing involves transmitting the main points, assessment involves marking stu-
dents on their ability to report them back accurately. The uni- and multi-
structural levels of the SOLO taxonomy are quantitative, where learning is
a matter of finding out more and more about a topic. But if you assess
only using quantitative techniques, what happens to the higher levels of the
SOLO taxonomy: to our ILOs addressing critical analysis or hypothesizing?

Percentages are a universal currency
One of the commonest forms of quantification is the percentage, derived
either as the ratio of number right to maximum possible multiplied by 100,
or as sets of ratings the maxima of which total 100. When this transformation
is carried out, it is assumed that percentages are a universal currency, equiva-
lent across subject areas and across students, so that different students’ per-
formances in different subjects can be summed, averaged and directly
compared. This is completely unsustainable, yet that doesn’t stop university
senates having long and earnest debates about one faculty using 75% as the
cut-off for an A grade and another using 70% as the cut-off: ‘We must level
the playing field across faculties! It’s not fair if it’s easier to get an A in arts
than it is in science!’ Such debates are silly: they are trying to extract certainty
from the unknowable. There is simply no way of knowing if 75% in physics is
the ‘same standard’ as 75% in history; or even if a student’s result of 75% in
Psychology 201 this year represents an improvement over 70% the same
student obtained in Psychology 101 the previous year.

Educational tests should be designed to clearly separate the high and
low scorers
Measurement experts used to maintain that a good attainment test yields ‘a
good spread’, following the bell curve (back to Galton). However, grades
follow the bell curve only if two conditions apply: that ability is normally
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distributed, and that ability is the sole determinant of academic attainment.
But the ability of our students is not likely to be normally distributed because
students are not randomly selected – not quite yet, anyway. And neither is
ability the sole determinant of students’ learning outcomes. Other factors
are called ‘teaching’ and ‘learning’. As argued in Chapter 1, good teaching
narrows the initial gap between Robert and Susan therefore producing a
smaller spread of final grades than that predicted by the initial spread of
ability. The distribution of results after good teaching should not be bell
shaped but skewed, with high scores more frequent than low scores. At uni-
versity level there is therefore every reason not to expect a bell curve distribu-
tion of assessment results in our classes. Forcing assessment results to follow
the curve actually prevents us from seeing how students are really performing.

Quantitative approaches to assessment are scientific, precise and objective
Numbers mislead. The measurement model yields an extended continuous
scale that invites us to make minute distinctions between students, but we
have to be careful. The error of measurement in our usual class sizes is
bound to be rather more than one percentage point. Worse, the way we use
the scales prevents them from being equal interval scales, where the differ-
ence between any two adjacent numbers is the same as any other two. This
is an essential property if we are to average and accumulate marks. The differ-
ence between 73 and 74, say, must be the same as the difference between
79 and 80, if marks are to be added or averaged. But the difference between
79 and 80 often becomes zero if first class honours is awarded to a disserta-
tion of 79 marks when the cut-off is 80 (see Box 9.3, p. 182). Many times,
teachers and boards of examiners are faced with the borderline case and
argue that as the scale is not accurate to one mark, we’ll give the student the
benefit of the doubt. This, however, makes our scale elastic, distinctly more
rubbery at some points along the scale than at others.

Do such decisions show how human we are or just how sloppy? We are
both and neither. We are being wonderfully inappropriate, like cooking din-
ner in the chemistry lab. The precision of the parametric measurement
model is just as out of place in the classroom as is weighing sugar in milli-
grams. It is worse, actually, because the procedure of quantifying qualitative
data, such as shifts in students’ understandings, requires arbitrary judgments
as to what is a ‘unit’, what is ‘worth’ one mark, what is worth five or however
many marks. These judgments are not only subjective; they often do not even
have an explicit and examinable rationale, beyond a vague norm refer-
encing: ‘I am marking out of five, this is the best so it gets five, this is average
so it gets three marks.’ What the criteria are that allow the judgement that this
one is ‘best’ and that one ‘average’ may not be examined.

What happens, then, is that a series of independent minor subjective
judgments – a mark for this, a mark for that – accumulate. The big decision
– pass or fail?, first class or upper second? – is made on the aggregate of
numbers, which includes the aggregate of error in all those minor judg-
ments. That big decision should be made, not on the accumulation of
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unknowably flawed minor judgments, but on a reasoned and publicly sus-
tainable judgment about the performance itself. This requires a holistic
judgment made on publicly stated criteria.

The application of a precise, scientific model to an area where it does not
apply cannot be scientific.

University education is selective
Comparing students with each other assumes that universities are a selective
device to find the intellectuals in the population, as in Han Dynasty China, or
that the purpose of the undergraduate years is to weed out the ‘pass’ level
students from the potential postgraduate research students.

The only place for assessing students selectively in the university context is
for entry to university or to graduate school. At entry, a convenient estimate
of scholastic ability is obtained by summing a student’s best three, or best five,
HSC or A level subjects, with or without adjustments for second attempt. What
you get is a measure of scholastic ability, which is robust enough to allow
direct comparisons between students in different subject areas. It is rough,
but it works over large numbers. Once students have been selected, however,
the aim of undergraduate teaching is to get students to learn what is in the
curriculum, an enterprise in which the measurement model has no place.

But shouldn’t the entry into university, and especially into graduate school,
be based on whether the students are able to meet the criteria or standards
necessary for doing graduate work? You don’t answer that question by
comparing students with one another.

The above assumptions give rise to some common practices.

Grading on the curve

After ranking, a common form of norm-referenced assessment is ‘grading on
the curve’. The top 10% of the class, say, are awarded ‘high distinction’, the
next 15% ‘distinction’, the next 25% ‘credit’ and 45% ‘pass’. The results will
appear to be stable from year to year and from department to department. If
there is a query from the odd student about the grade awarded, it is easy to
point to an unarguable figure: all objective, very precise. ‘You didn’t earn
enough marks to beat the others. They were too good for you. Sorry.’

The very term ‘high distinction’ is comparative, applicable only to that
blessed few who are highly distinguished. This puts the brake on the number
of HDs awarded. Even if one-third of the class met the criteria set for obtain-
ing a high distinction, it would be seen by colleagues on the board of exam-
iners, with the bell curve tolling in their heads, as a contemptible fall in
standards, not as it should be a cause for congratulation. Rather than calling
the highest grade a ‘high distinction’, the neutral term ‘A’ makes it easier to
accept that a high proportion of students could reach that high standard.

Many people, teachers, administrators, and even students, feel it ‘fitting’
that a few should do extremely well, most should do middling well and a
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few do poorly, some failing. This feeling comes straight from the assump-
tions that ability determines learning outcomes and that ability is normally
distributed. Both assumptions are untenable, as we have seen.

Unfortunately, grading on the curve is so easy. All you need is a test that
will rank order the students – a quick and dirty MCQ will do – and then you
simply award an A to the first 10%, B to the next 25%, or whatever has been
decided, and so on. Alignment is irrelevant.

Grading on the curve also appeals to administrators, because it conveys the
impression that standards over all departments are ‘right’, not too slack, not
too stringent, so that a few do really well, most middling and a few poorly: we
have got it right, year after year. But that result is an artefact: the distribution
has been defined that way, whatever the actual results in any given year or
department.

Grading on the curve precludes aligned teaching and criterion-referenced
assessment. It is a procedure that cannot be justified on educational
grounds.

Marking

Marking is an assessment procedure that comes directly from quantitative
assumptions and is so widespread as to be universal. It is, however, a pro-
cedure that needs to be examined closely. Marking is quantifying learning
performances, either by transforming them into units (a word, an idea, a
point), or by allocating ratings or ‘marks’ on a subjective if not arbitrary
basis. For marking to be acceptable, we have seen that one mark must be
‘worth’ the same as any other, so that they can be added and averaged and a
grade is awarded on the number of marks accumulated. Two most peculiar
phenomena are associated with marking:

1 Half the total number of marks available is almost universally accepted as
the pass mark.

2 It does not matter what is correct, as long as there are enough of them.

Multiple-choice tests enact these assumptions exactly. Learning is repre-
sented as the total of all items correct. Students quickly see that the score is
the important thing, not how it is comprised, and that the ideas contained in
any one item are of the same value as in any other item. The strategy is to
focus on the easy or trivial items; and of the alternatives you don’t know,
check the ones that seem vaguely familiar. You’ll almost certainly get more
than half correct – and by defintion you’ll pass.

The essay format, technically open ended, does not preclude quantitative
means of assessment. When multiple markers use marking schemes, they
give a mark or two as each ‘correct’ or ‘acceptable’ point is made, possibly with
bonus points for argument or style. This too sends misleading messages to
students about the structure of knowledge and how to exploit its assessment.
A good example is the strategy in timed examinations of attempting all
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questions and finishing none. The reasoning is that the law of diminishing
returns applies: the time spent on the first half of an essay nets more marks
than the same time spent on the second half. The more facts the more
marks, never mind the structure they make. But students don’t learn ‘marks’,
they learn such things as structures, concepts, theories, narratives, skills,
performances of understanding. These are what should be assessed, not
arbitrary quantifications of them. It is like examining architects on the num-
ber of bricks their designs use, never mind the structure, the function or the
aesthetic appeal of the building itself.

Assessment separated from teaching

In the measurement model, assessment is a standalone activity, unrelated to
teaching as such. Accordingly, it attracts its own context and culture. One
feature is the need for standardized conditions including the same assess-
ment tasks for all, a necessary condition when students are to be compared
with each other. Guaranteeing standardized procedures leads to a Theory X,
bureaucratic assessment climate: emphasis on decontextualized assessment
tasks that address declarative, not functioning, knowledge.

In universities that work in this way, teaching occupies the greater part of
the academic year, assessment a frantic couple of weeks at the end. Both the
present writers can recall, now with shame, not even thinking about the final
examination until the papers were due to be sent to the central examinations
section. You teach as it comes, you set an examination, the examination
centre invigilates it for you, you allocate the marks.

Alignment doesn’t come into it.

Effects of backwash from the measurement model

Measurement model procedures send unfortunate messages to students:

• The trees are more important than the wood. Maximizing marks is the important
thing, not seeing the overall structure of what is being learned. Put another
way, the measurement model encourages multistructural thinking, not
relational or extended abstract.

• Verbatim responses will gain marks. Although a verbatim replay of a unit in
the text or in the lecture may not be very noble, it has to be given some
credit when using a multistructural marking scheme, given cheating has
been ruled out. This happens even when the teacher warns that verbatim
responses will be penalized (Biggs 1973 (regrettably)).

• Success or failure is due to factors that are beyond the student’s control. An indi-
vidual’s result under NRA depends on the competition, who is more able.
Thus, in the event of a poor result, the student can either blame bad luck
or, more damagingly, come to the conclusion that he or she is simply not
as able as other people. Students can’t do anything about luck or ability,
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so why bother? The attribution under the standards model is different:
‘Here is what I am supposed to have achieved, I didn’t achieve it, so what
went wrong?’ The answer to that could be: ‘I didn’t put in enough effort’,
‘I didn’t know how to do it’ but, at worst: ‘I am dumb.’ The first two
attributions are under the students’ control and they can do something
about doing better next time. The last couldn’t be more discouraging.

The case against the measurement model is pretty convincing, so why do
its procedures remain? Box 9.1 suggests some answers.

Let us now turn to the alternative, the standards model.

Box 9.1 Why measurement model procedures remain

1 Tradition, habit. Why question what has worked well in the past,
especially when administrative structures and procedures make
change difficult?

2 Bureaucratic convenience

• Dealing with numbers gives the illusion of precision. Any appeal
or disagreement is over trivial issues. Let the numbers make the
big decisions.

• Grading on the curve gives the illusion of constant standards,
no egregious departments or results.

• The language of percentages is generally understood (another
illusion).

• Given the tight security of exams, avoidance of plagiarism can be
assured.

• Combining results from different departments needs a common
framework: the percentage and normalized scores (both illusions,
see earlier point).

3 Teaching convenience

• You teach, the exam questions can be left until well into the
teaching, exams section will see to the details. It is flexible on
coverage, what questions you set.

• You can easily average and combine marks across tasks and across
courses.

• You can use marks for disciplinary purposes (deduct for late
submission).

• It’s easier to argue numbers with students in case of dispute than
to argue ‘subjective’ structures.

4 Genuine belief in the measurement model. My job is to sort the sheep from
the goats.
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Standards model of assessment

The standards model of assessment is designed to assess changes in perform-
ance as a result of learning, for the purpose of seeing what, and how well,
something has been learned. Such assessment is criterion-referenced (CRA),
that is, the results of assessment are reported in terms of how well an indi-
vidual meets the criteria of learning that have been set. This model is the
relevant one for assessment at university (Taylor 1994). The point is not to
identify students in terms of some characteristic, but to identify performances
that tell us what has been learned, and how well. Unlike in NRA, one student’s
result is quite independent of any other student’s.

In 1918, R.L. Thorndike made it very clear that CRA was most appropriate
for educational purposes, and predicted that CRA would displace NRA from
public schooling (Airasian and Madaus 1972). He was right about the first
point, but, unfortunately, his prediction was wrong. The idea still lurks that
education is a selective exercise, and that norm-referenced examinations
are appropriate. But even where this idea is not explicit, the procedures of
constructing and administering tests, establishing reliability and validity and
interpreting and reporting test scores are based on parametric statistics, as if
the biological assumptions of polygenetic inheritance, which produce the
normal curve, are appropriate for educational assessment. As already argued,
for purposes of classroom assessment such statistics as the correlation and
the usual tests of reliability and validity are entirely inappropriate. Reliability
and validity of assessments are important, but they have entirely different
meanings in the standards model (pp. 188–90).

Outside educational institutions, the standards model is assumed when-
ever anyone teaches anyone else anything at all. The teacher has a standard,
an intended outcome of their teaching, which the learner is to learn satis-
factorily. Parents intend their children to learn to dress themselves to a given
standard of acceptability, swimming instructors have standards they want
their learners to achieve. Parents don’t lecture a toddler on shoe tying, and
give a multiple-choice test at the end to see if their child ties her shoes better
than the kid next door. The parent’s ILO, the teaching/learning activity and
the assessment are all the same: it is tying a shoe. In the case of driving
instruction it is driving a car. The alignment is perfect. Outcomes-based
teaching and learning is placing this approach back into the institution.

The logic is stunningly obvious: Say what you want students to be able to
do, teach them to do it and then see if they can, in fact, do it. There is a
corollary: if they cannot do it, try again until they can. This principle is used
in ‘mastery learning’ (Bloom et al. 1971) and the Keller Plan, a mastery
model for universities (Keller 1968). Students are allowed as many tries at
the assessment as they need – within reason – in order to pass the preset
standard. Some students pass in short order, others take longer. The main
objections to mastery-learning models were not to the principle, but to the
fact that the preset criteria were defined quantitatively, mainly because quan-
titative criteria are easy to define. In one study with high school biology
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students, the Roberts who focused on memorizing detail performed well in
such a mastery-learning approach, but not the Susans who were bored stiff
(Lai and Biggs 1994).

Such objections do not apply when the standards are defined qualitatively.
Qualitative assessment does not directly address the question of how much the
student knows, but how well. This requires an explicit classification of learn-
ing quality that needs to be derived for each topic or skill taught. The SOLO
taxonomy is a general model of learning quality that can be adapted to suit
particular content (see Chapter 5).

Let us now look at the assumptions needed to make the standards model
of assessment work.

Some assumptions of the standards model

We can set standards (criteria) as intended learning outcomes of
our teaching
Yes we can, as outlined in Chapter 5. If the intended learning outcomes are
written appropriately, the job of the assessment is to state how well they have
been met, the ‘how well’ being expressed not in ‘marks’ but in a hierarchy of
levels, such as letter grades from ‘A’ to ‘D’, or as high distinction through
credit to conditional pass, or whatever system of grading is used. Deciding at
the level of a particular student performance is greatly facilitated by using
explicit criteria or rubrics (examples on pp. 210–Table 10.2, 214–Table 10.4,
226–Table 11.2). These rubrics may address the task, or the ILO.

Different performances can reflect the same standards
While standardized conditions are required when individuals are to be com-
pared to each other, when we are seeking to find the optimum performance
of individuals, the more standardized the conditions the less valid the test is
likely to be for any given individual. Individuals learn and perform optimally
in different conditions and with different formats of assessment. Some work
better under pressure, others need more time. As in professional work itself,
there are often many ways of achieving a satisfactory outcome. Individual
students demonstrate their best work in different ways; assessment tasks such
as portfolios allow for that.

Teachers can judge performances against the criteria
This is critical when using the standards model but it is skirted when using
the measurement model. In the latter, teachers need to answer the following
question: ‘How many marks do I give this section?’ and in the former: ‘How
well does this performance as a whole meet the criteria for high distinction
(or whatever)?’ In order to make these holistic judgments teachers need to
know what is poor quality performance, what is good quality and why.

Constructive alignment operates on these same assumptions and addresses
how they may work in practice.
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Norm- and criterion-referenced assessment:
Let’s get it straight

Differences between NRA and CRA

Because of the universality of many NRA practices in assessing students, and
the educational logic of CRA, we should be clear about the differences. To
recap briefly:

1 In NRA, the results are expressed in terms of comparisons between stu-
dents after teaching is over. CRA results are expressed in terms of how well
a given student’s performance matches criteria that have been set in
advance.

2 NRA makes judgments about people, CRA makes judgments about
performance.

Task 9.2 presents a criterion-referenced test to sort the sheep from the
goats (joke).

The answer is at the end of this chapter.
A summary of the differences between CRA and NRA is captured in

Table 9.1, which lists a lexicon of NRA and CRA words. The only word com-
mon to both? Summative assessment.

Nevertheless, it is easy to blur the two models. Box 9.2 (p. 181) represents
a valiant attempt by an arts faculty at one university to move towards the
standards model. Previously, a marks system was used to define ‘A+’, ‘A’ and
‘A−’ and so on, and the attempt was made at faculty board to devise a scheme
that defined the grading categories, avoiding marks. The following was
issued to all teachers in the faculty.

You work out what the problem is. Then turn to Box 9.3 (but no peeking!)
(p. 182).

Task 9.2 NRA or CRA?

A teacher assesses two students in a CRA system and notes that Robert
has been awarded a B and Susan an A. On a recheck of the papers, the
teacher notes with a shock that Robert’s paper is as good as Susan’s! He
is reassessed and given an A too.

Is this now NRA (comparing students) or CRA (judging on stand-
ards)? Why?
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A double problem

Despite the prevailing norm-referenced cast of mind at undergraduate
level, the sheer logic of criterion-referenced assessment is generally seen in
assessing theses and dissertations. We expect a dissertation to display certain
characteristics: coverage of the literature, definition of a clear and original
research question, mastery of research methods, and so on. The categories
of honours (first class, upper second, lower second) originally suggested
qualities that students’ work should manifest: a first was qualitatively different
from an upper second, it was not simply that the first got more sums right.
Today, this approach might be in jeopardy, as these categories seem increas-
ingly to be defined in terms of ranges of marks, which is unfortunate. In
Box 9.4 (p. 183) we see a doubly unfortunate instance: defining the level of
honours in terms of marks, and allowing non-academic factors to influence
the judgment of academic quality.

In the standards model, and in constructive alignment in particular, this
double problem could not occur. The ILOs would refer to academic qualities
only, not sexual harassment, lateness or anything else, and the assessment
would be aligned to those ILOs. There are other and more appropriate ways
of dealing with the non-academic issues than by adjusting final grades.

Some important concepts in assessment

Authentic and performance assessment

In assessing functioning knowledge in particular, the assessment tasks need
to represent the knowledge to be learned in a way that is authentic to real
life. Verbal retelling is not often authentic; for example, we do not teach

Table 9.1 Two lexicons

Norm-referenced assessment
Mark, percentage, decile, rank order,* summative assessment, decontextualized
assessment, standardization, ‘fairness’, quantitative, average, grade-point average,
normal/bell curve, normal distribution, grading on the curve, a good spread of
scores, parametric statistics, test–retest reliability, internal consistency,
discrimination, selection, competition, high flier, ability

Criterion-referenced assessment
Assess, authentic/performance assessment, contextualized, standards, formative
assessment,* summative assessment, criteria, individualization, optimal performance,
student-centred, qualitative, grading categories, ILOs, alignment, judgment,
distribution free, non-parametric statistics, effort, skill, learning, competence,
expertise, mastery

* The one word in common!

180 Teaching for quality learning at university



10:58:06:11:07

Page 181

Page 181

psychology or any other subject just so that students can tell us in their own
words what we have told them. We need some sort of ‘performance of under-
standing’ (see pp. 74–6) that reflects the kind of understanding that requires
an active demonstration of the knowledge in question, as opposed to talking or
writing about it. This is referred to as ‘authentic assessment’ (Torrance 1994;
Wiggins 1989). The term ‘authentic’ assessment may imply that all other
forms of assessment are inauthentic, so many prefer the term ‘performance
assessment’ (Moss 1992). It reminds us of what we already know in aligned
teaching, that the assessment task should require students to do more than

Box 9.2 How Faculty Office suggests final grades should be deter-
mined (and the best of British luck!)

The following guidelines were issued to all staff in the faculty. They
were to use these in arriving at their final grade distributions:

A
(A+, A, A−)

Excellence, up to 10% of students. The student must
show evidence of original thought as well as having a
secure grasp of the topic from background reading and
analysis

B
(B+, B, B−)

Good to very good result, achieved by next 30% of
students who are critical and analytical but not necessarily
original in their thinking and who have a secure grasp of
the topic from background reading and analysis
Occasionally, a student who shows originality but is less
secure might achieve this result

C
(C+, C, C−)

Satisfactory to reasonably good result. The students have
shown a reasonably secure grasp of their subject but
probably most of their information is derivative, with
rather little evidence of critical thinking

Most students will fall into this category
D Minimally acceptable. The students have put in effort

but work is marred by some misunderstandings, but not
so serious that the student should fail

Students falling into this category, and outright
failures, would not normally comprise more than about
10%

Source: Faculty of Arts Handbook, the University of . . .

What is the problem here?
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just tell us what they know – unless, of course, declarative knowledge is all
that we require in this instance.

Decontextualized assessment

A related issue is whether the assessment tasks should be decontextualized,
requiring students to perform in the abstract, out of context. Where the
ILOs target declarative knowledge, it is quite appropriate to assess it using
decontextualized assessments, such as written examinations. We thus arrive
at an important distinction in assessment formats:

1 Decontextualized assessments such as a written exam, or a term paper,
which are suitable for assessing declarative knowledge.

2 Performance assessments, such as a practicum, problem solving or dia-
gnosing a case study, which are suitable for assessing functioning know-
ledge in its appropriate context.

While both decontextualized and contextualized learning and assessment
have a place, in practice decontextualized assessment has been greatly over-
emphasized in proportion to the place declarative knowledge has in the
curriculum. As we saw in Chapter 5, functioning knowledge is underwritten
by declarative knowledge and we need to assess both. A common mistake is
to assess only the lead-in declarative knowledge, not the functioning know-
ledge that emerges from it. The following ILOs are taken from rehabilitation
science, with their SOLO level and type of knowledge assessed:

1 Describe the bones and the muscles of the hand (multistructural,
declarative).

Box 9.3 The problem in Box 9.2

The intention is to assess according to quality, but the thinking is
still measurement model. Where there is a conflict, it seems that the
NRA guidelines would be expected to prevail. For instance, if 30% of
students ‘showed evidence of original thought as well as having a
secure grasp, etc.’ that would be seen in this scheme to be anomalous,
but as teachers we should be happy if this is what we found. Likewise,
we should be disappointed if not ashamed that most students displayed
‘derivative information’ (C): it looks like they hadn’t been taught
properly, but here we are told that that is what we should expect. What
is wrong here is that the definitions of learning outcome appear to be
based on expected distributions of ability. Major departures from that
distribution suggest either that there is something wrong with our
teaching or that we are too soft in assessing.
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2 Explain how the bone and muscle systems interact to produce functional
movement of the hand, for example in picking up a small coin from the
floor (relational, but still declarative).

3 Given a trauma to one muscle group (x) rendering it out of action, design
a functional prosthesis to allow the hand to be used for picking up a coin
(relational, functioning).

Holistic and analytic assessment

Analytic marking of essays or assignments is a common practice. The essay is
reduced to independent components, such as content, style, referencing,
argument, originality, format, and so on, each of which is rated on a separate
scale. The final performance is then assessed as the sum of the separate

Box 9.4 How not to ‘mark’ a dissertation

A student’s postgraduate thesis, carried out at an Australian uni-
versity, was submitted late, and given a mark of 76. However, during
an oral examination, in which the student left the room in tears, one
examiner persuaded the other two examiners that because of ‘super-
visory difficulties’, the thesis be upgraded to 79, which meant a clas-
sification of second class honours for the degree. The student then
raised other issues, including sexual harassment and claimed her
thesis was worthy of first class honours. An internal enquiry suggested
that 79 be converted to 80, so the dissertation was now awarded first
class honours. But the case was then referred to the deputy ombuds-
man, who advised that the ‘real’ mark should have been 73, when
readjusted for lateness and the bonuses for stress.

A ‘real’ mark is surely that which reflects the genuine worth of the work
done, but here we have a thesis variously marked at 73, 76, 79 and 80,
ranging from second to first class honours. The variation is due not so
much to differences in staff opinion on the intrinsic academic worth of
the thesis, as to differences in opinion on non-academic matters – late-
ness, stress, supervisory difficulties and sexual harassment – which were
factored in arbitrarily and after the event. The public, employers, other
universities – not to mention the poor student – would simply have
no idea whether the thesis demonstrated those qualities of flair and
originality that are associated with first class honours or of the less
dazzling but high competence that is associated with good second class
honours. It is ironic that a lay person, the deputy ombudsman, seems to
have been the one who was least swayed by non-academic issues.

Source: ‘From a flood of tears to scandal’, The Australian,
26 January 2001: p. 4
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ratings. This is very helpful as formative assessment (Lejk and Wyvill 2001a); it
gives students feedback on how well they are doing on each important aspect
of the essay, but the value of the essay is how well it makes the case or
addresses the question as a whole. The same applies to any task: the final
performance, such as treating a patient or making a legal case, makes sense
only when seen as a whole.

A valid or authentic assessment must be of the total performance, not just
aspects of it. Consider this example from surgery. You want to be sure that
the student can carry out a particular operation with high and reliable com-
petence. An analytic assessment would test and mark knowledge of anatomy,
anaesthesia, asepsis and the performance skills needed for making clean
incisions and then add the marks to see if they reach the requisite 50% (or in
this case perhaps 80%). Say a student accrues more than the number of
marks needed to pass but removes the wrong part. On the analytic model a
pass it must be.

Absurd though this example may seem to be, in an analytic marking
scheme some aspects of knowledge are inevitably traded off against others.
The solution is not to blur the issue by spreading marks around to fill in the
cracks, but to require different levels of understanding or performance,
according to the importance of the sub-topic. In this example, the student’s
knowledge of anatomy was insufficient to allow the correct performance,
hence the proper judgment is ‘fail’. Assessment of components certainly
should be undertaken as formative assessment but, at the end of the road,
assessment should address the whole.

In making holistic assessments, the details are not ignored. The question
is whether, like the bricks of a building or the characters in a novel, the
specifics are tuned to create an overall structure or impact. This requires a
hermeneutic judgment; that is, understanding the whole in light of the parts.
For example, an essay requiring reasoned argument involves making a case,
just as a barrister has to make a case that stands or falls on its inherent
plausibility. The judge does not judge the barrister’s case analytically:
uses legal terms correctly (+10 marks), makes eye contacts with jury mem-
bers (+5 marks), for too long (−3 marks) and then aggregates, the counsel
with most marks winning the suit. The argument, as a whole, has to be
judged. It is the whole dissertation that passes, the complete argument that
persuades, the comprehensive but concise proposal that gets funded, the
applicant’s case that wins promotion. That is what holistic assessment is
about.

Critics argue that holistic assessment involves a ‘subjective’ judgment. But
as we have seen, awarding marks is a matter of judgment too, a series of mini-
judgments, each one small enough to be handled without qualm. The num-
bers make the big decisions: if they add up to 50 or more, then it is a pass. At
no point does one have to consider what is the nature of a passing grade as
opposed to a fail or of a distinction level of performance as opposed to a
credit. One of the major dangers of quantitative assessment schemes is that
teachers can shelter under them and avoid the responsibility of making the
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judgments that really matter: What is a good assessment task? Why is this a
good performance? (Moss 1992).

The strategy of reducing a complex issue to isolated segments, rating each
independently, and then aggregating to get a final score in order to make
decisions, seems peculiar to schools and universities. It is not the way things
work in real life. Moss (1994) gives the example of a journal editor judging
whether to accept or reject a manuscript on the basis of informed advice
from referees. The referees don’t give marks, but argue on the intrinsic
merits of the paper as a whole and the editor has to incorporate their advice,
resolve conflicting advice and make a judgment about what to do with the
whole paper: reject it, accept it or send it back for revision. Moss reports that
one of her own papers, which argued for a hermeneutic approach to edu-
cational assessment, was rejected by the editor of an educational journal on
the grounds that a hermeneutic approach was not the model of assessment
accepted in the educational fraternity. But it just had been! Moss gleefully
pointed out that the editor had used a hermeneutic approach to arrive at
that conclusion. Her paper was accepted.

In order to assess learning outcomes holistically, it is necessary to have a
conceptual framework that enables us to see the relationship between the
parts and the whole. Teachers, like journal editors, need to develop their
own framework. The SOLO taxonomy can be useful in assisting that process
(see pp. 79–80; Boulton-Lewis 1998; Hattie and Purdie 1998; Lake 1999).

Convergent and divergent assessment:
Unintended outcomes

We used the terms ‘convergent’ and ‘divergent’ in Chapter 8 in connection
with teaching for creativity. A Level 1 view of teaching sees all assessment as
convergent: Get right what I have just taught you. When essays are marked
with a checklist, marks are awarded only for matching the prescribed points,
none for other points that might be just as good or better. This is not what
assessment should be about. Virtually all university-level subjects require at
least some divergent assessment. Setting only closed questions is like trying
to shoot fish in murky water. We need to use open-ended assessment tasks
that allow for unintended outcomes, that follow from such verbs in the ILOs as
‘hypothesize’, ‘create’, ‘design’, ‘reflect’ and the like.

A student teacher provided the following metaphor for assessment:

When I stand in front of a class, I don’t see stupid or unteachable
learners, but boxes of treasures waiting for us to open.

(An inservice teacher education student, University of Hong Kong)

What ‘treasures’ students find in their educational experience is some-
thing that can surprise, delight and, of course, disappoint too. When we assess
using closed questions something like this occurs:
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Teacher How many diamonds have you got?
Student I don’t have any diamonds.
Teacher Then you fail!
Student But you didn’t ask me about my jade.

Students’ treasures need not be just in diamonds. If you only ask a limited
range of questions, then you may well miss the jade: the treasure that you
didn’t know existed because you didn’t ask. Of course, if the ILOs are
expressed only in diamonds that is one thing, but frequently they are not, or
ought not to be if they are.

Any rich teaching context is likely to produce learning that is productive
and relevant, but unanticipated. The value of many formal activities lies pre-
cisely in the surprises they generate, such as field trips, practica or lab ses-
sions, while informal activities bring about unanticipated learning in infinite
ways. The student talks to someone, reads a book not on the reading list,
watches a television programme, browses the net, does a host of things that
sparks a train of thought, a new construction. Such learning probably will not
fit the questions being asked in the exam, but they could nevertheless be
highly relevant to the course ILOs. Most if not all important discoveries came
about as a result of paying attention to unintended outcomes.

Assessment practices should allow for such rich learning experiences, but
rarely do. One psychology professor included the following in the final exam
paper: ‘Based on the first-year syllabus, set and answer your own question on a
topic not addressed in this paper.’ Another was: ‘Psychology. Discuss.’ You had
to answer these questions extremely well. He also used the instruction:
‘Answer about five questions.’ The conservative or insecure students answered
exactly five. The more daring answered three, even two. They were, of course,
the deep learners. Other ways of assessing unintended outcomes are reflective
journals, critical incidents and the portfolio. We look at these in due course.

Some may see a problem of ‘fairness’ here. Shouldn’t all students be
assessed on their performance in the same task? This complaint has weight
only in a norm-referenced context, when you are comparing students with
each other. Then, yes, you have to standardize so that all have a fair crack at
however many As or HDs have been allocated. In portfolio assessment, how-
ever, the complaint is irrelevant. If student A can justify task X as addressing
the ILOs, and student B task Y, where is the problem?

To treat everyone the same when people are so obviously different from
each other is the very opposite of fairness.

(Elton 2005 on assessing student learning)

If the ILOs specify creativity and originality and the assessment does not
allow for them, now that is unfair.
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Who takes part in assessing?

Three stages are involved in assessing students’ performances:

1 Setting the criteria for assessing the work.
2 Selecting the evidence that would be relevant to submit to judgment against

those criteria.
3 Making a judgment about the extent to which these criteria have been met.

Traditionally, the teacher is the agent in all three assessment processes.
The teacher decides in advance that the evidence for learning comprises
correct answers to a set of questions that again in the teacher’s opinion
addresses and represents the essential core content of the course and the
teacher makes the final judgments on meeting the criteria.

Self-assessment (SA) and peer-assessment (PA) usually refer to student
involvement in stage (3), but students can and often should be involved in
stages (1) and (2) as well. Arguments can be made for all or any of these
combinations (Boud 1995; Harris and Bell 1986). Students can be involved
in discussing with the teacher what the criteria might be, which need
not be the same for all students, as happens in a learning contract system
(pp. 220–1). Students can also be involved in (2), that is, as the ones respon-
sible for selecting the evidence to be put up against the criteria, as happens
with assessment by portfolio. Finally, students can be involved in making
the summative judgment (3). This can be as self-assessment or as peer-
assessment and either or both can be used as a teaching/learning activity
and as an assessment task. Their judgments may also be included in the final
grade. All these possibilities are discussed in due course.

Probably the strongest arguments for self- and peer-assessment are that
they provide a TLA that engages crucial and otherwise neglected aspects of
student learning:

1 First-hand knowledge of the criteria for good learning. Students should
be quite clear about what the criteria for good learning are, but when the
teacher sets the criteria, selects the evidence and makes the judgment of
the student’s performance against the criteria, the students may have little
idea as to what they should have been doing and where they went wrong.
It is too easy for the students just to accept the teacher’s judgment and not
reflect on their own performance. They should be more actively involved
in knowing what the criteria really mean. They should learn how to apply
the criteria, to themselves and to others.

2 What is good evidence for meeting the criteria and what is not? Telling
students may not engage them. They need to learn what is good evidence
being themselves actively involved in selecting it.

3 Making judgments about whether a performance or product meets the
given criteria is vital for effective professional action in any field. Profes-
sionals need to make these judgments about their own performance (SA)
and that of others (PA). It is the learning experience professionals say is

Principles of aligning assessment with ILOs 187



10:58:06:11:07

Page 188

Page 188

most lacking in their undergraduate education (Boud 1986). Brew (1999)
argues that students need to distinguish good from poor information now
they are faced with an incredible overload of information from the net: an
essential skill in lifelong learning (pp. 148–51). A more general argument
along these lines is that conventional assessment disempowers learners,
whereas education is about empowering learners and assessment can be
made to play an empowering role (Leach et al. 2001).

Reliability and validity

A frequent criticism of qualitative assessment is that it is ‘subjective’ and
‘unreliable’. This is the measurement model talking. Let us rephrase so that
it applies to both models of assessment: Can we rely on the assessment results
– are they reliable? Are they assessing what they should be assessing – are they
valid?

Can we rely on the assessment results?

In the measurement model, reliability means:

• Stability : a test needs to come up with the same result on different occa-
sions, independently of who was giving and marking it. Hence, procedure
of test–retest reliability: give the same test to the same group again and see
if you get the same result.

• Dimensionality : the test items need to measure the same characteristic,
hence the usual measures of reliability: split-half, internal consistency
(Cronbach α).

• Conditions of testing: each testing occasion needs to be conducted under
standardized conditions.

Here reliability is seen as a property of the test. Such tests are conceived,
constructed and used within a sophisticated framework of parametric stat-
istics, which requires that certain assumptions be met, for example that the
score distributions need to be normal or bell shaped.

In the standards model reliability means something rather different:

• Intra-judge reliability. Does the same person make the same judgment about
the same performance on two different occasions?

• Inter-judge reliability. Do different judges make the same judgment about
the same performance on the same occasion?

Here reliability is not a property of the test, but of the ability of teachers/
judges to make consistent judgments. This requires that they know what
their framework of judgment is and how to use it: the criteria need spelling
out in what are now known as grading criteria or rubrics, which are simply
clear criteria of grading standards. We deal with these in Chapters 10 and 11.

188 Teaching for quality learning at university



10:58:06:11:07

Page 189

Page 189

Reliability here is not a matter of statistical operations, but of being very
clear about what we are doing, what learning outcomes we want, what is
to be the evidence for those outcomes and why. In other words, reliable
assessments are part and parcel of good teaching. We have been explicating
the framework and the specific criteria for making informed and reliable
judgments about students’ learning from Chapter 5 onwards.

Do the test scores assess what they should be assessing?

In the measurement model, the test needs to be validated against some
external criterion to show that the trait being measured behaves as it should
if it were being measured accurately. Thus, the scores could be correlated
with another benchmark test or used as a variable in an experimental
intervention, or in predicting an independent outcome.

In the case of the standards model, by way of contrast, validity resides in
the interpretations and uses to which test scores are put (Messick 1989), that is,
in the test’s alignment with the total teaching context. For example, if sitting
an exam results in students rote-learning model answers, then that is a conse-
quence that invalidates the test. An aligned, or properly criterion-referenced
assessment task is valid, a non-aligned one is invalid. The glue that holds the
ILOs, the teaching/learning environment, and the assessment tasks and
their interpretation together is, again, judgment. There is now quite a good
deal of agreement about reliability and validity in qualitative assessment
(Frederiksen and Collins 1989; Moss 1992, 1994; Shepard 1993; Taylor 1994).

Table 9.2 draws all these points together, contrasting the measurement
and standard models.

Task 9.3 (p. 191)  is a reflective exercise to help you see where you stand in
your thinking about your assessment practice.

Table 9.2 Comparing the measurement and standards models

Measurement model Standards model

Theory Quantitative. Classic test
theory, using assumptions of
parametric statistics

Qualitative. A theory of learning
enabling consistent judgments.
No assumptions about
distributions

Stability Scores remain stable over
testing occasions

Scores after teaching should be
higher than before teaching

Dimensionality The test is unidimensional.
All items measure the same
construct

Test multidimensional (unless
there is only one ILO)
The items address all the course
ILOs

Testing
conditions

Conditions need to be
standard

Conditions reflect an individual’s
optimal learning in the intended
application of the learning

(Continued)
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Now take a second look at Task 9.1 (p. 165). Would you make different
decisions now?

Summary and conclusions

Formative and summative assessment

The first thing to get right is the reason for assessing. There are two para-
mount reasons that we should assess: formative, to provide feedback during
learning; and summative, to provide an index of how successfully the student
has learned when teaching has been completed. Formative assessment is
basic to good teaching, and has been addressed in earlier chapters. Our
main concern in this chapter is with summative.

Effects of assessment on learning: Backwash

The effects of assessment on learning are usually deleterious. This is largely
because assessment is treated as a necessary evil, the bad news of teaching
and learning, to be conducted at the end of all the good stuff. Students
second-guess the assessment and make that their syllabus, and will under-

Table 9.2 Continued

Measurement model Standards model

Validity External: how well the test
correlates with outside
performances

Internal: how well scores relate to
the ILOs and to the target
performance domain

Use Selecting students.
Comparing individuals,
population norms. Individual
diagnosis

Assessing the effectiveness of
learning, during and after
teaching and learning

Answers to Task 9.2 The NRA/CRA problem

Despite the fact that Susan’s and Robert’s performances were com-
pared, the purpose of comparing was not to award the grades but to
check the consistency of making the judgment. What happened here
was that the initial judgment of Robert’s performance was inaccurate,
very possibly because of a halo effect: ‘Ah, here’s Robert’s little effort.
That won’t be an A!’ It took a direct comparison with Susan’s effort to
see the mistake. The standards themselves were unaltered.
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estimate requirements if the assessments tasks let them, so they get by with
low-level, surface learning strategies. In aligned teaching, contrariwise, the
assessment reinforces learning. Assessment is the senior partner in learning
and teaching. Get it wrong and the rest collapses. This and following chapters
aim to help us get it right.

Measurement model of assessment

The measurement model of educational assessment was hijacked from
individual differences psychology, which is concerned with measuring stable
characteristics of individuals so that they can be compared with each other
or with population norms. However, when this model is applied to assessing
educational outcomes, numerous problems arise. Unfortunately, many
procedures deriving from the measurement model are incompatible with
constructive alignment but remain in current practice: grading on the curve
so that students have to compete for the higher grades; marking, despite its
universality, has implications for the nature of knowledge that are unaccept-
able; separating assessment from teaching, which ignores alignment and
imposes a separate culture of assessment as apart from the culture of teach-
ing and learning. The backwash from the measurement model sends
unfortunate messages to students about the nature of knowledge and about
assessment preparation strategies that lead to surface learning.

Standards model of assessment

The standards model of educational assessment defines forms of knowledge
to be reached at the end of teaching, expressed as various levels of accept-
ability in the ILOs and grading system. This framework requires higher levels
of judgment on the part of the teacher as to how well the students’ perform-
ances match the ILOs than does quantitative assessment. The assessment
tasks need to be ‘authentic’ to the ILOs, stipulating a quality of performance
that the assessment tasks demand. The backwash tells students they need to
match the target performances as well as they are able.

Norm- and criterion-referenced assessment: Let’s get
it straight

Although norm- and criterion-referenced assessment are logically different,
there is still room for confusion, which we try to dispel with some exercises.
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Some important concepts in assessment

We present a list of concepts that are important in thinking about and
implementing constructive alignment. Authentic assessment directly engages
the student with functioning knowledge in its context, decontextualized
assessment is more suitable for declarative knowledge. While formative feed-
back often should be analytic by informing students how well they are man-
aging different aspects of the task, the summative judgment should be of the
whole, not the sum of its parts. Open-ended assessment tasks allow for
unintended and divergent outcomes, and students themselves need to be
involved in the various stages of assessment, in both peer- and self-assessment.

Reliability and validity

Measurement modelists accuse qualitative assessment methods of being
‘subjective’ and ‘unreliable’. What they fail to recognize is that reliability
and validity are not the exclusive domains of number crunchers. As the
quantitative scaffolding is dismantled, we find that notions as to reliability
and validity depended more and more on the teacher’s basic professional
responsibility, which is to make judgments about the quality of learning.

Further reading

Dart, B. and Boulton-Lewis, G. (eds) (1998) Teaching and Learning in Higher Education.
Camberwell: Australian Council for Educational Research.

Moss, P.A. (1994) Can there be validity without reliability?, Educational Researcher, 23,
2: 5–12.

Taylor, C. (1994) Assessment for measurement or standards: The peril and promise of
large scale assessment reform, American Educational Research Journal, 31: 231–62.

Torrance, H. (ed.) (1994) Evaluating Authentic Assessment: Problems and Possibilities in
New Approaches to Assessment. Buckingham: Open University Press.

The Taylor and Moss articles are seminal, outlining the principles of the rethink
on assessment, where the criteria that are qualitatively defined are included. Taylor
traces the historical and conceptual roots of NRA and CRA, clearly outlining where
the confusions in current practice have crept in, while Moss goes into the conceptual
issues in terms of assessment theory. Torrance’s book contains some commentaries
on the new approach. Dart and Boulton-Lewis contains chapters by Boulton-Lewis,
Dart, and Hattie and Purdie, which specifically deal with SOLO as a conceptual
structure for holistic assessment.

Websites

University of Melbourne, see especially the Assessment in Australian Universities
project: www.cshe.unimelb.edu.au/assessinglearning
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The Higher Education Academy: www.heacademy.ac.uk/default.htm
Oxford Brookes University: www.brookes.ac.uk/services/ocsd/2_learntch/

2_learnt.html
The Hong Kong Polytechnic University’s Assessment project, see especially the

Assessment Resource Centre: www.assessment.edc.polyu.edu.hk/
Queensland University of Technology: www.tedi.uq.edu.au/teaching/index.html.

Click ‘Assessment’ and choose your topic.
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10
Assessing and grading declarative
knowledge

In this chapter, we discuss designing assessment tasks for intended learn-
ing outcomes relating to declarative knowledge, and grading students’
performance. Assessing declarative knowledge is overwhelmingly by
the written essay, under either invigilated or open conditions, and by
multiple-choice testing. The latter has its uses for assessment but typic-
ally the MCQ addresses only low-level outcomes. We look at the ordered-
outcome item, which is an objective format that aims to assess high level
ILOs. An important problem in grading the written essay format is its
unreliability. We discuss eliminating halo effects and other sources of
unreliability and suggest the use of assessment criteria, or rubrics, to use
in both the analytic and the holistic assessment of extended prose.

Designing assessment tasks

We now turn to designing assessment tasks that are to be aligned to the
learning outcomes we intend to address. An appropriate assessment task
(AT) should tell us how well a given student has achieved the ILO(s) it is
meant to address and/or how well the task itself has been performed.
Assessment tasks should also support student learning, not sidetrack students,
as do some traditional assessment tasks, into adopting low-level strategies
such as memorizing, question spotting and other dodges. The backwash
must, in other words, be positive, not negative. It will be positive if alignment
is achieved because then, as we saw in the previous chapter, the assessment
tasks require students to perform what the ILOs specify as intended for them
to learn.

In designing appropriate assessment tasks, the following need to be taken
into account:

1 The criteria for the different grades, assigned to describe how well
the assessment tasks have been performed, should be clearly outlined as



10:58:06:11:07

Page 196

Page 196

rubrics that the students fully understand. These rubrics act as signposts
to students for preparing for assessment – for examples, see Tables 10.2
(p. 210) and 10.4 (p. 214). After assessment, students can compare their
actual grade with the criteria for higher grades and thus reflect on why
their actual grade may not have been as high as they would have liked.
They wouldn’t have the faintest idea of the quality of their actual per-
formance if they received a norm-referenced grade such as ‘You were in
the 60–70% range.’

2 One assessment task may address several ILOs. One AT per ILO can easily
lead to an overload of assessment for the student. Synoptic assessment is
where a large task addresses several ILOs and may even be used to assess
ILOs in different courses, as in a research project or a capstone project.
We deal with these modes of assessment in the next chapter. One final
exam is traditionally used synoptically, but this is likely to be effective only
when the ILOs are all declarative and all the students are Susans.

3 By the same token, one ILO may be addressed by more than one assess-
ment task. For example, an assignment and a reflective diary may each
have something to say about an ILO ‘reflect and improve’. It helps to see
each AT as a source of evidence of a student’s achievement of any ILO. You
can have one source of evidence or several, just as in (2) in this list, one
task may provide evidence relating to more than one ILO.

4 In selecting assessment tasks, the time spent by students performing them
and by staff assessing students’ performances, should reflect the relative
importance of the ILOs. This is frequently breached when there are com-
pulsory final examinations (‘70% of the final grade must be by final exam-
ination’). In this case, most of the assessment is likely to be focusing on
ILOs addressing only declarative knowledge (‘describe’, ‘explain’, ‘argue’),
while more important ILOs that can’t be easily assessed in the exam situ-
ation (‘apply’, ‘design’, for example) are assessed by tasks worth only 30%
of the final grade.

5 An important practical point is that the assessment tasks have to be man-
ageable, both by students in terms of both time and resources in perform-
ing them and by staff in assessing students’ performances. For example, a
portfolio would be impracticable in a large class.

These principles apply to ILOs addressing both declarative and function-
ing knowledge. Table 10.1 (p. 197) gives lists of typical verbs at different
SOLO levels illustrating each of declarative and functioning knowledge.

For the rest of this chapter, we focus on declarative knowledge verbs (in the
left-hand column), and in the next, we address some illustrative functioning
knowledge verbs.
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Assessing declarative knowledge

Typical declarative ILOs would include: identify, describe, list, explain,
argue, compare and contrast. In these, the student is required orally or in
writing to say something about a topic or body of knowledge, not necessarily
to do anything with that topic. There are two main formats of assessment
addressing these ILOs: questions that probe the student’s knowledge base, to
which students write extended prose in answer; and objective format, usually
in the form of the MCQ.

How important is the format of assessment? In a word: very. Different
formats produce typical forms of backwash. In preparing for exams, students
use memorization-related activities, assignments application-related activ-
ities (Tang 1991). Tang found that an assignment required deep learning
from the students with respect to one topic; the exam required acquaintance
with a range of topics, which allowed a high degree of surface learning. The
teachers concerned realized the assignment better addressed their ILOs,
but only with respect to one topic. They accordingly adopted a policy to use
both: short answer exams to ensure coverage, the assignment to ensure
depth.

As for MCQs, students see them as requiring low cognitive-level processes
and so they avoid a deep approach when studying for them, while they see
essays as requiring higher level processes and so use them (Scouller 1996,
1998). Some students were actually angry at being assessed by MCQs, feeling
they did not do justice to their learning (see Box 10.1).

So format is important. The lesson so far is that MCQs address lower order
ILOs containing verbs such as ‘memorize’, ‘recognize’, ‘identify’, ‘match’
and essays have a better potential for assessing higher levels of declarative
ILOs such as ‘explain’, ‘argue’, ‘analyse’ and ‘compare and contrast’.

Let us deal first with what is the most common format for assessing
declarative knowledge, essay-type answers to specific questions, first in invigi-
lated situations – the typical exam – and then in open situations, such as the
assignment.

Table 10.1 Some typical declarative and functioning knowledge verbs by SOLO
level

Declarative knowledge Functioning knowledge

Unistructural Memorize, identify, recite Count, match, order

Multistructural Describe, classify Compute, illustrate

Relational Compare and contrast
explain, argue, analyse

Apply, construct, translate, solve near
problem, predict within same domain

Extended
abstract

Theorize, hypothesize,
generalize

Reflect and improve, invent, create,
solve unseen problems, predict to
unknown domain
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Assessment under timed invigilation:
‘Exam conditions’

The major reasons for the ubiquity of the standard ‘exam’ have less to do
with assessment theory as with management issues. Because the situation of
invigilating students in a timed context effectively minimizes plagiarism,
many universities require a percentage at least of the summative assessment
leading to a student’s final grade to be assessed in this situation (we deal with
the question of plagiarism later; pp. 240–3).

Assessment in this context is quite extraordinary when you think about it.
It is about the only situation, outside TV quiz shows, when somebody is asked
to write answers to questions to which the person who asked the questions
already knows the answers! Nobody is telling anything new to anybody. This
is not what good communication is about, which implies that new information
is conveyed. Such assessment is hardly in keeping with a graduate attribute
requiring communication skills.

However, there is a place for such convergent assessment in order to check
the depth and accuracy of students’ knowledge. No, of course we can’t ask all
the questions that would tap the sum total of a student’s knowledge, but we
can sample areas of it. It is a little like shooting fish in muddy water and
concluding that the number of fish you hit is an indication of how many fish
are there. Not a very edifying metaphor for student assessment, but as shoot-
ing fish with pointed questions is so entrenched as to be inevitable, let us go
along with that for a while. That same metaphor does, however, remind us
that we should also be thinking of complementary formats of assessment that
are open to considering evidence that we ourselves had not thought of. For
example, portfolio assessment allows students to tell us what they consider to
be evidence for their learning in relation to the ILOs and that they would
like us to consider.

Box 10.1 Two examples of students’ views on multiple-choice tests

I preferred MCQ . . . It was just a matter of learning facts . . . and no real
analysis or critique was required, which I find tedious if I am not
wrapped in the topic. I also dislike structuring and writing and would
prefer to have the answer to a question there in front of me somewhere.

A multiple choice exam tends to examine too briefly a topic or provide
overly complex situations which leave a student confused and faced
with “eenie, meenie, minie, mo” situation. It is cheap and, in my opin-
ion, ineffectual in assessing a student’s academic abilities in the related
subject area.

Source: Scouller (1997)
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But apart from all those missed fish, it is very convenient to have a time and
a place nominated for the final assessment. Teachers, students and adminis-
tration can work around that: everyone knows where they stand. Further,
nobody has an ‘unfair advantage’: all is standardized. But in that case do you
allow question choice in a formal examination? Surely. But then you violate
the standardization condition, because all candidates are not then sitting the
‘same’ examination (Brown and Knight 1994). Does that worry you?

It is sometimes claimed that the time constraint reflects ‘the need in life to
work swiftly, under pressure and well’ (Brown and Knight 1994: 69). How-
ever, in real-life situations where functioning knowledge is time-stressed – the
operating theatre, the bar (in law courts, that is), or the classroom – this
point is better accommodated by performance assessment, rather than by
pressurizing the assessment of declarative knowledge in the exam room.
Alignment suggests that time constraints be applied only when the target
performance is itself time constrained.

Time constraint creates its own backwash. Positively, it creates a target for
students to work towards. They are forced to review what they have learned
throughout the course, and possibly for the first time see it as a whole: a
tendency greatly enhanced if they think the exam will require them to dem-
onstrate how holistic their view of the course is and not just a series of easy-to-
predict questions about particular topics. The format can be open ended, so
theoretically students can express their own constructions and views, sup-
porting them with evidence and original arguments. The reality, however, is
often different.

The more likely backwash is negative, with students memorizing specific
points to be recalled at speed (Tang 1991). Even so, there are different ways
of memorizing: Susan creates a structure first, then memorizes the key access
words (‘deep memorizing’), while Robert simply memorizes unconnected
facts (Tang 1991). So while timed exams encourage memorizing, this is not
necessarily rote memorizing or surface learning. Whether it is or not depends
on the students’ typical approaches to learning and on what they expect the
exam questions to require.

Open-book examinations remove the premium on memorization of detail,
but retain the time constraint. Theoretically, students should be able to
think about higher level things than getting the facts down. Baillie and
Toohey (1997) moved from a traditional examination in a materials science
course to a ‘power test’ – an open-book exam, with opportunities for col-
legial interaction – with positive results on students’ approaches to learning.
Students need, however, to be very well organized and selective about what
they bring in, otherwise they waste time tracking down too many sources.

Does the time constraint impede divergent responses? Originality is a
temperamental horse, unlikely to gallop under the stopwatch or to flourish
in the climate of a stern regimented silence. One needs only to compare the
quality of a term assignment with that of an exam response on the same topic
to see that difference. In our experience, Susans excepted, exam texts are
dull, crabbed and cloned; most students focus on the same content to
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memorize and use the same examples as given in class or in the text. And
isn’t it so boring for us to be told over and over what we know already? The
assignments of the same students, contrariwise, are often fresh, frequently
telling us something we didn’t know before, and sometimes even appear to
have been written with pleasure.

It is possible for students to display originality in examinations – especially
if they can prepare their original answers at leisure. But then they need to
know the questions, at least in general outline. You can encourage this high-
level off-track preparation by making it known you intend asking open ques-
tions (‘What is the most important topic you studied in the course this
semester? Why?’) or by telling the students at the beginning of the semester
what the exam questions will be – but then, of course, they have to be com-
plex questions, open to different interpretations and this strategy is open to
the criticism that it could encourage plagiarism and memorization of the
plagiarized source. Assessing divergent responses cannot be achieved by
using a model-answer checklist, because it does not allow for the well-argued
surprise.

In short, while the exam can elicit high-level responding from Susan,
Robert underperforms in the timed, invigilated setting, especially when he
knows that he can get by with memorization. As we shall see in the section
on assessing in large classes (pp. 232–8), there are better ways of using that
invigilated space than asking for written answers to closed questions. When
universities require a proportion of invigilated assessment in the final grade,
it is all the more important that alternatives to the closed-answer format are
used.

Exams are almost always teacher assessed, but need not be. The questions
can be set in consultation with students, while the assessing and awarding of
grades can be done by the students themselves and/or their peers. Boud
(1986) describes a conventional mid-session examination, where students in
an electrical engineering course were, after the examination, provided with a
paper of an unnamed fellow student and a detailed model answer and asked
to mark it. They then did the same to their own paper, without knowing what
marks someone else might have given it. If the self- and peer-assessed marks
were within 10%, the self-mark was given. If the discrepancy was greater than
10%, the lecturer remarked the script. Spot checking was needed to discour-
age collusion (‘Let’s all agree to mark high!’). Student learning was greatly
enhanced, as the students had access to the ideal answer, to their own match
to that and the perspective of someone else on the question – and teacher
marking time was slashed by nearly a third.

Oral assessments

Oral assessments have something in common with an invigilated situation.
They are used most commonly in the examination of dissertations and
theses. In the last case, the student constructs a thesis that has to be defended
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against expert criticism. These oral defences are most frequently evaluated
holistically and qualitatively. The components of the dissertation, such as
literature review, methodology and referencing, are usually not examined
analytically but are treated as hurdles that have to be cleared before the assess-
ment itself proceeds. The interview is not used in undergraduate assessment
as widely as it might be. A properly constructed interview schedule could see
a fruitful interview through in 20 minutes or so, while carefully run group
interviews could deal with four or five students at a time. Interviews are not
necessarily as time consuming as they appear to be and they are even more
plagiarism proof than an invigilated exam.

Unstructured interviews can be unreliable, but a major advantage of inter-
viewing, that it is interactive, is lost if the interview is too tightly structured.
Teachers are able to follow up and probe and students to display their jade,
pearls and opals – their unanticipated but valuable learning treasures. Oral
assessments should be tape recorded so that the assessment itself may be
made under less pressure, and the original assessment can be checked in
case of dispute when student and an adjudicator can hear the replay.

Assessing extended prose under open conditions

Assessing extended prose written under non-invigilated conditions, such
as assignments, raises some important questions. Many years ago, Starch
and Elliott (1912; Starch, 1913a, 1913b) originated a devastating series of
investigations into the reliability of assessing essays. Marks for the same essay
ranged from bare pass to nearly full marks. Sixty years later, Diederich
(1974) found things just as bad. Out of the 300 papers he received in one
project, 101 received every grade from 1 to 9 on his nine-point marking
scale.

The problem was that the judges were not using the same criteria.
Diederich isolated four families of criteria:

• ideas: originality, relevance, logic
• skills: the mechanics of writing, spelling, punctuation, grammar
• organization: format, presentation, literature review
• personal style: flair.

However, different judges disagreed about their relative importance, some
applying all the criteria, others applying one or few.

Maximizing stable essay assessment
The horrendous results reported by Starch and Elliott and by Diederich
occurred because the criteria were unclear, unrecognized or not agreed on.
There should have been some kind of moderation procedure, where teachers
need collectively to clarify what they really are looking for when assessing
different tasks and use an agreed set of criteria or rubrics. The reliability of
their interpretations of the criteria by each may be tested by assessing a
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sample of the same scripts and repeating this procedure until they reach a
high degree of consensus, say of the order of 90% within a range, say, of ± 1
grade. The criteria not only need to be used, the levels of acceptability (A
to F) in meeting the criteria need to be defined. ‘Ideas’, for example, has
three subscales: originality, relevance and logic. How do you define an ‘A’
level of originality? A ‘B’ level? Table 10.2 (p. 210) gives an example of a set
of rubrics for marking an assignment on arguing a case.

Halo effects are a common source of unreliability. Regrettable it may be,
but we tend to judge the performance of students we like more favourably
than those we don’t like. Halo effects also occur in the order in which essays
are assessed. The first half-dozen scripts tend to set the standard for the
next half-dozen, which in turn reset the standard for the next. A moderately
good essay following a run of poor ones tends to be assessed higher than it
deserves, but if this same essay follows a run of very good ones, it is assessed at
a lower level than it deserves (Hales and Tokar 1975).

Halo and other distortions can be greatly minimized by discussion. There
is some really strange thinking on this. A common belief is that it is more
‘objective’ if judges rate students’ work without discussing it. In one fine arts
department, a panel of teachers independently awarded grades without
discussion, the student’s final grade being the undiscussed average. The
rationale for this bizarre procedure was the postmodern argument that the
works of an artist cannot be judged against outside standards. Where this
leaves the assessment process itself is a thought to ponder.

Disagreement between external examiners for research dissertations is
best resolved by discussion before the higher degrees committee adjudi-
cates, but this is comparatively rare in our experience. Such disagreements
are more commonly resolved quantitatively: by counting heads or by haul-
ing in additional examiners until the required majority is obtained. In
one university, such conflicts were until recently resolved by a vote in sen-
ate. The fact that the great majority of senate members hadn’t even seen
the thesis aided their detachment, their objectivity unclouded by mere
knowledge.

Once the criteria or rubrics for assessment have been decided (see
Table 10.2 for an argue-a-case assignment), the moderation procedures
just mentioned should be implemented, whereby all assessors agree on the
interpretation and application of the rubrics. The following additional
precautions in any summative criterion-referenced assessment procedure
suggest themselves:

• Before the assessment itself, the wording of the questions should be
checked for ambiguity and clarity by a colleague.

• All assessment should be ‘blind’, the identity of the student concealed.
• All rechecking should likewise be blind, the original assessment concealed.
• Each question should be assessed across students, so that a standard for

each question is set. Assessing by the student rather than by the ques-
tion allows more room for halo effects, a high or low assessment on
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one question influencing judgment on the student’s answers to other
questions. Criterion-referenced and outcomes-based assessment refers to
performances, not to students.

• Between questions, the papers should be shuffled to prevent systematic
order effects.

• Grade into the full letter grades, A, B, C, and D first, then discriminate
more finely into A+, A, A− etc.

• Recheck borderline cases.

Objective formats of assessment

The objective test is a closed or convergent format requiring one correct
answer. It is said, misleadingly, to relieve the marker of ‘subjectivity’ in judg-
ment. But ‘judgment’ won’t go away. In objective tests, judgment is shifted
from scoring items to choosing items and to designating which alternatives
are correct. Objective testing is not more ‘scientific’ nor is it less prone to
error. The potential for error is pushed to the front end, in producing items
that can address higher order ILOs, which is difficult and time consuming to
do properly – and doing it properly includes pilot testing items. The advan-
tage is that the cost benefits rapidly increase the more students are tested at a
time. With machine scoring, it is as easy to test 1020 students as it is to test 20:
a seductive option.

There are many forms of the objective test: true–false, multiple choice
(MCQ), matching items from two lists and ordered outcome. We consider
the MCQ, and its lookalike, but very different, ordered-outcome format.

Multiple-choice questions

The MCQ is widely used. Theoretically, it can assess high-level verbs, but
practically they rarely do. As we saw, some students look back in anger at the
MCQ for not doing so (see Box 10.1, p. 198).

MCQs assess declarative knowledge, usually in terms of the least demand-
ing cognitive process, recognition. But probably their worst feature is that
MCQs encourage the use of game-playing strategies, by both student and
teacher:

Student strategies
1 In a four-alternative MC format, never choose the facetious or obviously

jargon-ridden alternatives.
2 By elimination, you can usually reduce to a binary choice, with the pig

ignorant having a 50% chance of being correct.
3 Does one alternative stimulate a faint glow of recognition in an otherwise

unrelieved darkness? Go for it.
4 Longer alternatives are not a bad bet.
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Teacher strategies
1 Student strategies are discouraged by a guessing penalty: that is, deduct-

ing wrong responses from the total score. (Question: Why should this be
counterproductive?)

2 The use of facetious alternatives is patronizing if not offensive (I-can-play-
games-with-you-but-you-can’t-with-me). Not nice.

3 You can reword existing items when you run out of ideas: it also increases
reliability (if you want that sort of reliability: see p. 188).

MCQs allow enormous coverage (that ‘enemy of understanding’, Gardner
1993). One hundred items can cover a huge range of topics. Exclusive use of
the MCQ greatly misleads as to the nature of knowledge, because the method
of scoring makes the idea contained in any one item the same value as that in
any other item (see Box 10.2).

The message is clear. Get a nodding acquaintance with as many details as
you can, but do not be so foolish as to waste your time by attempting to learn
anything in depth.

MCQs can be useful as a minor supplement to other forms of assessment
and for quick quizzes. Eric Mazur used them as a TLA, publicly displaying
the range of responses and getting their students to discuss them (p. 111).
Their potential for wide coverage means items can address anything dealt
with in class: they are therefore useful in encouraging class attendance.

When used exclusively, however, they send all the wrong signals.

Ordered-outcome items

An ordered-outcome item looks like an item from an MCQ, but instead of
opting for the one correct alternative out of the four or so provided, the
student is required to attempt all sub-items (Masters 1987). The sub-items

Box 10.2 What do you remember of Thomas Jefferson?

An MCQ was given to fifth-grade children on the 200th anniversary of
the signing of the US Constitution. The only item on the test referring
to Thomas Jefferson was: ‘Who was the signer of the Constitution who
had six children?’ A year later, Lohman asked a child in this class what
she remembered of Thomas Jefferson. She remembered that he was
the one with six children, nothing of his role in the Constitution.

What else did this girl learn?

There is no need to separate main ideas from details; all are worth one point.
And there is no need to assemble these ideas into a coherent summary or to
integrate them with anything else because that is not required.

Source: Lohman (1993: 19)
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are ordered into a hierarchy of complexity that reflects successive stages of
learning that concept or skill. The students ascend the sequence as far as
they can, thus indicating their level of competence in that topic.

The stem provides sufficient information for a range of questions of
increasing complexity to be asked. In the given example, devised by one
of the authors (CT), the SOLO taxonomy was used as a guide to the levels
of complexity: (a) is declarative unistructural, (b) and (c) are increasingly
complex declarative relational and (d) addresses functioning knowledge at a
relational level. The levels do not need to correspond to each SOLO level or
to SOLO levels at all; here, SOLO is simply a way of helping structure
increasingly high level responses that make sense in the particular context.

Key situations can be displayed in this format and a (d) or (c) level of
performance required (in the example in Box 10.3, anything less would not
be of much help to patients).

A guide to constructing ordered-outcomes items, using a SOLO sequence,
follows:

a Unistructural: Use one obvious piece of information coming directly from
the stem. Verbs: ‘identify’, ‘recognize’.

Box 10.3 An ordered-outcome item for physiotherapy students

a When is the asthma attack most severe during the day?
b Is an asthmatic patient physically fitter at 1 pm or 8 pm?
c Do you expect an asthmatic patient to sleep well at night? Give your

reasons.
d Advise an asthmatic patient how to cope with diurnal variation in

symptoms.
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b Multistructural: Use two or more discrete and separate pieces of informa-
tion contained in the stem. Verbs: ‘list’ and, in this example, ‘compare’,
which is nearer relational.

c Relational: Use two or more pieces of information each directly related
to an integrated understanding of the information in the stem. Verbs:
‘interpret’, ‘apply’.

d Extended abstract: Use an abstract general principle or hypothesis that can
be derived from, or suggested by, the information in the stem. It is some-
times possible to use a one-correct-answer format (‘Formulate the general
case of which the preceding (relational) item is an instance’) or to use
a divergent short-answer sub-item (‘Give an example where (c) – the
preceding item – does not occur. Why doesn’t it?’). Verbs: ‘hypothesize’,
‘design’, ‘create’ (not in Box 10.3 example).

An example from chemistry is given in Box 10.4.

In the ordered-outcome item, we are seeing what ILOs, applying to a
single situation, a student can meet. The ordered-outcome format sends a
strong message to students that higher is better: recognition and simple
algorithms won’t do. Using this format with mathematics items, Wong (1994)
found students operated from theory rather than applying algorithms, while
Lake (1999) found an ordered-outcome format in biological sciences led

Box 10.4 A chemistry ordered-outcome item

In a space shuttle, the exhaled air from an astronaut is circulated
through lithium hydroxide filters to remove carbon dioxide according
to the following equation:

2LiOH(s) + CO2(g) → Li2CO3(s) + H2O(l)

(Relative atomic masses: H = 1.0, Li = 6.9, C = 12.0, O = 16.0, K = 39.0;
molar volume of a gas at the temperature and pressure of the space
shuttle = 24 dm3).

a State whether the lithium hydroxide in the filters is in the form of a
solid, liquid or gas.

b How much greater is the relative molecular mass of carbon dioxide
compared to that of lithium hydroxide?

c Calculate the volume of carbon dioxide that could be absorbed by
1gm of lithium hydroxide.

d Suggest how the spent lithium hydroxide in the filters can be con-
veniently regenerated after use.

[Solubility data: LiOH (slightly soluble), NaOH (soluble), Li2CO3

(insoluble)]
Source: Holbrook (1996)
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students from the basic skills of data retrieval to the advanced skills of critical
analysis.

Using the evidence from ordered-outcome items raises the interesting
question of what are we assessing: how well the student meets the ILO, or
how well the student performs the task? If the former, then the evidence is
there immediately according to what levels the student was able to pass. If
the latter, we need to be very careful in constructing ordered-outcome items
so that we can achieve one final score at the end. The items need to form a
staircase: unistructural items must be easier than multi-; multi- easier than
relational; relational easier than extended abstract. This can be tested with
trial runs, preferably using the Guttman (1941) scalogram model, or soft-
ware is available (Masters 1988). Hattie and Purdie (1998) discuss a range
of measurement issues involved in the construction and interpretation of
ordered-outcome SOLO items.

In scoring ordered-outcome items as a normal test, it is tempting to say
(a) gets 1 mark if passed, (b) 2 marks, (c) 3 marks and (d) (let’s be generous)
5 marks. We then throw the marks into the pot with all the other test results.
While this is convenient, it misleads as to a student’s level of understanding.
If the score is less than perfect, a nominal understanding of one level could
be averaged with a high understanding of another, yielding ‘moderate’
understanding across all levels, which was not the case at all.

Alternatively, we could say that as the items are for all practical purposes
perfectly ordered, the final score is the highest level addressed, as all the
preceding levels may be presumed to have been passed.

For those who are interested to try out some ordered-outcome items, you
can complete Task 10.1.

This discussion of ordered-outcome items has raised two major issues:

1 Do we assess how well each ILO has been addressed or how well the task
has been performed?

2 Do we assess quantitatively or qualitatively?

Let us turn to these two questions.

Assessing the task

Do you assess and grade the ILO or the task? The obvious answer in out-
comes-based teaching and learning is that you assess how well each ILO has
been addressed. But that is not what teachers are used to doing or what
students are used to receiving as assessment results. Teachers assess the work
that students do, the tasks they perform, whether they are exam questions,
lab reports, assignments, final-year projects or whatever. Students for their
part want to know how well they did in the exam, in their lab report, in their
assignment or in their final-year project.

When each ILO is assessed by only one assessment task, there is no prob-
lem: assessing the task and assessing the ILO amount to the same thing. It is
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only when there are several tasks that might address one ILO or when one
task addresses several ILOs that the question arises. Sometimes the task
itself is so important that it is an ILO. ‘Write a laboratory report’ is an
example: keeping proper records of laboratory procedures is an intended
outcome in itself. Usually, however, assessment tasks are a means, not an
end: ‘pass the examination’ is not an intended learning outcome in
itself but a means by which we can assess whether particular learnings have
occurred or not.

It could be argued that since the assessment tasks have been aligned to one
or more ILOs, that is good enough: alignment is present and so we assess the
task, as we have always done. However, where there is more than one task

Task 10.1 Writing ordered-outcome items

Try the following steps to write some ordered-outcome items for your
course.

1 Identify the content area and the ILOs that you expect your students
to achieve with that content area.

Content area:
ILOs :

2 Design the stem to provide adequate information for the students to
answer the range of questions. The stem could be in the form of
written information, a diagram, a chart or any other form of
presentation.

3 Now design four or five questions that the students need to answer
based on the information given in the stem. These questions should
be of increasing complexity of the ILOs. Double-check if the answers
to the questions do reflect the successive stages of learning of the
concept or skill as indicated in the ILOs.

4 Now decide how you are going to score the items.
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relevant to any given ILO, we would not then know what contribution each
task made to that ILO; and where one task addresses several ILOs, assessing
the task doesn’t give much idea of how well a student has met any particular
ILO.

Several positions may be taken:

1 The task is assessed quantitatively, or ‘marked’, in the traditional way; that
is, ratings or percentages are given in the way they always have been. Some
teachers feel that this is already adequate for their particular subjects and
will continue to assess this way, Chapter 9 notwithstanding. This is a min-
imally acceptable position, as alignment is present.

2 The task is assessed qualitatively by using rubrics (see Table 10.2), and
converted to percentage points for obtaining the final grade for a task or
for a course.

3 The task is assessed holistically and graded directly.

Point 1 is standard practice, and nothing further need be said about that.
We do, however, need to say more about points 2 and 3.

Assessing qualitatively but reporting quantitatively

Table 10.2 gives an example of point 2, assessing qualitatively and converting
to a quantitative scale, for an assignment in which a case is argued, evidence
for and against is marshalled, a conclusion is reached and a letter grade from
F to A is to be given.

You may notice that the general structure from D to A is in terms of SOLO
as applied to the four components of introduction, argument, conclusions
and references. Each component is assigned a range of points or marks,
weighted so that the argument, the most important component, is allocated
most points. Note that the gap between grades is greater than the gap
between levels within grades, to emphasize that achieving a grade is more
important than achieving a fine grade within grades. Thus, a grade is first
awarded according to the rubrics, after which the conversion to a number is
made. The task, in other words, is graded, not ‘marked’; the conversion to
marks is only for administrative purposes. (And notice: we used the term
‘points’, not ‘marks’.)

For example, let us say the introduction in one case describes the topic,
refers to past work with some passing evaluation of it but then goes on to
state the present case, with no logical progression to the topic. This meets
the C criteria, hinting at a B−, so let us say C+, or seven points. Each com-
ponent is then assessed in this way and totalled. Table 10.3 (p. 211) gives a
range of percentage points for a letter grade.

Say a student scored 67 for this assessment task. This is closest to a B (Table
10.3), so B it is. The second row in Table 10.3 is for arriving at the final GPA
for a student for the year. The mean percentage points over all courses is
calculated and converted to a typical GPA-type scale. All this is fairly arbi-
trary, but then using numbers in this way always is. Numbers just happen to
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be very convenient for determining final results over a number of tasks or a
number of courses.

Holistic grading

Now let us look at the alternative: holistic grading of the task. The argument
is that assessment tasks are best assessed as a whole, not as a set of com-
ponents. The unique benefit of the essay assignment, for example, is to see if
students can construct their response to a question or issue within the frame-
work set by the question. The point of the essay is to see how appropriately
structured the response is. But there are traps for the unwary teacher. Using
an analytic marking scheme, it is very hard not to award high marks, when in
fact the student hasn’t even addressed the question (see Box 10.5).

The ancient history teacher failed to distinguish between ‘knowledge tell-
ing’ and ‘reflective writing’ (Bereiter and Scardamalia 1987). Knowledge
telling is a multistructural strategy that can all too easily mislead those assess-
ing the essay. Students tell all they know about the topic content by listing in
a point-by-point form. When marking bottom-up, as is so often done by
tutors using a common template for a marking scheme, it is very hard not to
award high marks for knowledge telling when in fact the student hasn’t
properly addressed the question.

Reflective writing, on the other hand, transforms the writer’s thinking.
The novelist E.M. Forster put it thus: ‘How can I know what I think until I see
what I say?’ The act of writing externalizes thought, making it possible to
unleash a learning process. By reflecting on what is written, it can be revised

Table 10.3 Conversions between percentage points, letter grades and GPA

Fail D C− C C+ B− B B+ A− A A+

> 45 46–50 52 55 60 65 68 70 75 80 80+
For GPA 1.0 1.7 2.0 2.3 2.7 3.0 3.3 3.7 4.0 4.3

Box 10.5 A warning from an ancient history essay

Question: In what ways were the reigns of Tutenkhmen and Akhnaton
alike and in what ways were they different?

The student who obtained the highest marks in the class listed the
life histories of both pharoahs and was commended by the teacher
for her effort and depth of research. But her lists didn’t answer the
question, which required a compare-and-contrast structure.

Source: Biggs (1987b)
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in so many ways, creating something quite new, even to the writer. That is
what the best academic writing does.

Reflective writing is clearly what the essay should be used for, not knowl-
edge telling. Tynjala (1998) suggests that writing tasks should require students
to transform their knowledge actively, not simply to repeat it. The writing
should require students to undertake open-ended activities that make use
of existing knowledge and beliefs, that lead them to question and reflect
on that knowledge and to theorize about their experiences and to apply
theory to practical situations, and/or to solve practical problems or prob-
lems of understanding. Tynjala gave students such writing tasks, which they
discussed in groups. When compared with students who did not do these
tasks, the reflective writers had the same level of knowledge as the other
students but were far better than the latter in the use to which they could put
their thinking.

Assessing the discourse structure of the essay requires a framework within
which that structure can be judged. SOLO helps in making that judg-
ment. Listing, describing, narrating are multistructural structures; compare
and contrast, causal explanation, interpretation, and here, arguing a case,
are relational. Inventive students create their own structures, which when
they work can make original contributions: these are extended abstract. The
facts and details play their role in these structures in like manner to the
characters in a play. And the play’s the thing. You do not ignore details, but
ask of them:

• Do they make a coherent structure (not necessarily the one you had in
mind)? If yes, the essay is at least relational.

• Is the structure the writer uses appropriate or not? If yes, then the question
has been properly addressed (relational). If no, you will have to decide
how far short of satisfactory it is.

• Does the writer’s structure open out new ways of looking at the issue? If
yes, the essay is extended abstract.

If the answer is consistently ‘no’ to all of these questions, the essay is
multistructural or less and should not be rated highly, no matter how rich
the detail. If you want students to ‘identify’ or ‘list’, the short answer or MCQ
are more appropriate formats, as easier for the student to complete and for
the teacher to assess. It may be appropriate to award the grades on this basis:
D (bare multistructural), C− to C+ (increasingly better multistructural, hints
of relational), B− to B+ (relational), A− to A+ (extended abstract). Each
grade is qualitatively different from the next, but within each grade, one
can use the ‘+’ and ‘−’ modifiers for a bare C or an excellent C. Table 10.3
(p. 211) can be used to convert the letter grade to a number for collating
purposes and for calculating GPA.

The essay assignment can be a powerful tool for learning as well as an
assessment task. If it is not used for the purpose of reflective writing, thus
addressing ILOs with higher relational and extended abstract verbs, it is
simpler to use a listing format.
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Assessing the intended learning outcome

The alternative to assessing the task is to use the evidence supplied by the
assessment tasks to assess each student’s performance with respect to each
ILO. The argument here is that since the ILOs are statements of what the
student is intended to learn, it makes most sense to report the results of the
assessments in terms of the ILOs for each course rather than for the assess-
ment tasks themselves. Again, if there is only one AT per ILO, there is no issue,
but where there are several the question becomes: ‘What does the available
evidence say about this student’s performance on the ILO in question?’

Having said that, it is not, of course, a good idea to multiply assessment
tasks – we need to watch both our workload and the students’ – but fre-
quently an AT that is set primarily to address a particular ILO often has some-
thing to say about a student’s performance on another ILO. For example, a
common verb like ‘explain’ a particular concept or ‘be able to communi-
cate’ may be evidenced in an examination and again in an assignment. Do
we ignore the evidence from a secondary AT or do we incorporate it in our
assessment of how well the student has met the ILO?

Assessing by ILO cannot meaningfully be performed quantitatively, that is
by ‘marking’ the ILO. It is a question of what the evidence from the assess-
ment tasks says about how well the ILO has been achieved by a given student,
which has to be a matter of judgment. In order to keep our own judgments
stable, and in order to obtain maximum reliability between teachers making
these judgments, rubrics need to be spelled out clearly. Table 10.4 gives
a sample set of rubrics for the verb ‘explain’ although, of course, these
will need to be adjusted according to what is being explained and in what
context.

Here, we moved straight from whatever evidence is available to making
a graded judgment of how well the student addresses the ILO itself. This
could be used as formative feedback to the student or summatively. If the
latter, as this is only one ILO out of five or so for a given course, we will need
to state a final grade for that course and to calculate a student’s GPA. The
‘scale score’ is actually taken from one university’s conversion from grade to
GPA-type scale: notice that again as in Table 10.2 (p. 210), the gap between
grades is greater than the gap within grades in terms of scale score. When the
final result has been calculated, we can convert to GPA score using Table 10.3
(p. 211), as before. It would in fact be most meaningful if on the student’s
transcript all the assessments of all the course ILOs were retained rather than
overall GPA.

In practice, students at present want to know ‘How did I do on that mid-
term assignment?’ rather than ‘How did I do on the “explain” ILO?’ To some
extent, then, it will be necessary to assess both the task itself to give student
feedback, as well as the ILOs it may address. In time, however, when students
and the public generally become used to outcomes-based teaching and
learning it may well be that a profile of grades on the ILOs will become
perfectly meaningful to all.
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Before we end this chapter, Task 10.2 is an exercise on designing assessment
tasks for declarative knowledge of your course.

Summary and conclusions

Designing assessment tasks

In designing assessment tasks there are several things to bear in mind. Clear
assessment criteria or rubrics need to be established for each task or for the
ILO(s) each AT is meant to address. It is useful to think of ATs as a source of
evidence of a student’s achievement of any ILO. You can have one source of
evidence or several, just as one task may provide evidence on more than one
ILO, but the ATs have to be manageable, both by students in terms of both
time and resources in performing them and by staff in assessing students’
performances.

Assessing declarative knowledge

Declarative knowledge is typically assessed by writing answers to set questions
or in objective formats. Writing is either in the timed and invigilated ‘exam’
or unrestricted, as in the typical essay assignment. The stress typically felt

Task 10.2 Design an assessment task or tasks for one of your course
ILOs

Select one ILO relating to declarative knowledge of your course and
design assessment task(s) that will appropriately assess this ILO. To help
you check the alignment between the task(s) and the ILO, identify what
the students are required to do in order to complete the assessment
task(s). The task requirements should be aligned to the ILO.

Course ILO:

Number of students in the course:

Assessment task Student activities to complete the task

1

2

Now double-check if the student activities are aligned to the verb(s)
nominated in the respective course ILO.

After designing the task(s), you will need to write the grading criteria
for either the ILO or for each of the tasks.

Assessing and grading declarative knowledge 215
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in the ‘exam’ situation produces its own distortion in the quality of work
done, especially by the Roberts of this world. A particular problem with
assessing extended writing is the lack of reliability between assessors. Several
suggestions are made to improve this.

Objective formats of assessment

The lack of reliability of assessing essays, plus the time they take to assess, has
led many teachers to use objective formats, particularly the MCQ. The major
problem with the MCQ, however, is that it is not at all suited to addressing
high-level outcomes and that it is prone to encouraging ‘strategic’ rather
than knowledge-driven preparation strategies. An exception is the ordered-
outcome format, which encourages students to target higher rather than
lower level items.

Assessing the task

Once the AT is aligned to the ILO(s) it is meant to address, the question
becomes how, operationally, is the student’s performance assessed? Is it
assessed against the task or against the ILO(s) the task is meant to address?
Teachers and students are used to task assessment and that is what many
teachers will continue to do. There are three ways of task assessment: quanti-
tatively, as has been the case traditionally; by assessing the task analytically,
addressing the task components using rubrics for each component; or by
assessing the task as a whole and grading qualitatively.

Assessing the ILO

The most logical, and operationally the simplest, way of assessing is by using
the evidence gained from the various tasks directly to assess the ILO itself, by
using rubrics designed for each ILO. The main objection to this method is
simply that teachers and students are not yet used to it.

Further reading

Much of the background and enrichment material for this chapter is the same as for
the next. Please refer to Chapter 11’s further reading section.
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11
Assessing and grading functioning
knowledge

We now look at aligning assessment tasks to ILOs that address function-
ing knowledge, and at how they may be graded. Functioning knowl-
edge has particular relevance to professionally related programmes, the
assessment of which includes assessing for ILOs for professional prob-
lem solving, for creativity and, up to a point, for lifelong learning. We
look at a range of assessment formats with special reference to portfolios
and capstone projects as these formats allow students to display the full
range of their personal learning. Assessment in large classes restricts the
range of formats that are practicable, but there are better ways of assess-
ing both declarative and functioning knowledge than cramming large
numbers of students into examination halls and relying heavily on
MCQs. One of the reasons for invigilating students during assessment is
not on grounds of good assessment but to prevent plagiarism. Plagiarism
is of increasing concern in today’s universities for a variety of rea-
sons. We look at some of the issues here and how plagiarism may be
minimized.

Formats for assessing functioning knowledge

Assessing functioning knowledge is in principle much easier than assessing
declarative knowledge. Just look at these verbs: ‘apply’, ‘design’, ‘create’,
‘solve unseen problem’, ‘perform a case study’, ‘reflect and improve’ and
many others that put knowledge to work. These verbs work as performances
of understanding in a context, and in professional faculties, that context is
about dealing with real-life professional problems. The assessment in these
cases is much more direct than when assessing decontextualized declarative
knowledge. How well do the students carry out a case study? Get them to
carry out a case study and see how well they do it. How well do the students
design a piece of systems software? Get them to design a piece of software
and see how well they do it.
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Such tasks are, as in real life, often divergent, ill formed or ‘fuzzy’, in the
sense that there are no single correct answers. For example, there are
many acceptable ways a software program could be written for use in a real
estate office. ‘Real life’ imposes limitations relating to budget, the costs of a
range of materials, time and space and so on, that allow different alterna-
tives. Assessment involves how well the design or creation works within those
limitations. What is important is that the student shows a ‘real-life’ under-
standing of the situation: how the problem may reasonably be approached,
how resources and data are used, how previously taught material is used, how
effectively the solution meets likely contingencies and so on. Clearly, this
needs open-ended assessment, where students are free to structure their
performances as they best see fit.

Various formats may be used for assessing and grading functioning know-
ledge in terms either of the ILOs addressed or the task itself. As in the case of
declarative knowledge, it is a matter of whether the rubrics apply to the task,
to the ILO, or to both.

Presentations

Student presentations
As opposed to the traditional seminar, student presentations are best for
functioning rather than declarative knowledge. Peer input can be highly
appropriate in this case. In one fine arts department, students present a
portfolio of their best work to an examining panel that comprises teachers, a
prominent local artist and a student (rotating), who view all the student
productions. The works are discussed and a final, public, examiners’ report
is submitted. This is not only a very close approximation to real life in the
gallery world, but actively involves staff and students in a way that is rich
with learning opportunities.

Poster presentations
Poster presentations also follow a real-life scenario: the conference format. A
student, or group of students, displays their work, according to an arranged
format, in a departmental or faculty poster session. This provides excellent
opportunities for peer-assessment and for fast feedback of results. Poster
assessment was introduced as an additional element of the assessment of
final-year project in an optometry programme to facilitate and assess reflec-
tion and creativity (Cho 2007). Apart from teacher assessing the posters, self-
and peer-assessment were also used. To motivate students to do well in the
poster assessment, opportunity was given to present the students’ posters at
a regional conference and a cash reward was awarded to the best poster.
Student feedback shows that designing the posters was fun and helped them
to be more creative and reflective of what they were doing in the project. The
experience of self- and peer-assessment also helped them learn from an
assessor’s perspective. However, posters ‘must be meticulously prepared’
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(Brown and Knight 1994: 78). The specifications need to be very clear, down
to the size of the display and how to use back-up materials: diagrams, flow-
charts, photographs. Text needs to be clear and highly condensed. Assess-
ment criteria can be placed on an assessment sheet, which all students
receive to rate all other posters. Criteria would include substance, originality,
impact and so on.

Critical incidents

Asking students to keep records of critical incidents in their workplace
experience and later to discuss their significance can be very powerful evi-
dence of how well their knowledge is functioning. They might explain why
these incidents are critical, how they arose and what might be done about it.
This gives rich information about how students (a) have interpreted what
they have been taught and (b) can make use of the information.

Such incidents might be the focus of an assessment interview, of a reflect-
ive journal or be used as portfolio items (see later).

Individual and group projects

Whereas an assignment usually focuses on declarative knowledge, the pro-
ject focuses on functioning knowledge applied to a hands-on piece of
research. Projects can vary from simple to sophisticated or carried out indi-
vidually or by a group of students.

Group projects are becoming increasingly common for two major reasons:
they aim to teach students cooperative skills, in line with ILOs or graduate
attributes relating to teamwork; and the teacher’s assessment load is mark-
edly decreased. They are not, however, always popular with students: they
often find it difficult to coordinate times; the assessment may not take into
account individual contributions, on the one hand, or group processes, on
the other; workplace cooperation involves individuals with distinct roles and
they may not be assessed individually on their contribution (Morris 2001).
The common practice of simply awarding an overall grade for the outcome,
which each student receives, fails on all counts.

Group projects need to be used carefully. Peer evaluation of contribution
is certainly one way to make them more acceptable, but giving that a miserly
5% towards the final grade is not enough to overcome the problem, as one
student, quoted in Morris (2001), put it. Lejk and Wyvill (2001a, 2001b) have
carried out a series of studies on assessing group projects, this question of
assessing contribution of members being one aspect. They found that self-
assessment was not very effective and suggest that the fairest way is to use
peer-assessment following an open discussion between students about rela-
tive contributions – but the peer-assessment should be conducted in secret,
not openly.
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Most attempts to assess relative contribution use quantification. A simple
version might be to award a global 60%, say, to a particular project. If there
are four participants, this means that 240 marks need to be allocated. You
may make this allocation, on the basis of interviews with the students, or get
them to do it. One problem is that they may decide to divide them equally –
some hating themselves as they do so, knowing they are selling themselves
short. Lejk and Wyvill use an elaborate matrix where students rate each other
on aspects of the task and derive an index for each student, which is used to
weight the calculation of the grade of each. The reliability of peer-assessment
in assessing group projects is an interesting and neglected issue that is
handled by Magin (2001).

A problem with collaborative projects is that individual students too easily
focus only on their own specific task, not really understanding the other
components or how they contribute to the project as a whole. The idea of a
group project is that a complex and worthwhile task can be made manage-
able, each student taking a section they can handle. However, the tasks
should not be divided according to what students are already good at: Mario
has read widely, so let him prepare the literature review, Sheila is good at
stats so let her do the analysis of results. The problem with this is that little
learning may take place. We want students to learn things other than what
they already know, so a better allocation is that Sheila does the literature
review and Mario the stats. This is likely to end up with both helping one
another and then everyone learns with some peer teaching thrown in to
boot.

Most important, we want the students to know what the whole project is
about and how each contribution fits in. To ensure this, an additional holistic
assessment is necessary. Students might be required to submit a reflective
report, explaining where and how their contribution fits into the project as a
whole and explaining how they think they have achieved the ILOs through
their participation in the project.

Learning contracts

Contracts replicate a common everyday situation. A learning contract would
take into account where an individual is at the beginning of the course, what
relevant attainments are possessed already, what work or other experience
and then, within the context of the course ILOs, he or she is to produce a
needs analysis from which a contract is negotiated: what is to be done and
how it is proposed to do it and how it is to be assessed. Individuals, or
homogeneous groups of students, would have a tutor to consult throughout
and with whom they would have to agree that the contract is met in due
course. The assessment problem hasn’t gone away, but the advantage is that
the assessments are tied down very firmly from the start and the students
know where they stand (Stephenson and Laycock 1993).

A more conventional and less complicated learning contract is little
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different from clear criterion referencing: ‘This is what an A requires. If you
can prove to me that you can demonstrate those qualities in your learning,
then an A is what you will get.’ This is basically what is involved in portfolio
assessment (see later).

Reflective journal

In professional programmes in particular, it is useful if students keep a
reflective journal, in which they record any incidents or thoughts that help
them reflect on the content of the course or programme. Such reflection is
basic to proper professional functioning. The reflective journal is especially
useful for assessing ILOs relating to the application of content knowledge,
professional judgment and reflection on past decisions and problem solv-
ing with a view to improving them. One teacher told us she had tried journals
but found them useless, because the students wrote what was in effect a diary
of routine events – which is not what a reflective journal should contain. One
needs to be very clear about what course or programme ILOs the journals
are meant to be addressing. In a course of contact lens clinic in one of the
universities in Hong Kong, reflective writing was used as one of the com-
ponents of assessment to encourage and assess students’ reflection during
their clinical placement (Cho and Tang 2007). Students were asked to keep
reflective diaries on their learning experience from clinical cases, interaction
with and feedback from supervisors and peers and application of theory to
practice. Students were briefed on this new form of assessment and were also
involved in giving suggestions on the design and assessment weighting of
reflective diaries. Quantitative and qualitative feedback from students indi-
cated that students found that they learned more because of the reflective
component of the assessment, their learning experience was sharpened
through the reflective writing. They were motivated to communicate more
frequently with their supervisors and peers to critique their own practice and
also the application of theory to practice.

Assessing journals can be delicate, as they often contain personal con-
tent. For assessment purposes it is a good idea to ask students to submit
selections, possibly focusing on critical incidents. Journals should not be
‘marked’ as a task, but taken as sources of evidence for the ILOs in ques-
tion, especially useful for the verb ‘reflect’ to see if the students are able
realistically to evaluate their own learning and thinking in terms of course
content.

One of the authors used reflective diaries to assess transformative reflec-
tion applied to teaching in an inservice masters of education course for ter-
tiary teachers (Tang 2000). As one of the learning activities, students were
asked to keep a reflective diary of their learning for every session of the
course. They were required to select and include two such diaries as part
of their assessment portfolio. Feedback from the students showed that the
diaries were a useful tool for transformative reflection, providing them with
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opportunities to search for and express their learning in a personal way and
to relate and apply their learning to their own teaching.

Case study

In some disciplines, a case study is an ideal way of seeing how students can
apply their knowledge and professional skills. It could be written up as a
project or as an item for a portfolio. Case studies might need to be highly
formal and carried out under supervision or be carried out independently by
the student. Possibilities are endless.

Assessing the case study is essentially holistic, but aspects can be used both
for formative feedback and for summative assessment. For example, there
are essential skills in some cases that must be got right, otherwise the patient
dies, the bridge collapses or other mayhem ensues. The component skills
here could be pass–fail; fail one, fail the lot (with latitude according to the
skill and case study in question). Having passed the components, however,
the student then has to handle the case itself appropriately and that should
be assessed holistically.

Portfolio assessment

Portfolios have long been used in the art world and in job applications:
individuals place their best work in a portfolio for judgment. They also need
to be wisely selective: dumping in items that do not address the job specifica-
tions and qualifications will not impress. Just so, students need to be wisely
selective in placing in their portfolios what they think best addresses the
ILOs and why. Portfolios allow the student to present and explain his or her
best ‘learning treasures’ and are therefore ideal for assessing unintended
outcomes (pp. 185–6). When students give their creativity free rein, port-
folios are full of complex and divergent surprises, aligned to the course or
programme ILOs in ways that are simply not anticipated by the teacher.

In their explanations for their selection of items, students explain how
the evidence they have in their portfolios addresses the course ILOs or
indeed their own personal intended aims and outcomes of learning. One
danger with portfolios is that students may go overboard, creating excessive
workload both for themselves and for the teacher. Limits must be set
(see later).

Assessing portfolio items can be deeply interesting. It may be time con-
suming, but that depends on the nature and number of items. Many items,
such as concept maps, can be assessed in a minute or so. In any event, a
whole day spent assessing portfolios is existentially preferable to an hour of
assessing lookalike assignments.

Following are some suggestions for implementing portfolio assessment:
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1 Make it quite clear in the ILOs what the evidence for good learning may be. The
ILOs to be addressed should be available to the students at the beginning
of the semester and discussed with them.

2 State the requirements for the portfolio:

• Number of items. This depends on the scope of the portfolio, whether it
is for assessing one course or several and the size of the items. Four
items is about the limit in a semester-long course but that is flexible.

• Approximate size of each item. Some items, such as a reflective essay, may
reach 2000 words or more, while other items, such as concept maps or
other diagrams, require less than a page. A rule of thumb: the total
portfolio should not be much longer than a normal project or
assignment.

• A list of sample items is most helpful when the students are new to port-
folios (see Box 11.1) but they should be strongly discouraged from
using that list only. Students should show some creativity by going
outside the list.

• Any compulsory items? This depends on the nature of the course. In most
professional courses, a reflective journal is probably a good basis even if
only extracts are submitted in the end.

• Source of items. Items may be specific to a course or drawn from other
courses in the case of evaluating a programme. In some problem-based
courses, students will be continually providing inputs, often on a pass–
fail basis, over a year, or two years. The final evaluation could then
comprise – in toto or in part – samples of the best work students think
they have done to date.

Box 11.1 Sample items that went into an assessment portfolio in a
course for teachers

• Critical incidents from a reflective diary
• Lesson plans, constructed on principles dealt with in class
• Teaching checklists on how teachers may (unconsciously) encourage

surface approaches in students as rated by a colleague
• A videotaped peer discussion on teaching with each participant

writing up his/her perspective
• Accounts of exemplary teaching/learning experiences and the

lessons to be drawn
• Concept maps of the course
• Letter-to-a-friend about the course
• Reviews of articles, self-set essays, to address the declarative ILOs
• A questionnaire on motivation and self-concept

Source: Biggs (1996)
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• Grading the portfolio. Portfolios are best assessed as a whole (the ‘pack-
age’), not by marking individual items.

On this last point, if items are graded separately and averaged, the main
value of the portfolio is lost: the situation is the same as combining different
assessments in the usual way to arrive at a final grade (see p. 209). While each
item might address one or more different ILOs, the whole addresses the
thrust of the course. The student’s selection of items is in effect saying: ‘This
is what I got out of your class. I have learned these things, and as a result my
thinking has changed in the following ways.’ If their package can show that,
they have learned well indeed.

Box 11.2 gives a concrete example from a course for educational psycho-
logists at a Hong Kong university; Table 11.1 gives general guidelines for
grading a portfolio.

Box 11.2 An example of assessing and grading a portfolio holistically

Curriculum and instruction: A subject in a course for educational psychologists

Grading will be based on your attaining the following ILOs:

1 Apply the principles of good teaching and assessment to chosen
contexts.

2 Relate selected aspects of curriculum design and management to the
educational system in Hong Kong.

3 Apply the content and experiences in this subject to enhance your
effectiveness as an educational psychologist.

4 Show examples of your reflective decision making as an educational
psychologist.

Final grades will depend on how well you can demonstrate that you
have met all the ILOs (only grades A, B, C and F were awarded):

A Awarded if you have clearly met all the ILOs, provide evidence of
original and creative thinking, perhaps going beyond established
practice.

B Awarded when all ILOs have been met very well and effectively.
C Awarded when the ILOs have been addressed satisfactorily or where

the evidence is strong in some ILOs, weaker but acceptable in others.
F Less than C, work plagiarized, not submitted.

Assessment guidelines

Show evidence that you have learned according to the criteria in the
ILOs. Keep a reflective journal to record useful insights as you progress
through the course. Use as a database. The evidence will be presented
in the following forms:
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• A paper, drawing on principles of curriculum and good teaching,
explaining how you would like to see the Hong Kong educational
system implement any major educational reforms. You should have
ILO (2) in mind.

• A report specifically addressing ILOs (3) and (4), a review of those
aspects of the course that you think will probably enhance your work
as an EP. This can refer both to your way of thinking about your role,
as much as to actual skills. Your reflective journal will be an import-
ant source for this.

• Your own rationale of your group presentation, taking into account
the evaluation made at the time of presentation. You should have
ILO (1) in mind.

• A self-evaluation showing how you have addressed each of the ILOs.

Place these in a portfolio, which will be graded as above. Take 5000
words as a guideline for the complete portfolio.

Handout for students in a masters course for
educational psychologists

Table 11.1 Holistic grading of a portfolio of items

Marginal Adequate Good Excellent
D C− C C+ B− B B+ A− A A+

1.0 1.7 2.0 2.3 2.7 3.0 3.3 3.7 4.0 4.3

The pieces of
evidence are relevant
and accurate, but are
isolated, addressing
one aspect of the
course
Demonstration of
understanding in a
minimally acceptable
way
Poor coverage, no
originality, weak
justification of
portfolio items

The evidence is
relevant, accurate
and covers several
aspects of the
course
Little evidence of
an overall view of
the course
Demonstrates
declarative
understanding of a
reasonable amount
of content
Able to discuss
content
meaningfully
Good coverage but
little application or
integration
Fair justification of
items

The evidence
presents a good
appreciation of the
general thrust of
the course
Good coverage
with relevant and
accurate support
A clear view of how
various aspects of
the course
integrate to form a
thrust or purpose
Good evidence of
application of
course content to
practice
Portfolio items well
justified

As in ‘good’ but
with higher
degree of
originality and
evidence of
internalization
into personalized
model of practice
Good evidence of
reflection on own
performance
based on theory
Generalizes
course content to
new and
unfamiliar real-life
contexts
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Notice that the final grade is awarded on the basis of the student’s profile
on all the ILOs: there is no need for counting and averaging, which greatly
simplifies the usual procedure. Because of these points, portfolios are very
appropriate for capstone projects (see next section).

For an example of grading a single functional ILO, Table 11.2 presents
some rubrics for ‘reflect and improve’.

Educational technology has enabled the development of e-portfolios with
items involving multimedia presentations.

If you are interested in implementing portfolio assessment, try completing
Task 11.1.

Capstone or final year projects

Capstone projects are versions of final year projects with the specific inten-
tion of addressing programme ILOs that may not have been assessed in
individual courses. It is, in fact, a flaw in much programme design that
programme ILOs are often seen in practice if not in intention as no
more than the sum of individual course ILOs. However, many programme
ILOs, ‘to make informed professional decisions’ for example, may not be
addressed by any particular course ILO, but by a combination of several

Table 11.2 Grading the ILO ‘reflect and improve’

Marginal Adequate Good Excellent
D C− C C+ B− B B+ A− A A+

1.0 1.7 2.0 2.3 2.7 3.0 3.3 3.7 4.0 4.3

Reflect Able to use
available
information to
self-evaluate and
identify limited
aspects of own
strengths and
weaknesses in a
general sense
No evidence of
suggestions of
ways to improve
performance
No evidence of
theory being
used in self-
evaluation

Able to use
available
information to
self-evaluate and
identify more
aspects of own
strengths and
weaknesses in a
general sense
Little
application of
theory in self-
evaluation and
limited
suggestions of
ways to improve
performance

Able to use
available
information to
self-evaluate and
identify the full
range of own
strengths and
weaknesses
Self-evaluation is
based on theory
Increasingly able
to suggest ways
to improve
performance in
a specific context

As in ‘good’
Able to
generalize self-
evaluation to
beyond
existing
context
Suggest ways of
improving
performance
in real-life
professional
contexts
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ILOs. Many important outcomes – most graduate attributes for exam-
ple – are not easily teachable in a single semester, but emerge over the
years more as a result of ‘immersion’ than of direct teaching (Knight and
Yorke 2004). For this reason, Knight and Yorke recommend that students
keep long-term portfolios of their work in which this development may be
tracked.

Addressing these broad ILOs, or combinations of ILOs, requires synoptic
assessment, that is, an assessment that straddles several course ILOs. This
is what the capstone project attempts to do. Synoptic assessments enable
students to integrate their experiences, providing them with important
opportunities to demonstrate their creativity (Jackson 2003). If students’
creativity is inhibited by having to address course-specific ILOs throughout
their undergraduate career – or if they feel it has been inhibited – then they
can really let fly in their final year or capstone projects.

The capstone project is thus designed to span several final-year courses or
possibly courses over all years, so that students have a chance to show that
they can put it all together and use it or, more generally still, to show how
they have developed in line with the institution’s graduate attributes and
of the programme ILOs, which otherwise may never be satisfactorily and
holistically assessed. It is particularly well suited to assess those evolving,
‘fuzzy’ ILOs that are not readily amenable to direct teaching such as lifelong
learning and creativity.

Task 11.1 Design portfolio assessment for functioning knowledge

Have a go at designing portfolio assessment for functioning knowledge
for your course by following the following steps:

1 Identify the ILOs relating to functioning knowledge that are to be
assessed.

2 Indicate the number of items to be included in the portfolio and the
size of each item.

3 Give a list of sample items for students’ consideration. However, stu-
dents should be encouraged to include items outside the list and
ones that they think will best evidence their achievement of the
course ILOs.

4 Write the grading criteria of the portfolio.

Before you implement the portfolio assessment, discuss with your stu-
dents so that they clearly understand the rationale, procedural details
of the assessment and the grading criteria. It would be helpful if stu-
dents have access to some samples of portfolios produced by previous
students.
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Assessing creativity

A deep-seated ambiguity about the nature of creativity and its assessment
exists: whether creativity is conceived as generic, applying across contexts, or
as embedded in students’ chosen area of specialization. As when discussing
TLAs for creativity, then, we are not assessing here how creative people are,
but the creative work that students produce (Elton 2005).

While most teachers in all disciplines believe that it is possible to help
students use their creative abilities to better effect, rather fewer think it is
possible to assess these capabilities reliably and even fewer are prepared to
try and do it. Yet evaluation is critical to the very idea of creativity and creativ-
ity is critical in all areas of study.

Let us start with an area where creativity is expected: University College
London Slade School BA in Fine Art, Student Handbook 2003/2004
(quoted in Elton 2005). The assessment criteria are as follows:

You will be assessed on the evidence of ambition, experimentation,
innovation and understanding of the subject and its contexts, as
developed in the work. Your progress in and development of the follow-
ing will be taken into account:

• critical awareness;
• relevant use of processes and materials;
• the depth and scope of investigation;
• the ability to realise ideas;
• contribution to and participation in the course.

‘Experimentation and innovation’ and ‘the ability to realise ideas’ imply
what creativity psychologists like Guilford (1967) and Hudson (1966) refer
to as originality: the ability to create something different on a foundation of
the known. This can take the form of recombining known elements in a new
way or seeing connections between ideas that others have missed. ‘Critical
awareness’ is similar to transformative reflection (p. 43): it looks at what is
known with a view to seeing what it might become.

These criteria suggest a sequence, starting with a foundation of solid
knowledge, prising it open and generating new possibilities, in a SOLO-type
progression from relational to extended abstract. Extended abstract verbs
are open ended, such as hypothesize, generate, design, reflect and improve:
all are built on prior sound knowledge and they require an object and a
context relating to that knowledge. Assessing creativity in this way applies
to all disciplines, from accounting to zoology and, accordingly, can be
built into course or programme ILOs as appropriate. In higher years, such
open-ended assessment should be appropriate whatever the area of study.

Two major conditions apply to assessing creativity:

• The assessment tasks have to be open ended. Invigilated examinations
are not good formats for displaying creativity, but portfolios, web pages
(an e-version of portfolios), blogs, solving ‘far’ or ‘fuzzy’ problems, designs,
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projects, case studies, posters, narratives, reflective journals offer excel-
lent opportunities for students to display their creativity in thinking about
and applying their learning.

• The climate must be such that students are encouraged to take risks, to
dare to depart from the established way of doing things. A Theory X
climate, with an insistence on students being right, discourages creativity.

Assessments in some areas must insist that students do things the estab-
lished way: surgery, laboratory practice, for example. But when the ILOs
address creativity, the assessment tasks must be open ended.

But to continue with our strategy of assessment, what about the rubrics
for assessing such outcomes? Isn’t asking creative work to be assessed against
set criteria something of an oxymoron? Not really, but as Elton (2005) says,
the criteria have to be interpreted ‘in light of the work’. One aspect of this,
he says, is connoisseurship, the ability of experts to asses work in their own
field of expertise, the willingness to employ judgment. Balchin (2006) adds
to the reliability of judgment by using consensual assessment by several
judges.

An important ingredient of creativity is the originality of the product and
we can estimate that: is it totally surprising and unexpected, is it original-ish
but rather ho hum or is it somewhere in between? Another key attribute of
genuine creativity is appropriateness. Creative work falls within a context. A
design that doesn’t work, be it ever so ‘imaginative’, should not receive an
A; a hypothesis that is off the wall as far as the research literature is con-
cerned is not likely to be much of a contribution to knowledge. The rubrics
will need to address the constraints that have to be met but be open enough
to allow students to display their originality. What other specific aspects of a
creative work may need to be taken into account in assessment will depend to
a large extent on the discipline area.

John Cowan (2006) suggests a rather more radical model for assessing
creativity, based on students’ self-assessment according to their own concep-
tions of what creativity means. The assessment by the teachers is not of the
student’s creativity on the basis of the creative works the student produces,
but to ‘decide if they are sufficiently persuaded by the learner’s making of
their judgment to endorse the learner’s self-assessment of their own creative
processes, thinking and outcomes, made against the learner’s chosen and
stated criteria, and following the method of judging which the learner has
outlined.’ (Cowan 2006: 161). To achieve this requires workshopping with
students to help them formulate their ideas of creativity and what constitutes
the kind of creative works they might produce and how to self-assess it.

Assessing lifelong learning

Lifelong learning is also one of the graduate attributes that can only really
be assessed in its embedded form. The summative assessment of lifelong
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learning generically will by definition occur rather late in the day for
the learner. However, the embedded components of lifelong learning,
such as the ability to work independently, to source information selectively,
to monitor the quality of one’s learning, to reflect transformatively and
improve decision making, to use sensible strategies for tackling unseen
problems, are assessable in well-designed capstone or independent research
projects.

A particular aspect of lifelong learning is workplace learning, of which the
practicum is a foretaste. The practicum, if properly designed, should call out all
the important verbs needed to demonstrate competence in a real-life situ-
ation. Examples include practice teaching, interviewing a patient or client in
any clinical session, handling an experiment in the laboratory, producing an
artistic product. It should be quite clear that the student has to perform
certain behaviours to a specified standard. Videotaping students at work is
useful, as then students can rate their own performance against the criteria
before discussing the supervisor’s rating.

The closer the practicum is to the real situation, the greater its validity.
The one feature that distorts reality is that it is, after all, an assessment
situation and some students are likely to behave differently from the way they
would if they were not being assessed. This may be minimized by making
observation of performance a continuing fact of life. With plenty of forma-
tive feedback before the final summative assessment, the student might nom-
inate when he or she is ‘ready’ for the final, summative, assessment. This
might seem labour intensive, but recording devices can stand in for in vivo
observation, as can other students.

In fact, this is a situation ideal for peer-assessment. Students will become
accustomed to being observed by one another when they give and receive
peer feedback. Whether student evaluations are then used, in whole or in
part, in the summative assessment is a separate question and one worth
considering.

In Chapter 8, we discussed some teaching/learning activities for facilitat-
ing functioning knowledge in workplace learning focusing on ILOs such as:

1 integrate knowledge and skills learned in university to real-life profes-
sional settings

2 apply theories and skills to practice in all aspects of professional practice
3 work collaboratively with all parties in multidisciplinary workplace settings
4 practise with professional attitudes and social responsibilities in their

respective professions.

Because of the multifaceted nature of the different workplace learning
situations, there can be no one fixed format of assessment. Assessment tasks
and formats must be designed or selected to appropriately address the ILOs.
Some common assessment tasks in workplace learning may include:

• observation of students’ workplace performance
• placement case reports
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• placement case/seminar presentations
• performance records
• reports from other staff in the placement centre
• feedback and evidence from others’ relevant sources
• e-portfolio.

The ILOs to be assessed become the criteria of assessment. They should be
clearly defined and understood by all parties concerned before the com-
mencement of the workplace learning placement. Individual programme
will have to decide on the type of assessment tasks that will require the
students to enact the target ILO verbs and provide evidence of their
achievement of such ILOs. In most cases, assessment is conducted either by
the workplace educators or as a combined effort of the institute academics
and the workplace educators. These assessments are teacher-centred. How-
ever, we should consider the possibility and feasibility of involving the
students in assessing their own performance through peer- and/or self-
assessment. These student-centred assessments enable students to have a
clearer understanding of the ILOs and also have a shared control of their
learning.

Assessing problem solving

Assessing problem solving can vary considerably. Standard problems usually
call out a relational response, using conventional and correct paradigms. But
even in these problem types, an ‘elegant’ (extended abstract) solution that is
original and concise obviously should be given greater credit: this is creative
work even if the format is conventional.

‘Fuzzy’ problems are those to which there is no definitive correct solution,
only better or worse ones. Deciding whether a solution is ‘better’ or ‘worse’
depends on the context. All sorts of criteria could come into play: degree of
originality, ‘elegance’, loose strings left hanging, cost etc. Each teacher will
have to decide each case on its merits. In this open and complex area, as in
the case of creativity, we return to the notion of connoisseurship: the expert
should be able to recognize excellence in their field of expertise.

One area where assessing problem solving has well-established practices is
problem-based learning itself. The essential feature of a teaching system
designed to emulate professional practice is that the crucial assessments
should be performance based, holistic, allowing plenty of scope for students
to input their own decisions and solutions (Kingsland 1995). Some version
of the portfolio, as open ended, may be useful in many programmes, but
essentially the assessment has to be suitable for the profession concerned.

Medical PBL developed the ‘triple jump’ (Feletti 1997), but the structure
applies to professional education generally:

1 Dealing with the initial problem or case: diagnosing, hypothesizing, checking
with the clinical data base, making use of information, reformulating.
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2 Review of independent study: knowledge gained, level of understanding,
evaluating information gained.

3 Final problem formulation: synthesis of key concepts, application to patient’s
problem, self-monitoring, response to feedback.

While these steps emulate real life, Feletti asks:

• Do all steps have to be passed or can you average?
• Is there an underlying ‘problem-solving ability’?
• Should performance at the various steps correlate together or not?

At the risk of sounding like a previous UK prime minister, Maggie Thatcher,
we would answer ‘no’, ‘no’ and ‘no’:

• ‘No’, you cannot average because that may mask a crucial weakness.
• ‘No’, we are not interested in underlying problem-solving abilities, we are

interested in whether the student can solve the problems in question.
• ‘No’, the steps or rather outcomes may well correlate but as teachers that

is not our business. We are interested in the answers to each outcome step
independently of any other.

All of which goes to show just what a grip measurement model thinking
has had on our thinking: even on best practice PBL practitioners.

Assessing in large classes

Many teachers see no alternative to the final exam and the MCQ when
assessing large classes. Using varied assessment tasks for higher level ILOs,
especially those addressing functioning knowledge, is seen by many teachers
as impractical in large classes.

However, it need not be thus. Of course, assessing the projects, assignments
and portfolios of 400 students between the end of semester and submission
of grades to the faculty board of examiners may be logistically and humanly
impossible. But there are alternatives. While rapid assessments are more
adapted to assessing declarative than functioning knowledge, we can make
some suggestions for assessing both forms of knowledge.

Speeding up assessment procedures

Peer- and self-assessment
Peer- and self-assessment can slash the teacher’s assessment load quite dras-
tically, even when conventional assessments such as exam or assignment are
used (p. 200). An additional benefit is that self- and peer-assessment are
particularly well suited for assessing functioning knowledge and values ILOs
such as teamwork and cooperation, because such assessments are what are
required in real life.
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Let us recap the advantages:

1 Self- and peer-assessment give the students first-hand, active involvement
with the criteria for good learning.

2 Students learn how to select good evidence.
3 Judging whether a performance or product meets given criteria is vital for

effective professional action.

It is important that these educational justifications are made clear to the
students, not only because the rationale for all teaching and assessing
decisions should be transparent, but because it is necessary to get the
students on side. A common belief is that assessment is the teacher’s responsi-
bility and some students resent being required to do the teacher’s dirty
work (Brew 1999). Peer-assessment can also be stressful to some students
(Pope 2001). It should be noted too that good students under-assess them-
selves, compared to what their peers would rate them, while poor students
over-assess themselves (Lejk and Wyvill 2001b).

How well do self- and peer-assessments agree with teacher assessments?
Falchikov and Boud (1989), reviewing 57 studies, found that agreement was
greatest with advanced students, least in introductory courses; and in con-
vergent content subjects, such as science, medicine and engineering, rather
than in arts and social science. Good agreement requires explicit criteria of
assessment and discussion and training in using them (Fox 1989).

As an operational rule of thumb, Boud (1986) suggests that if self- and/or
peer-assessments agree within a specified range, whether expressed as a
qualitative grade or as a number of marks, the higher grade is best awarded
(collusion can be mitigated by spot checking): he estimates this procedure
can cut the teacher’s load by at least one-third. Gibbs (1999) cut marking
time for the teacher by 18 hours a week by using peer-assessment, while
summative marks increased by 20% simply because peer-assessment is itself a
powerful TLA.

Group assessment
Group assessment is appealing in large classes. With four students per
assessment task, you get to assess almost a quarter the number you would
otherwise. But there are problems, particularly of plagiarism and its equiva-
lent, freeloading. It is necessary to be very careful about who does what in the
project, which is where peer-assessment helps, and that each student obtains
an overview of the whole task, not just of their particular contribution, for
example by writing a reflective report on how well each thinks they have
achieved the ILOs (pp. 219–20).

Synoptic assessment
We met synoptic assessment earlier in connection with capstone projects. In
essence, synoptic assessment is one large assessment task that might serve
several ILOs, whether of one course, or of several courses, as in the case of
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the capstone project. A research project, extended library assignment or a
dissertation could address the ILOs of different courses, even though the
ILOs themselves are different. It is, however, important that the teachers
concerned agree as to the assignment. They may well have different rubrics
to assess it by, to suit their own ILOs and purposes. Synoptic assessment is an
important way of avoiding over-assessment.

Random assessment
One way of ensuring that students are motivated to put effort into a series
of ATs is to use random assessment. In Gibbs (1999), 25 reports through
the year were required, but as each was worth only a trivial 1%, the quality
was poor. When the requirements were changed, so that students still sub-
mitted 25 reports as a condition for sitting the final exam, but only four
reports selected at random were marked, two benefits resulted. The stu-
dents worked consistently throughout the term and submitted 25 good
reports and the teacher’s marking load was one-sixth of what it had previously
been.

Rapid assessment of declarative knowledge

One three-minute essay
This appeared as a TLA for large class teaching and as a learning activity and
as feedback for the teacher (p. 115). It can just as easily be used summatively
for grading purposes, but if so, the students should be told first as their
strategies will be different. An obvious advantage is that the three-minute
essay can be answered and assessed in, er, three minutes.

Short-answer examinations
These are answered in note form. This format is useful for getting at factual
material, such as interpreting diagrams, charts and tables, but is limited in
addressing main ideas and themes. The examiner is usually after something
quite specific, and in practice operates more like the objective format than
the essay (Biggs 1973; Scouller 1996). However, it has advantages over the
standard multiple-choice in that it is less susceptible to test-taking strategies:
the answer can’t be worked out by elimination, it requires active recall
rather than just recognition and it is easier to construct but not as easy to
score.

Cloze tests
These were originally designed to assess reading comprehension. Every sev-
enth (or so) word in a passage is deleted and the student has to fill in the space
with the correct word or a synonym. A text is chosen that can only be under-
stood if the topic under discussion is understood, rather like the gobbet
(pp. 235–7). The omitted words are essential for making sense of the passage.
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Concept maps
We have seen concept maps as a teaching/learning activity (p. 115, 117).
They can also be used for assessment. They are particularly useful for giving
an overview of the course. They need not take a long time to prepare and the
teacher can tell at a glance if a student has an impoverished knowledge
structure relating to the topic or a rich one.

Venn diagrams
A simple form of concept map, where the boundary of a concept is expressed
in a circle or ellipse, and interrelations between concepts expressed by the
intersection or overlap of the circles (see Box 11.3). Venn diagrams, like
concept maps, are very economical ways of expressing relationships. They
can be used for teaching purposes, in conveying relationships to students,
and for assessment purposes, so that students may convey their ways of seeing
relationships between concepts. Getting students to draw and briefly explain
their own Venns, or to interpret those presented, can be done quickly, where
the target of understanding is relationships between ideas.

Box 11.3 represents an item for an educational psychologist course ILO
relating to professional interaction. There are three domains: psychologist,
student and school, with each of which the psychologist has to interact at
various times. For the student to be able to explain examples of the inter-
actions (1) through (3) would indicate a high level of understanding of the
psychologist’s role. This item could be adapted to virtually any situation: just
label the circles differently. Task 11.2 asks you to think about precisely that.

Letter-to-a-friend
This is written by the student to a friend, imaginary or real, who is supposedly
thinking of enrolling in the course in the following year (Trigwell and
Prosser 1990). These letters are about a page in length and are written and
assessed in a few minutes. The student should reflect on the unit and report
on it as it affects them. Letters tend to be either multistructural or relational,
occasionally extended abstract. Multistructural letters are simply lists of
course content, a rehash of the course outline. Good responses provide
integrated accounts of how the topics fit together and form a useful whole
(relational), while the best describe a change in personal perspective as a
result of studying the course (extended abstract). Letter-to-a-friend also
provides a useful source of feedback to the teacher on aspects of the course.
Like the concept map, letters supplement more fine-grained tasks with an
overview of the course.

Rapid assessment of functioning knowledge

Gobbets
Gobbets are significant chunks of content with which the student should be
familiar and to which the student has to respond (Brown and Knight 1994).
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They could be a paragraph from a novel or of a standard text, a brief passage
of music, a Venn diagram, an archeological artefact, a photograph (a build-
ing, an engine part) and so on. The student’s task is to identify the gobbet,
explain its context, say why it is important, what it reminds them of or
whatever else you would like them to comment on.

Gobbets should access a bigger picture, unlike short answers that are suf-
ficient unto themselves. That big picture is the target, not the gobbet itself.

Box 11.3 A powerful Venn item

Write a brief sentence describing an interaction that would occur in the
sites in relation to professional interactions.

1

2

3

This item is easily adapted to other areas by using different labels in
each circle.
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Brown and Knight point out that three gobbets can be completed in the time
it takes one essay exam question, so that to an extent you can assess both
coverage and depth. They could assess either declarative or functioning
knowledge.

Task 11.2 Venn diagram of TLAs and ATs for functioning knowledge

What TLAs and ATs could be designed from interactions between the
parties in relation to teaching/learning and assessment of functioning
knowledge?

1 Teacher–individual students:
TLAs:
ATs:

2 Teacher–groups of students:
TLAs:
ATs:

3 Individual students–groups of students:
TLAs:
ATs:
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Video segments
These can easily be played in the invigilated situation, either publicly or
using controlled individual PDAs with earphones, and the student is to apply
a theory to interpret what is going on. This is a version of the gobbet with a
more applied intent. The scenario could be of a social worker interacting
with a client, a teacher in a classroom during a critical incident, a scene from
a play, a historical re-enactment . . . the possibilities are endless.

Ordered-outcome tests
Discussed in Chapter 10, these typically address declarative knowledge in the
lower levels and functioning in the higher.

Educational technology (ET) can help in rapid assessment, as well as in
assessment generally.

Educational technology

ET has much potential in assessing both declarative and functioning know-
ledge, whatever the size of the class. Computer-assisted assessment (CAA) is
directed towards declarative knowledge, using the power of the computer to
assess conventionally but more efficiently in objective format. There are
commercial MCQ banks, or the teacher can design and use them through
WebCT or Blackboard.

CAA has several advantages over the usual pencil-and-paper format (Maier
et al. 1998) because it:

• allows more than one attempt
• can supply hints
• provides immediate feedback
• can guide reading as a result of the test
• may be either formative or summative
• can present questions in random or standard order.

There can be a databank of several questions on a topic and, when a
student logs on, a different sample of questions can be presented each time
and the difficulty level each student is getting correct can be recorded, diag-
noses made and suggestions provided as to how learning may be improved.

There are two main concerns about using CAA summatively. The first is
that, in time, students can rote learn the correct responses, bypassing the
mental process required to work out the correct response. This can be miti-
gated by randomizing the alternatives at each presentation, and, on the
principle of alignment, using the system precisely for items that require rote
learning, such as terminology, rules and so on. When used on a pass–fail
basis, ‘pass’ requiring 90% correct responding, is identical with mastery
learning. And that is the problem: it is too easy to equate good learning with
‘knowing more’, if that is all CAA is used for.
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ET’s most exciting use is in assessing functioning knowledge. Complex
real-life situations can be given in multimedia presentations and students
asked to respond. A video clip, with multiple-choice alternatives, could show
a professional scenario, say a psychologist interviewing a client and the stu-
dent is required to choose from the alternatives what type of situation is
represented (Maier and Warren 2000); or in an open-ended version, asking
the student to comment on what is going on, a critical analysis of the
exchange, what steps the psychologist might take next and so on. Essay
assessment can be facilitated by the teacher inserting comments from a bank
of comments in appropriate parts of the essay.

Students may be required to set up their own web pages and post their
learnings as they would in a learning portfolio and in portfolio assessment.
The advantage here is that all the other students in the course can access it
and post their own evaluative comments, thus providing formative feedback
and self- and peer-assessment much more readily than when assessments are
made in hard copy. The UK Open University uses a student-created website
in place of a traditional exam; details and discussion of the issues involved
such as plagiarism, are discussed in Weller (2002). In one university, each
student has their own PDA that they use in a wide variety of ways throughout
the course. They are able to take photographs and videos and post them on
the net, communicate with their teacher and with one another, thus poten-
tially turning every relevant experience into a learning event, a TLA, that can
also be an assessed as an assessment task.

ET can be very sophisticated, as in productive media, using microworlds
where the student builds his or her own system (Laurillard 2002): here TLA
and assessment are intertwined as in real-life learning. In fact, the uses of ET
in assessment are limitless, mimicking as it can much authentic assessment
and by virtue of its interactivity allowing creativity of a high order.

As far as large class assessment is concerned, however, one must sound a
caution. At first blush it sounds like the answer to assessment of high-order
ILOs of functioning knowledge in large classes because the students can
work away in their own time, but someone has to visit the websites and
make the assessments. Certainly a large part of this burden can be solved by
self- and peer-assessment and no doubt too programs like Scardamalia
and Bereiter’s (1999) Knowledge Forum can help to organize the mass of
responses and evaluate the contribution individual students make to the
forum.

ET may handle both quantitative and qualitative modes of assessment,
with considerable logistic and managerial advantages. The potential of ET in
assessment is most valuable in open-ended responding, in rich and con-
textualized situations, particularly with the advent of software like Knowledge
Forum, which facilitates both formative and summative assessment at either
individual or group level.

A problem with using ET for summative evaluation is that one needs to be
sure that the person at the keyboard is the student who should be there.
Hopefully, technology will be designed to beat even this problem. There is
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always the problem of plagiarism, but that exists in both conventional and
ET modes when conducted outside an invigilated environment.

Let us now consider that problem.

Plagiarism

Many students do not see plagiarism as a moral issue or that it undermines
assessment (Ashworth et al. 1997). In some universities, up to 90% of
all students plagiarize their work (Walker 1998). In 2002, the Australian
Vice-Chancellors Committee commissioned a survey that found that 14% of
students are plagiarists, but the figure is probably much higher because
much goes unreported.

Susskind (2006) in a summary of various reports on plagiarism suggests
that plagiarism in university essays is so rife that bringing back compulsory
exams may be the only way to stop it: ‘Plagiarism has knocked the stuffing
out of the essay assignment,’ Melbourne University’s Simon Marginson is
quoted as saying. ‘It has contaminated the essay badly, making it a waste
of time as an educational project. Things have moved beyond the current
regimes of assessment. The system has broken down.’

Susskind summarizes the driving forces behind current plagiarism levels:

• The internet, with its 8 to 10 billion pages of information freely available.
• Since universities have gone corporate, passing students affects funding,

so that teachers are not encouraged to report plagiarism, because of the
fear of scandal and loss of funds from failed students. In one Australian
university, the senior administration dismissed the claims made by an
external examiner that several students had plagiarized their work as
motivated by ‘spite’, although he had supplied the web addresses from
which the students had downloaded their papers. This particular case
ended in an independent inquiry that took the administration severely to
task, resulting in much clearer definitions of plagiarism and tougher pro-
cedures, but the fact that this case even occurred is evidence of the extent
to which some institutions not only may tolerate but even seem to condone
plagiarism.

• Globalization in Australia has brought an influx of about 240,000 foreign
university students, or 25% of the student body, many of whom struggle
with English. Many feel it preferable to copy from sources rather than
trust their own writing skills.

• Generation Y’s tendency to question the value and legitimacy of copyright
and intellectual property. Brimble and Stevenson-Clark (reported in Lane
2006) found that 40% of students from four Queensland universities
thought that faking the results of research was just ‘minor cheating’, while
11% did not even regard it as cheating. Students were also very tolerant of
copying another student’s assignment or downloading from the web.

The true occurrence of plagiarism is hard to estimate: we have estimates
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here ranging from 14% to 90%. Probably both figures, and all in between,
are true in different universities. Plagiarism among international students
presents a different problem, due to uncertainty about writing skill. In some
cultures, students are taught that it is disrespectful to alter the words of an
expert (Ballard and Clanchy 1997).

The hard remedy is to go back to compulsory examinations but the
educational cost of that in terms of sound assessment would be huge.

A longer-term remedy is to change the culture from what it seems to
be becoming. Students are much readier to cheat if they perceive the staff to
be setting ‘make-work’ assignments or if they know that their assignments
will be marked by tutors and part-timers whose heart isn’t in it: surface
approaches on one side breed surface approaches on the other. Setting
worthwhile assessment tasks that draw meaningfully on the experience of the
students is much more likely to be treated respectfully.

Smythe (2006) describes a way of successfully reducing plagiarism by
requiring students to choose a research topic and a proposal, which is sub-
mitted early in the semester. Students are thus forced to think about the
assignment from the start and to work on it until about the middle of the
semester, when they hand in a first draft. This is not graded but comments
and guidelines suggested, which are then built into the final version that
is graded. Smythe’s technique is labour intensive – ‘only manageable in
classes of under 100’ – but the advantages are that students feel a personal
commitment and they have to follow the guidelines provided.

This technique contributes to addressing the fundamental problem.
Teachers need to convey a culture of scholarship and what research means.
Brimble and Stevenson-Clark’s finding that students condone cheating in
research simply shows that they don’t understand the nature of research or
scholarship in general. It doesn’t mean producing the results that the cor-
porations who finance the research want to see. It means following the rules
of empirical evidence gathering and of their replicability, of logical argu-
ment and of recognizing the work of other scholars and building on that
in a transparent way: making clear what are the source data, what is the
researcher’s contribution and its originality. The conventions of citation
always make it clear what is previous work and what is the researcher’s.

What applies to scholars at the forefront of knowledge applies to under-
graduate students when they submit their work. They need to be taught –
and to see by example – what the nature of scholarship is and how, therefore,
we need to be careful in citing others’ work to make clear what is and is not
the work of others. Many students plagiarize out of ignorance. They really
don’t understand the nature of the game.

The game, however, isn’t always clear even to academics. Wilson (1997)
points out that plagiarism proceeds in stages (that interestingly follow the
SOLO levels):

• Repetition: simple copying from an unacknowledged source. Unistructural
and unacceptable.
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• Patching: copying, with joining phrases, from several sources. Some
general, non-specific, acknowledgment. Weak multistructural and still
unacceptable, but harder to spot.

• Plagiphrasing: paraphrasing several sources and joining them together. All
sources may be in the reference list, but the sources pages are unspecified.
Still multistructural and still unacceptable, technically, but a plagiarism
programme would not detect it because no single sentence or paragraph
can be traced, yet the ideas are all second hand. This shifts almost
imperceptibly to the next stage.

• Conventional academic writing: ideas taken from multiple sources and
repackaged to make a more or less original and relational type of syn-
thesis. Quotes properly referenced, general sources acknowledged; the
package may be new but are the ideas new? Unoriginal academic writing is
plagiphrasing that is properly referenced.

• The extended abstract level would involve a ‘far’ transformation from
the sources – genuine originality – which conventional academic writing
should, but does not necessarily, incorporate.

Repetition and patching are clearly unacceptable, but students with poor
writing skills of whatever cultural background find it hazardous to attempt to
‘put it in your own words’ when they are not confident in their use of the
language. Lack of confidence in writing skill, especially in second-language
international students who may have a good content understanding, can
easily lead to ‘innocent’ patching. Such cases need augmented modes of
assessment, such as a brief interview, or a less verbal medium such as a
concept map.

Plagiphrasing should be unacceptable, but as it is not verbatim it is dif-
ficult to detect with software. However, the shift from plagiphrasing to con-
ventional academic writing (presumably acceptable) is not always clear.
While it may be sometimes difficult to decide what constitutes genuine and
culpable plagiarism, repetition and patching are definite no-nos.

Teachers, on both local and international fronts, need therefore to be
extremely clear about these levels of plagiarism and what the rules of refer-
encing and of citation are. And, of course, what the penalties are. The
culture of going soft on suspected plagiarism cannot be tolerated as it is anti-
scholarship. In the corporatized world, a firm known for its cheating or false
labelling in the end loses its market.

In summary, plagiarism can be minimized by the following means:

1 Creating a culture that emphasizes scholarly values.
2 Alerting students to the rules and the penalties for infringing them.
3 Using assessment tasks that use reflective diaries and personal experiences.
4 Using oral assessment and peer- and group assessment.
5 Checking assignments using software. Turnitin, licensed to 29 Australian

universities, can detect plagiarism from web-based sources.
6 Increased invigilation as a last resort, but widening the range of assessment

tasks within that context from the conventional written examination.
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To wind up this chapter on assessing and grading functioning knowledge,
you might care to tackle Task 11.3.

Summary and conclusions

Assessing functioning knowledge

Functioning knowledge is readily assessable: it is deployed most often in the
student’s real-life experience. Assessment tasks include critical incidents,
projects, reflective journals; case studies are assessment tasks that mirror
professional life, while the formats of assessment such as the portfolio, con-
tract and interviews are used in real-life assessment situations. Often high-
level functioning knowledge is not addressed by one course ILO but by
several, or by the whole programme, so assessment needs to be synoptic,
addressing several ILOs. The portfolio and the capstone project are such
assessment devices.

Task 11.3 Design an assessment task or tasks for one of your course
ILOs

Select one ILO relating to functioning knowledge of your course and
design assessment task(s) that will appropriately assess this ILO. To
help you check the alignment between the task(s) and the ILO, iden-
tify what the students are required to do in order to complete the
assessment task(s). The task requirements should be aligned to the
ILO.

Course ILO:

Number of students in the course:

Assessment task Student activities to complete the
task (individually)

Student activities to complete
the task (in group)

1

2

Now double-check if the student activities are aligned to the verbs nom-
inated in the respective course ILO.

After designing the task(s), you will need to write the grading criteria
for either the ILO or for each of the tasks.
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Assessing for creativity

Creativity is not something ineffable and unassessable: it is involved in all
subject areas, especially in higher years, and needs to be assessed. Creative
thinking requires a sound knowledge base, but beyond that requires critical
awareness or reflection and the ability to generate original ideas or products
that address critical reflection on what is the case. Assessment needs there-
fore to be open ended, allowing students to spring their surprises on us, but
also they need to be surprises that are assessed within parameters that each
situation would define as relevant. One suggestion for assessing creativity
without any external ‘impositions’ of what creativity might be is to monitor
students’ self-assessments of their own creativity using their own standards of
what creativity implies.

Assessing for lifelong learning

One highly defined area of lifelong learning is assessment of work-based
learning, starting with the practicum, which is a representation of profes-
sional experience. Lifelong learning can also be assessed through its com-
ponents: ability to work independently, to source information selectively,
to monitor the quality of one’s learning, to reflect transformatively to
improve decision making, to use sensible strategies for tackling unseen
problems and the like, all of which are variously assessable in open-ended
formats.

Assessing problem solving

Assessing students’ ability to solve ‘far’ or ‘fuzzy’ problems is similar to assess-
ing the components of lifelong learning. A detailed technology of
assessment has developed in problem-based learning itself.

Assessing in large classes

Large class assessment can go beyond MCQs and invigilated examinations.
Self- and peer-assessment, synoptic assessment, group assessment and even
random assessment can cut down the assessment load for both students and
teachers while maintaining the integrity of the assessment. Even in the invigi-
lated context, more exciting assessment tasks than requiring students to
write answers to standard questions can be devised that address ILOs for
declarative and functioning knowledge, such as gobbets, ordered-outcome
items, concept maps and Venn diagrams.
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Educational technology

ET has two main roles in assessment. Computer-assisted assessment makes the
most out of the standard situation of asking standard convergent questions
and providing feedback. Beyond that, interactive ET allows students to give
free reign to their creativity by constructing models, using web pages, blogs
and chats. Moreover, these formats can use self- and peer-assessment readily.

Plagiarism

Plagiarism is an ancient problem but it seems to be becoming easier and
more rife with the use of the internet, with pressures on universities not to
fail students and with cultural changes among Gen Yers and some inter-
national students in views of what constitutes intellectual property. The best
answer to this is to institute a culture of scholarship in which the way of
doing research, of submitting assignments and of setting assessment tasks as
authentic and personally relevant, becomes the accepted norm. There are
better ways of minimizing – but admittedly not eliminating – plagiarism than
by increased invigilation.

Further reading

General assessment tasks

Brown, S. and Glasner, A. (eds) (1999) Assessment Matters in Higher Education. Buck-
ingham: Society for Research into Higher Education/Open University Press.

Brown, S. and Knight, P. (1994) Assessing Learners in Higher Education. London: Kogan
Page.

Carless, D., Joughin, G., Liu, N.-F. and associates (2006) How Assessment Supports
Learning. Hong Kong: Hong Kong University Press.

Gibbs, G., Habeshaw, S. and Habeshaw, T. (1984) 53 Interesting Ways to Assess Your
Students. Bristol: Technical and Educational Services.

Nightingale, P., Te Wiata, I., Toohey, S., Ryan, G., Hughes, C. and Magin, D. (eds)
(1996) Assessing Learning in Universities. Kensington, NSW: Committee for the
Advancement of University Teaching/Professional Development Centre, UNSW.

Stephenson, J. and Laycock, M. (1993) Using Contracts in Higher Education. London:
Kogan Page.

There are many books of practical suggestions on assessment; this list is a good
sample. Brown and Glasner and Brown and Knight talk about the theory and practice
of mainly CRA. Carless et al. and Nightingale et al. are both collections of ‘best
practice’: Carless from university teachers across Hong Kong and Nightingale from
across Australia. Carless’s collection gives 39 case studies, grouped under various
headings of self- and peer-assessment, group assessment, building feedback into
assessment tasks, addressing higher order thinking and the like. Readers are likely
to find several ideas to improve their own teaching and assessment. Nightingale’s
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collection is grouped under convenient ‘verb’ headings, such as thinking critically,
solving problems, reflecting and so on.

Websites

www.cshe.unimelb.edu.au/assessinglearning/
www.assessment.edc.polyu.edu.hk/. Go to Assessment Resource Centre (ARC).
www.heacademy.ac.uk/Assessmentoflearning.htm
www.itl.usyd.edu.au/
www.tedi.uq.edu.au/. Click ‘Teaching and learning support’ then ‘Assessment’.
www.brookes.ac.uk/services/ocsd/2_learntch/2_learnt.html. Especially click link to

‘Computer-Aided Assessment Centre’.

E-portfolio

An overview of e-portfolio: www.educause.edu/ir/library/pdf/ELI3001.pdf
e-portfolio portal: www.danwilton.com/eportfolios/
Rubrics for electronic portfolio: www.uwstout.edu/soe/profdev/

eportfoliorubric.html

Assessing creativity

Jackson, N., Oliver, M., Shaw, M. and Wisdom, J. (eds) (2006) Developing Creativity in
Higher Education: An Imaginative Curriculum. Abingdon: Routledge.

www.heacademy.ac.uk/2841.htm. See especially the chapters and papers by Lewis
Elton, Norman Jackson and Tom Balchin.

Assessing workplace learning

www.polyu.edu.hk/assessment/arc. Go to ‘Forum’ where there are several papers on
work-based learning and several other topics pertinent to this chapter.

Peer-, self- and large class assessment

Boud, D. (1995) Enhancing Learning through Self-assessment. London: Kogan Page.
Carless, D. et al (as on p. 245).
Gibbs, G., Jenkins, A. and Wisker, G. (1992) Assessing More Students. Oxford: PCFC/

Rewley Press.

Plagiarism

Home page for Turnitin: www.turnitin.com/static/plagiarism.html
Excellent article on plagiarism and minimizing it: www.library.ualberta.ca/guides/

plagiarism/
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12
Implementing constructive alignment

Now that we know how to put together all the components of construct-
ive alignment – writing ILOs, designing TLAs and assessing and grading
students’ performance – we have the task of implementing courses and
programmes. Introducing educational change into the system is a pro-
cedure with its own pitfalls. We look at implementing constructive
alignment at two levels: by the individual teacher and by a whole depart-
ment or faculty. In both cases, the strategy of implementation is similar,
using transformative reflection and formative evaluation. Implementa-
tion isn’t a one-off process but a continuing action learning cycle of
reflection, application and evaluation that is basic to all quality enhance-
ment. In fact, all procedures relating to implementing constructive
alignment can be generalized to create quality enhancement pro-
cedures for the whole institution. The key is that all structures and
procedures to do with teaching and learning, from classroom level to
procedures and regulations that apply across the whole institution,
are founded in the scholarship of teaching and learning to create an
organic, reflective institution.

A framework for implementing
constructive alignment

So far, we have been presenting the framework of constructive alignment;
the next step is the process of implementing it. As ‘theories of education and
theories of change need each other’, as Michael Fullan (1993) puts it, so do
frameworks for teaching and learning need a framework for implementing
them. This is our concern in this chapter.

As we argued in Chapter 2, the means by which considered professional
change takes place is through transformative reflection (p. 43). In the case of
implementing constructive alignment, who are involved in this reflective
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process? We distinguish three major parties: teachers, students and the insti-
tution, whether the last refers to teaching or to administration. The intended
outcome of this reflection is the successful implementation and continuing
enhancement of constructively aligned teaching and learning. Let us put all
this together in a Venn diagram (Figure 12.1).

Three parties participate in this transformative reflection: the teachers, the
students and the institution, which may variously be the department, the fac-
ulty or school or the whole institution and its committees, such as senate or
academic board. Each of these participants reflects in interaction with the
others in the following three domains or contexts:

1 teacher and students
2 teacher and institution
3 students and institution

Figure 12.1 Three domains of interaction in implementing constructively aligned
teaching and learning
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These domains of interaction define foci for facilitating implementation
and each of which should have built-in quality enhancement mechanisms, as
the aim is not only to constructively align teaching and assessment, but to
develop mechanisms for not only assuring quality but for enhancing quality.
Just as teachers need to eliminate or minimize those factors that encourage
a surface approach and to maximize those factors that lead to a deep
approach, so those factors that inhibit the implementation of constructive
alignment should be minimized and those that support and encourage
it should be maximized. But first let us go straight to the engine room:
transformative reflection.

Revisiting transformative reflection

We met Stuart Tyler in Box 7.4 (p. 130), but we haven’t yet met Stewart
Taylor. Both Stuart and Stewart had problems teaching oedema associated
with cardiac failure to nursing students; both thought that the problem
needed realistic three-dimensional videos, using motion, to model the pro-
cess rather than lecturing and illustrating with still, two-dimensional dia-
grams. Both found the videos made little difference to student performance.
Stewart concluded that he’d done his best; he’d used the most suitable ET
according to all the good books but it turned out not to be worth the extra
hassle. He went back to lecturing with diagrams. Stuart, by way of contrast,
reflected: ‘It didn’t work, and it should have worked. Why didn’t it?’ He had a
theory, which, when he thought about it, told him that there was lack of
alignment between his existing assessment task and his desired outcome. He
made an aligned assessment sheet a teaching/learning activity – and failure
rates dropped to near zero (see Box 7.4).

This is an example of transformative reflection, using constructive align-
ment as the theory to effect the transformation from a not-working TLA to a
working one. Stuart’s case illustrates a very important point. Constructive
alignment isn’t just a method or a model to be implemented: It provides
a conceptual framework for reflecting on the questions that need to be answered at
crucial stages of teaching in general. Those questions are:

1 What do I want my students to learn?
2 What is the best way in my circumstances and within available resources of

getting them to learn it?
3 How can I know when or how well they learned it?

These are the questions, of course, involved in designing ILOs, TLAs and
ATs. These components, of curriculum, teaching method and assessment,
are present in any teaching. What the constructive alignment framework
does is invite us to question what we are doing as teachers at those crucial
points and to rethink other ways of carrying them out, as did Stuart. But to
ask those questions and rethink answers to them as the application of trans-
formative reflection requires a theory. Figure 12.2 illustrates the steps in
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transformative reflection, here worded for the individual teacher, but which
apply equally well mutatis mutandis to deans, deputy vice-chancellors and
their respective creature committees.

A reflective teacher starts with three important components:

1 Experience. You cannot reflect on a blank slate. When you come across a
difficult or challenging situation, the first question is: ‘Have I come across
anything like this in my past experience? If so, what did I do then? Did it
work?’ A further set of questions: ‘What resources did I need then? What
are at my disposal now?’

2 Deep content knowledge. You cannot teach effectively if you don’t know your
subject content very well indeed. So well, for example, that you can see
instantly whether an unexpected answer a student confronts you with is
original or misconceived (see Billy and the Creamed Wheat in Box 8.3,
p. 147), or that you can see – on the run – powerful but simpler ways of
expressing an idea.

3 A Level 3 theory of teaching. You can reflect with any theory. If you were a
Level 1 teacher you might say: ‘It didn’t work because those students are
just so thick. I suppose I could talk more slowly.’ As a Level 2 teacher you
might say (with Stewart): ‘Well the video didn’t work. I’ll do what I know
I can do: lecture well.’ As a Level 3 teacher you say (with Stuart): ‘Why
aren’t they learning? How can I get them to be relevantly active?’ That is
the sort of theory we want here, one that focuses on what the student does.
This is a cyclical process; you keep looking at what they do, what they
achieve and link that with what you are doing. You get to know your
students as learners very well.

The next stage is to reflect on the teaching incident, using all three points,
plus the specifics of this particular incident. There are several outcomes:

1 Your teaching is enhanced, eventually. You may need several gos at the
problem.

2 Your experience is enriched. Each go at the problem adds to your store of
experiences.

Figure 12.2 Theory and transformative reflective practice in teaching
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3 Your teaching theory is enriched. Using the theory in action makes you realize
what aspects of the theory work and what do not.

This, then, is how transformative reflection enhances the quality of what it
is we are doing. When used by individual teachers, as here, it shows the way
forward under difficult or changing circumstances. When used by adminis-
trators and committees, as it will need to be particularly in the interface
between teachers and the institution, (2) in Figure 12.1, the following are
the sorts of question that teacher, committee or administrator, as appropriate,
need to ask in order to implement constructive alignment effectively:

1 What is the espoused theory of teaching we are operating with here?
Chapters 1–11 provide the answer to that.

2 How can the theory provide answers to the problems and issues of
implementation? What needs doing to support, facilitate and maintain
implementation?

3 What is preventing effective implementation?

In sum, transformative reflection can be used for implementing construct-
ive alignment at two levels:

• In the classroom, by individual teachers in one or more courses for which
they are responsible.

• In the institution, at the level of department, faculty, school or the whole
institution.

Implementing at either level requires some necessary conditions:

1 A felt need for change by all major participants.
2 A clear conception of what an aligned teaching system is.
3 The operational decisions made concerning ILOs, TLAs, and ATs and

how to grade students’ performances.
4 A ‘willing’ climate, in which all participants, and those whose cooperation

is necessary for the project to go ahead, will be on side and institutional
policies and procedures that support constructive alignment.

5 Sufficient resources: resources such as financial, time for development of
constructive alignment, space, educational technology and the like.

6 Formative evaluation of progress, including evidence that the new system
is working properly; and, if not, the means of finding out what to do to
correct matters.

Implementation in the individual classroom:
Teacher and students

We start with the first domain of interaction – teacher and students. Let us
assume you are willing to give constructive alignment a go. If you have per-
sisted with this book so far, and have carried out the suggested tasks, then you
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will have met the first three necessary conditions: you are motivated, you
have a clear idea of what you are trying to do and you have made all the main
decisions.

Availability of the resources you think you need is limiting rather than
lethal. You can always do something with what you have even if it is not what
you’d most prefer to do. The first resource is time. You need time to prepare
for the first run for planning and writing the ILOs while at the same time
continuing to teach in the old way. If your head of department is sympathetic
to what you are doing you might get some relief from other duties, which
would make life easier. If not, then your commitment and enthusiasm need
to be that much greater. However, once the course has run for a semester, it
will demand much less time in maintaining and fine-tuning than the first run
took.

Personnel and financial resources may present some problem: some ideal
decisions are ‘expensive’ in terms of resources, but if the resources aren’t
available, it is usually possible to make less expensive decisions. The selection
of teaching/learning activities is probably the most resource intensive. You
might want to break down a large class into tutor-led groups or to utilize two
separate classrooms, but if additional rooms or tutors are not available, those
TLAs you had in mind may not be feasible. However, as we saw in Chapter 7,
there is a range of TLAs available that you can use yourself in a large class:
not ideal, but better than lecturing.

Policies and regulations to do with assessment will probably be your big-
gest difficulty. If there is an iron-clad policy of grading on the curve, then a
constructively aligned system is in real trouble. You could state your ILOs,
align your TLAs and assess with aligned ATs – but then submit your grades
according to the required proportions. That is possible, but it is an act of
academic infidelity: you’ll probably feel guilty afterwards and you’ll have
some explaining to do to your students. They may never forgive you.

Other regulations may require a fixed percentage of the final grade to
be by invigilated exam. The main problem here is that if the proportion
is too high, it may severely limit the assessment of the more important,
high-order ILOs (see p. 200). However, ‘by examination’ doesn’t necessarily
mean you have to use the assessment task of writing answers to questions but
that your ATs are to be set in a situation that is timed and supervised, in
which case you can use ATs in which some high-level assessment may take
place (p. 232 ff.). Another regulation that is a nuisance rather than a critical
impediment is being required to report assessment results in percentages or
in other quantitative terms. It is important – but again not absolutely vital
(see p. 209–11) – that the actual assessment is done qualitatively, but having
done that, it is simple to allocate numbers to grades (Table 10.3, p. 211) and
give admin their precious numbers. They’ll most likely convert them back to
grades anyway.

As to the willing climate and cooperation of colleagues, that may or may
not be a problem. While Lee Shulman (quoted in D’Andrea and Gosling
2005: 67) complains that ‘we close the classroom door and experience
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pedagogical solitude’, as opposed to scholarly research where we work in a
community of scholars, that also means that you can get on with your teach-
ing as you see fit. Actually, Shulman wrote that 15 years ago and it is almost
certainly less true today than it was then. Today’s universities, competing for
markets, on the one hand, and packaging courses and programmes for
credit transfer, on the other, require a degree of homogeneity within pro-
grammes and that they address graduate attributes. This requires cooper-
ation between colleagues in planning individual courses within programme
requirements. Shulman today would feel less pedagogically lonely, even if he
might feel a twinge of loss of what was then quaintly known as the ‘academic
freedom’ to teach as he saw fit. Today’s conditions of accountability make the
issue of implementation much more an institutional matter than used to be
the case, as outlined later.

Before we move onto that, however, there is the question of the formative
evaluation of progress. You have designed your course or courses and taught
it for one semester. Did you, as an individual teacher, get it right? How would
you know if you did and how would you ensure that problems were rectified
and ILOs, TLAs and ATs fine-tuned to keep doing it better?

The answer is action research, which we introduced in Chapter 3.

Quality enhancement through action research

Action research is built on the ‘action research spiral’: ‘reflect, plan, act,
observe, reflect, plan, act, observe etc.’, each such cycle building on the
previous one (Kember and Kelly 1993). Applying this to implementing con-
structive alignment in your own classroom, you might take day one of
implementation: to present the ILOs to the students and explain that they
are required to produce evidence as to how well they meet them. Box 4.1
(p. 51) explains what happened in John’s first implementation: the students
hadn’t come across this before and many didn’t like it. John then reflected
and decided to introduce a trial run with the portfolio and to negotiate with
them about some teaching/learning activities. It is essentially a cycle of trans-
formative reflection, beginning from day one: you first reflect on the situ-
ation or problem, plan what to do, do it, observe the effects it has, reflect on
those effects, then plan the next step and so on. Even when the course is
running for the first time, you will have your own gut feeling as to how well
the students are taking it. Those feelings are important, the antennae that
any teacher uses, but in action research you take deliberate steps to obtain
harder evidence than your own intuitions, important though the latter are.
More formally, the action research cycle goes like this:

1 Obtain evidence of progress.
2 Reflect on what seems to be working and what seems not to be working.
3 Introduce variations at the points in the system that seem not to be work-

ing as you had hoped.
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4 Obtain evidence on how these changes seem to be working.
5 If they are not working, repeat (3) as appropriate.
6 Use the offices of a ‘critical friend’ wherever possible.

It may sound rather bothersome, but much of the ‘evidence’ is there
already, it’s only a matter of systematically collecting what you think is suf-
ficient for your purposes. Remember that much action research, well carried
out, is publishable. If your institution supports publishing the teaching of
your content area as well as publishing research in the actual content – as it
should (see later) – you can kill two birds with one constructively aligned
stone: you improve your teaching and keep on improving it and you add to
your publication record (Kember and McKay 1996).

Evidence comes largely from two perspectives: the students’ and the
teacher’s.

Evidence from the students’ perspective

Improved student perception of teaching/learning conditions
A questionnaire needs to be designed that tells you such things as: Were the
ILOs clear? Did the TLAs help them achieve the ILOs? Which did not? Did
the ATs address the ILOs? Were the grading rubrics understood? Students
might rate the ILOs themselves for clarity, thus giving a concrete and articu-
lated look at what students think. Further, when teachers write the ILOs
knowing that students will be rating them, they write them more effectively
(Peter Looker, private communication). Focus group interviews are also
valuable sources of evidence. Selected students could be asked to keep
reflective diaries in which they comment on their learning environment.

Student reflections
The students should also be brought to the process of reflection, in particu-
lar in elaborating on what we have just seen, on the impact that statements of
the intended learning outcomes upfront had on their planning for learning,
how they went about their learning, whether they had any insights into the
way the teaching/learning activities helped them realize the ILOs, whether
they thought the assessment tasks were ‘fair’ (that is, were aligned to the
ILOs). Susan constantly reflects on how she is going about learning, on
whether her learning and study strategies are fruitful, whereas Robert does
not – which is Robert’s main problem. Thus requiring students to keep a
learning diary, to bring them into the assessment with peer- and self-
assessment, to assess by learning portfolio, are situations that encourage stu-
dents too to carry out transformative reflection. This is not only helpful for
them but is very important feedback in action research on constructive
alignment.
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Grade distributions
Grade distributions can be compared prior to the implementation of con-
structive alignment and after implementation, but only if the same grading
criteria are used in assessing student performances. Has the nature of the
grades changed? Is the ‘A’ grade after implementation the same kind as
previous ‘A’ grades? Remember, you can’t compare the distribution of norm-
with criterion-referenced grades, as norm-referenced are artificially held
constant year after year.

Samples of student performance
Pre- and post-implementation samples can be kept in a library of assessment
tasks representing the worst grades, middle grades and best grades.

Students’ approaches to learning
Are the Roberts becoming more like Susan after the introduction of con-
structive alignment? The shortened two-factor version of the study process
questionnaire (SPQ) (Biggs et al. 2001), which has only 20 items and may be
copied from the reference, will tell you. The SPQ is designed to reflect
students’ reactions to teaching in terms of their approaches to learning. We
want to be able to say: ‘Before I implemented constructive alignment, the
students in the class were on average higher on the surface scale and lower
on the deep, but after implementation they are higher on the deep and
lower on the surface scale. It looks like I’m on the right track’.

Evidence from the teacher’s perspective

Teaching portfolio
The best source of evidence is a teaching portfolio. A general portfolio is
described later (p. 166–8) but sections of that would be appropriate for
keeping a record of reflections on implementation, with the following add-
itional foci, compiled preferably while still teaching the course before con-
structive alignment was implemented, and of course continued afterwards:

1 Difficulties you have had in implementation: with ILOs, TLAs, assessment
tasks or with any other aspect.

2 Insights into teaching and learning you have gained.
3 Evidence of successful teaching incidents with constructive alignment.
4 Comparisons with the ‘old way’.
5 Suggestion for further improving implementing constructive alignment

or your teaching in general.

Role of ‘critical friend’
Reflection is often not best carried out alone. So, as the fish is the last to
discover water, it is helpful to have a ‘critical friend’ on dry land. This is
a complex role, part partner, part consultant, but most of all a mirror to
facilitate reflection (Stenhouse 1975). Your own reflections are sharpened if
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shared with someone with a different perspective – and with some technical
expertise. Different people can take the role of critical friend: a colleague in
the same department is particularly convenient as critical friend, because they
know the context and at the right time can gently feed in suggestions to be
reflected on; if they have educational expertise, so much the better. We look at
peer review later as a normal part of quality enhancement; part of that process
could well include the role of critical friend. Teaching developers are ideal as
critical friends, especially in the early stages or where specific technical advice
is required, but not the head of department, even if he or she is a friend.

Changes to your own teaching are more likely to be sustained and effective
the more those changes are supported by departmental/institutional policy.
Say that in your first run of constructive alignment, you get unusually
high numbers of high distinctions and distinctions, say 37% and 40%
respectively, whereas your colleagues usually turn in about 10% and 15%. At
the examiners’ meeting your results are queried, you explain what construct-
ive alignment is all about, your results are passed.

The same happens next semester, but mutterings about ‘slack standards of
assessment’ are louder. The students have given your course high evalu-
ations, which proves to your more unkind colleagues that it is indeed a soft
option – although when the students see what they have to do to get the high
distinction, and at what standard, they may not see it as a soft option at all.

It would have been psychologically and politically easier if you and a col-
league were critical friends for each other. There would be a replication of
implementing a course and if you both obtained similarly improved grade
distributions, remaining colleagues at the examiners’ meeting might be
more easily convinced. It is a short step from there for teachers within the
department to act as critical friend for each other. Maybe the whole depart-
ment becomes involved, not just in improving the skills of individuals, but
the offerings and working of the department itself would then become the
subject of collective reflection.

Which brings us to implementation at the departmental or other insti-
tutional level.

Implementation at institutional level:
Teacher and institution
We now turn to the second domain of interaction: teacher and institution.
Implementing constructive alignment across the whole department, faculty
or institution is obviously more complex than an individual teacher imple-
menting one or more courses.

Leadership
The most important factor in department- or faculty-wide implementation is
leadership (Taylor and Canfield 2007; Toohey 2002). Most of the conditions
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required for effective change – a felt need for change, a clear conception of
an aligned teaching system, the operational decisions concerning ILOs,
TLAs and assessment and grading, and providing sufficient resources – are
in the hands of the departmental or school leadership, whether that is an
individual or various committees on which teachers are represented.

The formal leader, be it head of department, dean or subdean, has first of
all to understand constructive alignment and the demands proper imple-
mentation makes on resources, and then, once the decision to implement it
has been made, to emphasize with a smile that ‘We are going ahead with this,
you know!’ The matter then becomes one of expertise in implementing, a
point we return to later. There will also need to be other sorts of leader. A
process leader orchestrates the various phases of implementation. A political
leader is necessary who understands how the committee system works, who
knows whose elbows to grip in easing the implementation through various
committees and whose ruffled feathers to smooth of those who feel that their
babies – the forms for courses and programmes, the teacher feedback and
student feedback questionnaires, the software for collating and reporting
student progress – have to be redesigned.

Once the decision to implement constructive alignment has been taken,
there will need to be widespread consciousness raising, addressing such ques-
tions as: What is constructive alignment, what are the advantages, how dif-
ficult is it to implement, why go to all that bother and anything else the staff
may want to know. This phase may well require the services of an outside
consultant who can answer any questions, correct the misapprehensions and
ease the anxieties that many are likely to hold.

The second phase is the actual implementation, where ideally somebody can
work within the department who is an expert in both the content being
taught and in constructive alignment. This involves working closely with
teachers on writing intended learning outcomes, which must be done cor-
rectly, as all else, the teaching/learning activities and the assessment tasks,
hinge on the ILOs. In our experience, one or a few teachers in the depart-
ment ‘get it’ fairly quickly; their ILOs are well written and they have a flair for
generating aligned and inventive TLAs and ATs. Their courses will become
models for others, so it is important that these pioneers get it right. These
people should be identified and become internal resources persons for
others in the department – with a formal status, such as ‘constructive align-
ment facilitator’ – and their teaching loads adjusted accordingly. When this
happens, the external subject consultant can take a much lower profile,
perhaps becoming a resource to be called on from time to time. A depart-
ment needs to become self-sufficient as soon as possible, problems arising
being solved by those who know and understand the workings of the
department. As we emphasize later, the institution’s staff developers should
have an ongoing role here.
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Strategies of implementation

Do you start small with one or two courses or do you go for broke and
implement across the board? Is it best to do so a course at a time, seeing how
it goes, what the problems are, what works and what doesn’t and learning
from initial mistakes, introducing constructive alignment more broadly as
colleagues become convinced? Or is it better to be more top-down, to
announce ultimate deadlines that must be met, with rewards for the early
birds and penalties for the slackers? Michael Fullan (cited in Toohey 2002:
196) suggests the former strategy, which sounds very logical. Try pilot studies
first and then as it becomes apparent that the change is going to work, senior
management will take it up and bring about the necessary policies and dir-
ectives for the whole reform to work. But does this mean every institution has
to run its own pilot studies? At what point is likely success assured? What do
you do about those who still have doubts but whose cooperation is needed?

There will always be doubters. There are teachers who see themselves as
committed researchers and who don’t want to spend what could be time
doing research in designing new courses that – as far as they are concerned –
are working well enough already. Other teachers, frequently the older ones,
see themselves as inspirational lecturers with a wealth of teaching experience
behind them and a knowledge of all the Level 2 teaching tricks; they see no
reason to change their teaching. If the conservative teachers are in the
minority, a sound strategy is to leave them to it; they’ll come to see that
they’ll be left behind. When a whole department requires courses to be
written in a certain format, with ILOs, TLAs and ATs spelt out, with ‘official’
rubrics for different assessment tasks or outcomes, the conservative teacher
would find it difficult not to fall in line. Or as Toohey reports (2002), people
will start to see that ‘they don’t have to feel bad about spending so much time
on teaching because they’re getting so much reward from it and enjoying
their teaching time’ (p. 196). Most younger teachers don’t have so much
baggage and self-belief in their teaching and may indeed welcome a whole-
department approach.

The answer to the question of strategy – start small at first, or go for it
across the board – surely depends on the balance of pro- or anti-feeling
among those who have to participate in one way or another. If change is to
be effected, everyone – or a large majority – needs to be positively commit-
ted. If the implementation was a collective decision by a department in which
all or most cheerfully voted to implement constructive alignment, you have
an excellent start as colleagues can mutually support each other in maintain-
ing their commitment, keeping up motivation, solving problems and so on
(Taylor and Canfield 2007). (We summarize this account of a successful
change to constructive alignment in Chapter 13, along with examples of
implementations at the course level.) But where, as often happens, the deci-
sion comes top-down, there is a danger of a culture of compliance forming
and how things play out thereafter depends on many factors (Knight and
Trowler 2000).
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The best case scenario is both top-down and bottom-up, where both troops
and managers agree to implement: they need each other if it is to work. If a
department wants to go ahead and the middle managers are half-hearted,
fearing perhaps the criticisms of more conservative colleagues; or if the
managers are gung-ho but the teachers feel they are already doing a good
a job and see the direction to change as a criticism, trouble lies ahead. When
new programmes or courses are approved, it is common practice in
outcomes-based institutions to require a statement of outcomes for each
course, what TLAs and ATs address what outcomes – but in a compliant
culture, once the paperwork is done, it is business as usual: lecture plus
tutorial and the majority of the final grade by examination.

Where the majority of a department or faculty needs convincing, starting
small with a few courses involving one or a few willing teachers is much more
likely to bring the majority around when they see how successful it is.

Change conceptions first or actions?

We know that teachers teach in a way consistent with their conceptions of
teaching (Kember 1998). So before implementing constructive alignment
itself, should we address teachers’ conceptions first, by getting participants
to think about teaching in terms of a Level 3 theory? Kember thinks that
we should, as teachers would then understand more clearly what Level 3
teaching meant: otherwise, they will revert to their old ways.

Guskey (1986), by way of contrast, says it is easier to change people’s
behaviour first, then to change their thinking. He sees improving teaching as
like getting people to quit smoking. Education campaigns, which are aimed
at what people think, are not as effective as ‘No smoking’ signs, or raising the
tobacco tax. Then, when their behaviour is forced to change, people begin
to think it might be a good idea to stop smoking anyway. Accordingly, Guskey
suggests that teaching development should aim at changing teachers’
behaviour first, then their beliefs will follow and the change will be
maintained. According to this approach, the dean or whoever would issue a
directive: ‘From Semester 1, 2010, all departments will use constructive
alignment. In the meantime, workshops will be run, of which all staff are
required to attend at least two.’

It works both ways. Some sort of official directive is necessary to get things
moving. Thinking and doing reinforce each other, as in any reflective prac-
tice. Let us say you are not really convinced that constructive alignment is a
good idea, but you are willing to give it a try. But you find it does work. You
see that students are learning things you never anticipated; you begin to
revise your ideas and conclude that good teaching is about what students
do, not what teachers do. No longer sceptical, you ask: ‘Why does it work?’,
a question that involves a transformation in thinking.

Ho (2001) created an explicit link between changing conceptions and
appropriate teaching behaviour by confronting teachers with what they said
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they believed with what they actually did: as a result, many changed their
conceptions and their practices, with positive results for the students’
approaches to learning. Prosser and Trigwell (1998) also emphasize that
ways of teaching are interlinked with what teachers think teaching is. They
need to:

1 become aware of the way they conceive learning and teaching, within the
subjects they teach

2 examine carefully the context in which they are teaching, so that they
are aware of how that context affects they way they teach

3 seek to understand the way their students perceive the learning and
teaching situation

4 continually revise, adjust and develop their teaching in light of this
developing awareness.

To help teachers achieve this self-awareness, Prosser and Trigwell have
developed the Approaches to Teaching Inventory (ATI), which addresses what
they think and what they do. Levels 1 and 2 are combined in an information
transmission/teacher-focused approach, which is contrasted with a con-
ceptual change/student-focused approach (Level 3). This is a very useful
instrument in teaching development, making teachers really think about the
nature of teaching and learning.

Teachers always have some sort of theory of teaching, as we saw in connec-
tion with Figure 12.2 (p. 250), but it is usually implicit and unexamined. The
possibility that there are different ways of looking at teaching does not occur
to many teachers. Entwistle (1997) points out that the systemic (Level 3) view
‘offers a powerful insight to many staff in higher education who have not
thought about teaching and learning in this way before . . . Indeed, that
insight can bring about a totally new conception of teaching’(p. 129).
And with that insight, the recognition that practice will need to change will
follow.

Once constructive alignment is up and running successfully, conceptions
will assuredly change. However, it might facilitate implementation by
embarking first on conception changing using Prosser and Trigwell’s ATI in a
series of workshops, before proceeding with the actual implementation itself.

Formative evaluation

Even before courses are implemented, plans for ongoing formative evalu-
ation need to be established. As Toohey (2002) wisely puts it: ‘Evaluation
will always occur whether planned or not’ (p. 197). Someone, usually the
sceptics, will be only too willing to watch closely for any problems and glee-
fully pass on the good news that this new-fangled approach isn’t working.
Such judgments are anecdotal and most frequently made from a different
perspective from that on which the course was designed. Critics of problem-
based learning point out for instance that PBL graduates don’t know as
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much as traditional medical graduates – and can even produce evidence to
prove that. Horror, PBL is a failure! Well, no, actually, because PBL gradu-
ates were intended to know less, and in the time they would otherwise spend
knowing more, they would learn the skills to deploy what they do know more
effectively and where they don’t know, how to go about finding out what they
need to know. On those criteria, PBL is demonstrably more effective than
traditional teaching (pp. 156–7).

The answer to such ill-informed criticism is to pre-empt it by planning a
departmental or institutional evaluation. As with the individual teacher, the
general plan is to employ action research (see pp. 253–4), only with a whole
department or institution the design of the action research would need to be
more comprehensive. In addition to the evidence taken from the students’
and the teacher’s perspectives, we have the departmental perspective to take
into account.

The department, or its teaching quality committee (if it doesn’t have one
it should have, see later), could submit a reflective report on the experience
in implementing constructive alignment at the end of the first year of
implementation. Issues to be addressed in the report may include:

1 Impact on teaching. Data from teachers’ portfolios could be compiled,
and course evaluations by students.

2 Impact on student learning. Much the same data as gathered by teachers
for individual course evaluations (p. 253ff).

3 Comparisons across different aligned courses: What ones are working
well? What ones are experiencing difficulties? What difficulties and how
were they dealt with?

4 What operational structures has the department with respect to imple-
menting and monitoring the innovation?

5 Concerns regarding continuing implementation.
6 An action plan for future improvement.

Regular sharing sessions, where staff tell each other what is working for
them and what is not working, are excellent in themselves and also provide
data on how well constructive alignment is working and where it is not. The
experience of one teacher could easily provide the answer – or at least a
point of reflection – for another who is experiencing problems.

The formative evaluation of courses is an intrinsic part of implementation.
It provides formative feedback and material on what is working and what is
not, with transformative reflection suggesting how solutions to problems
might be tried in the action research model to achieve ongoing quality
enhancement.

It also pre-empts the nasty gibes of the doubters.
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Implementation at institutional level:
Student and the institution

We now turn to the final interface between students and the institution. Most
of these aspects have been dealt with already. Graduate attributes are
student-related factors that are woven deeply into the programmes and
courses and are dealt with particularly in Chapter 5. Student feedback on
how graduate attributes are working from their perspective may be con-
sidered to be important, as they may not be fully represented in course ILOs.

Many universities administer a graduate survey to students at the time of
graduation or shortly after graduation when the graduates have been in the
workforce. Apart from asking information on career destination and devel-
opment, these survey questionnaires also provide useful feedback on gradu-
ates’ reflections on how well the graduate attributes have been met (see
examples of graduate survey questionnaires provided in ‘Further reading’ at
the end of the chapter). The survey data should be substantiated, if possible,
by focus group interviews of senior year students or graduates asking them to
reflect on the overall university learning experience with respect to achiev-
ing the graduate attributes. Feedback from these sources provides valuable
food for transformative reflection by the institution at all levels.

Student input from questionnaires is very important: both from question-
naires directly related to action research in implementing and improving
constructively aligned courses (p. 253ff) and from more general aspects of
their learning. Apart from evaluating and providing feedback on teaching,
learning evaluation questionnaires asking students to self-evaluate their own
learning experience and outcomes encourages them to be reflective learn-
ers. The Course Experience Questionnaire (CEQ) (Ramsden 1991), used regu-
larly in Australian universities since 1993, is an all-purpose questionnaire to
gauge students’ reactions to particular courses. It contains the following
scales: good teaching, clear goals and standards, appropriate assessment,
appropriate workload, generic skills, learning community, overall satisfac-
tion. In the present context, it could be used to gauge the student response
to a course before constructive alignment was implemented and the
response by successive cohorts after implementation. Changes in scale score
could be used as a basis for transformative reflection for enhancing teaching
and assessment practices. The CEQ, as a general instrument, also enables
both longitudinal comparisons within a course from cohort to cohort, to
horizontal comparisons across courses, comparing constructive alignment
with non-aligned courses or with constructively aligned courses with each
other.

Student representation on committees, especially committees dealing with
teaching and learning at departmental or institutional level, is important
for obtaining student input on how implementation is progressing: in
fact, student representation should be part of normal quality enhancement
procedures.
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Apart from the general induction or orientation to university that students
get, should there be any special induction with reference to constructively
aligned teaching and learning? Or should this be left to when students turn
up to classes on day one and are given their course outlines, just like in any
other course?

The answers to these questions probably depend on the stage of imple-
mentation. If students are used to traditional teaching and they are facing
a large-scale changeover in the upcoming semester, it could well be good
public relations, as well as saving multiple explanations, to have a meeting
of students with presentations about the ‘new’ approach to teaching and
assessment, how knowledge of outcomes will make things clearer for them,
followed by a discussion panel with Q&A, with some input from senior
students who have experienced constructively aligned courses. Taylor and
Canfield (2007) found that with increasing exposure to constructively
aligned teaching, students’ ratings along ‘good teaching’, ‘clear goals and
standards’ and ‘appropriate assessment’ scales progressively increased. It
would be very helpful for first-year students to hear this sort of experience of
constructively aligned teaching from older colleagues.

The reflective institution

Let us now discuss more general issues of quality assurance (QA) and quality
enhancement (QE). QA is concerned with maintaining the quality of the
work institutions do, and so QA procedures tend to be retrospective: assuring
that appropriate accountability and fire-fighting mechanisms have been
working, that money has been well spent.

Quality enhancement, contrariwise, is prospective, concerned with review-
ing not only how well the whole institution works in achieving its mission, but
also how it may keep improving in doing so. QE mechanisms look to the
future, ensuring that through appropriate monitoring structures using
transformative reflection, teaching and learning will be continually moni-
tored and enhanced, exactly along the lines of formative evaluation for
implementing constructive alignment. An effective quality enhancement
system pre-empts the need for quality assurance.

Just as transformative reflection by individuals is founded on a theory of
teaching, quality enhancement in institutions is founded on a generally held
philosophy of teaching: the scholarship of teaching and learning.

The scholarship of teaching and learning

Boyer (1990) introduced the term ‘the scholarship of teaching’, but in
recent years, as the concept has become more and more popular, the term
‘learning’ has very appropriately been added. In the current concept of ‘the
scholarship of teaching and learning’, or SoTL, lies the recognition that
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teaching and learning have their own research and knowledge base, their
own scholarship, that in most universities not so many years ago was simply
unrecognized and still is in many universities. In other universities, SoTL is
recognized in mission statements but not in practice, for example when it
comes to promotions or appointment.

A genuine SoTL culture leads inevitably to several structures that require
and support transformative reflection with regard to teaching.

Teaching and research

Possibly the single most important influence of a SoTL culture in an institu-
tion is that teaching is accorded at least the same status and the same traction
in personnel decision making as does research. It may do so on paper, but it
is still usually the case that the promotion goes to the individuals with most
publications, even in universities where the most important function of the
university in the public eye, and in its activities, is in fact teaching. This
discrimination does not occur only in promotions. Many universities do not
allow publications on the teaching of one’s own discipline to ‘count’ either
in an individual’s CV or in the departmental publications list that is used for
funding purposes.

Teaching development grants
Many universities provide teaching development grants to encourage and
support innovative approaches to teaching and learning for individual or
groups of teachers. The teaching development grants may come from the
university’s internal funding or from external sources such as the National
Teaching Development Grants scheme in Australia, the Higher Education
Academy in the UK, and the University Grants Committee in Hong Kong.
Allocation of funding to individual projects is usually done via a peer review
process of proposals submitted by individual or groups of teachers.

There are advantages and disadvantages to internal versus external fund-
ing. External funds are more lavish, but many teachers, not at all intimidated
by applying for grants in their content research, are reluctant to apply for
funds and go through all that form filling to research their own teaching,
because they do not consider themselves educational researchers. Internal
funding, with smaller amounts, is not nearly such a hassle. Many teachers,
who later did significant research into their own teaching, started small.
Universities should not therefore think that because external teaching
development funding agencies are out there they needn’t bother with an
internal funding system. Indeed, many universities that are serious about
their teaching take a thin slice from across the main budget and dedicate
that to teaching development. It is vital that in encouraging teaching devel-
opment projects, university-wide policy should be in place to ensure that
scholarly publications on teaching should be recognized on the same level as
publications in content area research.
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Many teaching development projects are action research in nature,
authentic to a real-life teaching and learning context, rather than attempts
to be representative and generalizable with a tight research design. Typically,
teachers or teams of teachers design projects on such topics as curriculum
development, constructive alignment, PBL, peer tutoring, clinical and
applied learning, independent learning by students, innovative assessment
tasks, web-based learning and assessment and various teaching and learning
resources. External consultants, or internal departmental resource persons
could work together to identify issues and develop project proposals. Teach-
ing and learning development centres (see following section) should also
play an important role in coordinating teachers or groups of teachers in
identifying and developing proposals on various teaching and assessment
issues and to provide ongoing support during the implementation and
dissemination of the teaching development projects.

As a general rule, teaching development projects are expected to dis-
seminate their results to the wider teaching and learning community. Many
projects have developed their own websites, and organized sharing seminars
or thematic conferences to share their project results and insight both within
and beyond their respective institution. For example, the following arose
from projects funded by the University Grants Committee of Hong Kong:

• the first Asia-Pacific Conference on Problem-based Learning in 1995
• an international conference on Enhancing Teaching and Learning

Through Assessment in 2005
• the adoption of constructive alignment throughout the Hong Kong

Polytechnic University flowed from another funded project on construct-
ive alignment.

Teaching and learning development centres
Teaching and learning development centres (a generic name covering staff
development units, educational development centres and so on) have previ-
ously been the poor country cousins in the establishment of universities: they
have been underfunded, understaffed and frequently with the staff classified
not as academics but as part of administration. What unaligned thinking! If
the advisors on academic matters such as teaching are not even classified as
academics, it’s inviting academics not to take staff development seriously. In
the past, too, the main job of the teaching and learning development centres
was to provide one-off workshops for teachers on a voluntary attendance
basis and to provide service courses on educational technology.

The teachers who attended voluntary workshops were mostly the already
good teachers; those who didn’t attend were frequently those who most
needed to. The effect was to widen the gap between good and poor teachers.
The basic problem was that the centres were at best perceived through Level
2 lenses, as places for providing tips for teachers or as remedial clinics for
poor or beginning teachers. At worst, they were seen as inessential luxuries
and when the hard times in Australia began in the 1990s, many were simply
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closed down to save money, an act as sensible as throwing all the doctors off
an aircraft to lighten it while the pilot is having a heart attack.

This sorry state of affairs has recently turned around. With the demands
from fee-paying students for good teaching, the sudden emergence of SoTL
as a Level 3 theoretical basis for teaching, and in UK especially, the provision
of compulsory courses for new academics and the establishment of the
Higher Education Academy, the perception and role of teaching and learn-
ing development centres have changed hugely for the better. It is also being
recognized that these centres have a peripheral as well as a central locus. That
is, the best work in staff development, as we have found in our experience in
implementing constructive alignment, is done from within the unit that pro-
vides the teaching, usually the department, when the staff developer is also
an expert in the content taught in that department. This is not such a hard
call as may appear: after all, a staff developer always comes – or should always
come – from a background in teaching a content area; it is simply a matter of
allocating staff developers accordingly. Some faculties and schools have their
own teaching and learning development centres, particularly in medicine
and law.

There is also a central, generic role for these centres. It is self-evident that
all central decisions that bear on teaching and learning should involve the
experts in teaching, learning and assessment. The design of course and pro-
gramme approval forms, the architecture of teaching areas, software and
hardware requirements of the platform used for teaching, regulations on
assessment procedures and the reporting of assessment results are all areas
that have direct effects on the effectiveness of teaching and learning. These
and related decisions should therefore receive input from the teaching and
learning experts.

Teaching developers should not be involved as ‘teaching police’, in assess-
ing individuals and supplying information about individuals on their teach-
ing competence for personnel decisions, such as contract renewal. This
utterly compromises their role. The argument is the same as that about
revealing error in summative as opposed to formative assessment (p. 97–8).
The teaching and learning development centres’ role is formative, not sum-
mative, and teachers must feel free to expose their weaknesses in teaching
and express their doubts. Additionally, there is the issue of professional eth-
ics, that the relationship between any professional person and client is based
on confidentiality and on acting in the client’s interests. It is deplorable that
in some universities the directors of teaching development centres are
required to gather such information on individuals for use in personnel
decisions.

Teaching portfolios
We came across the use of teaching portfolios in the implementation of
constructive alignment, but they are a useful part of quality enhancement
generally. A teaching portfolio is a collection of evidence about your teach-
ing and your students’ learning, and a self-reflection on that evidence. It is
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your own quality enhancement process with the intended outcomes of help-
ing you to:

1 keep a personal record of your teaching practice
2 reflect on your teaching philosophy and practice
3 identify your strengths and areas for improvement as a teacher
4 plan your professional teaching development.

While a teaching portfolio may also be appropriately used as part of the
institutional quality assurance process for summative teaching evaluation
and other relevant decision making, the formative and summative use of the
teaching portfolio should be clearly differentiated. If used summatively, the
aims and criteria for assessment of the portfolio should be clearly stated so
that the portfolio could be appropriately structured and reflected on
accordingly.

Box 12.1 suggests some contents of a teaching portfolio.

Box 12.1 Contents of a teaching portfolio

There is no standard list of contents of a teaching portfolio but it
should include a statement of your theory of teaching on which all your
teaching decisions are (or should be) based. The following is an indica-
tion of the types of evidence you could consider including.

1 Evidence provided by yourself:

• Statement of your personal teaching philosophy underlying your
own teaching.

• Teaching qualifications and experience, focusing on your current
teaching and other teaching-related responsibilities.

• Achievements in teaching and other teaching scholarly activities,
such as: teaching innovations, teaching materials and resources,
curriculum development, postgraduate supervision, professional
teaching development, action research and teaching-related pub-
lications, contributions to enhancement of teaching and learning
within the institution, any official recognition of your teaching
achievement, such as teaching awards or invitation to present in
conferences etc.

• Administrative duties enabling you to promote teaching and
learning beyond your own, such as responsibilities as course or
programme leader, member of teaching and learning commit-
tees, member of teaching innovation group etc.

2 Evidence provided by colleagues, students and others:

• Feedback from peer review from colleagues who have observed
your teaching (see peer review below).
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There is no fixed format to a teaching portfolio, just that it should be
designed and structured to effectively reflect your teaching achievements
and how your students’ learning has been affected by your teaching, with
reference to the context in which the portfolio is to be used. The portfolio is
normally presented as a written document, either in hard or soft copy for-
mat, but the electronic format is becoming more common. Appropriate
multimedia presentations could be considered such as a video or audio tape
of your own teaching with accompanied self-reflection. The teaching port-
folio should be a succinct documentation highlighting your strengths,
accomplishment and reflection on your teaching, normally no more than
three or four pages long. Detailed examples should be included in the
appendices and an indication that further details could be available on
request. A lengthy portfolio may hide the wood with all the trees – and bore
your readers.

• Evaluation and feedback from colleagues on your course
materials and content.

• Student evaluation of and feedback to your teaching, additional
to the institution’s quality assurance process: formal and informal
student feedback provided by students during their learning
with you, unsolicited emails, correspondence, ‘thank you’ cards
from past and present students indicating their appreciation of
your teaching. Pages of raw evaluation data, no matter how
positive, should not be included in the portfolio. Summary of
the evaluation and your reflection on the results are more
informative.

• Evaluation of and feedback on any teaching development activities
you have offered.

3 An overall self-reflection on:

• The strengths of your teaching.
• Areas for further improvement.
• Action plan for further professional development.

In the context of implementing constructive alignment, your reflec-
tion should focus on the alignment between the intended learning
outcomes, teaching/learning activities, assessment tasks and grading,
and how the alignment could be enhanced.

All your claims should be supported by concrete examples: your
teaching materials, samples of student work, teaching development
workshop materials etc., and how your decision making is informed
and based on your personal teaching philosophy.
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Courses in tertiary teaching
Another way in which a university can show commitment to teaching is what
many universities are already doing in the UK at least: require all new staff
to attend a course on teaching. The Higher Education Academy is now
accrediting all such courses. This means that new teachers, having under-
gone staff development or teacher education, will be entering the profession
with some knowledge of the student learning approach and a Level 3 theory.

The value of such courses is anecdotally attested to by the following com-
ment in response to an enquiry we put to a teacher in one UK university:
‘Whenever we propose or update a course we need to fill in a form in which
we specify up to five learning outcomes. When we list the different pieces of
assessment, we have to say which learning outcome each assessment assesses.
Not sure how reflective people are in filling out the form. Some take it
seriously – mainly those who took a teaching course we now require for
starter lecturers’ (Zoltan Dienes, private communication).

Such courses thus have excellent potential for bringing about a culture
change in universities, based on the scholarship of teaching and learning.
It should be standard practice outside the UK. Now that in most universities
teaching is the major activity for most staff, and the expectation of stake-
holders in the general public, it seems strange that people should be allowed
into this high-level profession who are effectively unqualified to carry out a
major part of their duties.

Peer review of teaching
The primary purpose of peer review is to provide formative feedback for
continuing professional development of individual teachers. A teacher
invites a colleague, a critical friend, to observe his/her teaching and/or
teaching materials to provide feedback for reflection and improvement: in
effect a QE process through action research of your own teaching. Peer
review should form a major part of the overall teaching quality enhancement
process, but only peers should be involved, not those in a position to make
personnel decisions. Peer review has been used for summative evaluation as
part of the institutional quality assurance process to satisfy external quality
audit bodies, but as always, the formative and summative use of peer review
must be clearly differentiated and agreed on by individual teachers. When
used for summative purpose for personnel decision making, clear aims, pro-
cedures, guidelines, and assessment criteria must be stated and agreed by all
parties concerned.

Box 12.2 gives an example of some conditions for effective formative peer
review.

Peer review should include the following four stages:

1 Pre-review meeting between the reviewer and you (the reviewee) to dis-
cuss purpose and intended outcomes of the review, type of feedback that
would be helpful to you and to make logistic arrangements. The focus of
the review should also be clear: What specific aspects of your teaching you
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want to receive feedback on – are you trying a TLA to enhance student
participation in a lecture situation and would like to have feedback from
your peer as to the effect? Would you like to have peer feedback on a new
e-learning package you have developed?

2 The actual review usually involves a real-time teaching session. Students
should be informed why an extra person is present in the classroom. The
reviewer should be non-intrusive to the teaching and learning process.
It is useful for both parties together to review a videorecording of the
teaching session. A checklist or feedback proforma is useful for feedback
purposes (see ‘Further reading’). The review can also involve reviewing
teaching materials or resources.

3 Post-review meeting. Reflect on your teaching before the post-review
meeting to identify any issues that you would like to discuss. During the
meeting, feedback is provided for further discussion and maybe clarifica-
tion. Feedback should be specific addressing the previously agreed focus

Box 12.2 Some conditions for effective peer review (PR) of teaching
for quality enhancement

Following are some of the issues to be observed for effective PR:

1 The purpose and the intended outcomes of the PR exercise should
be clearly defined.

2 It should involve all types of teaching staff (part time, full time, contract
and tenure).

3 Participation must be voluntary.

4 The reviewee should be given the choice of:

a his/her reviewer
b which classes to be observed or what teaching materials to be

reviewed
c the focus of each review session
d use of review feedback for other purposes such as an application

for promotion
e who should have access to the review report.

5 Staff development should be provided for both reviewer and
reviewee.

6 All feedback should be returned to the reviewee and used for devel-
opmental purposes only.

7 Appropriate support provided to reviewee to enhance further
improvement.
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and supported by evidence. It should be constructive providing suggestions
for reflection and improvement. Further review could also be arranged
if appropriate.

4 Post-review reflection by yourself based on the feedback to identify
areas for improvement and to develop an action plan for future changes.
Keep the review report in your teaching portfolio for record and future
reference.

Other structures at departmental level

Departmental teaching and learning committee
One of these, with student representation, should be established to make on-
the-ground decisions relating to the setting up, design and administration
of courses and programmes, to monitor teaching, define problems and
benchmark with other similar departments locally and overseas. Such
decisions should be made on the scholarship of teaching and learning, and
to that end, a member of the university’s teaching and learning development
centre should be present to advise.

This committee might, for example, review deviations from expectations
as to the annual grade distributions and remedies proposed. Out of this, too,
can come ideas for action research at a departmental level. It is important to
keep track with data that reflect change, such as student feedback, samples of
student learning outcomes, staff reports, performance statistics and so on,
which is kept in departmental archives. The work of this committee could
give rise to action research projects within the department. Operating at
the departmental level means that the problem of the reluctant under-
performing teacher is drastically redefined. Teaching is now the focus, not the
problems that individual teachers might have.

Regular departmental ‘sharing sessions’
This is where staff can tell each other what is working for them and what is
not working. Alternatives that achieve better alignment may be explored, by
pooling colleagues’ ideas and by consulting the teaching and learning
development centre and the departmental committee. A genuine sharing of
problems and solutions through the lenses of constructive alignment can lift
the game of the whole department.

Student feedback on teaching
This should be organized through the department, not the faculty or central
administration. Questionnaires should be worded to be supportive of con-
structive alignment: for example, are students clear about the ILOs, what
standards they have to reach to attain the various grades, that the TLAs in
their experience really help them to achieve the ILOs.
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Staff–student consultative committee
Here, students and staff can share views about the quality of their learning
experiences. Focus groups might be organized and students might be asked
to submit what they think are their best performances, to be placed in
departmental archives as exemplars of good learning.

Research and teaching
The head of department should give strong encouragement to teachers to
research and publish in teaching their content area, as well as research in the
content itself.

A regular departmental retreat
Held at least annually, this is where teaching-related matters are top of the
agenda.

Some marginal quality assurance procedures

Some mechanisms, in place in the name of quality assurance rather than of
quality enhancement, can backfire, as they discourage risk taking and
innovation.

External examiners
External examiners in the British system are a time-honoured means of
ensuring that similar standards operate across institutions. It is important to
bring outside perspectives and contacts to bear and to feel confident that
one’s own standards are comparable to those elsewhere.

Frequently, the role of external examiner is restricted to examining the
setting and marking of final papers and to adjudicate the summative assess-
ment of students. The person doing this needs to be completely aware of,
and in sympathy with, the department’s theory of teaching. We know of cases
where the examiner required the examination questions to be changed well
into the teaching of the course concerned – and thereby putting alignment
at risk. External examiners, selected for their content rather than for their
educational expertise, may discourage innovative assessment practices and
encourage decontextualized assessment. The pressure to comply with the
external examiner is considerable in institutions where the examiner’s
comments are seen and discussed outside the department concerned. How-
ever, if the word ‘examiner’ is replaced with ‘consultant’, an outside advisor
who can visit the department to advise on assessment and other matters to do
with teaching and learning, the problem is solved.

External panels
External panels are often required to accredit and validate programmes and
courses. This is a common quality assurance procedure that has obvious

272 Teaching for quality learning at university



10:58:06:11:07

Page 273

Page 273

value, particularly where staff are required to deliver new courses in
directions in which they may have had little experience, in which case course
accreditation helps to ensure minimal standards. A similar argument applies
to programmes that require approval by external professional bodies. Both
procedures, however, discourage innovative teaching, although recently pro-
fessional bodies increasingly require outcomes-based teaching for accredit-
ation purposes.

External panels may well exert strong pressure to include more and more
content. Each panel member thinks his or her own special interest must be
given ‘adequate’ treatment – which is code for rather more treatment than
is being proposed – a common result being an overloaded curriculum.
Programme leaders and committees usually anticipate such pressures – they
obviously design courses that they think are likely to be approved – and so
the curriculum is overloaded from the start. Teaching subsequently becomes
a frantic scramble to ‘cover’ all the listed topics – yet we know that coverage is
‘the greatest enemy of understanding’ (Gardner 1993: 24).

Panels may encourage conservatism in teaching, particularly when the
panel has key figures from the profession whose knowledge of education is
what they went through years ago in their own professional training. So it
is easy to anticipate problems and err on the cautious side: ‘Let’s get the
validation over first, then we will innovate as much as we like!’

Once a course has been approved, however, it tends to be set in concrete.
Changing an already validated course or programme can be difficult. It may
easily turn out that the curriculum is indeed overloaded; that the student
intake has changed; that recent research, post-validation, suggests that the
curriculum should be changed. It may be possible to make minor modifica-
tions immediately, but any major changes are either not allowed, because
they were not in the validated documents, or they have to go through yet
another round of committees. Administrators usually discourage any
attempt to do so. In one institution, a move to PBL was vetoed by a senior
administrator: ‘The course may have to be revalidated. What if it doesn’t
succeed? What then, eh?’

Teaching evaluation
Teaching evaluation may follow one of two methods that exactly parallel the
measurement model and the standards model (pp. 170–8). Evaluating
teachers by a single instrument, such as a student feedback questionnaire, is
operating according to the measurement model. Such instruments are
worded to apply across all departments so that teachers can be compared
along a quantitative scale, for promotion, awards, contract renewal and the
like. This is a common approach to evaluating teaching, even in institutions
that are otherwise quite innovative. It is an excellent example of misalign-
ment. Such across-the-board measures assume that the default method of
teaching is lecturing; the students rate the teacher on such items as ‘speaks
clearly’, ‘hands out clear lecture notes’ and the like. This can be a serious
impediment to reflective teaching. A teacher using a range of well-aligned
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TLAs automatically gets a low score – and is passed over for promotion. Back
to lecturing it is! We have seen it happen in several institutions; it would
never happen in an institution running on the scholarship of teaching and
learning. Teaching evaluation à la measurement model is an example of
administrative convenience overriding educational sense (see Figure 12.3,
p. 276).

Teaching should be evaluated using the standards model. That is, there
are several criteria for good teaching and the teacher’s task is to provide
evidence that addresses those criteria, with evidence from a range of appro-
priate sources collected in a teaching portfolio (see earlier), where a teacher
outlines his or her philosophy of teaching and then demonstrates how that is
put into practice with samples of teaching and student evaluations specifically
tuned to particular courses.

Distinguished teacher awards
Distinguished teacher awards frequently raise similar concerns if they are
awarded on the basis of scores to such teaching evaluation questionnaires.
But that aside, there are still worries. The message is: ‘See? We reward good
teaching in our institution!’ – and it is indeed good to reward people for
doing an outstanding job. However, it has to be done carefully, otherwise the
message to the great majority of teachers – by definition the undistinguished
ones – is that distinguished teachers are born, not made. The very names
‘distinguished teacher’ or ‘outstanding teacher’ suggest that here we have a
bird of a rare species, whose exotic plumage ordinary teachers cannot hope
to match. The sparrows and starlings therefore cannot be blamed if they
follow what nature intended and teach on in their own undistinguished way.
A generous distinguished teacher award system may also have the effect of
absolving management from further support for teaching development.

Distinguished teacher awards encourage the perception that an outstand-
ing teacher is one who does teacherly things better than other teachers do.
Therefore, while distinguished teachers themselves tend to operate from
Level 3, as reflective practitioners (Dunkin and Precians 1992), formal
awards promulgate a Level 2 view of teacher as performer. Reward the excel-
lent teachers by all means, but if we want quality teaching at an institutional
level, the focus should not be on what the individual teacher does, but on
the teaching system in the university. Recipients of awards may have nothing to
do with all that crucial developmental teamwork – curriculum development,
tutor mentoring, decisions as to delivery and assessment – that makes it
possible for the star teacher to strut his or her stuff.

A revealing slant on this issue of individual versus collective responsibility
for teaching comes from an international comparison of mathematics teach-
ing carried out by Stigler and Hiebert (1999). They analyzed videotapes of
classroom teaching in three different countries and found that each culture
developed its own ‘script’ for teaching. Japan had a script based on a Level 3
theory of teaching, while the US script was based on learning routines at
Level 1. Not surprisingly, Japanese students achieved better results than did
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American students. But what determined the Japanese learning outcomes
was the script, not the particular actor who delivered it. Awarding Oscars to
the actors is not likely to improve their scripts. Just so in quality enhance-
ment; we should be focusing on the script, not on the actor. Distinguished
teacher awards, like quality assurance itself, are retrospective; they focus on
what has been done; they do not make teaching across the board better in
future: it is not quality enhancement.

By contrast, let us look briefly at awards in the Chinese school system,
which might better be called distinguished teaching awards:

Good teachers may be honoured with titles (and salary bonuses). Such
titles are awarded after they have been observed and have given demon-
stration lessons in a competitive situation, at one to three days’ notice, in
front of tens or hundreds of their peers . . . The teachers . . . act as
mentors to younger teachers and their mentoring role includes giving
further demonstration lessons.

(Cortazzi and Jin 2001: 121)

Good teaching is seen here as a collective responsibility that works
prospectively to enhance future teaching in the institution or district.

Now why don’t we in the west do that?

Student feedback questionnaires
Many institutions have mandatory student feedback questionnaires as sum-
mative evaluations at the end of each course, using standard questions across
all courses. We have already discussed the difficulties with that. Additionally,
student feedback questionnaires share with distinguished teacher awards the
problem that they usually focus on the actor, not on the script. They tend to
measure charisma, the Dr Fox Effect, not teaching effectiveness in terms of
improved student learning (see p. 108). Used formatively, however, student
feedback questionnaires make eminent sense where questions are tailored to
specific courses on aspects on which feedback is required as in the formative
evaluation of implementing constructive alignment (pp.260–1).

In short, some common quality assurance procedures have the opposite
effect to that intended, conceived as they are within a retrospective frame-
work. While the above procedures may be well meant, if two edged, other
institutional aspects are unequivocally negative. 

Negative impacts on Level 3 teaching

Throughout this book, we have continually referred to counterproductive
procedures and policies. The following is a brief recap.

Distorted priorities
Distorted priorities are a major source of mis- or non-alignment. Probably all
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institutions would put educational considerations as their top priority in
their mission statements. However, there is an institution to run, which
generates a set of administrative priorities. Administrators want things to run
on schedule; they want to ensure that plagiarism cannot occur, that public
criticism about standards or fairness should be avoided, that awkward cases
are anticipated and legislated for before they arise and cause trouble, that
research is promoted over teaching because the university’s prestige is based
on research output and so on.

For all this to happen (or not to happen), the safest working assumption is
that students, and more recently teachers, are not to be trusted; the answer is
to establish a Theory X climate. Unfortunately, as we saw in Chapter 4, good
learning thrives in a Theory Y climate. However, as a completely Theory X
climate would be unbearable and a completely Theory Y climate unmanage-
able, we compromise (see Figure 12.3).

How the two sets of priorities are balanced is what separates a quality
institution from a mediocre institution, in terms of teaching and learning.
A quality institution is biased towards establishing the optimal conditions for
learning (point Y), a mediocre one towards administrative convenience
(point X). Where does your institution lie?

What sort of things distort priorities?

A quantitative mindset 
Quantitative assumptions reduce complex issues to units that can be handled
independently, rather than as part of the larger interactive system to which
they belong. Thus, the curriculum becomes a collection of independent
competencies, basic skills, facts, procedures and so on; passing becomes a
matter of accruing sufficient independent correct answers.

A particular problem is the misapplication of the measurement model of
assessment. Table 12.1 summarizes.

The demands of the measurement model are simply incompatible with
those of good teaching.

Norm-referenced assessment
A particular example of quantitative assessment is norm-referenced assess-

Figure 12.3 Administrative and educational needs – striking the right balance
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ment, in particular grading on the curve. We might decree that the top 15%
of graduates will achieve first class honours and then boast ‘See here, all our
departments are teaching to the same high standard!’, but that is an illusion.
We have no idea of the real standards reached by any department. Worse,
grading on the curve makes aligned assessment impossible.

Invigilated examinations
These are hard to justify educationally, but are useful logistically and for
assuring the public that plagiarism is under control.

Who teaches the first years?
Assigning the most junior teachers, who can’t argue back, to teach those
enormous first-year classes that the senior teachers don’t want to teach is not
according to the scholarship of teaching and learning.

Emphasize research at the expense of teaching
Although many universities officially place equal emphasis on teaching and
research, research is almost invariably perceived as the activity of greater
prestige and in promotions is rewarded more than is teaching. Some
department heads do not even recognize publications on research into
teaching the very subject the department is charged to teach as ‘real’
research.

In sum, impediments to quality teaching and learning result from poor
alignment to the purpose of the institution, just as impediments to good
student learning result from poor alignment of teaching/learning activities
and assessment practices to ILOs. Quality teaching means trying to enact the
aims of the institution by setting up a delivery system that is aligned to those
aims. In practice, however, many institutions in their policies, practices and

Table 12.1 Demands of the measurement model and those of good teaching

Measurement model Good teaching

Performances need to be quantified, so they
are reduced to correct/incorrect units of
equivalent value that can be added

Students need to learn holistic
structures that cannot meaningfully
be reduced to units of equal
importance

A good test creates ‘a good spread’ between
students, preferably normally distributed

Good teaching produces reduced
variance

The characteristic being measured is stable
over time

Good teaching produces change:
it is called ‘learning’

Students need to be tested under
standardized conditions

Students need to be tested under
conditions that best reveal an
individual’s learning
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reward systems actually downgrade teaching. Some of this is externally
imposed, ironically by some aspects imposed by quality assurance pro-
cedures. Other practices fall into the category of institutional habits; it’s
always been that way and it does not occur to question them.

Whatever the reasons for their existence, any adverse effects they might
have on teaching and learning need to be identified and minimized.
Task 12.1 is designed not for teachers but for administrators: heads of
department, deans, DVCs.

Now some tasks for teachers. There were two tasks in Chapter 3 that we
should now revisit as Tasks 12.2 and 12.3.

Task 12.1 Do your quality assurance processes encourage or discour-
age aligned teaching?

Reflect on current quality assurance processes: are they encouraging or
discouraging the implementation of constructively aligned teaching
and learning?

You as head of department/dean of faculty:

QA procedures encouraging QA procedures discouraging

On reflection, what changes would you make?

You as senior management (e.g. DVC, chairman of quality assurance
committee) of the university:

QA procedures encouraging QA procedures discouraging

On reflection, what changes would you make?
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Summary and conclusions

A framework for implementing constructive alignment

So far we have been discussing the framework of constructive alignment as a
means of rethinking familiar decisions about curriculum, teaching and
assessment. We now need a framework for implementing it. Teachers,
students and the institution need to reflect on their domains of interaction:
teacher and students, teacher and institution and students and institution.
Although ILOs, TLAs and ATs have been put in place, arrangements must be
made for feedback from all parties to gauge how implementation is proceed-
ing and what adjustments might need to be made.

Task 12.2 Follow-up of Task 3.3

In Task 3.3, we asked you to reflect on a critical incident in your teach-
ing/assessment and how you dealt with the problem then. Let us say
you are faced with a similar incident now, after having read this book
thus far. Consider it in terms of the following questions:

a What do you think is the problem? What has gone wrong? What is
the evidence for a problem?

b What is (are) the cause(s) of the problem?

c How would you deal with the problem now?

d What is the difference between your present answers here and your
previous answers? Compared with Task 3.3, what change have you
made in dealing with the problem? Why have you made such
changes?
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Revisiting transformative reflection

The mechanism underlying successful implementation is transformative
reflection, which is a cyclical process, using theory to analyse problems and
to derive solutions and test them. This is known as reflective practice as used
by individual practitioners, but exactly the same process applies to individuals
on committees and in leadership roles.

Implementation in the individual classroom:
Teacher and students 

Once a teacher is committed to trying constructive alignment in a course,
the main problem of implementation is to mould its shape so that it fits
the procedural and collegial requirements of the institution: assessment
regulations are likely to be the most constraining. Action research, using
reflective practice, is a good paradigm for achieving the best fit. It is
important to systematically collect evidence as to progress, both from the
students’ and from your own perspective and to use a ‘critical friend’ to help
in transformative reflection. This friend reappears in the peer review of
teaching.

Task 12.3 Follow-up of Task 3.4

In Task 3.4, we asked you to identify the three most worrying problems in
teaching a semester- or year-long unit; one that you would realistic-
ally hope to minimize by reading this book. What actions will you take
to address these problems after reading this book so far?

1

2

3

What is the theoretical basis for your actions?
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Implementation at institutional level:
Teacher and institution

Implementing constructive alignment over a range of courses across a
department or faculty is obviously more problematic than in one course.
Good leadership is essential. There are many leadership roles that may be
filled by different individuals, some by committees: to make the decision to
‘go ahead’ without deferring to sceptics, to summon the necessary resources,
to provide the necessary pedagogical expertise; to grip the right political
elbows, to conduct the implementation orchestra. Equally important is to set
up formative evaluation, as in the case of implementing courses.

Implementation at institutional level:
Student and the institution

The third interface is between the department or institution and the students.
Students need to be represented on all committees dealing with teaching and
learning and to provide feedback on department-wide implementation.
Students at this level are a useful source of feedback on an aspect that may
not arise in course implementation: graduate attributes. Also their feedback
on general courses, such as the Course Experience Questionnaire, is particularly
useful here for comparative purposes. Students would also find it helpful
to have a suitable induction into constructive alignment, with inputs from
students who have been there before.

The reflective institution

The implementation of constructive alignment raises issues that apply to
quality assurance and quality enhancement measures for the whole institu-
tion. Such measures should be founded in the scholarship of teaching and
learning, involving staff development, continuing formative evaluation and
policies and procedures for recognizing quality teaching and learning as an
institutional priority. This way, teachers’ conceptions will move towards
Level 3 and they will teach with conviction and a sense of priority.

Further reading

On reflective practice

Brockbank, A. and McGill, I. (1998) Facilitating Reflective Learning in Higher Education.
Buckingham: Society for Research into Higher Education/Open University
Press.
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Cowan, J. (1998) On Becoming an Innovative Teacher. Buckingham: Open University
Press.

Schon, D.A. (1983) The Reflective Practitioner: How Professionals Think in Action. London:
Temple Smith.

Schon’s book deals with the whole question of improving professional practice by
reflection, using examples from several professions. The other two books refer specif-
ically to university teaching. Brockbank and McGill provide detailed help in setting up
situations (based mainly on the Schon model) to promote reflection with colleagues
and on one’s own teaching, with respect to promoting student learning and formal
action learning projects. Cowan distinguishes several kinds of reflection, how
teachers can best use reflection, how teachers can encourage their students to reflect
and how to structure groups and reflective learning journals in ways that best pro-
mote the appropriate kind of reflection. The book is driven by a cycle of questions,
examples, strategies and generalizations from the examples.

On action research

Gibbs, G. (1992) Improving the Quality of Student Learning. Bristol: Technical and
Educational Services.

Kember, D. (2000) Action Learning and Action Research: Improving the Quality of Teaching
and Learning, London: Kogan Page.

Kember, D. (2001) Transforming teaching through action research, in D.A. Watkins
and J.B. Biggs (eds) Teaching the Chinese Learner: Psychological and Pedagogical
Perspectives. Hong Kong: University of Hong Kong Comparative Education
Research Centre/Camberwell, Victoria: Australian Council for Educational
Research.

Kember, D. and Kelly, M. (1993) Improving Teaching through Action Research. Green
Guide No. 14. Campbelltown, NSW: Higher Education Research and Develop-
ment Society of Australasia.

Gibbs’s book describes several strategies for deep learning and 10 action research
case studies in British tertiary institutions in which one or more of these strategies
were used. Kember (2000) or Kember and Kelly (1993) describe how action research
may be implemented and Kember (2001) describes a number of particular action
research projects conducted in Hong Kong tertiary institutions.

On graduate surveys

Australian Graduate Survey (AGS): http://strategic.curtin.edu.au/ags.html
Examples of graduate survey questionnaires: University of Illinois: http://

www.pb.uillinois.edu/dr/gs/ University of Washington: http://72.14.253.104/
search?q=cache:DWc1HZI4OSwJ:www.washington.edu/oea/pdfs/reports/
OEAReport9808q.pdf+%22graduate+survey%22&hl=en&ct=clnk&cd=98&gl=au
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On teaching portfolios

http://ftad.osu.edu/portfolio/
www.city.londonmet.ac.uk/deliberations/portfolios/ICED_workshop/

seldin_book.html
Samples of teaching portfolios from different disciplines: http://Wings.buffalo.edu/

provost/cltr/files/teaching_portfolio.htm#portfolio_guidelines www.wsu.edu/
provost/teaching.htm

Electronic teaching portfolios: http://electronicportfolios.com/portfolios/
site2000.html http://eduscapes.com/tap/topic82.htm

On peer review of teaching

www.edna.edu.au/edna/go/highered/hot_topics/cache/offonce/pid/960 under
Teaching – Peer review of teaching.

Review proformas used in different teaching/learning situations from the University
of Tasmania: www.utas.edu.au/tl/improving/peerreview/

Other resources

www.unisanet.unisa.edu.au/learningconnection/staff/practice/
evaluationpeerreview.asp

http://www.utexas.edu/academic/cte/PeerObserve.html

On the scholarship of teaching and learning

Carnegie Academy for the Scholarship of Teaching and Learning (CASTL) Campus
Program with the American Association of Higher Education (AAHE). http://
www.sotl.ilstu.edu/

The Journal of the Scholarship of Teaching and Learning http://www.iupui.edu/~josotl/
Google ‘Scholarship of teaching and learning’ or ‘SoTL’ and you’ll get all

you’ll ever need to know about contacts, conferences, and journals.
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13
Constructive alignment as implemented:
Some examples

In this chapter, we present examples of constructive alignment in action
from several institutions. First, we present a faculty-wide implement-
ation of constructively aligned courses illustrating the principles of
implementation discussed in Chapter 12. We then present courses in
several different areas: veterinary science, accounting, engineering,
information systems, management sciences and nursing. These courses
are recent implementations of constructive alignment, designed within
institutional resourcing, policies and procedures and with ongoing
quality enhancement. They are produced here with the permission
of each course designer. The formatting and method and extent of
implementation are quite varied: some, for example, using quantitative,
and others qualitative, methods of assessment and grading; some speci-
fying quite precisely the alignment between ILOs and their associated
teaching/learning activities and assessment tasks; others using a more
holistic alignment. This diversity is excellent, as it shows that there is
no one way of implementing constructive alignment. Transformative
reflection is carried out realistically within each individual teacher’s
interpretation of the concept of alignment and according to his or her
own zone of feasibility.

A faculty-wide implementation*

In 1997, the Faculty of Veterinary Science, University of Sydney, was in poor
shape. It was suffering from a steady decline in government funding, the
culture was disintegrating and lacked direction, students complained about
teaching that was ‘didactic and uninspiring’. There was a call for it to be
amalgamated with two other small faculties.

* Source: Taylor and Canfield 2007.
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That call for amalgamation was the wake-up – together with the internal
appointment, in 1998, of a visionary dean who was determined to turn a bad
situation around. He organized meetings with the then 55 (now approxi-
mately 70) academic staff members and a range of stakeholders – students,
the veterinary profession, industry and key university personnel – who made
clear their comments and criticisms of the faculty. It hurt, but putting all that
together showed a way forward.

The first thing to be changed was the culture of the faculty. The plan was
to make it more outwardly focused, receptive to the needs of students, the
profession and funding/industry bodies and to place it on a growth trajec-
tory for sustainability. The leadership became distributed, with staff being
given greater responsibility for teaching decisions; teaching was to be more
student-centred, a move that coincided with a university-wide initiative in
2000 to support innovation and install quality enhancement systems. Staff
agreed on a new goal: ‘A shared culture of excellence and scholarship in
teaching and learning.’ There were three interacting principles to guide
implementation of the new student-centred curriculum:

1 Professionalism in education, involving the shared leadership in the
newly restructured faculty, with rewards for teaching and support in staff
development.

2 An innovative constructively aligned curriculum based on teaching
scholarship.

3 Quality enhancement, through a culture of continuous improvement
based on evidence gained in particular from action research.

Supporting professionalism

The decision was made at the start to use an across-the-board approach,
rather than focus on a few innovators and work out from them. This is not
the usual approach (p. 258). However, the dean’s change strategy was to
build and articulate a new culture with shared values and a sense of a
cohesive identity as a faculty, a strategy that the staff strongly supported. The
dean used the distributed leadership model to spread responsibility person-
ally among the staff. Departmental boundaries were removed so that teach-
ing was organized by faculty teams not from the old departments and cross-
disciplinary units became easily feasible. External facilitators conducted
workshops on leadership and teamwork to make the new structure work
effectively and for colleagues to feel secure with collegial support yet free to
think laterally and share ideas.

Professionalism was supported by rewards for good teaching, small teach-
ing development grants to focus on innovative teaching, aligning the new
curriculum to graduate attributes. Professionalism in teaching was progres-
sively increased by staff development activities and numerous workshops and
by recruitment. New staff were appointed on their interest in student-centred
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learning and their willingness to undertake formal training in education.
By 2006, a third of the staff had qualified for the graduate certificate in
educational studies (higher education).

Scholarly teaching

The curriculum was completely reconstructed. The old departmental sub-
jects were replaced with integrated units drawing from several subject areas
with a strong case-based emphasis. Timetabled teaching was reduced by 25%,
the final year being a lecture-free zone, using experiential learning in profes-
sional placements. All teaching was designed to be constructively aligned,
using graduate attributes to provide a framework for the whole curriculum.
Large class teaching was held to a maximum of 50% of teaching time and
was mostly less than this, thus allowing a greater range of TLAs including
e-learning, case-based learning, placements and practical classes.

Pains were taken to create a Theory Y climate. As one student commented:
‘You feel welcome and invited to contribute to all aspects of the faculty and
they seem genuinely pleased about feedback.’

Quality enhancement through
evidence-based teaching

Quality enhancement procedures involved action research by staff members
with frequent, ongoing data collection and constructive reflection on evi-
dence obtained that might throw light on the quality of teaching and learn-
ing and how it might be improved. Sources of evidence included: students,
graduates, staff and the university. Agreed minimal levels of performance
focused attention on struggling courses and additional resources used to
improve performance. Staff development workshops and external consult-
ants were used as needed. The teaching and learning quality enhancement
exercise was overseen by the faculty learning and teaching committee and
there were also quality enhancement initiatives in research and clinical
practice.

What is the evidence for the success of the innovations? The Student Course
Experience Questionnaire scale scores rose steadily from year 2000 and in 2005,
the faculty obtained highest or second highest score in the university in five
out of the seven scales. In the years 2000–2006, 25 staff had received teaching
awards, while in the preceding seven years, none had. One of the spurs to
this dramatic achievement was the decision to seek, and in 2005 to obtain,
North American accreditation, which became a ‘catalyst for transforming the
local curriculum into one that had global acceptance and relevance’.

On a norm-referenced note, the faculty is today one of the leading veter-
inary and animal science schools in Australia, with a great increase in stu-
dent demand and a correspondingly high admissions index. This was not,
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however, at the expense of research. On the contrary, in the warmer, task-
oriented search for excellence in teaching, the indicators for research excel-
lence also increased: publications, research monies relative to the rest of the
university and numbers of successful research students while the ratings by
research students for supervision, infrastructure, research climate etc. rose
from worst in the university to best during the period in question.

Taylor and Canfield (2007) saw the following factors as important in
helping to establish and sustain the goal of scholarly teaching:

1 inspirational leaders and effective strategic planning
2 commitment to shared leadership for student-centred learning
3 agreed faculty culture inclusive of all staff and students
4 engagement of external stakeholders in curriculum reform
5 curriculum alignment with graduate attributes
6 curriculum evaluation and accreditation for quality enhancement
7 enabling and supportive structures in faculty and university
8 innovation and research into student learning.

Comment
This astonishing success story shows what can be done with the leadership,
the will and the commitment to the scholarship of teaching and learning.
The overriding principle is alignment: every decision made has to conform
to the culture established to implement constructive alignment. It is highly
significant that the university as a whole was also committed to student-
centred learning and was able to come up with the support structure needed
in terms of staff developers, policies and procedures.

This is a textbook example, with one apparent exception, of the principles
of implementation outlined in Chapter 12:

1 Strong and committed leadership and the thorough commitment of all staff
(pp. 256–7). A few of the older academic staff did not share this commit-
ment at first: some took early retirement, to be replaced by younger staff
who did commit to the faculty goal; remaining doubters simply joined the
teaching teams and were swept along with the general flow – and in due
course became converts.

2 Theoretical basis to the change was there from the start: the scholarship of
teaching in general and constructive alignment in particular when it came
to course design. It was this SoTL theory that allowed the transformative
reflection following the bad experience.

3 Formative evaluation was built in from the start and orchestrated by a teach-
ing and learning committee. Staff contributed too with their own teaching
development projects.

4 Strategies for change. The one apparent exception to the principles raised in
Chapter 12 was Fullan’s recommendation that one starts small and works
outwards, based on successes (p. 258). The present decision to go full on
across the whole faculty was a bold one, but given that the status quo was
non-viable, and the faculty was totally restructured around the central
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goal to establish ‘sustainable, scholarly teaching’, this was in the event the
right decision.

5 Change teachers’ conceptions first or make them teach differently first? Here,
teachers were required to teach differently, but the reasons, the the-
ory underlying the change, were always upfront. The general answer to
this point again lies in the climate created. Teachers weren’t just ordered:
‘You teach differently!’ A rich context was provided in which the differ-
ence in teaching from what most were used to, to what was required was
fully supported by both physical resourcing and by a change in climate of
thinking about teaching.

6 The faculty climate was thus a vital part of this context: a supportive Theory
Y climate in which both staff and students felt mutual responsibility.

The fact of this transformation in the space of five years from one of
the struggling to one of the best institutions for preparing veterinarians
and animal scientists in Australia must allay any doubts that constructively
aligned teaching is impractical.

Veterinary science

Our first example of an aligned course is from the faculty we have just exam-
ined. ‘Animal Structure and Functions 3A’ (ASF3A) is a second-year course
of a four-year degree programme of BAnVetBioSc at the University of
Sydney. The number of students in the course in 2006 was 78. The course
was designed by a team, the details supplied by Dr Rosanne Taylor and
Dr Melanie Collier.

Course aims

The aims of this course are that students will integrate knowledge of struc-
ture (anatomy) and function (physiology) and draw on concepts introduced
in Animal Science 2 to build their understanding of key systems that are
integral to the maintenance of internal homeostasis. These concepts provide
a basis for investigating the effect of genes, biotechnology, nutrition and
reproductive changes on animal function and production in year 3 units.

Intended learning outcomes (ILOs)

On completion of this unit students will be able to:

ILO1 Analyse the contribution of hormones to maintenance of internal
homeostasis in animals

ILO2 Critically analyse applied animal physiology research articles
ILO3 Advise how the natural mechanisms animals use for defence from
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foreign molecules and organisms can be manipulated to confer
immunity

ILO4 Advise on animal management practices that meet the physiological
needs of animals (considering the animals’ sensory structures, central
processing, autonomic and motor responses)

For purposes of illustration, we show alignment of the TLAs and ATs for
ILOs 2 and 4 only.

Teaching and learning activities (TLAs)

TLA1: Critical review
The students undertake a critical review of two recently published research
papers on pain/welfare/research in animal husbandry/slaughter. They are
encouraged to make their own choice as to topic. The specific ILOs of the
critical review are that students will:

1 critically evaluate scientific literature
2 relate the principles of neural processing to analysis of animals’ responses

to husbandry procedures
3 use the structure and characteristics of good scientific writing
4 provide constructive feedback on scientific writing of peers.

It is intended that undertaking this task will develop and demonstrate
students’ knowledge of central neural processing, sensory processing, pain
and consciousness and provide an opportunity for students to integrate
and apply these principles to assessment of humane animal husbandry and
slaughter methods. As the task is completed, students will also develop key
graduate attributes for animal and veterinary bioscientists in information
retrieval, information management, critical analysis, written expression and
animal welfare, attributes that will be further developed and assessed in their
final-year honours/research project. The peer-assessment component pro-
vides an opportunity to reflect on their own scientific writing, to develop
skills in editing and commenting on the work of peers and to improve on the
quality of their own written work prior to final submission.

The students are prepared for the review with a tutorial on scientific writ-
ing to dissect and analyse a published paper and a class on how to critically
review literature, which is supported by documents and a website showing
students how to conduct their own critical review. A literature searching
session with the librarians helps students learn how to find and to evaluate
other sources of information that may be useful.

TLA2: Peer review
Students are required to review a critical review of their peers. The topic
reviewed is completely different from the one they investigated in order to
increase their appreciation of the other work in the field.
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Students use grade descriptors and criteria to provide constructive feed-
back to their peers on a proforma by the following week. They frequently
write several pages of useful suggestions and feedback on the hard copy (this
is very popular with their peers) in accord with grade descriptors in the unit
handbook:

1 purpose of research
2 selection and approach
3 quality of evidence
4 conclusions
5 general comments on format, word limit, grammar, spelling
6 suggested mark (/20)

One week later the students submit their revised critical review. The
teacher sees the original, student comments, papers and the final submis-
sion. Only the final submission is marked; the earlier versions and comments
give feedback to students on how they have improved their work to let the
peer reviewers know that they have provided good constructive advice.

Assessment task (AT)

Critical review of research papers
(Addresses ILOs 2 and 4.) The critical review used in TLA1 forms part of
the assessment of the course. The students are given a list of papers and
are encouraged to make their own choice depending on their interest.
This task encourages them to read more widely and to include some reviews
and alternative perspectives. Feedback from the teachers is provided to stu-
dents on how their works have improved. The critical review is worth 20%
of the course, which is 6/24 credit points of one semester of the whole
programme.

This assessment task is the only time where ILO2 is assessed in this unit.
ILO4, as broader and encompassing several topics, is also assessed in other
ways, including a written examination and project. The grading criteria are
based on a combination of students’ application of scientific knowledge in
their evaluation of the work, as well as their ability to express their ideas
effectively in the scientific critique.

Grading criteria for the critical reviews are provided to students in the
handbook and are reproduced in Table 13.1.

Online resources

http://www.deakin.edu.au/studentlife/academic_skills/undergraduate/handouts/
crit_analysis.php

http://eebweb.arizona.edu/courses/Ecol437/reading1.pdf
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Table 13.1 Grading criteria for the critical review of literature in veterinary science

Grade Introduction/literature review

The report represents work of an exceptional standard:

• is a highly articulate and professional document
• includes complex critical comments with extended

justification (and appropriate referencing) in all sections that
reflect an applied and transposable understanding of key
issues

• demonstrates initiative and originality in analysis or
interpretation

Comprehensive and highly professional:

• shows a high level of thought, knowledge and reflection
• student is able to relate material to other knowledge domains

H
ig
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ct
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n 
or

 m
as

te
ry

 8
5–

10
0%

• review critiques literature well, incorporating many sources to
develop an argument with little to no summarizing of
previous work

• may resolve theoretical and/or empirical problems and show
evidence of creative or innovative conceptualization

• discussion is integrated into a logical, coherent whole: ‘tells a
story’ and leads logically into research proposed

• creates a sense of mastery of literature and relevant technical
issues

The report is of a superior standard:

• is well written (as in credit) and free of errors
• includes coherent critical comments with substantial

justification (and appropriate referencing) in all sections that
reflect an integrated understanding of key issues

• provides evidence of broader appreciation of the
relationships between key aspects of studies in this field

• demonstrates complex, deep understanding of the subject
matter

Effective and comprehensive:

• evidence of thought and reflection
• often relates material to other knowledge domains
• includes critical appraisal, but may also summarize rather

than evaluate some aspects of literature
• review identifies and attempts to resolve theoretical puzzles

D
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5–
84

%

• essential content within the domain is successfully integrated
(continued)
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Table 13.1 (continued)

Grade Introduction/literature review

The report:

• is complete, well structured and well presented
• is written in a clear style that communicates points effectively

on first reading
• synthesizes and applies concepts appropriately to the

problem
• includes coherent critical comments with justification based

on evidence in all sections that reflect a sound understanding
of key issues

• uses evidence/argument from the literature in the field in
analysis

Review identifies and defines major issues:

• clear and strong arguments are developed within some major
issues

C
re

di
t g

oo
d 

le
ve

l o
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ac
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em

en
t 6

5–
74

%

• some tendency to summarize literature rather than develop
an integrative and logical argument

• technical issues treated competently

The report:

• addresses all four major themes in the analysis but does not
integrate or relate key ideas and issues effectively

• is presented in an organized manner but may contain
irregularities in style, expression that do not interfere with
meaning

• provides critical comments with justification in some sections
that reflect a basic understanding of key issues

• demonstrates that the literature in the field has been consulted

Review identifies some major issues:

• comments are essentially descriptive
• minimal critical analysis is attempted
• or analysis lacks depth

P
as

s 
50

–6
4%

• or analysis is somewhat confused
• main focus is on concrete issues
• lack of integrating argument
• some technical expertise revealed
• may have non-major factual errors

The report:
• does not address the four major themes of the analysis
• evidence of plagiarism or academic dishonesty
• presented in a disorganized, incoherent manner
• contains no/little or inappropriate critical comments

Fa
il 

> 
50

%

• provides no/little justification for critical comments
• does not show any appreciation of the literature in the field
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Accounting

‘Accounting 1’ is a one-semester core course in the first year of a three-year
bachelor of business administration (BBA) degree programme offered by the
Department of Accountancy of the Faculty of Business at the City University
of Hong Kong. The number of students in each class is 200. The course was
designed by Dr Olivia Leung of the Department of Accountancy.

Course aims

1 Provide students with technical knowledge in processing, preparing and
reporting accounting information in accordance with GAAP (generally
accepted accounting principles) for external users in a modern economy.

2 Provide students with general knowledge about internal control pro-
cedures and financial ratios.

3 Encourage students to be responsible and active learners.

Intended learning outcomes (ILOs)

On completion of this course, student will be able to:

ILO1 Record accounting transactions related to cash, receivables, inventories,
fixed assets, payables, shareholders’ equity, revenues, costs of merchandise
sold and expenses

Prepare financial statements (balance sheets, statements of share-
holders’ equity, statements of retained earnings, and income
statements) for servicing and merchandising companies

ILO2 Identify and explain fundamental GAAP (generally accepted account-
ing principles)

Select and apply the appropriate GAAP to support accounting treat-
ments in preparing financial reports

ILO3 Identify internal control procedures over cash, receivables, inventories
and fixed assets

Calculate and interpret fundamental financial ratios based on informa-
tion collected from balance sheets and income statements

ILO4 Be a responsible learner: attend classes and submit assignments on time
and prepared, be attentive in classes; follow teaching schedule closely; be an
active learner: actively participate in class activities; be self-motivated.

Teaching and learning activities (TLAs)

TLA1: Situation: Interactive lecture
Concepts and general knowledge of financial accounting are presented with
PowerPoint slides:
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• Personal digital assistant (PDA) questions and answers: students respond
to questions in lectures using their PDAs and the lecturer provides
feedbacks based on students’ responses.

• Work-along exercise: students are given exercises and are encouraged
to work along with the lecturer and their peers as the lecturer covers
each topic. This exercise helps students follow the lecture closely and to
visualize the applications of the concepts.

• Concept map: in the beginning or at the end of each lecture, the lecturer
uses the concept maps to demonstrate links between various topics
presented in the lecture.

Major focus: ILOs 1, 2 and 4; minor focus: ILO3.

TLA2: Situation: Tutorial
Technical procedures and practice questions are covered:

• Weekly tutorial assignments: assignments for each week are specifically
assigned to give students opportunity to think through the concepts and
to apply the concepts to various business transactions.

• Various in-class activities: students are given various activities such as
work-along practice questions, group discussions, self-test multiple-choice
questions, ideas sharing and presenting time etc.

Major focus: ILOs 1, 3 and 4; minor focus: ILO2.

TLA3: Situation: Outside classroom activities
Additional help is provided outside official class time:

• Tutor consultation: each tutor provides four consultation hours weekly
to help his/her students with technical issues or issues with learning
accounting in general.

• SI (Supplementary Instruction) scheme: performing second-year
accounting major students are selected to be SI leaders. Each leader will
head a group of FB2100 students and to meet with them weekly to provide
additional help on self-learning skills in accounting.

• Helpdesk: extra help is provided to students who have difficulties when
they are preparing for mid-term test and final examination. Designated
helpers provide help to students throughout the week before mid-term
test and final examination to answer students’ technical questions.

Major focus: ILOs 3 and 4; minor focus: ILOs 1 and 2.

Assessment tasks (ATs)

AT1: Tutorial assignments and participation (15%)
Weekly tutorial assignments are given to students to assess students’ under-
standing and knowledge on topics listed in the weekly teaching schedule.
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Major focus: ILOs 1 and 4; minor focus: ILOs 2 and 3.

AT2: Group project (15%)
Students in tutorial classes are grouped into four groups (i.e. each group
is made up of four to six students). Each group will be given a project on
either internal control procedures or financial ratios. Groups are required
to submit written reports.

Major focus: ILO3.

AT3: Mid-term test (30%)
The test is designed to assess students’ technical knowledge in analysing
business transactions, journalizing and preparing financial statements for
external reporting.

Major focus: ILOs 1 and 2.

AT4: Final examination (40%)
The examination is designed to assess students’ technical knowledge in
analysing business transactions, applying accounting principles to support
accounting treatments, journalizing preparing financial reports for external
users.

Major focus: ILOs 1 and 2.

Grading criteria

Some examples of grading criteria are shown in Table 13.2.

Engineering

‘Engineering principles and design’ is a one-semester course in the first year
of a three-year bachelor of manufacturing engineering programme in the
Faculty of Science and Engineering at the City University of Hong Kong.
Usual enrolments are 180 students. The course was designed by Dr Lawrence
Li of City University Hong Kong, in consultation with Mark Endean, Open
University, Milton Keynes, UK.

Course aims

Engineers plan, analyse, design and build anything that may move and
sustain load – products range from toys to automobiles and aircraft. They
employ an energy source and convert it into mechanical motions in machines
such as robots or pumps. This is the second of two closely linked courses,
‘Mechanics’ and ‘Engineering Principles and Design’. Both courses aim to
lay down the foundations of mechanical engineering principles in such a way
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Table 13.2 Examples of grading criteria of different assessment tasks in accounting

Group project (AT2)

ILO Content Excellent
A+ A A−

Good
B+ B B−

Adequate
C+ C C−

Marginal
D

ILO3 Each group is
given a case on
internal
control
procedures
Each group is
required to
write a report
to study the
case and to
analyse the
business’s
control
procedures

Able to
precisely
identify and
explain both
strong and
weak existing
internal
control
procedures;
able to design
internal
control
procedures
specifically for
the company

Able to
identify and
describe both
strong and
weak existing
internal
control
procedures;
able to suggest
some
commonly
used internal
control
procedures

Able to
identify
and briefly
describe
strong and
weak
existing
internal
control
procedures

Able to
identify
strong and
weak
existing
internal
control
procedures

Mid-term (AT3) and final examination (AT4)

ILO Excellent A+ A A− Good B+ B B− Adequate C+ C C− Marginal D

ILO1 Able to journalize
accounting
transactions in all
areas covered with
appropriate
account titles and
amounts; able to
project the impacts
of the journal
entries to financial
statements

Able to
journalize
accounting
transactions in
most covered
areas; able to
project the
impacts of some
journal entries to
financial
statements

Able to
journalize some
accounting
transactions;
able to carry
some journal
entries to
financial
statements

Able to
journalize some
accounting
transactions

Able to prepare all
financial reports
for both servicing
and merchandising
companies in an
accurate and
appropriate
manner and format
in reflecting a true
and fair view of the
financial reports

Able to prepare
all financial
reports for either
servicing or
merchandising
companies in an
accurate manner
in reflecting a
true and fair view
of the financial
reports

Able to prepare
most financial
reports for
either servicing
or
merchandising
companies

Able to prepare
some financial
reports for
either servicing
or
merchandising
companies
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that the students can identify the appropriate concepts required in given
engineering problems and apply them to formulate the suitable engineering
solutions.

Intended learning outcomes (ILOs)

On successful completion of this course, students should be able to:

ILO1 Apply the principles of mechanical kinetics to single degree of freedom
vibration systems

ILO2 Outline the fundamental theory of friction and wear and its applications
in engineering

ILO3 Describe the basic theories of fluid mechanics and heat transfer
ILO4 Apply the basic engineering mechanics principles to the design and

implementation of a simple engineering system (such as a projectile
machine) and the evaluation of its performance

ILO5 Work effectively as a team member in a small-scale engineering project

Teaching and learning activities (TLAs)

TLA1: Situation: Large class
This is a typical lecturing setting but efforts are made to insert short ques-
tions regarding the lesson so that students have opportunities to discuss
with each other. From time to time students are asked to discuss among
themselves for a couple of minutes regarding a topic that has just been
taught. This is to give them some space to relax between topics and provide
a review of the lesson so far.

Major focus: ILOs 1 and 2; minor focus: ILO3.

TLA2: Situation: Small group
Students interact more closely with the teacher than is possible in the large
class: much use is made of think-aloud modelling in mathematical problems.

ILO2 Able to identify and
clearly explain
GAAP in writing;
able to
demonstrate
application skills by
selecting the
appropriate GAAP
in supporting
various accounting
treatments

Able to identify
and describe
GAAP in writing;
able to
discriminate
between
different
principles under
GAAP

Able to recall
and describe
some principles
under GAAP

Able to recall
some principles
under GAAP
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Students likewise solve problems and receive diagnostic feedback. Both large
and small class teaching variously address the first three ILOs. Small class –
the format is flexible and the teaching context is problem solving. The stu-
dents are first asked to work among themselves to see whether a solution can
come up. If not, the teacher will join one group and solve the problem. After
that, the students are encouraged to teach each other regarding the problem
before the class proceed to the next question.

Major focus: ILOs 1 and 2; minor focus: ILO3.

TLA3: Situation: laboratory
The lab exercises are designed to supplement the taught materials such as
friction, fluid mechanics and heat transfer.

Major focus: ILOs 1 and 3.

TLA4: Student-centred activity (SCA)
SCA is a project that utilizes the subject material of the courses ‘Mechanics’
and ‘Engineering Principles and Design’ to design a simple mechanism.
The students are expected to work in teams to develop the schematic
design, perform the kinematics/kinetic analysis, make an analysis of loading,
investigate the behaviour of the components under elastic and dynamic
loading and make appropriate design decisions. The students also investi-
gate friction and lubrication aspects of the components and finalize their
design.

Major focus: ILOs 4 and 5.

Assessment tasks/activities (ATs)

There are three major assessment situations: final examination, laboratory
report and the SCA (project) according to the weighting in Table 13.3.

Examination and laboratory report are numerically marked and grades
awarded accordingly.

The SCA (project) is graded using the following criteria.

Group assessment
a Prototype (30%) – the working machine built to given specifications will

be assessed based on its design, effectiveness, reliability and workmanship.
b Software (30%) – a simple software programme will be written to deter-

mine the control parameter(s) for the machine to perform a given task
(e.g. to propel the golf ball for a specified distance). The software can
be implemented in any preferred computer languages or application
software such as Excel.

c Report (40%) – the typed report shall include:

• sketches of different design and related comments
• calculations behind the final design

298 Teaching for quality learning at university



10:58:06:11:07

Page 299

Page 299

• drawings with clear major dimensions
• calibration data and graphs
• reconciliation between theory and practice
• software algorithm, description and also listing if available
• anything that is useful to explain and promote the project work.

Peer-assessment
Assessment of others is an important skill for a professional engineer. Near
the end of the project, each student will be asked to assess different members
of the group objectively. This is used to differentiate the project contribution
from each group member and their effectiveness as an engineering team
player. The results are used to calculate the final project mark for each
student.

Information Systems

‘Management Information Systems I’ is a one-semester core course in the
first year of a three-year bachelor of business administration (BBA) degree
programme offered by the Department of Information Systems of the Faculty
of Business at the City University of Hong Kong. The number of students
registered in the course in 2006–2007 academic year is 810, divided into
smaller classes. The course was designed by Dr Ron Chi-Wai Kwok of the
Department of Information Systems.

Course aims

1 Provide students with knowledge about the technological foundation of
business information systems.

2 Equip students with the essential skills to work with common computer
applications in today’s business world.

Table 13.3 Weighting of the three assessment tasks in engineering with respect to the
ILOs

ATs Examination Laboratory
report

SCA Total (%)

ILO 1 20 5 — 25

ILO 2 10 — — 10

ILO 3 10 5 — 15

ILO 4 — — 45 45

ILO 5 — — 5 5

Total (%) 40 10 50 100
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3 Familiarize students with business information systems relevant to their
professional career and applications in Hong Kong.

Intended learning outcomes (ILOs)

On completion of this course, student will be able to:

ILO1 Describe the basic concepts of information systems, their composition,
configuration and architecture, including the internet and web-based
technologies in particular

ILO2 Explain the social, economic, regulatory, political and mainly ethical
aspects in the development, implementation and use of information
systems in international business settings

ILO3 Apply the general knowledge and methodologies of information sys-
tems, including the use of hardware and software, to devise and evalu-
ate effective solutions to international business problems, given the
information needs

ILO4 Design and develop particular constructs and models to support various
levels of international business activities using different tools such as
Microsoft FrontPage, Microsoft Access and Microsoft Excel

ILO5 Work productively as part of a team and, in particular, communicate and
present information effectively in written and electronic formats in a
collaborative environment

Teaching and learning activities (TLAs)

TLA1: Situation: Interactive lecture
Concepts and general knowledge of information systems are explained:

• Personal digital assistant (PDA) questions and answers: students respond
to questions in lectures using their PDAs and the lecturer provides feed-
backs based on students’ response.

• Gobbets: showing videos about business cases and scenarios using the
e-Organization (e-Org) cases.

• Concept map: the lecturer uses concept maps to conceptualize pre-
sented materials.

• Role play: students act as IT technicians and assemble a computer
system.

• PDA one-minute note: at the end of the lecture, the lecturer reminds
students to use their PDAs to write down the main topic that they find
most difficult to understand in the session or the major question that they
want to raise. In the next lecture, the lecturer provides feedback based on
students’ concerns in their one-minute notes.

Major focus: ILOs 1 and 2; minor focus: ILO3.
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TLA2: Situation: Computer lab tutorial
Technical aspects of information systems design and development are
covered:

• Computer lab exercises: hands-on activities on Microsoft FrontPage, Excel
and Access.

• Group project discussion: discussion on various aspects of the group pro-
ject (setting up a web page and a database for an online store, using Excel
for decision support).

Major focus: ILO4; minor focus: ILOs 3 and 5.

TLA3: Situation: Outside classroom activities
Additional help provided outside official class time:

• e-token: a PDA system in which students earn e-tokens by complet-
ing some learning-oriented activities such as crossword puzzles that are
downloadable to their PDAs. Students can complete the downloaded PDA
exercises at any time and anywhere (e.g. in MTR or on a bus).

• Online helpdesk: an online system to provide extra help to students hav-
ing difficulties with the course outside the classroom. During the assigned
periods, students can raise their questions about mid-term test or final
examination in the online system. The tutors will answer their questions
within four hours during the office hour.

Major focus: ILOs 1 and 3; minor focus: ILO2.

Assessment tasks (ATs)

AT1: Tutorial assignments and participation (10%)
Two assignments (3% each) are given to assess the student’s competence level
working with Microsoft FrontPage, Microsoft Access and Microsoft Excel.

Major focus: ILO4, minor focus: ILOs 3 and 5.

AT2: Group projects (35%)
The project is divided into three phases; each is designed to assess the stu-
dent’s ability in constructing interactive web pages, working with databases
and devising decision support models in a business setting.

Major focus: ILOs 3 and 4; minor focus: ILO5.

AT3: Mid-term test (15%)
The test is designed to gauge the student’s grasp of information systems
concepts and knowledge, as well as the ability to apply them to solve business
problems in various situations.

Major focus: ILOs 1 and 3; minor focus: ILO2.
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AT4: Final examination (40%)
The examination is designed to gauge the student’s grasp of information
systems concepts and knowledge, as well as the ability to apply them to solve
business problems in various situations.

Major focus: ILOs 1 and 3; minor focus: ILO2.

Grading criteria

Some examples of grading criteria are shown in Table 13.4.

Table 13.4 Some examples of grading criteria for different assessment tasks in
information systems

Group project phase 1 (AT2)

ILO Content Excellent
A+ A A−

Good
B+ B B−

Adequate
C+ C C−

Marginal
D

ILO3
ILO4

Overall
design
(sizing,
grouping,
alignment,
colour, look
and feel, etc.)

Designed in a
professional
way: fonts and
graphics
complement
each other,
text is in the
appropriate
size, making it
easy to read,
appropriate
use of colour,
easy
navigation
through the
pages

The ability
to design a
professional
webpage is
demon-
strated in
most pages
with a few
exceptions

The quality in
most pages are
average (e.g.
inappropriate
font size/item
grouping/font
colour/back-
ground
colour, etc.)

A merely
accept-
able
design in
general

ILO4 Creativity Highly
creative
design: novel
and original,
clearly
superior to
templates or
examples
covered in
class

Design with
some
creative
idea, on top
of templates
or examples
covered in
class

Average
design with
few creative
ideas

Little
creativity
shown

ILO4 Practicability Extremely
practical
design: can be
considered a
usable

Quite a
practical
design:
lacking a few
minor

Average
design, but
not very
practical since
a few major

Only
satisfies a
small
number
of
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product even
commercially,
since it
satisfies all the
functional
requirements
set out

components
to be
considered
complete

components
are not
implemented

practical
needs

Mid-term (AT3) and final examination (AT4)

ILO Excellent A+ A A− Good B+ B B− Adequate
C+ C C−

Marginal D

ILO1 Demonstrate sound
knowledge of most
materials covered,
able to describe all
concepts of
information systems
and to identify
relationship between
difference concepts

Able to describe
various major
concepts of
information
systems with
thorough
comprehension
of each and
able to
discriminate
between
different
concepts

Able to recall
and describe
some important
concepts of
information
systems and
able to show
some linkages
between
different
concepts

Able to recall
major concepts
of information
systems with
simple
description,
with ability to
grasp linkages
between a
small number
of concepts

ILO2 Able to explain
impact of information
systems from various
perspectives and how
this determines the
use of information
systems in
international business
settings based on
sound knowledge

Able to explain
information
systems’
impacts in the
various aspects,
with well-
rounded
knowledge in
international
business
settings

Able to explain
some of the
information
systems’
impacts in some
aspects, with
some
knowledge in
international
business
settings

Able to explain
a few
important
impacts of
information
systems, with
knowledge
limited in local
business
settings

ILO3 Able to make critical
judgments by
applying sound
information systems
knowledge, compare
and discriminate
between ideas

Able to apply
various
components of
information
systems to solve
open-ended as
well as closed-

Able to apply
some
components of
information
systems to solve
simple
problems using

Able to apply
some
components of
information
systems to form
partial solution
to business

and create unique
solutions to business
problems

ended business
problems using
skills and
knowledge
acquired

skills and
knowledge
acquired

problems using
skills and
knowledge
acquired
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Quality enhancement

To facilitate quality enhancement both for the course teachers/programme
leader and also individual students, Dr Kwok makes use of the assessment
grade results for transformative reflection.

Course-level achievement
Table 13.5 shows the integrated (averaged) grades of all students in a given
course, with respect to different ATs and different ILOs. It also shows the
overall grades of students in each AT and each ILO, as well as the final grade
of students at the course level.

Thus, students in the course are good at ILO4 and ILO5, but just okay
in ILO1 and ILO2. Based on these results, the course leader may need to
focus more on facilitating students achieving ILOs 1 and 2 in the next
semester. The programme leader can think about the adjustment of the
curriculum of the year 2 courses accordingly, in order to help students
strengthen their ILOs 1 and 2. The year 2 course leaders can also have a
better understanding of their incoming students and better prepare the
courses on these issues.

Table 13.5 A quality-enhancement measure focusing on the mean results for a given
course

The left-hand column lists the assessment tasks, the top row the ILOs. Cell entries are
the mean grades obtained in the course

ATs ILO1 ILO2 ILO3 ILO4 ILO5 Total

AT1 A− A−
AT2 A− A−
GP1 A A A− A−
GP2 B+ A− B+ A−
GP3 A− A− A− A−
MTT C+ C B B−
FEX B− B− B B−
PAT A− A

Total B− B− B+ A− A− B

GP1 – group project 1
GP2 – group project 2
GP3 – group project 3
MTT – mid-term test
FEX – final examination
PAT – tutorial participation
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Individual student achievement
Table 13.6 shows how the quality enhancement system works for an individual
student’s performance in the ATs and in each of the ILOs.

This student is weak in ILO1 and ILO2, but strong in ILO4 and ILO5;
weak in mid-term test and final examination, but good in group project.
This provides feedback to the student about the sort of areas represented
by ILOs 1 and 2 and would help his/her decision making in years 2 and 3
to choose courses that would reinforce their learning in these areas if
appropriate.

Management sciences

‘SOM1: Design of Service Delivery Systems’ is a one-semester course in the
second year of the Service Operations Management degree programme
offered by the Department of Management Sciences of the Faculty of Business
at the City University of Hong Kong. It is also offered as an elective or an out-
of-discipline course to other students. The number of registered students in
2006/07 is 74. The course was designed by Ms Sandy Wong of the Department
of Management Sciences.

Course aims

This course provides students with the knowledge of how to address the
major issues involved in the design of the service package and the service

Table 13.6 A quality-enhancement measure focusing on the results obtained by an
individual student

The left-hand column lists the assessment tasks, the top row the ILOs. Cell entries are
the grades obtained by an individual student in the course

ATs ILO1 ILO2 ILO3 ILO4 ILO5 Total

AT1 A− A−
AT2 B+ B+
GP1 A+ A+ B+ A

GP2 A− A B A−
GP3 A A− A− A−
MTT C+ C− C C

FEX C C+ B C+
PAT A A

Total C C+ B A− A− B
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delivery system. The strategic role of the supporting service facility and the
challenges of delivering exceptional service quality are emphasized in the
context of service organizations.

Intended learning outcomes (ILOs)

On successful completion of this course, students should be able to:

ILO1 Describe the service concept and the nature of services
ILO2 Discuss the competitive service strategy and the role of information in

services with examples
ILO3 Critically discuss the service delivery including the service process and

service encounter
ILO4 Identify service quality problems and use the quality tools for analysis

and problem solving
ILO5 Recommend the facility design features to identify bottleneck operation

and remove the anxiety of disorientation
ILO6 Evaluate the service facility location to minimize total flow–distance of

a service process layout and to estimate the expected revenues and
market share

Teaching and learning activities (TLAs)

TLA1: Situation: Interactive lecture
• Lectures: concepts and general knowledge of service operations man-

agement are explained.
• PDA questions and answers: students respond to questions in lectures

using their PDAs and the lecturer provides feedback based on students’
response.

• Peer learning: students will be asked to work in a group of two or three to
recap and answer questions of the major topics that they learned in the
previous lecture. They are required to share and present their answers to
the class.

• Videos: videos about business cases and scenarios are shown and followed
with class discussion.

• PDA one-minute note: at the end of the lecture, the lecturer reminds
students to use their PDAs to write down the main topic that they find
most difficult to understand in the session or the major question that they
want to raise. In the next lecture, the lecturer provides feedback based on
students’ concerns in their one-minute notes.

• Learning log: students have to respond to each of the ILOs addressed in
each lecture. Responses and reflection can vary from how they learned
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it, what activities reinforced the concepts learned, resources they used to
learn the concept etc.

Major focus: ILOs 1, 2, 5 and 6; minor focus: ILOs 3 and 4.

TLA2: Situation: Tutorial
Students are required to team up with their classmates and participate in the
following activities:

• Role play: students act as service providers and customers to simulate
service encounters.

• Tutorial exercises and activities: students respond to and participate in
in-class exercises and activities. They are required to apply real-life
examples or their own service experiences to their learnt subjects.

• Group discussion and case study: discussion on various aspects of the
assigned major issues or questions as well as the assigned case studies.

Major focus: ILOs 3 and 6; minor focus: ILOs 1, 2, 4 and 5.

TLA3: Situation: Outside classroom activities
Students are required to carry out some learning-oriented activities outside
their classroom such as mystery shopping, walk-through audit, servicescape,
process flow and layout improvement. Students present their findings and
results of work to the class.

Major focus: ILOs 3, 4 and 5.

Assessment tasks/activities (ATs)

Group work (45% AT1, AT2, AT3)
The objective of group work is to equip students with the necessary know-
ledge, attitude and skills to become a deep learner by means of small group
discussion and sharing. Students are required to form a group of 4–5 to work
on the group course work, introduce themselves and exchange contact
information; give a name to the group and appoint a group leader for
coordination; let the teacher have the group name, student ID and names as
well as the leader’s contact number. Students are also asked to identify their
learning expectations of the course.

AT1: Outside activities and presentation (15%)
Teams are asked to carry out some outside classroom activities to apply
what they learned in lectures and to present the results of work during tutor-
ial classes in week 9 and 10. Students may use other forms of presentation
(e.g. role play, debate etc.). All team members have to show up but it’s not
necessary for all members to do the presentation.

Major focus: ILOs 3, 4 and 5.
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AT2: Tutorial exercises and activities (20%)
Students can team up to a maximum of four to work on the assigned tutorial
exercises and activities. Marks will be awarded to those students who demon-
strate their familiarity with literature, their preparation and understanding
of the topics and, more importantly, their contributions to the assigned
activities.

Major focus: ILOs 1, 2, 3 and 5; minor focus: ILOs 4 and 6.

AT3: In-class participation and discussion (10%)
Students are required to critically discuss, share and present the assigned
topics. Students can pair up or work individually to participate in the discus-
sion topics and issues. They are expected to think and learn how to engage in
an exchange of ideas to construct their understanding of knowledge and not
just to memorize it. Students are expected to point out agreements or dis-
agreements, to raise appropriate questions and to brainstorm solutions to
problems. Extra marks are awarded to those who can draw relevant implica-
tions to apply their daily life examples of service experiences. PDAs are
required for the Q&A session.

Major focus: ILOs 1, 3, 5 and 6; minor focus: ILOs 2 and 4.

Individual work (55% AT4, AT5, AT6)
AT4: Learning log (5%)
The purposes of the learning log are to develop students’ awareness of all the
ILOs and learning processes; to develop their ability to reflect on learning
activities; and to encourage instructors to inform students of weekly learning
outcomes. Learning logs are submitted via BlackBoard.

Major focus: all ILOs.

Self-reflection on outside activities (5%)
This is the individual work component of AT1. Each student is required to
prepare and submit a one-page write-up to report their self-reflection on the
assigned outside activities, focusing on (a) their reflection on the subjects/
topics they learned during the activities, (b) comments on their feelings
about their learning experience and (c) give recommendations for further
improvement.

Major focus: all ILOs.

AT5: Mid-term test (15%)
The mid-term test is scheduled during lecture session. It addresses only
the first three ILOs for revision purpose and assesses the understanding
of key concepts. The format is multiple-choice and/or closed-book short
essays.

Major focus: ILOs 1 and 3; minor focus: ILO2.
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AT6: Final exam (30%)
The final exam is a two-hour semi-closed-book in-class exam consisting of
essay-type questions (both qualitative and quantitative). Students are allowed
to bring in one A4-sized study aid prepared by themselves but no additional
stickers or labels can be attached. Students are required to quote examples
to support their arguments if appropriate.

Major focus: ILOs 5 and 6; minor focus:ILOs1 and 3.

Grading criteria

Some examples of grading criteria are shown in Table 13.7.

Table 13.7 Some examples of grading criteria for different assessment tasks in man-
agement sciences

AT2: Tutorial exercises and activities

Excellent
A+ A A−

Good
B+ B B−

Adequate
C+ C C− Marginal D Failure

4.3 4.0 3.7 3.3 3.0 2.7 2.3 2.0 1.7 1.0 0.0

Clearly and
correctly state
most critical
points and
important
contributions of
the assigned
exercises and
activities
Discuss issues
critically
Draw significant
and relevant
implications to
Hong Kong
service sector
Good presen-
tation skills
Strong evidence
of familiarity with
literature

Clearly and
correctly state
some critical
points and
important
contributions
of the assigned
exercises and
activities
Discuss issues
critically
Draw some
relevant
implications to
Hong Kong
service sector
Good
presentation
skills

Clearly and
correctly state
some critical
points and
contributions of
the assigned
exercises and
activities

State a few
critical
points and
contribu-
tions of the
assigned
exercises
and activities

Little or no
evidence of
contributions
to the
assigned
exercises and
activities

(continued)
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Nursing

‘Philosophy and Science of Nursing’ is a one-semester core course of a two-
year part-time master of nursing degree programme in the Department of
Nursing Studies of the Li Ka Shing Faculty of Medicine at the University
of Hong Kong. The students are practising nurses, 33 in number. The course
was designed by Dr Agnes Tiwari of the Department of Nursing Studies.

Table 13.7 (continued)

AT4: Learning log

Excellent
A+ A A−

Good
B+ B B−

Adequate
C+ C C− Marginal D Failure

4.3 4.0 3.7 3.3 3.0 2.7 2.3 2.0 1.7 1.0 0.0

Strong evidence
of developing an
awareness of
learning
expectations and
processes as well
as the ability to
reflect on
learning
progress

Evidence of
developing an
awareness of
learning
expectations
and processes
as well as the
ability to
reflect on
learning
progress

Some evidence
of developing an
awareness of
learning
expectations and
processes as well
as the ability to
reflect on
learning
progress

Sufficient
organization
of their
learning that
marginally
enables the
student to
progress
without
repeating
the
assignment

Little or no
evidence of
ability to
organize the
learning and
overall
understand-
ing of what
the class is all
about

AT6: Final examination

Excellent
A+ A A−

Good
B+ B B−

Adequate
C+ C C− Marginal D Failure

4.3 4.0 3.7 3.3 3.0 2.7 2.3 2.0 1.7 1.0 0.0

Strong evidence
of original
thinking
Good
organization,
capacity to
analyse and
synthesize
Superior grasp of
subject matter
Evidence of
extensive
knowledge base

Evidence of
grasp of
subject, some
evidence of
critical
capacity and
analytic ability
Reasonable
understanding
of issues
Evidence of
familiarity
with literature

Student who is
profiting from
the university
experience
Understanding
of the subject
Ability to develop
solutions to
simple problems
in the material

Sufficient
familiarity
with the
subject
matter to
enable the
student to
progress
without
repeating
the course

Little
evidence of
familiarity
with the
subject
matter
Weakness in
critical and
analytic skills
Limited or
irrelevant use
of literature
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Course aims

Although nursing is a practice discipline, it cannot solely rely on the accepted
theories of practice. For nursing to evolve, it must continually expand its
knowledge base, which should be disseminated and applied to practice. As
the development of science entails the interpretation of phenomena and
events, the context within which nursing science is located must be taken
into account. Furthermore, the advancement of nursing science requires its
practitioners to have the skills and inclination to reflect on the quality of
one’s thinking and to use one’s critical thinking skills to engage in more
thoughtful thinking and problem solving in work situations.

In this course, students will be able to develop and practice metacognitive
self-correction (using one’s own thinking to improve one’s own thinking)
while they interpret, analyse, explain and evaluate the philosophy and science
of nursing within the western and Chinese context.

Intended learning outcomes (ILOs)

At the end of this module, students should be able to:

ILO1 Explain the nature of the philosophy of nursing and relate it to the
western and Chinese philosophical context

ILO2 Describe and reflect on the development of nursing knowledge
ILO3 Explain the historical evolution of nursing science
ILO4 Analyse the metaparadigm of nursing in terms of nursing, health, client

and environment
ILO5 Reflect on and evaluate the contemporary perspectives of nursing
ILO6 Analyse and theorize the interrelationships among nursing theory,

research, practice and education

Teaching and learning activities (TLAs)

TLA1: Mini-lecture
A teacher-led mini-lecture precedes students’ discussion activity. The purpose
of the mini-lecture is to deliver key concepts and principles pertaining to the
ensuing discussion.

TLA2: Small group discussion
Divided into small groups during the discussion activity, students develop
and practise higher order cognitive skills as they explain, analyse, reflect, evalu-
ate and theorize the philosophy and science underpinning nursing, with an
aim to advance nursing practice and science from the past and present.
Guidelines, framed in a series of critical thinking questions based on the
ILOs of the particular class, are provided to help students conduct critical,
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interactive and dialectical discussion. Through the process of discussion, not
only do students acquire disciplined-based knowledge, they also practise the
habit of using their own thinking to improve their own thinking (metacogni-
tive self-correction), which is an important nursing skill as nurses must be
able to form good judgment in their professional work based on their own
critical thinking. The teachers act as facilitators during student-led discus-
sion by promoting meaningful discussion but not providing answers or
solutions. In addition, one of the teachers records the thought processes
demonstrated by the students in a selected group using the Holistic Critical
Thinking Scoring Rubric (HCTSR) (Facione and Facione 1994) as an
assessment of the students’ ability to think critically about an authentic issue.

TLA3: Teacher-led think-aloud
After the discussion, a teacher-led think-aloud is used to provide feedback on
students’ responses to the critical thinking questions in the group selected.
The teacher talks through the thought processes as demonstrated by the
students during their discussion based on the HCTSR measures. Given the
concentrated effort of using the HCTSR in the measurement of critical
thinking, only one group can be assessed in each discussion session. The
other groups of students are encouraged to listen to the feedback and learn
from others’ experience.

Assessment tasks (ATs)

Assessment is entirely by portfolio. The student:

1 submits two items of work, each item of which may cover one or more
(whole or part) of the ILOs and is limited to 2000–2500 words

2 justifies the selection of each of the items in relation to the ILOs
3 ensures that the two portfolio items jointly cover all five of the ILOs

specified for this module.

Students are given examples of items that may be submitted but are
encouraged to go beyond the list. Examples include: an action plan, book or
article review, a case study, a concept map, critical incidents, learning diaries,
letter-to-a-friend, reflective diary, reflective report of a group discussion and
the like.

Grading criteria

The criteria used to assess the quality of students’ portfolio items are given in
Table 13.8. Each item is graded holistically, but as the university requires a
numerical grade, the grade for each item is converted to a percentage, as in
Table 13.8, and the average of the two computed – which is then converted
back to a letter grade.
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Comments and conclusions

The examples in this chapter illustrate possible ways of implementing
constructively aligned teaching, learning and assessment under differing
conditions of class size, level of teaching, disciplinary areas, various con-
textual conditions such as faculty regulations as to assessment and personal
philosophy of the teacher. Class sizes ranged from large (over 200 stu-
dents), medium (70–80 students) to small (around 30 students); mode
from full-time to part-time and levels from first-year undergraduate to
postgraduate. Most courses were conceived in a qualitative framework for
assessment, others in a quantitative; some assessed the ILO, others the
assessment task.

What all examples have in common is that the TLAs and ATs were aligned
to the clearly stated ILOs on the basis of the learning verbs in each ILO.

Intended learning outcomes

All the course ILOs are derived from the course aims and are articulated in a
way that identifies what students are intended to achieve through attending
the course. Verbs such as identify, describe, explain, analyse, evaluate, apply, design,
reflect and theorize are used to indicate the levels of understanding or per-
formance students are expected to achieve with respect to the content areas.
These ILOs include both declarative and functioning knowledge, ranging

Table 13.8 Holistic grading for the assessment portfolio in nursing

Grade Descriptiont Understanding demonstrated Evidence provided (examples) 

A
≥ 70

Excellent Understanding at an
extended abstract level

Theorize about a topic
Generalize to new applications
Reflect on experience

B
60–69

Good Understanding at a
relational and application
level

Apply theory to practice
Recognize good and bad
applications

C
53–59

Fair Understanding at a
multistructural declarative
level

Describe nursing knowledge
Explain nursing philosophy
Comprehend selected nursing
theories

D
50–52

Pass Understanding at the
lowest nominal level

Name the concepts or theories
Focus on one conceptual issue

F
≤ 49

Fail Fail to achieve the stated
learning objectives

Miss key issues
Demonstrate erroneous
understanding
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from multistructural to extended abstract in terms of their SOLO levels. In
several courses, relative importance of the ILOs is reflected in the amount of
teaching and learning support in the TLAs and by the weighting of the
assessment tasks in deriving the final grade.

Most of these courses also include the more generic ILOs on team work
and communication to address appropriate graduate attributes.

Teaching and learning activities

Several different situations were used as contexts for TLAs:

1 Large classes of hundreds of students in traditional lecture theatres. Examples
from accounting, engineering and information systems show that even
this unpromising situation can be made interactive by engaging students
in student-centred learning activities such as peer discussion and learning,
role play, developing concept maps, using PDA for Q&A and one-minute
notes and working on work-along exercises.

2 Small group situations. TLAs such as small group discussions on case study
and problem solving, working on tutorial exercises, while role play and
think-aloud modelling were used in accounting, information systems,
management sciences and nursing.

3 Laboratory. The laboratory context, supporting discipline-specific learning
activities for functioning knowledge ILOs were used in engineering and
information systems.

4 Individual and group projects. Individual projects were used as TLAs in
engineering and group projects in information systems: in both cases,
the TLA became the assessment task.

5 Outside the classroom. Accounting, information systems and management
sciences all required students to engage in TLAs outside the classroom
such as peer teaching, helpdesk, tutor consultation, individual work with
PDAs, peer tutoring and field trips.

6 Peer-assessment, authentic to much professional practice, is used formatively
as a TLA in veterinary science.

Assessment tasks

A variety of assessment tasks are used. Where departments had regulations
requiring examinations, the latter were used strategically, as in point 1:

1 Written tests and examinations. These are used in many of these courses, but
mainly to assess declarative knowledge as in such verbs as ‘identify’,
‘describe’, ‘explain’ and ‘evaluate’. The danger, mostly avoided here, is
that where regulations stipulate that x% of the final grade must be by
examination, the functioning knowledge ILOs might be under-assessed.
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2 Project work is used to assess functioning knowledge in accounting (group),
engineering (individual) and information systems (group).

3 TLA as assessment task. Alignment is maximized when the TLA becomes
the AT: critical review of research papers in the veterinary science; tutorial
exercises and assignments in accounting, information systems and man-
agement sciences; and the student-centred activities (SCA) project in
engineering.

4 Portfolio assessment. Nursing used a portfolio of two items that students
chose and that had to address all ILOs.

5 Peer-assessment was used formatively and summatively in engineering.

Grading

Constructive alignment itself is achieved once TLAs and ATs are aligned to
the ILOs. There are two remaining tasks: to turn the student’s performance
on a task into a grade or mark; and, after assessing individual ATs, to com-
bine the results into a final grade. This may be done in various ways, accord-
ing to the content area, the context including institutional policies and
personal decision:

1 Assessing individual performances. Grades can be allocated by judging a
students’ performance top-down against established grading criteria or
rubrics; or by quantitatively accruing marks bottom-up. Most courses here
used judgment against grading criteria, so that the difference between
grades reflected qualitative differences in performance.

2 Deriving the final grade. However an individual performance is assessed, it
needs to be combined with other assessments to form a final grade for the
student. Where marking the individual task has been done, combining
results presents no problem: it is a matter of averaging the obtained
results. Where the initial assessments have been made qualitatively, top-
down, they can be converted into a number scale which can then be dealt
with arithmetically, as in veterinary science, management sciences and
nursing (see Tables 13.1, 13.7 and 13.8). Holistic assessment was not used
in these examples, but an example appears in Box 11.2 (p. 224).

3 Assessing the ILO or assessing the task. We saw examples of both here. Assess-
ing the task occurs in veterinary science (critical review of literature),
in engineering (SCA project, examinations) and management science
(tutorial tasks and participation, learning log and examination). Assessing
the ILO on the basis of a variety of sources occurs in accounting, infor-
mation systems and nursing. It is interesting to note that this issue is
independent of the task. The same task, such as tests and examinations,
can be assessed in itself, or as a source of evidence in an ILO.

We are extremely grateful to the designers of the faculty implementation of
constructive alignment, and of the courses we have just visited, for allowing
their inspirational work to be included here. They nicely demonstrate that,
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although so different in content and detail, constructively aligned teaching
and learning can be implemented in so many different areas and insti-
tutional contexts: constructive alignment is a robust animal that can adapt to
a variety of conditions. These courses are not here as models to be emulated
in detail. Undoubtedly, they will change as a result of ongoing quality
enhancement, as all good teaching does. Transformative reflection is by defi-
nition transforming. Our intention in presenting these examples is rather
that they will provide ideas to fertilize your own transformative reflection
about your teaching and assessment.

A final task (Task 13.1) asks you to revisit the intended outcomes that we
have identified at the beginning of this edition (p. xx) and reflect on how
well they have been achieved as far as you are concerned.

In the last paragraph of the previous edition of this book, the quality
enhancement systems in place in the UK, Hong Kong and Australia were
compared. The most staggering difference between the systems lay in the
amount of money spent on teaching development. The hope was expressed
that ‘by the third edition of this book, these figures will have equalized:
upward’ (p. 289). Sad to relate, this has not been the case in purely mone-
tary terms. There is no doubt, however, that the focus on the quality of teach-
ing and learning has certainly been adjusted upwards in all these countries
and elsewhere, as outlined in Chapter 1 of the present edition.

We hope that this trend, for institutions and systems to concern themselves
about the quality of their teaching, will continue. We would further hope
that the concepts and practice of outcomes-based teaching and learning,
and its implementation through the reflective use of constructive alignment,
will continue to play its role in this ongoing process of enhancing the quality
of teaching and learning at university.
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Task 13.1 Your achievement of the intended outcomes of this book

We have identified five intended outcomes for readers of this book (see
page xx). We have discussed the theory and practice of designing and
implementing constructively aligned teaching and learning and pro-
vided task activities for the different stages of designing and imple-
menting constructive alignment. Now that you have finished reading
the book, and hopefully have done the tasks, we would like to ask you to
undergo some self-reflection and self-assessment of your achievement
of these intended outcomes.

Your evaluation on achievement of intended outcome:

1

2

3

4

5

Your overall reflection:

1 Some of the most important things that you have gained from the
book:

2 Questions that you still have regarding designing and implementing
constructive alignment:

3 Actions that you will take to try answer these questions:

4 What is your intention to implement constructive alignment in your
future teaching? Put a cross on the continuum to indicate your
position:

No intention Definitely
to implement intend to implement
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INTRODUCTION

If we could solve the problem of general education, we could 
confidently strike any third world war off the calendar. General 
education means the whole development of an individual, apart 
from his occupational training. It includes the civilizing of his 
life purposes, the refining of his emotional reactions, and the 
maturing of his understanding about the nature of things accord
ing to the best knowledge of our time.

In this sense general education is the fundam ental problem 
of modem society. Other problems must of course be solved 
too, before we can achieve the good society which now clearly 
lies within the reach of man’s imagination. Among the others 
are the problems of international organization and democratic 
control, the problems of economic co-operation and the freedom 
of the individual. But we are going to be able to carry out our 
best plans for all these things, in the years ahead, only so far as they 
are understood and supported by the people of many countries, particu
larly countries like America which wields a frightful power for 
good or evil.

Since World War I many books have been written on general 
education. Most of them have added impetus to a healthy 
reform. Some of them have made welcome additions to our 
repertory of techniques. A very few, however, have clarified 
our vision of a larger strategy, a mission that might enable us to 
marshal our techniques, so as to make an adequate attack on the 
fundamental problem of modem society. Among those very 
few books is this little one by the Spanish thinker, Jos£ Ortega y 
Gasset. His may prove in fact to have been the boldest and yet 
the soundest contribution of our times, striking at the very heart 
of the problem.

For the heart of the problem appears to be a matter of com
patibility among the aims of the myriad individuals who make 
up the modem world. Their orientation must be such that 
their collective choices will bring about certain conditions of 
civilized society, on which the individual, though supremely 
important, is totally dependent for his opportunity to live a happy 
or even a pe,aceful life. As modern world society brings us 
together in a growing dependence on one another, more and
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more of the choices we make have a rebounding effect on other 
individuals and other nations : for example, the choices that will 
nourish or destroy the seeds of a third world war. What we 
need is to make possible a general working agreement on choices 
of this far-reaching sort. Now any agreement imposed by a 
“  master-folk ” , or even a group of experts irresponsible to the 
people, is absolutely useless. It fails to square with the best 
knowledge we have of ethics, government, anthropology, and 
human psychology. The agreement must be voluntary, then. 
But how is voluntary agreement to be reached unless we can agree 
on the basis for picking the best alternative that is open to us ? 
In real life the trouble usually is not any disagreement on such 
ultimate objectives as freedom from disease* the self-fulfilment 
of the individual, or liberty and j ustice for all. The disagreement 
is rather over the question as to which alternative will best lead 
to these objectives, which one will work the best. Voluntary 
agreement therefore must rest on a common understanding of 
the physical and social conditions under which we are striving 
to carry out our objectives. If someone objects that the trouble 
is selfishness rather than ignorance, the answer is that narrow, 
socially harmful purposes are merely secondary effects of ignor
ance. For in our time at least, these narrow purposes are not 
defensible even on grounds of self-interest.

We find around us, obviously, too little common under
standing and no ready means by which diverse cultures, ior even 
diversely trained individuals in our own culture, can bring 
themselves to a common plateau of knowledge from which they 
might reason their way on together to a working agreement 
upon a next step. Modem knowledge does not make this 
common understanding an easy matter. In fact, it almost 
defies the capacity of the human intellect, not only because it is 
constantly expanding at such a dizzy rate, but still more because 
in the past, at a number of successive stages, it has emitted 
conflicting interpretations, and these survive in the present world 
to add to our confusion. The commonest human reaction to this 
difficult heritage has been, as we might expect, to evade the 
challenge and not attempt any comprehensive grasp of it. Most 
of us have dodged the greater part of our many-sided responsibility 
for being enlightened citizens of the modern global community. 
In the momentous choices of the last two decades, we have 
“  rebelled ” against the burden of knowing what would be the 
wisest next step, according to the best knowledge of our times.
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We have acted not as responsible individuals but as a part of 
“  the masses ” ,

Ortega’s restless genius was already analysing this very 
problem in La RebeluSn de las Masas, published in 1929, and was 
pushing on to seek a solution of the problem in the present study, 
which was completed and published in 1930. This was before 
the Depression had led the rest of us to look for the deeper 
significance of World War I in the underlying cultural dis
equilibrium of our whole civilization. It is only now in fact 
that our general-education movement, spurred on by a third 
upheaval, is penetrating to the deeper questions of the problem. 
How can the present partial insights be synthesized to form the 
basis of some common understanding, evolving yet stable ? How 
can a synthesis be taught without undermining the very freedom 
it is intended to serve ?

The general-education movement in the United States stands 
out for its advances in pedagogical techniques, guidance, survey 
courses, integration of courses, and even general curricula, which 
however belie one another’s claim to any comprehensive inte
gration. We have been developing these techniques in a spirit 
of unrealistic optimism despite all our protestations to the contrary. 
It took a blow that shattered our faith in automatic progress to 
make us buckle down to the basic questions that worried Ortega 
a decade and a half ago. Tlius for a second time the hardy, 
practical-minded pioneers of our country, as they push back one 
of the great frontiers of history, find stretching on before them 
the trail of an imaginative Spanish explorer.

This suggestion of the book’s importance and timeliness 
would be sufficient introduction were it not that the sketchy 
little volume takes on much of its meaning from a very complex 
background in the life and thought of its author. To project 
the sketch against an imagined background would fill it in with 
wrong colours— all the more so, if  one has sensed that the colour
ing ought to be good and bold.

The life of Ortega is complicated by no less than five parallel 
careers. He is at once a teacher, an essayist, a publisher-editor, 
a philosopher, and a statesman. And his life has been further 
complicated by the turbulent surrounding history and a web of 
causal interconnections. Clearly, therefore, the best judgments 
we can make at present must be put forth very modestly— a 
caution which not all writers on the subject have observed.
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Furthermore the present introduction will have to skip here and 
there in the large subject, in order to pick out the points that 
shed the most light on Ortega’s theory of cultural education.

For the life of Ortega from 1883, the year of his birth, to the 
outbreak of the Spanish Civil War in 1936, we may fortunately 
refer to an excellent biographical sketch by Mrs. Helene Weyl, 
one of his translators who knows him well. This is available in 
the University of Toronto Quarterly of July, 1937 (pages 461-479). 
For the years from 1936 on, the world will probably have to wait 
a number of years for a definitive biography. It would be easy 
enough to enlarge upon the salient events of his life during this 
period, which Professor Federico de Onis, the eminent Columbia 
bibliographer and a friend of Ortega’s from boyhood, has graci
ously summarized for us in a letter of August, 1943. Ortega 
was deathly ill when he left Spain, shortly after the outbreak of 
the Civil War, and made his way to Paris where he underwent a 
serious operation. He moved on next to Holland to recuperate, 
thence to Portugal, and to Argentina for a longer stay. In 194a 
he decided to return to Portugal.

What matteis most, however, is not the narrative of his life 
but its interpretation, and this grows the more precarious after 
1936 for a new reason : Ortega himself has been comparatively 
silent during this period of pfotracted illness. Hence the editorial 
reactions of the press, which have sometimes been stormy, are 
more difficult than ever to evaluate. They not only may be 
biased ; they may even rest upon an inexact knowledge of what 
Ortega had said in the first place. This is particularly true of 
the documents relating to Ortega’s last visit to the western 
hemisphere. The inner explanation of sill tempests must await 
the reflective analysis of some very level-headed historian.

These last eight years, however, are comparatively unim
portant as background for Mission of the University. The period 
that concerns us here is the quarter of a century stretching from 
about 1910 up to 1936. During those yeais Ortega enjoyed 
full opportunity to express his torrential flow of ideas, and so he 
has left us a very complete record. But here again the critics 
seem unable to agree on any elements of an evaluation. Why is 
it that judgments of Ortega range from such ardent devotion to 
almost equally ardent deprecation, with such a comparatively 
sparse distribution of opinions over the middle ground ? It is 
true that we are all more narrowly specialized than Ortega and 
so we naturally incline to focus our attention on one side or another
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of his vast activity. But that does not explain why each of his 
activities is so variously judged. The essential explanation seems 
to be less a matter of reason than one of emotion. The fact is 
that it is impossible for Ortega’s contemporaries to view him 
dispassionately. His fieiy personality, and his persistent relevance 
to the burning questions in our own lives, make him a controversial 
subject. Eyen within himself, his several careers and the char
acteristics they have developed in him react on one another, and 
generate an imbroglio of epic proportions. The spectator loses 
all spirit of detachment as he takes sides in this one-man drama 
of the modern mind.

Ortega’s volubility and varied public contacts as a journalist 
might have passed as natural to the type, if only the teacher in 
him were not so prone to correct the misconceptions he en
countered. The same pedagogical trait, reacting with his 
developed social consciousness, gave rise to an unusual amount 
of friction even in his teaching career. For he was so keenly 
aware of the practical consequences of ideas that he could never 
be satisfied to teach social ethics as merely pretty theories. 
Again, Ortega was undeniably skilful as a political figure, yet 
in that career his propensity for instructing people made him 
quite unable' either to compromise suavely with his opponents 
or to' let himself be led expediently by his followers.

Even these careers might not have dashed as they did, were 
it not for the philosopher’s loyalty to a many-sided truth that 
satisfies no partisan mind, Ortega is to be classed as a conserva
tive in politics, but one who has his own independent ideas on 
what is most worth conserving in our complex heritage. As a 
result he has been severely critical of the left and the right alike, 
and both sides have taken his criticism for evidence that he had 
joined the opposing camp. In the Civil War he objected bitterly 
to the use of Spain by both fascists and communists as the unlucky 
testing ground for the implements of the next world war. He 
condemned the leaders at home, the leaders abroad, and even the 
foreigners themselves, for as. he saw it they were intruding in 
Spain with their public opinion, grossly ignorant of what Spain 
and the Spanish people really needed. Communism and fascism 
alike, transplanted into the Spanish mii d̂, simply clouded the 
issue and delayed the solution. Subsequent history appears to 
reveal Considerable truth in his views, however distasteful they 
were to both , leftists and reactionaries at the time.

From the beginning of his long public life, Ortega exhibits
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the same explosive combination of keen analysis and a fearless 
readiness to show his-contemporaries the error of their ways. He 
antagonized people in power by assailing their abuses of privilege, 
and he disturbed the champions of the underdog by pointing to 
the incompetence of the “  mass man ”  for true democracy, and 
deducing that modem society needed the leadership of some 
aristocracy of the intellect. Obviously an intellectual himself in 
the best sense, a critical and independent mind, he stood aloof 
from the practising anti-intellectuals of his time, the totalitarians. 
Yet he offended his fellow intellectuals constantly by berating 
“  the frivolity and irresponsibility which are frequent in the 
European * intellectual which I have denounced as a factor of 
the first magnitude amongst the causes of the present disorder.”  1 

That is why it is so difficult for us of to-day to see Ortega 
dispassionately. If he rises above partisan or professional 
boundaries, he does so by way of showing up the inadequacies 
of many types of credo, among which those of most of las critics 
are necessarily distributed.

And then Ortega’s manner of expressing himself makes him 
difficult to read in an objective spirit. He is skilful in the art of 
arousing the ordinary reader to think along with the printed 
page, even when he has a highly sophisticated and complex idea 
in his own mind. Yet the rhetorical devices he uses for this 
purpose are sometimes irritating to the seasoned critic— devices 
like the striking paradoxes which he resolves by an unexpected 
redefinition of terms ; or such a fiction as the “  mass-man ” , 
the economic man’s posthumous brother ; or his way of tussling 
with the meanings of words, or with the supposed stubbornness 

' of the reader, forms of dramatization which are extraneous to 
the essential line of thought. Good critics have been led to 
misjudge Ortega, I think, under the influence of negative effects 
produced by all this technique on their educated taste. Mr. 
Henry HazUtt, who was literary editor of the New York Nation 
when The Modem, Them was first published in America,, in 1933, 
took that occasion to express his wonderment at the extravagant 
praise which had greeted The Remit of the Masses a year before, 
and went so far as to judge Ortega not a real thinker but a 
‘ rhetorician-thinker It seems nearer the truth to regard him 
as a rhetorician and a thinker.

The Revolt has been so successful as rhetoric, that in nlany an 
American public library it is the most battered volume of all

, Concerning Pacifism,”  Nineteenth Ctnkay, 124 (July. 1938)) P- 3®.
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those which have attempted, in the past decade, to convince the 
ordinary citizen of his cultural incompetence. It has done its 
part towards obtaining the public support on which the general- 
education movement depends. Ortega, the journalist has been a 
shrewd judge of that wide public which demands dramatized 
ideas, and induces the writer to press home main points rather 
than to draw fine distinctions and weigh each cautious allegation.

On the other hand, The Revolt has not appealed to the un
critical reader alone. Among the American educators who have 
referred to it with appreciation in their own writings are George 
Edgar Vincent, Norman Foerster, Robert Shafer, and Henry M. 
Wriston. Its essential line of thought has been generally re
affirmed, not only by thinkers, but by subsequent history. Cer
tainly the decade of the thirties has been one unhappy chronicle 
of the retreat of humane values and enlightened ideas, weakly 
defended, and brutally misunderstood and derided by geniuses 
educated to gross ideals.

Ortega the thinker is not to be dismissed, therefore, either 
because Ortega the journalist writes in a showmanlike style or 
because Ortega the political figure invokes our partisan feelings. 
If his tempestuous combinatiQn of careers makes him difficult to 
evaluate coolly, perhaps his very breadth of experience may have 
led him to some larger insights that a narrower view of life would 
never have inspired. In the field of education there is particular 
reason to look to such a background as Ortega’s for some fruitful 
ideas. To-day few thinkers can venture into the wider reaches 
of school and society without becoming dangerously unskilled 
amateurs. And so it is not amiss for us to approach with expecta
tion and humility this extraordinary thinker, whose personal 
experience spreads to the four owners of the vast subject.

Few other modern philosophers, and possibly none, have 
achieved such popular leadership as Ortega exerted during the 
Spanish' Republic of the nineteen-thirties. He came, in fact, to 
be called by many of his fellow citizens “  the father of the Re
public On the fall of the dictator Frimo de Rivera in 1931, 
Ortega organized a number of Spanish intellectuals into a 
“ League for the Service of the Republic This took him into 
politics, for as the delegate of this League he was elected to the 
Constituent Cortes. Thus he gained a valuable knowledge of 
public affairs, the possibilities and limitations of the governing 
process, and the nature of political leadership.
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This knowledge he added to an. already rich experience of 
active life as a publisher and journalist. For he had founded 
and edited the world-famous magazine, Revista de Occidents; 
and he had helped to found the newspaper E l Sol and the publish
ing house Espasa-Calpe, both of which likewise earned a world
wide reputation. As an essayist, he has appealed to a very wide 
public with scores of ddightfiil adventures of ideas. They begin 
often with some everyday experience common to all of us, and 
carry the reader to some pregnant idea about life— twentieth- 
century Spectator Papers, which in fact are collected into a series 
of volumes called El Espectador. He has succeeded too in getting 
the general public to consider his more ambitious theses. The 
wide appeal of his Revolt o f the Masses and Modem Theme we can 
observe in the United States.

So Ortega is well aware of that general public which con
demns, to death educational institutions that forget their'de
pendence on the society outside. And this fact intercepts any 
hasty judgment one might be led to make of the present essay. 
Despite the caveat Ortega introduces on pages 37-8, 40 and 
76-8, several readers of the manuscript have still remained 
unconvinced. They express the opinion that Ortega seems, at 
points, to regard culture as a river that takes its rise in the 
lofty university and flows down over the plains and swamp
lands below. Yet it is safe to assume that he is thoroughly 
conscious of society, and that in building the skeletal structure 
he presents here, he has had in mind how it would lend itself 
to a fruitful interplay between the university’s organized 
critical knowledge and the lessons men learn in the school of 
experience.

Ortega’s fiction of presenting this essay as a mere collection of 
notes, written for his own use has this much truth in i t : the essay 
makes no pretence of meeting 'the obvious queries which other 
minds will be sure to raise. It calls for a twofold activity of 
our imagination. First of all, what made him jot down these 
particular headings and broken sentences, on the scraps of paper 
we can imagine,, and why did he arrange them in this sequence ? 
And secondly, as to the ramifications he has omitted to mention, 
did he think they were so obvious that he was sure to remember 
them) or did he really forget to take them into account ? Per
haps our difficulties on these points find their compensation in 
the brevity of the essay, and in the intimate glimpses we catch 
here and there of a great mind at work.
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As a teacher Ortega has had a long and eminently successful 
career. After years of unhurried preparation, largely in Spain 
and in Germany, he was appointed in i g i i  to the Chair of 
Metaphysics at the University of Madrid. This post he occupied 
fpr some twenty-five years, with one short interruption when 
he resigned in protest against the dictatorship’s encroachment on 
academic freedom. He has been an inspiring teacher, whose 
students were willing to follow him outside the university when he 
found the atmosphere of its halls too turbulent for scholarship.

Ortega’s success in teaching has been due in considerable part 
to two dominant characteristics.

The one is his ingenious way qf starting from everyday 
experience, just as he does in the Spectator essays, to arrive at some 
general idea which henceforth takes on a new significance. Like 
Alfred North Whitehead, Ortega knows the art of “  suffusing 
knowledge with imagination ” by bringing the abstract into 
contact with the particular. Like Whitehead again, he is 
accustomed to “  seek simplicity but distrust it ” , When he 
proposes that young people should learn a body of previously 
formulated concepts, therefore, we would be wrong to imagine 
that he has in mind a process of learning by rote a system of 
verbalizations presumed to represent truths. The place of a 
synthesis in teaching would be simply to make the inevitable 
influence of the teacher more responsible to the brat knowledge 
our age can provide, and more effective in speeding the student’s 
discovery of the problems and his arrival at responsible views 
of his own.

Ortega’s other great characteristic as a teacher confirms the 
belief that this is how he would go about building a synthesis 
into a student’s cultural education. He is above all a teacher 
of individuals. It has been interesting to question several former 
students of his whom I have met during the past seven years.

' They all mention that he liked best to work with pupils in small 
groups. He let them do their investigating for themselves but 
he was an exacting critic of what they brought baick. Without 
requiring any individual to believe as he did, he inspired his 
pupils to surpass themselves in power, knowledge, and humane 
purposiveness. As they look back on his.teaching, they feel that 
they developed their own individuality rather than lost any of it, 
and if he induced them to broaden their personality in the process, 
he was simply calling into play some of their latent potentialities. 
Ortega’s practice leaves no doubt that he takes for granted the



guided self-development of individuals as the very life process of 
•any good educational institution.

As a teacher, therefore, Ortega has been quite the opposite 
of the mass-minded educator one might infer him to be from 
reading Mission of the University by itself.1 His theory is not 
a description of his practice, but rather a supplement to it. In 
Ortega’s case this was inevitable, because he was not in a position 
to carry out more than a part , of his theory. He appreciated 
fully that education must be individualized, that it must be made 
available to the whole electorate of modern society, and that its 
content must be made responsible to the best knowledge of all 
fields of learning. The first part of the programme, the. in
dividualization, he was able to carry out by himself. For the 
other two parts, however, the -universalization of opportunity 
and the synthesis, he needed the co-operation of many voters, 
officials, and trained specialists in many fields of learning; and 
in his generation neither the public, the officials, nor the specialists 
were ready to play their part.

Do his practices in real life contradict his theory of a cultural 
synthesis? The answer appears to be no. Certainly in
dividualized education is not a substitute for formulating a 
rational standard of social awareness. Neither is universalization 
of the opportunity to learn. All three are necessary.

The other element of Ortega’s practice, his method of be
ginning from particulars, seems harder to square with his proposal 
for a synthesis of preformulated ideas. Yet the truth is that the 
need for synthesis has arisen precisely from this kind of thinking. 
Suppose you resolve with Ortega to generalize only from estab
lished, particular experiences, and to think your way through 
from these to generalizations comprehensive enough to serve as 
guides for your life. You open up immediately the vexed 
questions of the modern mind. What constitutes a valid point 
of departure, an irreducible perception ? What assumptions are 
involved in our reasoning and how do they vary from one culture

- to another ? What limitations are inherent in our human 
reasoning, conceived as one of the processes of an organism’s

1 In the earlier Bidogla y Pedagogia (San Jos6 dc Costa Rica ; J. Garcia Monge, 
1923. 77 pp.), on the contrary, Ortega appears as an educator concerned primarily 
with the individual. For that book was written in order to oppose a law requiring 
Don Qjnxote to be read in primary schools ; and the ground for Ortega's opposition 
was that such a requirement was incompatible with education conceived as the 
growth of the indiviauaf child. (Sr. Domingo Casanovas offers an excellent brief 
summary of Biologia y  Pedagogia in Educaddn [Caracas, Venezuela], May-June 1940, 
pp. 36-8.)
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adaptation to its environment ? What limitations does the world 
outside impose on our formulations of truth, in addition to those 
inherent in our own nature ? What are the generalizations 
called " values ” , according to which we order our lives, and to 
what extent can values and the means of establishing values be 
agreed upon ? And what should we do, rationally speaking, in 
those areas of our life where no rational conclusions are to be 
had?

On these basic questions a mere personal opinion is not 
enough, if diverse individuals and cultures are to have any com
mon understanding of what is worth co-operating for, what is 
possible in the light of our physical and biological knowledge, 
and what alternative means, in the applied and social sciences, 
can be reasonably selected and put into effect. A narrower 
specialist than Ortega may consider one field or another to be 
unimportant for his enlightenment. Ortega knows enough to 
see that many fields are essential and, furthermore, that before 
the restricted scientific conclusions of one field of knowledge can 
safely be applied to life, the bearing of the other fields must be 
considered within the comprehensive frame of reference called 
philosophy or religion.

Thus his theory that a synthesis is necessary not only supple  ̂
ments his practice. It follows from it as an inescapable 
consequence.

A  modem synthesis of vital knowledge would be an evolving 
or “  dynamic/9 synthesis, no more static in form than in content, 
and only partially uniform from one mind to the next. It 
would include some propositions, but also many open questions. 
It could be appealed to only in a critical spirit, and any attempt 
to describe it would be adequate only with respect to some 
purpose it was designed to server-just as a description of the 
heavens, simplified and organized around some points taken 
more or less arbitrarily as centres, might help us to understand 
astronomy but could never aspire to portray the whole complex ' 
truth with any completeness or finality.

These limitations of a modern synthesis are familiar enough 
to Ortega. As a matter of fact, he is further removed than 
most of us from the ancient conception that 6ecogta, or theorizing, 
results in generalizations that express absolute and universal 
facts about reality. Among thinking people of Spanish culture, 
Ortega’s chief claim to eminence is his insight into the complex



evolution of human civilizations, and his interpretation of the 
significance of this knowledge for the values of our own times.

Ortega’s closest spiritual forebear is Wilhelm Dilthey, a 
philosopher of the University of Berlin whom Ortega has called 
“  the most important German thinker of the second half of the 
nineteenth century 111— to the conspicuous neglect of Nietzsche, 
who is much better known in our country as well as in the Nazi 
Germany he helped to inspire. It is interesting to see that our 
American historians of ideas are coming to join Ortega in regard
ing Dilthey as one of the greatest figures in this field of knowledge.

The long eclipse of Dilthey can be accounted for by a con
spiracy of three circumstances. He was chronically unable to 
finish a project, for the same reason as Pascal: his insatiable 
imagination was forever  ̂pushing ahead to new reaches of his 
problem, and his ideas seemed out of date in his own mind before 
he could get them into books.

Then, Dilthey was unfortunate in a second generation of 
interpreters, like Windelband and Rickert and Troeltsch, who 
lacked the master’s acute penetration. They mummified his 
philosophy. They made it merely one more limited world view 
while Dilthey had tried, on the contrary, to visualize a sort of 
comparative anatomy of world views. He had sought to discover 
how they differ from one another, what they have in common, 
the secret of their internal organization and their peculiar multi
linear evolution, and finally what basis there may be for com
paring their points of excellence, if one rises above the naive 
procedure of judging them all by the values inherent in one of 
them. He saw that it was impossible to consider our own 
civilization as static or final and that if humanity may be expected 
to evolve through untold new variations, man may perhaps be 
able to influence the future of civilization towards undreamed-of 
realizations of man’s higher nature. As we go back to the 
writings of Dilthey himself instead of the easier interpretations of 
his thought, we find an unsuspected grandeur and a live concern 
for problems that remain paramount to-day.

Dilthey’s third misfortune was that he was born into a peculiar 
climate of opinion which somewhat warped the growth of his 
philosophy of philosophies, in his own mind and in the mind 
of his great Spanish interpreter. Most philosophers of natural 
science in the later nineteenth century were following the trend

1 In "  History as a System ” , Towards a Philosophy of History {W. W. Norton, 1941J, 
p. 216.
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of positivism, first to the position of disclaiming any connection 
between science and values, and then to the still remoter extreme 
of declining even to have any reference to a real world at all. 
This simple isolation of the natural sciences appealed to the 
natural scientists of the period because it seemed to dispense with 
metaphysics. Rather than avow any metaphysical position they 
preferred to assume that their science was- nothing more than a 
game of describing and arranging sense perceptions.

This positivistic approach, has since lost considerable ground 
under the attacks of Whitehead and other thinkers of several 
schools. Some of the positivists themselves, exploring their own 
position, have rendered it more difficult to maintain. Professor 
Everett Nelson, for example, appears to have damaged the 
assumption of his predecessors, that even if we know nothing but 
sense data we can still make predictions as though we knew we 
were dealing with a real world. If this assumption is question
able, then the pure positivistic position loses many of its adherents, 
for obviously we do use our knowledge of the physical world 
effectively for predictive purposes, and consequently the theory 
comes into 'conflict with common sense. To-day the position 
which regards science as a mere game of arranging sense impres
sions seems hardly tenable. Yet Dilthey and many of his con
temporaries accepted it as the least extravagant assumption 
available, and Ortega reaffirms the position as late as about 
1933 1 in such terms as these : " To-day we are beginning to 
see that physics is a mental combination and nothing more ”  
(p. 228). “ Physics brings us into contact with no transcend
ence ”  (p. 329). “  What is real in it—.and not mere idea— is only 
its utility. That is why we have lost our fear of physics, and 

' with our fear our respect, and with respect, our enthusiasm ”  
(p. 239).

This climate of opinion led Dilthey, and Ortega after him, to 
try to rescue some practical knowledge from the absurd predica
ment of the sciences. For obviously, if all our knowledge and 
reasoning should be proved in the same way to be just as remote 
from reality as physics appeared to be, then we should have 
to make the adjustment Ortega has made to his view of physics, 
and abandon our respect and enthusiasm for all knowledge and 
all rational method. Knowledge would cease to be power, and 
man would cease trying to be a rational animal. Humanity

1 The following quotations are from M History as a System ” , Towards a Philosophy 
qf History (W. W. Norton, 1941).
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would yield to a new power and a new animal, just at the threshold 
of the new world of plenty and well-being that might have been, 
thanks to a million years or more of piled-up, sifted-down 
knowledge.

Dilthey felt that this reductio ad absurdum was unnecessary 
by reason of a natural distinction that could be drawn between 
the sciences and a different kind of knowledge', which he termed 
die Geisteswissmschaftm— knowledge relating to the human spirit, 
or in a word, the humanities.* He drew a line between the two 
kinds of knowledge and made the resultant dualism the keystone 
of his basic philosophy. How much this feature of Dilthey’s 
thought may have had to do with his long eclipse is hard to tell. 
The present judgment may overestimate its effect. Yet one can
not but sense that even Ortega is hard put to it, in his essay 
“  History as a System ” , to distinguish “  historical reason ”  from 
“  scientific reason The difficulty of understanding Dilthey’s 
philosophy has been a considerable factor impeding the progress 
both of Dilthey himself and of his less brilliant followers.

But, apart from Dilthey’s literary fortunes, what is the bear
ing of this background upon a dispassionate appraisal of Ortega’s 
own philosophy? In the first place, Dilthey’s thought was of 
incalculable value since it gave rise to Ortega's key idea of a 
cultural synthesis. In the second place, its dualism divided 
and weakened the synthesis. Yet in the last analysis what 
Dilthey transmitted to his .great successor was not a static dualism 
but an emergent synthesis, already in a state of evolution towards 
greater inclusiveness.

First, then, Dilthey was absolutely right in drawing the dis
tinction that while the sciences seek to describe relationships 
within limited frames of reference, the humanities seek to compre
hend significances within a frame of reference as large as our 
whole view of life, including its ideals, its purposes, and 'its 
practical decision. To-day it is difficult to express this insight 
without using the newer vocabulary of Whitehead, yet it is 
essentially Dilthey’s thought. It remains to-day one of our most 
important ideas on the place of science in the modern mind, and 
it suggests a level of understanding between scientists and the 
other fragmentary representatives of the modern mind— in other

1 Dilthey’s meaning corresponds primarily to history and criticism, which Pro
fessor Joseph Cohen has termed *'* the interpretive humanities ” , as distinguished from 
“  the creative humanities The latter field is also to be included, however, for 
Dilthey emphasised the dependence of interpretation upon a certain empathic 
experience (Erltbms), which requires a creative act on the part of the critic.
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words, a possible synthesis of points of view—far above the level 
we have attained thus far. Dilthey was profoundly right, more
over, in his endeavour to comprehend the total significance of 
historic civilizations. If he had not provided a method for this 
ambitious undertaking, and illustrated the kind of result that can 
be achieved, Ortega would have lacked the basis he had for 
proceeding to his second step, the application of Dilthey’s method 
to the problem of understanding our own culture and imparting 
such understanding to the rising generation.

The sharp dualism of science and the humanities, however, was 
detrimental to a synthesis of our civilization. We need a rational 
approach to the conflicting^ value judgments of the cultures of 
the world. Even within a single national culture, as it evolves 
with accelerating rapidity, conflicts are generated that can be 
resolved only by seeking some mutually convincing, that is, 
rational basis for co-operation among groups. Dilthey’s dualism, 
on the contrary, has lent itself to the sharp division between ends 
and means of the fascist philosophers like Pareto : the belief that 
while we can select our means rationally, ends can only be 
embraced in a blind and brutish manner that permits no rational 
selection, no discrimination, and no peaceable reconciliation 
between ideologies that happen to conflict. The baneful 
irrationality of fascism consists, in fact, in the employment of 
powerful rational means towards shamelessly irrational ends— or 
ends which can be justified only by some peculiar brand of reason, 
separate from the reason that is employed in science. The 
foundations of the fascist dualism had been laid long ago, partly 
by the regrettable, unimaginative hostility of most humanism 
towards science ever since die Renaissance, and partly by certain 
elements of our religious traditions. In the late nineteenth 
century the cleavage was deepened by the reaction of Bergson, 
Dilthey, Paul Elmer More, and others against the shallow 
positivism and even shallower scientism of their age.

Meanwhile, the more we have learned of the supposed border
lines between divisions of knowledge, the more impossible it has 
become to draw any natural line through their interconnected 
subject matter. In fact the implications of one field for another, 
even those of technology for human values, seem to be one of 
our most promising resources. And similarly, the more we study 
our own mental processes* the more continuous and indivisible 
we find our essential pattern to be. From the mathematical 
sciences to biology, from biology to sociology, history, ethics, and
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the creative arts, we find the same composite process of observa
tion, creative imagination, and a rigorous, logical, critical analysis 
that constantly rejects the faulty idea or faulty workmanship in 
favour of a better choice. We must realize, of course, that the 
twentieth-century conception of an organically unified universe 
is just as tentative as was the positivistic conception which it 
appears to supersede. Yet the organismic conception1 does 
remove the need for Dilthey’s transcendental dualism, and thus 
clears the way for us to appreciate his really great contribution 
to our grasp of the place of science in our civilization.

In the last analysis Dilthey did make a great advance in the 
problem of cultural synthesiŝ  Burckhardt had analysed the 
culture of the Renaissance before Dilthey, but Burckhardt had 
run into difficvlties as a result of restricting himself too narrowly 
to the artistic manifestations of the period. Dilthey overcame 
those difficulties by working out a wider range of causal relation
ships. Thus the concept of a synthesis which he handed on was 
an expanding one, and carried within it the momentum to grow 
still more inclusive. Ortega had the genius to extend the prin
ciple from the realm of history to the problem of cultural education 
in our time. If the cleavage that split Dilthey’s synthesis has 
meanwhile become unnecessary, we are simply more fortunate 
than Ortega had hoped. If he saw the need and the possibility 
of a contemporary synthesis despite the rift of content and method 
which he thought inevitable, is he not all the more extraordinary 
on that account ?

Besides his intellectual kinship with Dilthey, Ortega bears a 
close relationship as well with the cyclical historians of his own 
generation. He is no exception to the striking generalization 
that all the great philosophers of history in the twentieth century 
have adopted the theory that history moves by great cycles, made 
up of successive phases that follow one another in a predictable 
sequence and with a semblance of rhythm. Like Spengler, 
Sorokin, and Arnold Toynbee, Ortega sees the pregnant 
significance of the discovery that history has a morphology, and 
that cultures mature and decline. He shares their pessimistic 
analysis of the present situation, and their poignant realization 
of the fact that man is not only or even predominantly a rational

1 A succinct account of this point of view will be found in The Pkiiosophy of Alfred 
North Whtiehtad, edited by P. A. Schilpp (1941), pp. 256 if. of the essay contributed 
by Joseph Needham.



THE NATURE OP CULTURES

animal, but passional as well. This idea, in fact, furnished the 
point of departure for Ortega’s early book, The Modem Theme.1 
In The Revolt, Ortega gives a  prominent place to the emotional 
side of human nature. The main constructive idea of the book 
appears in Chapter. XIV, where he looks to some all-consuming 
social purpose as the only force that could bring together the 
individuals of to-day in a thriving social order.

Even in The Revolt, however, Ortega is not defeatist or fatalistic. 
The prospect of a highly purposive society governed by the 
people is a friendly one, even if the people are led by their 
emotions, in comparison with the “  new Caesarism ” of Spengler, 
the sensual barbarism into which we are plunging according to 
Sorokin, or the wave of religiosity that Toynbee seems to antici
pate, if we may judge by the volumes that have appeared of his 
great Study of History. In Mission of the University, Ortega departs 
further from the sinister outlook of his compeers and rejects most 
of the anti-rational implications of the cyclical theory. Not that 
he loses sight of thepassionalelementwhichhad featured so largely 
in the descriptive studies of The Revolt, a year before. He simply 
shifts his attention to the constructive problem of how modern 
democratic society can select and favour the best emotional 
reactions, the best purposes, the best decisions our times make 
possible. His hypothesis is that this depends on the use we make 
of our reason. That is why his analysis of the stormy con
temporary world brings him with his problem into the quiet 
precinct of the university : not because he is at home only in this 
sector of society but because the university is the embodiment of 
the Western man’s determination to live according to his intellect. 
On the university falls the responsibility of leadership in the two 
processes requisite for an effective reform of general education : 
first to synthesize the best of our culture, and second, to make 
this basis for enlightened living an influence for good throughout 
all the specialized forms of modern life.

Ortega admits that we have no assurance of success; this 
admission is a part of his “ sober spirit of reform And here 
he meets with general agreement, for the most fatalistic among 
us seem to admit that it is nobler to strive than not, even in the 
face of heavy odds against us. But in order to make his con
structive proposal, Ortega ventures far beyond this rudimentary

1 Early among Ortega’s books, though he was 40 in that year, 1923. It ii 
significant that this book appeared just as the dictatorship came into power, while 
The Revolt and its constructive counterpart appeared successively in the last two years 
before the fall of the dictatorship and the establishment of the republic.
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point of agreement. His outlook may. be congenial to our idea 
of the world we would like to bequeath to our children, but is it 
to be trusted, and are w;e to trust our own biased judgment of 
what it is wise and practicable to work for?

There seem to be several reasons for Ortega’s deviation from 
the prophetic inferences of the other cyclical historians ; and the 
reasons point to a possibility that he might have the larger insight 
after all.

In the first place his peculiarly wide experience gives him an 
advantage in the imponderable but highly important matter of 
general emotional disposition. Among the inhred professional 
points of view in modern society, the historians occupy a position 
of extreme pessimism, challenged perhaps only by the bankers. 
The other end of the scale must be accorded to the social planners 
and reformers, their closest second being, doubtless, the engineers. 
This fanciful arrangement need not be passed off as a scientific 
study of group attitudes. There is enough truth in it as it is to 
make one stop and think whether Ortega, whose background 
embraces both of the extreme traditions, may not have a more 
balanced perspective than the specialist whose opinions are 
strongly coloured by reading and contacts in the one tradition 
or the other.

Ortega’s active life also afforded him a wide first-hand experi
ence of people, and thus overcame a kind of ignorance that 
appears to be die mainstay of most academic pessimism. Con
tact with the people, through his essay writing and his politics, 
taught him what many a professor is learning to-day through 
participation in the community forums and committees of our 
expanding adult education: namely, that the public at large 
is not nearly so unthinking, unimaginative, short-sighted, irrespon
sible, or esthetically ignoble as he had pictured it in his cloistered 
imaginings.

In the second place, Dilthey’s influence accounts for an 
important difference in approach between Ortega and the other 
cyclical historians. Spengler arid Toynbee, together with most 
of the lesser lights, have concerned themselves primarily with the 
analogies that may be discovered between the historic civiliza
tions. Their effort has been to graph the rise and fall of cultures 
and to establish by induction a composite, schematized curve.. 
In their forecast of the future they have been guided above all 
by the course of this theoretical curve. They place upon it the 
curve of our own civilization, plot the point where they think we
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stand at the present moment, and proceed to extrapolate the 
remainder of a melancholy decline.. Ortega, on the other haijid, 
has been concerned above all to comprehend sympathetically the 
meaning of our own present civilization, by dint of patient 
contemplation and analysis. One of his numerous studies 
illustrating this attitude is “  The Dehumanization of Art ” , 
translated in M. M. Rader, A Modem Book of Estketics (Henry 
Holt and Company, 1935).

Hence Ortega is more impressed with what is peculiar to 
our age— in the light of its evolutionary background, of course 
— while Spengler and Toynbee are inclined to attribute less 
importance than he to those unique factors which might con
ceivably cause our civilization to deviate far from the generic 
curve. Perhaps Ortega is neglecting one of the clearest lessons 
of history. But on the other hand, is it not rash to trust implicitly 
to the extrapolation of a theoretical curve, which even in engineer
ing is a most precarious means of forecasting?

It is possible that Ortega is less out of line than , he may s£em. 
Spengler’s famous view of civilizations as being discontinuous 

, from one another and mutually incomprehensible is not the only 
interpretation of the evidence. Toynbee’s more elaborate study 
has led rather to the opinion that there has been considerable 
continuity from one civilization to the next, and that a creative 
minority in our present time can exact an appreciable influence 
on the era ahead, even if it is the beginning of a new civilization. 
Ortega takes this same position in the first chapter of the present 
book, when he tells his youthful audience of the power they might 
have as “ a group in form ” , to lead a reorganization of society 
in Spain. (One can see here, in passing, how fascism in its 
early stages might have appealed to an honest liberal preoccupied 
with the dire need of- social reform.)

If Dilthey has perhaps saved Ortega from putting too much 
trust in the newly discovered curve, he has certainly warned 
him effectively against taking aesthetics too exclusively as 
vantage point from which to interpret our whole civilization—  
though it is true that his own breadth of interests would hardly 
have let him fall into the fault of Burckhardt. This is precisely 
the fault, however, which seems to impair Sorokin’s interpretation 
of the present and his forecast of the future. And die same 
criticism applies to those who would regard Proust as the final 
summary of all the Western world has achieved, neglecting the 
important fact that Proust’s exquisite partial synthesis leaves
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quite out of account the vigorous social movements of his time 
which now seem the elements most likely to generate future 
history. ' _ .

In comparison with the dominant emphasis of Sorokin, 
therefore, as well as that of Spengler and Toynbee, Ortega may 
have been well advised in adopting Dilthey’s preoccupation with 
Erlebnis or empathy.

The most original feature of Ortega’s constructive proposal, 
the idea of a cultural synthesis, appears to be one more result 
of .his endeavour to penetrate into the significance of our present 
civilization rather than to predict fatalistically the curve of its 
decline. As he contemplated the happiness and unhappiness he 
saw around him, he developed convictions that certain dements 
of our civilization were good and others bad. This development 
in itself would not have distinguished him from Spengler or 
Sorokin, whose value judgments are evidenced by a host of such 
terms as “  decline of the west”  and “  sensate civilization” . Even 
those of us who lament that there are no values, in fact, betray in
directly our assumption that another state of affairs would be 
better— better according to what, if it is not a scale of values ? 
But Ortega deliberately erects his value judgments into a positive 
concept of life “  at the height of the times ” , and he confidently 
marks as bad the elements of the contemporary world that 
militate against this positive ideal. Hence the title La Rebetidn 
de las Masas, by which he means a rebellion, more akin to passive 
evasion than to revolt, on the part of the ordinary man against 
the burden of taking a responsible part in modem society accord
ing to the best knowledge our age affords.

Ortega would no doubt be quick to admit that his ideas of 
excellence are “  dated ” , for few thinkers have been more 
impressed than he with the constant change in climates of opinion. 
On the other hand, he could point out that beneath the dated 
particularizations necessary to his idea of a good society one will 
find the two interdependent values that have proved the most 
constant in the whole Judeo-Christian tradition : individual self- 
realization and social justice. If the point is well taken that we 
cannot help committing ourselves to value judgments whether 
we want to or not, then Ortega’s course of selecting and refining 
a positive ideal is no more naive than a negativistic attitude or a 
cult of objectivity without admitting that objectivity is thereby 
being chosen as a value.

Ortega’s idea of the good university is far more “  dated ”



THE NATURE OF CULTURES

than his idea of a good society. The latter necessarily takes its 
cue from the persistent needs and wants of mankind, while the 
institution is proposed as a remedy for a specific defect in con
temporary society. Ortega is not to be bracketed with those who 
urge a return to the university of the thirteenth century on the 
assumption that this would somehow restore the cultural unity 
we associate with that age. He is too thorough a scholar to 
overlook the fact that in the heyday of the medieval universities 
the teaching of the classics was at a low ebb, and less than half 
the universities had a faculty of theology to teach first principles, 
while they all had their law school and most of them a school of 
medicine. He is also too modest a scholar, for all his positive and 
imperious manner of arguing, to claim discovery of the model 
university for all ages.

Ortega’s constructive proposal does force him to make one 
questionable assumption, however, which the fatalists manage 
to avoid : the assumption that men are rational enough to reject 
a less tenable idea, in the long run, for a more tenable one.* 
For unless this assumption is true, the university would only waste 
its pains in attempting to persuade the public of any enlightened 
idea.

This assumption is certainly the weak point in Ortega’s 
argument. He has himself disparaged the power of rationality 
as eloquently as anyone, notably in Chapter V III of The Revolt 
where he berates the rebellious “  mass-man ”  for being so impervi
ous to right reason.* But on the other hand, all education above 
the animal-training level rests on the same assumption. So does 
democracy. So does justice itself. We can avoid assuming the 
rationality of a majority, of course, by entrusting all the decisions 
of society to a few. Arithmetically this results in a more frugal 
assumption. But in real life it brings with it all the corruption 
that oligarchies are heir to. Ortega’s assumption may be the 
least of the evils, therefore, unless we prefer to rebel against the 
whole attempt to live on a human level, and resign ourselves to a 
life of irrational animality, with the one distinction that our

1 Ortega expresses this assumption in u History as a System ”  (Towardsa Philosophy 
of History, Norton* 1941)* pages 211 and 215. He is no doubt assuming too that 
men can be educated to follow the pattern of rational choice more consistently and 
more promptly than they have done in the past. This is certainly a good possibility. 
Of. John Dewey’s position in Exbmmce and Education (1938) pp. .100-1 ; There 1$ 
nothing in the inherent nature of habit that prevents intelligent method from becom
ing itself habitual. . .

a Ortega's analysis here agrees strikingly with E. L. Thorndike’s in 11 The Psy
chology of the Half-Educated Man ”, Harper* 140 (April 1930), pp. 666-70.
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animal cunning now enjoys a great mechanical extension of our 
sheer brute force and five senses.

The crucial test of human rationality will probably come 
when a synthesis “  at the height of the times ”  is presented to 
those contemporary cultures which have not, until then, taken 
much part in its formulation. Here again Ortega and Spengler 
part, company in their analysis and their predictions. Spengler 
believes that even contemporary cultures like those of Russia and 
Western Europe are mutually incomprehensible, to such a point 
that any effort at an understanding on values can lead only to 
deeper and deeper misunderstandings. Ortega believes on the 
contrary that when one penetrates beneath the surface manifesta
tions of the contemporary national cultures, one discovers these 
colourful differences to be merely alternative means for realizing 
the same universal human aspirations and for solving the same 
human problems. On this belief he builds a theory that inter- 
cultural education can lead to harmony, first by making the most 
of the common humanity underlying all cultures, and secondly 
— if we may apply his synthesis idea on this large scale— by 
disseminating the best knowledge and leading judgments of each 
field of learning so that, as the diverse cultures evolve, they may 
come gradually to converge not only on underlying objectives but 
also in their conditioning ideas of the physical cosmos, of life in 
the biological sense, and ail the instrumental values that can be 
enlightened by the social and the natural sciences.

What chance there may be for a convergent evolution of 
cultures on this world-wide scale remains to be found out. It 
does seem, unfortunately, that where the contemporary cultures 
differ from one another is not a matter of superior and inferior 
systems of logic, among which natural selection might be ex
pected to apply. It is rather a matter of conflicting assumptions, 
or postulates, according to which they conduct their reasoning. 
By their very nature, one’s basic postulates cannot be established 
rationally; that would engage the reasoner in an infinite 
regress. Perhaps the conflict of postulates holds in store an 
eventual deadlock of misunderstanding such as Spengler has 
envisaged. On the other hand there is a chance that when 
alternative postulates confront one another, a rational choice on 
some pragmatic grounds or other may result; and this outcome 
can be strongly favoured by education that points out the advan
tage to humanity of a reasonable and co-operative spirit.

For the present, we can only conclude that what little we



THE NATURE OF CULTURES 23
know of these remote effects of a cultural synthesis is not enough 
to count very much, either for or against our starting out on the 
rbad Ortega opens up. We can however see clearly three great 
immediate problems which all require a synthesis for their 
solution.

Orie is the problem of science itself, which runs the danger of 
declining into a wasteful repetition of results already attained, 
unless our present knowledge can be more effectively organized.1 
For this purpose a merely descriptive synthesis might be enough, 
were it not for the interdependence of the fields of knowledge 
for so many of their generalizations, and the overwhelming 
number of data that are consequently involved. In view of this, 
the sciences themselves need not a merely descriptive but a 
dynamic synthesis which interprets the data according to concepts 
of causality and relative significance. Moreover, in so far as die 
scientist selects data or conclusions for their significance to human 
life, he is rising to the still higher and more precarious, level of a 
cultural synthesis ; for that term means, essentially, the selection 
and organization of knowledge relating to the conduct of human 
life. \

The second problem whose solution depends on a cultural 
synthesis is that of social planning, liberals and conservatives 
alike admit that we are engaged in this dangerous use of reason, 
and that the project is an expanding one. They agree too that 
we have less chance of controlling our monster of technology by 
any other means. But, to any extent that we propose to direct 
the course of human events, we entrust ourselves to the accuracy 
and completeness of our own knowledge. We must formulate an 
effective working knowledge of the many fields involved in social 
planning, therefore* on pain of causing great human misery 
through our very effort to relieve it.

The third problem requiring a cultural synthesis is the under
lying one of general education with which, we opened this intro
ductory discussion. The reasons for believing that a synthesis is 
necessary in this area have been indicated already, and Ortega 
will develop them further in his essay.

To those who doubt die feasibility of any cultural synthesis, 
the only answer is that the question will have to be decided by 
experiment. For the past three years, such an experiment has

1 Professor Melville H. Hatch has indicated how acute this problem ia in his own 
field of biology, citiiw the fact that in 1940 the Library of the Marine Biological 
Station at Woods Hole, Massachusetts, was receiving no less than 1^57 periodicals 
of interest to biologists.
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been under way in a “  synthesis seminar ”  at the University of 
Washington, a group which includes faculty representatives 
recruited from some twenty departments or colleges of the 
University, three church leaders, and some able graduates and 
upper classmen enrolled in the seminar, “  analysis of the modern 
cultural crisis So far the evidence points towards the possibility 
of a very valuable synthesis of values, principles of method, and 
concepts relating to the nature of the world, man, and civiliza
tion. The group has explored contradictory notions of human 
nature arising, for example, from the partial insights of economics, 
history, and anthropology. To bring these together and define 
their respective fields of validity is certainly of value to education, 
social planning, and research. The discussion of science and 
religion has revealed that the animosity between the naturalists 
and the liberal religionists was due not to the beliefs of either, 
but rather to beliefs that each was attributing to the other out of 
sheer ignorance. The constructive possibilities of this discovery 
for contemporary community life need not be dwelt upon.

It is likely that war conditions will lead many college faculties 
to work systematically on the problem of general education. 
Already there is competition among our institutions of higher 
learning to claim that they have some standard of proficiency in 
general education as in the professional fields, instead of the usual 
pathetic standard of mere alterhative fragments. None of the 
more ready-made devices we have tried is either so logical a 
remedy for the real trouble, or so inviting an adventure of research 
and comradeship, as the avenue of approach that we owe to the 
genius of Ortega.

HOWARD LEE NOSTRAND.
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TO THE F. U. E. OF MADRID

The Federacidn Universitaria Escolar of Madrid asked me to give 
a lecture on some topic related to the reform of higher education. The 
vpy poor acoustics of the Paranmfo, however, and my poor health at the 
time, presented me from developing adequately the theme of my lecture. 
This circumstance prompted, me afterwards to rewrite somewhat more 
amply the notes I  had taken with me to the Paraninfo, And here you 
hose the result. It will be seen that except for an introduction, which 
the student mind of that time made necessary, I  have kept rigorously to 
what I  consider the crucial question. I  um anxious to advance this 
question for discussion, and the pages which follow make no pretence of 
being anything more than the material for an extensive debate. Accord- 
ingly, I  have set down my ideas with exaggerated sharpness and simplicity.

In no respect do I  flatter myself that I  have treated the theme of higher 
education with any sort of adequacy. The present essay is to be considered 
only as an anticipation of some future course on the Idea of the University. 
A definitive study calls first o f all for a clear description of the essential 
characteristics of our age and an accurate diagnosis of the rising generation.

a6



C H A P T E R  I

A TEMPERED SPIRIT OF REFORM

The Federation of University Students asked me to come 
here and speak to you on the reform of education.1 Now I 
loathe speaking in public, to such an extent that I have managed 
to do so very few times in my life. Yet this time, without a 
moment’s hesitation, I let myself be corralled by the students. 
Which shows with what enthusiasm I have come here. In fact, 
I come with great enthusiasm, but with small faith. For it is 
clear that these are two different things. Man would be badly 
off, indeed, if he were incapable of enthusiasm except for the 
things in which he has faith ! Humanity would still be pursuing 
its existence in a hole in the ground ; for everything that has made 
it possible to emerge from the cave and the primeval jungle 
appeared in its first hour as a highly dubious undertaking. 
Nevertheless, man has been able to grow enthusiastic over his 
vision of these unconvincing enterprises. He, has put himSelf 
to work for the sake of an idea, seeking by magnificent exertions 
to arrive at the incredible. And in the end, he has arrived there. 
Beyond all doubt it is one of the vital sources of man’s power, 
to be thus able to kindle enthusiasm from the mere glimmer of 
something improbable, difficult, remote. The other sort of 
enthusiasm, cradled comfortably by faith, is hardly worthy of the 
name, because it is sure of its success from the outset. Little is 
to be expected from the man who exerts himself only when 
he has the certainty of being recompensed in the end ! I re
member having written in 1916 that the Germans would lose 
the war, because they had entered it too sure of victory : their 
mind was wholly on the conquering, and not simply on fighting. 
One must go into any kind of struggle prepared for anything, 
including calamity and defeat. For these, as much as victory, 
are masks life can put on in a moment. Every day the convic
tion forces itself on me with new clarity, that too much security 
demoralizes men more than anything else. Because they came 
to feel too secure, all the aristocracies of history have fallen into

1 E d i t o r ’s N o t e  : Mrs. Helene Weyl dates this address “  late in the autumn, or 
more likely, in the early winter of 1930 The present book, which was published 
soon after the lecture, bears the date 1930, and speaks of the RebelUSn de las Masas as 
“  recientemente publicado *\ The first edition of the Rebelirfn, though dated 1929, 
has a colophon stating that the printing was finished August 26, 1930.
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irreparable degeneracy* And one of the ailments of the present 
time, particularly of the rising generation, is that the modern 
man, thanks to technological progress and social organization, 
is inclined to feel sure of too many things about his life.1

Do not be surprised therefore that I come before you, accord
ing to an old peculiarity of human nature, with more enthusiasm 
than faith. But why do I have so little faith ? Let me tell you. 
It is now close to twenty-five years since I wrote my first articles 
on the reform of the Spanish state in general and the university 
in particular— articles which won me the friendship of Don 
Francisco Giner de los Rios. In those days, you could count on 
your fingers all the people in Spain who admitted the necessity 
of reforming either the state or the university. Anyone who 
dared speak of reform, or even insinuate that it was appropriate, 
was ipso facto declared a madman and ah outlaw. He was cast 
off on a tangent from the circle o f normal Spanish society, 
regardless of who he might be, and condemned to a marginal 
existence, as if  reform were leprosy. Do not think that this 
hostility towards the slightest suspicion of reform arose because 
the reformers were a radical lot, a menace to society, etc., etc. 
Not at all. The most moderate o f men would have been 
ostracized for the mention of reform. Such was the case of 
Antonio Maura, who had been raised to the height of power by 
the conservatives themselves. Convinced that even the most 
conservative point of view required changes in the organization 
of the state, Maura found himself suddenly relegated to the 
periphery of the national life. His attempt at reform was 
crushed by a witticism in vogue at the time, comparing him to a 
rural policeman in a china shop. Tw o things escaped the wits 
who bandied this joke about— one, that in a few years their china 
shop was to be invaded by the whole police force on horseback ; 
and the other, that they revealed a stubborn determination on 
their own part to preserve a status quo which had about it, indeed, 
all the frailty o f chinaware.

I cite this notorious example to indicate the general, hide
bound obstinacy which opposed the reform of anything then 
in power in Spain, including the state and the university. Those 
of us who advocated change and proposed to revise antiquated 
forms were called again and again “  enemies of the University.5’ 
For supporting new institutions like the Residencia de Estudiantes, 
which was created precisely to promote the welfare of the 

1 A u t h o r ’s N o t e  : O n  this m atter see m y recent book The Revolt of the Masses*



A TEMPERED SPIRIT OF REFORM 29
university by stimulating the ferment of thought, we were dubbed 
the university’s official enemies. To-day, o f course, those who 
reviled the loudest are just the people who hasten to imitate the 
Residencia de Estudiantes. In this they deserve nothing but praise. 
But at the same time it is only fair to recall that, for many years, 
gibes and insults were the portion o f those who felt some honest 
concern for the Spanish university and were determined that it 
should not continue indefinitely to be the sad, inert, spiritless 
thing it then was. For candour obliges one to observe that our 
university to-day is decidedly different from what it was, though 
it is still far from what it ought to be, and can be.

At present, throughout all our national life, the constellations 
have changed. Hard-fisted facts have come to silence the 
carping mouths and convince the slowest among us that govern
ment and university alike need reform : it is not a question of 
desiring reform or n o t ; it is imperative that we make an effort, 
because neither of these institutions is working. They are 
machines worn out by the wear and tear of use and abuse.

To-day we are not alone. Many people desire the transfor
mation of the Spanish body politic, and those who do not are 
resigned to bear with it, somehow or other. Certainly the moment 
is full of opportunity. You do not appreciate, young people, 
what good fortune you have had : you have come into life at a 
magnificent juncture in the destinies of Spain— when the horizon 
lies open, and many, many great things are going to be possible, 
among them a new state and a new university. It would be 
difficult to be more optimistic than I am concerning the inter
pretation to be put on the current situation of the country. 
Events which nearly everyone has viewed with alarm seem to 
me to be ironical masks, under whose evil appearance are hidden 
really favourable developments. Certainly the moment is full of 
opportunity ; you have come at the dawn of an illustrious era. 
A  people dormant for centuries is beginning to stir, with those 
sleepy, jerking motions of a person about to awake and rise to his 
feet. The moment can be happily described by that very 
expressive line of poetry, in which the venerable poem of the Cid 
relates the dawning of a day :

Apriessa cantan los gallos e quieren crebrar albores . . .1

Then has not the moment arrived for joining a new faith

1 “  Abruptly, cocks begin to crow, the light of dawn is about to break ” (Poema de 
mio Cidy line 235),
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with the old enthusiasm ? T o this I must answer, provisionally, 
“  No, . . . not yet.”  In my optimism, it strikes me as clear 
and definite that the horizon which lies open before the Spaniard 
of to-day is a magnificent one. Now the horizon is a symbol 
of possibilities, presenting themselves before our human life. 
And this life of ours, in its turn, is a process of converting these 
possibilities into actual realities. Here is the point where my 
optimism falters, and my faith fails me. For in history— in life 
— possibilities do not become realities of their own accord ; 
someone, with his hands and his brain, with his labour and his 
self-sacrifice, must make realities of them. History and life, for 
this reason, are a perpetual creating. O ur life is not given to us 
ready-made : in a fundamental sense it is, precisely, what we are 
constantly and continuously making of ourselves. The process 
is going on at every instant. Nothing is ours outright, as a g ift ; 
we have to perform for ourselves even those of our actions which 
seem most passive. The humble Sancho Panza kept suggesting 
this on all occasions, by repeating his proverb : “ I f  they give 
you the cow, you have to carry the rope.”  All we are given is 
possibilities— to make ourselves one thing or another. A t this 
instant, for example, you are engaged in listening : decidedly 
no easy occupation, as you can tell from the fact that if  you 
relax your attention the least bit, your listening will sink into 
mere hearing ; o r a  bit more, and your fugitive attention would 
fail to register the boom of a cannon*

I say, then, that the circumstances offer a magnificent 
opportunity for a thorough reform of the Spanish state and 
university. But the reform of the one and of the other waits 
to be done by someone. Is there such a one in Spain to-day? 
By that I do not mean an individual, of course, one of those 
mythical creatures usually referred to, by a misapprehension, as a 
Great Man. History is not made by one man— however great 
he may be. History is not like a sonnet; nor is it a game of 
solitaire. It is made by many people : by groups of people 
endowed, collectively, with the necessary qualities.

Since I have come here to-day with the intention of talking 
to you in absolute sincerity; since, out of loyalty to myself, I 
am resolved to say my say without mincing words, I cannot dis
guise my grave doubt whether there exists, on this day, any group 
capable of achieving the reform of the state, or to limit ourselves 
to the present theme, the reform of the university. I say on this 
day— this fleeting day on which I am speaking. Within a dozen
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days, or weeks, this group can exist and I hope it will. Nothing 
prevents it from being brought together and organized : if  I 
stress so emphatically that we lack such a group to-day, it is 
with the sole purpose of contributing to its realization to-morrow.

But you will say : “  How can you doubt that a group exists, 
capable of effecting the reform? Once it is admitted that a 
thing is feasible, all that is necessary is the will to do it. And 
here are we, fairly clamouring for the reform of the university. 
There can be no doubt whether the group exists.”

Certainly, certainly. T o accomplish a thing which is possible, 
all you need is the will to do it. But everything depends on 
how fully the sense of this easy word is understood. It is easy 
to say and even to think that you are resolved upon something ; 
but it is extremely difficult to be resolved in the true sense.

For this means resolving upon all the things which are neces
sary as intermediate steps ; it means, for one thing, providing 
ourselves with the qualities that are requisite for the undertaking. 
Anything short o f this is no real resolution, it is simply wishing. 
You rinse your imagination in the idea, you work yourself into a 
voluptuous excitement over it, and you spend your force in a 
vague effervescence of enthusiasm. In his Philosophy of Universal 
History, Hegel asserts that passion, without doubt, is responsible 
for all the significant accomplishments in history; but— he 
qualifies— cool passion. When passion is simply a frenzy of tur
bulent emotion, it is of no use at all. Anyone could be passionate, 
that way. But it is not so easy to maintain that sort of fire 
which is both critical and creative, that incandescence so supplied 
with thermal energy that it will not be cooled when the two coldest 
things in the world come to lodge within it : cool logic and an 
iron will* The vulgar, false, impotent sort of passion shrinks in 
terror from the proximity of reflective thought, for it senses that 
at such a chilly contact it will be frozen out of existence. Hence 
the symptom of high creative passion is that it seeks to com
plete itself by uniting with the cooler virtues ; that it admits of 
reflective criticism, without losing its creative energy. It is fire sup
ported with the constancy of clear understanding and a calm will.

This kind of resolute, clear-seeing will is what I do not find 
to-day, even at a formative stage, in any group of Spaniards—  
including yourselves. And without it, we shall await in vain the 
execution of a reform, a work o f construction and creation.

The root o f Spain’s troubles, whether in the state or the
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university, may be given the most various names ; but if  you 
seek the very tip of the root, out of which all the rest arises and 
emerges, you encounter a fact which only one word can adequately 
describe : slovenliness.1 It penetrates our whole national life 
from top to bottom, directing, inspiring its actions. The state is 
slovenly in its dealings with the citizen, permitting him, on 
occasion, to evade compliance with its laws ; or vice versa, the 
state itself applies the laws fraudulently and makes them a means 
of deceiving the citizen. Some day the story will be told, for 
instance, of what the government did on the authority of that 
famous law passed during the emergences of the World War, 
called the “  Law of Subsistences Things you would consider 
a far cry from any question of subsistence were perpetrated under 
the title 6f this law. Everyone knows what use the governors of 
provinces have made, for decades, of the La.w of Associations. 
Just ask about that for yourselves, among the labour unions in 
the provinces. But it is not my intention now to present pathetic 
cases of this shabby deportment of the state. I am not here to 
talk politics, and moreover if  I were, I should not be pathetic 
about it. M y purpose is to make clear to you what constitutes 
this fundamental ailment of Spain and the Spaniard, which I' 
call slovenliness. For it is of no use to rant and declaim, after 
the fashion of public orations, that this conduct of the government 
is a crime, an intolerable abuse, a betrayal of public trust. It 
is all that, of course ; but so meanly, so stupidly, so habitually 
— so far from any compensating profit to the government— that 
one feels ashamed to call it crime. To tell the truth, while it is 
crime in the juridical sense, it is not crime as a psychological fact 
— as a historical reality. ' Grime is something violent and terrible, 
and in this regard, respectable : this is no crime, but something 
inferior to crime. It is, in a word, slovenliness, the lack of all 
decorum, of all self-respect, of all decency in the state’s manner 
of performing its peculiarly delicate function.

I do not mean by this that in Spain crimes are not com
mitted. But I do deny that crimes are the bulk, or the worst, 
o f Spain’s trouble. For crimes, when they are really that, provoke 
a reaction, before very long, to cure the ailment. Slovenliness 
on the contrary grows accustomed to its own presence ; it finds 
itself pleasantly comfortable, and tends to spread and perpetuate 
itself. Thus it permeates everything in Spain, from the state and 
its official acts, to the life of the family and the very grimace

1 E d i t o r ’s N o t e  : One would like a slightly milder word to render la chabacaneria.
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o f the individual. In our university faculty meetings, the 
atmosphere is heavy with this slovenliness ; and to walk through 
these halls, even on ordinary days, and hear the hullabaloo and 
see the gesticulations of you students, is to breathe an atmosphere 
so thick with slovenliness that it chokes,1

But the full meaning of a concept never becomes clear until 
it is confronted with its opposite, as for example up and down, 
more and less, etc. Every idea has its antagonist; in the combat 
between the two, their profile is delineated. W hat is the opposite 
of slovenliness ? I shall use a word with which you are very 
familiar, since it belongs to the vocabulary of sports. The 
opposite of slovenliness is to be in form. You people well know 
the tremendous difference there is between an athlete when he 
is in form, and the same man when he is out of form. The dif
ference in what he is able to do is every bit as striking as if  he 
were two entirely different people. But this form is a thing that 
has to be acquired. In order to achieve it, the individual must 
first g9 off by himself and concentrate upon his own developm ent: 
he has to go into training, and give up many things, in the 
determination to surpass himself, to be more alert, tense, supple. 
There is nothing that is indifferent to him, for every little thing 
either is favourable to his form, or else pulls it down, and with 
this in mind he goes out for one thing and avoids the other. 
Briefly, to be in form means never indulging in any dissipation 
whatever. And that indulgence of oneself—your “  let it go 
anyhow ” , “  lt>s all the same ” , “  a bit more or less ” , “  what of 
it?  ” — that is slovenliness.

Just as individuals, groups too may be in form or out of 
form, and it is evident in history that the only groups which 
have ever done anything are those which have achieved form : 
compact, perfectly organized groups, in which every member 
knows that the others will not fail him at the crucial point, so 
that the whole body may move swiftly in any direction without 
losing its balance or losing its head— as the abbe Fernando 
Galiani said of the Society of the Jesuits in the eigtheenth century, 
when that Order w^s in f o r m , I t  is a sword with its hilt in Rome 
and its point everywhere.”  But a group does not acquire this 

form unless it has disciplined itself, and continues to discipline 
itself; unless it sees with perfect clarity what it proposes to do.

1 A u t h o r ’s N o t e  : For a number of years I have had to find a room outside the 
university buildings, because the habitual shouting of our precious students, standing 
around in the halls, makes it impossible to hear oneself talk in the classrooms.
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And it cannot see clearly unless the purpose it sees is clear, well 
thought out, cogent, and as complete as the situation warrants.

All this is what I was referring to earlier. I doubt, then, 
whether there exists in Spain, at the present moment a group 
which is in form for the reforming of the state or of the university. 
And if  it is not in form, all that may be attempted without the 
necessary qualities will come to nothing. It is obvious, in as 
much as slovenliness is the root of the evil, that a reform which 
is slovenly itself will not mend matters appreciably. You have 
seen for yourselves a petulant effort to reform the country, on the 
part of a group of people who had not given a moment’s thought 
to the question of first providing themselves with the minimum of 
necessary equipment. Such had been the Dictatorship.1 All 
it has achieved, despite the extraordinary opportunity that offered 
itself, has been to carry our national slovenliness to the point of 
madness.

Let it be understood that I have not come here to advise 
you against taking part in the public affairs of Spain, or against 
petitioning, and even insisting upon, the reform of the university. 
On the contrary : I urge you to do all this ; but do it seriously
-— do it inform . Otherwise, the future can be told now, with 
perfect assurance. I f  you attempt to take a part in public life 
without the proper preparation, this is what will happen. Since 
activity in public affairs means trying to influence the great mass 
of the public, and you are not a powerful, articulated body but 
merely a little formless mass, then the mechanics of history, 
identical at this point with the laws of physics, will simply follow 
its inexorable course. The larger mass will crush the smaller*

T o exert influence upon a mass, you must be something other 
than a mass yourselves : a live force, or in other words, a group 
in form.

I f  I could see in you the determination to put yourselves in 
form— ah !— then, my friends, I should not be afflicted with this 
deficiency of faith.

I should believe it all to be possible, indeed imminent. 
Contrary to a general belief, history may advance by jumps, 
and not always by gradual change. It was the characteristic 
error of the past century to count upon gradual evolution, and 
to presume that every whole achievement in history was produced 
by means of a very gradual preparation. It was a surprise when

1 E d it o r ’s N o t e  : The dictatorship had begun unde* Primo de Rivera in 1923, 
and was to last until the establishment of the Republic in 1931.
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facts showed, clearly and undeniably, that in biology and in the 
spiritual world alike}, spontaneous realities could emerge suddenly 
and in a sense without preparation.

T o cite a symbolic case, let me recall to you how stupefied 
the historians were in the last century, when the fact was estab
lished that the highest, classical civilization of the Egyptians^—* 
the marvellous culture of the Pyramids— was without predecessors. 
It caused great astonishment to find that this most exquisite 
flourishing in the whole course of the Nile valley civilization 
appeared at the threshold of history— at the dawn of historic 
times. It had been supposed that excavation would reveal, 
under the land o f the Pyramids, some vestiges of a less perfect 
culture, in progress towards that mature perfection. Great was 
the surprise when the archaeologists struck the remains, almost 
immediately under the pyramids, of a neolithic civilization. 
Which is to say that almost without transition, man had advanced 
from the chipped stone to the classic stone.1

No ; history proceeds very often by jumps. These jumps, in 
which tremendous distances may be covered, are called gener
ations. A  generation in form can accomplish what centuries 
failed to achieve without form. And there, my young friends, 
lies a challenge.

1 E d i t o r ’s N o t e  : T h o u g h  la ter evidence indicates a  lon ger and  m ore sign ifican t 
epoch  o f  transition, the case still illustrates the possibility o f  rap id  social evolution .



C H A PTE R  II

1 The reform of higher education cannot be limited, nor can 
even its main features be limited, to the correction of abuses. 
Reform is always the creation of new usages. Abuses are always 
of minor importance. For either they are abuses in the most 
natural sense of the word, namely, isolated, infrequent cases of 
departure from usage ; or else they are so frequent and customary, 
so persistent and so generally tolerated, that they are no longer 
to be called abuses. In the first case, they will presumably be 
corrected autom atically; in the second case, it would be futile 
to correct them, for their frequency and acceptance indicate that 
they are not exceptions to a rule, but manifestations of usages 
which are bad. It is something in the usage, the policy, and not 
the breach of it, which needs our attention.

Any reform movement which is limited to correcting slovenly 
or slipshod abuses in our university will lead inevitably to a reform 
which is equally slovenly.

What matters is usage. I can go further : a clear symptom 
that the usages constituting an institution are sound is the ability 
to withstand a good dose of abuses without serious harm, as a 
healthy man bears up under stress that would break a weakling. 
But an institution cannot be built of wholesome usage, until its 
precise mission has been determined. An institution is a machine 
in that its whole structure and functioning must be devised in 
view of the service it is expected to perform. In other words, 
the root of university reform is a complete formulation of its 
purpose. Any alteration, or touching up, or adjustment about 
this house of ours, unless it starts by reviewing the problem of its 
mission— clearly, decisively, truthfully— will be love’s labour lost.

Through their failure to do this, all the improvements 
attempted hitherto, motivated in some cases by excellent inten
tions, including the projects worked out some years ago by the 
university faculty itself, have inevitably come to nought. They 
will never achieve the one thing which is both sufficient and 
requisite for any being— individual or collective— to live to the

1 E d i t o r ’s N o te  : The first three paragraphs of Chapter II have here been 
omitted. In them Ortega recapitulates Chapter I, and complains of the hall in which 
he had read that chapter. This is the only omission made in the present translation.
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full of its powers : namely, that its life be the true, authentic 
fulfilment of its powers, and not some falsification of this in
exorable destiny, imposed upon it by our stubborn and arbitrary 
preferences. The best attempts of the last fifteen years— not to 
speak of the worst—-instead o f putting the question squarely, 
“  What is a university for, and what must it consequently be ? ” 
have done the thing that was easiest and most sterile. They have 
looked about to see what is done in the universities o f other peoples.

I do not criticize our informing ourselves by observing an 
exemplary neighbour ; on the contrary, that is necessary. But 
such observation cannot excuse us from the labour o f deter
mining our destiny for ourselves. By this I do not mean any 
quest after “  racial purity ”  and all that nonsense. Even if  we 
Were all— men or nations— identical with one another, imitation 
would still be fatal. For in imitating, we evade that creative 
exertion of labouring at a problem, from which we can learn the 
real nature, including the limits and the defects, of the solution 
we borrow. There is no question here of “  racial purity ” , 
which is, in Spain anyway, as common as hayseeds. It is 
immaterial whether we come to the same conclusions and the same 
forms as other countries ; what matters is that we arrive by our 
own legs, after a personal combat with the fundamental question 
at issue.

The reasoning of our best attempts so far has been fallacious : 
British life has been, and is, a m arvel; therefore the British 
secondary schools must be exemplary, since out of them British 
life has grown. German science is prodigious ; therefore the 
German university is a model institution, because it engendered 
the prodigy. So let us imitate the British secondary schools and 
the German higher education.

The error stems directly from the nineteenth century as a 
whole. The English rout Napoleon I : “  The battle of Water
loo was won on the playing fields of Eton.”  Bismarck crushes 
Napoleon III : “  The war of 1870 is the victory of the Prussian 
schoolmaster and the German professor.”

These cliches rest upon a fundamental error which we shall 
simply have to get out of our heads. It consists in supposing 
that nations are great because their schools are good— elementary, 
secondary, or higher. It is the residue of a pious “  idealism ”  
of the past century. It ascribes to the school a force which it 
neither has nor can have. That century, in order to feel en
thusiasm for a thing, or even just to esteem it especially, found it
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necessary to exaggerate the thing to heroic proportions. Cer
tainly when a nation is great, so will be its schools. There is no 
great nation without great schools. But the same holds for its 
religion, its statesmanship, its economy, and a thousand other 
things. A  nation’s greatness is the integration of many elements. 
I f  a people is bad politically, it is vain to expect anything at all 
of the most perfect school system* In such a case schools are for 
the few, who live apart and estranged from the rest of the country. 
Perhaps some day these educated few may influence the collective 
life, of their country, and succeed in improving the whole national 
school system.

Principle of education : the school, when it is truly a func
tional organ of the nation, depends far more on the atmosphere 
of national culture in which it is immersfed than it does on the 
pedagogical atmosphere created artificially within it. A  condi
tion o f equilibrium between this, inward and outward pressure is 
essential to produce a good school.

Consequence : even granting that English secondary educa
tion and German higher education are perfect, they would not 
be transferable, for the institutions are only a part of a larger 
entity. Their being, in its totality, is nothing less than the 
whole nation which created and maintains them.

Furthermore, the short-circuited reasoning I have described 
prevented its victims from looking squarely at these model 
schools and seeing what they are withifi themselves, purely as 
institutional structures. The framework was confused with the 
ambient air of English life, or German thought. Now in as 
much as neither English life nor German thought can be trans
ported here but, at best, only the disengaged institutional struc
tures, it is quite important that we see what these actually are, 
apart from those virtues which enveloped and pervaded them in 
their native countries.

Then one sees that the German university is, as an institution, 
a rather deplorable object. I f  German science had been de
pendent for its nourishment on the forces of the university, as an 
institution, that science would be of very small account. For
tunately an atmosphere of free inquiry has combined with the 
German’s natural talent and disposition for science to outweigh 
the glaring imperfections of the German university. I am not 
well acquainted with English secondary education ; but what I 
can discern of it leads me to think that there too the institutional 
structure is very defective.



But there is no need o f my personal opinions. It is a fact, 
that secondary education in England and the university in Ger
many are undergoing a crisis. Fundamental criticism of the 
latter by the first Prussian Minister of Education since the 
founding of the Republic : Becker. The discussion which has 
ensued.1

Because they have been willing to imitate and to evade 
thinking through the questions for themselves, our best pro
fessors live in all respects in a spirit fifteen or twenty years behind 
the times, except that they are up to date in the details of their 
fields. And this is the tragic lag behindhand, which is the fate 
of people who try to save themselves the effort of being authentic 
and forming their own convictions. The number of years 
comprising this lag is not a flatter of chance. All the creation of 
history— in science, in politics— arises out of a certain pervading 
state of mind, or “  spirit o f the times This state of mind 
changes at rhythmic intervals : the interval of the generation.2 
Out of the spirit of a generation come ideas, evaluations, and so 
on. The person who imitates these must wait until they have 
been formulated ; or in other words, until the preceding genera
tion has finished its work. Then he adopts its principles, at the 
time when they are beginning to decline, and a new genera
tion is already making its reform, inaugurating the regime 
of a new spirit. Each generation struggles for fifteen years 
to establish itself, and its synthesis holds together another 
fifteen years— inevitable anachronism of an imitative, unauthentic 
people.

Let us look abroad for information. But not for a 
model.

There is no evading the fundamental question, then : What 
is the mission of the university ?

To determine what the mission of the university is, let us try 
first to define what the university actually means to-day, in Spain 
arid elsewhere. Whatever may be the differences in status, all

1 E d i t o r ’s N o t e  : See p. 49 and  n o te ., For the explanation of O rtega’s u n 
finished sentences see his dedication, p. 26 and the Introduction, page 8.

8 E d i t o r ’s N o t e  : O rtega has elaborated “  T he Concept of the Generation ”  in 
The Modern Tkeme> C hapter I and ff. For the background of the concept, see the 
r£sum6 and brief bibliography in C hristian S6n6chal, Les grands courants de la literature 
frangaise contemporainey Paris : M alfere (1933), pp. 419-21 ; the introduction of Bopp 
and Paulhan to A lbert T hibaudet, Histoire de la literature fran^aise de 1789 a nos jours, 
Paris : Stock (1937) ; and also Sainte-Beuve’s observation concerning individual 
literary  production, in Nouveaux lundis, I I I ,  art. “  C hateaubriand ” , p a rt I I  (1862) : 
“ Q uinze ans d ’ordinaire font une carri£re ; il est'donn£ h quelques-uns de la doubler, 
d ’en recom mencer ou m£me d ’en rem plir une seconde.”
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the universities of Europe have some general characteristics in 
common.1

We meet the fact, first of all, that the university is the institu
tion in which higher education is imparted to almost all those 
who receive any. “  Almost,55 because there are also the 
specialized schools, whose separate existence gives rise to a 
problem likewise separate. Having made this exception, we 
may lay it aside and work with the practical generalization, that 
the people who receive higher education receive it in the univer
sity. But then we find ourselves face to face with another 
limitation more important than that of the specialized schools. 
A ll those who receive higher education are not all those who 
could and should receive it ; they are only the children of the 
well-to-do classes. The university represents a privilege difficult 
to justify or defend. Theme : the working class in the university 
— a theme as yet intact. For two reasons. First, if  one believes 
it is right, as I do, to offer the knowledge of the university to the 
working man, it is because one considers this knowledge valuable

1 A u t h o r ’s N o t e  : I t  is usual, for example, to exaggerate the differences between 
the English and continental universities, neglecting the fact th a t the greatest differences 
are to be laid  not to the universities themselves, bu t to the very extraordinary English 
character. W hat should be com pared between countries is the tendencies which 
m ark the evolution o f their universities—not the degree, naturally  variable, in  which 
the tendencies have progressed. Thus, the conservatism of the English has caused 
them  to m aintain appearances, in their higher institutions, which they themselves 
recognize to be irrelevant, and which, indeed, they value as m ere fictions quite 
incidental to the vital reality of British university life. I t  would seem ridiculous for 
someone to presume to lim it the free will of the Englishman, and censure him  for 
indulging, if  he could and wanted to, in  the luxury of consciously perpetuating these 
fictions. But it  would be ju s t as halve to take these figjnents seriously, and suppose 
th a t the Englishman deludes himself about their fictitious character. T he studies 
I  have read on the English university fall invariably into the subtle snare of English 
irony. They fail to notice th at if  England preserves the non-professional aspect o f 
the university, like the wig of the m agistrate, it is no t through any obstinate belief 
th a t these are actualities, bu t precisely because they are antiquated and superfluous. 
Otherwise they could not provide the luxury, the diversion, the occasion for awe, and 
other values which the Englishman seeks in  these mere appearances. Beneath the 
quain t peruke, the justice is m odem  to the m inute ; and beneath its nonprofessional 
aspect, the English university has become, in  the last forty years, as professionalized 
as any other.

I t  is likewise not of the slightest im portance for our central theme— the mission 
of the university—that the English universities are no t institutions of the state* W hile 
this fact is of great im portance for the life and history o f the English people, it does 
no t prevent their universities from functioning essentially in the same W ay as the 
state-m aintained universities of the continent. In  the last analysis it would turn  
out th a t even in England the universities are institutions of the state ; only the 
Englishman has an entirely different conception of the state from the continental 
idea of it. To sum up the point I wish to m ake : first, the enormous differences which 
exist between the universities of the various nations are no t so m uch concerned with 
the universities proper as w ith the nations themselves ; and second, the most Striking 
fact in the last forty years is a convergent movement of all the. universities of Europe 
that is tending to make them  all homogeneous.



and desirable. The problem of universalizing the university 
rests upon the previous determination of what the higher learning 
and instruction are to be. And second, the process o f making 
the university accessible to the working man is only in small 
part the concern of the university ; it is almost wholly the 
business of the state. Only a great reform of our state will make 
our university effective. Failure of all the attempts made so far, 
such as “  university extension ” , etc.1

The important thing at this point is to bear well in mind 
that all the people who receive higher education receive it in 
the university. I f  a greater number should receive it to-morrow 
than at present, so much the better for the force of the argument 
which follows.

O f what does this higher instruction consist, which is offered 
in the university to the vast legion of youth ? It consists of two 
things :

(A) The teaching of the learned professions.
(B) Scientific research and the preparation of future 

investigators.
The university teaches people to be doctors, pharmacists, 

lawyers, judges, economists, public servants, teachers of the 
sciences and the humanities in secondary schools, and so on.

In the second place, science itself is cultivated in the university, 
through research and the transmission of its methods. In Spain, 
this function of creative science, and of creating scientists, is at a 
minimum ; not by reason of any defect of the university, nor 
because the university considers that such activities are not its 
mission, but on account of the notorious lack of scientific callings 
and aptitude for research which marks our race. No doubt i f  
science were abundantly carried on in Spain, it would be in the 
university by  ̂preference, as is more or less the case in the other 
countries. Let this point serve as an example, and save us the 
repetition of the same principle at £very step : the obstinate 
backwardness of Spain in intellectual activity entails the result 
that we find here in a state of germination or mere tendency what

1 E d i t o r ’s N o t e  : I t  should be noted th a t after ha lf a  century of growth, university 
extension in the U nited States has become an  im portant agency for the training of 
people who m ust m eanwhile earn their living. T he cultural education of the work
ing m an is still adm ittedly defic ien t; b u t‘this is due ra ther to our poor understanding 
of the objective than  to a  lack of well-intentioned agencies. Organizations and 
institutions interested in the education of the working m an are too numerous to need 
mention. Among the oldest are the British “  Workers* Educational Association ” , 
and Ruskin College in Oxford (founded 1899). For the explanation of O rtega’s 
unfinished sentences see his dedication, p. 26 and the Introduction* page 8.
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appears elsewhere in its full development. For the purpose of 
stating the university problem in its basic form, these differences 
of degree are immaterial. It is sufficient that all the reforms of 
recent years clearly evince the intention to increase the research 
activities of our universities and the training of scientists : in 
short, to orient the entire institution in this direction. Common
place and deceptive objections may be advanced on the other 
side. It is, however, notorious that our best professors, those 
who have the most influence in the course of the attempted 
reforms, believe that our university should vie with the foreign 
universities. And that is enough.

The higher education consists, then, of professionalism and 
research. Without attacking the subject now, let us note in 
passing that it is surprising to find two such disparate tasks 
joined, fused together. For there can be no doubt about this : 
to be a lawyer, a judge, a doctor, a druggist, a teacher of Latin 
or history in a secondary school, is very different from being a 
jurist, a physiologist, a biochemist, a philologist, etc. The former 
are engaged in practical professions ; the latter in purely scientific 
occupations. Furthermore, society needs many doctors, phar
macists, teachers ; but it needs only a restricted number of 
scientists.1 I f  we really needed many of these it would be a 
catastrophe, since a true calling for science is extremely rare. 
It is surprising, then, to find mixed together the professional 
instruction which is for all, and research which is for a very few* 
But let us put this matter aside for a few moments. Is the higher 
education nothing more than professionalism and research ? At 
first sight we discover nothing else. But if we scrutinize the 
programmes of instruction more closely, we discover that the 
student is nearly always required, apart from his professional 
apprenticeship and his research, to take some courses of a general 
character— philosophy, history.

It takes no great acumen to recognize in this requirement 
the last, miserable residue of something more imposing and 
more meaningful. The symptom that something is a residue—  
whether in biology or in history— is that we do not perceive 
why it is with us. In its present form, it serves no end at a l l ; 
one must trace it back to some other age of its evolution in 
order to find whole and active what exists to-day only as a

1 A u t h o r ’s N o t e  : This num ber needs to be greater than has been attained 
a t p re sen t; bu t even so, incom parably smaller than  the num ber in the other pro
fessions.
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residual stump.1 The justification which is advanced to-day, 
in support of that ancient precept of higher education, is rather 
vague. The student ought, it is said, to receive something of 
“  general culture ” .

“  General culture.” The absurdity of the term, its 
Philistinism, betrays its insincerity. “  Culture,”  referring to the 
human mind and not to stock or crops, cannot be anything else 
but general. There is no being “  cultured ”  in physics or mathe
matics. That would mean simply to be learned in a particular 
subject. The usage of the expression “  general culture ”  shows 
an underlying notion that the student ought to be given some 
ornamental knowledge, which in some way is to educate his 
moral character or his intellect. For so vague a purpose, one 
discipline is as good as another, among those that are more or 
less indefinite and not so technical— like philosophy, or history, 
or sociology !

But the fact is that if  we go back to the medieval epoch in 
which the university was created, we see clearly that the relic 
before us is the humble remains of what then constituted higher 
education, proper and entire.

The medieval university does no research.2 It is very little 
concerned with professions. All is “  general culture ” — theology, 
philosophy, “  arts.”  3

But what is called “  general culture ” to-day was something 
very different for the Middle Ages. It was not an ornament 
for the mind or a training of the character. It was, on the 
contrary, the system of ideas, concerning the world and humanity, 
which the man of that time possessed. It was, consequently, the 
repertory of convictions which became the effective guide of his 
existence.

Life is a chaos; a tangled and confused jungle in which man 
is lost. But his mind reacts against the sensation of bewilder-

1 A u t h o r ’s N o t e  : Im agine for a  m om ent the conditions of primitive life. O ne 
of its constant characteristics is the lack of personal security. I t  is perilous for two 
persons to approach each other, for everyone goes about armed. Hence this act 
has to be safeguarded by customs and ceremonies-which give assurance th at weapons 
have been left behind, and th a t the hand is no t going to reach suddenly for one th a t 
is hidden. For this purpose, the best! procedure is for each m an, upon approaching, 
to grasp the hand of the other—the killing hand, which is norm ally the righ t hand. 
Such is the origin and purpose of our salute by shaking hands, which in  the present 
times, remote from th a t type of life, is an incomprehensible relic.

3 A u t h o r ’s^Note : W nich does not m ean th at no research was done in  the M iddle 
Ages.

8 E d i t o r ’s N o t e  : T he exaggeration here does not essentially dam age Sr. O rtega’s 
thesis th at the m odern university should teach a kind of “ culture ” which this refer
ence to the M iddle Ages helps to describe.
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m en t: he labours to find “  roads ” , “  ways ”  through the woods,1 
in the form of clear, firm ideas concerning the universe, positive 
convictions about the nature of things. The ensemble, or system, 
of these ideas, is culture in the true sense of the term ; it is precisely 
the opposite of external ornament. Culture is what saves human 
life from being a mere disaster ; it is what enables man to live a life 
which is something above meaningless tragedy or inward disgrace.

We cannot live on the human level without ideas. Upon 
them depends what we do. Living is nothing more or less 
than doing one thing instead of another. Hence the oldest 
book of India : “  Our acts follow our thoughts as the wheel 
of the cart follows the hoof of the ox.”  In this sense— which by 
itself implies no intellectualistic doctrine 2— we are our ideas.

Gideon, in this case exceptionally profound, would make it 
clear that man is always born into a specific period. That is, 
he is called to live his life at some definite stage in the unfolding 
of human destinies. A  man belongs to a generation ; he is of 
one substance with it. And each generation takes its place not 
in some chance location, but directly and squarely upon the 
preceding one. This comes to mean that man lives, perforce, at 
the level o f his time, 3 and more particularly, at the level o f the ideas 
o f his time.

Culture is the vital system of ideas of a period. It makes 
not a particle of difference whether these ideas, or convictions, 
lie partly or wholly in the province of science. Culture is not 
science. It is characteristic o f  our present culture that a great 
part of its content proceeds out of science ; but in other cultures 
this has not been the case, nor is it decreed anywhere that in 
ours it will always be so to the same degree as at present.

Compared with the medieval university, the contemporary 
university has developed the mere seed of professional instruction 
into an enormous activity ; it has added the function of research ; 
and it has abandoned almost entirely the teaching or transmission 
of culture.

It is evident that the change has been pernicious. Europe 
to-day is taking its sinister consequences. The convulsive situ
ation in Europe at the present moment is due to the fact that

1 A u t h o r ’s N o t e  : W hence there arises a t the beginning of all cultures a term  
expressing “ road ”  in this sense : the hodos and methodos of the Greeks, the tao and te 
of the Chinese, the path and vehicle o f India.

2 A u t h o r ’s N o t e  : O u r ideas or convictions m ay well be unintellectualistic, as 
m ine are, and in  general, the ideas of our age.

8 A u t h o r ’s N o t e  : For the concept of “  the height of the times ” , see The Revolt 
of the Masses.
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the average Englishman, the average Frenchman, the average 
German are uncultured : they are ignorant o f the essential system 
of ideas concerning the world and man, which belong to our 
time. This average person is the new barbarian, a laggard 
behind the contemporary civilization, archaic and primitive in 
contrast with his problems, which are grimly, relentlessly modern.1 
This new barbarian is above all the professional man, more 
learned than ever before, but at the same time more uncultured 
— the engineer, the physician, the lawyer, the scientist.

The blame for this unpredicted barbarity, this radical and 
tragic anachronism, rests primarily with the pretentious nine
teenth-century university of all countries. I f  this institution 
should by chance be torn to bits in the frenzy of a barbarous 
revolution, it would not have the feeblest reason to complain. 
When one has examined the matter, he must needs come to the 
conclusion that the guilt of the universities is not compensated 
for by the prodigious and brilliant service which they have 
undeniably rendered to science. Let us not be the dupes of 
science. For if  science is the grandest creation of man, it is 
made possible, after all, by human life. A  crime perpetrated 
against the fundamental conditions of human life cannot be 
atoned for through science.

The harm is so ingrained that I shall barely be understood 
by the generation anterior to the one I am addressing.

In the book of a Chinese thinker who lived in the fourth 
century B .C ., Chuang-tsu, certain symbolic characters are con
versing together, and one of them, called the God of the Northern 
Sea, asks, “  How shall I talk of the sea to the frog, if  he has never 
left his pond ? How shall I talk of the frost to the bird of the 
summer land, if  it has never left the land of its birth ? How shall 
I talk of life with the sage, i f  he is the prisoner of his doctrine ? ”

Society needs good professional men—judges, doctors, en
gineers— and therefore the university is prepared to furnish 
professional training. But society needs before this, and more 
than this, to be assured that the capacity is developed for another 
kind of profession, the profession of governing. In every society 
someone governs, whether a group or a class, few people or many. 
By “  governing”  I mean not so much the legal exercise of 
authority as a diffuse pressure, or influence, exerted upon the

1 A u t h o r ’s N o t e  : T he analysis of this serious situation is presented in The 
Revolt o f  the Masses.



46 MISSION OF THE UNIVERSITY

body politic. To-day, the societies in Europe are governed by 
the bourgeois classes, the majority of whom are composed of 
professional men. It is of the first importance to these societies, 
therefoi^e, that these professional people, aside from their several 
professions, possess the power to make their lives a vital influence, 
in harmony with the height of their times. Hence it is imperative 
to set up once more, in the university, the teaching of the culture, 
the system of vital ideas, which the age has attained. This is 
the basic function of the university. This is what the university 
must be, above all else.

I f  the working man should become the governing man to
morrow, the problem remains the same : he must govern in 
accordance with the height of the times— otherwise his regime 
will be supplanted.1

When one considers that the European countries have deemed 
it admissible to grant professional titles and prestige to magistrates 
and doctors without making sure that these men have a clear 
idea, for example, of the physical conception we now have of the 
world, and an equally clear idea of the character and limitations 
of the marvellous science by which that concept had been attained 
— we need not be surprised that affairs have come to such a pass 
in Europe. A t a juncture like this, let us not bandy about fine 
phrases. The vague desire for a vague culture, I repeat, will lead 
us nowhere. Physics, and its method, is one of the great essential 
instruments of the modern mind. Into that science have gone 
four centuries of intellectual discipline, and its doctrine is inti
mately connected with the cultured man’s concept of God and 
society, of matter and that which is not matter, together with all 
the other essentials for an enlightened life. O f  course, one can 
do without that science and be neither disgraced nor condemned 
— in certain situations : if  one is a humble shepherd in the hills, 
or a serf attached to the soil, or a manual labourer enslaved to the 
machine. But the gentleman who professes to be a doctor, or 
magistrate, or general, or philologist, or bishop— that is, a person 
who belongs to the directive class of society— if he is ignorant 
of what the physical cosmos is to-day for the European man, is a 
perfect barbarian, however well he may know his laws, or his 
medicines, or his Holy Fathers. And I should say the same of 
the person who has not a decently coherent picture of the great

1 A u t h o r ’s N o t e  : Since in actual practice the working m an does govern, sharing 
that function w ith the middle class, it is urgent that the university education be 
extended to him.



movements of history which have brought Humanity to its 
present parting of the ways (for ours is a day of crucial situations). 
And I should say the same again of the person who has no definite 
idea of how speculative philosophy conceives to-day its perpetual 
essay to formulate a plan of the universe; or how biology 
endeavours to interpret the fundamental facts of organic life.

For the moment, let us not obscure this simple, evident 
proposition, by raising the question o f how a lawyer, without 
preparation in higher mathematics, can understand the idea of 
twentieth-century physics. We shall deal with that question 
later. For now, let us simply admit into our minds, as we must, 
the light which proceeds from this observation. The man who 
does not possess the concept of physics (not the science of physics 
proper, but the vital idea of the world which it has created), 
and the concept afforded by history and by biology, and the 
scheme of speculative philosophy, is not an educated man. 
Unless he should happen to be endowed with exceptional qualities, 
it is extremely unlikely that such a man will be, in the fullest 
sense, a good doctor, a good judge, or a good technical expert. 
But it is certain that all the other things he does in life, including 
parts of his profession itself which transcend its proper academic 
boundaries, will turn out unfortunately. His political ideas and 
actions will be in ep t; his affairs of the heart, beginning with 
the type of woman he will prefer, will be crude and ridiculous; 
he will bring to his family life an atmosphere of unreality and 
cramped narrowness, which will warp the upbringing of his 
children ; and outside, with his friends, he will emit thoughts 
that are monstrosities, and opinions that are a torrent of drivel 
and bluff.

There is no other way : to move with assurance in the tangle 
of life, one must be cultivated, one must know the topography 
— the “  ways 55 and “ methods One must have an idea of 
the time and place in which he lives : in a word, the “  culture 55 
of the age. Now then, this culture is either received, or else it is 
invented. He who exposes himself to the labour of inventing it 
for himself, accomplishing alone what thirty centuries of humanity 
have already accomplished, is the only man who has the right 
to deny the proposition that the university must undertake to 
impart culture. But the unfortunate truth is that this lone 
person, who could oppose my thesis, would have to be a madman !

Civilization has had to await the beginning of the twentieth 
century, to see the astounding spectacle of how brutal, how

THE FUNDAMENTAL QUESTION 4 7



48 MISSION OF THE UNIVERSITY

stupid, and yet how aggressive is the man learned in one thing 
and fundamentally ignorant of all else.1 Professionalism and 
specialism, through insufficient counterbalancing, have smashed 
the European man in pieces ; and he is consequently missing at 
all the points where he claims to be, and is badly needed. The 
engineer possesses engineering ; but that is just one piece, one 
dimension of the European man : the whole man is not to be 
found in this fragment called “ engineer” . And so in the rest 
of the cases. When one says that “  Europe is broken in pieces ” , 
thinking to use a baroque and exaggerated expression, he says 
more truth than he suspects. Indeed, the crumbling away of 
Europe which we are witnessing is the result of the invisible 
fragmentation that the European man has progressively 
undergone.2

The great task immediately before us is something like a 
jigsaw puzzle : we have to reassemble out of scattered pieces—  
disiecta membra— a complete living organism, the European man. 
What we must achieve is that every individual, or (not to be 
Utopian) many individuals, should each succeed in constituting 
the type of the whole man in its entirety. What force can bring 
this about, if  it is not the university ?

Then there are no two ways about it. The university must 
add this other function, huge as it is, to the list of those it already 
attempts to accomplish.

For that matter, outside Spain a movement is making itself 
felt with great vigour, to orient higher education towards the 
teaching of culture, or the transmission to the newer generation 
of the system of ideas concerning the world and man which has 
reached its maturity with the passing generation.

We come to the conclusion therefore that the university’s 
teaching comprises these three functions :

I. The transmission of culture.
II. The teaching of the professions.

III. Scientific research and the training of new scientists.

Have we thus answered our question, What is the mission of 
the university ? By no means ! we have only massed together

1 A u t h o r ’s N o t e  : See the chapter entitled “ T he barbarism  of specialization ”  
in  The Revolt o f  the Masses.

2 A u t h o r ’s N o t e  : T he statem ent is true to such a  point th a t it cannot only be 
m ade thus vaguely, bu t it  can be developed by enumerating the precise phases of 
the progressive fragm entation, in  the three generations of the past century and the 
first generation of the twentieth.
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what the university of to-day believes to be its business, and a 
work which, in our judgment, it is not doing but must do. 
We have prepared the question ; no more than that.

It seems to me unnecessary, or at least incidental, to debate 
as did the philosopher Scheler and the Minister of Education 
Becker, a few years ago, over the question whether these functions 
are to be performed by a single institution or by various institu
tions.1 It is vain because in the end all these functions would 
unite in the person of the student : they would all eventually 
come to gravitate around his adolescent years, as a common 
centre-

The question is different. It is this : Even when instruction 
is limited, as at present, to professional matters and the methods 
of science, the result is a fabulous profusion of studies. It is 
impossible even for the better than ordinary student to come 
anywhere near real success in learning what the university 
professes to teach him. But institutions exist— they are necessary 
and they have meaning— because the ordinary man exists. I f  
there were none but extraordinary creatures, it is very probable 
that there would be no institutions, either educational or political.2 
It is therefore necessary to consider any institution with reference 
to the man of ordinary endowment. For him it is made, and 
he must be its unit of measure.

Let us suppose for a moment that in the university, as it is, 
we find nothing which deserves to be called an abuse. Every
thing is running smoothly and properly according to what the 
university professes itself to be. V ery well : even then I should 
say the university of to-day is an abuse in itself, because it is, in 
itself, a falsehood.

It is so thoroughly impossible for the ordinary student to 
master what the university tries to teach him, that it has become 
a part of university life to accept the failure. In other words, 
it is taken for granted as a regular thing, that what the university 
attempts to be is a delusion. We accept the falsity of the univer
sity’s inward life— its very essence is composed of its own 
falsification. This is the root of the whole trouble (as it always 
is in life, individual or collective). The original sin stems from

1 E d it o r ’s N o t e  : See especially Carl Heinrich Becker (by error “ Beeker ’* in 
the Spanish editions), Gedatiken zur Hochschulreform, Leipzig : Quelle u. Meyer, 1919 ; 
and M ax Scheler, “ Innere Widerspruche der deutschen Universitaten”  Westdeutsche Wochen- 
schrift 1, 32 : 493~5 ? 33 : 5 ” “ i2 ; 3 4 : 524-7 ; 3 5 : 539-41 5 36 •* 55r"3*

2 A u t h o r ’s N o t e  : Anarchy is logical when it declares all institutions to be 
useless and thus pernicious, for it starts with the postulate that every m an is extra
ordinary by b irth—i.e. good, prudent, intelligent, and just.
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the pretension to be other than one’s true self. It is our privilege 
to try to be whatever we wish; but it is vicious to pretend to be 
what we are not, and to delude ourselves by growing habituated 
to a radically false idea of what we are. When the habitual 
behaviour of a man or an institution is false, the next step is 
complete demoralization. And thence to degeneracy, for it is 
not possible for anyone to submit to the falsification of his nature 
without losing his self-respect.

That is why Leonardo da Vinci said : “  Chi non pud quel 
che vuol, quel che puo voglia £C Who cannot what he will, let 
him will what he can.”

This maxim of Leonardo's must guide from the beginning 
any real reform of the University. Only a firm resolution to be 
genuine will bear fruit. And not only the life of the university, 
but the whole new life must be fashioned by artisans whose first 
thought is authenticity. (Note this, Younger Generation. Other
wise, you are lost. In fact you show signs of being lost already.)

An institution, then, which feigns to give and to require what 
it cannot, is false and demoralized. Y et this principle of deceit 
is to be found throughout the whole plan and structure of the 
present university.

The conclusion seems to me inescapable, that we must turn 
the present university upside down, so to speakr and stand it 
upon precisely the opposite principle. Instead of teaching what 
ought to be taught, according to some Utopian desire, we must 
teach only what can be tau gh t; that is, what can be learned.

I shall attempt to develop the implications of this formula.
The problem extends in reality quite beyond the subject of 

higher education. It involves the capital question of education 
at all levels.

What has been the great historic advance in pedagogy? 
Beyond doubt, the turn it has taken under the inspiration of 
Rousseau, Pestalozzi, Froebel, and German idealism, amounting 
to a revolutionary avowal of the obvious. In education there 
are three elemental factors : what is taught (knowledge, wisdom), 
and the teacher and the learner. Y et with peculiar blindness, 
education had centred about knowledge and the teacher. The 
learner was no factor in pedagogy. The innovation of Rousseau 
and his successors was simply to shift the centre of gravity of the 
science from knowledge and the teacher to the learner, recognizing 
that it is the learner and his characteristics which alone can guide 
us in our effort to make something organic of education. Know
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ledge and research have their own structure, which is not 
applicable to that other activity proposing to impart knowledge. 
The principle if  pedagogy is entirely different from that on which 
culture and science are built.

But we must go a step further. Rather than lose ourselves 
in a minute study of the learner’s characteristics as a child, as a 
youth, etc., we are constrained to limit the subject for our present 
purpose, and consider the child and the youth from a more 
modest point o f view, which is more precise : namely, as a 
student and apprentice. Then we strike upon the fact that it is 
not the child as a child, or the youth because of his youth, that 
obliges us to ply this special profession we call “  teaching It 
is something far less complicated, and in fact, very definite and 
simple.

Let me explain.



CHAPTER III

\

The science of political economy emerged from the war in 
much the same shattered state as did the economies of the belli
gerent nations. There was nothing to do but set about re
constructing this whole body of knowledge from the ground up. 
Such adventures are as a rule beneficial in the life of a science, 
for they force it to seek a more solid basis than has been in use, 
a more general and fundamental principle. And in fact at the 
present time, political economy is arising frorti its ruins, for a 
reason so obvious that it is embarrassing to mention. To wit : 
that economic science necessarily responds to the fundamental 
principle underlying the economic activity of man. W hy i  ̂ it 
that mankind engages in economic occupations, producing, 
managing, bartering, saving, appraising, etc. ? For one astonish
ing reason, and that alone : because many of the things man 
desires and requires are not to be had in unlimited abundance. 
I f  all we need existed in plenty and to spare it would never have 
occurred to men to fatigue themselves with economic exertion. 
Air, for example, does not usually give rise to activity we could 
call economic. Y et as soon as air becomes scarce in some way or 
other, it immediately occasions economic activity. For example 
children in a schoolroom need a certain amount of air. I f  the 
room is small there is a scarcity of air ; hence an economic 
problem, ending in an enlarged school which is accordingly more 
expensive.

Again, even though our planet is rolling in air, so to speak, 
its air is not all of the same quality. “  Pure air ”  is to be had 
only at certain places, at certain altitudes, under specific condi
tions of climate. “  Pure air ”  is scarce. And that simple fact 
provokes an intense economic activity among the Swiss— hotels, 
sanatoriums— converting this scarce raw material into health, at 
so much per day.

This is all astonishingly simple, I rep eat; but it is unde
niably true. Scarcity is the basis of economic activity, and 
indeed the Swedish economist Gassel, some years ago, revised 
the science of economics by taking as a point of departure the

52

THE PRINCIPLE OF ECONOMY IN EDUCATION



principle of scarcity.1 Einstein has remarked many times that “  if 
perpetual motion existed, there would be no such thing as 
physics 99. Similarly, we may be sure that in Elysium there is 
no economic activity, and consequently no science of economics,

I am persuaded that an analogous situation has its effect 
in education. W hy does pedagogical activity exist at all ? W hy 
is it an occupation and a preoccupation of man ? To these 
questions the romantics gave most brilliant, moving, and trans
cendental answers, in which they drew upon all things human and 
a good portion of the divine. For their taste, it was always 
necessary to obscure the bare nature of things with festoons of 
ornamental foliage, and a touch of melodrama. We, on the 
contrary— am I not right, young people ?— we are content to 
accept things for what they are (at least for the time being), and 
nothing more. We like their bareness. W e do not mind cold 
and inclemency. W e know that life is hard, and will be hard. 
We accept the rigour of i t ; we do not try to sophisticate destiny. 
Because life is hard, it does not seem to us any the less magnificent. 
On the contrary, if  it is hard it is also solid and sturdy. Above 
all, it is free of any hypocrisy. W e value openness in our deal
ings with things. W e like to strip things bare, and when they are 
thus denuded, to wash them clean as we examine them, and see 
what they are in puris naturalibus.

Man is occupied and preoccupied with education for a reason 
which is simple, bald, and devoid of glamour : in order to live 
with assurance and freedom and efficiency, it is necessary to know 
an enormous number o f things, and the child or youth has an 
extremely limited capacity for learning. That is the reason. I f  
childhood and youth lasted a century apiece, or if  the child and 
the adolescent possessed intelligence and the power of attention 
practically without limit, the teaching activity would never exist. 
Even if those appealing, transcendental reasons had never 
operated at all, mankind would have had to develop that variety 
of the species known as the teacher.

Scarcity of the capacity to learn is the cardinal principle of 
education. It is necessary to provide for teaching precisely in 
proportion as the learner is unable to learn.

Is it not a too striking coincidence that the ferment in educa
tion erupted towards the middle of the eighteenth century, and

1 A u t h o r ’s N o t e  : See Gustav Cassel, Theoretische Sozialdkonomie, 1921, pp. 3 ff. 
In  p art this amounts to a  return  to  some positions of classic economics, as opposed 
to the economics of the last sixty years.
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has continued to increase up to the present ? Why did this not 
happen sooner ? The explanation is simple : it was precisely at 
that time that the first great flowering of modem culture ripened 
for harvest. In a short time, the treasure of active human 
knowledge became enlarged by a tremendous increment. Life 
was entering into the full swing of the new capitalism, which 
recent inventions had made possible : life was consequently 
assuming a new and appalling complexity, and it was exacting 
a greater and greater equipment of technics. Accordingly, along 
with the necessity for learning a quantity of things quite beyond 
the capacity to learn, pedagogy was promptly intensified and 
expanded to meet the need.

In primitive epochs, on the other hand, there is scarcely such 
a thing as education.1 W hy should there be, if  there is scarcely 
any need for it— if the capacity to learn is far ahead of the material 
to be assimilated ? The capacity is in excess. There are but a 
few branches of knowledge, certain magic formulas and rituals 
for fabricating the most difficult instruments, like the canoe, or for 
curing illness and casting out devils. This is all the subject matter 
there is. Since it is so scant, anyone could learn it without 
applying himself with any special effort. Hence there arises a 
peculiar situation, which corroborates my thesis in the most 
unexpected fashion. The fact is that education appears among 
primitive peoples in an inverted form : the vocation of teaching 
is actually one of concealing. The sacred formulas are conserved 
as secrets, and passed on esoterically to a chosen few. Outsiders 
would learn them all too readily. Whence the universal 
phenomenon of secret rites.

The phenomenon is so persistent that it reappears at any 
level of civilization, when there arises a particularly novel variety 
of knowledge, superior in kind to all that has been previously 
known. Since the new and enviable knowledge exists at first 
only in small quantity, it is a valuable kind of property, to be 
imparted only in jealous secrecy. Thus it happened with the 
Pythagorean school’s philosophy of precision, and even with so 
enlightened a philosopher as Plato. For we have his famous 
seventh epistle, written with the purpose of protesting against the 
accusation that he had taught his philosophy to Dionysius of

1 E d it o r ’s N o t e  : T he primitive cultures we are able to observe do of course 
transm it to their youth considerable knowledge of zoology and anatom y, botany, 
social usage and even philosophy of the differences in  tribal cultures. But the point 
remains valid, that primitive cultures are not confronted w ith our problem of an 
unm anageable quantity  of im portant knowledge.



Syracuse, as i f  that were a heinous crime* A ll primitive educa
tion in which there is little to teach, is esoteric and secretive ; in 
that respect it is the antithesis o f education as we conceive it in 
our day.

Education comes into being, then, when the knowledge which 
has to be acquired is out of proportion to the capacity to learn. 
To-day, more than ever before, the profusion o f cultural and 
technical possessions is such that it threatens to bring a catastrophe 
upon mankind, in as much as every generation is finding it more 
nearly impossible to assimilate it.

It is urgent therefore for us to base our science of teaching, its 
methods and institutions, upon the plain, humble principle that 
the1 child or the youth who is to be the learner cannot learn all 
we should like him to know— the principle of economy in 
education. .

Since it could not be otherwise, this rule has always been in 
operation where there has been pedagogical activity ; but only 
because it could not be helped, and hence in a restricted degree. 
It has never been set up as a principle, perhaps because at first 
sight it is not dramatic— it does not talk of imposing 
transcendentals.

The university of to-day, outside Spain even more than 
within, is a tropical underbrush of subject matters. I f  to this 
we add what we have deemed imperative— the teaching of cul
ture— the verdure threatens to hide the horizon altogether : the 
horizon of youth which needs to be clear and open, in order that 
it may expose to view the beckoning glow afar off. There is no 
remedy but to. rise up against this turgid overgrowth and use 
the principle of economy like a hatchet. First of all, a thorough 
pruning.

The principle of economy not only implies that it is necessary 
to economize in the subject matter to be offered. It has a further 
implication : that the organization of higher education, the 
construction of the university, must be based upon the student, 
and not upon the professor or upon knowledge. The university 
must be the projection of the student to the scale of an institution. 
And his two dimensions are, first, what he is— a being of limited 
learning capacity— and second, what he needs to know in order 
to live his life.

(The present student movement comprises many ingredients. 
Out o f the conventional ten parts, seven are made up of pure 
buffoonery. But the other three are absolutely reasonable and
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more than justify the whole student agitation. One is the 
political unrest of the country : the soul of the nation is per
turbed. The second is a series of real though incredible abuses 
on the part of a few professors. And the third, which is the 
most important and decisive, influences the students without 
their realizing it. It is the fact that neither they nor anybody in 
particular, but the times themselves, the present circumstances 
in education throughout the world, are forcing the university 
to centre itself once more on the student— to be the student, and 
not the professor, as it was in the heyday of its greatness.1 The 
tendencies of the times press on inevitably, though mankind, 
impelled as it is by them, may be unaware of their presence, and 
quite unable to define them or give them a name. The students 
should eliminate the discreditable parts of their activity and 
emphasize these three, especially the la&t, for in these they are 
entirely right.2)

We must begin, therefore, with the ordinary student, and take 
as a nucleus o f the institution, as its central and basic portion, 
exclusively the subject matters which can be required with absolute 
stringency, i.e. those a good ordinary student can really learn.

This, I repeat, is what the university should be, at its very 
base. Presently we shall see that the university must be, in 
addition, several other things which are no less important. 
But what is important at this point is not to confuse things : 
it is to separate carefully from one another the various func
tions and organs of that imposing institution, the university.

How are we to determine the body of subjects which are 
to constitute the torso or minimum of the curriculum? By 
submitting the present conglomeration to two tests :

1. W e must pick out that which appears as strictly neces
sary for the life o f the man who is now a student. Life, with

1 E d i t o r ’s N o t e  : This is true of both the Parisian and the Bolognese families 
of the medieval university. W hile Paris is said to have had a  “ magisterial constitu
tion ” , as opposed to the “ student constitution ” of the other family, yet even a t Paris 
the students, through their organization in “  nations ” , had a responsible pa rt in the 
m aintenance of discipline and morale.

2 A u t h o r ’s N o t e  : T he concept th at the university is the student is to be carried 
out even to the point of affecting its m aterial organization. I t  is absurd to consider 
the university, as it has been considered hitherto, the professor’s house in which he 
receives pupils. R ather the contrary : pu t the students in charge of the house, 
and let the student body constitute the torso of the institution, complemented by the 
faculties of professors. T he m aintenance of discipline through beadles gives rise to 
shameful squabbles, and organizes the students into a  rebellious horde. T he students 
are not to blame, but the institution, which is badly planned. T he students them 
selves, properly organized for the purpose, should direct the in ternal ordering of the 
university, determ ine the decorum  of usages and m anners, impose disciplinary 
measures, and feel responsible for the morale.
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its inexorable requirements, is the criterion that should guide 
this first stroke of the pruning knife.

2. What remains, having been judged strictly necessary, must 
be further reduced to what the student can really learn with 
thoroughness and understanding.

It is not enough that this or that is necessary. When we 
least expect, the necessary suddenly passes beyond the capa
bilities of the student. It would be fantastic on our part to rant 
and rave that it is necessary. Only so much must be taught as 
can truly be learned. On this point we must be unshakable, 
though the line of action which issues from it is drastic.



CHAPTER IV

W H A T  TH E  U N IV E R S IT Y  M U ST  BE P R IM A R IL Y  : T H E  

U N IV E R S IT Y ; PR O FE SSIO N  AN D  SCIE N CE

By applying the principles we have discussed, we come to the 
following propositions :

(A) The university consists, primarily and basically, of the 
higher education which the ordinary man should receive.

(B) It is necessary to make of this ordinary man, first of all, 
a cultured person : to put him at the height of the times. It 
follows then, that the primary function of the university is to 
teach the great cultural disciplines, namely :

1. The physical scheme of the world (Physics).
2. The fundamental themes of organic life (Biology).
3. The historical process of the human species (History).
4. The structure and functioning of social life (Sociology).
5. The plan of the universe (Philosophy).

(C) It is necessary to make the ordinary man a good pro
fessional. Besides his apprenticeship to culture, the university 
will teach him, by the most economical, direct and efficacious 
procedures intellect can devise, to be a good doctor, a good 
judge, a good teacher of mathematics or of history. The specific 
character of this professional teaching must be set aside, however, 
for fuller discussion.

(D) There is no cogent reason why the ordinary man need 
or ought to be a scientist. Scandalous consequence : science in 
the true sense, i.e. scientific investigation, has no place in any 
direct, constituent capacity among the primary functions of the 
university. It is something independent. In what sense the 
university is inseparable from science, and must be in addition 
a place of scientific research, is a question we shall treat further on.

No doubt this heretical opinion will call down on itself the 
deluge of inanities which always threatens from the horizon, 
like a teeming cloud. I realize that there are serious objections 
against this thesis of mine ; but before these are advanced, we 
shall see erupting that volcano of commonplaces which every 
man becomes when he speaks on a question he has not thought 
out beforehand.

The plan of a university which I am expounding requires
53



that you indulgently dispose your mind to distinguish three 
things, each quite different from the others : namely science, 
culture, and learned profession. You must renounce that restful 
light in which all cats are grey.

First let us differentiate between profession and science. 
Science is not just whatever you will. Obviously, it is not 
science to buy yourself a microscope or to throw together a 
laboratory. But neither is it science to expound, or learn, the content 
of a science. In its proper and authentic sense, science is exclu
sively investigation : the posing of problems, working at them, 
and arriving at their solution. From the moment a solution 
is reached, all that may subsequently be done with the solution 
is not science.1 And that is why it is not science to learn or 
teach a science, or to apply and appropriate science. It may well 
be best— with what reservations we shall presently see— for the 
man entrusted with the teaching of a science to be a scientist 
at the same time. But that is not absolutely necessary, and as a 
matter of fact there have been and are prodigious teachers of the 
sciences who are not investigators, i.e. scientists. It is sufficient 
that they know their science. But to know is not to investigate. 
To investigate is to discover a truth, or inversely, to demonstrate 
an error. To know means to assimilate a truth into one’s con
sciousness, to possess a fact after it has been attained and secured.

A t the beginnings of science, in Greece, when there was yet 
little science to be had ready made, men hardly ran the same 
risk of confusing it with things which are not science. The 
words they used to designate science exposed its identity with 
inquiry, creative work, investigation. Even the contemporaries 
o f Plato and Aristotle lacked any term to match exactly—  
including its equivocalness— the modern word * science.55 They 
spoke of historic, exetasis, philosophia, which mean, with one nuance 
or another, “  a learning by inquiry,55 “  a searching out,55 and 
“  a systematic treatment of a subject, or scientific investigation 55 
— but not “  possession of knowledge.55 The name philo-sophia 
arose, comparatively late, from the effort to distinguish from the 
usual learning that novel activity which was not to be learned, 
but to seek knowledge.2

1 A u t h o r ’s N o t e  : Except to question it afresh, to convert it back to a  problem 
by criticizing it, and hence to repeat the cycle of scientific investigation.

* A u t h o r ’s N o t e  : T he term  episteme corresponds better to the bundle of meanings 
included in our words “  knowledge ”  and “ understanding For the astonishment 
occasioned by the novel term  philosophic, see Cicero, Tusculan Disputations, V , 3.
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Science is one of the most sublime pursuits and achievements 
o f mankind : more sublime than the university itself, conceived 
as an educational institution. For science is creation, and 
teaching aims only at conveying what has been created, to digest, 
it and to induce learners to digest it. Science is carried on upon 
so high a plane that it is necessarily an extremely delicate process. 
Whether we like it or not, science excludes the ordinary man. 
It involves a calling most infrequent, and remote from the 
ordinary run of the human species. The scientist is the monk 
of modern times.

To pretend that the normal student is a scientist, is at once 
a ridiculous pretension, which could scarcely have been con
tracted (pretensions are contracted, like colds and other inflam
mations) but for that vice of utopianism, the bane of the gener
ation just preceding ours. But furthermore it is not desirable, 
even under ideal circumstances, that the ordinary man should 
be a scientist. I f  science is one of the highest of human pursuits, 
it is not the only one. There are others of equal dignity, and there 
is no reason to sacrifice these, dedicating all humanity to science. 
The sublimity, moreover, belongs to science itself and not to the 
man of science. His career is a mode of existence quite as limited 
and narrow as another ; in fact more so than some you could 
imagine. Here I cannot embark on an analysis of what it means 
to be a scientist. Nor do I wish to. It would be out of place, 
and besides, some of what I should say might seem unpleasant. 
Returning then to the essential matter, let me observe that up 
to our time at least, the real scientist, considered as a person, 
has been with notorious frequency a visionary and a freak, when 
he has not been absolutely demented. The real marvel, the 
precious thing, is what this very limited person succeeds in 
isolating : the pearl, not the oyster that secreted it. It is futile 
to idealize the scientist and hold him up as the model for all men 
to imitate, without taking into account the complex circum
stances— miraculous, some of them, and some o f them quite 
unfathomable— which are wont to enter into the making of the 
scientist.1

The teaching of the professions and the search for truth must 
be separated. They must be clearly distinguished one from the 
other, both in the minds of the professors and in the minds of

1 A u t h o r ’s N o t e  : I t  is notorious for example how readily scientists have always 
acquiesced in tyrannical governments. This is no cause for disappointm ent, nor 
can it be considered a  liability to society. T he cause of it lies in the very nature of the 
scientist, and is perfectly respectable.



the students. For their present confusion is an impediment to 
science. Granted, the apprenticeship to some professions in
cludes as a very important element the mastery of the systematized 
content of numerous sciences ; but this content is the end result 
of investigation, and not the investigation itself. As a general 
principle, the normal student is not an apprentice to science. The 
physician is learning to effect cures, and as a physician he need 
not go beyond that. For his purpose, he needs to know the 
system of physiology current in his day, but he need not be, and 
in fact cannot be expected to be, a trained physiologist. W hy do 
we persist in expecting the impossible ? I cannot understand. 
I am only disgusted by this itching to delude oneself— “  you have 
to have your illusions ” — this everlasting delusion o f grandeur, 
this die-hard utopianism of persuading ourselves that we are 
achieving what we are not. Utopianism results in a pedagogy 
of self-abuse.

It is the virtue of the child to think in terms of wishes, it is 
the child’s role to make believe. But the virtue of the grown 
man is to will, and his role is to do and achieve. Now we can 
achieve things only by concentrating our energy : by limiting 
ourselves. And in this limiting of ourselves lies the truth and 
the authenticity of our life. Indeed, all life is destiny : if  our 
existence were unlimited in duration and in the forms it could 
assume, there would be no “ destiny” .1 The authentic life, 
young people, consists in cheerfully accepting an inexorable 
destiny— a limitation we cannot alter. It is this state o f mind 
which the mystics, following a profound intuition, used to call 
“ the state of grace ” . He who has once honestly accepted his 
destiny, his own limitations, is imperturable. “  Impavidum ferient 
ruinae.”

I f  a man has the calling to be a physician and nothing more, 
let him not dabble in science. He will but turn science into 
mediocrity. It is enough, in fact it is everything, that he is a 
good physician. The same holds in my opinion for the’man who 
is to be a good professor of history in a secondary school. Is 
it not a mistake to confuse him in college by making him think 
he is going to be a historian ? What do you gain ? You 
force him to consume his time in a fragmentary study o f tech-

1 E d i t o r ’s N o t e  : Ortega’s term  “  destino ”  presents m uch the same difficulty as 
Aristotle’s two terms 8tfoa/u? and cWpyaa, for which English translators have found 
no satisfying translation. T he organism is conceived as being endowed w ith a 
specific potentiality, whose realization constitutes the organism’s proper life. T he term 

destiny ” , as well as another, will take on the intended m eaning as the essay proceeds,
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niques necessary to the research of the historian, but irrelevant 
to the teaching of history. You excuse him from that other 
task of achieving a clear, organized, comprehensible idea of the 
general body of human history, which it is his mission to teach.1

The trend towards a university dominated by “  inquiry ”  has 
been disastrous. It has led to the elimination of the prime 
concern : culture. It has deflected attention from the problem 
of how best to train future professionals for their professions.

The medical schools aspire to teach physiology and chemistry 
complete to the nth degree ; but perhaps in no medical school 
the world over is there anyone seriously occupied with thinking 
out what it really means to be a good physician, what the ideal 
type should be for our times. The profession, which after 
culture is the most urgent concern, is entrusted largely to the 
kindness of Providence. But the harm of our confused procedure 
has worked both ways. Science too has suffered by our wishful 
attempt to bring it into line alongside the professions.

Pedantry and the lack of reflection have been large causes 
in bringing on the “  scientism ” which afflicted the university. 
In Spain, both these deplorable forces are coming to be a serious 
nuisance. Any nincompoop who has been six months in a 
school or a laboratory in Germany or North America, any parrot 
who has made a third-rate scientific discovery, comes back a 
nouveau riche o f science. Without having reflected a quarter of 
an hour on the mission of the university, he propounds the most 
pedantic and ridiculous reforms. Moreover he is incapable of 
teaching his own courses, for he has no grasp of the discipline as a 
whole. ,

W e must therefore shake science off the tree of the professions, 
and retain only the portion of science which is strictly necessary, in 
order to attend to the professions themselves, whose teaching, to
day, runs quite wild. At this step everything is still to be begun.2

Logical organization and ingenious teaching will make it 
possible to teach the professions much more efficiently and with 
greater breadth, with less time and effort than at present.

But now let us proceed to that other distinction, between 
science and culture.

1 A u t h o r ’s N o t e  : I t  is obvious th at he must learn w hat composes the techniques 
by which history is obtained. But this does not m ean th at he must become an adept, 
himself, in these techniques.

• A u t h o r ’s N o t e  : T he basic idea, the prototype of each profession—w hat it 
means to be a doctor, judge, lawyer, professor, etc.— is not a t present delineated in 
the popular m ind, nor does anyone devote himself to studying and form ulating such 
an idea,



CHAPTER V

I f  we review in substance the distinction between profession 
and science, we find ourselves in possession of a few clear ideas. 
For example, medicine is not a science but a profession, a matter 
of practice. Hence it represents a point of view distinct from that 
of science. It proposes as its object to restore and maintain 
health in the human species. To this end, it appropriates what it 
finds useful : it goes to science and takes whatever results of 
research it considers efficacious ; but it leaves all the rest. It 
leaves particularly what is most characteristic of science : * the 
cultivation of the problematic and doubtful. This would suffice 
to differentiate radically between medicine and science. Science 
consists in an urge to solve problems ; the more it is engaged in 
this occupation, the more purely it accomplishes its mission. 
But medicine exists for the purpose of applying solutions. I f  they 
happen to be scientific, so much the better. But they are not 
necessarily so. They may have grown out of some millennial 
experience which science has not yet explained or even confirmed.

In the last fifty years, medicine has allowed itself to be swept 
off its feet by science ; it has neglected its own mission and failed 
to assert properly its own professional point of view.1 Medicine 
has committed the besetting sin of that whole period : namely, 
to look askance at destiny and strain to be something else— in this 
case, pure science.

Let us make no mistake about it. Science, upon entering 
into a profession, must be detached from its place in pure science, 
to be organized upon a new centre and a new principle, as 
professional technics. And if this is true, it must certainly have 
an effect on the teaching of the professions.

Something similar is to be said of the relations between 
culture and science. The difference between them seems to 
me clear enough. Yet I should like not only to leave the con-

1 A u t h o r ’s N o t e  : O n the other hand, when medicine has devoted itself to its 
proper function of curing, its work has proved most fruitful for science. Contem 
porary physiology was launched on its career, early in the last century, no t by the 
scientists bu t by the physicians, who turned aside from the scholasticism that had 
reigned over eighteenth century biology (taxonomy, anatomism, etc.) to m eet their 
urgent mission with pragm atic theories. See Emanuel R adi, Geschichte der biologtschen 
Theorien, vol. I I  (1909), a  book which seems the more adm irable with the passing of 
time.
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cept of culture very definite in the mind of the reader but also 
to show what basis it has. First, the reader must go to the 
trouble of scrutinizing and reflecting upon the following resume 
— which will not be easy : culture is the system of vital ideas which 
each age possesses ; better yet, it is the system of ideas by which 
the age lives. There is no denying the fact that man invariably 
lives according to some definite ideas which constitute the very 
foundation of his way of life. These ideas which I have called 
“  vital ” , meaning ideas by which an age conducts its life, are no 
more nor less than the repertory of our active convictions as to the 
nature of our world and our fellow creatures, convictions as to the 
hierarchy of the values of things— which are more to be esteemed, 
and which less.1

It is not in our hands whether to possess such a repertory of 
convictions or not. It is a matter of inescapable necessity, an 
ingredient essential to every human life, of whatever sort it may 
be. The reality we are wont to refer to as “  human life ” , your 
life and the next fellow’s, is something quite remote from biology, 
the science of organisms. Biology, like any other science, is 
no more than one occupation to which some men devote their 
“  life ” . The basic and truest meaning of the word life is not 
biological but biographical : and that is the meaning it has always 
had in the language of the people. It means the totality of what 
we do and what we are— that formidable business, which every 
man must exercise on his own, of maintaining a place in the 
scheme of things- and steering a course among the beings of the 
world. “  To live is, in fact, to have dealings with the world : 
to address oneself to it, exert oneself in it, and occupy oneself 
with it.”  2 I f  these actions and occupations which compose our 
living were produced in us mechanically, the result would not be 
human life. The automaton does not live. The whole difficulty 
of the matter is that life is not given us ready made. Like it or 
not, we must go along from instant to instant, deciding for our
selves. At each moment it is necessary to make up our minds 
what we are going to do n e x t: the life of man is an ever-recurrent 
problem. In order to decide at one instant what he is going 
to do or to be at the next, man is compelled to form a plan of 
some sort, however simple or puerile it may be. It is not that

1 E d it o r ’s N o t e  : Gf. O rtega’s The Modern Theme, p. 76 : “ Culture is merely 
a  special direction which we give to the cultivation of our anim al potencies.”

2 A u t h o r ’s N o t e  : I have borrowed this form ula from my essay E l Estado, la 
juventud y  el carnaval, published in La Naci6nt o f Buenos Aires, December 1924, and 
reprinted in E l Espectador (V II).
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he ought to make a plan. There is simply no possible life, sublime 
or mean, wise or stupid, which is not essentially characterized by 
its proceeding with reference to some plan.1 Even to abandon 
our life to chance, in a moment of despair, is to make a plan. 
Every human being, perforce, picks his way through life. O r 
what comes to the same, as he decides upon each act he performs, 
he does so because thajt act “  seems b e s t g i v e n  the circumstances. 
This is tantamount to saying that every life is obliged, willy- 
nilly, to justify itself in its own eyes. Self-justification is a 
constituent part o f oi r̂ life. W e refer to one and the same fact, 
whether we say that “  to live is to conduct oneself according to 
a plan or that “ life is a continuous justification to oneself” . 
But this plan or justification implies that we have acquired some 
“  idea ”  of the world and the things in it, and also o f our potential 
acts which have bearing upon it. In short, man cannot live with
out reacting to his environment with some rudimentary con
cept of it. He is forced to make an intellectual interpretation 
o f the world about him, and o f his conduct in it. This inter
pretation is the repertory o f ideas or convictions to which I 
have referred, aptd which, as it is now perfectly evident, cannot 
be lacking in any human life whatsoever.2

The vast majority of these convictions or ideas are not fabri
cated by the individual, Crusoe-wise, but simply received by 
him from his historical environment— his times. Naturally, any 
age presents very disparate systems of convictions. Some are a 
drossy residue o f other times. But there is always a system of 
live ideas which represents the superior level of the age, a system 
which is essentially characteristic o f its times ; and this system 
is the culture of the age. He who lives at a lower level, on 
archaic ideas, condemns himself to a lower life, more difficult, 
toilsome, unrefined. This is the plight of backward peoples—  
or individuals. They ride through life in an ox-cart while others 
speed by them in automobiles. Their concept of the world wants 
truth, it wants richness, and it wants acumen. The man who lives

1 A u t h o r ’s N o t e  : T he sublimity or meanness o f a  life, its wisdom or stupidity 
is, precisely, its plan. Obviously our plan does not rem ain the same for life ; it 
m ay vary continually. T he essential fact is th a t life and plan are inseparable.

2 A u t h o r ’s N o t e  : I t  is easy to see th a t when an  element o f our life so fundam ental 
as this self-justification functions irregularly, the ailm ent which ensues is grave. 
Such is the case with the curious type of m an I have studied in The Revolt o f the Masses. 
But the first edition of th a t book is incomplete. A  prolonged illness prevented me 
from finishing it. In  the later editions [not yet appeared, Oct. 1944--ED.] I am  
adding the third p a rt of the study, analysing more in detail this formidable problem  
of “  justification ” , and thus adding the finishing touch to th at book’s investigation 
into this very prevalent phenomenon.
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on a plane beneath the enlightened level of his time is condemned, 
relatively, to the life of an infra-man.

In our age, the content of culture comes largely from science. 
But our discussion suffices to indicate that culture is not science. 
The content of culture, though it is being made in the field of 
science more than elsewhere, is not scientific fact but rather a 
vital faith, a conviction characteristic of our times. Five hundred 
years ago, faith was reposed in ecclesiastical councils, and the 
content of culture emanated in large part from them.

Culture does with science, therefore, the same thing the 
profession does. It borrows from science what is vitally neces
sary for the interpretation of our existence. There are entire 
portions of science which are not culture, but pure scientific 
technique. And vice versa, culture requires that we possess a 
complete concept of the world and of m a n ; it is not for cul
ture to stop, with science, at the point where the methods of 
absolute theoretic rigour happen to end. Life cannot wait until 
the sciences may have explained the universe scientifically. We 
cannot put off living until we are ready. The most salient 
characteristic of life is its coerciveness : it is always urgent, 
“  here and now,” without any possible postponement. Life is 
fired at us point-blank. And culture, which is but its inter
pretation, cannot wait any more than can life itself.

This sharpens the distinction between culture and the sciences. 
Science is not something by which wc live. I f  the physicist had 
to live by the ideas of his science, you may rest assured that he 
would not be so finicky as to wait for some other investigator to 
complete his research a century or so later. He would renounce 
the hope of a complete scientific solution, and fill in, with approxi
mate or probable anticipations, what the rigorous corpus of 
physical doctrine lacks at present, and in part, always will lack.

The internal conduct of science is not a vital concern ; that 
of culture is. Science is indifferent to the exigencies of our 
life, and follows its own necessities. Accordingly, science grows 
constantly more diversified and specialized without limit, and is 
never completed. But culture is subservient to our life here 
and now, and is required to be, at every instant, a complete, 
unified, coherent system— the plan of life, the path leading 
through the forest of existence.

That metaphor of ideas as paths or roads (methodoi) is as 
old as culture itself. Its origin is evident. When we find our
selves in a perplexing, confused situation, it is as though we
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stood before a dense forest, through whose tangles we cannot 
advance without being lost. Someone explains the situation, 
with a happy idea, and we experience a sudden illumination 
-— the £< light ”  of understanding. The thicket immediately 
appears ordered, and the lines of its structure seem like paths 
opening through it. Hence the term method is regularly associated 
with that of enlightenment, illumination, Aufklarung. W hat we 
call to-day “  a cultured man ”  was called more than a century 
ago “ an enlightened m a n ” , i.e. a man who sees the paths of 
life in a clear light.

Let us cast away once for all those vague notions of en
lightenment and culture, which make them appear as some 
sort of ornamental accessory for the life of leisure. There could 
not be a falser misrepresentation. Culture is an indispensable 
element of life, a dimension of our existence, as much a part of 
man as his hands. True, there is such a thing as man without 
hands ; but that is no longer simply man : it is man crippled. 
The same is to be said of life without culture, only in a much 
more fundamental sense. It is a life crippled, wrecked, false. 
The man who fails to live at the height of his time is living beneath 
what would constitute his right life. O r in other words, he is 
swindling himself out of his own life.

W e are passing at present, despite certain appearances and 
presumptions, through an age of terrific un-culture. Never per
haps has the ordinary man been so far below his times and 
what they demand of him. Never has the civilized world so 
abounded in falsified, cheated lives. Almost nobody is poised 
squarely upon his proper and authentic place in life. M an is 
habituated to living on subterfuges with which he deceives 
himself, conjuring up around him a very simple and arbitrary 
world, in spite of the admonitions of an active conscience which 
forces him to observe that his real world, the world that cor
responds to the whole of actuality, is one of enormous complexity 
and grim urgency. But he is afraid— our ordinary man is 
timorous at heart, with all his brave gesticulations— he is afraid 
to admit this real world, which would make great demands on 
him. He prefers to falsify his life, and keep it sealed up in the 
cocoon of his fictitious, oversimplified concept of the world.1

1 A u t h o r ’s N o t e  : O n this subject in general see The Revolt o f the Masses in its 
next edition [not yet published, Oct. 1944-ED.], where I deal more in  detail w ith the 
specific ways in which the people of to-day are falsifying their lives : for example, the 
naive belief th a t “ you have to be arb itrary  ” , from which has issued in  politics the 
lie of Fascism, and in letters and philosophy, the young Spanish “  intellectual ” of 
recent years.



Hence the historic importance of restoring to the university 
its cardinal function of “  enlightenment ” , the task of imparting 
the full culture of the time and revealing to mankind, with clarity 
and truthfulness, that gigantic world of to-day in which the 
life o f the individual must be articulated, if  it is to be authentic.

Personally, I should make a Faculty of Culture the nucleus 
of the university and of the whole higher learning.1 I have 
already sketched the outline o f its disciplines. Each of these, 

"it will be remembered, bears two names: for example “ The 
physical scheme of the world (Physics) ” . This dual designa
tion is intended to suggest the difference between a cultural 
discipline, vitally related to life, and the corresponding science 
by which it is nurtured. The “  Faculty ”  o f Culture would not 
expound physics as the science is presented to a student intending 
to devote his life to physico-mathematical research. The physics 
in culture is the rigorously derived synthesis o f ideas about the 
nature and functioning of the physical cosmos, as these ideas 
have emerged from the physical research so far completed. In 
addition, this discipline will analyse the means of acquiring 
knowledge, by which the physicist has achieved his marvellous 
construction ; it will therefore be necessary to expound the 
principles of physics, and to trace, briefly but scrupulously, the 
course of their historical evolution. This last element of the 
course will enable the student to visualize what the “  world ”  
was, in which man lived a generation or a century or a thousand 
years ago ; and by contrast, he will be able to realize and 
appreciate the peculiarities o f our “  world ”  o f to-day.

This is the time to answer-an objection which arose at the 
beginning of my essay, and was postponed. How— it is asked 
— can the present-day concept of matter be made intelligible to 
anyone who is not versed in higher mathematics ? Every day, 
mathematical method makes some new adva,nce at the very base 
o f physical science.

1 E d it o r ’s N o t e  : T he form of this proposal has been objected to by readers of 
the m anuscript on the ground that it gives too m uch responsibility and  too m uch 
power to one group. T he American college or university m ight better seek to 
solve the administrative problem  through a  committee representative o f the whole 
faculty, serving as the spearhead for the reform yet democratically stim ulating and 
co-ordinating the initiative arising from all parts of the institution. Another com
m ittee of the whole faculty m ight be m ade responsible for improving the conditions 
for research ; and each professional departm ent m ight appoint a  comm ittee of 
appropriate^ academ ic and comm unity representatives to examine how the occu
pational training can be oriented towards a  richer service to society. T his adaptation 
of O rtega’s basic idea has been elaborated in the editor’s forthcoming book on cultural 
education and intercultural synthesis, tentatively scheduled to be published in 1945 
by H arper and Brothers.
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I should like the reader to consider the tragedy without 

escape which would confront humanity if  the view implied 
here were correct. Either everyone would be obliged to be a 
thorough physicist, devoting himself, dedicating his life,1 to 
research in order not to live inept and devoid of insight into 
the world we live in ; or else most of us must resign ourselves 
to an existence which, in one of its dimensions, is doomed to 
stupidity. The physicist would be for the man in the street 
like some being endowed with a magical, hieratic knowledge. 
Both of these solutions would be— among other things— ridiculous.

But fortunately there is no such dilemma. In the first place, 
the doctrine I am defending calls for a thorough rationalizing 
o f the methods of instruction, from the primary grades to the 
university. Precisely by recognizing science to be a thing apart, 
we pave the way to the segregating of its cultural elements so 
that these may be made assimilable. The “  principle of economy 
in education ”  is not satisfied by extruding disciplines the student 
cannot le a rn ; it requires economy in the teaching of what 
remains to be taught. Economy in these two respects would add 
a new margin to the learning capacity of the student, so that he 
could actually learn more than at present.2 I believe, then, 
that in time to come no student will arrive at the university 
without being already acquainted with the mathematics of 
physics, sufficiently at least to be capable of understanding its 
formulas.

Mathematicians exaggerate a bit the difficulties o f their 
subject. It is an extensive one but, after all, it is always expres
sible in definite terms to anyone who “  knows beans ” . I f  it 
appears so incomprehensible to-day, it is because the necessary 
energy has not been applied to the simplifying of its teaching, 
This affords me an opportunity to proclaim for the first time, 
and with due solemnity, that i f  we fail to cultivate this sort of 
intellectual effort— effort addressed not to descriptive analysis, 
after the usual manner of research, but to the task of simplifying 
and synthesizing the quintessence of science, without sacrifice of 
its quality, or substantialness— then the future of science itself will 
be disastrous.

It is imperative that the present dispersion and complication 
of scientific labours be counterbalanced by the complementary

1 A u t h o r ’s N o t e  : I t  is to be noted th a t any dedicating of oneself, if  it is real, 
means the dedication of one’s life and nothing less.

* A u t h o r ’s N o t e  : Precisely because of the efficiency in the teaching, a greater 
power to learn is called into action,



kind of scientific activity, striving towards the concentration and 
consolidation of knowledge. We need to develop a special type 
of talent, for the specific function of synthesizing. The destiny of 
science is at stake.

But, in the second place, I deny roundly that in order to 
grasp the fundamental ideas— the principles, the methods of 
procedure, the end results— of any science which has funda
mental idea£ to offer, the student must necessarily have had 
formal training and become familiar with its techniques. The 
truth is quite otherwise. When a science, in its internal develop
ment, proceeds towards ideas which require technical familiarity 
in order to be understood, then its ideas are losing their funda
mental character to become instruments subordinate to the 
science, rather than its substance proper.1 The mastery of higher 
mathematics is essential for making the science but not for under
standing its import for human life.

It happens, at once luckily and unluckily, that the nation 
which stands gloriously and indisputably in the van of science 
is Germany. The German, in addition to his prodigious talent 
and inclination for science, has a congenital weakness which 
it would be extremely hard to extirpate : he is a nativitate pedantic 
and impervious of mind. This fact has brought it about that 
not a few sides of our present-day science are not really science, 
but only pedantic detail, all too easily and credulously gathered 
together. One of the tasks Europe needs to perform with 
dispatch is to rid contemporary science of its purely German 
excrescences, its rituals and mere whims, in order to save its 
essential parts uncontaminated.2

Europe cannot be saved without a return to intellectual 
discipline, and this discipline needs to be more rigorous than 
those which have been used or abused in other times. No one 
must be allowed to escape. Not even the man of science. 
To-day this personage conserves not a little of feudal violence, 
egotism and arrogance, vanity and pontification.

There is need to humanize the scientist, who rebelled, about 
the middle of the last century, and to his shame let himself be 
contaminated by the gospel of insubordination which has been

1 A u t h o r ’s N o t e  : In  the last analysis, m athem atics is wholly instrumental in 
character, not fundam ental or substantial in itself—-just as is th at branch of science 
which studies the microscope.

^2 A u t h o r ’s N o t e  : Do not forget, in seeking to grasp the implications of this 
opinion, th at the writer of it owes to G erm any four-fifths of his intellectual possessions. 
I  am  more conscious to-day than  ever before of the indisputable, towering pre
eminence of Germ an science. T he question alluded to has nothing to do with this.
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since then the great vulgarity and the great falsity of the age.1 
The man of science can no longer afford to be what he now is 
with lamentable frequency— a barbarian knowing much of one 
thing. Fortunately the principal figures in the present generation 
of scientists have felt impelled by the internal necessities of their 
sciences to balance their specialization with a symmetrical 
culture. The rest will follow in their steps as sheep follow the 
leading ram.

From all quarters the need presses upon us for a new inte
gration of knowledge, which to-day lies in pieces scattered over 
the world. But the labour of this undertaking is enormous ; 
it is not to be thought of while there exists no methodology of 
higher education even comparable to what we have for the 
preceding levels of education. At present we lacjc completely a 
pedagogy of the university— though this statement seems untrue 
at first.

It has come to be an imminent problem, one which mankind 
can no longer evade, to invent a technique adequate to cope 
with the accumulation of knowledge now in our, possession. 
Unless some practicable way is found to master this exuberant 
growth, man will eventually become its victim. On top of the 
primitive forest of life we would only add the forest of science, 
whose intention was to simplify the first. I f  science has brought 
order into life we shall now have to put science in order, organize 
it— seeing that it is impossible to regiment science— for the sake 
of its healthy perpetuation. To this end we must vitalize science : 
that is, we must provide it with a form compatible with the 
human life by which and for which it was made in the first place. 
Otherwise— for there is no use in entrenching ourselves behind a 
vague optimism— otherwise science will cease to function ; 
mankind will lose interest in it.

And so you see that by thinking over what is the mission of 
the university, by seeking to discover the consequent character 
of its cultural disciplines (viz. systematic and synthetic), we come 
out upon a vast horizon that spreads quite beyond the field of 
pedagogy, and engages us to see in the institution of higher 
learning an agent for the salvation of science itself.

1 A u t h o r ’s N o t e  : The great task of the present age, in the field of m orality, is 
to convince common men (uncommon m en never fell into the snare) of the inane 
foolishness which envelops this urge to revolt, and make them  see the cheap facility, 
the meanness of i t ; even though we m ay freely adm it that most of the things revolted 
against deserve to be buried away. T he only true revolt is creation— the revolt 
against nothingness, Lucifer is the patron saint o f mere negativistic revolt.
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The need to create sound syntheses and systematizations of 
knowledge, to be taught in the “  Faculty of Culture ” , will call 
out a kind of scientific genius which hitherto has existed only 
as an aberration : the genius for integration. O f  necessity this 
means specialization, as all creative effort inevitably does ; but 
this time, the man will be specializing in the construction of a 
whole. The momentum which impels investigation to dissociate 
indefinitely into particular problems, the pulverization of re
search, makes necessary a compensative control— as in any 
healthy organism— which is to be furnished by a force pulling 
in the opposite direction, constraining centrifugal science in a 
wholesome organization.

Men endowed with this genius come nearer being good 
professors than those who are submerged in their research. One 
of the evils attending the confusion of the university with science 
has been the awarding o f professorships, in keeping with the 
mania of the times, to research workers who are nearly always 
very poor professors, and regard their teaching as time stolen 
away from their work in the laboratory or the archives. This 
was brought home to me by experience during my years of study 
in Germany. I have lived close to a good number of the foremost 
scientists of our time, yet I have not found among them a single 
good teacher 1— -so let no one come and tell me that the German 
university, as an institution, is a model !

1 A u t h o r ’s N o t e  : W hich does not m ean that none e x is t ; bu t it does indicate 
Xhat the combination does not occur with any dependable frequency.



CHAPTER VI

The “  principle of economy ” , which amounts to the deter
mination to see things as they are and not as a Utopian illusion, 
has led us to define the primary mission of the university in 
this wise :

i* The university, in the strict sense, is to mean that institution 
which teaches the ordinary student to be a cultured person and 
a good member of a profession.

2. The university will not tolerate in its programme any 
false pretence : it will profess to require of the student only 
what actually can be required of him.

3. It will consequently avoid causing the ordinary student to 
waste part of his time in pretending that he is going to be a 
scientist. To this end, scientific investigation proper is to be 
eliminated from the core or minimum of the university.

4. The cultural disciplines and the professional studies will 
be offered in a rationalized form based on the best pedagogy—  
systematic, synthetic, and complete— and not in the form which 
science would prefer, if  it were left to itself: special problems, 
“  samples ”  o f science, and experimentation.

5. The selection of professors will depend not on their rank 
as investigators but on their talent for synthesis and their gift for 
teaching.

6. When the student’s apprenticeship has been reduced to the 
minimum, both quantitatively and qualitatively, the university 
will be inflexible in its requirements from him.

This ascetic frugality of pretensions, this severe loyalty in 
recognizing the limits of the attainable, will, in my belief, procure 
what is the university’s most fundamental need : the need that 
its institutional life correspond squarely to its proper functions 
and true limits, in order that its life may be genuine and sincere 
in its inmost dealings. I have already proposed that the new life 
should take as its point of departure this simple recognition of the 
destiny of the individual or of the institution. A ll else that we 
may subsequently wish to make of ourselves, or of private institu
tions or the state, will take root and come to fruition only if  we 
have planted its seed in the rich soil of a nature resigned to be,
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first of all, the essential minimum which corresponds to its 
destiny. Europe is sick because its people profess to stand upon 
a precarious tenth rung in life, without having taken the trouble 
first to secure a footing on the elemental one, two, three* Destiny 
is the only bedrock on which human life and all its aspirations 
can stand. Life on any other basis is false. It has no authentic 
personality, it is something up in the air. It lacks a local habita
tion and a name.

Now we can open our minds without fear or reservation, to 
consider all that the university should be “ in addition.”  

Indeed, the university, as we have defined it for the nonce, 
cannot be that alone. And now is the proper time for kus to 
recognize, in all its breadth and depth, the role science must 
play in the physiology of the university, or rather let us say its 
psychology, for the university is better to be compared with a 
spirit than a body.

In the first place, we have seen that culture and profession 
are not science, but are largely nourished by science. W ith
out science, the destiny of the European man would be an 
impossibility. The European man represents, in the panorama 
of history, the being resolved to live according to his intellect; 
and science is but intellect “  in form Is it perchance a mere 
accident that only the European has possessed universities, among 
so many peoples? The university is the intellect, it is science, 
erected into an institution. And this institutionalizing of intellect 
is the originality of the European compared with other races, 
other lands, and other ages. It  signifies the peculiar resolution 
adopted by the European man, to live according to the dictates of 
his intelligence. Others have chosen to live according to other 
faculties. Remember the marvellous laconisms in which Hegel 
sums up universal history, like an alchemist reducing tons of 
carbon to a few diamonds : Persia, land of L i g h t ! (referring to 
mystical religion) ; Greece, land of G race ! . India, land of 
Dream ! Rome, land of Empire ! 1

Europe is the intelligence. A  wonderful power : it is the 
only power which perceives its own limitations— and thereby 
it proves how intelligent it is ! This power which is its own 
restraint finds in science the scope for its full grandeur.

I f  culture and the professions were to be isolated in the

1 A u t h o r ’s N o t e  : Hegel, Lectures on the Philosophy o f  History (translated from  the 
~ third Germ an edition by J .  Sibree, London, 1861 : see pp. xxix ff.).



university and to have no contact with the incessant ferment of 
science, o f investigation of all sorts, it would not be long before 
they would be overtaken by the creeping paralysis of scholasticism. 
Around the central part o f the university, the sciences must 
pitch their camps— their laboratories and seminars and dis
cussion centres. The sciences are the soil out of which the 
higher learning grows and froih which it draws its sustenance. 
Accordingly its roots must reach out to the laboratories of every 
sort and tap them for the nourishment they can provide. A ll 
normal university students will come and go between the univer
sity and these outlying camps of the sciences, where they will find 
courses conceived from an exclusively scientific point o f view, on 
all things human and divine. O f  the professors, those who are 
more amply gifted will be investigators as well, and the others, 
who are purely teachers, will work none the less in closest contact 
with science, under its criticism and the influence of its ferment 
and stimulation. What is inadmissible is the confusion o f the 
central portion of the university with the zone of research sur
rounding its borders. The university and the laboratory are 
distinct, correlative organs in a complete physiology. The 
essential difference between them is that only the university 
proper is to be characterized as an institution. Science is an 
activity too sublime and subtle to be organized in an institution. 
Science is neither to be coerced nor regimented. Hence it is 
harmful, both for the higher learning and for investigation, to 
attempt to fuse them into one instead of letting them work hand 
in hand in an exchange of influence as free and spontaneous as 
it is intense.

Thus the university is distinct from science yet inseparable 
from it. I should say myself, “  The university is science in 
addition”

Not, however, the simple “  addition ”  of an increment set 
down in merely external proximity to the institution. Quite 
the contrary. And now we may make the point without fear 
of misunderstanding. The university must be science before 
it can be a university. An atmospherfe charged with enthusiasm, 
the exertion o f science, is the presupposition at the base of the 
university’s existence. Precisely because the institution cannot 
be composed of science— the unrestricted creation of exact 
knowledge— it requires the spirit of science to animate its institu
tional life. Unless this spirit is presupposed, all that has been 
said in the present essay has no sense. Science is the dignity o f

WHAT i*HE UNIVERSITY MUST BE “  IN ADDITION ”  75



76 MISSION OF THE UNIVERSITY

the university— and more, for life is possible without dignity : 
it is the soul of the institution, the principle which gives it the 
breath of life and saves it from being an automaton. That is 
the sense in which the university “  is science, in addition.”

But it is still more.1 Not only does it need perpetual contact 
with science, on pain of atrophy; it needs contact, likewise, 
with the public life, with historical reality, with the present, 
which is essentially a whole to be dealt with only in its totality, 
not after amputations ad usum Delphini. The university must be 
open to the whole reality o f its time. It must be in the midst of 
real life, and saturated with it.

And all this not only because it suits the purpose of the 
university to live in the quickening atmosphere o f historical 
reality. Conversely as well, the life of the people needs acutely 
to have the university participate, as the university, in its affairs.

On this point there is much I should like to say. But to be 
brief, let me simply allude to the fact that in the collective life 
of society to-day there is no other “  spiritual power ”  than the 
press. The corporate life, which is the real life of history,2 needs 
always to be directed, whether we like the idea or not. O f  itself 
it has no form, no eyes to see with, no guiding sense of direction. 
Now then, in our times, the ancient “  spiritual powers ”  have 
disappeared : the Church because it has abandoned the present 
(whereas the life of the people is ever a decidedly current affair) ; 
and the state because with the triumph of democracy it has 
given up governing the life of the people, to be governed instead 
by their opinion. In this situation, the public life has devolved 
into the hands of the only spiritual force which necessarily 
concerns itself with current affairs— the press.

I should not wish to throw too many stones, at the journalists ; 
among other motives, there is the consideration that I may be 
nothing more than a journalist myself. But it is futile to shut 
our eyes to the obvious fact that spiritual realities differ in worth. 
They compose a hierarchy of values, and in this hierarchy,

1 A u t h o r ’s N o t e  : I  have deliberately refrained in this essay from even naming 
the topic of m oral education in the university, in order to devote undivided attention 
to the problem of intellectual content.

“ E d it o r ’s N o t e : Sr. O rtega has discussed this concept—that “ cultures are 
organisms and are the true subjects for history ”—in Las Atldntidas (M adrid, 1924), 
especially p. xxiv, and in  the foreword which he wrote for the Spanish edition of 
Spengler’s Decline o f the West. Sr. O rtega m entions th a t he had arrived a t the concept 
independently of Spengler. For a  discussion of the difficulties th a t have since dis
credited the conception of a  society as an organism, see M elvin R ader, No Compromise 
(M acmillan, 1939), pp. 239 ff. and 306 ff. See also the essays of O rtega assembled by 
Mrs. Helene Weyl in Towards a Philosophy o f History> N ew  York : W. W. Norton, 1941.



journalism occupies an inferior place. It has come to pass that 
to-day no pressure and no authority make themselves felt in the 
public consciousness, save on the very low spiritual plane adopted 
by the emanations of the press. So low a plane it is that not 
infrequently the press falls quite short of being a spiritual power, 
and is rather the opposite force. By the default of other powers, 
the Responsibility for nourishing and guiding the public soul has 
fallen to the journalist, who not only is one of the least cultured 
types in contemporary society but who moreover— for reasons I 
hope may prove to have been merely transitory— admits into his 
profession the frustrated pseudo-intellectuals, full o f resentment 
and hatred towards what is truly spiritual. Furthermore the 
journalist’s profession leads him to understand by the reality 
o f the times that which creates a passing sensation, regardless o f 
what it is, without any heed for perspective or architecture. Real 
life is, certainly, purely of the present; but the journalist deforms 
this truism when he reduces the present to the momentary, and 
the momentary to the sensational. The result is that, in the 
public consciousness to-day, the image o f the world appears 
exactly upside down. The space devoted to people and affairs 
in the press is inversely proportional to their substantial and 
enduring importance ; what stands out in the columns of the 
newspapers and magazines is what will be a “  success 5 5 and bring 
notoriety. Were the periodicals to be freed from motives that are 
,often unspeakable ; were the dailies kept chastely aloof from any 
influence of money in their opinions— the press would still, of 
itself, forsake its proper mission and paint th$ world inside out. 
Not a little of the grotesque and general upset of our age— (for 
Europe has been going along for some time now with her head 
on the ground and her plebeian feet waving in the air)— is the 
result of this unchallenged sway of the press as sole “  spiritual 
power ” .

It is a question of life and death for Europe to put this ridicu
lous situation to rights. And if this is to be done the university 
must intervene, as the university, in current affairs, treating the 
great themes of the day from its own point of view : cultural, 
professional, and scientific.1 Thus it will not be an institution 
exclusively for students, a retreat ad usum Delphini. In the thick 
of life’s urgencies and its passions, the university .must assert

1 A u t h o r ’s N o t e  : I t  is inconceivable, for example, th a t in the face of a  problem  
such as that of foreign exchange, which now preoccupies Spain, the university should 
not be offering the serious public a course on this difficult economic question.

WHAT THE UNIVERSITY MUST BE “  IN ADDITION ”  7 7
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itself as a major “  spiritual power ” , higher than the press, 
standing for serenity in the midst of frenzy, for seriousness and the 
grasp of intellect in the face of frivolity and unashamed stupidity.

Then tlie university, once again, will come to be what it was 
in its grand hour : an uplifting principle in the history of the 
western world.
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Preface

In most Western European countries, higher education has to an increasing extent 
been developing outside universities, partly through the establishment of new insti-
tutions, and partly through the upgrading of professional and vocational schools 
into higher education colleges. The main trend in countries with a binary system 
has been that student numbers have increased more in the college sector than in the 
university sector. Yet, there is a shortage of in-depth studies on the changes that 
have taken place in this part of the educational system, and on the processes that 
have driven this development. The aim of this book is to improve our understanding 
of these processes, through developing concepts and theoretical perspectives which 
might offer new insights of complex phenomena.

This book is based upon a large number of studies on college education in 
Norway and in other Western European countries. I have studied change processes 
in this field over a period stretching back to the late 1970s (Kyvik 1981), and this 
book synthesises my former publications, as well as updates the development until 
August 2008, and presents new analyses based on my gradual attainment of deeper 
insight into the processes that have taken place.

While doing a major evaluation of nearly all aspects of a comprehensive reform of 
college education in Norway in the last part of the 1990s (Kyvik 1999, 2002a), I felt a 
need to relate governmental policies and system changes to international trends. I there-
fore undertook an analysis of structural changes of higher education systems in Western 
Europe with an emphasis on the college sector as a basis for the analysis of change in 
the Norwegian system. That analysis was later updated and published as a contribution 
to the literature on the transformation of higher education systems (Kyvik 2004).

While preparing that study, it struck me that most Western European countries 
seemed to have gone through more or less similar phases, and that many of the 
same change processes had taken place, although at different times and in different 
ways. How could these more or less parallel transformation processes be explained? 
A comparative study encompassing a large number of countries and a large number 
of change processes over a period of more than 40 years would have been beyond 
my capacity. Another way of undertaking such an analysis, however, would be to 
study the transformation of a single national system in order to enlighten the driv-
ing forces behind international trends.

v



The idea for this book was conceived by Peter Maassen, the editor of this book 
series, who was convinced that an analysis of the transformation of a single national 
system would also have much to offer in an international context. The writing of 
the book has been enabled by a sabbatical from my regular duties at NIFU STEP 
in Oslo. Research stays at two centres for higher education studies: CSET, the 
Department of Educational Research, University of Lancaster, Autumn 2003, and 
CIRSIS, Centre for Study and Research on Higher Education Systems, University 
of Pavia, Spring, 2005, put me in the position to start working on the book.

The intellectual inspiration for my theoretical and analytical approaches draws 
upon the work of a large number of scholars, but some have been more important 
than others. Scholarly contributions by Burton R. Clark (1983), Ulrich Teichler 
(1988), and Peter Scott (1995) on higher education systems, by Guy Neave (1979) 
on academic drift, and by Paul J. DiMaggio and Walter W. Powell (1983) on organi-
sational fields have each in their special way contributed to the formation of my 
own thinking and analysis of the dynamics of change in higher education.

I would like to thank Ian Dobson, Per Hetland, Peter Maassen, Ingvild Marheim 
Larsen, and Bjørn Stensaker for helpful comments on a previous version of this 
book, and Arnaud Allanic, Jón Torfi Jónasson, and John G. Taylor for valuable 
assistance in the preparation of individual chapters.

Finally, I would like to thank NIFU STEP (Norwegian Institute for Studies in 
Innovation, Research and Education) for giving me the opportunity to pursue my 
research interests, and the Research Council of Norway for economic support.

Oslo, August 2008 Svein Kyvik
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This book deals with the development and transformation of the part of the 
 educational system that, in the absence of better concepts, alternatively has been 
called ‘the non-university higher education sector’, ‘the polytechnic sector’, and 
‘the college sector’. The aim is to analyse the dynamics of change in this sector by 
using Norway as a national case for in-depth analyses, while at the same time com-
paring it with parallel developments in Western Europe. Many of the changes that 
have taken place in the various countries are more or less similar, and a detailed 
account and analysis of the development in Norway may lead to a better under-
standing of the mechanisms behind these processes also in other countries.

This introductory part of the book has two chapters – one which describes the 
major changes, and one which presents a theoretical framework aimed at explain-
ing the change processes.

Chapter 1 gives an overview of the stepwise transformation of higher education 
systems in Western Europe – from university-dominated systems via dual systems 
to binary systems as the major model – and to unified systems in a few countries. 
These changes have undoubtedly affected the organisation of higher education out-
side the universities the most. This part of the education system, which in this book 
will be named ‘the college sector’, has been exposed to comprehensive reorganisa-
tion processes and large curriculum changes in the various study programmes.

In Chapter 2, a theoretical and analytical framework aimed at improving our 
understanding of the various change processes is developed. Structural, cultural, 
and interest-group explanations are used as complementary approaches. The 
 college sector is viewed as an organisational field constituted by a hierarchy of 
levels each with their organisations and individual actors.
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Introduction

Higher education systems vary across countries and each has undergone a large 
number of changes over time. Prior to the 1960s, post-secondary education in 
Western Europe can be described as university-dominated (Scott 1995). Higher 
education was by and large the province of the universities and university-level 
 specialised colleges. Study programmes such as general teacher training and  nursing 
were normally offered by separate professional schools outside the universities 
and were not regarded as higher education. The main purpose of post-secondary 
schools was to offer a wide spectrum of vocational education, either to qualify for a 
specific occupation or to prepare for a profession. In particular, they were designed 
to be more practically oriented, thus fulfilling specific needs of the local economy 
and the welfare state not adequately met by universities (Geiger 1992).

As a response to the strong growth in student numbers in the 1960s and 
 changing needs for skilled labour, the university system expanded  considerably 
and in many countries new, higher education institutions were established out-
side universities in addition to the upgrading of existing post-secondary schools 
to colleges of higher education. Gradually, most countries expanded this  latter 
part of the education system while developing a dual system consisting of two 
separate sectors; a university sector and a college sector.1 This latter sector 
typically encompasses institutions that today offer professional and vocational 

Chapter 1
The Transformation of the College Sector

1 The fact that this part of the educational system has not had a commonly accepted name, but in 
English language terminology has been called ‘the non-university higher education sector’, alter-
natively ‘the polytechnic sector’, or ‘the college sector’, which for semantic reasons is a problem-
atic and confusing notion in comparative research, underscores the problematic status of this 
sector. In some countries, these institutions add the university label to their name when they oper-
ate in an international context. In Norway, Sweden, and Belgium, these institutions are called 
‘university colleges’, while German and Swiss fachhochschulen, Dutch hogescholen as well as 
Finnish ammatikorkeakoulu are entitled to translate their names into ‘universities of applied sci-
ences’, adding to the confusion across countries on the status of these institutions in the education 
system. In this book, we have chosen to use the term ‘college sector’ since this label is close to 
the Norwegian term (høgskolesektor).
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4 1 The Transformation of the College Sector

study programmes at a bachelor’s level, but are not part of the university sector 
as this is defined in the various countries. These institutions offer programmes 
which in many countries include  engineering, nursing and other health education 
programmes, social work, teacher training, economics and business administra-
tion, information technology, and other  non-academic vocationally oriented pro-
grammes. But these institutions might also offer academic courses, although on 
a much smaller scale.

At different points in time, the majority of countries turned their dual systems 
into more formal binary systems in order to create a true vocational alternative to 
traditional university studies. Functional organisation in many small and special-
ised institutions was replaced by regional integration of study programmes through 
large-scale mergers of geographically close colleges. In a few countries, the binary 
divide was substituted by a unified system with a diversity of university institutions, 
but most countries still have two distinct sectors.

The Norwegian case enables a rich analysis of the various processes embedded 
in the development and transformation of this part of the education system. In this 
country, the post-secondary education system gradually changed from a university-
dominated system via a dual system to a binary system and finally to a partly unified 
system. In 2008, a committee set up by the government recommended that Norway 
should establish a true unified system through granting university status to large col-
leges and through integrating small colleges and specialised university institutions 
into existing universities. The government, however, turned down this proposal.

In the discussion of the processes driving these changes, the book distinguishes 
between three different, though overlapping phases, coined fragmented expansion, 
horizontal integration, and vertical integration to capture the transformation of 
this sector. While university-dominated and dual systems were characterised by 
fragmented expansion of the college sector, the creation of binary systems was 
marked by horizontal integration of professional and vocational colleges at the 
regional level. The functional organisation principle with one school for each 
profession and vocation was left for an ordering according to geographic criteria. 
Finally, unified systems have gone through a process of vertical integration of the 
two sectors.

In the first phase, in addition to an immense growth in the number of stu-
dents and staff, the general trend across countries – be they large or small – was 
a differentiation of programmes and courses, a diversification of organisational 
forms, procedures, curricula, and qualifications of staff, and the establishment of 
a decentralised pattern of institutions and programmes. In the second phase, the 
college sector underwent a process of horizontal integration of professional and 
vocational programmes through several sub-processes subsumed under the notion 
of field contraction, and a regionalisation process through institutional mergers. In 
the third phase, the college sector and the university sector started to drift towards 
each other through processes of field coupling, academic drift in the former sector 
and vocational drift in the latter sector. The first two phases are common in most 
Western European countries, while processes of vertical integration have come 
disproportionately far in other countries.
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A major challenge of this study is to explain the dynamics of each of these 
phases and the logic of each of the processes which characterise the various phases. 
Another challenge is to explain why the long period of fragmented expansion was 
replaced by a period of horizontal integration, and why in some countries there is 
a pressure towards vertical integration. This is no easy task. The many educational 
establishments and programmes which are included in the college sector and the 
many changes that have occurred over a very long period of time have created a 
complex picture which does not immediately yield itself to a simple  interpretation. 
When, in addition, a sequential and detailed presentation of the historical devel-
opment of the individual study programmes and their institutional associations 
is largely lacking, the analysis of change in this organisational field has been 
even more challenging. To put it in the words of Neave (1996: 26): ‘One of the 
most ticklish problems that face the analyst of higher education is the dynamic of 
 systems – how they move from one state to another and indeed, in which direction 
they are moving.’

This task is not made easier by the fact that within the field of comparative 
education, the college sector is an understudied area in contrast to the attention 
devoted to school systems and university systems. Several reasons may account 
for this disparity. First, scholars in the field of education have traditionally been 
most concerned with primary and secondary school levels, and academics in 
other disciplines who have undertaken comparative research in higher education 
have predominantly had a university position and for the most part found their 
own  sector the most interesting and rewarding for cross-national studies. In fact, 
it is the OECD that has been the prime initiator of comparative studies in this 
field (OECD 1973, 1991, 1998), although comparative analyses of the college 
sector now seem to attract the interest of a growing number of higher  education 
researchers (see Taylor et al. 2008). Second, the heterogeneity of this  sector 
with its many different professional and vocational schools and programmes 
has made  painstaking comparative studies of the many national particularities 
enormously  difficult and time-consuming. Third, professional and vocational 
programmes have evolved from 1-year and 2-year secondary and post-secondary 
courses to 3-year and even 4-year higher education programmes, in some cases 
with the opportunity to take a higher degree. They have been upgraded to higher 
education at different times in different countries, making historical comparison 
across countries  difficult to undertake. Finally, boundary problems and different 
national policies and  definitions of which programmes and institutions constitute 
this  sector have added to the complexity of comparative research undertakings. 
In some countries, the boundaries between university programmes and college 
programmes are blurred because universities also offer professional programmes 
traditionally given in independent schools.

In addition, boundaries between the college sector and the vocational school 
 sector in that part of the education system that the OECD (1998) now terms as 
‘ tertiary education’ are not always clear-cut. The vocational school sector embeds 
 institutions in the border area between upper secondary schools and the  college 
 sector, and offer short, strictly vocationally oriented education programmes. 
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In Norway, vocational education at the post-secondary level is regulated by a 
separate act of 2003 and is  provided by a wide variety of institutions in domains 
such as  technical education, maritime education, arts and crafts, economics and 
 administration, computer  technology, and health education, lasting from 6 months 
up to 2 years of full-time studies (Brandt 2007). A large share of the courses 
 available has the character of  further education and is offered as internal training 
in large companies or in  cooperation with public agencies, but frequently without 
a  governmental overall  perspective of the need and use of this supplement to the 
public education system (see also Cantor 1992). This market-oriented sector is not 
really visible in the majority of countries, though it is nevertheless relatively large, 
and the OECD has suggested that the vocational school sector could eventually 
develop as a real competitor to the established institutions of higher education. 
The reason for this is that new and non-traditional educational establishments have 
captured contemporary requirements in the labour market more quickly and more 
effectively than the polytechnics and universities, and frequently in niches which 
were not regarded as being of interest by the established institutions (Pinheiro & 
Kyvik 2008).

Shifting and blurring boundaries between universities and other higher  education 
institutions on the one hand, and between the latter and vocational schools below 
the level of higher education on the other hand, has caused difficulties for those 
undertaking international comparisons. Currently there is no cross-national agree-
ment about the type of institutions that belong to the higher education sector 
outside the universities. Many of the courses that today are taught by colleges or 
polytechnics have been upgraded from ‘third-sector’ level courses, or are in fact at 
this level. Thus, it is the institutional context in which these courses are taught that 
matters in this study, not the type of course itself. In this book, higher education 
outside universities is accordingly defined to be programmes and courses offered 
by colleges and polytechnics classified as institutions between the university sector 
and the vocational school sector.

Much of the change that has taken place in the college sector has been highly 
visible – like the large-scale mergers of professional and vocational schools and 
colleges into polytechnic institutions. But many important change processes have 
been more or less invisible to outsiders and hardly noticeable to insiders at the 
time they occur – like the gradual internalisation of new ways of thinking rooted 
in general cultural changes. For analytical purposes it might therefore be fruitful to 
distinguish between various types of change on a continuum from major structural 
reforms (revolutionary change) to incremental change not easily visible to those 
affected by the changes (evolutionary change). In this respect, Becher and Kogan 
(1992: 133–134) have distinguished between radical change and organic change 
to capture the span of transformation. The latter notion refers to those minor 
incremental modifications that have little or no impact on the prevailing value 
configuration or the overall operating pattern. They argue that organic changes 
‘are frequent and numerous, causing the fabric of academic life to be subject to 
continuous, but not easily visible, incremental adjustment.’ Clark (1983: 234–237) 
likewise states that incremental adjustment is the characteristic form of change in 



Structural Models of Higher Education Systems 7

higher education, not far-reaching reforms. To exemplify: much curricula change 
is routine and taken for granted, and socially of little visibility (McEneaney & 
Meyer 2000).

But in-between the two extremes, a large number of minor reforms and changes 
have taken place that over time have led to substantial changes in the organisation 
of higher education outside universities. Thus, it is not necessarily the most visible 
reforms that have led to the most far-reaching changes. The combined effects of 
many minor reforms and changes might have been more important for particular 
developments than large-scale structural reforms. Moreover, reforms might not 
only be a cause of change but also a result of change (Bleiklie, Høstaker, & 
Vabø 2000). The enactment of a reform in higher education may constitute the 
 formalisation of long-term developments rather than the starting point of a change 
process.

In addition to analysing the major structural changes and reforms in this sector, 
it has therefore been an important task to come to grip with the many small changes 
that have taken place over a very long period of time, and which have led higher 
education outside universities in some directions and not in others.

Structural Models of Higher Education Systems

Several attempts have been made to classify the different post-secondary educa-
tional systems (OECD 1973; Teichler 1988; Geiger 1992; Kogan 1997). In this 
book, we have applied and further developed a useful typology introduced by Scott 
(1995), who has distinguished between five main models: (a) university-dominated 
systems, (b) dual systems, (c) binary systems, (d) unified systems, and (e) stratified 
systems. Our description of the various models is, however, a bit different from 
that of Scott, although clearly inspired by his way of reasoning about structure and 
organisation of systems of higher education.

University-Dominated Systems

In this model, universities and university-level specialised institutions are the 
only higher education institutions. Schools offering short-cycle2 professional 
programmes such as teacher training, engineering, nursing, and social work are 
not considered as higher education establishments. This was the normal model 

2 We have chosen to adopt the term ‘short-cycle’ as it was used in the OECD report: ‘Short-Cycle 
Higher Education. A Search for Identity’ (1973). This level was defined as ‘post-secondary educa-
tion of a mainly terminal character designed to train students for middle-level manpower posi-
tions’, while short-cycle higher education institutions were defined as ‘all types of post-secondary 
schools established outside universities’ (p. 41).
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throughout much of Europe until the beginning of the 1960s. Italy is the only coun-
try in Western Europe that may be said to still have a university-dominated system, 
even though some short-cycle professional programmes were integrated within the 
framework of universities in 1990. However, such programmes were implemented 
in limited  numbers, and were not regarded as attractive by students or academic 
staff (Vaira 2003).

Dual Systems

In the dual system, universities and other post-secondary education institutions 
are regarded as entirely separate and treated differently, although the majority of 
short-cycle vocational programmes are recognised as higher education. A distinc-
tion is made between the university and college sectors, where the former clearly 
dominate. The college sector is split into a large number of professional schools 
with distinct cultures and subject to different public regulations. This model, with 
many small and specialised institutions that offer 2- or 3-year vocational courses 
in a limited number of subjects, was common during the 1960s and 1970s. Links 
with working life are relatively strong through practice periods during the study 
period, and there are few links with the universities. Education is considered 
complete after the specified 2 or 3 years, with few possibilities for transferring 
to higher studies at a university. Similarly, links between the specialised colleges 
are poorly developed at the regional level. Nationally, however, similar vocational 
programmes are linked and share a common professional identity and set of regu-
lations. Dual systems such as this superseded the university-dominated model in 
many countries.

There are many reasons why most Western European countries gradually devel-
oped a dual system. At the beginning of the 1960s, there was a marked growth in 
the student population, and in the ensuing years a strong increase was to take place 
in the numbers of pupils graduating from upper secondary schools and seeking 
higher education. Considerable doubt was raised as to whether traditional univer-
sity programmes would be able to absorb such growth, and whether they would 
be able to satisfy the requirements of the younger generation and an increasingly 
knowledge-based economy. Under the pressure of growth and the need for struc-
tural reforms, diversification became the guiding principle and strategy of higher 
education policy (Furth 1992). A diversified higher education system with a com-
bination of academic and vocational studies as well as long and short programmes 
thus became the objective in many countries.

In 2008, one country – Austria – might still be classified as having a dual  system, 
although it had taken repeated steps towards a binary model. Austria has tradition-
ally had a higher education system dominated by the university, and this system 
prevailed considerably longer than elsewhere in the region. In 1993 it was thus 
resolved to establish fachhochschulen with new programmes mainly in  engineering 
and economics (Pratt & Hackl 1999). This occurred, not as in other countries 
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through an upgrading of existing institutions, but by setting up new  establishments. 
However, neither teacher training schools nor health and social schools were inte-
grated into the fachhochschulen and these continued not to be regarded as higher 
education. Still, only a small percentage of first-year students enrol in higher educa-
tion programmes outside the universities (Hackl 2008).

Binary Systems

Binary systems for higher education were first established in the UK and Australia 
in the mid-1960s (Davies 1992), and the binary system can be said to be a more 
formalised version of a dual system. One important difference is that in the binary 
model the college sector is normally subject to a common system of regulations. 
Another important difference is the organisation of this sector. In the dual system 
the college sector normally consists of many small and specialised schools, based 
on the functional organisation principle; in the binary model this sector is normally 
organised in comprehensive colleges. A third difference is that, in contrast to spe-
cialised schools, polytechnic colleges frequently also have an objective of strength-
ening the regional economy.

The UK proceeded from a dual to a binary system as early as 1965, before its 
subsequent transition to a unified approach. A number of circumstances contrib-
uted to this development, particularly the fact that traditional universities were 
not able to meet the demands of society for professional vocational  training. 
In addition, a significant increase in the number of students was expected and 
where the college sector expressed considerably more interest in  expansion than 
the majority of universities. The government thus recognised a clear  requirement 
for the consideration of an alternative educational sector (Pratt 1997). One of the 
means available was to establish polytechnics, mainly through the merger of small 
and/or specialised institutions. The aim was to establish the  structural  conditions 
for raised academic standards, improve the  possibilities for  establishing new 
 educational programmes, and simultaneously to attain  economies of scale.

Most Western European countries later adopted the binary model, though in 
various ways and at different points in time (Huisman & Kaiser 2001; Kyvik 2004). 
The Netherlands (Goedegebuure 1992; Huisman 2008), Germany (Teichler 1996; 
Klumpp & Teichler 2008), Ireland (Clancy 2008), Sweden (Bauer 2000), Portugal 
(Ferreira, Machado & Santiago 2008), Belgium (Verhoeven 2008), Finland 
(Välimaa & Neuvonen-Rauhala 2008), Switzerland (Perellon 2003; Lepori 2007), 
Greece (OECD 1997), Denmark, and Norway (Kyvik 2002b, 2008) belong to 
this category. The reasons for the creation of a binary system in these countries 
were much the same as in the UK; governments wanted to create a clear and 
 distinct alternative to the universities to meet the needs of the labour market and to 
strengthen regional economies. Comprehensive  colleges, established through merg-
ers of small and specialised institutions would offer a broad range of educational 
programmes and be more attractive to young people. A more cost-effective and 
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manageable system could be created through  drastic reductions in the number of 
institutions and a standardisation of rules and regulations.

Unified Systems

In unified systems, the vast majority of higher education programmes – traditional 
academic studies as well as vocational programmes – are offered within universities. 
Unified systems have been created in one of the following three ways; by upgrading 
polytechnics and colleges of higher education to universities (UK and Iceland), by 
merging traditional universities and other higher education institutions (Australia), 
or by incorporating professional schools into universities (Spain). Obviously, the 
consequences for individual colleges are different – either they continue to exist as 
an autonomous institution designated as a university, or they are amalgamated with, 
or integrated into, an existing university.

During the 1960s, a much discussed dilemma was whether diversification in 
study programmes was to be developed within the framework of existing and newly 
established universities, or whether it would be more appropriate to found new 
institutions with a less academic and more vocational profile. There were many 
advocates for integrating academic and vocational programmes within universi-
ties. Among other reasons, it was maintained that this organisational model would 
reduce the risk of rivalry and status hierarchy (Furth 1992). Equally as important, 
possibly, was the worry on the part of the universities that the development of a 
separate college sector would reallocate resources away from university budgets. 
However, the only Western European country that at that time established a truly 
integrated higher education system was Spain. In the 1970s, specialised institu-
tions for teacher training, social work, engineering, nursing, and so forth were 
integrated with the universities within the framework of escuelas universitarias 
(Bricall & Parellada 2008). The UK followed in 1992 (Pratt 1997), and Iceland in 
1998 (Jónasson 2004a).

Although the rationale for introducing a binary system in the UK was the need 
to create an alternative higher education sector to supplement the universities, the 
two sectors developed a strongly competitive relationship, ultimately destroying 
the binary system. This was primarily due to the comprehensive establishment 
of master’s and doctoral studies in the polytechnics, and the strong involvement 
by their staff in research activities. For many critics of the 1965 reform, this was 
not an unexpected consequence (Pratt 1997). In certain areas the universities 
began to emulate the colleges by initiating a modular course structure, develop-
ing vocational master’s degrees, and recruiting part-time students. In addition, 
both the universities and the polytechnics incorporated certain specialised col-
leges, particularly in teacher training and nursing, in order to strengthen their 
competitive position (Fulton 1996). The differences between the two sectors 
diminished gradually, and in 1992 and the following years all the polytechnics 
and several of the colleges of higher education were designated universities. The 
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clear academic drift of the polytechnics, combined with the stronger vocational 
orientation of traditional universities, finally resulted in the establishment of 
a unified system with marked status differences between the institutions. The 
 unified university system is strongly characterised by competition, particularly 
in research, and the majority of  polytechnics have had considerable problems in 
securing research funding. In the meantime, remnants exist both of the polytech-
nic system and of the specialised college system (Brennan & Williams 2008). 
Consequently, it could be suggested that the UK is developing a stratified system 
where a few universities acquire elite status, several others are characterised as 
commendable, and the remaining institutions rank in correspondingly lower divi-
sions (Tight 1998).

Stratified Systems

In this model there are no clearly defined educational sectors, but rather a  hierarchy 
of higher educational establishments. This approach is first and foremost character-
istic of the American system, where a distinction is made between universities (with 
their own status hierarchy), liberal arts colleges (and other colleges of correspond-
ing level), and community colleges at the base of the hierarchy. The stratified model 
in its American form thus has a pyramidal structure with a small number of elite 
universities at the summit, and a large number of vocationally oriented colleges at 
the base. The college sector may be said to comprise two clearly contrasting forms 
of education; the 4-year liberal arts colleges frequently offer the same education as 
undergraduate colleges within the universities, and provide both complete graduate 
courses as well as preparatory education for further graduate studies. The 2-year 
community colleges essentially offer a broad range of vocational courses, but also 
the first 2 years of a bachelor’s degree programme. The establishment of the latter 
institutions was a direct consequence of the transition from elite to mass higher 
education, and the changes in the student population structure this represented 
(Trow 1974). The comprehensive college model was subsequently adopted by a 
number of European countries through, among other things, the integration of dif-
ferent specialised vocational institutions.

The division of higher education systems into five organisational models is, of 
course, a simplification of the heterogeneous patterns of these systems. Nevertheless, 
these models offer a fruitful approach to the diversity of higher education systems 
in Western Europe. France is the only country in Western Europe that is impossible 
to place within any of the five models above. In different contexts this system has 
been described as ‘fragmented’ (Jallade 1992), or ‘multi-type’ (Teichler 1998).

In Eastern and Central Europe, higher education systems have also been 
subject to substantial reforms. During the 1990s, many countries made efforts 
to create dual or binary systems; in some countries by upgrading professional 
schools to higher education institutions, in other countries by merging specialised 
higher  education institutions into multi-faculty colleges (Scott 2006). Thus, most 
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European countries today have two distinct higher education sectors, although 
there is large variation between countries with respect to the relationship between 
the two sectors.

Commonalities and Particularities 
in Transformation Processes

The large increase in student numbers is the most visible sign of change in higher 
education. Schofer and Meyer (2005) have shown that growth patterns are similar 
in higher education systems in all countries, are especially high in countries more 
linked to world society, and that they accelerated sharply in virtually all countries 
after 1960. For the Nordic countries, Jónasson (2004b) has demonstrated that the 
general growth pattern in higher education over the last 80 years corresponds 
closely to exponential growth. The main trend in countries with a dual and later 
binary system has been that student numbers have increased more in the college 
sector than in the university sector. Moreover, the former sector has expanded more 
than anticipated (OECD 1998).

There is, however, considerable variation in the proportion of students in the 
college sector between countries, ranging from 15% to 70% (Kyvik 2004). The per-
centage of first-year students in higher education outside universities is by far the 
largest in binary systems, and in particular in the Dutch-speaking part of Europe. 
Germany is the only country with a long established binary system that has a 
 relatively low proportion (30%) of first-year students in the college sector.

As the above overview of developments in the various Western European coun-
tries shows, with the growth in student numbers the organisation of the higher 
education system has been radically transformed. The main trend has proceeded in 
the direction of upgrading vocational programmes to higher education, of integrat-
ing professional colleges through the merger of small specialised institutions into 
larger polytechnic colleges, and to develop a homogeneous college sector within a 
binary higher education system. In some countries, the transformation process has 
resulted in integration of the two sectors, while in other countries there is a strong 
pressure to break down the binary divide.

On this background, the natural question is why the college sector has 
d eveloped the way it has. And furthermore, why have developments been so 
similar in most Western European countries? Is it due to common technological, 
economic, and social changes in the various countries, which produce similar 
needs and demands for short-cycle vocational and professional education, and 
in turn generate  similar organisational solutions across countries? Have those 
countries which have lagged behind in this transformation process simply copied 
organisational models introduced in other countries because they have appeared 
to be appropriate and modern solutions to similar problems? Or do important 
actors in higher education behave more or less in the same way irrespective of 
national affiliation?
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These questions have no evident answers. It is obviously true that socio-economic 
developments in Western European countries largely have resembled each other, but 
it is less clear that this convergence of socio-economic environments has in fact led 
to the convergence of structural models for the organisation of higher education 
systems (Scott 1995; Teichler 2007).

It is also true that the various countries have compared their post-secondary 
education system with that of other countries. It is for example well documented 
that in the 1960s, the participation by national educational experts in the OECD was 
of importance for the transmittance of ideas on how countries should handle the 
large expansion in student numbers (OECD 1973, 1974, 1991; Eide 1995). Many 
countries chose to strengthen the role of short-cycle vocational institutions and 
to establish a dual system. The OECD was also a central meeting place for those 
discussions that preceded the introduction of binary systems in most countries. In 
addition, the EU and its 1988 guidelines for recognition of short-cycle professional 
education across member states created a pressure on many countries to upgrade 
those programmes which were shorter than 3 years (Teichler 1998). These guide-
lines were in fact a basic premise for the establishment of dual and binary systems 
in Austria and Finland.

However, as Teichler (2008) has argued, it is difficult to determine clearly the 
extent to which social and economic pressures caused a similar problem-awareness 
and common structural models, and the extent to which similar policy emerged 
as an epidemic spread by international organisations and national experts familiar 
with developments in other countries.

A final question is related to the behaviour of important actors in the field of 
higher education. In this respect, Bleiklie (2003) has suggested a useful  distinction 
between two essentially different ways in which the relationship between the 
university and college sectors can be interpreted: (a) as a horizontal relationship 
between non- competing institutions where the various universities, colleges, and 
professional schools have different tasks or functions that cannot be measured against 
a common denominator (the functional model), and (b) as a vertical and hierar-
chical relationship where universities and colleges occupy different positions on 
a rank order (the hierarchical model). While the functional model predominated 
in most Western European countries until the 1970s and 1980s, the hierarchical 
model gradually gained ground. The functional model, which was characteristic 
of university- dominated systems and dual systems, with different professional 
schools for  different occupations and a more or less non-existing relationship to 
other institutions, was replaced by a binary system according to a geographical 
organisation principle. It soon became clear that the slogan ‘equal, but different’ did 
not fit a  relationship between the two sectors which turned out to be hierarchical in 
nature. The hierarchy is organised according to the level of degrees conferred by 
the  institutions and according to research excellence. Those institutions that offer 
 doctoral degrees and rank high on a given set of research excellence indicators are on 
top of the hierarchy, while those that only offer bachelor-level education and have a 
limited engagement in research form the bottom. A hierarchical  interpretation of the 
 relationship between the two sectors has important consequences for the  behaviour 
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of those institutions that regard themselves to be at the bottom of this ranking order. 
A natural outcome would be to work towards advancement in the hierarchy. Thus, 
Neave (1983) has argued that all systems of higher education display a dynamic 
towards integration, even if government policy may be aimed at sustaining a 
 non-integrated system.

Although there are clear similarities across countries in the way higher education 
outside universities has evolved, it is however important to note that no  countries 
have identical systems. Particular developments in the various countries have 
largely been a reflection of different national cultures, traditions, and  geopolitical 
conditions. Such circumstances have frequently been of greater significance than 
the imitation of organisational models of other countries. This is also why short-
cycle vocational programmes such as teacher training and nursing have not been 
regarded as higher education in certain countries although they are in others, 
and in yet others as university programmes. Further, in some countries these two 
 programmes may be found in both colleges and universities.

A theoretical explanation for this variation is that reforms and organisational 
models imported from other countries are modified and adapted to suit national 
circumstances (Sahlin-Andersson 1996; Sahlin-Andersson & Sevón 2003), either 
by state authorities to secure the implementation of the reform, or as a result of 
bargaining between different interest groups. Thus, the diffusion of organisational 
models from the international to the national level rarely results in identical copies, 
but rather in modified versions, creating or sustaining a certain degree of diversity 
in national solutions.

Nevertheless, commonalities in the transformation of higher education outside 
universities in Western Europe have been more visible than national particularities. 
The reasons for this empirical fact and the processes that have driven this develop-
ment will be explored in the following chapters.

Norway as a Case for Studying Change in Higher Education

As indicated above, the transformation of the Norwegian higher education system 
offers a rich case for studying change processes in the higher education system out-
side the universities. In this country, a long period of fragmented  expansion of 
short-cycle professional education was crowned by the  establishment in 1968 of a 
new type of higher education institutions called district  colleges. In the 1970s and 
1980s, a large number of small professional schools for teacher  training, engineer-
ing, health education, social work, and other specialised schools were upgraded 
to higher education institutions. In 1976, regional college boards were established 
in order to coordinate higher education outside universities in each of 17 regions; 
a strategy to implement horizontal integration of this sector that proved to be 
unsuccessful, and in 1994 the then dual model was replaced by a binary  system 
through the merging of 98 professional and vocational colleges into 26 state col-
leges (statlige høgskoler). The binary system gradually came under  pressure from 
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colleges with university ambitions, and at the turn of the millennium it was dis-
cussed whether the binary divide should be abolished. In 2004, the government 
decided that colleges which fulfilled certain minimum standards could apply for 
 accreditation to university status, a decision which generated a lot of initiative and 
creativity. In 2005–2007, two state colleges and one specialised university institu-
tion were awarded university status. In 2008, higher education in Norway was 
provided by 7 universities, 7 specialised university institutions (economics and 
business administration, veterinary science, sport and physical education, theol-
ogy, music, architecture), 24 state colleges, and about 25 small private institutions, 
mainly with religious affiliations.3

The simple observation that the development of post-secondary education in 
Norway has taken place in a field of tensions and conflicts between various actors, 
aims, values, and interests can serve as a starting point for a comparison with other 

3 The correct translation of non-English names and titles into standard British or American termi-
nology is a common problem in comparative higher education studies. It is easy to confuse or 
mislead the reader because translations of names and titles done in various countries do not always 
correspond to their Anglo-American counterparts. It is therefore necessary to give a brief overview 
of how some central Norwegian terms have been translated into English.

The Ministry of Education: The ministry responsible for higher education matters has had several 
different names and tasks during the period that is covered by this book. In order not to confuse 
foreign readers, we have therefore chosen to apply the name Ministry of Education consistently 
throughout the book.

Universities and specialised university institutions: With universities we shall refer to the four 
comprehensive universities Norway had during the major part of the last 4 decades, although two 
of them were not fully established until the beginning of the 1970s. With specialised university 
institutions, we refer to those institutions which in Norwegian are named vitenskapelige høgskoler 
and which have university status. These institutions were, however, not officially translated into 
specialised university institutions until 2000. In order to be consistent over time, we have chosen 
to apply this term for the whole period.

District colleges and regional colleges: The use of the names district colleges and regional col-
leges has unfortunately not been consistent in the English language literature on Norwegian higher 
education. In 1968, Norway established distriktshøgskoler, which were officially translated into 
regional colleges, a name that have been applied in various English language publications. 
However, in 1971, the Norwegian government started to use the name regionale høgskoler as a 
common Norwegian denominator for nearly all state-run institutions in the college sector. In this 
book, we have therefore chosen to translate distriktshøgskoler into district colleges and regionale 
høgskoler into regional colleges in order to obtain a larger degree of clarity in the English 
terminology.

State colleges, state university colleges, and university colleges: In 1994, Norway created statlige 
høgskoler through the merger of regional colleges. The official translation of these new institu-
tions was state colleges. However, as will be shown in Chapter 7, these colleges managed to get 
parliamentary approval of changing their names into state university colleges. Now the official 
translation is university colleges. In order to keep a certain consistency throughout the book, we 
have chosen to use the name state colleges, also because the concept university college usually is 
applied to a section of a university in the English language and hence may be misinterpreted. The 
discussion on how statlige høgskoler should be translated into English is thoroughly covered in 
Chapter 7 because it illuminates an interesting aspect of the academisation process in a Norwegian 
context.
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Western European countries. In the development of the college sector in Norway, 
we can distinguish between conflicts and tensions related to the system level, the 
institutional level, the programme level, and the individual level. More specifi-
cally, there has been debate with respect to (a) the expansion of the higher educa-
tion  system, (b) the organisation of the higher education system, (c) the status of 
the institutions, (d) the organisational structure of the college sector, (e) external 
 control of the institutions, (f) the structure and content of teaching programmes, 
(g) the rights and duties of academic staff, and (h) the rights of students.

The Expansion of the Higher Education System

The main questions have been as follows:

Expansion of universities or professional schools and colleges?•  Where should 
the growth in student numbers take place – in the universities, or in the profes-
sional schools, colleges, and other vocational institutions? The largest expansion 
took place in the college sector.
New schools or expansion of existing institutions?•  With the increasing differenti-
ation of post-secondary education outside the universities and the establishment 
of new programmes for new vocations, questions were raised whether these 
programmes should have their own schools or whether they should be integrated 
with existing institutions. In most cases, new institutions were established.
Societal needs or student demands?•  Should the perceived needs of industry and 
the public sector for a trained labour force direct the expansion in the number of 
student places, or should the demands of young people for higher education be 
the guiding principle? For most of the period, numerus clausus was practised in 
the college sector, and very strongly in certain professional programmes in the 
universities (medicine, technology, etc.), while open access was common in 
most university courses within the fields of the natural sciences, the social sci-
ences, and the humanities.

The Organisation of the Higher Education System

The discussion has moved between the following issues:

A university-dominated system or a dual system?•  In the 1960s, a debate took 
place as to whether Norway should concentrate higher education within the 
universities and the specialised university institutions, or establish an alternative 
sector to provide for the increasing numbers of upper-secondary school-leavers 
seeking higher education. The latter alternative was eventually supported.
A dual system or a binary system?•  In the late 1980s, the question was raised 
whether Norway should transform the diversified dual system into a more  formal 
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and homogeneous binary system. The latter alternative was realised through the 
comprehensive reform of the college sector in 1994.
A binary system or a unified system?•  At the turn of the millennium, various state 
colleges started actively to work towards the achievement of university status 
and the question was raised whether Norway should introduce a unified system. 
In 2008, a commission set up by the government to scrutinise the organisation of 
higher education proposed that all state colleges should attain university  status, 
either through mergers with other colleges to form new entities, or through 
mergers with existing universities. However, the government turned down this 
proposal.

The Status of the Institutions

The formal status of the various post-secondary educational establishments was 
discussed at regular intervals:

Professional schools, colleges of higher education, specialised university insti-• 
tutions, or universities? In the 1960s and 1970s the main issue was whether the 
professional and vocational schools (or which of them) should be upgraded to 
higher education colleges. The upgrading took place from 1973 to 1981. At the 
turn of the millennium a new reform allowed these institutions to apply for the 
status as specialised university institutions or full universities. In the period 
2005–2007, two state colleges and one specialised university institution were 
awarded full university status.

The Organisational Structure of the College Sector

From the mid-1960s until the beginning of the 1990s, the question of how the 
college sector should be organised was high on the agenda. We can distinguish 
between two interrelated, though different issues:

Specialised institutions or comprehensive colleges?•  Should the education of 
teachers, engineers, nurses, social workers, and other professional groups be 
undertaken within many small specialised institutions or within fewer and 
larger multi-purpose colleges? In 1994, the latter types of colleges were created 
through mergers of specialist institutions.
Scattered localisation or concentration in regional centres?•  The geographical 
localisation of these institutions was a very important policy question; involv-
ing local politicians as well as Parliament. Through the establishment of state 
colleges in 1994 the former decentralisation policy was formally turned into a 
regionalisation policy, although most of the formerly independent schools were 
retained as geographically separate faculties within new network colleges.
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External Control of the Institutions

The issue of how this sector should be managed were conflict-ridden in four respects:

Central or regional control?•  Should the control of the various institutions be 
undertaken at a state level in order to comply with the need for national coordi-
nation of similar teaching programmes, or at a regional level in order to comply 
with the need for coordination across programmes and institutions in each 
region? The regional level eventually got the stronger position.
Internal education in public services or integration in the national educational • 
system? An important issue in the 1970s and the 1980s was which governmental 
ministries the various institutions should be subordinate to; the respective sector 
ministries or the Ministry of Education? This discussion finally ended in the early 
1990s with the inclusion of the remaining institutions in the common national 
educational system subject to the authority of the Ministry of Education.
Public or private institutions?•  Private initiatives and private educational institutions 
have played an important role in the establishment of short-cycle  professional 
and vocational post-secondary education. The question of private versus  public 
responsibility in this field was much discussed. Many privately  established insti-
tutions were gradually taken over by the state.
State institutions, county institutions, or municipal institutions?•  A related dis-
cussion was whether some of the study programmes should be the responsibility 
of the municipal or county council, or the governmental state administration. All 
post-secondary municipal and county institutions were gradually transferred to 
the state.

The Structure and Content of Study Programmes

In addition to the above issues, discussions on the structure and content of study 
programmes took place over a long period of time. We can distinguish between 
four related questions:

Common programme structures or diversified structures• ? Should the study period 
of all or most programmes be similar or different? Should entry  qualifications 
and practice requirements be similar or different? The trend went in the direction 
of harmonisation of structures and less diversity.
Practical skills vs. theoretical knowledge• . This issue is related to the former, but 
still different. The controversial question is how the attainment of practical skills 
and theoretical knowledge should be balanced in the vocationally oriented study 
programmes. Practice requirements were reduced gradually and the theoretical 
parts of the curriculum enlarged.
Regional relevant curricula vs. national curricula• . An important purpose of the 
professional colleges was to meet local needs for higher vocationally oriented 
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education. The study programmes should be relevant for the particular social 
and economic conditions in the various regions, and this aim should be reflected 
in the curriculum. On the other hand, the colleges should also educate people 
for the national labour market. Over time, the need for joint national courses 
entailed greater emphasis on common elements in the curriculum and put less 
weight on regional relevance.

The Rights and Duties of Academic Staff

Academic staff in the college sector have traditionally had rights and duties that 
were different from those of their colleagues in the universities. However, over time 
differences diminished in two respects:

Teaching vs. research• . The role of research in the colleges was a controversial 
issue. Gradually, the staff took up research as an ordinary activity, but the direc-
tion and volume of their research were much debated.
Different or similar career structures across sectors?•  As a consequence of the 
upgrading of professional schools to higher education colleges the issue was 
raised whether the career structure in the colleges should be similar to that of the 
universities. This demand of the colleges was achieved in 1995.

The Rights of Students

Finally, the possibilities and rights of students to transfer from professional colleges 
to universities were regularly debated:

Terminal degree vs. qualification for further study at the universities• . To what 
extent should the vocationally oriented study programmes give a terminal degree 
qualifying directly for the labour market, and to what extent should they qualify 
students for further studies at a university? All programmes qualify for direct 
entry into the labour market, but over time, curricula were changed to qualify 
students for transfer to the universities.

This brief introduction to conflict dimensions and trends in the higher educa-
tion sector outside the universities shows that Norway has experienced many 
of the same developments as most other Western European countries. The long 
period of fragmented expansion of this sector with an ever-increasing differentia-
tion of educational establishments and programmes as well as a diversification of 
organisational forms and curricula, intertwined with geographical and institutional 
decentralisation of post-secondary education, was followed by attempts at horizon-
tal integration of college education to counteract the fragmented institutional and 
educational pattern, and later by a trend towards vertical integration of the college 
and university sectors.
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The Plan of this Book

In Chapter 2, we have developed an analytical and theoretical framework for the 
study of change in higher education, especially designed to analyse the transforma-
tion process in the college sector.

The major part of this book – the analyses of the transformation of higher educa-
tion outside universities in Norway – is organised within three sections:

Phase 1: Fragmented expansion – encompasses Chapter 3 (Differentiation and 
Diversification) and Chapter 4 (Geographical and Institutional Decentralisation). 
This section aims at explaining the processes that shaped a diverse and heterogene-
ous college sector with a large number of small and autonomous professional and 
vocationally oriented schools and colleges dispersed throughout the country.

Phase 2: Horizontal integration – includes Chapter 5 (Field Contraction) and 
Chapter 6 (Regionalisation). The aim of this section is to explain why the long 
period of fragmented expansion of higher education outside universities was 
replaced by measures of integration of programmes and institutions to reduce com-
plexity in this part of the higher education system.

Phase 3: Vertical integration – includes Chapter 7 (Academisation) and Chapter 8 
(Field Coupling) and aims at explaining the principal processes that have worked 
to bring the university and college sectors closer to each other.

Finally, Chapter 9 (The Dynamics of Change) is an attempt at bringing the pieces 
together. The dynamics of the three main phases in the development of the college 
sector – fragmented expansion, horizontal integration, and vertical integration – as 
well as the many processes driving this development will be recapitulated, and the 
transformation process spanning the three phases will be further analysed.



Introduction

The aim of this chapter is to develop a theoretical and analytical framework in 
order to improve our understanding of change in the higher education system out-
side universities. Explaining change in higher education would have been a rather 
simple exercise if a grand theory of social system change was readily available as 
an analytical tool, and if such a theory could convincingly explain all the processes 
embedded in the transformation of the college sector. Grand theories of course 
exist, but their explanatory power would have been limited if only one of them 
were applied. Such theories are attractive because they offer simple explanations 
to complex problems, but they can hardly be generalised to account for all change 
processes. The causes for each of the many changes that have taken place in higher 
education outside universities are too many and too complex to be explained by 
a single theory. In this respect, this study follows the general advice of Merton 
(1968: 39) on the fruitfulness of applying a diversity of theories of ‘the middle 
range’ to investigate and explain human behaviour, social processes, and social 
structure instead of using or developing a unified theory that aims to explain 
all observed phenomena. In line with this recommendation, this study employs 
a plurality of theories and analytical approaches to illuminate each of the change 
processes.

First, we apply the notion of organisational field to the college sector, and show 
how this field can be regarded as a hierarchy of levels, each with their organisations 
and individual actors. Second, we distinguish between three types of approach to 
change: structural, cultural, and interest-group explanations, which are viewed as 
complementary perspectives that combined can improve our understanding of the 
many change processes. Third, we develop a dynamic change model combining 
our elaboration of the field concept and the structural, cultural, and interest-group 
approaches to change.

Chapter 2
Explaining Change in the College Sector

S. Kyvik, The Dynamics of Change in Higher Education: 21
Expansion and Contraction, Higher Education Dynamics 27, 
© Springer Science + Business Media B.V. 2009
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The College Sector as an Organisational Field

In their seminal paper on institutional isomorphism, DiMaggio and Powell (1983) 
use the term organisational field to characterise those organisations and actors that 
in the aggregate constitute a recognised area of institutional life: key suppliers, 
resource and product consumers, regulatory agencies, and other organisations that 
produce similar services or products. By this definition, DiMaggio and Powell refer 
not only to the primary organisations in a given field, but to the totality of relevant 
actors. The notion of organisational field is a fruitful construct in the analysis of the 
college sector, which is constituted by organisations that have the same type of task 
(to train people for various semi-professions and vocations), and that are typically 
subject to state authority.

According to DiMaggio and Powell, organisational fields only exist to the extent 
that they are institutionally defined. The process of institutional  definition, which 
they call ‘structuration’ according to Giddens (1979), consists of four parts: an 
increase in the extent of interaction among organisations in the field, the emergence 
of sharply defined inter-organisational structures of domination and patterns of 
 coalition, an increase in the information load with which organisations in a field 
must contend, and the development of a mutual awareness among participants in 
a set of organisations that they are involved in a common enterprise. The central 
thesis is that in the initial stages of their life cycle, organisational fields display 
 considerable diversity in approach and form. Once a field becomes well  established, 
however, there is an inexorable push towards homogenisation.

However, several questions remain unanswered with respect to the first phase in 
the life of an organisational field:

1. DiMaggio and Powell do not discuss at what time in its development an organisa-
tional field might be regarded as institutionalised as a distinct field of its own.

2. It is not clear at what stage in the development of an organisational field it 
‘becomes well established’.

3. It is not clear at what stage in the development of an organisational field the proc-
esses of differentiation and diversification turns to a process of homogenisation.

Still, DiMaggio and Powell’s thesis, that an organisational field which in its initial 
stages appears as fragmented and diversified, will gradually become more homo-
geneous, obviously applies to the college sector and is a process that will be dealt 
with extensively in this book.

The organisational field of college education can be regarded as a hierarchy of 
levels, each with their organisations and individual actors: (a) supranational organi-
sations, (b) state authorities, (c) intermediary bodies, (d) educational institutions, 
(e) study programmes, (f) staff, and (g) students. These organisations and indivi-
duals can be viewed as first-order actors, either because they constitute the field, or 
because they have the legal status or power to implement change in the field. In addi-
tion, society with its relevant external stakeholders (e.g. industry) and the academic 
community at large (e.g. universities) should be included in the organisational field 
as second-order actors, because they have impact on change processes in the field.
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Supranational Organisations

Some decades ago, one might have questioned whether the supranational level 
should be included as part of the organisational field of college education in a 
single country. Today, the analysis of domestic change processes would have been 
regarded as incomplete without taking into account the strong influence on national 
policies of international organisations like the OECD and the European Union.

State Authorities

The state is not a single entity but a common notion for several power  centres. Two 
political bodies are particularly important in relation to the formation of  public 
policies for the college sector: Parliament and the government. In Parliament, the 
Committee on Education is an important body in the policymaking  process. 
The Committee, which is constituted by members of the various  political par-
ties, seeks to compromise on a given policy based on proposals made by the 
government. In this process the Committee and its members frequently meet 
with lobbyists from various educational institutions and their associations, local 
and regional authorities, and trade unions. Within the governmental apparatus, 
the Ministry of Education is the most important body for the formulation of a 
policy for higher education. In  addition, the Ministry of Finance has an important 
role as the keeper of the purse, but many other ministries also have relationships 
with the college sector, e.g. in issues related to graduates’ qualifications, labour 
market needs, and contract research in their authority areas. The governmental 
bureaucracy and its political leadership prepare proposals for Parliament, but 
also have  decision-making authority in a wide range of issues. In particular, the 
 administrative bureaucracy in the Ministry of Education is an important power 
centre within the state administration.

Intermediary Bodies

Organisational bodies between the regular state bureaucracy and the colleges 
constitute an important part of the organisational field. We may distinguish 
between five different types; (a) ad hoc committees with representatives and 
experts from the state, society, and the higher education sector set-up to suggest 
reforms in the educational system, (b) national advisory councils for various 
professional programmes, (c) evaluation and accreditation bodies, (d) research 
councils, and (e) sector associations like conferences of rectors, trade unions, and 
associations of students. The former four types of body are set up by the state, 
while the  latter is established by the higher education institutions, their staff, and 
students. Such intermediary bodies have also been called buffer institutions, 
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since they are not  usually part of the state bureaucracy, but are placed somewhere 
between the state and the higher education institutions. Their main purpose is to 
perform an important mediating or intermediary role that is not otherwise met 
by the basic structures of government and of the higher education institutions 
(El-Khawas 1993).

Educational Institutions

Over time, the institutions within this field have included a diversity of professional 
schools, vocational schools, colleges of higher education, and polytechnic colleges. 
Their size in terms of student numbers has varied from fewer than 100 to more than 
10,000 students. The naming of the various types of institution has shifted over 
time, and many of them were not regarded as higher educations institutions until 
the end of the twentieth century.

Study Programmes

The college sector is constituted by major programmes or subfields for teacher 
training, engineering and maritime education, health and social studies, economics 
and business administration, as well as many other small and specialised courses. 
Moreover, each of the major subfields consists of a number of specialities. Until the 
college mergers, the many different professional and vocational study programmes 
with their specific and different purposes, cultures, teaching methods, and relations 
to the labour market and their professions usually had their own schools. Now they 
typically constitute the building blocks of comprehensive colleges.

Staff

Institutions and programmes are populated by individual staff members with 
 different qualifications, beliefs, and values. Most academic staff have  traditionally 
performed their teacher role according to the expectations of the institution 
and the profession, but have increasingly taken up research as a more or less 
regular work task. A common feature in all countries, however, is that academic 
staff in the college sector have had a considerably higher teaching load than 
their colleagues in the universities. They have also possessed lower theoretical 
qualifications, but more practical experience in those fields in which they were 
teaching. Most academic staff identify with the profession in which they educate 
their students, but many also retain a strong identification with the discipline in 
which they were trained. Most staff members are ‘locals’ in the sense that they 
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concentrate on fulfilling the primary demands of the institution, while others are 
‘cosmopolitans’, influenced by the norms of proper conduct for members of the 
academic profession.

Students

Students have been an often neglected group of individuals within studies of the 
higher education system (Becher & Kogan 1992). However, it is the behaviour of 
students that has the greatest impact on the system, be it the total expansion of the 
system, or the priority given to the various programmes. With the introduction of 
market and quasi-market management models in higher education, decisions by 
individual students have increasingly become an important parameter in institu-
tional strategy.

Societal and Academic Stakeholders

The social environment comprises important stakeholders like industry, employ-
ers, and regional and local political authorities, which all have vital interests in 
what these institutions have to offer. Society demands a return on its investment 
in education in the sense that programmes and courses offered by colleges should 
be relevant to students and employers, and that staff should offer services to the 
community. The academic environment is constituted primarily by the universities 
which have a disciplinary hegemony in teaching and research. In addition, universi-
ties compete with colleges for political attention and funding.

This brief overview of the organisational field of higher education outside uni-
versities demonstrates that this sector is highly complex and constituted by a large 
number of first- and second-order organisations and individual actors. As shown 
in Chapter 1, the field and its actors have changed much over time, and a major 
challenge for this book will be to improve our understanding of the processes that 
have driven these changes. In the following, three perspectives on change will be 
discussed and developed as analytical tools.

Three Perspectives on Change

As an overarching theoretical and analytical framework to structure and guide 
the analyses of change processes, we have found it useful to distinguish between 
three types of approaches: structural, cultural, and interest-group explanations. 
These three explanatory models can be regarded as competing paradigms, but 
are here viewed as complementary approaches which combined can improve our 
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 understanding of complex change processes. Depending on the circumstances, each 
of these three theoretical approaches may have a stronger explanatory power than 
the other two, but generally it is the dynamic relationship between them that should 
be explored.

Structural Explanations

One type of structural theory is concerned with the impact of technological, 
economic, and social change in society on the organisation of human activity. 
Structural changes in society of relevance to the college sector are of differ-
ent kinds. First, technological change has had a fundamental impact on the 
development of this part of the educational system. Technological advances are 
prime factors for societal growth and development, but in order for society to 
make use of new technology, a skilled workforce is necessary to develop, pro-
duce, and maintain technological products and systems. The basic training of 
this workforce takes place within the education system, in which the technical 
schools have played an important role. Thus, the invention of new technologies 
in the nineteenth and twentieth centuries led to a demand for skilled workers and 
managers and to a subsequent need for vocational training programmes for new 
occupations. To exemplify: the invention of electrical power created a demand 
for the training of electro-engineers that could apply the new technology. The 
invention of electronic data processing led to the establishment of special train-
ing programmes in order to introduce and apply this new technology in the 
private and public sectors. Moreover, the increasing complexity of technologies 
has led to great changes in programme curricula with extensions of the duration 
of studies and more emphasis on theoretical knowledge. Second, the accumula-
tion of wealth in society has been a basic condition for the development of an 
educational system to cater for the needs of the welfare society. The increasing 
surplus in the public and private economy has enabled the establishment of a 
large college sector. Third, the development of a large middle class in society 
with aspirations for their children, and the up-building of a welfare state with 
new demands for public services have had a strong impact on the transformation 
of the college sector. The needs and demands of young people entering higher 
education, combined with the needs and demands of an expanding health and 
social sector for trained personnel in the growing number of new vocations, 
have effectively contributed to the large growth in study programmes and student 
numbers.

Structural explanations of educational change are however not confined to basic 
changes in society external to the educational system, but also to internal changes in 
this system itself. It is a common observation that when a social system is changing 
or is reorganised as a response to external or internal problems and demands, new 
and often unforeseen problems arise that in turn may require modification or even 
reorganisation of relatively newly established structures. Organisational solutions 



Three Perspectives on Change 27

initiated to improve a malfunctioning system may create new problems that will 
generate new organisational solutions. To exemplify: The development of a dual 
higher education system in the Western European countries with a large expansion 
in the number of different professional and vocational schools over time created a 
need for reducing the number of institutions through regional mergers and to har-
monise organisational structures, rules, and regulations in order to reduce the com-
plexity of the system. This means that change as a solution to structural problems 
may create other problems that in turn may entail new changes in the educational 
system.

A basic theoretical device for explaining the impact of technological, economic, 
and social change in society on the development of college education is structural 
functionalism. This theoretical tradition draws on many intellectual sources and 
comes in many versions, dating back to Comte, Spencer, and Durkheim (Ritzer 
1992). Its influence on sociology as a discipline peaked in the mid-twentieth cen-
tury with theoretical advances made by scholars like Parsons (1951) and Merton 
(1968). However, in the 1960s structural functionalism lost its appeal as a theo-
retical paradigm for sociological analysis to other (at that time) more promising 
approaches. A major critique of structural-functional theory is its shortcoming in 
satisfactorily explaining the mechanisms which entail change (Ritzer 1992). In par-
ticular, structural functionalism was criticised for being unable to deal effectively 
with conflict.

Still, the ideas by Durkheim on the relationship between needs of society, 
structures, and functions have much to offer in macro-sociological analyses. 
To put it in the words of Ritzer (1992: 95): ‘The study of social causes is con-
cerned with why a given structure exists as well as why it takes a certain form. 
In  contrast, the study of social functions is concerned with the needs of the larger 
system met by a given structure.’ One version of this theoretical tradition thus 
tells us that system changes take place because they are functional responses to 
 organisational  inefficiency. Accordingly, the transition from fragmented  expansion 
of  post-secondary  education to horizontal integration of the institutions  concerned 
might be explained as a shift from a dysfunctional organisational  structure to 
a more functional or effective way of organising this part of the  educational 
system.

Cultural Explanations

Another type of theoretical paradigm in the study of change processes includes 
a variety of approaches which can be subsumed under the notion of cultural 
explanations. One theoretical tradition is concerned with the role of norms and 
values on the higher education system (Clark 1972). In this context, it can be 
useful to distinguish between four basic values that have had an impact on the 
development of the higher education system: social utility, equality of opportu-
nity, efficiency, and quality. The raison d’être of higher education is its social 
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utility, be it the advancement of knowledge, contributions to economic growth, 
or the education of a qualified workforce for the occupations of the welfare state. 
The introduction of the human capital perspective in economics in the 1950s 
led to an increased interest by policymakers in expanding the higher education 
system (Schultz 1977). In the period after 1970, in addition to maintaining their 
role as educational institutions, universities and colleges have increasingly been 
expected to contribute more directly to  economic growth through cooperation 
with industry, and to create knowledge which can be used to improve public 
services. In addition, democratic values have been important guiding principles in 
decision-making within the field of higher education, especially the contributions 
of education for equality of opportunity independent of class, gender, or geo-
graphical residence. This value particularly came to the fore in the 1960s, and was 
an important premise for the expansion of higher education outside universities 
(OECD 1973). Moreover, in the 1980s, increasing pressure upon higher educa-
tion institutions to become more efficient was evident in many Western European 
countries (Neave & van Vught 1991; Goedegebuure et al. 1993). Universities and 
colleges burdened public budgets with their need for large resources and there 
was a growing interest in the extent to which they used these resources efficiently. 
Higher education institutions were expected to become more efficient with regard 
to running costs and production of graduates. Finally, higher education institu-
tions are supposed to promote and guarantee quality in teaching and research, 
and rigorous rules for examination and peer review have been institutionalised as 
norms of conduct. Nevertheless, during the 1980s, the quality of higher education 
was questioned by state authorities in many Western European countries. It was 
often argued that quality standards were too low compared to the most advanced 
nations, and governments took measures to improve the quality of education 
and research. Evaluation, accreditation, quality assessment, and performance 
measurement were introduced as instruments to improve teaching and research 
(Goedegebuure et al. 1993).

Another type of cultural approach is concerned with the drift of ideas and 
the subsequent institutionalisation of similar organisational forms and values 
across countries. In the field of education, John Meyer in particular has been a 
 proponent of explaining change as the outcome of pressures of global  ideologies 
and highly rationalised world models of how education systems should be 
 organised, which values should be dominating, and which curricula they should 
teach. An  implication of this theory is that countries respond to the pressures of 
global ideologies more than to their own cultural and social history (Schofer & 
Meyer 2005; Meyer et al. 2007). Change in higher education takes the form of 
 imitation of organisational solutions, values, and curricula in nations  possessing 
a cultural hegemony, and which are regarded as appropriate and modern. Another 
 version of this theoretical approach is that ideas on how human activity should 
be  organised drift between  different sectors in society. Thus,  organisational 
 solutions which have been  specifically developed for a particular sector and 
purpose and which have proved to be efficient might be adopted as appropriate 
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 solutions to  recognised or  non-recognised  problems in other sectors (Sahlin-
Andersson 1996;  Sahlin-Andersson & Sévon 2003).

Interest Group Explanations

Structural and cultural factors obviously constitute important parts of a  theoretical 
framework for the study of change in higher education. Still, there is no direct 
relationship between technical, economic, and social change in society, cultural 
trends, and how the educational system reacts to these changes. Structural devel-
opments and cultural trends do not make decisions. Actual responses have to be 
undertaken by actors within and outside the system, be it state authorities, the 
educational institutions themselves, staff, students, or important stakeholders. 
These actors are influenced by the structural and cultural context within which 
they live and operate, and which affects their interpretation of, and response to, 
changes in the environment. Since change in organisational practice and form 
requires actions by people, mechanical explanations emphasising structural and 
cultural change leave unanswered most of the questions about why and how the 
actual decision to change practice or form is taken. Environmental pressure and 
trends can be of different kinds, be contradictory, and be open to interpretation, 
giving leeway for decision-makers to choose between different strategies (Sahlin-
Andersson 1996).

But actors often disagree over which actions should be taken. This simple fact 
is incorporated in a theoretical tradition which considers change as the outcome of 
interplay and power struggles among different actors in the organisational field. 
In this perspective, change is the outcome of conflicting interests between all impor-
tant actors in the field. In such a perspective the college sector can be regarded as an 
organisational field in which supranational organisations, the nation state,  various 
higher education institutions, professions, staff, students, and external interest 
groups and stakeholders struggle for their particular interests and values. The state 
in its various organisational forms is not a unitary actor, but consists of different 
institutions like parliament, government, and various ministries. In some instances 
different state agencies have a common policy towards the college sector, in other 
cases they disagree. Similarly, tensions exist between various educational institu-
tions and between different professional groups and individuals in the institutions.

This analytical approach is often named a conflict perspective, and is as old as 
the first attempts to describe societal and historical events. A conflict perspective 
will emphasise opposing interests and values between different groups and not 
the interests and values that keep a social system together. It has been an impor-
tant part of historical, political, and sociological analysis at least since Marx and 
Weber, and in modern times has been further developed by scholars like Coser 
(1956), Schelling (1960), and Collins (1975). In the 1980s and 1990s, the conflict 
perspective became less fashionable due to the strong interest in neo-institutional 
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analyses in the fields of organisation theory, political science, and to some extent 
in sociology, focusing less on change caused by powerful actors and more on per-
sistence of organisational practices and diffusion of agreed-upon and appropriate 
solutions (March & Olsen 1989; DiMaggio & Powell 1991). However, later stud-
ies within the neo-institutional theoretical paradigm have increasingly revitalised 
an interest in power and conflict to understand change. A recent example can be 
drawn from the field of higher education. A study by Kim et al. (2007: 317) argues 
that ‘institutional change does not occur simply through cumulative increases 
in the intersubjectively shared cognitive legitimacy of a new institutional model 
at the field level but through fierce political interactions among contesting groups 
of institutional agents who are willing to engage in explicit conflicts against 
one another and strategically use power and resources to pursue their goals and 
interests.’

The conflict perspective has been explicitly applied by several scholars in the 
field of higher education (Baldridge 1971; Archer 1979; Rhoades 1983), while 
other authors have used conflicting interests more implicitly as a basis for, or as 
an integrated part of, studies of change processes (e.g. Clark 1983; Meek 1991). 
In their analysis of the transformation of American 2-year community colleges 
from predominantly liberal arts to predominantly vocational training institutions, 
Brint and Karabel (1991) viewed organisational fields as arenas of power relations, 
with some actors – generally those possessing superior material and/or symbolic 
resources – occupying more advantaged positions than others. The community 
colleges thus were structurally subordinated to three important power centres: 
governmental bodies, business organisations, and the leading 4-year colleges. The 
community colleges pursued their own distinctive interests, but they did so under 
conditions of powerful constraint.

Conflicts are common in the stages of interest articulation and policy formula-
tion, often ending with a legislative decision, but are also visible in the stage of 
policy implementation. Even in the evaluation phase, tension is common because 
the effects of policy measures are often ambiguous, and because the outcome often 
generates efforts to reformulate policy goals. Conflicts and tensions between dif-
ferent interests and values are a normal and natural part of societal life in this per-
spective. The study of change is a central feature of the conflict approach, because 
change is to be expected if the social system is fragmented by divergent values and 
conflicting interest groups. Change in the field of college education is thus a func-
tion of change in power relations between state authorities, the institutions, and 
stakeholders in society and the academic system.

A strong version of the conflict perspective, however, has weaknesses as an 
 analytical approach. First, it is important to note that much change goes on seem-
ingly without any involvement by those affected, either because they are not aware 
of the changes, because they agree or do not care, or because they regard resistance 
as useless. Second, people and organisations do not only compete for resources and 
values, they also cooperate to find solutions. In modern western civilisations, con-
flict handling is institutionalised through a comprehensive set of rules and regula-
tions for how to deal with opposing interests. Obviously, a pure conflict perspective 
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underestimates possibilities for dialogue and cooperation across interest groups. 
Members in most modern social systems are also dependent on collaboration, even 
though they might disagree on goals, values, and solutions. In addition, groups 
with opposing interests have also a common interest in avoiding continuous open 
conflict, both because it is time- and resource-consuming, and because both parts 
can risk the loss of support from other groups.

In his analysis of conflict in the university, Baldridge (1971) refers to Schelling 
(1960) and his concept of strategic conflict. Schelling argues that conflict is 
best understood as a complex interaction somewhere between complete conflict 
and complete cooperation. This interaction includes elements of both conflict and 
 cooperation, a relation that he calls strategic conflict and which involves  negotiation. 
Conflict in higher education institutions is essentially strategic because interest 
groups in the academic community are struggling with each other and at the same 
time cooperating. The essence of their conflict is therefore negotiation because at 
the same time, different groups have both common interests and points of conflict. 
As formulated by Clark (1983: 252) in his analysis of the higher education system: 
‘In higher education, any major enterprise is a compromise of conflicting values.’ 
Archer (1979: 3) in her seminal study of the development of state educational sys-
tems likewise states that ‘most of the time most of the forms that education takes 
are the political products of power struggles. They bear the marks of concession to 
allies and compromise with opponents’. On the other hand, compromises are not 
forever. Systems and organisations are coalitions of individuals and interest groups. 
And because they are coalitions, they inevitably have multiple, conflicting goals, 
which change as the balance of power shifts.

The discussion whether change can be best explained by structure, culture, 
or the role of different interest groups within the organisational field is not very 
 fruitful with respect to the transformation of the college sector. All these factors are 
obviously important, but some are more important than others at different times and 
under different circumstances. Structural explanations link change in the field of 
college education to technological, economic, and social change in society as well 
as to self-generating system change. Cultural explanations focus on changes in 
global and national value systems as well as on changes in values and identities 
of the  educational institutions themselves. Technical, economic, and social change 
in society, as well as structural change within the educational system itself, and 
change in value systems and ideas condition and constrain the transformation of the 
college sector, but the particular adaptations to these changes are the outcome of 
interactions between actors in this field, be they individuals, groups,  organisations, 
or institutions.

Interest Groups as Change Agents

As suggested above, the actors in the organisational field of college education can 
be grouped at many levels within the educational system.
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Supranational Organisations

Since the 1960s, the OECD has played an important role as a forum for exchange of 
information, debate, and transmission of ideas on issues related to post-secondary 
education outside the universities, forming the thinking and acting of national 
experts and politicians (Eide 1995). In addition, the OECD national and thematic 
reviews of post-secondary and higher education have been  important impetuses 
for change (Gornitzka & Langfeldt 2008). More recently, the European Union and 
the organised efforts to create a common European Higher Education Area have 
had a strong impact on national policies (Maassen & Olsen 2007; Gornitzka & 
Langfeldt 2008; Witte, van der Wende & Huisman 2008). Moreover, international 
 associations for various study programmes have been of importance for the devel-
opment of these programmes in the various national settings.

Supranational organisations have thus functioned as change agents in the 
development of college education in the various nation states. The major mecha-
nisms by which national policies in this field are influenced by international 
organisations can be of different kinds. The diffusion of ideas mediated by 
national members in these organisations obviously has been of importance (Eide 
1995; Gornitzka & Langfeldt 2008). The thematic reviews undertaken by the 
OECD have had a more direct impact on policy decisions, either as documents 
legitimising change in accordance with the interests of the government, or as 
convincing arguments for change not necessarily wanted by central interests. 
Another mechanism can be described as coercive isomorphism (DiMaggio & 
Powell 1983), which are of two kinds; informal pressure to adapt to important 
trends (the Bologna process), and formal pressure to conform to rules and regula-
tions to obtain legal recognition (e.g. joint European curriculum guidelines for 
engineering programmes).

State Authorities

All Western European countries have a public and state-run higher education 
 system even though many countries also have private higher education  institutions. 
The role of the state in the development of this system has accordingly drawn a 
lot of attention in policy analyses and in studies of the implementation of  public 
policy. The state transforms changing social needs and demands, as well as values 
such as equality of opportunity, into higher education policy, leading to change in 
the  educational system. The increasing needs of the labour market for a skilled 
 workforce have coincided with the policies of state authorities for the  modernisation 
of  society through the development of the higher education system. In such a 
 top-down  perspective, reforms in higher education are initiated and driven by state 
authorities and the success of these reforms is regarded as a matter of  effective 
implementation of their objectives in the various parts of the system.
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The first wave of implementation studies in public policy analyses stressed the 
importance of formulating clear and consistent policy objectives for a successful 
outcome of a reform. This argument was however criticised on the ground that 
the lack of clear and consistent goals is more the rule than the exception in public 
policy. Goals may be clear, but they may be unclear and vague as well. Goals may 
be unitary, but also multiple and conflicting. However, this fact does not preclude 
the possibility of implementing public policy reforms. There are numerous exam-
ples of successful reforms whose initial goals were manifold and non-consistent 
(Gornitzka, Kyvik, & Stensaker 2002).

Another criticism of the top-down perspective on public policy implementation 
was the unrealistic belief in rational planning, decision-making, management, and 
control for the possibility of enforcing reforms in institutions opposing change. 
Better management and control does not necessarily mean successful accomplish-
ment, considering the political power of decentralised units to resist any move to 
reform (Hanf & Scharpf 1978). The early attempts at building theories on effective 
implementation largely ignored the problems that might emerge in cases where 
local level implementers and those affected by the reform opposed the directives 
(Gornitzka, Kyvik, & Stensaker 2002). They also ignored the complex relationship 
between Parliament, the governmental apparatus, and the target groups for public 
policy initiatives, missing the point that interest groups often appeal directly to 
Parliament for support, bypassing the governmental level in their struggle for their 
interests.

In spite of this criticism, the top-down implementation perspective on policy 
change cannot be overlooked in analyses of public reforms in higher education. 
State-planned change of higher education systems and organisational structures is 
an empirical fact, although there are numerous examples of reform attempts that 
have not lived up to expectations of policymakers, or have resulted in a series of 
unanticipated consequences. Intentions have been good, but the outcome has been 
unsatisfactory or quite different from what was initially intended. The culture 
and traditions in organisations that are the target of a reform often represent con-
servative elements. Thus, Olsen (1991) has argued that comprehensive reforms are 
more likely to succeed if reformers understand the interrelatedness of intentions, 
established institutions, and environmental changes, and that reforms are more 
likely to be accomplished if they try to change institutions in ways consistent with 
long-term trends in international or national society than if they try to go against 
the tide.

Intermediary Bodies

Various intermediary bodies like national advisory councils for professional pro-
grammes, evaluation and accreditation agencies, and ad hoc commissions all play a 
central role in the organisational field as meeting places for various interest groups 
and in consensus-building on policy issues (El-Khawas 1993). They are important 
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bodies for initiating change (or resisting change) in the field of college  education. 
In particular, special commissions set up by the government to  evaluate the 
 state-of-the-art within post-secondary and higher education and to propose educa-
tional reforms have had great impact on the further development of the  educational 
system.

Educational Institutions

Higher education institutions are dependent upon societal legitimacy to attain the 
necessary funding, and hence have to respond to public policy and to needs and 
demands in society. Thus, as a reaction to the attempts to develop instrumental 
theories on top-down implementation of public policy, several scholars argued that 
a bottom-up approach would provide more realistic analyses of change processes, 
especially in market-oriented systems where the role of the state is downplayed 
(Hjern & Hull 1982). In such systems, central state control over processes at local 
level is not necessarily desirable. Instead, local-level institutions are encouraged to 
show initiative and to respond to changes in their environment without too much 
interference by state authorities. In the 1980s, the general trend in public policy 
towards decentralisation of decision-making authority and the introduction of 
market models enhanced the relevance of the bottom-up perspective in analyses of 
change processes (Sabatier 1986).

Within the field of higher education studies, a similar change of focus took 
place. Analyses of the adaptive and innovative capacity of universities and col-
leges became increasingly an important field of investigation (Gornitzka, Kyvik, & 
Stensaker 2002). Change in higher education came largely to be viewed as a 
function of what took place within these institutions themselves. Theoretical 
approaches such as resource-dependence (Pfeffer & Salancik 1978), population 
ecology (Hannan & Freeman 1977), and institutional isomorphism (DiMaggio & 
Powell 1983) were applied to understand the organisational adaptation to changes 
in the environment. These theories share two basic assumptions. Organisations 
must be responsive to their environments in order to survive, and external pressures 
and demands limit the range of possible organisational responses (Gornitzka & 
Maassen 2000). These approaches, however, have been criticised for their emphasis 
on organisations as rather passive actors which try to adapt to changes in public 
policy and the market. Sahlin-Andersson (1996) has argued that because organisa-
tions consist of thinking and acting persons, organisations do not only passively 
adapt to changes in the environment, but also actively try to make their own course 
irrespective of trends, signals, or pressure.

Much of the strategy of colleges has aimed at enhancing their social recogni-
tion in society. In this respect, the concept of organisational identity is useful 
to describe the self-perception of educational institutions as  organisations, and 
to characterise symbolic and mythological aspects of their activities (Albert & 
Whetten 1985; Stensaker 2004a). The argument is that symbols, myths, and 
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 language are used by organisational leaders to create a common perception 
among staff members of what kind of values should be embedded in the organi-
sation, and also to tell the environment what kind of organisation this is or aims 
to become. In our context, the concept of organisational identity is useful in the 
analysis of the symbolic language used by college leaders to characterise their 
institutions.

Study Programmes

The college sector is constituted by a large number of professional and  vocational 
 programmes which were established to serve the needs of industry and the public sector. 
Over time, most of these study programmes have undergone a  professionalization 
process characterised by the scientification of the knowledge core, while sustaining 
strong ties to the professions for which they train their future members. The various 
programmes have developed strong professional identities different from each other 
in most respects. Thus, norms, values, and traditions of the workplace are  important 
to understand the potential for change in study programmes. Such units have a 
history, and over time an opinion is formed as to which core knowledge should be 
reflected in the curriculum and which values and attitudes should be  conveyed to the 
students. In these programmes, culture and  traditions are institutionalised and rep-
resent stabilising and conservative elements which  members strive to preserve. This 
unique set of norms and values is  embedded in the thoughts and actions of individual 
members and thereby resists rapid changes in attitudes (Clark 1972; Brunsson & 
Olsen 1993; McInnis 1995). On the other hand, changes in the composition of staff 
through recruitment, growth, and  turnover may influence organisational identity 
and behaviour (Pfeffer 1982). A large influx of new people in a study programme, 
with training and values different from those who have been members for a long 
time, may accordingly lead to change in norms and attitudes towards what kind of 
knowledge and values should  constitute the  curriculum. In such cases, history and 
traditions may not be strong-enough  socialisation factors to prevent new beliefs and 
values to spread. In our context this would suggest that over time, demographic 
changes in the composition of staff will lead to changes in the prevailing value 
 systems in the various study programmes.

Staff

The central role of supranational organisations, state authorities, regional stake-
holders, intermediary bodies, institutions, and programmes as change agents 
(and resisters to change) has been acknowledged. However, many will argue that 
in this respect, academic staff have a key position, both as individuals and as a 
group. In particular, the role of academic staff in academic drift processes has 
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been  emphasised (Jenniskens & Morphew 1999; Morphew & Huisman 2002). 
Much of the driving force behind what academics do is concerned with  building 
up a professional reputation. In most instances this means creating oneself a 
name as a creative and productive scientist or scholar in his or her discipline or 
speciality (Becher & Trowler 2001). In the college sector, professional  reputation 
was not a dominant driving force as an important value guiding the activities 
and priorities of individual staff members among the large majority, even though 
many of them were trained in universities. However, this has changed with the 
introduction of a university-like career system in many countries (Enders & de 
Weert 2004).

The concept of identity has been used in higher education research also to relate 
individuals to disciplines, professions, and institutions (Clark 1983; Välimaa 1995; 
Henkel 2000). As noted by Clark (1983), the discipline rather than the institution 
tends to be the dominant force in the working life of academic staff in universities. 
It is the discipline that is the major provider of values, attitudes, norms of conduct, 
and intellectual standard. According to this theoretical tradition, in the college 
sector with its various professional programmes, it is the profession (engineers, 
teachers, nurses, social workers, etc.) rather than the discipline or the institution 
that is the major provider of those values that constitute the self-esteem and identity 
of the staff members. In reality, however, the picture is more complicated. From 
an analytical point of view it is more fruitful to talk about multiple identities. Staff 
members may very well identify most with the profession for which they educate 
people. Still, their identity is also linked to the discipline in which they were 
trained. Their disciplinary identity may even be stronger than their professional 
identity if they continue to do disciplinary research and thus try to enhance their 
reputation in a disciplinary context. In the same way, the identity of staff is linked 
to the institution in which they work. For many people it would matter whether 
they are employed in a professional school or in an institution with university 
status. Thus, identities within colleges are unlikely to be uniform. Most institutions 
have multiple sets of values, and members of an institution may act in accordance 
with different interpretations of institutional norms and values, and also be able to 
choose those that suit their own purposes or aims (Peters 1999). This also means 
that identities are not necessarily stable properties with a person, but may change 
over time.

Students

With the expansion of upper secondary school in the various Western European 
countries, the number of qualified potential applicants to college programmes 
increased enormously in the 1960s and 1970s, and this growth was in itself an 
important premise for the expansion of short-cycle vocationally oriented higher 
education. The demand for higher education among young people is increasingly 
a way to social mobility and to rewarding positions in society (Collins 1979; 
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Brown 1995, 2001; Jónasson 2004a). There has been an increase in aspirations 
among parents and children facilitated by improved financial conditions. In addi-
tion, the general attitudes to the social value of being a student and getting a degree 
have changed. Thus, the preferences and social aspirations of young people seeking 
higher education have become increasingly important for the development of the 
college sector. The actual and anticipated behaviours of students thus have become 
a major parameter in the strategy of state authorities, institutions, and programmes 
with the push of these institutions towards the market.

A Dynamic Change Model

An important purpose of this study will be to analyse the dynamic relationship 
between the various levels in this particular organisational field (first-order actors) 
as well as societal and academic stakeholders (second-order actors) in order to grasp 
the change processes. The relationship between the various actors is visualised in 
Fig. 2.1. In the figure, the state level is split into two: Parliament and the govern-
ment, because of the central role of Parliament in the formation of a policy for the 
college sector, and its preferential treatment of this sector, repeatedly neglecting 
propositions by the Ministry of Education.

Academia 

Supranational organisations 

Parliament 

The government 

Intermediary bodies 

Colleges (institutional level) 

Study programmes

Staff 

Students 

Society 

Fig. 2.1 The organisational field of college education
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It is important to note that this relationship can be hierarchical, such as when 
the Bologna process entails change in the degree structure, adopted by Parliament, 
implemented by the government, adapted to by the higher education institutions 
and the various study programmes, and finally leading to changes in teaching and 
study conditions for staff and students. This relationship can also be reverse, like 
when the needs of students who wish to continue at a university entail curriculum 
changes in college programmes in order to adapt to university requirements, and 
to the engagement of colleges and their sector organisations in negotiating with 
universities and intermediary professional bodies on the introduction of a credit 
transfer system. However, the relationship between the various levels does not need 
to take the character of chain reactions, but rather the form of mutual interaction 
between two or more of them, like between students and staff, between institutions 
and the Ministry of Education, or between study programmes and Parliament, 
bypassing the institutional level and the government.

The Influence of Society

Local and regional political interests have been particularly important for the 
development of the post-secondary education system, not least in questions related 
to the establishment and localisation of new institutions. Municipalities, counties, 
and local political party organisations have been active lobbyists in government 
and parliament, and have also tried to influence the educational profile of  colleges. 
In the period after 1970, in addition to maintaining their role as educational 
 institutions, colleges have increasingly been expected to contribute more directly 
to  economic growth and social development through cooperation with industry and 
the public sector, and to create knowledge which can be used to improve public 
services. The general debate on the need for stronger collaboration between 
public authorities, industry, and higher education institutions – often referred to 
as ‘triple helix’ (Etzkowitz & Leydesdorff 1997) – has enhanced the influence 
of external stakeholders on the role of these institutions, in particular in regional 
 innovation  processes (Fritsch & Stephan 2005).

In addition, the behaviour of various actors and the relationship between them 
are affected by economic and social change as well as cultural trends. Social change 
affects public policy, e.g. when increased demands for higher education among 
young people might bring forth larger state appropriations to the college sector. 
The large increase in student numbers in the 1960s entailed capacity problems in 
the traditional universities, leading to changes in educational policy and to recom-
mendations by the OECD for the expansion of vocational post-secondary education 
as an alternative to academic studies. Social change also affects the dispositions of 
these institutions more directly, e.g. through changes in the pattern of applications 
to various study programmes. The dispositions of the colleges may in turn affect 
changes in student demands for education through the establishment of new courses 
which prove to be attractive.
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The Influence of Academia

The behaviour of various actors in the field of college education and the  relationship 
between them is also affected by the disciplinary hegemony of universities and 
the academic community at large. First, universities compete with colleges for 
students, funding, and political attention. Second, the development of the  college 
sector has been influenced more indirectly by the dynamics of the knowledge 
 production in universities, as well as by the attitudes of universities and  professions 
to the colleges. Academic knowledge production takes place predominantly within 
disciplinary communities and in the intersection between related disciplines (Clark 
1983; Becher & Trowler 2001). Because universities are the host institutions of 
disciplinary research, teaching, and education, and as such are centres of academic 
authority and power, universities have influenced curricula and teaching and 
research practices in the professional and vocational colleges, e.g. through the train-
ing of graduates who start working in the college sector and through collaboration 
in teaching and research.

Due to the scope of this book and the long period of time that is covered, it is not 
possible to present microanalyses of each and every change process according to 
this model. It is, however, an implicit assumption that individual actors and interest 
groups on the various levels of the organisational field interact with each other in 
the various change processes, while simultaneously being influenced by structural 
and cultural change in society as well as by the professional and cultural hegemony 
of the academic community. In the various change processes, each of these three 
theoretical approaches may have a stronger explanatory power than the other two, 
but generally it is the dynamic relationship between them that has been explored.



Phase 1
Fragmented Expansion

Until the end of the twentieth century, the development of post-secondary education 
in Western Europe can be described as a continuous growth period characterised 
by differentiation of study programmes and diversification of organisational forms 
and curricula, and by geographic and institutional decentralisation of institutions 
and study places. In this book, the term fragmented expansion has been used to 
illustrate this phase in the development of the college sector.

Chapter 3 analyses the processes of differentiation and diversification in a 
Norwegian context, and Chapter 4 explains the processes of geographic and institu-
tional decentralisation. These processes are analytically distinct, but strongly inter-
twined and the fragmented expansion of college education can only be well understood 
by analysing their internal relationships, which will be done in Chapter 9.



Introduction

In Western Europe, the expansion of the organisational field of post-secondary 
education outside universities has been characterised by the establishment of a large 
number of schools in cities, towns, and local communities throughout each country. 
This development can be described as two interrelated decentralisation processes: 
geographical decentralisation, which means that higher education spreads to 
regions and local communities outside the traditional university cities, and institu-
tional decentralisation, which means that higher education spreads to institutions 
outside the traditional universities (Kyvik 1983). These processes were enhanced 
in the 1960s, when regional political issues acquired increased attention in many 
countries, and the mapping of higher education institutions and programmes was 
drawn into this debate.

On the basis of the general literature on this subject, we may distinguish between 
three principal reasons for geographical decentralisation. First, in all countries, 
and at least up to the 1980s, strong arguments were raised in favour of establishing 
a dispersed pattern of post-secondary educational institutions in order to improve 
opportunities for access to higher education through geographic proximity to 
schools and colleges. Second, many pointed to the need for skilled labour in the 
various regions and that this need could be covered partly by setting up more edu-
cational institutions in each region. Finally, the establishment of post-secondary 
schools and colleges throughout the country has been regarded as a means of 
improving economic, social, and cultural conditions in local communities and non-
urban regions (Furth 1992).

We may also distinguish between three reasons for institutional decentralisa-
tion of higher education. First, in the 1960s, many countries assumed that new 
institutions would be more innovative than the traditional universities concerning 
educational programmes, curriculum structures, and with regard to the needs of the 
local community (OECD 1973). It was argued that there was a need for qualifica-
tions other than those traditionally conferred by the universities, and that it would 
be easier to develop new vocational programmes within other types of educational 
institution than within existing universities. Second, there was a general wish 
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to relieve the universities of some of their teaching burden in order to retain the 
universities as centres for higher learning and research (OECD 1973). Third, there 
was a need to reduce expenditure on higher education. In the 1960s and 1970s, 
many countries desired to reduce costs by channelling a larger proportion of stu-
dents into short-cycle programmes (OECD 1973; Teichler 1988).

The processes of geographical and institutional decentralisation eventually led 
to a highly dispersed pattern of many small professional and vocational schools and 
colleges in the various countries, and also to a larger growth in student numbers in 
the college sector than in the university sector.

The purpose of this chapter is to go beyond the above-mentioned explanations 
for geographical and institutional decentralisation of post-secondary and higher 
education. Why were not the various professional schools established in regional 
centres at the outset, and why were few new and vocationally oriented higher educa-
tion programmes developed within the organisational framework of the established 
universities? Why did the college sector expand more than the university sector?

Geographical and Institutional Decentralisation: 
A Theoretical Approach

In line with our research strategy outlined in Chapter 1, three different explana-
tions for these decentralisation processes are put forward – structural, cultural, and 
interest group explanations. Structural and cultural changes in society are important 
variables in such an analysis, although the many decisions that have led to this 
development have been taken by actors often in strategic conflict with other actors. 
In the following, for theoretical reasons, it is necessary to distinguish analytically 
between geographical and institutional decentralisation.

Geographical Decentralisation

Structural–functional theory suggests that geographical decentralisation of post-
secondary education institutions took place simply because there was a need in  society 
for dispersion of such institutions to different parts of the country. Two of the 
above-mentioned reasons for this development, the need for skilled labour in the 
regions, and educational institutions as regional development agents, are functional 
explanations. Due to structural changes in the economy, the nation needed the  talent 
of young people to develop society and its industries. Geographic proximity to 
educational institutions was regarded as a precondition for enabling young people 
to seek post-secondary education and resulted in a geographically decentralised 
pattern of post-secondary schools.

Within the frames of a cultural perspective on geographic decentralisation of 
post-secondary education we should focus on prevailing ideologies on distributive 
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justice in public policymaking, and on what might be regarded as an appropriate 
localisation pattern of various professional and vocational schools and colleges. In this 
respect, post-secondary and higher education should not be looked upon as a distinct 
policy area, but as a sub-field of overall public policy. Decentralisation of educational 
institutions and student places would accordingly be part of a general policy to strengthen 
regional development and local communities as well as equality of educational opportu-
nities among young people. A cultural perspective would also stress the drift of ideas 
across national borders and trends in educational policy in other countries. If other 
countries had started to decentralise higher education, educational bureaucrats and 
policymakers might be affected and try to develop a national policy in line with inter-
national currents.

In contrast to explanations favouring structural developments or ideological 
trends, an interest group theory on geographical decentralisation of higher education 
would stress power relations in society. In such a perspective, the geographical dis-
persion of programmes and institutions can be explained theoretically by the use of 
a power perspective within the framework of representative democracy. Parliaments 
are made up of representatives from various regions and local communities, and in 
many countries representatives from non-urban regions have been in a majority and 
in a position to establish new educational institutions in these regions.

Institutional Decentralisation

Turning to processes of institutional decentralisation, structural-functional theory 
 suggests that there was a societal need for building up new higher education pro-
grammes and institutions outside the traditional universities. The above-mentioned 
reasons for this development are all-functional explanations: new institutions would be 
more innovative and more adaptive to changing needs of society and the labour market, 
the universities should be relieved of some of their teaching burden to be retained as 
viable research institutions, and expenditures on higher education would be lower in 
the college sector. Eventually, the policy of institutional decentralisation would lead to a 
larger growth of students in the college sector than in the university sector.

Rather than looking at needs of society as explanations for institutional decen-
tralisation of higher education, a cultural perspective on change processes would 
examine change in societal ideology and the diffusion of ideas of how a higher 
education system should look like. Thus, the large growth in higher education can 
be interpreted less as a result of rational political choice as a response to structural 
change, and more as a result of the global diffusion of a preferred model of society. 
Since growth patterns are more or less similar in all types of country, institutional 
processes are involved in the making of societies in which schooled knowledge is 
seen as appropriate for a wide variety of social positions and as a driving force for 
economic, social, and cultural progress. This means that access policies of other 
countries may be used as a guide for governmental decisions on the number of 
available study places. An implication of a strong version of this theory is that 
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countries respond to the pressures of world models more than to their own histories, 
resulting in more or less similar access policies across different countries (Schofer & 
Meyer 2005). According to this perspective, the reason why student numbers have 
increased more in the college sector than in the university sector is simply that 
national authorities have a common conception of the importance of giving priority 
to short-cycle professional and vocational programmes.

An interest group perspective on the reasons for institutional decentralisation 
of higher education would include actions by many participants and members of 
the organisational field. However, needless to say, decisions made by Parliament 
as a result of local political pressure are of particular importance. As stated above, 
the power in Parliament is generally held by representatives of the various regions, 
and they have often been in a position to support their local constituencies in their 
demands for dispersion of higher education places. Another explanation why the 
college sector has grown faster than the university sector is simply student prefer-
ence. Of those who have sought higher education, a larger share has been interested 
in studying at a professional or vocational college than at a university. There might 
be several conventional reasons for this choice: a preference for a more direct 
work-related education, geographic proximity to the educational institution, a wish 
to study in an environment smaller than a university, an assessment of future job 
prospects, or simply that short-cycle professional or vocational education is a faster 
and easier way of earning a degree than studying at a university.

In conclusion, the reasons for geographical and institutional decentralisation of 
professional and vocational education are multiple, and they can be explained by 
using a blend of different theoretical approaches. In the following, these develop-
ments will be illuminated by an analysis of Norwegian trends.

Geographical Localisation of Professional Schools

Professional schools have been established over a very long time period. Because 
it is impossible to give a detailed overview of localisation issues within the context 
of this chapter, the analysis will be limited to some important principles that have 
been discussed within each of the major sub-fields.

Teacher Training

In Norway, general teacher education has traditionally had a decentralised 
structure, partly due to the requirements of The General Schooling Law of 1827 
which stated that each region should have its own teacher seminary, and partly 
due to the establishment of private schools (Dahl 1959). The location of these 
schools, however, has been an issue at regular intervals, e.g. in 1951, when the 
majority in the Coordination Committee for the School System proposed that 
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teacher training should be based on upper secondary school and concentrated 
in three or four colleges (Dahl 1975). The idea of upgrading teacher training 
schools to colleges or specialised university institutions by changing admissions 
requirements and by centralising them within a few larger institutions had begun 
to resonate in the training school system. This hope was also linked to demands 
of the trade union for better wages and working conditions. However, arguments 
for maintaining the geographically decentralised system proved to be stronger. 
Geographic proximity to teacher training schools was regarded as a precondition 
to enable young people to seek education and to provide the various regions with 
school teachers.

In localisation matters, the power in Parliament was with the majority of rep-
resentatives from the non-urban regions, more than with the dominating political 
parties. The predominant policy was that the location of general teacher training 
schools should primarily be based on geographical criteria, so that each region or 
county should have its own training school, and secondarily be based on popula-
tion density (Kyvik 2002a). This policy, with its emphasis placed firmly on a 
decentralised development of teacher training schools, was unsuccessfully chal-
lenged by the Ottosen Committee, and by 1975, the number of teacher training 
colleges had reached 19.

Until 1970, pre-school teacher training was only taught in five schools. However, 
the need for kindergartens increased strongly in the 1960s, and it fell to the state to 
provide qualified staff. In fact, kindergarten coverage in Norway was at that time 
one of the lowest in Europe, and it was widely agreed that training capacity should 
be increased significantly. The time then came to decide whether preschool teacher 
training should continue within its own institutions, or whether it should be more 
closely linked to the existing general teacher training programmes. Contrary to the 
wishes of the pre-school teacher associations, the Ministry of Education opted for 
a coordinated approach and secured Parliament’s approval on this matter. In 1971 
and 1972, a 2-year course in pre-school teacher education was introduced in nine of 
the teacher training schools. By affiliating pre-school teacher training programmes 
with the general teacher training schools, rather than increasing the student capacity 
of its existing few schools, a geographical spreading of pre-school teacher training 
would take place.

Engineering and Maritime Education

Until the Second World War, engineering education was provided by one technical 
university institution and only four technical schools. Technical education gradually 
took off in the period from 1950 to 1972, with nine new schools being founded in 
different parts of the country. Some were created initially to satisfy local demands 
or interests, while others were established as elements of a national strategy for 
technical education and the modernisation of the country. In both cases the need 
for geographic proximity to technical schools was part of the argumentation for this 
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policy. This way of reasoning was also the major basis for the establishment of a 
large number of small maritime schools in the 1960s.

Health and Social Education

Over time, a large number of small nursing schools were established within the 
 organisational structure of regional and local hospitals – public as well as private – 
in order to cover their own need for qualified nurses. Of course, there had been dis-
cussions on which of the hospitals and how many should train nurses, but with the 
establishment and extension of hospitals in various parts of the country, the number of 
nursing schools increased more or less as a logical consequence of the decentralised 
localisation pattern of health services.

While nurse training expanded through the establishment of an increasing 
number of specialist schools, social worker education is an interesting example 
of how geographical decentralisation of a professional programme through the 
integration into existing district colleges eventually was regarded as more impor-
tant than retaining this programme within a few specialist institutions. When the 
Ottosen Committee proposed that all post-secondary vocational training should 
be integrated within regional study centres, it was faced with strong opposition 
from the schools of social work. Programmes in social work had undergone a 
process of professionalisation, and it was felt preferable to maintain the schools 
of social work as autonomous institutions offering an overall education to social 
workers. Therefore, a lot of controversy arose following the decision by Bodø 
District College to open a course in social work in 1975 (Erichsen 2002). Boycott 
action taken by the Norwegian Social Workers’ Union made it difficult to secure 
trainee places and to recruit teachers qualified in social-welfare-related subjects. 
This resulted in the course coming into operation later than had been planned 
(Rasmussen 1991).

Initially, there was a strong opposition by the professional groups involved to 
any integration of social worker training within the district colleges. Instead, they 
wished just as strongly to secure their own specialised colleges. But this attitude 
changed during the 1980s, when the union of social workers started to support the 
creation of social work courses not only in Bodø but also in other district colleges 
in order to increase the number of student places and to spread this training oppor-
tunity to more locations throughout the country (Askjem 1996). When Finnmark 
District College launched its course in social work in 1988, everyone agreed that 
this part of the country badly needed this particular educational opportunity, and 
that being able to base it in the existing district college was an advantage. Two 
years earlier, the same college had set up a course in child welfare education. The 
only issue that was raised was that part of the course was taught in common to both 
social work and child welfare students (Rasmussen 1991). Another programme 
in social work training opened in 1988 in Sogn og Fjordane District College, and 
eventually, several more colleges offered this course. Geographical decentralisation 
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of social worker education through integration of its course in the existing district 
colleges thus was regarded as more important than offering it through only a few 
specialist professional colleges.

The geographical decentralisation of professional schools and programmes thus 
proved to be stronger than those processes that worked for fewer and larger schools 
for individual study programmes. Geographic dispersion of short-cycle profes-
sional education was regarded as more important for educational as well as for 
economic, social, and cultural reasons than building larger and presumably better 
specialised educational institutions.

Geographical Localisation of District Colleges

In 1965, the Committee on Post-Secondary Education (the Ottosen Committee) 
was established by the government to assess, among other things, the future need 
for educational capacity at the university level in addition to that which would 
naturally develop in Oslo, Bergen, Trondheim, and Tromsø. Furthermore, the 
Committee should suggest the location of possible new institutions.

At that time, post-secondary education in Norway was offered by essentially 
three types of institution: the universities of Oslo and Bergen; several specialised 
university institutions mainly located in Oslo, Bergen, and Trondheim in fields 
like agriculture, engineering, upper secondary school teacher education, veterinary 
medicine, music, business administration, and theology; and finally, a large number 
of small short-cycle professional schools in the various regions. In 1966, about 75% 
of the places in post-secondary institutions were concentrated in the three largest 
cities (Kyvik 1980).

In this period, the political climate changed remarkably in favour of geographic 
decentralisation of public goods. While only 9% of the Norwegian population 
considered regional policy to be one of the three most important political issues 
in 1957; this percentage increased to 27% in 1965 and to 59% in 1969 (Valen & 
Martinussen 1972). The importance of viable local communities was stressed as a 
reaction against the tendency of centralisation in the past years. Although most of 
the professional schools were dispersed throughout the country, this situation made 
people concerned with educational policy want to create new institutions at college 
and university level outside the three urban centres. A decentralisation of higher 
education of this nature was considered as a means to regional development which 
would be of major economic, social, and cultural significance. Rural Norway had 
difficulties in attracting highly qualified labour, and it was assumed that a broader 
range of local courses would increase access to higher education and result in future 
graduates remaining in their county of domicile following graduation. Further, new 
workplaces would be established in connection with the construction and running 
of these institutions, and the educational activity would have social and cultural 
ring-growth effects. The first result of this policy change was the creation of the 
University of Tromsø in Northern Norway in 1968. Higher education was not only 
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considered on its own merits, but it was also seen as part of the general regional 
policy (Bie 1981).

An important objective of this policy was to stimulate social, cultural, and eco-
nomic life in the regions, and thus function as a counterweight to the great urban 
centres. Through participation and involvement in local community life, the col-
leges would constitute an important factor of innovation. In this respect, Parliament 
emphasised the role of research on areas of particular relevance to the regions. 
Second, the establishment of district colleges was supposed to have economic side-
effects in the respective regions. New jobs would be created in direct connection 
with the colleges and in the service sector. Third, the colleges should meet local 
needs for higher vocationally oriented education. The subjects taught should be 
 relevant for the particular social and economic conditions in the various regions. 
It was intended that the respective regions should have influence on the development 
of the various courses. Regional relevant study programmes were thus regarded as 
important in order to stop the brain drain from rural areas to urban centres.

In addition, there was a growing demand for a more just social recruitment to 
post-secondary education. A report documented that among those completing upper 
secondary education, children of academics were disproportionately represented in 
higher education in contrast to children of farmers, fishermen, and industrial work-
ers (Vangsnes 1967). The remedy was to locate new educational opportunities in 
the rural districts in order to extend both geographical and social access to higher 
education. A key person in this process was the Minister of Education who repre-
sented the Christian Democratic Party, a political party that gained its strongest sup-
port in the rural regions, and which was part of a liberal/conservative government 
coalition. This party was working actively to stop the centralisation tendencies in 
the elementary school system and to establish study places in post-secondary edu-
cation outside the university cities.

The Ottosen Committee had proposed that a district college should be estab-
lished within each of 12 regions for higher education, preferably in the regional 
centre. However, choosing locations turned out to draw a lot of interest and to 
become conflict-filled processes. There were conflicts between regions and within 
regions and between rural and urban interests (Jerdal 2002). In the trial period, 
colleges would be established in only some of the regions. Several municipali-
ties and counties thus activated themselves by preparing reports arguing for the 
need for a district college. They sent deputations to meet with the Ministry of 
Education and the education committee in Parliament. An ad hoc committee was 
set up by various organisations to work for the location of district colleges in rural 
areas. Both locally and centrally, it was discussed whether the colleges should be 
concentrated in one location in the region or divided into two or more campuses 
in different parts of the region. The localisation issue involved and activated 
important political and social interest groups, and in Parliament it was noted that 
over the years, no other political issue had received so much interest from out-
siders (Stava 1976). In Parliament, representatives from all parts of Norway took 
part in the debate and argued for the need for a district college in their respective 
counties. On local initiative, some new courses were started on an experimental 
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basis at existing institutions and several planning committees were established. 
The first proposals on the future location of district colleges had already been sub-
mitted to the Ministry of Education in 1966. This local enthusiasm was obviously 
a main  reason for the active planning process in the Ministry and the agreement in 
Parliament (Sandvand 1976).

The conflicting interests did not, however, lead to any serious delay in the 
decision-making process, and the result of the localisation processes became a 
compromise between different regional and local interests. The first three colleges 
were located in the counties of Rogaland, Vest-Agder, and Møre og Romsdal. 
In Rogaland and Vest-Agder the district colleges were established in the largest 
 cities – Stavanger and Kristiansand. These two cities already had some profes-
sional schools and had done a great deal of preparatory work. Moreover, they had 
competed with Tromsø and lost in an attempt to get the fourth university in Norway 
(Rommetveit 1971). There was thus general agreement in Parliament on this mat-
ter. Another solution was chosen in Møre og Romsdal County, where traditionally 
there were conflicts of interest between districts (Melle 1999). As an experiment, 
the college was divided into two parts, one located in a town (Molde) and one in a 
rural district (Volda).

In 1970, three more institutions (Nordland District College, Oppland and Hedmark 
District College, and Telemark District College) were established. In the counties of 
Oppland/Hedmark and Nordland the colleges were located in towns. In Oppland/
Hedmark, the college was located in Lillehamar and not in Hamar with its long-
 established teacher training college. In Nordland, the largest town (Bodø) was  chosen. 
In Telemark there was a bitter debate over where the college should be situated, within 
a town or in the countryside. It was eventually established in a rural district and the 
village of Bø won the fight with the towns of Skien and Porsgrunn (Nymoen 1973).

In the course of the next 20 years, five more colleges were established (Sogn og 
Fjordane District College in 1975, Finnmark District College in 1976, Øsfold District 
College in 1977, Hedmark District College in 1979, and Nord-Trøndelag District College 
in 1980), and during the succeeding decade four existing institutions achieved status 
as district colleges (Agder Engineering and District College, Harstad College, Trondheim 
Economic College, and Economic College, Oslo).

Institutional Decentralisation of Higher Education

In its mandate, the Ottosen Committee also was requested to consider the possibility of 
relieving universities of their elementary teaching burden. There were several reasons 
for this request.

First, the relative number of young people seeking post-secondary education had 
increased considerably. In 1945, 9.5% of the 19-year-old youths graduated from 
upper secondary school. This proportion increased to 19.5% in 1965, and about 
90% of them sought some type of post-secondary education. In the universities, the 
student population showed an unforeseen growth. From 1960 to 1965 enrolment 
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increased from nearly 10,000 to 20,000, and the universities lacked the capacity to 
absorb the growing number of students in a satisfactory way. An increasing number 
of young people were refused admittance to universities and other post-secondary 
education institutions, and in 1965 some 3,000 students were studying abroad.

Second, there seemed to be a lack of balance between university education 
and vocationally oriented short-cycle education. In 1965, the universities enrolled 
20,000 students. In contrast, there were fewer than 10,000 students in other post-
secondary institutions. While the university courses in the natural sciences, the 
social sciences, and the humanities were open to all candidates with a university 
entrance examination, institutions for teacher training, nursing, social work, and 
engineering admitted only a limited number of applicants. A degree at the univer-
sities was stipulated to take 4–7 years of study, while the other institutions were 
offering 2-year courses. This situation resulted in some unforeseen and unfortunate 
consequences. For young people who were refused access to the short-cycle voca-
tionally oriented institutions, the university was virtually the only alternative within 
the post-secondary education system. There were strong indications that the uni-
versities represented a second choice for many upper secondary school graduates, 
and it was argued that lack of motivation among many of these students contributed 
to the large number of students who left the university before graduation (Sørheim 
1973). In that respect, Norway differed from other European countries. Professional 
schools had historically never been subject to the ‘noble/less noble’ syndrome as 
frequently was the case in other countries. On the contrary, they had always been 
very popular and, in a sense, prestigious (Cerych 1981). A curious side-effect of this 
situation frequently mentioned at that time was that a person who was not admitted 
entrance at a teacher training college might enrol as a student in a university, take 
a higher degree, and eventually return as a teacher at the teacher training college 
where he or she was originally refused access as a student (Sørheim 1973).

Third, the economic circumstances were a basic though less explicit premise. 
A redoubling of the total number of university students over a 5-year period had 
resulted in public expenditure in higher education increasing far more than antici-
pated. The Ministry of Education therefore asked the Ottosen Committee to assess 
alternatives to traditional long-term university studies.

As shown, this process ended with the establishment of district colleges. In addi-
tion to giving an alternative, i.e. vocationally oriented education, the district col-
leges were to relieve the universities of some of their teaching burden. The Ottosen 
Committee suggested that the new colleges could teach some first year university 
courses. However, university courses should only constitute a small part of their 
total teaching. The Ministry of Education and Parliament agreed to this proposal 
and regarded it as a decentralisation of higher education. It was stressed that basic 
university courses could be an educational offer to students from the rural districts 
who wanted to continue at a university. However, the number and type of university 
courses which eventually could be decentralised to the district colleges were not 
decided upon.

There were several reasons for this early pressure for university courses. Some 
first-year university courses were, at that time, already being taught in some of the 
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regions where the first colleges were established. A university was responsible for 
the courses and for the final examinations, but they were administrated by local 
organisations. An incorporation of these activities into the district colleges was 
regarded as natural. Besides, the universities were in favour of these courses being 
taken over by the colleges. Even though certain university environments expressed 
the notion that a decentralisation of university subjects could result in a lowering 
of standards, the district colleges were hardly opposed by the universities in this 
matter (Sandvand 1976). Another explanation for the preference for university 
courses inside the district colleges could be found in the ambitions to grow fast. 
The planning and realisation of true educational innovations would require more 
time and resources than simply copying existing subjects, and university courses 
would attract local students. Finally, university ambitions in the cities of Stavanger 
and Kristiansand played an important role. Both cities had competed with Tromsø 
to be the location for the fourth university in Norway. Tromsø won and got its 
university in 1968. However, neither of the other two cities gave up the hopes and 
plans for a university.

In order to explain the institutional decentralisation process, the role of young 
people seeking higher education should be strongly emphasised. In the 1960s, a 
period with strong economic growth, the number of university students increased 
dramatically. The government was therefore of the opinion that a higher propor-
tion of students should be channelled into shorter courses and into institutions that 
for various reasons were less expensive to run due to little or no research activity 
and lower teacher salaries. Such considerations were common for many Western 
European countries (Jallade 1992), and the advice of the OECD was particularly 
important in this respect. In Norway, this policy led to the establishment of district 
colleges. However, in the mid-1970s, economic growth was replaced by stagnation, 
a situation which also influenced the view on higher education. The demand for uni-
versity education decreased while vocationally oriented studies in the college sector 
attained increased popularity. The district colleges still had wide political support, 
owing to the fact that the development of these institutions was regarded as much 
a question of regional policy as a matter of educational policy. The development 
of non-urban regions was an important political issue and in the 1980s, the district 
colleges and the professional colleges were given priority over the universities.

By the end of the 1980s, a further expansion in student numbers was no longer 
expected, mainly because of demographic trends and a subsequent decrease in sec-
ondary school-leavers. However, as visualised in Fig. 4.1, the number of students 
increased very strongly in the first half of the 1990s, particularly in the college sector. 
(The figure includes private colleges, but the large majority of students in the college 
sector have been enrolled in the state colleges.)

One reason for the unexpected growth in student numbers was increased unem-
ployment, and enrolment in higher education became an alternative to work to 
improve one’s position in the competition for future jobs. Another reason was the 
increased aspiration for entering higher education especially among the children 
of those parents who had graduated from universities and colleges during the first 
wave of expansion in the 1960s. A third reason was that higher education had 



72 4 Geographical and Institutional Decentralisation 

become more accessible because of the establishment and expansion of many insti-
tutions in the various regions. Finally, the demand for higher education increased 
particularly among women because of general changes in women’s role in society 
and increased female labour-market participation (Aamodt & Kyvik 2005).

The emphasis on economic rationales in education policy has been modest in 
comparison to other principles, such as individual rights to personal development 
and equal rights to higher education regardless of gender, social, and regional back-
ground. The main driving force behind the large expansion of the higher education 
system thus has clearly been the steadily increasing demand by young people for 
higher education, in particular in the college sector (Aamodt & Kyvik 2005).

Failed Attempts at Regionalisation

An important part of the Ottosen Committee’s proposal was an organisational and 
administrative coordination of all short-cycle post-secondary education in each 
region. Existing institutions and new study programmes were to be integrated in a 
common regional organisation of higher education, called district colleges. Twelve 
regions were proposed, four of them with a university. Norway has 19 counties; 
only six of these were to form a region of their own. The core of each college was 
to be located in a study centre. However, existing professional schools located else-
where in the region were also to be included in the college. The main arguments 
for this integration were that a study centre would offer students a broader choice 
of courses; a broader and better milieu for the teaching staff; and a better utilisation 
of buildings, libraries, and welfare installations.

The Committee defined a district college as an organisational superstructure of 
short-cycle post-secondary education in a region. This meant that a district college 
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did not necessarily have to be situated in one place, but could be located in different 
parts of the region. However, the Committee recommended that a college should 
be concentrated in one place in order to obtain an integration of the various institu-
tions. The Committee employed professional, financial, and social arguments to 
justify their views. From a professional standpoint, the co-location of several types 
of educational establishment in a single study centre would have advantages for 
contacts between students beyond the boundaries of their own field of study, and 
also provide them with the possibility to transfer between courses. Financially, the 
committee considered that centralisation would result in a more effective use of 
buildings and capital. The social aspect was also accorded much attention. A much 
broader spectrum of interest would be represented within a study centre and the 
college would be able to function as a cultural centre of considerable importance to 
the population throughout the entire region.

The proposal to integrate existing institutions and new study programmes in each 
region met with immediate resistance from some of the colleges concerned and their 
affiliated professional organisations. The resistance was particularly strong in the 
schools of teacher training and the colleges of social work (Sørheim 1979). They 
wanted no integration in a common organisation that could limit their autonomous 
position. In addition, they claimed that administrative and organisational integration 
of the various institutions in a region would lead to practical difficulties. Different 
professional and administrative traditions and different teaching methods would 
impede an integration process. Due to this resistance, the question of integration 
was postponed, and the district colleges were established as autonomous institu-
tions for new types of short-cycle higher education course without any formal ties 
to the professional schools in the region. However, the issue of integrated regional 
institutions was to be discussed on several occasions in the years to come.

The integration of post-secondary education at the regional level was initially 
a Labour Party idea, and the resistance to integration was supported by the other 
political parties in Parliament. The Ministry of Education, however, continued to 
work with the question of integration after the establishment of the first colleges. 
It was decided to establish regular consulting meetings of the rectors of the various 
colleges in each region, but both the Ministry and Parliament emphasised that these 
meetings were not to assume a managerial role in relation to the various institutions. 
These initiatives still met with opposition. The Norwegian Teachers Association 
stressed that the district colleges ought to remain independent institutions and that 
no superstructure over existing schools was needed. The Norwegian Social Workers 
Association emphasised that an integration of social work education into a regional 
college system would not satisfy the requirements for this programme. In addi-
tion, the development of a professional identity was regarded as essential, and this 
identity was best acquired in autonomous social work colleges. The rectors of the 
technical colleges expressed approval for cooperation between the various profes-
sional and vocational schools in each region, but stated that this cooperation ought 
to be carried out between autonomous institutions (Kyvik 1981).

In addition to resistance on a professional basis, it was argued that organisational inte-
gration of the various institutions would lead to practical difficulties (Sandvand 1976). 
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The colleges operated under different conditions, different administrative traditions, 
and different teaching methods. Moreover, they were located in different parts of the 
regions. The speed of the introduction of the reform therefore made it easier to establish 
the district colleges as separate institutions. But the fact that the question of integration 
was postponed also complicated the further integration process. During the trial period, 
the district colleges appeared as autonomous institutions with distinctive professional 
and administrative characteristics different from those of the colleges of teacher training, 
engineering, and social work. In addition, the district colleges soon sought to be com-
pared with the universities and not with the professional schools. The reference groups 
of most of the new study programmes were university disciplines rather than profes-
sional courses. Integration of all short-cycle post-secondary education in each region and 
establishment of study centres therefore seemed more problematic than ever before.

Still, the Central Advisory Board on District Colleges supported the idea of an 
integrated college system. In a report to the Ministry of Education in 1972, the 
Board stated that short-cycle higher education in each region ought to be located 
in a common study centre. Only under special circumstances should this pattern be 
deviated from. On the other hand, the Board emphasised that the future pattern of 
location ought not to be tied to the 12 regions proposed by the Ottosen Committee 
(Kyvik 1981).

In 1972, the Labour Party government was replaced by a new liberal/conserva-
tive government coalition. This government submitted a white paper to Parliament 
on the future structure of higher education. In this paper, where the Ottosen 
Committee’s report was subjected to a political scrutiny for the first time, a broad 
range of post-secondary professional schools were referred to as higher education 
in addition to the district colleges (Kyvik 2002a). However, many years were to 
pass before these schools formally achieved the status of a higher education institu-
tion. This was essentially the result of the proposal for regional study centres being 
rejected.

Contrary to the Labour Party government, the new coalition did not agree to the 
proposal of the Ottosen Committee for an integrated college system, but suggested 
that the various institutions should keep their autonomous position and be located in 
different parts of each region. This proposal must not only be regarded as recognition 
of the individual institutions and their distinctive character; the emphasis on a decen-
tralised location pattern was as much an expression of the general regional policy 
carried out by this government as of its educational policy. While it was the policy of 
the Labour Party government to build up centres of a certain population size in each 
region, the coalition was more inclined to support a dispersed location pattern. Two 
reasons were given for this: one based on regional policy, the other on educational 
policy (Kyvik 2002a). The regional policy arguments can be summarised in the fol-
lowing quotation from the report to Parliament (p. 84):

From an economic and an environmental viewpoint such regional centres would represent 
an inefficient utilisation of society’s resources and would otherwise integrate poorly into 
regional development policy. Rather than regional centralism, one should therefore focus 
on a broader distribution of higher education establishments at various locations through-
out the regions. For example, one might have a teacher training institution at one location, 
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a technical college at another, and a college of health and social studies at a third location 
within the region. A concentrated development in regional study centres would result in 
large institutions and professional environments. This could result in the educational insti-
tution becoming self-sufficient and consequently isolated from the local community such as 
seen to some extent with the universities. There is reason to believe that smaller institutions 
would be able to develop closer relations to the local community.

The educational policy arguments were as follows (p. 84):

The vocational value of various courses must not be set at variance. This would result in a 
distortion of the vocational courses currently existing at this level. Splitting up vocationally 
oriented courses into shorter courses directed towards the scientific disciplines would 
result in an undesired academic drift in educational courses. In vocational training it is 
essential to aspire towards the integration of theory and practice. The aim is a stronger 
application of a professional/scientific approach to the vocation, also in the curriculum. 
For example, both teachers and social workers will have their identity associated with a 
particular vocational training.

In line with its policy of decentralisation, the liberal/conservative coalition also 
changed the number of regions from 12 to 17. It stated that each of the 19 counties 
should constitute a region for post-secondary education, with two exceptions: the 
counties of Vest-Agder and Aust-Agder should form a common region, and like-
wise the Oslo and Akershus counties. The government was thus more interested 
in a broader geographical dispersion than that outlined by the Ottosen Committee. 
This was to occur by designating the counties as educational regions throughout 
which the various educational establishments would be dispersed. But the proposal 
for a joint regional board did not receive any support in the white paper. Instead, 
a council was proposed which was to be based on voluntary cooperation between 
the institutions.

The general election in 1973 brought the Labour Party government back into 
power. The report to Parliament prepared by the previous coalition was with-
drawn and replaced by a revised version, which was discussed in Parliament in 
1975 (Kyvik 2002a). The government retained the division into 17 regions. This 
was seen as natural, as the division in counties was used for most administrative 
purposes. Besides, this policy was in line with the persistent reform work within 
local administration in Norway. The counties were strengthened both politically 
and administratively in this period. However, contrary to the previous liberal/
conservative coalition, the government stated that the various institutions should as 
far as possible be concentrated to one site in each region. The idea of the Ottosen 
Committee for an integrated regional college system was accordingly maintained. 
The proposal implied a decentralisation of power from the Ministry of Education 
to regional boards for college education.

The white paper also supported the proposal by the Ottosen Committee to regard 
all education beyond upper secondary school as higher education – including 
schools for health personnel and maritime schools – which had not been included 
in the former government’s reform proposal. This was due to the desire to merge the 
many small educational establishments at this level into regional college  centres. 
However, several years were to elapse before all these institutions achieved the 
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status of higher educational colleges. Generally speaking, it could be said that this 
proceeded with the adoption of the upper secondary school examination as the 
universal entry requirement to higher education.

In the white paper presented by the Labour Party government, the decentralisa-
tion of higher education was also presented as an argument based on economic and 
cultural considerations as well as the general desire to increase access to higher 
education. Positive economic consequences would result from its expansion in 
the rural areas. State funds, which hitherto had been largely directed to the three 
 largest cities, would also be disbursed to the advantage of other parts of the coun-
try. Even more important were the indirect consequences for employment and the 
cultural life in these districts. Further, it was pointed out that the establishment of 
higher education institutions in other parts of the country would reduce geographic 
obstacles to higher education. A far greater proportion of students would be able 
to reside at home simultaneously with new options being created for part-time 
 studies for those who were unable to study elsewhere due to family and employ-
ment obligations.

Both the liberal/conservative coalition and the Labour Party government thus 
opted for a decentralisation of higher education. The disagreement was focused 
on whether development should take place in regional centres or in various local 
communities. There was also political disagreement over the need for integration 
of different educational programmes.

The Continuing Decentralisation

Even though some of the new district colleges were located in cities and urban 
areas where other post-secondary educational establishments were located, the 
development of the regional college system did not follow the guidelines given 
by the Labour Party government in all aspects. In two counties, Sogn og Fjordane 
and Finnmark, where the local teacher training college and district college were 
established in the same local community, the Labour Party government forced 
the two colleges to merge in 1975. However, after some years of endless local 
dispute, the forced marriages ended with divorce and the teacher training colleges 
and the district colleges were restored as autonomous institutions (Berg 2006; 
Yttri 2008).

There was also strong local pressure to have a share of the resources going to 
higher education. There were claims both for more regional colleges and for enlarg-
ing those that already existed. Counties and several municipalities without a district 
college or another regional college expressed their desire to have one. Such regional 
demands often proved to carry considerable weight, because all counties claim 
equal rights to public benefits. Partly in conflict with the government’s recommen-
dations, a majority in Parliament supported the establishment of a number of new 
educational institutions at new locations. The emphasis on institutional decentrali-
sation was at its greatest from 1976 to 1979, when the Minister of Education was 
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the former director of Rogaland District College. Under his responsibility, existing 
colleges for teacher training, engineering, and social work were upgraded to higher 
education institutions, and conceived as part of the national research system in line 
with a less restrictive concept of research. Consequently, the number of higher 
education institutions increased from fewer than ten in 1965 to some 70 in 1977, 
of which about 25 were new establishments (Kyvik & Skoie 1982).

While the whole of the 1970s was characterised by a decentralisation process 
within higher education, the 1980s were to become a time for reflection. In 1981, 
the Minister of Education expressed the opinion that Norway was approaching the 
limits of what was an appropriate number of institutions. He questioned whether 
the policy of decentralisation of higher education had gone too far. He blamed 
Parliament for being responsible for the development of a system of many small 
and dispersed institutions due to the enormous ambitions of members of Parliament 
on behalf of their region (Kyvik 2002a). The discussion should instead focus upon 
what was the ‘critical mass’ for educational institutions in a small country which 
was dependent upon the research and education communities being able to sustain 
an international quality. Expressions exclaiming that Norway possessed ‘the world 
record in the number of colleges’ in relation to its population, and that in the rural 
areas ‘a college was to be found on every cape’ added colour to the debate as well 
as pointing a finger at the problem (Skoie 1988:244).

In 1984, the Ministry stated that the number of institutions currently offering 
higher education courses had become very large. While 119 institutions offered 
such courses in 1973 (of which 74 were state, 13 were county, and 32 were private), 
this had increased to 227 institutions in 1982 (of which 114 were state, 48 were 
county, and 65 were private). The expansion, however, was essentially due to the 
fact that vocational courses had now achieved the status of higher education, and 
only to a limited extent to the establishment of new institutions. The mean size of 
institutions had declined from 536 students in 1973 to 387 in 1982. As many as 96 
colleges had fewer than 100 students in 1982 (Kyvik 2002a).

The Ministry further pointed to the fact that the public had generally been in favour 
of this decentralisation policy, but that critical expression had now been voiced against 
a continuation of this line. Vocational education, and particularly health education, 
was being provided at a very large number of small institutions. It had been possible 
to defend this at a stage when the various health institutions trained their own person-
nel. However, when these courses, both formally and in practice, became divorced 
from the health institution to which they were most closely associated, the result was 
a large number of very small colleges which would encounter increasing difficulties 
in meeting their future tasks. Maritime courses would also acquire less than optimal 
dimensions when they were to become severed from the upper secondary maritime 
schools of which they were formerly a part. Some of the more recently established 
teacher training colleges and district colleges were also relatively small and encoun-
tered difficulties in the ongoing restructuring process on account of there being too 
few applicants for a number of the courses on offer. Based on these considerations, 
the Ministry concluded that a large part of the increase in the total number of student 
places would continue to be located in those regions with relatively limited study 
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choices. However, this was not to occur through the establishment of new institutions, 
but rather through an expansion and strengthening of those institutions which were 
already established.

Nevertheless, the desire for further expansion in the rural areas persisted strongly 
in Parliament. This was expressed as late as in 1985 in the consideration of the 
Education Committee in Parliament. The Committee recommended that all regions 
should be ‘self-sufficient’ regarding education in ‘technical subjects, economics 
and business administration and health studies’ (Kyvik 2002a).

Explaining Geographical and Institutional Decentralisation

With decentralisation of higher education, we have referred to two different though 
closely interrelated trends: geographical decentralisation, which means that insti-
tutions, programmes, and students are spread to regions outside the traditional 
university cities, and institutional decentralisation, which means that training 
opportunities are spread to establishments outside the universities. Although geo-
graphical and institutional decentralisation are closely related processes, as shown 
in Table 4.1, the arguments of societal stakeholders, the state, and the institutions 
themselves for these developments are different.

Earlier we suggested that the reasons for geographical and institutional decen-
tralisation should be sought in structural developments and cultural trends in 
society, and in the role of interest groups at the various levels in the organisational 
field. In Norway, the geographical decentralisation of post-secondary schools obvi-
ously was strongly influenced by the need to cover local and regional demands for 
a skilled workforce. In a country with large distances between the major cities and 
most local communities, and with poorly developed infrastructural communica-
tion lines, the establishment of professional and vocational schools throughout 
the country can be regarded as part of a state-driven modernisation process. In a 
structural-functional perspective, the reasons for the particular localisation pattern 
of the various institutions can be found in characteristics of programmes and sites. 
Technical schools were located in local communities with an industrial infrastruc-
ture, teacher training colleges were established in regions in which trained teachers 
were in short supply, and nursing schools were established within the major hospi-
tals in each region.

Table 4.1 Arguments for geographical and institutional decentralisation of higher education

Geographical decentralisation Institutional decentralisation

The need for educational opportunities  The need for new types of higher education,
outside the traditional university cities  not covered by the universities

Regional needs for a skilled workforce The need to relieve the universities of some of 
  their teaching burden

The need for economic, social, and cultural  The need to reduce expenditures on higher
development in non-urban regions  education
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This decentralisation policy was facilitated by cultural currents in Norwegian 
society, emphasising equality among regions with the basis in an ideology rested 
on distributional justice. In addition, young people in non-urban regions should 
be provided educational opportunities in those parts of the country where they 
were born and raised. This was part of a general democratisation wave in society. 
The development of urban centres had long been a priority; now it was time for 
the rural districts to get their fair share of public goods. This change was of great 
significance for the expansion of the post upper secondary education system. The 
location of training institutions became an instrument of regional politics, and the 
1970s was a decade characterised by a trend towards decentralisation of higher 
education. There was a demand for education opportunities outside the traditional 
university cities to improve social recruitment into higher education, and a demand 
for economic and social development in the non-urban regions. Many new profes-
sional schools and district colleges were subsequently established in a variety of 
towns and non-urban communities. By establishing new institutions in regions 
where no university existed, with short-cycle vocational programmes, both geo-
graphical and social access to higher education would be considerably improved. 
From a human-capital perspective, education thus can be viewed, both by society 
and individuals as an investment with the likelihood of high returns (Schultz 1977). 
Geographic proximity to educational institutions was regarded as a precondition to 
enable young people to seek post-secondary education and resulted in a geographi-
cally decentralised pattern of post-secondary schools.

But neither structural nor cultural explanations are sufficient to explain the geo-
graphical decentralisation of post-secondary and higher education in Norway and 
the localisation of individual institutions. The decisions on actual establishments 
and localisations of professional and vocational schools and colleges were made 
by multiple actors and interest groups, of which Parliament had a central role. 
In these matters, the decision-making power was generally with representatives 
from non-urban regions. But an interest-group perspective reaches beyond power 
relations in Parliament. There is an enduring tradition of disputes over the location 
of public institutions in Norway, and the area of educational policy is no exception. 
The various regions had long been demanding their own training institutions, and 
the lack of state response to this resulted, in many instances, in the establishment 
of private schools, or schools run by municipal and county administrations. In addi-
tion, local hospitals established internal nurse-training courses to cover their own 
need for nurses, thus introducing another type of post-secondary education in the 
various regions.

While geographical decentralisation of post-secondary education had a long 
 history, the policy of institutional decentralisation of higher education first came to the 
fore with the establishment of district colleges in the late 1960s. As shown in Table 4.1, 
different arguments were used to legitimise institutional decentralisation: the need 
for creating new types of vocationally oriented study programme, the need to 
relieve the universities of the need to provide elementary education, and the need 
to channel students into shorter and less-expensive programmes. Concurrently, 
the establishment of district colleges must also be regarded as a continuation and 
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enhancement of the policy of geographical decentralisation. Two parallel trends, 
the demand for geographical dispersion of public goods in terms of higher educa-
tion and the need for developing new types of study programme, thus should form 
the basis for major innovation in Norwegian higher education (Kyvik 1983). The 
district colleges were founded on a set of twin objectives which, by their content, 
came to place them somewhere between the professional schools and the universi-
ties (Kyvik 1981; Fulsås 2000).

A structural-functional explanation for the larger expansion of the college sector 
would be the demand by the labour market for a skilled workforce holding pro-
fessional and vocational degrees in engineering, nursing and other health profes-
sions, economics and business administration, teacher training, and so forth. This 
is partly due to technological innovation which has created new occupations and 
new demands for a highly educated workforce, and partly due to the development 
of the welfare state and the need for professional workers in education, health, and 
social care. According to this explanation, which builds on the human-capital tradi-
tion (Schultz 1977), the labour market has needed more people with professional 
or vocational degrees offered by the college sector than people with university 
degrees. In addition, changes within the education system itself through the build-
ing up of the upper secondary school system qualified a large share of each cohort 
for entrance into the higher education system, and there was a fear of crowded and 
expensive universities if young people did not have alternative educational opportu-
nities (OECD 1973; 1974). In Norway, state authorities assumed that labour market 
needs for people with a college degree would be stronger than for university candi-
dates. This policy, however, was not only a product of internal national discussions, 
but was also strongly influenced by reports by the OECD secretariat in the 1960s 
and 1970s and by the view common among member states of the need for establish-
ing real alternatives to universities. Finally, the preference of a majority of young 
people for college education as a way to achieve a degree for access to the labour 
market should not be underestimated as a partial explanation for the institutional 
decentralisation of higher education.

The processes of geographical and institutional decentralisation thus came to 
reinforce each other. A geographically dispersed pattern of colleges was a precon-
dition for institutional decentralisation of higher education to take place, and the 
latter process enhanced the geographically decentralised institutional pattern.



Introduction

The development of post-secondary education outside universities has first of all 
been characterised by the continuous establishment of new study programmes and 
courses. The classic programmes for teacher training, technical education, and 
nursing have been succeeded by numerous other vocationally oriented training pro-
grammes as well as basic academic courses. In addition, professional programmes 
have often developed a number of different specialities. Thus, an ever-increasing 
functional differentiation has taken place, in recent times partly as a result of modu-
larisation. This strategy has allowed for the creation of many new small courses 
designed to cater for particular demands in society for specialist competence 
(Neave 2000), and this process still continues.

The development of post-secondary education outside universities is also a story 
of the establishment of separate schools for the different programmes. Teachers 
were educated in teacher training schools, nurses in nursing schools, social work-
ers in social work schools, pre-school teachers in their own institutions, artists 
and designers in academies, musicians in conservatories, and so forth. This dif-
ferentiation of study programmes in autonomous institutions was followed by a 
parallel diversification of organisational forms, school owners, funding, admission 
requirements, curricula, and qualifications of staff, in turn leading to a heterogene-
ous education sector.

The research questions asked in this chapter subsequently are as follows: Why 
did these processes of differentiation and diversification take place? Why were the 
different programmes organised within separate and autonomous schools and not 
within the borders of comprehensive multi-faculty institutions? Why did not state 
authorities standardise the various properties of the programmes from the outset?

The answers to these questions are not easily detectable, especially not consider-
ing that some of the programmes and schools were established in the nineteenth cen-
tury, and only scattered information is readily available. Still, an attempt to unveil the 
causes of these differentiation and diversification processes will be made by review-
ing the establishment and development of professional schools for teacher training, 
engineering and maritime education, health and social studies, and other specialist 
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professional schools. Most of these short-cycle programmes and institutions come 
from a long and unique historical tradition, and the chapter only gives a sketchy out-
line of the changes that have taken place. In addition, the chapter gives an account 
of the establishment and development of district colleges, and how these institutions 
enhanced differentiation of study programmes and diversification of organisational 
forms, curricula, and staff qualifications in the college sector.

Differentiation and Diversification: A Theoretical Approach

In a historical perspective, the establishment of professional programmes for 
teacher training, technical education, and nursing can be regarded as a public or 
private response to technological, economic, and social changes in society, and the 
subsequent need for trained personnel in new occupational specialities. In the first 
half of the twentieth century, these early vocational programmes were succeeded 
by attempts to create other specialised courses for various health- and social-related 
occupations, but it was not until the 1950s and 1960s that this development acceler-
ated. The emergence of the notion of welfare societies in Western Europe created 
new occupations to cater for various needs and demands particularly related to the 
health and social sectors. The development of a differentiated post-secondary and 
vocationally oriented education system to cover the needs of an equally diversified 
labour market for qualified manpower was regarded as important and natural.

Structural-functional theory thus suggests that the different needs of society 
and its subsystems will manifest themselves in particular structural arrangements. 
With regard to differentiation of study programmes, according to this theoretical 
tradition, development and social change proceed through processes of division 
of labour, specialisation, and structural differentiation (Eisenstadt 1964). Thus, it 
is quite natural that when new needs for higher education courses are identified, 
they will be catered for by adding new components to the prevailing structure. The 
need for primary school teachers in the nineteenth century materialised in teacher 
training schools, the need for nurses in nursing courses, the need for technicians in 
technical schools, and so forth. The increasingly differentiated educational field is 
accordingly a function-induced and efficient structural pattern of programmes and 
courses of particular importance for the development of society.

With regard to the diversification in this field of organisational forms, proce-
dures, entrance requirements, and so forth, a functional explanation will empha-
sise that there is no universal and optimal way of doing things across different 
programmes with their specific purposes and needs. What are the most efficient 
arrangements and procedures for the training of students will subsequently vary 
between programmes.

However, a structural-functional theory of differentiation and diversification has 
obvious weaknesses. Because it is above all the increase in efficiency attributed to 
specialisation which has served as an indirect causal explanation of structural differ-
entiation of social roles and organisations (Rueschemeyer 1977), we would expect 
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that the more heterogeneous the organisational field becomes, the more efficient 
it will become. But as Rueschemeyer (1977) has argued, the connection between 
structural differentiation and efficiency is not a simple matter. What is efficient in 
terms of one preference structure may be wasteful by other criteria, and since prefer-
ence structures vary, what efficiency means is always and inevitably determined by 
different interests and values in society. Thus, efficiency cannot serve the central role 
in a functional explanation of structural differentiation and diversification.

Another theoretical tradition of relevance for the analysis of differentiation and 
diversification processes is concerned with ‘the drift of ideas’ and their impact on 
social structure. In our context, this approach focuses on the impact of existing 
study programmes and courses in other countries for the establishment of similar 
programmes in a specific country. Thus, the reason why a particular programme 
is established can be due to the fact that such a programme already exists in 
another country and is regarded as a model which can be copied. The idea for a 
new programme may not originate in a recognised societal need in itself, but as a 
cultural import of an existing solution to a non-attendant problem. Likewise, vari-
ous organisational forms, procedures, curricula, and entrance requirements in the 
different programmes can be based more on imitation of similar forms and regula-
tions in other countries than on specific needs in the country in question. For some 
reason or another, some ideas on how this part of the educational system should 
be organised and run are adopted as meaningful, although the beliefs and values 
underpinning these ideas are not necessarily shared by all members of the organi-
sational field.

While a functionalist approach will tend to look at system needs based on struc-
tural changes and needs in society, and a cultural approach will emphasise imitation 
of existing models, a third perspective on differentiation and diversification is the 
role of various actors and interest groups in the establishment and development of 
courses. In an early work, Eisenstadt (1964) pointed to the role of entrepreneurial 
groups and innovating elites in such processes. According to this theoretical tradi-
tion, the needs, interests, and values of different actors should be regarded as the 
major explanatory variable of differentiation and diversification, and not the rather 
vague functional and impersonal needs of society, or the drift of ideas of what a 
modern educational system should look like (Rueschemeyer 1977). Thus, Rhoades 
(1990) has argued that the key to understanding functional differentiation and diver-
sification in higher education systems lies in examining the nature, values, and power 
of, and the relationships and struggles between, the various interest groups within 
the organisational field. He suggests that attention should be directed to both the 
state and a wide range of groups acting through the state to affect differentiation and 
diversification, as well as to political competition between various interest groups.1

In line with this way of thinking, we should look for the reasons for these dif-
ferentiation and diversification processes by studying the roles of key actors at the 
various levels in the organisational field and how they were impacted by structural 
and cultural change in society as well as within the organisational field itself.

1 For a general analysis of differentiation and diversity in higher education, see Huisman (1995).
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The Establishment of Professional Programmes and Schools

In most countries, the establishment of professional programmes and schools is 
based partly on state initiatives, and partly on private initiatives. This is also the case 
in Norway, where the largest programmes are teacher training, engineering, and 
 nursing. In addition, many smaller professional programmes have been established 
within separate institutions, in particular within the field of health and social edu-
cation. Professional programmes initially established in autonomous schools also 
include specialities such as librarianship, journalism, music, and hotel management.

Teacher Training

Teacher training offered by institutions in the college sector encompasses gen-
eral teacher programmes, pre-school teacher programmes, and vocational teacher 
programmes.

General teacher education is the professional programme with the longest 
traditions dating back to 1827, when teacher seminaries with 2-year training pro-
grammes were established (Dahl 1959). In addition to the public schools, private 
seminaries were also founded by individuals and organisations that were not con-
tent with the state-run school system. These latter seminaries usually operated on 
the basis of values that were somewhat different from those which prevailed in pub-
lic institutions, with more emphasis placed on Christian elements in their courses, 
contributing to a diversification of teacher training.

Pre-school teacher training is an interesting example of how opposite interests 
of professional groups and governmental ministries enhanced differentiation pro-
cesses in college education. This kind of training was first established in private 
institutions and later by a few municipalities and counties (Bøe 1980; Greve 1995). 
Until 1970, it was only taught in five schools, where training towards child wel-
fare work was an important objective, in addition to pre-school teacher education 
(Kyvik 2002a). This double purpose within a common degree, however, proved not 
to be satisfactory. Even before the Second World War, there were attempts to split 
the training in two: one for orphanage- and one for kindergarten childcare, but it 
took a long time before this was eventually achieved (Bøe 1980). In this instance 
the Ministry of Social Affairs and the Ministry of Education were in disagreement 
as to whether this training should consist mainly of child welfare or of pre-school 
education. This fight between different professional interests finally resulted in the 
separation of pre-school teacher training from child welfare education.

Vocational teacher training was traditionally synonymous with handicraft, phys-
ical education, domestic science, commerce, and office work, and was taught in a 
series of institutions dedicated to each individual subject. Four schools specialised 
in handicraft teacher training, and two others in domestic science. In addition to 
these there were specific institutions for the practical and theoretical education of 
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vocational teachers (Kyvik 2002a). Vocational teacher training was also dispensed 
in music academies, even if these were not traditionally regarded as institutions of 
teacher education. These academies had partly been established by private actors, 
and partly by some of the counties.

Engineering and Maritime Education

These programmes share a certain degree of similarity as regards content, but until 
the college reform in 1994, they were dispensed – with a few exceptions – within 
separate institutional structures.

Engineering education has its roots in the nineteenth century when four techni-
cal schools were established. The first was opened in 1855 by the navy. Three more 
schools followed in the 1870s, offering a 3-year course. Still a need was felt for 
technical training at a higher level, but Parliament repeatedly refused the creation of 
a university institution specialising in engineering. As a result, two schools added a 
fourth year of term in order to provide for these demands. In 1910, the Norwegian 
Institute of Technology was established, and the existing technical schools were 
renamed technical intermediate schools. They offered a 2-year course, to which was 
added compulsory work experience equivalent to 2.5 years. The technical interme-
diate schools were reclassified as technical schools in 1936, leaving Norway still 
with four schools, all of them established in the previous century. In the post-war 
period, however, a large number of new technical schools were established, mainly 
by the counties but also on private initiative.

Maritime education was initially offered by a large number of maritime schools. 
As a coastal nation, equipped with a considerable national and international mer-
chant fleet, not to mention its fishing fleet, from the 1960s onwards, Norway invested 
heavily in the shipping industry. The introduction of new ship technology created 
a demand for improved training of officers and crew. Quite a number of seamen’s 
schools were established at secondary level, and modules in maritime education 
were introduced by some of the technical schools. There were individual schools 
dedicated to specific maritime trades, including cook and steward, radio technician, 
fishery trades, navigation, machinist, as well as a school for marine safety training.

Health and Social Education

This field encompasses a wide variety of programmes and courses which by and 
large belong to a different tradition and background than other short-cycle profes-
sional studies. Some of the courses have traditions dating back to the nineteenth 
century, while other courses were first introduced in the 1950s or later.

Nurse training is one of the oldest and largest of the programmes in the non-
university sector and evolved from training attached to the hospitals to autonomous 
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courses forming part of the regional college system (Askjem 1996). The first study 
programme in nursing was established in 1868. The establishment of formal train-
ing was originally initiated by voluntary religious and humanitarian organisations, 
and most of the nursing schools were established by these organisations (Karseth 
2002). Different school owners resulted in equally different curricula and a highly 
diversified nurse training system.

Social worker training began as a privately run school established in 1920 by the 
Norwegian Women’s National Council. Training social workers was only deemed 
a public duty after the Second World War. It was in 1949 that the National School 
of Local Government Administration and Social Work was created, offering social 
worker training in one section, and local government administration in the other. 
The layout of this particular school was described as a forced marriage between 
two different programmes, and, in the following years, several proposals strove to 
have it split into independent institutions, each dedicated to one educational objec-
tive (Tutvedt 1990). The 1950s and 1960s witnessed a comprehensive expansion of 
the social services. The Social Welfare Act, which came into force in 1965, stated 
that every local authority should have its own social welfare office, and this led to 
a growing demand for social workers able to deal with individuals and families. 
Training capacities simply had to be increased. In 1962, the first independent 
school of social work was opened, followed in 1966 by another institution. In 1968, 
yet another school of social work was established, albeit this time as a private insti-
tution, based on Christian values.

Other health and social education courses established as autonomous schools 
include radiology, occupational therapy, medical laboratory technology, pharmacy 
preparation, audiology, orthopaedic engineering, sign language interpretation, den-
tal hygiene, social education, and child welfare education. Health and social educa-
tion are firmly anchored in the public sector, where the state has played a central 
role in regulating the market (Erichsen 2002). Thus the establishment of a course in 
occupational therapy in 1952 has to be regarded in connection with the introduction 
of disability insurance schemes. Similarly, the first child welfare course, established 
in 1951, must be considered a result of changes in the public care of children and 
young people. The establishment of the social educator programme in the 1950s 
owes a lot to the demand for qualified personnel to care for people with mental 
disabilities. The National School of Local Government Administration and Social 
Work was established as a result of the expansion of a more socially conscious 
policy in the public sector.

In conclusion, this cursory overview of the establishment of short-cycle profes-
sional education in Norway illustrates the process of differentiation of an increasing 
number of new programmes in autonomous schools. It goes without saying that 
within the frames of this study, it has not been possible to examine the background 
and reasons for each of the large number of establishments. It is obvious, however, 
that technological advances, economic development, and social change have con-
stituted the bases for the creation of study programmes in an increasing number 
of new fields and specialities, and that foreign models have been important in this 
process. The functional organisation principle with separate schools for individual 
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programmes was not contested by and large, mainly due to the diversity of school 
establishers: different governmental ministries, counties and municipalities, hospi-
tals, and private organisations. In those few cases where different study programmes 
were established within a common organisational structure, professional interests 
worked successfully towards division into separate schools.

The District College Reform and Its Reception

In the late 1960s, a new type of higher education institution was established – district 
colleges –with the specific purpose of enhancing study programme differentiation 
and the diversification of instructional methods and curricula. These colleges came 
to play an important role in the further transformation of the college sector, and 
therefore it is appropriate to describe their origin and establishment in more detail.2

In 1965, the Committee on Post-Secondary Education (the Ottosen Committee) 
was established by the government to assess future needs for education at this level. 
The government foresaw the necessity of introducing major structural reforms in 
order to cope with the changing and increasing demands for higher education. 
Among other things, the Committee was requested to assess the need for new types 
of education that could serve as alternatives to more lengthy studies at the universi-
ties for upper secondary school graduates. The development of the post-war indus-
trial and welfare society had created new kinds of work and jobs that required new 
kinds of skills. In a relatively short period of time, the social structure had changed. 
There was a growing need for a qualified workforce and vocationally oriented 
higher education. On the one hand, the existing professional schools provided a lim-
ited number of programmes, specialising mainly in a single field: teacher training, 
nursing, social work, engineering, and so forth. On the other hand, the traditional 
theoretical university programmes did not satisfy the need in industry, commerce, 
and the public service for practical and vocational knowledge (Ottosen 1979).

The Ottosen Committee presented five reports from 1966 to 1970. The first 
report outlined some of the main problems of the future education policy and pro-
vided some estimates of the total need for places in post-secondary education. The 
need for places during the last part of the 1980s was estimated to be 90,000. This 
implied a trebling of the number of students compared with 1965. With reference 
to the distribution of places, the Committee estimated that 65,000 were to be found 
within the university sector and 23,000 within other post-secondary education insti-
tutions. According to the Committee, this increased capacity could only be attained 
by reorganising the structure of the post-secondary education system.

2 In the years 1978–1980, I undertook a project on the decentralisation of higher education and 
research in Norway (Kyvik 1980, 1983). As a part of this project I conducted a study of the estab-
lishment and implementation of the district colleges as a collaborator in a European comparative 
project organised by Cerych and Sabatier (1986). The study (Kyvik 1981) covers the years 
1966–1981; the period during which the district colleges were established.
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In its second report, the Ottosen Committee proposed that a new type of higher 
education institution should be established through mergers of professional schools 
in each region, and by developing new types of short-cycle and work-oriented 
education as an alternative to the universities and the existing professional schools. 
The colleges should constitute a new alternative in higher education, contribut-
ing to a more differentiated and diversified post-secondary education system. The 
Committee stated that the well-established course boundaries might constrain the 
development towards new combinations of studies, thereby preventing new prob-
lems being tackled adequately. It was seen as important that in the future, special 
attention should be paid to the importance of establishing combinations of studies 
which traversed the traditional boundaries. Flexible transfer between same-level 
institutions would increase the possibility for a student to achieve a specific qualifi-
cation based on a combination of courses undertaken at different institutions. Based 
on an assessment of the future requirements for new combinations of courses and 
students’ demands for study choice, the Committee proposed the introduction of 
a course credit system with the possibility for flexible transfer between individual 
institutions and programmes. As an example, the Committee suggested a break-
down of courses into 2 + 2 years, 2 + 1 years, or even 1 + 1 + 1 + 1 years. The extent 
to which such modularisation was possible and desirable was to be determined by 
the institutions based on the needs of the various programmes.

Within the teacher training schools, the ensuing debate concentrated on decid-
ing the degree to which teacher training should provide specialised vocational 
education for a particular profession with its specific curriculum requirements. 
While the supporters of integrated regional institutions favoured the idea that train-
ing could also be provided by teachers who were not part of the regular teacher 
training staff, the teacher training school labour union feared that it might weaken 
teacher training as a form of vocational training. Other professional schools also 
argued along the same lines, and that professional education should be offered by 
autonomous schools dedicated to the education of the future members of each of 
the semi-professions.

The Ottosen Committee had stressed the importance of treating their different 
reports and proposals for a reorganisation of post-secondary education in Norway 
as a whole. However, Parliament decided that the development of vocationally 
oriented programmes should be given priority, and this process led to the establish-
ment of district colleges as autonomous institutions for a trial period until 1974. 
The original proposal to develop an integrated educational system at the regional 
level was to be reconsidered at the end of the trial period. After the withdrawal of 
this proposal, the reform did not directly concern the existing professional schools. 
Their autonomous position remained unchanged. The postponement of the difficult 
integration question and the enthusiasm at all political levels thus made the plan-
ning and the establishment of district colleges a speedy process. The three first 
colleges had already been established in 1969.

Following the general guidelines of the Ministry of Education, the Ottosen 
Committee proposed the creation of a variety of new study programmes and courses. 
Separate reports were made on programmes in economics and business administration, 
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business administration and technology, journalism, and electronic data processing. In 
addition to these, several other courses were mentioned: work in the health service and 
social institutions, public administration, transportation, fisheries, shipping, tourism, 
food technology, special education, local planning, and agricultural technology. The 
normal length of the programmes was proposed to be 2 years.

The Ministry of Education and Parliament supported the proposals of the Ottosen 
Committee. The Ministry stressed that it would be particularly important to estab-
lish short-cycle programmes which qualified directly for work in a chosen career. In 
Parliament, the Minister of Education characterised the district college as ‘primarily 
a higher vocational school’ (Kyvik 1981).

In university circles and especially in student groups, the reaction was however 
rather negative. Radical student groups regarded the proposal for vocationally 
oriented and short-cycle programmes as a rationalisation of higher education in 
compliance with the needs of capitalist interests. They feared that students in the 
district colleges would have little opportunity to develop self-reflection and a criti-
cal understanding of society (Vollset & Aamodt 1972).

The Ottosen Committee did not thoroughly discuss the question of recruitment 
of staff, but suggested that criteria for qualification should be comparable to those 
of the universities. However, this was not to be a general requirement. Only for 
those teaching university courses should this be an indispensable condition. The 
Ministry of Education, on the other hand, claimed that the same standard should 
generally apply to teaching in district colleges as to teaching in universities. 
Appointment of well-qualified teachers was regarded as necessary, and external 
appointment committees ought to evaluate applicants. The Ministry maintained 
that qualifications other than ability and experience from research should also be 
taken into account, but such criteria were not discussed. When establishing the first 
district colleges, Parliament decided that qualifications for appointment to teach-
ing positions were to be the same at the district colleges as for similar positions 
at the universities. However, research competence should not constitute the only 
criterion for appointment; teaching experience should also count (Kyvik 1981). 
Subsequently, the career structure in the district colleges came to be different from 
that in the professional schools.

Within the Ministry of Education, a District College Section was established 
to attend to matters of administration. In addition, a Central Advisory Board on 
District Colleges was established in 1969 with members from various institutions 
and society at large. The advisory board was to be concerned with developments 
within the colleges, partly by appointing committees and working groups to prepare 
curricula in new subjects. It is likely that these solutions contributed to the success 
of the reform. The alternative to a new section in the Ministry would have been to 
place development work within the frames of the existing administrative structure, 
running the risk that traditional bureaucratic routine would hamper development 
work. The solution chosen was therefore more fruitful for innovation. Moreover, the 
appointed head of the district college section, the former secretary of the Ottosen 
Committee, was enthusiastic about the reform and obviously a driving force, and a 
so-called fixer (Bardach 1977) in the implementation process.
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At the local level, each college would have a board of seven members. Two 
of the members were appointed directly by the Ministry, three members were 
appointed by the county assembly, one member was elected by and from the teach-
ing staff, and one member by and from the students. The Ministry of Education 
would have the formal responsibility for the approval of teaching programmes and 
the final authority in matters concerning examinations, awarding of degrees, and the 
qualifications of the staff. The internal organisation of the district colleges was left 
mainly to the various college boards to decide upon.

The Creation of Study Programmes in the District Colleges

In the first years, the development of study programmes was conducted along 
two lines. First, the Central Advisory Board on District Colleges appointed com-
mittees and working groups to prepare new curricula for the various disciplines. 
Second, the individual colleges also pursued innovative projects and the staff spent 
a considerable amount of time planning new courses. The Central Advisory Board 
considered much of its work as transitory; as staff numbers grew in the colleges, 
the development of new programmes and courses were gradually taken over by the 
individual institutions. Apart from the first courses established, the idea and the 
design of new programmes originated in most cases within the colleges themselves. 
The district colleges put forward proposals for new subjects to the Ministry of 
Education, for which, in turn, the latter evaluated the need.

Generally speaking, the different courses were introduced in the following order: 
a 2-year programme in economics and business administration, some first-year 
university courses, and new types of short-cycle, vocationally oriented courses. The 
 reason for this particular order of development was the speed of the establishment of 
the colleges. The urgency created the necessity to do what could be done in the short-
est possible time. There was thus a definite need for employing existing or easily 
available solutions when it came to giving content to the new educational system.

Normally, situations like this give the various actors, whether they be individu-
als or interest groups, a good occasion to influence on the implementation process. 
When goals are not precisely formulated as well as being in conflict with each 
other without clear priorities, various actors may be able to promote their particular 
interests and demands in the course of the implementation process. In addition, this 
educational reform was implemented within organisations too young to have devel-
oped traditions. The district colleges were to be autonomous institutions with new 
courses and curricula. The teaching staff would be new, and rules and regulations 
had to be established and implemented in the colleges. The implementation of the 
district college reform thus was an excellent opportunity for individuals and groups 
to realise their particular interests and plans. The relatively vague formulation of 
many of the objectives provided the possibility for the colleges to develop their 
identity according to their own definitions of the purposes of the new institutions 
and their educational content.
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When establishing the first district colleges, only one study programme – a 
2-year programme in economics and business administration – was available. The 
Norwegian School of Economics and Business Administration had prepared a 
framework for a 2-year course of study, and the Ministry of Education then worked 
out a detailed curriculum. Most of the colleges subsequently introduced this study 
programme.

The colleges soon took the initiative to introduce university courses as well. 
A stated objective was that the colleges should give some elementary university 
education, but the speed of the introduction met opposition in the Central Advisory 
Board. The Board maintained that priority was to be given to development of 
courses different from those given by the existing institutions. The sudden introduc-
tion of a series of university courses could possibly give the colleges a too strong 
academic profile. The main emphasis, however, was placed on the development 
of new programmes. This was partly due to a relatively restrictive policy in the 
Ministry of Education, and partly due to a priority in the colleges themselves for 
alternative education.

The district colleges were also to meet local needs for higher vocationally ori-
ented education. The courses were to be relevant for the particular social and eco-
nomic conditions in the various regions. It seems clear that local needs influenced 
the content of several of the initial courses. Some typical examples are the follow-
ing: Finnmark District College established courses in Sami and Finnish. Finnmark 
County has a large Sami minority and shares a border with Finland. Many people 
in the northern parts of Norway and Finland are also ethnically related. Nordland 
District College developed courses in fishing, a most important industry in that 
region. Rogaland District College established programmes in petroleum engineer-
ing and engineering management. The oil industry and oil administration were con-
centrated mainly in this county. Other colleges were also innovative with respect to 
establishing new types of programmes. The most typical examples are Tourism at 
Oppland District College, Transportation at Møre og Romsdal District College, and 
Mass Media and Communication at Møre og Romsdal District College. In addition 
to covering regional needs, these programmes were meeting national demands for 
qualified manpower.

Around 1980, the district colleges offered a wide range of study programmes, 
which could be divided into three categories: (a) studies lasting 2–3 years and leading 
to a district college degree, (b) special courses lasting 0.5–1 year, and (c) university 
courses of 1–1.5 years in length. Throughout the 1970s, more than 70% of the students 
were enrolled in category (a) programmes, and about 20% of the students in category 
(c) courses. From 1973 to 1979, the share of students in category (a) programmes 
declined from 74% to 70%, and in category (c) programmes from 25% to 21%, while 
category (b) programmes increased their share from 2% to 9%. These latter courses 
were developed by the district colleges themselves and represented an innovation in 
the courses offered in Norwegian higher education. However, these percentages varied 
much between individual colleges (Kyvik 1981).

The ideas behind the establishment of most of the new courses originated within 
the colleges themselves. The colleges put forward proposals for new programmes 
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and courses to the Ministry of Education which then assessed the need in a national 
context. The delegation of power and responsibility to the district colleges was a 
deliberate policy from the Ministry. Creating new courses and study programmes 
requires time and is dependent on contributions by teaching staff. This decentral-
ised process obviously led to a higher degree of innovation and experimentation 
than otherwise would have been possible.

The Ottosen Committee suggested that the district colleges should have impor-
tant commitments in continuing and adult education, particularly with respect to 
local needs for a qualified workforce, but also with regard to adult education in gen-
eral. Both the Ministry of Education and Parliament emphasised the importance of 
lifelong education and the role of the district colleges in this respect. The Ministry 
stressed that special courses should be developed for part-time students and indi-
cated that up to 25% of the teaching capacity could be used for this purpose.

According to a recalculation of part-time students into full-time students under-
taken by the Ministry of Education, the average proportion of part-time students 
in relation to full-time students was relatively constant in the years 1973–1979, 
varying between 16% and 18%. Most of the colleges had thus fulfilled the original 
goals for adult and continuing education to a reasonable extent. However, this per-
centage varied considerably between colleges. The reasons for these differences are 
not easily understandable, but both geographical factors and attitudes towards adult 
and continuing education probably contribute to an explanation (Kyvik 1981).

The Ministry of Education also emphasised that the district colleges should 
engage in educational reforms with respect to the curriculum, instructional tech-
nology, etc. New ideas would be easier to adapt in these colleges which lacked the 
traditions of the old institutions. A separate report on educational reforms in the 
district colleges was made on the Ministry’s initiative. Here it was suggested that 
the district colleges should attempt to break with tradition in curriculum, planning, 
methodology, and student evaluation (Kyvik 1981). This report was not taken into 
consideration by the Ministry. However, Parliament regarded experiments in this 
field as valuable in the trial period.

There is little doubt that the district colleges were a successful innovation in 
Norwegian higher education. Many new vocationally oriented programmes and 
courses were created, the majority of them being interdisciplinary. The colleges 
represented a new tradition within the educational system, and many young people 
obviously regarded the institutions as an attractive alternative to university educa-
tion and to short-cycle professional education, bringing about differentiation and 
diversification in higher education.

The District College Reform in an International Context

In its first report, the Ottosen Committee referred to structural changes in the 
organisation of short-cycle post-secondary education in some other countries. The 
Committee noted the long-existing American junior or community colleges, which 
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not only had as their purpose to qualify young people directly for the labour market, 
but also to prepare for continuation of studies at university level. Another country 
pointed at was Canada with its diverse system of colleges with different organisa-
tion and purposes in the various provinces. In Europe, reforms in Yugoslavia, France, 
and Sweden were mentioned as particularly relevant. In the early 1960s, Yugoslavia 
had established 2-year post-secondary colleges (Viša Škola) which offered termi-
nal vocational courses as well as possibilities for transfer to the universities. This 
reform was in fact the first European experience of relatively autonomous institu-
tions outside the universities providing 2-year courses considered equivalent to the 
first 2 years of university study (OECD 1973). France had at that time decided to 
establish instituts universitaires de technologie (IUT), which were to be formally 
departments of universities, but with a larger degree of autonomy than ordinary 
university departments in dealing with recruitment of staff and in budget matters. 
These 2-year institutions were established in order to meet the expected need for 
engineering qualifications higher than technical vocational schools but lower than 
that of civil engineering graduates, as well as the need for vocational programmes 
in economics and business administration and other subjects (Cerych & Sabatier 
1986). In Sweden, the government had recently decided to establish four university 
branches to relieve the universities of their teaching burden and to decentralise edu-
cational opportunities to regions outside the location of the traditional universities. 
These branches should essentially offer introductory courses and the staff should 
not conduct research. Finland was another country that had some influence on the 
thinking of the Committee through the establishment of several small regional uni-
versities and colleges with university status (Sørheim 1979).

However, neither the Swedish nor the Finnish reforms with their expansion 
of traditional university programmes were regarded as relevant models for the 
development of the Norwegian higher education system. The Committee feared 
that these countries in the succeeding years would suffer from an overproduction 
of university graduates and a shortage of vocationally trained people. The deci-
sion to establish an alternative to the established universities was explained as 
follows (Sørheim 1973: 70):

The alternatives were established primarily with a vocational goal rather than as a first 
cycle of university studies, as has been the case with the affiliated universities in Sweden. 
One of the main arguments against the Swedish solution is that affiliated universities can 
only grow in one direction, namely towards the universities; that diversification would be 
less and that such a policy would strongly increase recruitment to the longer university 
studies.

Instead, the Committee suggested that Norway should build up a set of higher 
education institutions which should offer an alternative to traditional university 
education through the creation of new types of vocationally oriented short-cycle 
programmes qualifying directly for entry into the labour market. Yet, the idea 
that elementary university education could be offered at these institutions was 
embraced, and the Committee proposed that the district colleges should offer 
some first-year university courses as well. The British binary system introduced 
in 1965, with a clear division between universities and polytechnics, was briefly 



56 3 Differentiation and Diversification

mentioned in the report but not regarded as a model for the future organisation of 
post-secondary education in Norway.

With the establishment of district colleges in the late 1960s, Norway can be 
said to have started the process of turning a university-dominated higher education 
system into a dual system. The full transition to a dual system took place gradually 
with the formal upgrading of the professional schools to higher education institu-
tions in the mid-1970s and early 1980s. In this respect, with the exception of UK, 
Norway was among the first Western European countries to establish alternatives 
to universities at the level of higher education. In the Netherlands, vocational 
programmes were granted status of higher vocational education in 1968. In the 
same year, Germany resolved to establish fachhochschulen, and Ireland established 
regional technical colleges at the end of the 1960s. The district college reform was 
clearly inspired by developments in other countries to establish new higher educa-
tion institutions outside the established universities, but was not a copy of organi-
sational solutions in these countries. Instead, it was considered appropriate to build 
up higher education institutions that combined vocationally oriented programmes 
and university courses. As such, the new colleges would become a hybrid of insti-
tutional solutions chosen in other countries. The introduction of university courses 
in these institutions should later prove to be a Trojan horse within the college sec-
tor, bringing in staff with academic ambitions and values other than those held by 
existing staff in the professional programmes.

Explaining Differentiation and Diversification

In this chapter, it has been suggested that the continuous differentiation of pro-
grammes and courses in the college sector should be explained as a function of 
the role of interest groups at the various levels in the organisational field, and how 
these vested groups were influenced by structural and cultural changes in society 
and within the organisational field itself. For analytical purposes, it might however 
be useful to start the concluding discussion by looking at differentiation and diver-
sification in a structural and cultural perspective before proceeding to the analysis 
of the role of various interest groups.

A structural-functional perspective implies that the establishment of the major 
professional programmes for teacher training, nursing, technical education, the 
many different courses in health and social education, and other specialist courses 
can be regarded as a response to structural changes in society, and to societal 
demands for trained personnel in new occupations. Thus, the present programme 
structure in the college sector has been shaped primarily by the economic, techno-
logical, and social evolution of the country, from a poor economy based on primary 
industries to a post-industrial service-providing society. An increasing need for 
new types of educational qualifications and the demand by young people for short-
cycle and vocationally oriented studies led to an increased public, as well as private 
involvement to establish professional schools for the various types of vocations. 
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Many of these training programmes have their origin in the growth of the welfare 
state after the Second World War. This is particularly true of health and social stud-
ies where most of the programmes were established to improve public services in 
the areas of social services, child welfare, care for the mentally handicapped, etc. 
The powerful expansion of pre-school teacher training in the 1960s and 1970s is 
another example of how much social evolution has shaped the education commu-
nity. The governmental wish to attract more women into economic life to cover 
shortages in the workforce coincided with the women’s liberation movement and a 
strong, growing demand for kindergartens.

A functional organisation principle involving specialised schools for each indi-
vidual training programme became regarded as a natural way to organise profes-
sional and vocational education. Teachers should be trained in teacher training 
schools, nurses in nursing schools, social workers in social work schools, pre-
school teachers in their own training schools, and so forth. In fact, this organisa-
tional pattern was not challenged until the mid-1960s, when the Ottosen Committee 
suggested that existing professional schools and new study programmes should 
form new entities in the various regions. However, the establishment of district col-
leges proved to enhance the differentiation process in the college sector.

The differentiation of study programmes and schools was followed by a parallel 
diversification of organisational forms, school owners, funding, entrance require-
ments, curricula, and qualifications of staff, mainly based on the particular func-
tional needs of each of them. On the whole, such diversity was regarded as a natural 
consequence of the functional organisation principle.

A cultural perspective on differentiation and diversification, however, would put 
less emphasis on the functional needs of society for a variety of new training pro-
grammes and more weight on norms, values, and ideas of what constitutes a proper 
post-secondary educational system. Such ideas may originate in the knowledge of 
how other, more developed countries, organise their educational system. Without 
doubt, impulses from abroad were important for the establishment of the various pro-
fessional schools. The neighbouring countries, Sweden and Denmark, were far more 
economically developed than Norway. So was Germany, where many Norwegians 
had been trained as engineers. All these countries had established autonomous 
schools for the training of the different professional groups. The content of the 
various programmes was also inspired by their foreign models, and it was generally 
more relevant to look at established courses in other countries than at other domestic 
professional courses when designing the curriculum. In addition, the creation of 
the district colleges was inspired by similar reforms in other countries and which 
were discussed in the OECD where Norway was a member state: the long-existing 
American community colleges, the establishment of autonomous 2-year higher 
education institutions in Yugoslavia and 2-year engineering programmes in France, 
affiliated to the universities. The Norwegian concept, however, was not a copy of any 
of these reforms, but a new type of higher education establishment, based on defined 
and agreed-upon needs in this country.

However, to come to grip with the differentiation and diversification processes in 
this organisational field, we have to examine the role of interest groups at each of 
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the levels within the educational system. Constrained and influenced by structural 
change and cultural trends, important actors at these levels worked consistently to 
promote specific interests, often in opposition to other actors. In such a perspective, 
the differentiation processes can be regarded as taking place within two phases.

In the first phase, which we may label state-driven and stakeholder-driven dif-
ferentiation and diversification, state authorities and external stakeholders were the 
driving force behind these processes by taking the initiative to new programmes 
and courses. The various professional programmes were originally established by 
different governmental ministries, counties, municipalities, hospitals, and private 
organisations. In a historical perspective, new occupational groups have tried – 
often successfully – to establish their own schools or programmes not linked to 
other related occupations and their educational institutions. It has been an inte-
grated part of the professionalisation process to gain control over the education of 
the future members of the profession as well as to enhance legitimacy and social 
status of the occupation (Murphy 1988). The obvious solution for the various pro-
fessions was to have their own programmes in autonomous schools.

In addition to professional associations, various religious, ideological, and 
humanitarian associations have been active in establishing schools to promote 
their particular interests, or to cover special needs of society for skilled labour, 
either because of failure by state authorities to make the necessary decisions, or 
because of a desire to create private alternatives to state-run schools. Differences in 
ideas, values, and interests of the various school owners, professional associations, 
institutional leaders, and staff have in turn resulted in a highly diversified system. 
The curriculum in teacher education, nursing, and so forth differed, dependent on 
whether the programme was state-driven or privately run.

The second phase, which we may call institutionally driven differentiation and 
diversification, commenced with the establishment of district colleges. While the 
Ministry of Education and other sector ministries traditionally exerted detailed con-
trol with the development of new programmes and the content of the curriculum, the 
Ministry of Education now left it to an intermediary body – the Ottosen Committee – to 
suggest new study programmes, and later granted considerable autonomy to the new 
institutions to find their own path within the organisational field.

The differentiation processes took place mainly at the institutional level through 
the creation of novel programmes and courses initiated by members o f academic 
staff, or, using the terminology of Eisenstadt (1964) what we can name entrepre-
neurial groups and innovating elites. Several factors contributed to this develop-
ment, of which the lack of institutionalised traditions was the most important. 
The introduction of alternative types of higher education took place within a new 
organisational framework, both at a central and a local level. An alternative solu-
tion would have been to integrate the new study programmes in the university 
system or at some of the existing professional schools. However, in this case the 
rigidity and opposition in the old institutions would have had to be overcome. The 
universities and the teacher training colleges in particular were organisations with 
well-established structures, traditions, and values. It was generally recognised that 
they changed slowly and would have had difficulties in adapting to changes in the 
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environment. Moreover, these institutions possessed strong professional organisations 
that, in all likelihood, would have exerted influence on the development of the new study 
programmes. It was therefore felt that the reforms necessary in higher education 
could only be brought about by structural innovation and organisational change of a 
fairly radical nature. The creation of district colleges was accordingly a way of by-
passing established traditions and structures that otherwise might have  hindered 
the development of new subjects and courses (Sørheim 1973). The majority of 
these courses were designed to meet new needs in industry and the public sector 
for skilled labour, but many were also copies of university courses, but with some 
adaptations in order to underline the regional relevance, though in some cases for 
symbolic reasons to legitimise the introduction of these courses (Kyvik 1981). Most 
staff members in the district colleges had been trained in the universities, and some 
of them were eager to continue their disciplinary research in the new environment.

In the literature on change in higher education, two different though closely 
related theoretical approaches within the field of organisation theory have been 
applied to analyse institutionally driven programme differentiation: population 
ecology and resource dependency.

The population ecology approach suggests that changes that can be seen in 
communities of social organisations over time are caused by the same interactions 
between organisms and environment that define the evolution of biological species 
(Hannan & Freeman 1977). In the case of higher education, study programmes 
evolve through a three-stage process of variation, natural selection, and retention. 
Variation, the first stage of the process, is manifested through programme differen-
tiation. Natural selection, through the competition for students is the second stage 
of the process. Those programmes that attract students will survive, while those 
that do not will disappear. In the third stage of the process, those programmes that 
succeed are preserved over time, and similar programmes may be established by 
other institutions (Birnbaum 1983).

The resource-dependence approach presumes that organisations are dependent on 
resources from the environment to survive, and that they are able to develop strategies 
to maintain or acquire new resources as the environment changes (Pfeffer & Salancik 
1978). Higher education institutions can either create novel courses in order to cap-
ture a new market niche, or they can copy popular courses from other institutions to 
compete for students within the same niche. Those organisations which choose the 
right strategy will prosper, while those that fail might run into severe problems. In 
the higher education literature, the imitation of university programmes or university 
courses by colleges has been regarded as an indicator of homogenisation of the 
higher education sector. However, within the college sector, such behaviour would 
in fact lead to a greater differentiation of programmes and courses.

Each of these theoretical approaches is useful in analyses of institutionally 
driven differentiation processes in the organisational field of college education 
through their emphasis on the necessity of adapting to changing external envi-
ronments in order to sustain or enhance their position in a field of competitive 
educational institutions. Still, we should not forget that organisations consist 
of people with different interests and that staff members do not always, more 
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or less passively, adapt to others, but often act without conducting painstaking 
assessments of market needs. Thus, Clark (1983) stated that differentiation in the 
academic system is a consequence of the dynamics of knowledge-production and 
the self-interest of academic staff through mutual group protection. In separating 
tasks, specialisation pulls apart groups that have conflicting interests. The continu-
ous specialisation process in universities, through the division of disciplines into 
sub-disciplines (with their own departments), and the combination of different 
disciplinary approaches to investigate specific research problems (with their own 
centres), are driven by personal interests for control, legitimacy, and status of those 
academic staff who move into new fields of enquiry. Similar mechanisms apply to 
the college sector when new courses are created, but in this case, it is not discipli-
nary specialisation that is the main driving force, but entrepreneurial drive among 
staff members and institutional leaders for building up a professional environment 
in a speciality different from others.

To conclude, technical, economic, and social changes in society were precon-
ditions for the establishment of a differentiated pattern of professional schools 
and programmes, changes in organisational forms, and revisions of curricula, but 
these establishments and reforms were largely inspired by developments abroad. 
However, various interest groups affected the evolution in different ways, like when 
religious groups and humanitarian organisations established private professional 
schools contributing to a diversification and fragmentation of post-secondary edu-
cation outside the universities.



In the 1980s, the decentralisation wave in higher education had reached its peak. 
The expansion of the college sector had led to a highly differentiated, diverse, and 
geographically dispersed organisational field which called for state coordina-
tion through horizontal integration of programmes and institutions. Processes of 
differentiation and diversification were countered by various processes of field 
contraction: authority unification, institutional de-differentiation, programme 
coordination, and field homogenisation, while geographical decentralisation was 
replaced by regionalisation of programmes and institutions.

Chapter 5 analyses the various processes of de-differentiation and 
 de- diversification of professional and vocational programmes in the college sector, 
while Chapter 6 explains why the long period of geographic decentralisation of 
non-university institutions was replaced by a regionalisation policy. The dynamics 
of these processes combined are discussed in Chapter 9.

Phase 2
Horizontal Integration



Introduction

Bleiklie (2004) has pointed to the fact that whereas a small higher education  system 
lends itself to informal mechanisms of management and control, the strong growth 
and emergence of an institutionally and socially far more heterogeneous and func-
tionally more complex system has been followed by the introduction of more formal 
mechanisms of management control and the rise of stronger administrative appara-
tuses. In a Norwegian context, the development towards an increasingly differentiated 
and diversified college sector eventually called for measures to counteract further 
fragmentation of the organisational field and to reverse the centrifugal processes. We 
can distinguish between four such measures – authority unification, institutional de-
differentiation, programme coordination, and field homogenisation. These processes 
can be subsumed under the common notion of field contraction in order to illuminate 
some of the horizontal integration processes in the college sector.

Authority Unification

According to Archer (1979: 174), a universal characteristic of the development 
of educational systems is the incorporation of diverse establishments, activities, 
and personnel under a central, national, and specifically educational framework of 
administration. In turn this spells certain uniform controls emanating from the cen-
tre, although some kinds of educational institution, some forms of instruction, and 
some types of teacher may remain outside the central administrative framework. 
She terms this process unification – a concept which also encapsulates an important 
part of the horizontal integration process in the college sector: the gradual incorpo-
ration in many countries of private schools as well as public institutions attached to 
various governmental ministries, counties, and municipalities under the jurisdiction 
of a ministry for educational affairs.

Chapter 5
Field Contraction

S. Kyvik, The Dynamics of Change in Higher Education: 83
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Institutional De-differentiation

The functional organisation principle, which was applied in post-secondary 
 education outside the universities with different schools for individual programmes, 
eventually resulted in a fragmented organisational field. In the outset, this differ-
entiation process was regarded as natural and in accordance with the interests of 
the various professions. Gradually, however, this principle was challenged, and 
institutional differentiation was replaced by integration of institutions within each 
subfield. This integration process took place partly through mergers of closely 
related schools, and partly through the location of new programmes within existing 
institutions instead of creating new and autonomous schools.

Programme Coordination

Over time, the increasing differentiation of study programmes and courses, whether 
driven by different state agencies, private or local stakeholders, or by the institu-
tions themselves, entailed a need for coordination of different programmes within 
the various subfields as well as across them. At the central state level, the Ministry 
of Education took measures to coordinate the various study programmes within the 
fields of teacher training, engineering and maritime education, health and social 
education, and economics and business administration by establishing advisory 
councils for the various subfields as intermediary bodies between the Ministry and 
the institutions. In addition, the Ministry of Education created regional boards to 
coordinate the establishment and development of study programmes and courses 
in each of 17 regions. The administrative coordination capacity was substantially 
improved through enlargement of the educational bureaucracy.

Field Homogenisation

As a reaction to the increasing diversification within the college sector, standardis-
tion measures were gradually introduced to create order in a fragmented system. 
Standardisation is a form of control and coordination of human activities of increas-
ing significance (Brunsson & Jacobsson 2000). The purpose of standardisation is to 
create a strong element of order in a diversified environment, and to reduce com-
plexity in society. It is a way of creating homogeneity within and across cultures 
and organisations, as well as in the conditions and behaviour of individuals – also 
within the field of higher education outside universities. Thus, the structure and 
content of study programmes have become more similar, and appointment regula-
tions, career structures, and working conditions of academic staff have become 
homogeneous.
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The purpose of this chapter is to explore the dynamics of each of these four 
processes.

Field Contraction: A Theoretical Approach

As a scholar within the structural-functional theoretical tradition, Eisenstadt (1964) 
has pointed to the fact that differentiation and specialisation of institutions result in 
interdependency and potential complementarity in their functioning within the same 
system. But this very complementarity over time will lead to disintegration of the 
 system. At a certain stage in the differentiation process, there are no longer any effi-
ciency gains. On the contrary, an increasingly differentiated and diversified system will 
create greater disadvantages than advantages for society, and processes will develop to 
keep the system together. In such a perspective, the increasing structural complexity of 
the organisational field will be counteracted by processes of de-differentiation and de-
diversification, which in turn will lead to field contraction through authority unification, 
institutional de-differentiation, programme coordination, and field homogenisation.

In a cultural perspective, de-differentiation and de-diversification are not so much 
a result of the system’s functional needs as of changes in norms, values, and assess-
ments of which organisational forms are appropriate for the further development of 
the field. With the development of the notion of the welfare state, the general view 
of which tasks should be a public responsibility has changed – also in the field of 
higher education – leading to a more homogeneous college sector. When the role of 
religion in society is downplayed, the need for private alternatives to the public educa-
tion system may disappear, enabling measures of authority unification. Processes of 
institutional de-differentiation, coordination, and standardisation within each of the 
subfields were facilitated by general trends in public administration favouring less 
diversity and more homogeneity influenced by ideas imported from abroad.

In structural and cultural explanations, the role of interest groups in processes 
of de-differentiation and de-diversification tends to disappear. However, follow-
ing the arguments of Rueschemeyer (1977) and Rhoades (1983), in Chapter 3 we 
suggested that the power of interest groups should be included in a conceptual 
framework for the study of structural differentiation and diversification in the 
college sector. As Rueschemeyer (1977) convincingly has shown, the functional 
assumption that efficiency advantages underlie long-term advances of differentia-
tion remains indeterminate without such an inclusion, because efficiency is bound 
up with the definitions of the powerful interest groups. But if power is an important 
aspect of processes of differentiation and diversification, it will certainly apply for 
processes of de-differentiation and de-diversification as well. Within this theoreti-
cal tradition, the analysis by Clark (1983) of coordination of higher education sys-
tems is highly relevant as an analytical tool. He distinguishes between three ideal 
types of coordinating institutions: the state, the market, and the professional sys-
tem, but for analytical purposes he splits state steering into political  coordination 
and bureaucratic coordination.
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First, Clark notes that political authority is a legitimate form of power in higher 
education and one of increasing importance with the expansion of the system 
and its increasing importance to society, not to mention its accelerating costs. 
Politicians initiate some reforms as well as sanction reform proposals suggested by 
the governmental bureaucracy, they enact legislation, and instruct the state bureauc-
racy. He argues, however, that political coordination of higher education is on an 
ad hoc basis and normally ranks fairly low on the governmental agenda, and that 
bureaucratic coordination is more persistent.

Second, five forms of bureaucratic coordination can be discerned: Layering, 
which means that bureaucracy expands by increasing the levels of formal coordina-
tion; jurisdictional expansion, or an increase in the responsibilities of administrative 
agencies; personnel enlargement, or an increase in the number of administrators 
who attend to matters of higher education; administrative specialisation, indicating 
a shift from amateurs to experts and a shift from part-time administrators to full-
time  professional bureaucrats; and rule expansion, or an increase in the number and 
complexity of formal rules designed to effect consistency in the actions of people 
within the higher education system. According to Clark, these processes, separately 
and together, increase the coordinating influence of bureaucrats. As a result, admin-
istrative officials in central committees, commissions, and councils, as well as in 
ministries and offices of education, become more implicated in the formation and 
implementation of policy.

Third, much of the coordination within higher education is undertaken by the 
academics themselves, as individuals and as members of various professional bodies, 
like collegial boards and councils, professional associations, and interest organisa-
tions. Professional coordination takes place within and across institutions, within and 
across disciplines, and within and across sectors. Clark notes that professional coordi-
nation is less obvious than the bureaucratic and political forms, but still important.

Finally, Clark distinguishes between three forms of market in higher education: 
consumer market (student choice of institutions and programmes), labour market 
(recruitment and mobility of staff), and institutional market (the relation between 
higher education institutions).

Clark’s model is useful in order to understand processes of field contraction. 
To a varying degree, political-, bureaucratic-, professional-, and market coordi-
nation have been involved in keeping together the college sector. As the frag-
mented expansion of this field proceeded, an increasing need for political and 
bureaucratic coordination of a heterogeneous field appeared. At the system level, 
an increasing number of educational bureaucrats were employed to handle the 
growth in the number of students, staff, and institutions; new administrative sec-
tions were established to cater for the establishment of novel study programmes; 
a number of  intermediary bodies were set up to coordinate professional and 
vocational programmes; standardised rules and regulations were enacted to keep 
the various parts of the system together; and, in some countries, new coordinating 
bodies were established at the regional level to coordinate and control institutional 
activity. In most countries, professional bodies and associations were allocated 
coordinating tasks with respect to the various study programmes. Market mecha-
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nisms and market considerations have also been important elements in the con-
traction of the college sector through voluntary adaptations by programmes and 
institutions to minimum standards. In what ways and to what extent the various 
coordinating forces have been at play will be discussed in a Norwegian context 
throughout this chapter.

Clark’s conceptual model, however, is not very well equipped to specify the 
mechanisms behind the various coordination processes. Such a tool is offered by 
DiMaggio and Powell (1983) in their seminal article on institutional isomorphism. 
They argue that highly structured organisational fields provide a context in which 
individual efforts to deal rationally with uncertainty and constraint often lead to 
homogeneity in structure, culture, and output. They state that: ‘In the initial stages 
of their life cycle, organizational fields display considerable diversity in approach 
and form. Once a field becomes well established, however, there is an inexorable 
push towards homogenization’ (DiMaggio & Powell 1983: 148). This description 
seems to be indicative of the development of the college sector with respect to 
authority unification, institutional de-differentiation, programme integration, and 
field homogenisation.

DiMaggio and Powell (1983) argued that the concept that best captures the 
process of homogenisation is isomorphism: a constraining process that forces one 
unit in a population to resemble other units that face the same set of environmental 
conditions. They maintained that there are two types of isomorphism, competi-
tive and institutional. The former type implies that organisations will be pressured 
towards similarity due to market competition for resources and customers, while 
the latter type involves organisational competition for political power and institu-
tional legitimacy.

DiMaggio and Powell identified three mechanisms through which institutional 
isomorphic change occurs: coercive isomorphism, which results from both formal 
(legal) and informal pressures exerted by organisations upon which institutions are 
dependent and by cultural expectations in society; mimetic isomorphism, which 
is a response to uncertainty and leads to the imitation of organisations that are 
 perceived to be more legitimate or successful; and, finally, normative isomorphism, 
which stems primarily from professionalisation and involving two processes – the 
socialisation through formal education to common knowledge and values, and 
the subsequent interaction and diffusion of ideas and values through professional 
associations.

While Clark’s analytical framework builds mainly on a power perspective, 
DiMaggio and Powell draw extensively on a cultural approach, although they 
implicitly also include elements of a power perspective. Although the analytical 
concepts applied by Clark and DiMaggio and Powell are different, there are strong 
similarities in content. The concept of coercive isomorphism resembles political 
and bureaucratic coordination, mimetic isomorphism connotes market coordina-
tion, and normative isomorphism includes professional coordination.

From our discussion in Chapter 1 and the overview of relevant theories for 
the study of processes of field contraction, it follows that the role of actors at the 
 different levels in the organisational field of college education should be explored. 
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The Ministry of Education, intermediary bodies at the central and regional levels, 
institutional leaders and programme leaders, academic staff and students, as well as 
external stakeholders like professional associations, have all taken part in processes 
of de-differentiation and de-diversification. Influenced by structural change and 
cultural trends, they have partly worked for a homogeneous organisational field, 
partly tried to preserve the differentiated and diversified system.

Authority Unification

The gradual development of a college sector with many different professional and 
vocationally oriented schools established by different governmental ministries, 
counties, municipalities, hospitals, and private organisations led to a highly diversi-
fied and structurally complex organisational field in terms of ownership, authority 
relations, funding, and institutional status. For various reasons, which we will dis-
cuss below, the majority of schools and colleges were gradually incorporated under 
the jurisdiction of the Ministry of Education:

The last private teacher training school became public in 1947.• 
The creation of preschool teacher programmes was initially put in place in a • 
collaborative effort between the state and the county councils. The programmes 
would be taught in the state-run training schools and managed at county level, 
while the state would provide funding. Which authority should assume public 
responsibility for preschool teacher education, the state or the county councils, 
however, became a contentious issue, which was raised as early as the beginning 
of the 1950s. The Coordination Committee for the School System proposed in 
1951 that it be run by the state (Bøe 1980). This proposal was re-examined at 
regular intervals during the next 20 years, but it was only first applied in 1973.
In 1975, the school of social work established by the Norwegian Women’s • 
National Council was taken over by the state. For a time, debate took place over 
which Ministry should administer the National School of Local Government 
Administration and Social Work: the Ministry of Social Affairs or the Ministry 
of Education, but Parliament eventually settled for the latter (Kyvik 2002a).
Having previously been under county council authority, technical schools were • 
taken over by the Ministry of Education in 1977.
In 1981, the administrative responsibility for nursing education was transferred • 
to the Ministry of Education, detaching it from the strong influence of the hospi-
tals, and integrated in the common educational system. Financially, however, the 
nursing colleges were the responsibility of their former owners until 1986.
Music academies were partly private and partly county council institutions. • 
They were taken over by the Ministry of Education between 1979 and 1988.
Maritime education was the responsibility of the county councils until 1989, • 
when it was transferred to the Ministry of Education.

In general, we can distinguish between five different causes of this authority uni-
fication process: (a) political/ideological reasons, (b) the interest of the central 
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educational bureaucracy, (c) the disinterest of other bureaucrats for operating 
 training programmes, (d) the needs of private schools, and (d) the wishes of training 
institutions to appear as proper schools in line with other post-secondary education 
institutions.

Political/Ideological Reasons

In Norwegian society, there has been a long-lasting cleavage between political 
 parties on the role of private organisations as providers of education. In the college 
sector, private establishments initially constituted a large share of the professional 
schools, but over time many of them were taken over by the state, motivated in 
part by ideological reasons. Such reasons were particularly important with regard 
to teacher training. The question of whether the education of teachers should be 
entirely public, or whether there should also be room for private schools, stirred up 
a lot of controversy. At the end of the nineteenth century, private schools were edu-
cating more teachers than their public counterparts, a situation which lasted well 
into the 1920s. At this stage, the state gradually started to take over private schools. 
Dahl (1991: 340) has described this development in the following way:

However, enthusiasm for the free schools cooled. The two types of schools converged, 
especially from 1918 onwards when the state was spending approximately the same on both 
types with the control that implied. (…) The radical parties went in for making all teacher 
training public. As sure as the grey goose in spring, as a parliamentarian put it, the dispute 
over private and public teacher training schools noisily re-emerged each and every year in 
Parliament, especially in connection with the layoffs and school-closings as overproduc-
tion supplanted teacher scarcity. Attempts to remove the legal basis for private schools 
failed time after time, even in 1937 and 1938 when there was only one such school left in 
operation. But, with the Oslo teacher school turning public in 1947, came the end of 
 private teacher training in this country.

In the twentieth century, the social-democratic Labour Party was a strong advocate 
of public education and gradually managed to transfer a large number of private 
schools to the state. But even though this policy was ideologically motivated, prac-
tical considerations also mattered in this process.

The Interest of the Central Educational Bureaucracy

Public education institutions not only have been operated by the Ministry of 
Education, but also by other governmental ministries, and not only by the state, 
but also by counties and municipalities. In the central state bureaucracy, the need 
for improved coordination of a highly differentiated and diversified college sec-
tor increased with the growth of the organisational field. Through political and 
bureaucratic coordination, or a process of coercive isomorphism through legal and 
administrative regulation, the state attempted to unify the diverse post-secondary 



90 5 Field Contraction

education sector by transferring jurisdictional responsibility for various training 
programmes to the governmental ministry in charge of educational affairs. In gen-
eral, there could be two reasons for this administrative change.

One possible reason is that bureaucrats in the Ministry of Education have had 
interest in obtaining control over various training programmes subject to other 
governmental ministries and regional and local administrative bodies. This is due 
to the fact that a heterogeneous and fragmented post-secondary education system 
with many different providers of training programmes call for reduction of struc-
tural complexity through order-making and coordination. This is simply part of the 
logic of bureaucratisation as envisaged by Max Weber. Another possible reason 
is self-interest on the part of the educational bureaucrats because jurisdictional 
expansion enhances their power and influence over the educational system and in 
addition would lead to an expansion of the ministerial bureaucracy. Such underly-
ing motives are not easily detectable in the source material, but still important to 
bear in mind when interpreting the past. In practice, however, these two reasons for 
extending the authority of the Ministry of Education are usually mixed together, 
and subsequently it is difficult to uphold an analytical distinction between them in 
empirical research.

The need for better coordination of the college sector by the Ministry of 
Education, however, is visible in many public documents on the transfer of private 
schools, as well as schools run by counties, municipalities, and other governmental 
ministries. One example can be drawn from the discussion on the status of nursing 
education. Karseth (2002) argues that the college reform in 1994 created a new 
environment where a new group of actors became more influential: the educational 
bureaucrats whose professional identity is not necessarily related to a specific field 
or profession. She describes the conflicts relating to the development of a new cur-
riculum in nursing. Administratively, nursing education is the responsibility of the 
Ministry of Education, but the Ministry of Health and Social Affairs is responsible 
for the certification of nurses. Through the integration of the professional colleges 
in state colleges in 1994 and the creation of a common Act on Universities and 
Colleges in 1995, the Ministry of Education wanted to make nursing education as 
similar as possible to other short-cycle higher education programmes. That included 
a reduction in the amount of practice training. In contrast, the Ministry of Health 
and Social Affairs emphasised the need to strengthen the practice-oriented part of 
the nursing programme and in fact vetoed the curriculum guidelines proposed by 
the Ministry of Education in 1996.

Karseth shows that the two ministries have had different perspectives on the 
aim of nursing education. According to the Ministry of Health and Social Affairs, 
the aim of nursing education is to train students to become well-skilled practicing 
professionals. For the Ministry of Education, an additional objective is to provide 
students with a general education, which would qualify for graduate studies. Both 
perspectives are represented in the national curriculum, and there has been much 
debate and negotiation between teachers in the colleges over these conflicting 
views. Karseth furthermore shows that the professional association for nurses, 
which traditionally has had considerable influence on the curriculum, were in a less 
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powerful position after the college reform. The Ministry of Education now wanted 
to have a more direct influence on the content of the nursing programme.

The Disinterest of Non-educational Bureaucrats

The operation of training programmes is demanding, time-consuming, and costly, 
and there might have been pressure from other governmental ministries and local 
administrative bodies to transfer jurisdictional and financial responsibility for 
training programmes to the Ministry of Education. This ownership might have 
been regarded as an administrative and financial burden which was not among the 
core activities of these bodies. In addition, the various governmental ministries and 
local administrative agencies may have felt that they did not possess the neces-
sary administrative competence to run training programmes which have gradu-
ally become more advanced. However, this explanation is not based on empirical 
evidence (Eide 2004), and the personal motives of ministerial bureaucrats are not 
easily detectable in written sources.

The Need of Non-state Schools for Financial 
and Administrative Support

In addition to increased bureaucratic coordination of the post-secondary educa-
tion sector, the authority unification process took place through the adaptation of 
autonomous schools to new environmental conditions. Many training programmes 
established in the private sector and in the non-state public sector, as well as courses 
established and run by various governmental ministries, sought to become part of 
the common education system under the jurisdiction of the Ministry of Education, 
primarily for two reasons: the need for increased financial support, and the need for 
improved administrative support. Due to external resource dependency, the schools 
had to act strategically to survive as independent institutions. In addition, schools and 
training courses subject to owners other than the Ministry of Education did not have 
access to the same professional administrative expertise in educational matters as 
the schools within the common educational system. For that reason, they might have 
wanted to become part of this system in order to attain more equal terms. In the lan-
guage of DiMaggio and Powell (1983), a process of mimetic isomorphism took place 
in order to equal the conditions of the schools run by the Ministry of Education.

Most private and non-state professional and vocational schools in Norway 
have experienced problems of funding and management. In those times, when a 
large part of teacher training was privately run, several of these schools eventu-
ally wished to become state schools in exchange for more secure circumstances 
(Dahl 1991: 340). Another example is the seven music academies of which three 
were private and four were run by county councils. In the period 1979–1988, they 



92 5 Field Contraction

became state institutions under the jurisdiction of the Ministry of Education, partly 
on economic grounds, and partly because they had been dragged into the general 
transformation process affecting these colleges, as the state took over higher educa-
tion level training institutions from the county councils (Kyvik 2002a). During this 
process the Ministry of Education clearly stated that it was problematic to run small 
colleges such as these, and that the future organisation of musical education would 
have to be very carefully considered. A mix of mimetic and coercive isomorphic 
processes thus can be identified as drivers for the jurisdictional takeovers of the 
music academies by the Ministry of Education.

The Wishes of Training Institutions to Become Proper Schools

The different state professional schools were originally established by various gov-
ernmental ministries. Thus, the technical schools were subject to the Ministry of 
Industry, the agricultural schools to the Ministry of Agriculture, the nursing schools 
to the Ministry of Health and Social Affairs, and so forth. A senior official in the 
Ministry of Education explained the transfer of these schools to this ministry in the 
following terms (Eide 2004: 225):

These institutions have gradually been transferred to the Ministry of Education. This was 
not to be blamed on some form of administrative imperialism from the Ministry’s side, 
where the prevailing attitude was that they had more than enough on their hands already. 
The officials in the ministries in charge of these institutions were not willing either to let 
go of the schools under their jurisdiction. The Ministry of Industry even had plans to estab-
lish its own system of technical training, crowned by the NTH (in accordance with what 
had been done in some other countries). But the circumstances made it steadily less viable 
for the technical schools to operate independently outside the general school system; 
recruitment was affected among other things. It was pressure from the institutions them-
selves that eventually compelled administrative transfer to the Ministry of Education.

In the language of DiMaggio and Powell (1983) these processes are an expression 
of normative isomorphism, or the socialisation to predominating educational values 
among the leaders of technical and nursing schools. They assumed that the further 
development of their institutions would benefit from attaching themselves to the 
Ministry of Education, rather than by sticking to the Ministry of Industry or the 
Ministry of Health and Social Affairs.

Many post-secondary training courses have been established outside the com-
mon educational system as a response to particular needs for a skilled workforce 
within different trades and professions. These courses have traditionally had a 
strong relationship with practical life and a non-existent or loose connection to the 
general school system. Over time, programme leaders, staff, and students as well as 
external stakeholders became increasingly aware of the lack of status of their pro-
grammes within the broader educational system. Questions were raised about the 
future status of the course: an internal course for members of the trade or profession 
with its specific, practical, and narrow curriculum requirements, or a course that 
could resemble those study programmes organised within the common educational 
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system. The reference groups for comparison and resemblance in this organisa-
tional identity formation process were the proper schools under the jurisdiction of 
the Ministry of Education, and many schools sought the same juridical status.

This specific process illuminates very well the general theoretical proposition 
by DiMaggio and Powell (1983: 153) that similarity can make it easier for organi-
sations to transact with other organisations, to attract career-minded staff, to be 
acknowledged as legitimate and reputable, and to fit into administrative categories 
that define eligibility for public and private grants and contracts.

Institutional De-differentiation

The increasing differentiation of professional programmes into separate educa-
tional schools eventually led to institutional fragmentation of the organisational 
field. This development gradually met with critique and resistance from educational 
bureaucrats both at central state level and at regional level, and several proposals 
were put forward and measures initiated to counteract institutional differentiation. 
Thus, in the 1970s and 1980s, processes of institutional de-differentiation took 
place within each of the major professional subfields. Closely related schools – 
 professionally and geographically – were merged, and several new programmes 
were located in already existing schools instead of in new and autonomous institu-
tions dedicated to a single professional programme.

The reasons for this change were partly grounded in economic circumstances, 
the increasing structural complexity within the college sector itself, in new ideas on 
how professional education should be organised, and in the power of educational 
bureaucrats in the Ministry of Education to reorganise the sector. One motivation 
was the possibility to develop new courses within a new organisational framework 
for professional education, another motivation was to concentrate resources in 
order to reduce expenditure and create larger professional environments. These 
motivations for change dated back to the proposal by the Ottosen Committee in 
the late 1960s for integrated study centres in each region through mergers of pro-
fessional schools across different professional boundaries. The rejection of this 
revolutionary reform proposal led to another strategy by educational bureaucrats in 
different governmental ministries. Instead of merging schools across professional 
boundaries, mergers of schools within the same professional field would have a 
greater likelihood of accomplishment.

Teacher Training

At the beginning of the 1960s, the National Council for Teacher Education 
adopted the idea of concentrating courses in vocational teacher training within 
a reduced number of training institutions. Vocational teacher schools placed such 
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a demand on equipment and resources that it would be advisable to concentrate 
teacher training in one specific school for each individual subject (Kyvik 2002a). 
The Ministry supported the idea of merging the vocational teacher training insti-
tutions, and practical and theoretical education of vocational teachers was later 
provided at one school.

The fate of preschool teacher training was described in Chapter 4, but needs to 
be dealt with in this context also. The central issue was whether this training should 
continue within its own institutions, or whether it should be more closely linked 
to the existing general teacher training programmes. The majority of staff in the 
preschool teacher training schools resented the assimilation of preschool teacher 
education into the existing general teacher training schools. This programme had 
a long history within its own schools, and had developed its own educational 
theory and practice. Many feared that this coordinated integration would ultimately 
cause the traditional preschool training methods to be abandoned, and that the 
course itself would slowly but surely lose its character and identity (Bøe 1980). 
In the early 1970s, the Ministry of Education decided however that the preschool 
teacher training institutions in Kristiansand and Bergen should merge with their 
respective, local general teacher training schools. In addition, further establish-
ments of preschool teacher training programmes should take place within the 
organisational framework of the general teacher training colleges. Existing general 
teacher training personnel would cover teaching of theoretical subjects, while 
newly appointed preschool teachers would take charge of practical guidance and 
methodology teaching.

Engineering and Maritime Education

With a few exceptions, engineering and maritime education have been dispersed 
into separate institutional structures. Over the years, many proposals were brought 
forward in an attempt to achieve closer collaboration between these two educational 
programmes, both on academic and economic grounds (Kyvik 2002a). A large 
degree of institutional collaboration was only implemented in 1994, in connection 
with the college reform, but by that time maritime education had already been com-
pletely reorganised. Due to structural change in the shipping industry in the 1970s 
and 1980s, and new economic circumstances, the organisation of educational provi-
sions in this field was also subject to change. Two evolutionary trends had become 
especially prominent: a significant technical development, and a decrease in the 
demand for Norwegian officers and crews in the merchant navy. Foreign seamen 
were preferred at the expense of Norwegians, due to the considerably lower salaries 
that had to be paid. In 1972, the Ministry of Education established the Committee 
for Seaman Education and assigned to it several tasks including the assessment 
of the need for, and location of, maritime schools. The committee proposed that 
the training which by then took place at 14 navigation and 11 machinist schools 
should be concentrated within 6 maritime colleges. It drew attention to the fact 
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that maritime training programmes, in both structure and content, shared a lot of 
common traits with their counterparts in the engineering colleges, and that conse-
quently, there should be closer collaboration between these two types of school. In 
particular instances it should be permissible for a maritime college to offer ordinary 
engineering studies, or, conversely, for maritime studies to be taught in an engineer-
ing college.

The proposed location of the remaining maritime colleges caused a lot of dis-
pute. The regions handpicked by the committee to be allocated a maritime college 
evidently supported that choice, but other regions objected to missing out on these 
educational facilities. The choice of a site led to even more conflicts erupting in sev-
eral of the chosen regions. In 1977, the Ministry of Education decided that, initially, 
only four maritime colleges would be established as there were still uncertainties 
regarding the number of student places that would be needed in the long run. The 
Parliamentary Committee for Education Affairs, however, reached the conclusion 
that these proposed amendments would result in an excessive level of reorganisa-
tion for the 25 schools in operation by then. Consequently, in 1978, Parliament 
approved the creation of maritime colleges in seven locations: Arendal, Bergen, 
Haugesund, Oslo, Tromsø, Trondheim, and Tønsberg, and urged the  government 
to come up with plans for two more training colleges in fishing technologies to be 
opened in Bodø and Ålesund. In the end, the institution in Ålesund was the only 
one to be established. All the while, the dispute continued to rage over the number 
of maritime colleges. A committee emanating from the Norwegian Ship-Owners’ 
Association published a report in 1983 in which it proposed that licensed mari-
time college education should be concentrated in three locations nationwide. The 
remaining colleges would have to offer other technical/economic courses in asso-
ciation with engineering colleges, for instance. This was substantiated by reference 
to economies of scale with regard to both finances and the quality of training. For 
its part, the government argued that there was no actual basis for such an economic 
approach when dealing with this type of training, and that it would amount to a net 
loss for the regions concerned if they were denied the opportunity to offer educa-
tion of the highest, certified standard. Furthermore, the government anticipated 
that concentrating the training in three institutions would lead to a geographically 
biased recruitment for these courses, and that it would cause an increase in building 
costs, which also needed to be addressed. The downscaling of maritime education 
followed its course nonetheless, with the closure of the colleges in Arendal, Bergen, 
Oslo, and Trondheim.

Health and Social Education

The differentiation between the health and social professions, induced by the 
various continuing education programmes, had long been recognised as a problem. 
Since the early 1970s, a series of official documents had advanced reform propos-
als in the health and social sector, stressing the need for tighter coupling between 
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the professions. The complex needs of individual patients and service users made it 
necessary to work out a higher degree of cooperation between the different profes-
sional groups (Erichsen 2002).

In the late 1960s, the Ottosen Committee had suggested that all kinds of health 
and social education programmes should be adapted to the requirements laid 
down for the common post-secondary educational institutions and integrated with 
other vocational and professional institutions within this system. The government 
thought, however, that this issue needed a more serious discussion and in 1968, 
it set up a separate committee (the Bjørnsson Committee) to prepare the future 
organisation of health and social education. The committee proposed the creation 
of common health and social schools substantiated by the need to see the health 
and social services become more integrated and coordinated. The large number 
of independent schools – approximately 60 – was perceived as an organisational 
problem. Most had a small number of students and were hosted by a medical insti-
tution, which often took charge of their administration and day-to-day running. 
The committee suggested that the variety of schools operating in the health and 
social  sectors should be able to fit into a more uniform and coordinated system, 
thus allowing for greater opportunities to combine courses and to transfer from 
one course to another. Horizontal integration should be implemented through the 
introduction of a common first-year module in health and social work.

The committee disagreed, however, over the issue of nurse training and whether 
it should be coordinated with other health and social studies. According to a minor-
ity composed of nurses’ representatives, the programmes offered by the schools 
for health and social education were so dissimilar that it would be inviting trouble 
to try to bring them together in a more uniform system. This minority was of the 
opinion that nurse training had a unique status and that it had to be organised within 
separate schools.

In 1972, the Ministry of Education decided that health and social studies should 
be taught within common institutions of health and social education as part of a 
regional college system. However, several professional groups objected to the idea 
of providing the same common basic education for different professions. Because 
of a regime change, this report was withdrawn and the issue of closer  collaboration 
between health and social studies was left to rest. Still, integration processes 
continued here and there. Thus, in 1984, the school of social work established by 
the Norwegian Women’s National Council became completely integrated into the 
National College of Local Government Administration and Social Work.

Programme Coordination

The differentiation of an increasing number of study programmes and courses in 
the college sector led to an equally diversified organisational field in terms of cur-
riculum structures. The growing structural complexity and differences in rules and 
regulations that followed were met by attempts to improve coordination within 
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the major subfields. Such coordination was initiated by the Ministry of Education, 
both at the central level through creation of national advisory councils, and at the 
regional level through the establishment of regional boards.

Coordination at the Central Level

Contrary to professional programmes in universities, the content of the various pro-
fessional programmes in the college sector has been regulated by means of national 
framework plans and curriculum guidelines. Such plans involve specification of 
objectives, content, and structure in order to secure the application of common 
national standards across the different colleges. The curriculum should be the same, 
irrespective of institutional affiliation. This is the normal pattern internationally as 
formulated by the OECD (1998: 55): ‘There are usually detailed state or employer 
requirements to meet and the role of the institution may be to deliver, not to design 
the curriculum.’

Until the 1990s, advisory councils for each professional programme were 
responsible for the development of these plans and guidelines. These intermediary 
bodies were closely linked to the professional associations and trade unions even 
though they were state agencies. Within the subfield of teacher training, the National 
Council for Teacher Education played a central role. The Council’s history had 
been both long and turbulent. The first governmental body in charge of coordinat-
ing teacher education was established in 1890 in the form of the Exam Commission 
for Seminaries. Its objective was to aim for homogeneous education throughout 
the teacher training system with its variety of institutions (Ramsfjell 1998). As its 
areas of responsibility became gradually wider, this body changed its name to the 
National Teacher School Council in 1929. In 1961, it changed its name again to 
the National Council for Teacher Education and received extended authority and 
area of competence. In 1973, the Council eventually assumed responsibility for pre-
school and vocational teacher education, in addition to general teacher training.

Despite guiding and coordinating teacher education, the National Council’s 
role was marred by conflicts in its relations with both the Ministry and the train-
ing institutions (Baune 1991). For a long time its actual status within educational 
administration remained unclear. It was a state body, yet at the same time it was 
dominated by people emanating from the teaching professions. The unique charac-
ter of its managerial structure led to a continuously tense relationship and a series of 
conflicts between the Council and the Ministry regarding the programmes’ content 
and organisation.

In the late 1980s, the Hernes Committee (see Chapter 6) supported the attempts 
for a larger degree of integration of programmes within the various subfields. In 
the field of health and social education, the Committee suggested the creation of 
a national advisory council common to both health and social studies instead of 
the six existing councils for the various professional programmes. This proposal 
was implemented in 1991, when the National Council for Health and Social Work 
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Education was established. In 1992, this council recommended that future frame-
work plans should work out a way to structure health and social education in two 
sections: one common part, and a second for specialisation in one particular area 
of training. The Ministry accepted this proposal and decided that the common sec-
tion would amount to ten credits (one semester). This initiative became yet another 
building block in the Labour Party’s old plan to strengthen horizontal integration 
in health and social studies.

In the Ministry of Education, administrative responsibility for the regional col-
leges was assigned to the College Section of the University and College Division. 
Up until 1989, this section was divided into four offices responsible for the teacher 
training colleges, the engineering colleges, the health education colleges, and the 
district colleges, respectively. According to the Ministry’s own view, this organisa-
tional structure had not functioned satisfactorily, and, from 1989 onwards, a new 
administrative scheme was put in place. The division according to college type was 
replaced by four offices defined by their function in order to improve the coordina-
tion across professional programmes: planning and development, administration, 
rules and regulations, budget and finance, together with curriculum matters.

Coordination at the Regional Level

Since the establishment of district colleges in the late 1960s, there was conflict 
concerning the management structure of all regional colleges. Should the  individual 
institution continue to be managed directly by the Ministry of Education, or 
should a regional college board be established within each region as an interme-
diary agency between the individual institutions and the Ministry? Parliament 
supported the Ottosen Committee’s proposal for establishing a joint board for all 
higher education institutions in each region – with the exception of the universities 
and the specialised university institutions. In 1976, regional college boards were 
established in each of 17 regions charged with the responsibility for planning and 
coordination, but with restricted decision-making authority. These boards had nine 
members, five of which were appointed by the county assembly. Upon their estab-
lishment, the Ministry argued that the combination of regional boards and internal 
boards at the individual colleges would enable a comprehensive decentralisation 
of authority. For many of the existing professional schools, however, the definitive 
authority for securing national norms and standards in curriculum and practical/
administrative matters rested with the Ministry and national advisory councils for 
each professional programme.

The management procedures for the regional colleges were largely a compro-
mise in Parliament. The main division was between those desiring a college sys-
tem with independent institutions and their own boards (supported by the Centre 
Party, the Christian Democratic Party, and the Socialist Left Party), and those who 
wanted a system where the colleges were subjected to a joint regional board and 
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 administration with the responsibility for planning, development, and daily man-
agement, including a distribution of the budget and staff management (the Labour 
Party). However, both groups were a minority on the Education Committee. The 
Labour Party thereupon supported a proposal by the Conservative Party. Briefly, 
this stipulated that professional matters concerning curricula should be the respon-
sibility of the individual college while the overall regional planning, priorities, and 
distribution of resources should be the responsibility of the regional board.

Right from the start, the boards only had responsibility for the district colleges, 
but from 1977 the teacher training colleges, the colleges of engineering, and the 
colleges of social work were also brought into the sphere of the boards’ responsibil-
ity. This was also the destiny of the colleges of health education when in 1981 they 
were transferred from the Ministry of Health and Social Affairs to the Ministry of 
Education as part of the general authority unification process.

The establishment of regional boards did not mean that the original proposal for 
an integrated educational system was accomplished. The various institutions were 
still independent of each other, administratively, educationally, and financially. 
There also was limited communication between them on educational matters. Each 
type of professional college had strong associations with their section in the Ministry 
of Education, and with their national advisory council affiliated to the Ministry, but 
weak lines of communication with other colleges in the same region. The individual 
institutions generally showed little interest in cooperation. They clearly preferred 
the functional organisation principle to a geographically oriented one.

The establishment of regional boards met stiff opposition from a number of col-
leges from the very start, particularly the district colleges. It was maintained that 
the arrangement would lead to the centralisation of authority at the regional level 
through the transfer of decision-making authority from the individual college to a 
joint regional body (Repstad 1979). In addition, several specialised colleges in Oslo 
and the neighbouring county Akershus wanted to be exempted from this adminis-
trative arrangement, because they were institutions covering the national need for 
candidates in their specific domain. For that reason they found it unnatural to be 
subject to a board installed to assess and plan for the coverage of regional needs 
(Kyvik 1981).

There was considerable conflict between the regional college boards and their 
secretariats on the one hand, and the individual institutions – particularly the district 
colleges – on the other. These institutions were reluctant to be classified in the same 
category as other vocational colleges, and were casting their eyes at the university 
sector. For many the dream was to achieve the status of specialised university 
institution. For the district colleges in the cities of Stavanger and Kristiansand the 
objective was full university status. Consequently, the colleges resisted attempts 
at closer integration with the other regional colleges. It was widely believed that 
integration with the professional colleges would render progress towards achieving 
another status more difficult – and would eventually make it impossible altogether. 
The colleges largely considered the regional boards as superfluous and preferred 
to have direct communication with the Ministry, while for their part the boards 
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complained about the lack of decision-making authority by which they would be 
able to manage the task of regional coordination of education (Bakken & Hveding 
1991). Thus, the boards had limited power, and the post-secondary education sys-
tem at the regional level remained nearly as fragmented as before.

Field Homogenisation

The increasingly diversified field of college education in terms of rules and regu-
lations, funding patterns, curriculum structures, and so forth eventually called for 
measures to counteract past developments and to make the field homogeneous. 
Diversification processes were gradually replaced by large-scale standardisation 
efforts. Standards were set by political, bureaucratic, and professional coordination 
and implemented through law-making, rule-making, directives, guidelines, and rec-
ommendations. Standards were set by the government and its administrative appa-
ratus (coercive isomorphism) as well as by national and international professional 
organisations (normative isomorphism). Standards were introduced as mandatory 
regulations for a set of people, programmes, or institutions, but also as guidelines 
that people or organisations can adapt to voluntarily, either because they agree to 
them or because they cannot afford not to accept them (mimetic isomorphism) 
(DiMaggio & Powell 1983).

We can distinguish between four different reasons for standardisation proc-
esses having taken place in the college sector: (a) standards entail a more efficient 
education system; (b) standards secure the quality of educational programmes; 
(c) standards facilitate student mobility; and (d) standards promote equal conditions 
for institutions, programmes, staff, and students.

Standards Entail a More Efficient Education System

In general, standardisation is a way of regulating and controlling social life with a 
minimum of costs. Thus, the achievement of a more efficient and transparent  college 
sector was a major reason for the many standardisation measures. The gradual 
introduction of common rules and regulations for the different institutions, 
study programmes, staff members, and students was explained by the need for 
a more cost-effective system. The fragmented expansion of the organisational 
field and the increasing differentiation of institutions and programmes as well 
as diversification of organisational forms, funding schemes, entrance require-
ments, curriculum structures, staff qualifications, and career structures had over 
time  created a very heterogeneous educational sector. The Ministry of Education 
was constantly looking for ways to reduce the complexity of the system, and the 
Ministry of Finance was looking for ways to cut expenditure. In this respect, 
standardisation of rules and regulations was a measure that the governmental 
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bureaucracy could agree upon. Accordingly, the introduction of standards to 
create a more efficient educational system is in line with a structural-functional 
perspective on change.

Standards Secure the Quality of Study Programmes

An important purpose of standard-setting is to secure the quality of study 
 programmes. This can be done by forcing the institutions or programmes to follow 
certain minimum standards through laws and regulations, or by establishing incen-
tive and sanction systems which will lead the institutions to follow these minimum 
standards voluntarily. Accreditation of higher education programmes is a form of 
standardisation through the setting of common requirements and minimum stand-
ards. In Western Europe, the state has had to raise the quality of some individual 
courses to the level of other courses in the college sector with regard to admission 
requirements, duration of studies, and curriculum in order for them to be recognised 
as higher education. This was, for instance, the case in the reform of the Finnish 
college sector in the 1990s. A range of training programmes were consequently 
upgraded to a minimum standard so that they could be included in the new poly-
technic institutions (Välimaa & Neuvonen-Rauhala 2008).

In addition, voluntary adaptation to common standards has taken place. In order 
to attract a sufficient number of students, a school and a study programme has to 
consider two aspects: the formal status of its course within the higher education 
system, and whether students are entitled to general public support in terms of 
loans and stipends. Private schools have sought internal and external legitimacy 
by imitating what were considered appropriate organisational forms for a higher 
education course and appropriate behaviour of staff and students in such a context. 
Legal recognition of their courses was sought through adapting their degree struc-
ture, curriculum, access requirements, examination rules, and staff competence to 
the common state regulations of the public institutions. In order to obtain recogni-
tion, they attempted to resemble those institutions that had already established a 
legitimate position. This process takes the character of mimetic isomorphism, and 
the organisational field in which these courses are embedded creates a normative 
order to which the courses conform to obtain the societal legitimacy, resources, and 
status that established programmes at the same-level already have.

Standards Facilitate Student Mobility

In recent years, a bid to increase the mobility of students between institutions and 
countries in Europe has led to comprehensive adjustment processes in individual 
states in order to harmonise their respective education systems. A 1988 EU agree-
ment regarding the mutual recognition of higher education degrees stipulates that 
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upper-secondary vocational training programmes should be of 3-year duration. 
This decision created pressure in several countries to upgrade those post-secondary 
education programmes which were shorter than 3 years. The Bologna Process fur-
thered this process with the introduction of 3-year bachelor degrees. In addition, 
the EU has drawn up guidelines regarding some vocational training programmes in 
order to improve their quality and to introduce common standards and minimum 
requirements regarding course content. The aim is to contribute to increased mobil-
ity of students and graduates across national borders.

Common international standards regulating minimum requirements regarding 
the duration of studies, conditions of admission, practice, and curriculum can also 
be set by professional associations. In order for professionals to work in another 
country, their national degree qualifications have to meet certain minimum stand-
ards enforced by legislation or regulation in other countries, often as a result of the 
adoption of international standards. Of the various professional courses, engineer 
training is undoubtedly the one that has undergone the most pronounced stand-
ardisation process with the introduction of common international requirements for 
certification. The European Federation of National Engineering Associations sets 
the standards for the mutual recognition of engineering studies. These standards are 
continuously submitted to a process of assessment and amendment. But other pro-
fessional courses have also been subject to cross-national standardisation attempts 
in order to make national curricula compatible with the emerging European frame-
work of qualifications. Thus, in the 1970s and 1980s, the International Maritime 
Organisation – IMO – had worked out an international convention setting up 
regulations for training and certification of seamen (the STCW convention). In the 
following years, this convention would have a strong influence on the content of 
Norwegian maritime education.

Standards Promote Equal Conditions for Institutions, 
Programmes, Staff, and Students

A final reason for the standardisation process in the college sector is that stand-
ards promote equal conditions for schools, study programmes, staff, and students. 
The various study programmes differed much from each other in terms of finan-
cial resources, career structures, working conditions for staff members, student 
regulations, and so forth. Over time, they have become homogeneous, partly as 
a result of pressure from the less favoured schools, programmes, staff members, 
and students to obtain the same conditions as the favoured ones, which constitute 
the relevant reference groups. Thus, standardisation in the college sector has in 
most cases entailed an improvement of conditions for the less favoured groups.

It would be too much to give a detailed account of the standardisation processes 
within each of the subfields in the college sector, but the major standardisation 
measures have to be reviewed in order to understand better why standards were 
introduced in the various programmes.
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Teacher Training

During the 1960s and the early 1970s, extensive experimentation with diversi-
fied curricula took place in teacher education. Therefore, the Act on Teacher 
Training of 1973 can be regarded in many ways as a watershed (Kyvik 2002a). 
It turned teacher training schools into colleges of education; a 3-year programme 
was introduced for general, preschool, and vocational teacher training based on 
upper secondary education, and a large-scale standardisation of the various train-
ing programmes was subsequently carried out, using general teacher education 
as a gauge. The content of training programmes and the work practice within the 
institutions also underwent corresponding processes of standardisation during the 
1970s and 1980s. For general teacher training, common guidelines were drawn up 
in 1974, dealing with the issue of instructions and regulations, as well as the cur-
riculum. Guidelines and a programme framework followed in 1975 for preschool 
teachers and in 1977 for vocational teachers.

The standardisation of teacher education, in the way it took place, may seem 
like a paradox, considering that the Teacher Training Act of 1973 represented a 
rupture with the way in which it was traditionally controlled, namely in a cen-
tralised, detailed manner. The schools were granted their own internal manage-
ment system, which in effect greatly restricted ministerial control. At the same 
time, a clear allocation of their respective responsibilities took place between the 
National Council for Teacher Education and the Ministry, which further weak-
ened the role of the Ministry in teacher education development and reinforced 
the power of the Council’s secretariat. These events contributed primarily to shift 
the old conflict between the Ministry and the Council over who should guide 
development in teacher education towards a conflict between the Council and the 
colleges of education (Baune 1991).

This new conflict emerged principally as a consequence of the detailed con-
trol exerted by the National Council for Teacher Education over the examination 
procedures in the colleges, but also because of the proposed introduction of a 
national core curriculum in the various subjects. Nevertheless, standardisation of 
the general teacher training programme was continued through the implementation 
of its framework plan. Some years later, an observer made the following comment 
(Frøysnes 1998: 38):

[T]he centrally organised studies imposed by the framework plan have led to an exces-
sive standardisation of the curriculum. The colleges have less opportunity to adjust their 
programmes to local needs, and an even lesser degree of freedom when it comes to 
accommodating courses taught in other institutions. The situation, which is presently 
taking shape, will hinder the possibility of offering courses that might benefit groups of 
students or professionals from different backgrounds. Students in general teacher train-
ing programmes can only carry over very little from the courses they attended in univer-
sities or other colleges, except from colleges offering similar programmes. And so it shall 
be that everyone throughout the country will learn the same thing from one year to the 
next. Standardisation has gone a long way.
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Engineering

Standardisation processes also took place within technical education. In the 1970s, 
the 2-year versus 3-year term for engineering studies caused a lot of disagreement 
(Kyvik 2002a). The Ministry of Education decided in 1974 that the ordinary 2-year 
term should be kept as a definite unit, and that it should be possible to strengthen it 
through the gradual development of a 1-year supplementary course. Regarding this 
particular point, the Board of Rectors of the technical schools stated that the 2-year 
engineering training system operating in Norway did not conform to the European 
norms defining engineering qualifications, and that this option of voluntary access 
to an extra specialisation year should only remain a temporary arrangement. In 
the period between 1977 and 1993, engineering studies underwent a process of 
standardisation, ending up in a uniform type of training right across the spec-
trum of colleges, subjects, and areas of study. The establishment of the Council 
for Engineering Education in 1977 and of its successor, the National Council for 
Engineering Education in 1982, were important steps in this process. One of the 
Council’s tasks was to supervise the academic level of engineering education.

In 1979, as a trial, the Ministry decided that coherent 3-year engineering 
programmes should be established, in the line of what had earlier been done in 
Rogaland and Agder, and in 1987, Parliament eventually decided that engineering 
studies would consist of a 3-year degree and offer a uniform professional qualifi-
cation across the different colleges. In the course of the 1980s, therefore, all engi-
neering colleges gradually extended their courses from 2 to 3 years. In 1993, the 
college degree in engineering was officially introduced. This designation complied 
with the persistent demand for protection of the engineer title, and with the inten-
tion expressed by the 1989 framework plan that this qualification should achieve 
a uniform level of recognition, regardless of the college offering it. International 
demands for standardisation and certification also certainly contributed to push 
matters in that direction. This internationalisation process set its stamp on engineer-
ing education through the need to adjust to international and European standards, 
and through participation in international forums (Halvorsen 1993).

Health and Social Education

Within the subfield of health and social studies, nursing education has been in a 
special position due to a large number of autonomous schools and private insti-
tutions. Up until 1948, there was no state regulation of nurse training curricula. 
However, The Norwegian Nurses’ Association played an important role in the 
development of programme standards when it demanded, as a membership condi-
tion for its applicants, that they held a degree conferred by a school approved of 
by the Association, in practice a school offering a 3-year course (Melby 1990; 
Mathisen 2006). In 1948, the first Act regulating nursing training was passed, and 
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in 1950, directives on the public approval of qualified nurses became effective. 
The purpose was to guarantee the professional standard of both the course and the 
graduates. The Act not only made it clear that nurse training would consist of a 
3-year programme, but also included provisions on the theoretical content of the 
programme and the extent of practical training. Nursing schools now had to satisfy 
a series of common requirements to obtain official recognition. This standardisation 
process of curricula in nurse training was later enhanced through the establishment 
of a national council for nurse training.

Explaining Field Contraction

The fragmented expansion of the college sector and the development of an increas-
ingly differentiated and diversified education system led to increasing managerial 
problems for the educational bureaucracy and to demands by the less favoured 
institutions, study programmes, staff, and students for equal conditions compared 
to their relevant reference groups. In this chapter, we have distinguished between 
four types of process that took place to counteract the fragmentation of the sector: 
authority unification, institutional de-differentiation, programme coordination, and 
field homogenisation. These processes are subsumed under the notion of field con-
traction in order to describe these central integration processes.

First, a process of authority unification took place. Many of the programmes 
and institutions had originated as private initiatives, and that was also the case for 
domains that the state would regard as belonging to an area of public responsibil-
ity, such as teacher training. Time and again, conflicts erupted over the position of 
these private institutions in the education system, with regard to their legitimacy 
as well as the content of their programmes, but the discord over the role of private 
teacher training schools was particularly vehement. Although many private schools 
over time had been transferred to the Ministry of Education, it was first in 1974 
that the government stated that higher education was a state responsibility, and the 
process of unification of the college sector commenced (Kyvik 2002a). In the years 
that followed, many private institutions, as well as vocational training courses man-
aged at municipal and county level, were transferred to the state education system. 
They were gradually upgraded to higher education status as they became ever 
more tightly integrated within a unified college system managed by the Ministry 
of Education.

This unification process had several causes. It was not only driven by political 
and bureaucratic demands in the Ministry of Education for improved coordination 
of this sector (coercive isomorphism), but in some cases also by the need of private 
schools for legal recognition of their courses and better financial and administrative 
support to reduce uncertainty and enhance legitimacy in the environment (mimetic 
isomorphism), and the wish of course leaders to become proper higher education 
institutions in line with those under the jurisdiction of the Ministry of Education 
(professional isomorphism). Some of the study programmes offered nothing more 
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than in-service training, but the proposed reforms in higher education stipulated 
nonetheless that they would have to integrate into the general education system. 
Nurse training, for instance, would have to cut itself loose from hospitals.

Another area of concern was to decide if the training programmes that belonged 
under the area of responsibility of the county councils should be transferred to 
the state. And a third issue was whether all these courses should compulsorily be 
attached to the Ministry of Education, or continue to fall under the ministries for the 
respective sectors. For example, should nurse training be managed by the Ministry 
of Health and Social Affairs, or be moved under the Ministry of Education? There 
was no general agreement over some of these issues, even though the idea of allow-
ing the ministry responsible for matters of education to take over responsibility for 
all courses gradually came to prevail. However, it took a long time to resolve the 
practical and financial difficulties generated by these organisational changes. The 
last of these programmes – maritime studies – was not transferred to the Ministry 
of Education until the end of the 1980s.

Second, within each sub-field a process of institutional de-differentiation took 
place through mergers of institutions which were professionally and geographically 
close to each other. In addition, several new study programmes were located within 
the organisational framework of already existing schools instead of in new and 
autonomous institutions. The reasons for this change process were partly grounded 
in economic circumstances, the increasing structural complexity within the college 
sector itself, in new ideas on how professional education should be organised, and 
in the power of educational bureaucrats in the Ministry of Education to reorganise 
the sector. One motivation was the possibility of developing new courses within a 
new organisational framework for professional education, and another motivation 
was to concentrate resources in order to reduce expenditure and create larger pro-
fessional environments.

Third, the Ministry of Education took the initiative to counteract the increasing 
differentiation of study programmes and courses through national coordination of 
programmes within the various subfields, and through regional coordination of pro-
grammes across institutions (coercive isomorphism). At the central level, national 
advisory councils for each professional programme were instructed to create 
national framework plans and guidelines to secure a common curriculum across the 
different colleges. At the regional level, a board for all public colleges was estab-
lished in each region to coordinate activities across institutions.

Finally, the Ministry of Education initiated a large number of standardisation 
processes within and across the different study programmes in the college sec-
tor (coercive isomorphism). While teacher training in the 1960s and early 1970s 
was marked by extensive experimentation with diversified curricula, the coming 
decades should witness homogenisation of curricula across the different institu-
tions offering teacher training. Likewise, engineering studies underwent several 
standardisation processes before ending up in a uniform type of training across 
colleges and subjects. Nursing education, which was originally offered in diverse 
settings by private and public hospitals, was also exposed to several standardisation 
measures and regulated by the Nursing Act. Thus, private nursing schools were 
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forced to satisfy a series of standardised requirements to obtain official recognition 
of their study programmes (a combination of coercive, mimetic, and professional 
isomorphism). Gradually the various study programmes became more similar to 
each other with respect to the length of the study period, practice demands, teach-
ing, and examination forms.

The processes of field contraction can be explained by a combination of struc-
tural, cultural, and interest group approaches. According to structural-functional 
theory, the increasing structural complexity of the organisational field due to 
increasing size; differentiation of programmes; and diversification of funding 
schemes, rules and regulations, curricula, and so forth, at a certain point will create 
greater disadvantages than advantages, and processes will develop to counteract 
further fragmentation of the field. In line with this proposition, the increasing 
extent of differentiation and diversification of short-cycle higher education in 
fact was met by efforts by state authorities to streamline this part of the educa-
tional system. A cultural approach to field contraction, however, will emphasise 
changes in ideological positions and assessments of which organisational forms 
and control structures are appropriate for the further development of the field. In 
such a perspective, coordination and standardisation of college education can be 
regarded as parts of current trends in society, which obviously constitute a partial 
explanation.

The contraction processes cannot be explained satisfactorily, however, with-
out taking into account the role and power of the principle interest groups. In 
this respect, the Ministry of Education played a major role. In the language of 
Clark (1983), these contraction processes were expressions of bureaucratic coor-
dination through jurisdictional expansion (an increase in the responsibilities of 
the Ministry of Education), rule expansion (an increase in the number of rules 
designed to effect consistency in the actions of people), layering (the establish-
ment of an intermediary coordinating body at the regional level), personnel 
enlargement (an increase in the number of educational bureaucrats), and admin-
istrative specialisation (the establishment of special sections in the ministry itself 
to coordinate college education). But other interest groups were also important 
in this contraction process, for example through coordination enforced on the 
schools by the professional associations (like in nursing), by the national advi-
sory councils for the various study programmes (like in teacher training), and by 
international federations (like in engineering and maritime education). Finally, 
market mechanisms played a role in the authority unification process through the 
voluntarily inclusion in the state educational system of private schools for matters 
of recognition and survival.

To the extent that political, bureaucratic, professional, and market coordina-
tion aimed at making the college sector more homogeneous, and not only reduce 
the number of institutions, these change processes can be explained by the theory 
of institutional isomorphism as developed by DiMaggio and Powell (1983), sug-
gesting that once a set of organisations emerges as a field, rational actors make 
their organisations increasingly similar through coercive, mimetic, and normative 
isomorphic processes.
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As a result of policy decisions made during the 1970s and 1980s, and the adapta-
tion of actors within the college sector to changed circumstances, the legal status of 
the various institutions, and the structure of the various programmes were relatively 
alike by the time of the introduction of the college reform in 1994. In addition, 
the number of autonomous institutions had been reduced. These field contraction 
processes took place irrespective of policy aims to create and maintain a diversi-
fied higher education system. Contraction processes in the regional college sector 
facilitated the merger process in 1994, and the reform in itself further enhanced the 
processes of field contraction, as will be shown in Chapter 6.



Introduction

The transition from a dual to a binary higher education system with the merger of 
professional schools and other vocationally oriented schools and colleges in each 
region took place at different times in the various Western European countries, but 
mainly in the 1980s and 1990s. Simultaneously, the former decentralisation policy 
was replaced by a regionalisation policy by creating new centres of education at the 
regional level, which in addition were granted more autonomy by the government. 
In broad terms, one could say that the initial decentralisation process was superseded 
by a centralised decentralisation process, or more precisely by a regionalisation 
process. In most countries, horizontal integration of study programmes did not 
necessarily result in geographic proximity of the programmes. In many cases, the 
professional schools were not relocated to a joint regional centre, but were retained 
as geographically separate faculties or departments within the new regional institu-
tions. To overcome the obstacles of geographical fragmentation, in many countries 
the notion of network was introduced as a guiding principle for mutual contact and 
collaboration.

The introduction of a meso level of governance in most Western European coun-
tries can be regarded as an impetus for the regionalisation of college education, and 
several of the reasons for this policy reform can be applied to the education sector 
as well. In the 1970s and 1980s, an intermediate level of government between the 
national centre and the basic municipal level emerged in most Western European 
states. This new political and administrative level took the form of an entirely new 
system of regional elected government (Italy, France, Spain, Belgium, Portugal, 
and Greece), the form of a strengthened county level of local government (Norway, 
Sweden, Denmark, United Kingdom, and some länder in West Germany), or an 
institutional type in between these two basic forms (The Netherlands) (Sharpe 
1993). The reasons for the creation of a meso level of governance are complex 
and differ between states. One important factor in some countries, however, was 
latent regional nationalism which was strengthened in the 1960s. In addition, 
Sharpe (1993: 8–26) distinguishes between four distinct groups of factors which 
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are a mix of structural, cultural, and interest group explanations in his analysis of 
governance reforms:

(a) Rational–functional: Because an increasing proportion of the expansion in 
public activities has taken place at the sub-national level, some of these activi-
ties needed a meso-level government unit to be properly dealt with.

(b) Ideological: In many countries, the quest for decentralisation of the state 
apparatus and decision-making authority has been an important reason for the 
creation of a meso level of governance. Decentralisation came to be seen as an 
enhancement of democracy through greater local participation in local policy-
making and the allocation of resources.

(c) Sectional interest: Politicians as well as bureaucrats supported the creation of a 
meso level, either as a base for exerting political power, or as a base for extend-
ing bureaucratic influence.

(d) Central advantage: The central government has favoured the meso level in order 
to promote its own interests, e.g. through the transfer of complex and proble-
matic governmental tasks, and thus their costs, to a lower level of government.

The introduction of a meso level of governance did not in itself have any immediate 
effects on the organisation of college education in the various countries. However, 
the idea of a meso managerial level in the organisational field of college education 
soon spread. To a varying extent, a mixture of rational–functional arguments, ideo-
logical reasons, sectional interest, and the assumption of central advantage became 
a premise for the regionalisation of higher education as well.

The purpose of this chapter is to explain the reasons for this change and to make 
an attempt to improve our understanding of the dynamics of regionalisation by 
using Norway as a case.

Regionalisation: A Theoretical Approach

A theory of regionalisation should include rational–functional causes grounded in 
structural deficits in the organisation of the field of college education, ideological 
impact on decision-making, and an analysis of power relations between various 
interest groups.

A structural–functional perspective on regionalisation of college education 
implies that the large number of small institutions was no longer an adequate 
organisational solution for the training of professional workers, and that larger enti-
ties should be established through mergers in each region. Former studies indicate 
that mergers of professional schools and colleges have been undertaken for various 
reasons, but the most frequent motive is the wish to achieve administrative, eco-
nomic, and academic benefits (Skodvin 1999; Harman & Harman 2003). Mergers 
have been initiated to reduce problems of institutional fragmentation and efficiency, 
and to improve academic quality and viability. An important purpose has been to 
create larger academic units, either through the amalgamation of duplicative pro-
grammes, or through the merger of institutions and programmes that complement 
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each other. Most policy decisions on mergers seem to be implicitly based on two 
causal theories, or rather assumptions, on the relationship between means and ends. 
The first is that economies of scale will be present in professional, economic, and 
administrative functions. The second is that changes in the organisational struc-
ture, through the association of various programmes, will result in better contact 
between different academic and professional cultures and subsequently in a better 
educational and research environment.

An underlying assumption for the regionalisation of higher education through 
mergers of specialised colleges within a geographic area is that due to economies 
of scale, larger institutions will entail advantages compared to the previous, smaller 
institutions. This assumption can be accounted for on a theoretical basis with respect 
to administration, teaching, research, and innovation. Scale effects are supposed to 
take place with regard to cost-efficiency as well as to the quality of performance 
of tasks. First, the theory of administrative economies of scale states that in large 
organisations administrative costs will be relatively lower than in small organisa-
tions, because size in itself enables the administrative apparatus to be used more 
efficiently (Blau 1973). Small institutions need special personnel to take care of 
different special functions, although in consequence their competence will not be 
fully utilised because the number of similar tasks is too few. In addition, the quality 
of administrative services will increase as a consequence of task specialisation. The 
theory of administrative economies of scale can also be applied to academic staff’s 
participation in administrative work. The premise is that the average amount of time 
used for administration by staff will decrease with an increase in the size of an insti-
tution, because more staff members will be able to share such work and relatively 
fewer will need to participate in boards and committees (Gornitzka, Kyvik, & Larsen 
1998). Second, there are scale effects in the teaching of students in two respects; 
expenditure and instruction. It is a common assumption that larger institutions can 
provide education with lower unit costs than do small institutions. This is attributed 
to the increased possibilities for a more economical use of classrooms, laboratory 
places, library and data services, welfare services, and administrative support, and the 
possibility for larger classes. Third, it is a common assumption that a critical mass 
of people is needed to undertake research of high quality, although the size of higher 
education institutions in itself has hardly any direct effect on productivity and quality 
of research. Nevertheless, indirect effects may appear in cases where large institu-
tions also have large departments where it is easier to establish stimulating research 
environments and viable research groups, because the likelihood that two or more 
staff members shall have the same research interests is greater in large than in small 
departments (Kyvik 1995). Finally, due to economies of scale, research facilities and 
research conditions will be better the larger the department. Good technical staff, 
instruments, equipment, and research administration can be established more easily 
in large departments than in small ones.1

1 Former studies do not give a clear picture of large academic units as cost-effective and superior 
environments for teaching and research, even though they offer larger breadth (Gornitzka, Kyvik, 
& Larsen 1998). In a review of the literature on economies of scale in higher education, Patterson 
(2000) concludes that advocates and drivers of higher education mergers tend to overestimate and 
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In organisation theory there is a long tradition of maintaining that the manner 
in which an organisation is structured – physically and formally – will have an 
impact on the individual and collective behaviour of the members of the organisa-
tion (Pfeffer 1982; Egeberg 2003). By physical structure is meant the architectonic 
design of buildings, the geographic proximity, or distance between the organisa-
tion’s units and between individuals. In general, three types of dependent variables 
have been treated as effects of physical arrangements: the amount of interaction 
that occurs in a social system, the affective reaction to the job and the organisation, 
and the affective reaction and orientation to those with whom one interacts (Pfeffer 
1982). It is assumed that spatial proximity promotes both formal and informal con-
tact, but it is particularly the informal interaction between the organisation’s mem-
bers which may increase. By formal structure is meant how and where boundaries 
between organisational units are drawn. In organisation theory, it is assumed that 
the location of individuals within the formal structure influences their thinking 
structure and action patterns, and that organisational behaviour can be made pre-
dictable through formal boundary-setting. The establishment of a new organisa-
tional structure thus becomes a means for coordinating activity in an area, as well 
as reducing this in other areas. In our context this would suggest that when different 
programmes, previously associated with their respective college, were physically 
and formally integrated within a new college, over time this would have an impact 
on communication patterns between staff members.

A cultural perspective on regionalisation of college education, however, will put 
less weight on rational explanations based on assessments of internal system defi-
cits and more weight on new ideas on how this sector could be organised. In this 
context, we can distinguish between imitation of similar reforms in other countries 
and the introduction of reforms in public administration in general.

The idea of mergers of small institutions in each region was not unknown to 
policymakers. By the mid-1960s, such mergers had already been undertaken in the 
UK. In the years preceding the Norwegian state college reform, The Netherlands, 
Germany, Ireland, Sweden, Portugal, Belgium and Finland introduced binary higher 
education systems (see Chapter 2). Thus, at the time when Norway reorganised the 
college sector, many other Western European countries had already been through 
this process by merging the many specialised professional colleges into a smaller 
number of multipurpose higher education establishments. Functional organi-

emphasise the benefits, but underplay the cost. The research literature indicates that changes in 
formal organisational structures do not necessarily lead to the expected effects on human behav-
iour. The extent to which change might take place would be dependent on the degree to which the 
objectives of the reform are consistent with, or break with, established patterns of behaviour and 
identities of the staff (Olsen 1992). In those cases where organisational culture and traditions are 
very dissimilar, possibilities for the creation of new and fruitful contacts are much smaller than in 
those cases where different units and persons share a common set of norms and values. 
Nevertheless, in spite of the many problems, tensions, and conflicts characterising many mergers 
in the higher education sector, the overall picture is that there are numerous examples of success 
and relatively few examples of substantial failure (Harman & Harman 2003).
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sation of short-cycle post-secondary education had been substituted by regional 
integration of geographically close institutions.

In the 1980s, neo-liberal winds swept over Western Europe paving the way for 
major reforms in the steering of the public sector (Christensen & Lægreid 2003). 
Management principles developed in the private sector were embraced as ideals 
for public sector management as well. These reforms, which have been labelled 
New Public Management, came to influence the organisation and management of 
higher education in important ways (Bleiklie, Høstaker, & Vabø 2000; Larsen & 
Norgård 2002). The principal ideas behind this reform ideology were to make the 
public sector more efficient and user-oriented. Public institutions were expected 
to produce better services while at the same time cutting costs. Various meas-
ures were introduced to achieve these objectives. The main changes in governing 
principles were that rules and standard procedures should be given less emphasis, 
while decision-making authority and administrative tasks should be delegated and 
decentralised from the government to the individual institutions. This measure 
presupposed the introduction of a more detailed planning and reporting system 
than before to ensure that the institutions produced the expected results with a 
minimum of resources. The argument was that when public agencies acquire 
greater autonomy in determining how these goals were to be achieved, the results 
would be better and resource use would be more cost-effective. In this respect there 
was conformity between the changes in the governing ideology and the demands 
of subordinate agencies for local autonomy and extended authority in the use of 
the resources available. Furthermore, increased importance would be attached 
to a market orientation, either through increased demands for self-financing, or 
through the introduction of market and quasi-market mechanisms in the day-to-day 
operations. The private corporation with its managerial approach and divisional 
structure became a model for the organisation of public administration, including 
higher education (Gammelsæter 2002). In this respect, the regional level can be 
regarded as the equivalent of the divisional level in the corporation.

Finally, the role of interest groups at the various levels in the organisational 
field of college education should be investigated. With the expansion of higher 
education in terms of students, staff, institutions, programmes, and concomitant 
rules and regulations, an overloaded central administration was a likely outcome 
in most countries. In this respect, the notion of central advantage (Sharpe 1993) 
is useful to understand why the central government preferred to merge institutions 
at the regional level and to transfer tasks and responsibility to the new regional 
institutions.

In addition, the merger of small colleges into bigger units, which has usually 
been initiated by state authorities, has often been supported by regional bureau-
crats and politicians who have regarded the larger institutions as cornerstones in 
the shaping of stronger regions. In this respect, the notion of sectional interest 
(Sharpe 1993) is a useful construct to improve our understanding of the dynamics 
of regionalisation processes. At the regional political and administrative level, the 
colleges have been considered as important driving forces in regional innovation 
processes. There is a growing consensus that higher education institutions should 
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contribute to a larger extent in developing the local economy. In many countries, 
such as Finland, Portugal, Austria, Switzerland, and Ireland, this is one of the formal 
tasks of the polytechnic colleges. In addition to providing graduates with an educa-
tion that might elevate the level of competence in the business and public sectors in 
the region, it is expected that the new colleges will contribute directly to innovation 
and entrepreneurship. Research and development conducted by college staff would 
be applied and directed towards local needs. The colleges should also operate as 
centres of expertise aimed at facilitating knowledge dissemination and technology 
transfer. Collaboration between public authorities, training institutions, and indus-
try – often referred to as ‘triple helix’ (Etzkowitz & Leydesdorff 1997) – is regarded 
as desirable to promote regional innovation processes (Fritsch & Stephan 2005). 
In this context, the presence of a major college and a more visible institution in a 
region is considered a better alternative for strengthening innovation processes than 
a number of small entities lacking adequate managerial decision-making capacity 
and administrative support. Thus, in many cases, regional politicians and bureaucrats 
in several countries have encouraged the local higher education establishments to 
merge to create more powerful and visible institutions.

State-initiated mergers of professional schools have often been met with resist-
ance by institutional leaders and academic staff fearing for their professional 
distinctiveness in the organisational field. Once the original institutional pattern, 
with its separate vocational schools for each individual training programme, has 
been dissolved, the threshold required for new mergers to be initiated by the 
new colleges themselves seem to become lower. This has been particularly evi-
dent in The Netherlands where individual colleges, for strategic reasons, took it 
upon themselves to initiate new mergers (Huisman & Kaiser 2001). Many such 
mergers, conducted locally, also took place in the UK (Pratt 1997). In his analysis of 
mergers in Dutch and Australian higher education, Goedegebuure (1992) applied 
resource-dependence theory to explain the merger processes. He showed that the 
involved institutions engaged in merger in reaction to changes in their competitive 
environment that appeared to threaten a secure supply of critical resources. The 
way in which the mergers were constituted further indicated that strategic motives 
played an overriding role, in the sense that the institutions strived towards strong, 
dominant positions at the regional level. He subsequently concluded that resource 
dependence can be used as a viable concept to understand the dynamics of merger 
processes in higher education. However, in some cases, the rationale behind 
regionally initiated merger processes can probably be better explained by the quest 
for social and academic reputation than by the need to secure a constant flow of 
critical resources, like student numbers, or by the demand to serve the regional 
community. A possible strategy for a group of small colleges in a region to achieve 
higher status would thus be to merge into a larger entity in order to overcome the 
problem of scale.

The reasons for the regionalisation of higher education thus are multiple, and 
should be explained by combining a structural perspective, a cultural approach, and 
a power model.
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Preconditions for the Regionalisation of College Education

In Norway, we can distinguish between different preconditions for regional mergers 
of colleges related to structural change, cultural change, and different group interests.

Structural Preconditions

By the end of the 1980s, the organisational field of college education as part of a 
dual higher education system had developed in such a direction that several pre-
conditions for regional mergers were embedded in the operation of the system. 
The decentralisation wave in higher education had reached its peak. The college 
sector had developed into a highly differentiated and geographically dispersed 
system which called for measures that could counteract the fragmented expansion. 
Regional boards had been established in 1976 to coordinate the professional and 
vocational colleges in each of 17 regions, but this arrangement proved to be too 
weak to integrate the various study programmes. In practice, individual colleges 
still had direct access to the Ministry of Education. The regional college boards 
were characterised by a lack of legitimacy within the college system and did not 
respond sufficiently to the Ministry’s needs for assistance in administrative mat-
ters (Bakken & Hveding 1991). It gradually became more and more evident that 
the large number of small higher education institutions had created a complex 
environment and that the traditional detailed control of this field could not persist.

Subsequently, mergers of institutions were included as one of the premises 
in the mandate of the Governmental Committee set up in 1987 to evaluate the 
goals, organisation, and priorities of higher education and research (the Hernes 
Committee). In its 1988 report, the Committee pointed at some structural reasons 
for problems of coordination. The functional division into educational categories 
based on links to the professions intensified the local geographical disintegration of 
institutions, and the various programmes were administered by different offices in 
the Ministry of Education, and partly even by different ministries.

Cultural Preconditions

As mentioned above, the introduction of a meso level of governance can be regarded 
as an impetus for the regionalisation of college education. As a political concept, 
the creation of regional centres stood firm all through the 1960s and 1970s, and was 
later revitalised by new political currents from Europe. In the neighbouring coun-
try of Sweden, the regional policy aimed at creating a number of growth centres 
that could constitute attractive alternatives to the big cities (Premfors 1984), and 
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Norwegian political and administrative authorities were influenced by this policy. 
In 1976, the county was vitalised as a political region through the creation of a 
democratically elected county council and the establishment of a county council 
administration in addition to the existing state regional administration (Hansen 
1993). The regional level gradually increased its importance as a service provider at 
the expense of the local and state levels in most public sectors. In principle, the pro-
posal for integrated regional study centres was based upon the same view of regions 
as levels of planning and management. The stepwise attempts at regionalisation of 
college education throughout the 1970s, 1980s, and 1990s thus had its counterpart 
at the general political/administrative level.

In addition, the reorganisation of the college sector has to be viewed in a broader 
context in order to come to grips with the objectives of the reform and the processes 
that took place. In line with the recommendations of the OECD, in 1986 the gov-
ernment introduced a general programme for renewal of the public sector (Bleiklie, 
Høstaker, & Vabø 2000), which attained political support across the major political 
parties. The introduction of new steering principles in the public sector labelled 
New Public Management and imported from abroad came to exert influence on 
the higher education system as well. The college reform thus cannot be considered 
solely as an internal sector reorganisation process. It was an integrated part of the 
state administration reforms of the 1990s where joint and uniform management 
tools were developed along with a common set of regulations pertaining to all pub-
lic activity, combined with delegation of decision-making authority and exposure to 
market mechanisms. The condition for the implementation of these governmental 
objectives was that the management system and the administrative capacity in the 
colleges would be strengthened. This could only be achieved by creating larger 
institutions at a regional level.

Group Interests

The Hernes Committee stated that conflicting interests had been an obstacle 
for co ordination and collaboration in the field of college education. Arguments for 
co ordination were opposed by the colleges, and arguments for mergers were 
defeated by local political interests. In addition, the various colleges had differ-
ent study traditions, curricula, course structures, and staff members with obliga-
tions and rights which they wanted to retain. In some cases, personal conflict had 
effectively hindered collaboration. The debate over the status of district colleges in 
particular had been conflict-prone and long-lasting. These institutions were 
reluctant to be classified in the same category as the professional colleges, and 
were casting eyes at the university sector. For some of them the ambition was to 
achieve university status. Consequently, many of the colleges resisted attempts 
at closer integration with the other regional colleges. It was widely believed 
that integration with the professional colleges would render progress towards 
achieving another status more difficult – and would eventually make it impos-
sible altogether.
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The Hernes Committee stated that the significance of such problems had been 
overemphasised, and that the time now was ripe for reducing the number of inde-
pendent colleges to about 55 institutions through mergers within each region. 
Different group-interests and personal conflicts at the regional level should no 
longer be decisive for the organisational structure in college education. According 
to the Committee, the state should use its political, legislative, and administra-
tive powers to reorganise this sector according to more modern principles for the 
organisation of state agencies as well as higher education.

The Aims of the Mergers

The Ministry of Education formulated a number of objectives for the reform of the 
college sector (Kyvik 1999) which were in line with structural–functional theory. 
First, the Ministry based its argumentation on the assumption that the creation 
of larger institutions would lead to economies of scale in teaching, research, and 
administration. Second, the Ministry argued that changes in organisational struc-
ture and physical location of staff and education programmes through institutional 
mergers would have positive effects on collaboration patterns. In addition, the 
Ministry used the ‘needs’ of institutions, programmes, staff, and students to legiti-
mise the reform. Even though these different groups in general did not agree with 
the reform, the Ministry argued that the mergers would in fact benefit each and all 
of them.

We may distinguish between objectives related to each of the various levels in 
the field of higher education:

The State Level

A significant reason for the merger of colleges into fewer units has to do with the 
Ministry of Education itself. In terms of size, the higher education sector is one of 
the largest in the state. In 1990, it encompassed some 127 public training institutions. 
In addition, 22 private institutions were receiving government support. The largest 
group of post-secondary institutions was clearly formed by the regional colleges. 
The regional college system encompassed about 100 state institutions: 14 district 
colleges, 25 teacher training colleges, 16 engineering colleges, 30 colleges of health 
education, 3 colleges of social work, 6 conservatories of music, and 4 other  colleges 
(Kyvik 1999). The total number of students exceeded 60,000, about the same 
number as in the universities. Ever since the time when the proposal to integrate all 
post-secondary education outside the universities into regional study centres was 
launched in the mid-1960s, the Ministry had wished to deal with fewer institutions. 
The large number of colleges under its auspices created considerable administrative 
capacity problems. A huge part of the capacity of the bureaucracy went towards 
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resolving individual issues, which, according to the regulations, had to be referred to 
the Ministry. Because the directorate model had not been adopted in the education 
sector, it led in turn to capacity problems in the Ministry (Kyvik 1999).

The System Level

Second, the mergers were an integrated part of a new vision for the organisation of 
the higher education system, coined Network Norway. In the Act on Universities 
and Colleges of 1995, Network Norway was given a central position. In Section 2, it 
was stated: ‘Within a national network for higher education and research (Network 
Norway), the institutions shall cooperate and supplement each other in their profes-
sional activities.’ According to the Act, the universities and the specialised univer-
sity institutions should be responsible for the major part of basic research, and be 
given main responsibility for graduate education and research training. The state 
colleges should be responsible for a wide variety of professionally and vocation-
ally oriented programmes, and in addition take on some of the university courses 
for basic and undergraduate education. In reality, this meant the establishment of a 
formal binary system with a university sector and a college sector having different 
purposes. An additional aim, though not officially stated, was to prevent the two 
largest district colleges (Stavanger District College and Agder District College) 
from achieving university status. These two colleges had for many years attempted 
to become universities, but the Minister of Education, Gudmund Hernes, was very 
intent on curbing the tendencies to institutional drift and to limit the number of uni-
versities to the four established institutions. By establishing a binary system with 
two distinct higher education sectors, and by amalgamating these two colleges with 
the professional colleges in each region, he hoped to put an end to their university 
ambitions (Kyvik 2002b).

The Sector Level

An important aim of the reform, but probably not the most important, was to 
make the college sector more cost-efficient. The Ministry of Education argued 
that economic gains from mergers would be of considerable significance because 
fewer large institutions are normally less expensive to operate than the many small 
institutions. This applied particularly to operating costs per student that would 
result from economies of scale in teaching, administration, and a more efficient 
use of the premises. Regarding administrative costs, it was pointed out, however, 
that a merger of colleges was not assumed to result in any considerable short-term 
savings, as the administration at many of the new colleges would be too small to 
manage the tasks they would be obliged to carry out. In the longer term, however, 
the mergers and a joint location would result in benefits of rationalisation and a 
better use of resources.
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The Institutional Level

A prime object of the reform was to create larger and stronger professional envi-
ronments for teaching and research. In its white paper to Parliament, based on 
the recommendations of the Hernes Committee, the Ministry stated that it was 
the professional advantages that were the most conspicuous purpose of a changed 
institutional structure of college education. The various educational and research 
environments had much to offer each other, but individually they were too small. 
An institution should normally comprise not less than 700–800 students. The dis-
trict college as originally conceived – a study centre with a broader coverage of 
professions – was to be the model for the future. It was pointed out that larger and 
broader professional environments would result in better use of available resources 
and, simultaneously, that reorganisation and the development of new courses 
would be easier to implement. Another objective was to improve the quality of 
administration through economies of scale. The new institutions would have com-
prehensive and complex tasks which would demand a well-qualified administrative 
staff and other support functions related to staff and finance management, course 
administration, etc. Several of the existing colleges were too small to establish 
good administrative arrangements which could solve these problems in an  effective 
manner. Finally, the Ministry noted that larger institutions would be able to use the 
buildings and infrastructure (library, computer services, etc.) in a more rational 
manner.

The Programme Level

The Ministry stated that the existing institutional demarcation between the 
various study programmes inhibited the development of a common educational 
culture across professional programmes with different purposes, teaching meth-
ods, relationships between theory and practice, the role of research in the new 
institutions, staff promotion systems, and so forth. Each professional field had 
its own criteria and procedures for determining what should be taught, how this 
should be done, and so forth, and had often been resistant to attempts to create 
and offer common courses. Their educational profiles were outlined by differ-
ent national advisory boards, one for each programme, to secure national norms 
and standards. A reorganisation of the relationship between different profes-
sional and vocational programmes within the framework of larger institutions 
was therefore important for the further development of college education. 
The Ministry stated that a professional tradition which could only be maintained 
through isolation was no living professional tradition, and that it could not 
take into consideration references to professional distinctions as an argument 
for non-cooperation with other professional programmes. However, during the 
debate on teacher training in Parliament, the Education Committee expressed 
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the view that the skills and culture which characterise teacher training colleges 
must be preserved and continued (Kyvik 1999). This comment obviously 
contradicted the Ministry’s statement and was a result of active lobbying by 
the teacher’s professional organisations. This question was raised again in 
Parliament in 1992, and on the basis of this debate the Minister of Education had 
to conclude that teacher training must be considered as an integrated entirety, 
both regarding theory and practice. This was later interpreted to include profes-
sional programmes in general.

Staff

Another purpose of the reform was to enhance contact and collaboration 
between staff across professional boundaries. The professional networks must 
be given other physical and organisational frameworks in order to operate effi-
ciently with this objective in mind to achieve synergy effects in teaching and 
research. In addition, a more competent college administration should relieve 
academic staff of administrative tasks, and also improve the quality of admin-
istrative services.

Students

A final objective of the reform was to expand possibilities for students to com-
bine subjects in new ways, such as by substituting a subject within economics 
and business administration with a subject in the teacher training programme, or 
by creating new courses with elements from different professional and academic 
courses. The Ministry maintained that the new and larger colleges would provide 
a broader range of options for students to combine different courses and also 
provide them with the chance to discover new subjects of which they had previ-
ous little knowledge. Combined with modularisation of coherent programmes, 
the merger reform would benefit students in the sense that greater variation of 
subjects within a single institution would entail new possibilities for combining 
elements from different programmes and courses in a college degree. This pur-
pose was in line with ideas put forward by the OECD (1998), which had drawn 
attention to the value of an education that promotes breadth and a capacity to 
work in different ways and different jobs over the life cycle. In this way, the col-
lege sector would also become more responsive to the changing needs of industry, 
the public sector, and other parts of society. This was an explicit and important 
premise for the regionalisation of college education in several Western European 
countries. In Finland, for example, the reformed system should provide increased 
flexibility of choice for students, while making the vocational route attractive 
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(Välimaa & Neuvonen-Rauhala 2008). In addition, students would benefit from 
improvements in administrative services, in welfare services, and in infrastruc-
ture like libraries and computer services.

The Implementation of the Reform

The white paper that followed the proposal of the Hernes Committee supported 
the recommendations for mergers, but the Ministry stated that the proposal of the 
Committee did not go far enough in reducing the number of colleges. Parliament 
agreed that one should aim at ending up with fewer institutions, and in 1993, the 
government decided that the 98 existing colleges should be merged into 26 new 
units, named state colleges. The most comprehensive reform of Norwegian higher 
education ever became a fact. In the meantime it had taken almost 30 years from 
when the proposal for mergers had first been aired until the new colleges were inau-
gurated. The conditions for bringing about this reform were also considerably differ-
ent in the early 1990s than at the end of the 1960s. The weaknesses of the regional 
college system were manifest, and the political opposition to such a change in the 
educational system had become considerably less. In addition, the rapidly increas-
ing student numbers in the early 1990s, as the driving force behind growth in the 
higher education sector, provided a powerful argument for a managerial approach in 
handling the expansion of the system (Bleiklie, Høstaker, & Vabø 2000).

We can broadly distinguish between two stages in the implementation of the 
Norwegian college reform: the merger process conducted by the Ministry of 
Education, and processes taking place in the colleges after the mergers in order 
to accomplish (or counteract) the objectives of the reform. The first stage – the 
restructuring of the college sector – can be regarded as a set of organisational 
changes undertaken to achieve the various academic, administrative, and economic 
goals. First, the number of colleges was reduced to one fourth. Next, the inter-
nal organisation of each of the new state colleges was decided upon through the 
division into faculties and departments as well as by the establishment of new 
administrative structures. Finally, a university-like management system was intro-
duced in accordance with the new Act on universities and colleges.

In the second stage – after the state colleges were established – it was generally 
the responsibility of the individual colleges to implement the measures necessary to 
fulfil the academic, administrative, and economic objectives of the reform. This was 
also in line with the predominating managerial model. The responsibility for the 
implementation of public goals should be left to subordinate units.2 In the following, 
we briefly review the implementation process at the various organisational levels.

2 The processes that took place in the individual colleges after the mergers have not been examined 
in this book. See Skodvin and Stensaker (1998) and Norgård and Skodvin (2002) for a discussion 
of institutional processes in Telemark College, and Yttri (2008) for similar processes in Sogn og 
Fjordane College.
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The State Level

The reorganisation was a result of a long and extensive political decision-making 
process undertaken according to a Parliamentary Resolution. The reform process 
was instigated by the Ministry of Education in order to implement this political 
resolution. In the Ministry, a small group of dedicated people was set up to carry 
the mergers through.

The Regional Level

The regional boards for higher education were asked to organise the merger proc-
ess in their region according to directives and lines of guidance developed by the 
Ministry. In the first phase, the main issue was to come to an agreement on which 
institutions were to be merged within the various regions. The regional boards 
were the driving force in this process. They had worked for many years for closer 
integration of the different colleges in their regions. Now they saw their chance to 
accomplish their plans for an integrated higher education system at the regional 
level. The various colleges were less enthusiastic, but accepted somewhat reluc-
tantly the inevitable outcome of this process. Still, some colleges worked actively 
to avoid the merger, but for a variety of reasons. Some argued that the distance to 
the administrative centre of the new state college would be too far, while other col-
leges feared that their ambitions to be granted university status would effectively 
be stopped by the incorporation into a state college. However, the general political 
agreement on this reform made it impossible for the reluctant colleges to avoid 
being merged with other local institutions. The Ministry directed the merger proc-
esses, but negotiations between the regional boards and their affiliated colleges 
gave room for local leeway.

The Institutional Level

After the establishment of the 26 state colleges, the next phase in the reorganisation 
process was to come to an agreement on the faculty structure within the individual 
colleges. The expectation by the Ministry of Education was that previous bounda-
ries between programmes should be toned down, and that there would be a higher 
degree of academic integration than in the previous system. Difficult negotiations 
took place at the various colleges, although the different actors knew that the 
Ministry was to accept the proposal for a division into faculties. At most colleges, 
the majority of the former independent institutions wanted to continue as separate 
faculties hoping to avoid becoming split into different units. The final outcome of 
this process was a diverse picture of faculty divisions. Many colleges organised 



The Implementation of the Reform 123

their activities in faculties that were responsible for a wide range of subjects; 
others were organised in faculties with a relatively unified profile, for example 
nursing education; yet others established faculties with related activities such as 
health and social work education.

Concurrently, the location of the administrative centre for each state college 
had to be determined, as well as the size of the central administration compared 
to the size of the faculty administrations. The location of the administrative cen-
tre was a conflict-ridden process at some of the multi-campus colleges. Another 
controversial question was the size of the administrative staff at the adminis-
trative centre. The Ministry determined that the central administration should 
be fairly large in order to keep the new institutions together, and to enable the 
decentralisation of decision-making authority from the Ministry to the individual 
colleges. A precondition for this policy would be to strengthen the capacity and 
competence in the central administration at the expense of the faculty administra-
tions. The faculties, on the other hand, wanted to keep as many administrative 
staff as possible. The final outcome of this process was considerable variation in 
organisational solutions among individual colleges (Gammelsæter, Dimmen, & 
Kyvik 1999).

The new colleges were very different from each other with regard to size, 
organisational structure, and academic profile. In 1995, the state colleges had 
approximately 77,000 students and more than 7,000 members of staff, of whom 
about 5,000 occupied academic positions (Kyvik 1999). One of the intentions 
of the reform was to establish larger units. The Ministry set a minimum limit of 
700 to 800 students. With the exception of the College of Sami Studies, the rest of 
the colleges fulfilled this objective. The size of these colleges varied much: from 
fewer than 1,000 at four of the colleges to more than 8,000 at Oslo College. The 
colleges offered study programmes of 1–4-year duration; 2–4-year programmes in 
professional and vocational fields, and 1–1.5-year university courses. Half of the 
colleges also offered several master’s degree courses, most often in collaboration 
with a university. In addition, two colleges offered doctoral training in engineer-
ing. The largest programmes were nursing (offered at 22 colleges), general teacher 
training (offered at 20 colleges), and engineering (offered at 16 colleges), each 
with approximately 9,000 students. Half of the colleges had programmes only in 
professional fields, while the other half offered programmes in both professional 
and academic fields. Most of the professionally oriented colleges were intensive 
in teaching and instruction, while other colleges put more emphasis on lecturing 
and independent studies as well as on research. Finally, most colleges offered a 
variety of programmes and courses which were very different with respect to their 
knowledge basis.

A presumption for most of the objectives of the reform to become realised 
was that the state colleges were co-localised. However, the geographical location 
of each of the 98 original colleges made it politically unacceptable to move all 
programmes within each of the regions to a single centre. In most cases teaching 
therefore still took place at the sites where the original colleges were located, 
even though those institutions had been merged into one common institution. 
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Many of the new state colleges therefore had to compensate the lack of physi-
cal integration by developing networks between the various campuses. In most 
cases, the colleges were superstructures of faculties located far from each other. 
Even though half of the new colleges had their faculties located within the same 
municipality, only nine colleges were located on one campus (Kyvik 1999). The 
other half of the colleges had their faculties spread around in different munici-
palities. Nine of these institutions were located in more than two municipalities. 
Of the latter institutions, Telemark College had the largest geographic spread, 
where the distance between the five campuses ranged from 20 to 180 kilometres 
(Norgård & Skodvin 2002).

The Programme Level

One of the main objectives of the reform was to create larger and stronger pro-
fessional environments in the new colleges. However, a merger of the previous 
professional colleges was not necessarily synonymous with larger and stronger 
professional environments, should the programmes differ to such an extent that 
new professional bonds were difficult to achieve. Naturally, there were examples 
where the mergers resulted in larger and stronger professional environments through 
the association of similar subjects. This was the case at Volda College, where 
similar subjects within the former teacher training college and the previous district 
college were amalgamated. But this was the exception rather than the rule. In most 
instances, the former teacher training colleges, nursing colleges, engineering  colleges, 
and district colleges were not physically integrated, but remained as separate facul-
ties on various geographical locations in each region. It would have been politically 
unacceptable to move established institutions to a regional centre.

The structure of the professional programmes varied much. Many colleges 
organised their activities in faculties which were responsible for a wide range of 
subjects; others were organised in faculties with a relatively unified profile. The 
reorganisation resulted in many different organisational solutions, especially for 
teacher training. Roughly speaking, we may distinguish between three models: 
(a) the pure model, where a single faculty is responsible for teacher training, 
(b) the fragmented model, where teacher training is spread over several facul-
ties, and (c) the mixed model, where one faculty is responsible for most teacher 
training, but where there is some integration between teacher training subjects 
and subjects in other fields (Michelsen 2002). Also, nursing and other health 
courses were organised in very different ways in the various colleges, moving 
from being a faculty of its own, to be located in faculties with other forms of 
health education, and to being a part of a faculty with programmes in fishery 
and aquaculture. Differences in organisational solutions obviously influenced 
the local construction of the curriculum in these programmes (Erichsen 2002; 
Karseth 2002).
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Why Was the Merger of Colleges Implemented 
in 1994 and Not in 1969?

One of the case studies in the book by Cerych and Sabatier (1986): ‘Great 
Expectations and Mixed Performance – the Implementation of Higher Education 
Reforms in Europe’, is based on the establishment of the Norwegian district colleges. 
As a collaborator in the comparative project and the author of the report that Ch. 7 
in that book is primarily based on (Kyvik 1981), I have had the opportunity to 
reflect later on some of the conclusions drawn in the book and its contributions 
to implementation theory.3 The evaluation of this reform, conducted by me in col-
laboration with Cerych and Sabatier, concluded that the establishment of district 
colleges as autonomous institutions had, on the whole, been successful during the 
first decade. The non-implementation of the proposal to merge post-secondary 
schools in each region was explained by the resistance from some of the institutions 
involved, and that it was easier to establish new study programmes in a new institu-
tion not hampered by cultural and social traditions. We concluded that the merger 
failed because the degree of system change envisaged was too large. But when we 
look at the development of these colleges over a 25-year period, it is obvious that 
the conclusions drawn on the basis of the first decade need to be modified.

As a starting point in their comparative project, Cerych and Sabatier developed 
a conceptual and analytical framework as a guide for the national case studies of 
implementation processes. They pointed out that normally major changes in public 
policy pass through a three-stage process: First, a period of policy formulation 
involving an awareness of inadequacies in the existing system, followed by the 
examination of one or more means of readdressing the situation, and culminating 
in a formal (legal) decision by the government or parliament to establish a new 
programme or institution. Second, the policy decision is assigned to one or more 
organisations for implementation. In higher education reforms, this will almost 
always include the ministry concerned and the affected institutions. Third, based 
upon various actors’ evaluations of the implementation experience and reactions to 
changing conditions, there will follow a reformulation stage, in which efforts are 
made to revise policy goals.

In their analysis of higher education reforms, Cerych and Sabatier placed special 
emphasis on the analysis of goals (clarity and consistency, degree of system change 
envisaged), adequacy of causal theory underlying the reform, adequacy of finan-
cial resources provided to implementing institutions, the degree of commitment to 
programme objectives by those charged with its implementation, and changes in 
social and economic conditions affecting goal priorities or the causal assumptions 
of the reform.

On the basis of the analyses of the various reforms, Cerych and Sabatier discussed 
the importance of the various factors.

3 This section is based on Kyvik (2005).
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Goals and Extent of Change

The objectives of a reform are obviously the starting point for the analysis of imple-
mentation processes. Are goals clear and consistent, or vague or contradictory? 
Initially, the authors suggested that clearly formulated and consistent policy goals 
facilitate implementation of reforms. However, they stated that these conditions 
cannot often be fulfilled. Vague goals are frequently the price to be paid for attain-
ing political consensus in the formulation stage, and many reforms have conflicting 
objectives. The authors concluded that ambiguity and conflict in goals are in many 
cases unavoidable, and in addition that a precise goal does not guarantee superior 
implementation. They therefore concluded that instead of focusing on clear and 
consistent objectives, implementation analyses ought to identify an ‘acceptable mix 
of outcomes’ of a reform.

With respect to the effect of degree of change on the outcome, Cerych and 
Sabatier initially pointed to the seemingly obvious fact that major changes are more 
difficult to implement than minor ones. They suggested that the degree of system 
change hoped for by a reform be conceptualised in terms of the number of institu-
tions affected, the proportion of individuals within each institution whose behaviour 
would have to change, and the amount of behavioural change required of the staff. 
However, in their conclusion they stated that a more complex conceptualisation of 
the scope of change is necessary to capture the process. They suggested a three-
dimensional framework that they called depth of change, functional breadth of 
change, and level of change. Depth of change indicates the degree to which a new 
policy implies a departure from existing values and practices of higher education. 
Functional breadth of change refers to the number of functional areas in which a 
given policy is expected to introduce more or less profound modifications, while 
level of change indicates the target of the reform: The system as a whole, a particu-
lar sector or segment of the system, a single institution, or an institutional subunit.

The two authors concluded that the relationship between the scope of change 
and implementation success seems to be curvilinear. Policies with a very wide 
functional breadth and extensive depth of change encounter strong opposition, 
whereas those with a narrow functional breadth and small depth of change do not 
galvanise sufficient energy to overcome inertia in the system: ‘Thus reforms visu-
alising a moderate scope of change are likely to be more successfully implemented 
than those with a very high or a very low scope’ (p. 248).

Adequacy of Causal Theory Underlying the Reform

Cerych and Sabatier observed that many higher education reforms have been based 
on false assumptions. In line with Pressman and Wildavsky (1973), who argued that 
decision-makers should base new programmes on an ‘economic theory of imple-
mentation’, they emphasised the importance of an adequate causal theory, or a set of 
assumptions about means and ends. They stated that if goals are to be realised, it is 
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important that causal links be understood, and that the agents responsible for imple-
menting the reform have jurisdiction over sufficient critical linkages to make possible 
the attainment of the objectives. However, in their conclusion they admitted that not 
everything can be foreseen in advance. Constraints that could not have been predicted 
emerge, and individual and group behaviours often change on non-rational grounds.

Adequacy of Financial Resources

The comparative project indicated that the economic aspects were of less impor-
tance than expected. Almost none of the failures identified in the case studies 
could be explained by lack of financial resources. The authors concluded that it 
is not meaningful to say that adequate funding is necessary to ensure successful 
implementation.

The Degree of Commitment to Objectives Among 
Those Charged with Their Implementation

Reforms are not self-executing; someone has to be in charge of their implementa-
tion. It is generally regarded as important for goal attainment that those agents 
who are responsible for the implementation of the reform are highly committed to 
their task. Cerych and Sabatier particularly emphasised the importance of having a 
strong leader – a so-called fixer (Bardach 1977) – committed to the reform. Such 
‘fixers’ were also present in most of the higher education reforms they studied. 
However, their role was usually limited to policy formulation and adoption and 
restricted to the early phase of the implementation process. Cerych and Sabatier 
therefore suggested that many difficulties that arose later could have been overcome 
if the ‘fixers’ had been in charge for a longer period.

Changes in Social and Economic Conditions

The authors noted that social and economic conditions which originally motivate 
the adoption and launching of a reform may change, and that this new climate may 
either undermine its implementation or give it a new and unforeseen orientation. 
In the reforms studied, a changing climate often contributed to a shift in emphasis 
among multiple goals of a reform. Cerych and Sabatier (1986: 254) concluded that 
the effects of changed socio-economic environments on policy implementation are 
highly complex:

No clear direction can be identified in which worsened social, economic and financial 
conditions influence higher education reform implementation. Sometimes the impact was 
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negative; often it was not. Occasionally, it facilitated implementation because the generally 
worsened conditions were in fact favourable in an unforeseen way to the realization of a 
policy. When the impact was negative, however, it was never the only factor in failure. 

On the basis of the analyses of the various reforms, Cerych and Sabatier concluded 
that it is a mistake to focus on clear and consistent objectives. They reduced the 
importance of an adequate causal theory for a successful outcome, and the com-
parative project indicated that adequate financial resources were of less importance 
than expected to ensure successful implementation. Still, they seemed to mean that 
two factors might be more important than others for a successful implementation 
of goals; a moderate extent of change, and the long-term presence of a ‘fixer’ com-
mitted to the fulfilment of the reform.

In its report in 1968, the Ottosen Committee proposed that all post-secondary 
education institutions in each of 12 defined regions should be merged. However, 
during the political process the number of regions was increased to 17. In its report 
in 1988, the Hernes Committee suggested that the number of colleges should be 
reduced through amalgamations, and presented some examples on mergers. These 
examples indicated that the number of colleges might be reduced to about 55. The 
Ministry of Education (where Gudmund Hernes now was Minister of Education) 
thought this to be too large a number of entities and suggested in a white paper to 
Parliament that 20 to 30 colleges would be a more appropriate number.

The Hernes Committee and the Ministry of Education were less specific than 
the Ottosen Committee in terms of which colleges should be merged, and the sug-
gested number of new institutions was much higher than proposed by the Ottosen 
Committee. One might therefore possibly conclude that the implementation of 
the 1994 merger was facilitated by a less clear vision of the final outcome and 
a lower degree of system change. On the other hand, the numbers of institutions, 
staff, and students affected by a merger were far fewer in the late 1960s than in 
the early 1990s. In 1965, fewer than 10,000 students were enrolled in college 
education as compared to 70,000 in 1994. Not only had 14 district colleges been 
established, but the number of colleges for various professional studies had also 
expanded considerably. The degree of system change in the 1994 merger therefore 
was greater than that of a similar reform in the late 1960s would have been. To use 
the terminology of Cerych and Sabatier, depth of change, functional breadth of 
change, and level of change were all substantial. In theory, the likelihood of such 
a revolutionary structural reform to achieve the necessary political support and be 
implemented should thus be very low.

A too large extent of system change was a very convincing explanation for the 
merger failure in the late 1960s. This is, of course, an explanation that has to be 
modified in the light of later events. So, what was different in the early 1990s? 
Adequacy of causal theory is included in the analytical scheme by Cerych and 
Sabatier. But to the extent that it is possible to apply this term in this respect, there 
is no great difference in the logic behind the reform proposal on the two occasions. 
Adequacy of financial resources to secure a successful implementation of a reform 
is another factor, but it cannot explain the differences in implementation success. 
As opposed to the first merger proposal, one of the aims of the 1994 reform was to 
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reduce public expenditure in the college sector through economies of scale in the 
larger merged institutions. In line with this assumption, the government anticipated 
a more cost-efficient state college system and reduced appropriations to the new 
colleges (Kyvik 2002a). The unimportance of adequate funding for the implemen-
tation of this reform corroborates the conclusion drawn by Cerych and Sabatier in 
this respect.

The big difference between the situation in the late 1960s and the early 1990s is 
the degree of commitment to the objectives of the reform proposals as suggested by 
the two committees. While the colleges and their staff opposed to the merger pro-
posal on both occasions, the Hernes Committee attained general political support 
for the merger issue. Moreover, the chairman of this committee, Gudmund Hernes, 
was given the opportunity to restructure Norwegian higher education according to 
his own visions by being appointed as Minister of Education. Gudmund Hernes was 
accordingly a true ‘fixer’ in the implementation of the reform.

But why did the merger proposal by the Hernes Committee attain general politi-
cal support? What was different on the later occasion from the situation in the late 
1960s? The answer can be found primarily in changes in the political and socio-
economic environmental climate, which is one of the important factors influencing 
policy implementation in the analytical scheme of Cerych and Sabatier.

The political decision to undertake large-scale mergers in the regional college 
sector, and the successful implementation of this decision in the early 1990s, were 
facilitated by cultural and ideological change. The proposal to establish fewer 
and larger state colleges through mergers was consistent with prevailing trends 
in political and administrative thinking about how the public sector should be 
organised to deal with structural inefficiency and reduce organisational complexity. 
The existence of a ‘fixer’, who in this case proposed the reform as well as having 
implemented it, was an additional factor which guaranteed a successful outcome 
from the political decision. However, the reform with great probability would have 
been implemented even without Gudmund Hernes being in charge of the Ministry 
of Education. The ministerial bureaucracy was intent on carrying this reform 
through and was backed by a unanimous political decision. One of the bureaucrats 
responsible for the implementation of the mergers later revealed that it was the 
ministerial bureaucracy that was the driving force in the merger process – not the 
Minister of Education. Gudmund Hernes had not expected that it would be pos-
sible to establish fewer than 40 new institutions. Subsequently, he was prepared to 
strengthen the role and power of the regional college boards – not to abolish them 
(Frøysnes 2004).

Explaining Regionalisation

As shown in this chapter, the regionalisation of higher education needs to be 
explained by a combination of structural–functional theory, a cultural approach, 
and a power perspective.
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The governmental arguments for the reform were implicitly based on structural–
functional theory. Through mergers of small institutions into larger entities, econo-
mies of scale and improved contact between different professional programmes 
could be achieved. In the time before the Ottosen Committee’s radical proposal in 
1966 to organise short-cycle and vocational post-secondary education in regional 
study centres, there were few who questioned the suitability of a system composed 
of small, specialised institutions for each individual field of training. New educa-
tional needs were met by the creation of new types of schools with no links to the 
existing ones. A profession-oriented training system based on the function prin-
ciple was regarded as natural. Teacher training should take place in teacher train-
ing schools, engineering studies in technical schools, and so forth. Therefore, the 
proposal of the Ottosen Committee was defeated at first, but its idea of integrated 
education centres would prove to be resilient.

Earlier attempts at integrating the college sector by dividing it into 17 educa-
tional regions, each with its own regional board, had proved to be a failure. The dif-
ferent professional colleges and the district colleges had managed to preserve their 
organisational, professional, and academic identities, and to bypass the regional 
boards in their contacts with the Ministry of Education. The structural complexity 
of the organisational field was accordingly a powerful argument for a fundamental 
reorganisation of the sector.

This decision, however, was facilitated by the introduction of a general pro-
gramme for renewal of the public sector in line with recommendations by the 
OECD (Gammelsæter 2002). The New Public Management concept presupposed 
the creation of larger state agencies in order to delegate decision-making authority 
from the central state level. In addition, many other Western European countries had 
at that time regionalised their college sector by large-scale mergers of professional 
and vocational colleges. Still, it would be a mistake to conclude that the Norwegian 
reform was the result of importing models and ideas for the organisation of the 
public sector in general, and the college sector in particular. The national history 
of the reform process was the most important premise. The idea of a regionalised 
sector dated back to 1966 and had been embraced by the Ministry of Education. 
However it lacked the necessary political support until 25 years later. Although the 
establishment of educational institutions outside the university cities gathered gen-
eral political support, there was, however, a fundamental political and ideological 
disagreement as to whether these establishments should be concentrated in regional 
centres, or whether new training opportunities should be put in place in local com-
munities where they had not been available before. This argument can be traced 
all the way back to the parliamentary discussions of the proposal by the Ottosen 
Committee, and ran more or less along the same political divide. The Labour Party 
wished primarily to concentrate the training institutions in regional study centres, 
whereas the liberal/conservative parties were more in favour of a geographically 
decentralised pattern of vocational and professional establishments. In spite of the 
strong resistance to it during the first 2 decades by many in this sector, as well as 
by the liberal/conservative parties in Parliament, the social-democrat reform project 
eventually prevailed.
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By the end of the 1980s, there was a general – if gradual – realisation of the fact 
that running a large number of small, scattered colleges was hardly an appropriate 
way of managing the system, be it from a managerial, professional, administrative, 
or economic point of view. In addition, the Ministry of Education was administra-
tively overloaded by an increasing number of institutions, programmes, staff, and 
students. Mergers had long been an accepted means of achieving economies of 
scale in industry and business, and this measure was also adopted by the govern-
ment as a general reform strategy in public administration. Even though the merger 
of regional colleges can be best characterised as an administrative reform, it was 
marketed by the Ministry largely as a professional reform.

The regionalisation of the college sector was clearly the successful result of 
planned change orchestrated by the Ministry of Education. In the Ministry, a small 
group of dedicated people was set up to carry the mergers through, and in the 
regions the regional boards finally could accomplish the integration process they 
had worked for so many years to achieve. In most regions, the merger process cre-
ated tensions and conflicts between existing colleges, programmes, and individuals, 
although the existing institutions were not physically closed and rebuilt in regional 
centres. This problem was solved through the creation of network colleges.

Most colleges and staff accepted, somewhat reluctantly, the inevitable outcome 
of this process, but organisational issues related to the construction of new faculties 
and administrations were ridden by conflicts in many regions. Still, by August 1994, 
the new state colleges were operative and the board of each institution was now 
responsible for implementing the objectives of the reform in relation to academic 
work and study conditions, administrative efficiency, and quality, and the further 
development of the college as a regional and national actor in higher education.

In conclusion, by the end of the 1980s, a number of structural and cultural pre-
conditions for the regionalisation of college education were present. This part of 
the education system had developed into a highly differentiated and geographical 
dispersed system, creating a complex organisational field calling for measures that 
could counteract the fragmented expansion. The decentralisation wave had already 
peaked, and the regional level gradually increased its importance as a public serv-
ice provider. The general reforms of the public sector, inspired by New Public 
Management ideas, spilled over to the field of higher education and demanded 
larger and more cost-effective units. Thus, the proposal to merge the regional col-
leges into fewer units was consistent with prevailing trends in political and admin-
istrative thinking. The Ministry of Education had waited for more than 2 decades 
to find the right moment for driving the reform proposal through.

The regionalisation policy is an example of a successful comprehensive institu-
tional reform, in the sense that colleges with long historical traditions were closed 
down as independent institutions and that in many cases, existing professional 
faculties were split up and rearranged in new organisational entities based on staff 
from two or more professional and disciplinary cultures. However, new organi-
sational structures did not necessarily guarantee that the intended effects on cost 
efficiency, the quality of administrative and academic work, study conditions, and 
the innovative capacity of the colleges would be achieved (Kyvik 2002b).



Three principal processes have worked to bring the two higher education sectors 
closer to each other: academic drift in the college sector, vocational drift in the uni-
versity sector, and field-coupling. In this vertical integration process, we can distin-
guish between political, bureaucratic, and professional coordination of institutions 
and programmes, and on adaptation of individual institutions to new realities based 
on market coordination. Over time, these processes have reduced the differences 
between the sectors and worked towards integration.

Chapter 7 explains the academisation process in the college sector, and Chapter 
8 analyses the processes which constitute what is here called field coupling through 
student mobility, rule harmonisation, network building, and cross-field organisa-
tional mergers. Because this study is devoted to the transformation of the college 
sector, vocational drift in the universities is not dealt with in a separate chapter, but 
in Chapter 9 where the dynamic relationship between the processes characteristic 
of vertical integration is discussed.

Phase 3
Vertical Integration



Chapter 7
Academisation

Introduction

Around 1990, a study undertaken by the OECD concluded that the establishment 
of a separate college sector had been successful in most countries (Gellert, Pratt, & 
Furth 1991). As planned, the proportion of higher education students studying 
outside universities had increased, and the institutions had to a lesser extent than 
anticipated become influenced by academic values. The vocational orientation was 
retained, the duration of programmes remained short, and relatively few college 
students continued their studies at university. This was explained by reference to 
the changes in the economy and society during the 1970s and 1980s and their influ-
ence on public policy and the labour market. The relevance of education came more 
to the fore, and, to an increasing extent, vocationally oriented study programmes 
became the choice of many students.

In the years that have passed since the publication of the OECD report, there is 
no doubt that an academisation process has taken place in most Western European 
countries. College programmes have generally been extended in years of study, the 
curricula have stronger elements of theory, and in many countries academic staff 
have engaged in research, though on a considerably smaller scale than in the uni-
versities (OECD 1998). However, significant differences remain between countries 
and programmes in terms of how far this process has come and also in terms of 
national policy regarding this sector.

This trend has been much debated in many countries. There has been a fear that 
academisation of the college sector will eventually lead to uniformity of higher educa-
tion programmes, inhibiting the intended development of functional differentiation 
between universities and colleges (Birnbaum 1983; OECD 1991). Much of this litera-
ture on this topic is normative – academisation is viewed as counterproductive for the 
maintenance of a diversified post-secondary higher education system and for the train-
ing of skilled labour for the practical professional vocations. The beneficial aspects of 
this process, like quality improvement in teaching and research, and the strengthening 
of educational institutions in non-metropolitan regions, are often overlooked. The aim 
of this chapter however, is not to discuss the pros and cons of academisation of the 
college sector, but to explain the reasons for, and the dynamics of, this process.
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Academisation: A Theoretical Approach

The analytical approach to the study of change processes in higher education out-
side universities, combining structural, cultural, and interest group explanations, 
will be used to examine the forces driving the academisation process. In a struc-
tural perspective, academisation can be regarded as a functional response to the 
need for more theory in the curriculum and better trained students to cope with the 
demands of an increasingly knowledge-based labour market. In a cultural perspec-
tive, the role of supra-national organisations, international professional associa-
tions, and trends in other countries should be explored. The role of interest groups 
in the academisation process is, however, the most frequently used explanation in 
the higher education literature. Within this tradition, academic drift is the most 
commonly used concept in analyses of academisation processes. It was originally 
coined to describe the tendency of polytechnics (in the UK) to orient their activi-
ties in ways that bring them closer to the university image (Burgess 1972). In his 
analysis of academic drift in Europe, Neave (1979) reserved this concept for proc-
esses taking place on the faculty and department level in individual establishments 
and introduced the notion of ‘institutional drift’ to account for similar processes at 
the institutional level. In addition, he used the notion of ‘policy drift’ to describe 
the failure of the government and central administration to enforce policy and the 
reluctance to intervene in processes at the institutional level. Moreover, he intro-
duced a fourth category – ‘drift in curricular emphasis’– implying accentuation 
of abstract knowledge, gradual reduction in emphasis attached to practical work 
and a move away from a utilitarian approach in course curricula. Finally, Neave 
mentioned ‘personnel drift’, meaning that teaching staff in colleges were more 
academically oriented than envisaged.

Neave’s useful elaboration of the term academic drift seems to have been more or 
less neglected in the literature on this subject. This is a pity because he has offered 
a more advanced theoretical explanation of the logic of academisation processes 
than his predecessors and successors in this field. Inspired by his analysis, we will 
suggest an even more fine-grained typology and distinguish between six different, 
though related, academisation processes which take place at student level (student 
drift), staff level (staff drift), programme level (programme drift), institutional level 
(institutional drift), sector level (sector drift), and governmental level (policy drift). 
Although academisation processes at the various levels are closely intertwined, 
nevertheless, for analytical purposes, it is important to distinguish between them to 
improve our understanding of the dynamics of these processes.

Neave (1979) made the assumption that the various drift processes are hierarchi-
cally organised, such that policy drift will result in a chain reaction down through 
the different levels. But there will also be a reverse causality, beginning at the 
lowest level and eventually leading to policy drift. This, of course, is a plausible 
explanation for how these drift processes take place. We will, however, suggest 
an even more dynamic model for academic drift with less emphasis on vertical 
chain reactions and more weight on mutual interactions between the various levels. 
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The essence of this theoretical assumption is that (a) academic drift may take place 
simultaneously at several levels; (b) academic drift at one level may lead to aca-
demic drift at another level, either through chain reactions or by by-passing levels; 
and (c) academic drift at one level, which have been triggered by academic drift at 
another level, may have a reverse effect on drift processes at the initial level, leading 
to mutually reinforcing and self-sustaining processes that are virtually impossible 
to stop in the long run.

In Norway, academic drift may be deconstructed in several different, though 
related processes, of which the following will be discussed:

(a) Increasing emphasis on theory in the curriculum
(b) Upgrading of professional schools to higher education colleges
(c) Horizontal and vertical extension of study programmes
(d) Development of research activity
(e) The possibility for state colleges to advance to university status
(f) Symbolic drift in the sense that state colleges have been entitled to name them-

selves university colleges in international contexts

The dynamic model for the explanation of academic drift based on mutual and 
reinforcing processes among actors at the various levels of the organisational 
field will be applied as an analytical framework in the study of each of these 
processes, but it is important to bear in mind that actions are conditioned and 
constrained by structural and cultural change in society as well as in the higher 
education system itself.

Increasing Emphasis on Theory in the Curriculum

Smeby (2007) has argued that over the last 30–40 years, education in Norway in 
the semi-professions has become increasingly formalised and institutionalised. 
Professional education has moved from a ‘vocational’ to an ‘academic’ model. In 
all study programmes, theoretical knowledge has gained ground at the expense of 
practical training. This change relates to the removal of work practice as a require-
ment for admittance into a programme as well as to the reduction of practical train-
ing within the study period.

In general teacher training, practical experience in the teaching profession has 
been an important part of the study programme, but over time, the number of prac-
tice hours was reduced in favour of theoretical knowledge. In pre-school teacher 
training, a controversy arose in the early 1970s as to whether trainee practice in a 
kindergarten or an equivalent would remain a prerequisite for admission into the 
study programme. This question arose in connection with the elaboration of new 
legislation on teacher education, adopted in 1973, and which proposed to do away 
with pre-trainee practice altogether. Pre-school teachers in the Norwegian Teacher 
Union initially opposed that proposal, but after it was also suggested that training 
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be extended from 2 to 3 years, they modified their views. All things considered, the 
perspective of an upgraded pre-school teacher degree on a par with general teacher 
training outweighed the wish to preserve trainee practice (Greve 1995).

The organisation and content of technical courses was altered a number of 
times, as new demands were made regarding previous knowledge and practical 
experience as a mandatory admittance requirement. The latter in particular wit-
nessed much change, going from 2.5 years in 1912, down to 2 years in 1939 and 
to 1 year in 1960, only to disappear altogether in 1969. The issue of work experi-
ence as part of the overall curriculum would, however, remain a recurrent theme, 
as it was regarded as a central element in other professional training courses. Still, 
the Ministry of Education dismissed the demands for work experience to become 
part of engineering education because the costs would be too high for the state 
(Kyvik 2002a).

This trend also applied to maritime education. A curriculum reform in the 1970s 
illustrates the kind of controversy that arose regarding the role that work experi-
ence, and in this instance, sea experience, should play as an admission criterion and 
as part of the course itself. In brief, the dispute centred on the fact that the Ministry 
of Education placed less importance and granted less scope to work experience than 
was acceptable to the Seaman Schools Council. In the Ministry’s understanding, 
when it came to higher education, one had to distinguish between the sort of work 
experience that constitutes a prerequisite for the courses to be beneficial, and the 
sort of experience that is necessary in order to receive the authorisation or certi-
fication required to practise in certain professions. Indeed, the Ministry admitted 
that to a certain degree, sea experience was both necessary and desirable in order 
to complete a degree in maritime studies, but, at the same time, it doubted strongly 
that it needed to be extensive (Kyvik 2002a).

Concurrently, the curriculum in engineering and maritime studies gradually 
became more theoretical. The technological revolution was an obvious and impor-
tant reason for this development. In addition, engineering education at a college 
gradually constituted a first step in a civil engineering programme at the Norwegian 
Institute of Technology, and the colleges had to adjust their curriculum to comply 
with the requirements for admittance at its second cycle (see Chapter 8).

In all health and social work studies, the theoretical element increased over time, 
while less time was allocated to work practice. Technical innovation in medical care 
created a demand for improvements in the training of nurses and the extension of 
the training period as well as changes in the curriculum. In nurse training, which is 
the most established of these programmes, this emphasis on theory was controver-
sial. It was argued that making the course more science-oriented, in the common 
understanding of the concept, would in fact contradict what was considered good 
care practice (Martinsen & Wærness 1991; Karseth 2002).

As shown in Chapter 3, the district colleges were primarily meant to offer voca-
tionally oriented study programmes. However, in the various 2-year programmes, 
theoretical perspectives soon gained a strong position. In 1970, a committee was 
set up by the Ministry of Education to evaluate the programme in Economics and 
Business Administration. Most of its members came from the district colleges. 
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The committee recommended that within the frame of 2 years (four terms) of study, 
basic theoretical education should be given priority over vocational specialisation. 
Moreover, a high level of problem analysis and problem-solving should be given pri-
ority over factual knowledge. Specialisation for specific vocations could instead be 
concentrated in a possible fifth or sixth term of study. The proposal of the committee 
was met with general agreement at the district colleges. This theoretical orientation 
seemed to become a general pattern (Sandvand 1976). Nevertheless, there is no doubt 
that the original goal for the programmes, that is, to offer an education qualifying 
directly for entry into certain types of employment, remained the predominant one.

However, the 2-year programme gradually came to represent a partial education, 
functioning as a basic introduction to the 4-year degree in economics and business 
administration at the Norwegian School of Economics and Business Administration. 
This change was to have major consequences for the content of the course, and 
implied the development of the curriculum in a theoretical and academic direction 
at the expense of a practical and vocational orientation (Rønhovde 2002). The need 
for vertical integration between the educational levels was consequently of greater 
significance for the curriculum of the 2-year programme than for the need of an 
autonomous and vocationally oriented course (see Chapter 8).

These examples drawn from the major study programmes illustrate very well this 
particular academisation process: the removal of work practice as a mandatory require-
ment for admittance into study programmes, and the reduction of practical training 
during the study period. There were several reasons for the introduction of the upper-
secondary school certificate as the sole admission requirement, not least the harmonisa-
tion process in the college sector. The evolution towards more theory in the curriculum 
had its basis in technological and scientific advancements, and theoretical knowledge 
has become an important part of occupational competence in the various professional 
domains. Medical progress based on new knowledge gradually elevated the demands 
placed on nurse training programmes. Technological development likewise led to 
extensive changes being made to technical and maritime studies. A third example is the 
evolution of educational theory. For those involved in teacher education, this led to extra 
emphasis being placed on learning processes, in addition to the traditional weight on 
knowledge transfer between teachers and students. Changes such as these have resulted 
in a stronger emphasis on theory in the various programmes.

However, this trend can only be explained satisfactorily if we take into account 
the interaction between drift processes at the various levels in the organisational 
field. First, many college students clearly wished to pursue their studies in universi-
ties and specialised university institutions, and have them recognised as part of an 
academic degree at the same time. Second, this wish received broad political support. 
In the case where this implied using a foundation course directly dispensed by a 
college as part of a higher degree course, the college had to adjust the content of 
its courses to comply with the requirements of universities and university colleges 
in terms of academic level. Examples of this include the adjustments in the 3-year 
engineering programme and the 2-year business and administration programme 
introduced to satisfy demands concerning the level of theory. Other examples are 
university subjects taught in the district colleges which had to be more closely 
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aligned to the requirements of the corresponding subjects in the universities in 
order to be approved as a basic course for further university studies (Ulstein 1979). 
Thus, the curricula of a number of university courses which at an early stage 
included elements of regional relevance (such as history stressing local history, 
and Norwegian with special emphasis on local writers) were adapted to the corre-
sponding courses at the universities. It was very important for the district colleges 
to get their courses approved by the universities. In particular, this was decisive for 
students wanting to take a higher degree at a university. Third, this process was 
supported by the attitudes and values of an increasingly larger part of the college 
personnel through the recruitment of research-oriented staff members. A stronger 
demand for theory and academic standards coincided with their specific academic 
interests. In the case of business and administration studies, this evolution had 
become necessary if the programme was to be able to recruit a sufficient number 
of students. If the 2-year programme had failed to obtain recognition as a founda-
tion course for the 4-year programme in economics and business administration, 
a decline in recruitment could have ensued. Programme leaders, their professional 
organisations, and institutional leaders thus worked towards making the curriculum 
similar to that of the university programme. Finally, the Ministry of Education 
supported the enhancement of theory in the curriculum at the expense of practical 
training, partly to reduce expenditure on education, and partly to harmonise rules 
and regulations across different professional programmes.

Upgrading of Professional Schools 
to Higher Education Colleges

The academic status of professional schools was first discussed in general with the 
Ottosen Committee’s proposal in 1966 to establish regional study centres, and to 
upgrade short-cycle professional and vocational training to higher education. There 
was no universal agreement that the existing schools should undergo an upgrade to 
higher education. Questions were asked as to whether some of these programmes, 
for instance nurse training and engineering studies, belonged at such a level. Some 
pointed out that the main body of students within these programmes did not hold an 
upper-secondary examination certificate, and therefore lacked the formal qualifica-
tions for access to higher education. Others were worried that these programmes 
would lose their practical character for the benefit of a more theory-based cur-
riculum. The professional organisations, however, saw in the Ottosen Committee’s 
proposals the opportunity to raise the status of these programmes together with the 
salaries of teaching staff and graduates, but wished for this to be achieved by devel-
oping existing schools, which would preserve their autonomy.

To those involved in teacher training, college status was an old issue, but 
their particular concern was to attain status as specialised university institutions. 
In the 1950s, there were attempts to change the status of general teacher train-
ing from vocational education to university-level education. This should be done 



Upgrading of Professional Schools to Higher Education Colleges  141

by  concentrating teacher training to a handful of institutions in order to establish 
viable environments for teaching and research at a university level. While this 
attempt proved to be unsuccessful, the question of granting college or specialised 
university status to the teacher training schools reappeared a decade after it had 
been turned down. In 1960, the Minister of Education expressed the view that 
teacher training schools had to be equipped to the same standard as specialised 
university institutions, with lecture rooms and smaller seminar rooms for group 
or individual work. The old system of classrooms had to give way. The follow-
ing year, the Ministry’s director general declared that it was essential to instil a 
university environment in the teacher training schools (Dahl 1975).

The group-interests setting the agenda within the teacher training system also 
sensed the opportunity for upgrading the study programme to higher education 
level, with upper secondary school as its sole admission criterion. Status as spe-
cialised university institutions was clearly impossible to achieve for teacher training 
schools, whereas college status in its new understanding, as established with the 
creation of district colleges, lay within reach. With it was the possibility of achiev-
ing working conditions and the autonomy that people within the Norwegian teacher 
training-school union had strived for over many years (Dahl 1975). In 1971, the term 
college of education was used for the first time to designate general teacher training 
schools, as well as vocational and pre-school teacher training schools.

The gradual change and upgrading of technical schools to higher education 
institutions has been dealt with in Chapter 5. To summarise this development: in 
1977 a reorganisation of technical education took place, the upper secondary school 
certificate became the general requirement for admission, and the technical schools 
were turned into engineering colleges as part of the higher education system.

Regarding the status of nursing schools, the Ministry of Health and Social Affairs 
argued in a 1976 white paper that the professionalization of nurse training should not 
be pushed too far, nor be more theoretical than necessary, and that a 2-year course 
would be sufficient. However, the Norwegian Nursing Council worked relentlessly 
and successfully for the introduction of a 3-year programme in nurse training at 
college level (Melby 1990). Following the discussions on the white paper, the politi-
cal majority in Parliament – the conservative parties in coalition with the Socialist 
Left Party – opted to make nurse training a 3-year college programme, and decided 
that this should set the pattern for all programmes in health and social education. 
This incorporation of nurse training into the college system in 1981, together with 
the shift in ministerial responsibility, marked the end of a long tradition of internal 
hospital training and a break from the vocational field (Karseth 2002).

The college sector as we know it today thus developed gradually from 1969 
onwards, partly because of the foundation of district colleges, but mainly through the 
upgrading to higher education institutions of the existing professional and vocational 
schools. This process started with the schools of teacher training in 1973. The tech-
nical schools and the social worker schools were upgraded in 1977, and the nursing 
schools and various other small institutions in 1981.

There were many reasons for the upgrading of professional schools to higher 
education colleges, of which two are structural. First, the gradual development 
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of a knowledge society with increased skills being required by engineers, nurses, 
teachers, and administrative staff entailed a need for an extension of the study 
period to a level comparable with the first degree in universities. Second, the 
establishment of district colleges as higher education institutions in the late 1960s, 
and the proposal of the Ottosen Committee to integrate professional schools in 
common regional study centres, created a kind of administrative logic whereby 
educational requirements should be standardised across study programmes. Thus, 
structural change in society generated by technological innovation and structural 
change in the post-secondary education system through the establishment of dis-
trict colleges were driving forces in the process of upgrading professional schools 
and other vocational institutions to higher education colleges. In addition, the 
upgrading of professional programmes in some other countries obviously had 
an impact on the processes taking place in Norway, in particular with regard to 
technical education. Finally, actors at the various levels in the organisational field 
engaged in the fight for the future status of the professional schools. While some 
actors worked to preserve these institutions as vocational and practice-oriented 
schools, others worked relentlessly to upgrade them to higher education colleges. 
Entrepreneurial staff and ambitious institutional leaders together with their profes-
sional associations argued successfully for a change of status through the exten-
sion of the study period from 2 to 3 years based on upper secondary school as 
admission requirement. These extensions were often controversial and took a long 
time to enforce due to resistance from the government on economic grounds.

Horizontal and Vertical Extension of Study Programmes

The introduction of university courses in the district colleges and later in the teacher 
training colleges, the introduction of master’s degrees in several study programmes, 
and the establishment of Ph.D. programmes in a few institutions constitute impor-
tant parts of the academisation process in the college sector.

Introduction of University Courses

The inclusion of basic university courses in the district colleges is an early, but not 
particularly good example, of institutional drift processes in the college sector, as 
this was part of the official mandate for these institutions. However, several of the 
first-year university courses were soon extended by half a year and were approved 
as units equal to similar courses at the universities. Many argued, therefore, that the 
extent of these courses became larger than originally anticipated, and were worried 
about the effect of the teaching of university courses for the identity of the staff and 
the selection of reference groups for their work and aspirations (Sandvand 1976).

A similar trend took place within the teacher training colleges, which gradu-
ally changed in character. At the same time that the Norwegian College of 
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Education, which offered continuing education and university courses to gradu-
ates from teacher training schools, became part of the University of Trondheim, 
these institutions themselves were taking over more of the responsibilities the 
college once had. This development was linked to the introduction of mandatory 
lower secondary education in the 1960s and the expansion of lower second-
ary schools. During this period, a conflict erupted between the teacher training 
schools and the universities about who should be made responsible for training 
lower secondary school teachers. The Ministry tended to the position that the 
teacher training schools should primarily train elementary school teachers, while 
universities should be responsible for educating lower secondary school teachers. 
In spite of this, the view defended by the training schools and teacher organisa-
tions eventually prevailed (Kyvik 2002a). The general teacher training schools 
started to include a number of options for 1-year specialisations in one or two 
subjects, and many students in this way earned the 4-year qualification required 
to teach in secondary schools.

Introduction of Master’s Degrees

In the 1970s, teacher training colleges started to develop a selection of master’s 
degrees at a university level, qualifying graduates for employment as teachers in 
upper-secondary school. In 1974, the National Council for Teacher Education 
set up a committee with the purpose of discussing the development of master’s 
degrees in teacher training colleges. These degrees would have to accommodate 
the requirements of teacher training, while presenting the same academic stand-
ard as university master’s degrees. Although opposed by the universities, which 
wanted to reserve the training at this level for themselves (Eriksen 2006), the first 
master’s degree in teacher training colleges was instituted in 1976. Universities 
and individual teacher training colleges later entered into a series of agreements 
to establish collaboration between them in order to facilitate the teaching of mas-
ter’s degrees within the colleges. Academic responsibility, however, would rest 
ultimately with the universities.

The upgrading of pre-school teacher training to higher education status soon 
called for teaching personnel with improved competence. Staff with pre-school 
teacher qualifications, it was felt, should be given the option to undertake a master’s 
degree in the same field, in doing so helping to create a more research-oriented 
environment. This was achieved in 1982 through the creation of a master’s degree 
in pre-school education at the pre-school teacher training college in Oslo, followed 
in 1985 by the introduction of a master’s degree at the pre-school teacher training 
college in Trondheim (Hagesæther 1998).

Vocational teacher courses also underwent an academisation process through 
the introduction of a master’s degree. This development injected momentum 
with the introduction of compulsory upper secondary education in 1976, where 
a  significant proportion of vocational training would now take place within the 
school system rather than in the workplace.
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In the mid-1970s, there was a widespread belief within the technological 
 community that the future need for civil engineers would be considerably higher 
than the existing training capacities could deliver. The Norwegian Institute of 
Technology decided to expand its facilities in Trondheim, while recommending 
at the same time that a few technical schools or district colleges be given the 
opportunity to establish 3-year courses qualifying directly to the second cycle of 
the civil engineering programme (Johnsen 1999). To complement these measures, 
it was also proposed that at least one of the district colleges should be allowed 
to develop a full civil engineering programme specialised in a given field. These 
signals were received loud and clear by Rogaland District College in Stavanger, 
which immediately submitted a proposal for the creation of a civil engineering 
programme to meet the needs of the oil industry. It would, however, take another 
10 years to see the establishment, in 1985, of the civil engineering programme 
in Stavanger, the result of a collaborative effort on the part of the district college 
and the local engineering college. Eventually, civil engineering programmes were 
established in conjunction with the engineering colleges in Porsgrunn, Narvik, 
Grimstad, and Gjøvik.

The reform wave in higher education continued at the turn of the century when 
in 1998 the Government appointed a committee (the Mjøs Committee) to assess 
the need for change in the higher education sector brought about by new demands 
from the government, students, industry, and commerce, as well as by internation-
alisation and globalisation processes. Two years later, the Committee presented a 
comprehensive report suggesting major changes in higher education (NOU 2000). 
The work of the Committee was generally approved by government and Parliament 
and led to several major reforms. One of these reforms implied that the state col-
leges would be granted greater institutional freedom to establish study programmes 
at the bachelor’s degree level and to apply for accreditation of new programmes at 
the master’s degree level. Until 2002, the state colleges had to submit applications 
to the Ministry of Education if they wanted to establish new programmes, and the 
government in its annual state budget set target figures for student numbers and 
the enrolment of new entrants for most programmes in each institution, and funds 
were allocated accordingly. The reform implied the need for the establishment in 
2003 of a new agency for quality assurance and accreditation in higher education 
– Norwegian Agency for Quality Assurance in Education (NOKUT) – which was 
to be responsible for the accreditation of new study programmes. In the course of a 
few years, the number of master’s degrees at the state colleges increased to nearly 
200 in 2006.

Introduction of Doctoral Programmes

Initially, the state colleges did not have the right to grant doctoral degrees. 
Doctoral students accordingly were obliged to take their Ph.D. at a university, even 
if their thesis had been written on the basis of research conducted at a college, 
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and under the guidance of college staff. The Act on Universities and Colleges of 
1995 gave the universities and the specialised university institutions a particular 
responsibility for basic research and research training, but the Act also stated 
that similar responsibilities could be given to other institutions in their respec-
tive fields. Meanwhile, the Ministry’s position regarding this particular issue had 
remained fairly restrictive.

The change of government in 1997 with a Minister of Education from Kristiansand 
and his Secretary of State from Stavanger soon proved to be to the advantage of these 
colleges in their striving for the right to confer doctoral degrees. Agder College, 
Stavanger College, and Bodø College had for some years worked towards achiev-
ing the status of research training institutions in specific subjects, and in 1997, the 
Minister of Education stated that the Network Norway Council should establish a set 
of criteria which colleges had to fulfil to be given the right to confer doctoral degrees 
(Stensaker 2004b).

The Network Norway Council dealt with the Ministry’s request in 1998. In its 
treatment of the matter it pointed to Sweden, where the corresponding state colleges 
would, under certain conditions, be awarded the right to confer doctoral degrees in 
the fields where they did display a definite academic scope and quality. The Council 
proposed a set of criteria to each institution and these criteria were accepted by the 
Ministry of Education the same year. In the meantime, Stavanger College, Agder 
College, and Bodø College submitted applications for the right to confer doctoral 
degrees in some restricted fields. The Council established three distinct committees 
to review these applications. The committees came to the conclusion that all three 
colleges failed to meet the requested criteria. Most difficult to fulfil was the so-called 
scope criterion defined jointly by the three committees in the following terms: At 
least three related and distinct research environments within the college must indi-
vidually satisfy the requirements for doctoral education. The colleges objected to the 
committee’s reading of the scope criterion, arguing that it was not in accordance with 
its formulation in the law. The Network Norway Council expressed its support for the 
colleges and recommended that they be granted the right to confer doctoral degrees in 
the subjects in which academic merit had been deemed satisfactory by the commit-
tees. The Ministry followed the recommendation from the Network Norway Council, 
and in 1999, Stavanger College became the first to receive the right to independently 
confer doctoral degrees, albeit in two disciplines only.

The admittance of the right for state colleges to confer doctoral degrees in 
fields where they could get accreditation is another example of policy drift by 
state authorities. Again, Swedish regulations were looked at as a model that 
could be imitated and transferred to the Norwegian system. The obvious strategy 
of those colleges that wanted to establish doctoral degrees was now to concen-
trate resources and efforts in those fields where the possibility for accreditation 
would be largest.

This drift in public policy towards the colleges would obviously lead to another 
turn in the spiralling academisation process in this sector. To quote the rector at 
Oslo College, who at that time was critical to the academic ambitions of some of 
the other colleges (Stjernø 1999):
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Colleges that are assigned doctoral studies will of course be tempted to use this as a plat-
form for demanding additional resources. If they get additional resources for that purpose 
from the Ministry, these resources will be taken from the common pool of resources for 
higher education. This will not only create incentives for other institutions to move in the 
same direction – not only to obtain fresh resources, but also to avoid being punished for 
lagging behind by losing resources in a zero-sum game.

In conclusion, the introduction of university courses, master’s degrees, and Ph.D. 
programmes in the colleges are an important part of the academisation of the 
college sector. This development was partly due to structural changes within 
the higher education system itself, through the establishment of district colleges 
(with a mandate to offer university courses), and the introduction of manda-
tory secondary education (with a subsequent need for improved qualifications 
of teachers). It was also partly due to structural changes in society entailing a 
demand for more civil engineers and expansion of training capacities beyond that 
of the Norwegian Institute of Technology, and partly due to import of educational 
models from abroad, in particular from Sweden. But the horizontal and vertical 
extension of study programmes did not just happen; the changes were initiated 
by, and fought through, by actors at the programme level, the institutional level, 
and the sector level in the organisational field, eventually leading to policy drift 
at the state level, which in turn enhanced the academisation process at the lower 
levels in the field.

Development of Research Activity

In the college sector, research as an ordinary activity alongside teaching started in 
the district colleges. According to the proposal of the Ottosen Committee in 1967 
and the recommendation by the Ministry of Education, the district colleges should 
not engage in research. This was said to be the fundamental difference between 
the universities and the new colleges. Personal engagement in research was not 
considered necessary for teaching at college level. On the other hand, good contact 
with research institutions was regarded as a prerequisite for keeping informed about 
recent results. However, soon after the foundation of the colleges, the teachers took 
up research as an ordinary function. In the early 1970s, about 60% of the teachers 
were engaged in research (Sandvand 1976).

The attitude toward research in the district colleges gradually changed after their 
establishment in 1968. In 1970, Parliament stated that some research of particular 
relevance to the respective regions was desirable, although it was unrealistic to 
aim at building up expensive research in the colleges. Moreover, as opposed to 
the universities, involvement in research by staff members would be voluntary, not 
mandatory. Still, Parliament underlined the importance of giving the teachers work-
ing conditions that would stimulate personal engagement in research. Possibilities 
for regular contact with other research institutions, sabbaticals for research, and 
satisfactory library facilities were emphasised (Sandvand 1976).
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There are several reasons why research came to play an important role in the 
district colleges once they were established, but the most important explanation are 
the criteria about recruitment of academic staff (Kyvik 1980). Research is an activ-
ity dependent on personal skills, attitudes, and motivation. Parliament had decided 
that the qualification criteria should be comparable to those of the universities. 
University practice in the evaluation of applicants was introduced at the district 
colleges as well. Traditional academic criteria were thus the main basis for recruit-
ment. With a teaching staff selected on this basis, a development of the colleges 
towards research institutions was likely to happen.

Other factors, also present from the start, were significant in this develop-
ment. The district colleges were given a relatively high degree of autonomy. The 
Ministry of Education did not make any regulations pertaining to the time to be 
devoted to teaching and research; this was left to the individual institution. As a 
result, working conditions at the colleges did not differ so much from those at the 
universities. The staff had a relatively small teaching load (6–8 hours per week) 
and their own offices. This was not customary at other post-secondary institutions 
outside the universities.

Another significant factor was the university ambitions in the counties of 
Rogaland and Agder. Both counties regarded the establishment of district colleges 
as a first step towards acquiring a full university. Representatives of the district col-
leges in these two counties were the most eager spokespersons for diminishing the 
differences between the universities and the colleges. Thus, the ambitions in Agder 
and Rogaland contributed to this development at all district colleges.

From the very outset, there was public disagreement regarding the role of 
research in the district colleges. Some feared that the development of research as a 
part of the functions of these institutions would be at the expense of the universi-
ties. Others warned against the dispersal of scarce resources to small institutions 
and staff who could hardly undertake serious research. It was argued that Norway, 
having but a small academic community, had to concentrate its resources and 
researchers in a few institutions to maintain an international level. Furthermore, it 
was claimed that research environments at the district colleges would be too small 
to maintain a satisfactory academic standard.

The universities, which had been sceptical about the development of research in 
the district colleges, also feared a contagion effect whereby staff in the colleges for 
teacher training, social work, health education, and engineering would also become 
more research-oriented. Should the staff at these colleges also have the opportunity 
to undertake research as part of their ordinary functions, this would be expensive 
and a waste of resources. The universities feared that they would lose out in this 
competition, particularly on account of the strong support of the regional colleges 
in Parliament.

Nevertheless, the evolution towards a steadily larger research component contin-
ued. Even though many were critical to the development of new activities that could 
draw attention away from practice-oriented vocational training, research gradually 
came to play a larger role in these institutions. Attempts by the Ministry and the 
government to slow it down were countered on several occasions by Parliament. 
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Reasons for this, among others, were that the regional colleges were present in 
every county, and that in addition, they had been considerably more skilful and 
enterprising than the universities in their lobbying of Parliament. Counter arguments 
were losing momentum throughout the whole period. The resistance to upgrading 
the colleges to become research institutions did not receive enough sympathy in the 
Ministry of Education, and certainly none in Parliament. Thus, in 1975, the right to 
carry out research was extended to include all institutions in the college sector.

Apart from the district colleges, the majority of the regional colleges had, how-
ever, an institutional culture where little interest was shown in research. The staff 
members regarded themselves predominantly as teachers, and the career system did 
not encourage research. The introduction in 1977 of the research-oriented associate 
professor position in the teacher training colleges thus met with resistance from 
large parts of the staff (Halvorsen 1999). It was mainly through the recruitment 
of new staff that had an interest in, and the ability to carry out research that this 
activity became established, initially in the colleges of social work and teacher 
training. In the 1980s and early 1990s, professional associations and agencies 
became increasingly interested in supporting the development of research activity 
in the professional colleges (Kyvik 2002a). The Norwegian Nursing Council, for 
instance, attached a lot of importance to the development of research on nursing 
with the view to giving the programme a more scientific character (Melby 1990).

When the individual institutions were incorporated into the state college sys-
tem in 1994, the staff in the various professional programmes had very different 
academic qualifications for undertaking research. While the large majority of 
staff in the former district college programmes, and to some extent, teachers in 
social work were involved in research, very few of the teachers in engineering 
and health education were qualified and actively engaged in research. Differences 
in traditions, experience, organisational culture, vocational identity, and external 
relations characterised the research profile of the various programmes in the new 
institutions.

Still, the Act on Universities and Colleges of 1995 specifically urged the state 
colleges to engage in research. However, unlike in the universities, the government 
made it clear that in the state colleges undertaking research should neither be an 
individual duty nor right, but an institutional responsibility. It was the college that 
should determine the distribution of time resources among the staff according to 
certain constraints laid down by the Ministry of Education when determining the 
annual work programme for each individual (Kyvik & Smeby 2002).

Mail surveys of all academic staff in the colleges in 1997 and 2006 showed that 
on average 20% of their total working time was used for research and development 
(R&D) (Kyvik & Skodvin 2003; Larsen & Kyvik 2006). In comparison, university 
staff spent about 30% of their time on R&D (Kyvik & Smeby 2004). There were 
however large differences between individual colleges. These differences can for 
the most part be attributed to the educational profile of the colleges and differ-
ences in formal research competence. Institutions offering many vocational and 
professional programmes, particularly in engineering and health education, spent 
relatively little time on R&D.
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The development of research activity as a legitimate task alongside teaching 
in the district colleges and later in all the regional colleges is an important part of 
the academisation process. Student drift towards universities indirectly enhanced 
research activity in colleges, because in order to retain students, the colleges would 
have to establish higher degrees, which in turn required an increase in their research 
capacity. Staff drift, especially among cosmopolitan-oriented members, was par-
ticularly connected to the involvement in research. Programme drift through the 
scientification of the knowledge core was based on the establishment of a research 
capability. Institutional drift, which is primarily driven by status competition, was 
enabled by the development of research activity, often supported by regional stake-
holders. A major argument was that it is important to carry out research on regional 
problems and issues, and that such research should be undertaken by researchers 
living in the region. Sector drift took place through several public reforms enhanc-
ing research activity in all colleges, e.g. through the introduction of a common 
academic career structure and a common financial incentive system. Finally, policy 
drift through the gradual development of a more and more positive attitude and 
active policy to enhance research in the college sector had reverse effects on the 
research activity among staff and on attitudes and measures on the programme 
level and the institutional level, leading to mutually reinforcing and self-sustaining 
academisation processes.

However, the conventional assertion that staff drift, programme drift, and insti-
tutional drift are caused by vocational institutions and their personnel copying 
the universities and their academic staff’s work practice has to be nuanced in two 
respects. First, it can also be regarded as the outcome of a process taking place 
within the college sector itself, where the district colleges and the relatively few full 
professors have been reference groups and role models for the other colleges and 
their staff. In many programmes comparing and aligning themselves to the level of 
the district colleges regarding work conditions, career structure, and research activi-
ties have been more important rather than taking after the universities. Second, the 
reasons for developing research in higher education institutions outside universities 
are more complex than a mere imitation of traditional university practice, or due to 
a wish by colleges to bring them closer to the university image (Horta, Huisman, & 
Heitor 2008). Staff members in professional programmes often do applied research 
and contribute to the dispersion of knowledge in their own particular way without 
paying much attention to prevailing views on what kinds of knowledge production 
constitute academic research (Kyvik & Skodvin 2003).

The Possibility for State Colleges to Advance 
to University Status

Traditionally, the development of the college sector has been strictly directed and 
controlled by the Ministry of Education, but under considerable pressure from local 
politicians and their supporters in Parliament for the establishment of new study 
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programmes throughout the country. The creation of the Network Norway concept 
was meant to sustain a strong central political and bureaucratic control with further 
development of this sector. Thus, in 1993, Parliament stated that unjustifiable use of 
resources could follow if the individual institutions were to be given the opportunity 
to shape their academic profile and activity exclusively from their own assessment 
of what would serve them best.

However, the new liberal winds that swept over Western Europe also reached 
Norway. In 1997, the Labour Party government was replaced by a liberal/conservative 
coalition. The Minister of Education and the Secretary of State were from Kristiansand 
and Stavanger, both cities home to the two state colleges most eagerly aspiring to uni-
versity status, and this change of government, evidently, was to have a significant impact 
on the pace of the drive towards a market approach in the future development of higher 
education. Some of the colleges soon used the opportunity to tell the political establish-
ment that the Network Norway concept had strong connotations to feudal societies with 
no possibility for social mobility, or to a Soviet-type planning system. Gradually, the 
term Network Norway disappeared from public documents (Eriksen 2006).

Furthermore, the development in Swedish higher education became an important 
premise for the change process in Norway. In 1996, the Swedish parliament adopted 
a set of criteria required for the allocation of university status to colleges, and in 
1999, three colleges were awarded university status by the government. Obviously, 
this raised a lot of interest among the Norwegian state colleges as it became regarded 
as a potential model that might apply to Norway also. But the colleges, as it turned 
out, would come up with even more far-reaching proposals on how to achieve uni-
versity status. Thus, in 1999, the Network Norway Council carried a unanimous 
resolution that was to cause quite a stir (Meeting of 23 September 1999):

In the opinion of the Network Norway Council, it is inopportune for a dynamic higher 
education system to see the foundations of its institutional structure laid by law. The 
Council therefore recommends that an amendment to the law be examined so that the 
institutions are given the freedom to choose which designation is best suited to their activ-
ity and academic profile.

The motion was put forward during the meeting and had not been considered by 
the secretariat. The university representatives in the council also voted in favour of 
this resolution. The Norwegian Council of State Colleges backed up the Network 
Norway Council’s motion and, by a majority of 44 votes to 5, adopted the following 
resolution (Meeting of 11 October 1999):

The Norwegian Council of State Colleges recommends that an amendment to the law be 
examined so that the institutional structure would not be fixed by law, but that instead the 
institutions would be granted the freedom to choose the designation which is best suited to 
their activity and academic profile.

The minority vote consisted of the colleges in Agder, Bodø, and Stavanger, i.e. 
the three colleges with the most openly expressed ambitions for university status. 
These three wished to distance themselves from the other colleges, as they aimed 
to obtain university status through the improvement of their academic activity, and 
not as the result of a simple name change.
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Not unexpectedly, the Norwegian Council of Universities disagreed over the 
resolution emanating from the Network Norway Council, and declared that 
the concept of university was in need of clarification, in line with international 
developments, and urged the Mjøs Committee to discuss an amendment to the law 
that would accommodate a diverse institutional structure. The Norwegian Council 
of Universities also appealed for its representatives in the Network Norway Council 
who had supported the colleges’ stance on this issue to resign from their positions. 
The Ministry declared that the motion would be conveyed to the Mjøs Committee 
for consideration.

The Mjøs Committee dealt with the issue of institutional structure in a separate 
chapter. The Committee held the view that it should be possible for colleges and 
specialised university institutions – state and private – to be classified as universities 
that have a narrower range of disciplines than the four established universities. On 
certain conditions, institutions could apply to be transferred to other institutional 
categories than they previously belonged to. Following assessment by an independ-
ent accreditation body and subject to a satisfactory assessment by this body, the 
Ministry of Education should assign a new designation to an institution making 
such an application. The Committee formulated a number of general requirements 
for a higher education establishment to obtain university status and also several 
specific requirements for designating an institution a university. Offering master’s 
degrees in at least five different areas and Ph.D.s in at least four different fields 
were the most important requirements.

The universities opposed this proposal. In particular, they feared that they 
would stand to lose out in the competition for research funds once new univer-
sities had been established. The Norwegian Research Council also opposed the 
proposal.

In the light of the Mjøs Committee’s proposal, the Ministry of Education 
nevertheless suggested that the possibility should be opened for colleges with 
the right to confer doctoral degrees to apply for promotion to university. As had 
been the case for the specialised university institutions, this new designation 
would come with the responsibility to engage in fundamental research within the 
subject areas where they offered doctoral studies. In each individual case quality 
assessment would have to be carried out in order to decide if the right to confer 
doctoral degrees in specific disciplines was sufficient to achieve university status. 
Moreover, the Ministry proposed that the specialised university institutions should 
be designated as universities. Thus, the Ministry went much further than the Mjøs 
Committee in its suggested liberalisation of the use of the university designation. It 
stressed, however, that the old universities and the new ones would not be on a par 
in research terms (Eriksen 2006). The university-designated duties and tasks should 
only pertain within the fields authorised to confer doctoral degrees, and the condi-
tions for the rest of the academic fields would not be directly affected. A change 
of designation did not therefore imply that all the personnel would be entitled to 
more research time.

In the ensuing debate, the majority in the Education Committee in Parliament, 
however, clearly expressed its support for the Mjøs Committee’s views on more 
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stringent criteria for the attribution of university status to selected institutions 
(Eriksen 2006):

It is the majority’s opinion that institutions wishing to be called universities must display 
both scope and depth at master’s level, and also with respect to research excellence and 
research training. In the majority’s view, the Government has failed to produce any sub-
stantial arguments to sustain its proposed dilution of these criteria, which would allow all 
colleges with the right to confer doctoral degrees to become universities. The majority 
therefore opts for the criteria, conditions and procedures drawn up from the Mjøs Committee 
as the basis to become a university.

Furthermore, the Education Committee underlined the need for criteria which 
emphasised the use of regional competence and innovation potentials in the develop-
ment of academic subjects and research fields.

The definitive and formal clarification of the promotion criteria took place in 
connection with the resolution of the new Act on Universities and Colleges of 2004, 
where the former regulation regarding the designation of individual institutions as 
respectively university, specialised university institution, and state college were 
abolished. The issue of institutional designation thus should no longer be a policy 
matter but strictly an academic matter.

The new Act specified that there are three types of higher education institutions – 
universities, specialised university institutions, and state colleges. Institutions can 
opt for the preferred status themselves, but have to be accredited by the Norwegian 
Agency for Quality Assurance in Education (NOKUT) to attain the status accord-
ing to specific criteria. NOKUT must approve a change of status prior to the 
Ministry granting approval. However, the approval of NOKUT does not have to be 
accepted by the Ministry. On the other hand, the Ministry cannot change the status 
of a given institution without the institution being formally recognised by NOKUT 
as having the necessary quality.

The possibility for state colleges to achieve the status as a university in 2004 led 
to the application from one of the colleges – Stavanger College. NOKUT approved 
the application, and the Ministry of Education decided that from 2005 this college 
would become Norway’s fifth university. Now the university system included a 
Trojan horse. Overnight, short-cycle professional and vocational programmes in 
teacher training, engineering, nursing, and social work offered by an institution 
had become university studies at one educational establishment, while still being 
college education at the other institutions.

The state colleges varied much in size, but most institutions were relatively small 
(Kyvik 1999). In 2005, only four colleges had more than 5,000 students, while eight 
colleges had fewer than 2,000 students. In addition to their small size, the weakly 
developed research base and the strong emphasis on professional programmes and 
vocationally oriented courses would make the step to university status according to 
the established criteria totally unrealistic for most of the individual institutions.

In order to attain university status according to the new regulations, individual 
colleges with such ambitions subsequently chose different strategies: (a) to make it 
on their own, (b) to merge with nearby colleges and create a network university, or 
(c) to advance to the status as specialised university institution.



The Possibility for State Colleges to Advance to University Status  153

Individual Advancement

Three of the largest state colleges had for many years aimed at becoming a uni-
versity. These ambitions had been particularly strong in the city of Stavanger in 
Rogaland County and in the city of Kristiansand in Vest-Agder County. These two 
cities had competed with Tromsø for Norway’s third university in the 1960s. They 
both lost, but attained a district college as compensation. In Northern Norway, 
Bodø is the second largest city after Tromsø and due to regional competition it 
wanted a university of its own based on the former district college. For all these 
three cities and their colleges, the obvious strategy was to obtain university status of 
their own. The largest state college – Oslo College – had earlier opposed university 
ambitions in Stavanger, Kristiansand, and Bodø and maintained that a diversified 
higher education system would be better maintained within a binary model than 
within a unitary model. However, with the advancement of Stavanger College to 
the University of Stavanger, Oslo College found it difficult to maintain its status as 
a non-university institution. Thus, the opportunity to advance to university status 
through an accreditation process led to the concentration of academic and material 
resources in certain fields at these colleges to reach the necessary critical mass 
of Ph.D. programmes. In 2007, Agder College succeeded in its attempt to attain 
university status.

Network Universities: A New Strategy

In Sweden, where three state colleges achieved university status in 1999 – a 
development that clearly influenced the process in Norway – a fourth state col-
lege achieved this status in 2005. The latter college had been established on 
local initiative in 1993 as a network institution constituted by several formerly 
independent and geographically dispersed colleges and with the declared aim 
to become a university for Mid Sweden. It was obvious for the majority of the 
actors in this process that each of the colleges concerned would be too small to 
become a university by itself, and that only a coordinated effort in collaboration 
with regional political authorities and representatives from local industry could 
lead to university status. The university concept had strong local political support, 
and a former prime minister had been chairman of the project group preparing the 
mergers (Nordling 1996).

This experiment was followed closely by state colleges in Norway as a possible 
strategy for building a network university through mergers of colleges in various 
regions. If such a university could be accepted by political authorities in Sweden, 
it certainly would be possible in Norway. The first initiative was taken in 1999 
by local political authorities and the three state colleges located in eastern Mid 
Norway (Lillehammer College, Hedmark College, and Gjøvik College). The boards 
of these colleges declared that they wanted to create a future university through 
the amalgamation of the three institutions to a network college which could be the 
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base for building a university. The working name of this new entity was the Inland 
University, and the concept was strongly supported politically and financially by 
local and regional authorities.

A second initiative was taken in Møre og Romsdal County, situated on the west 
coast, and with three state colleges (Molde College, Volda College, and Ålesund 
College). The boards of the three colleges established a working group to prepare 
the eventual merging of the three colleges as a base for creating a university in 
the county – Møre University. However, this county has historically comprised 
three regions with a strongly competitive relationship – a tradition which in fact 
led to the establishment of a state college for each of the regions – and which was 
a serious hindrance to the merger process. A major problem in this process was 
the issue of localisation of the future central administration.

A third initiative was taken by the county councils in Telemark, Vestfold, and 
Buskerud situated south-west of Oslo. Each of these counties hosts its own state 
college and there was a growing feeling among local politicians that a university 
could be important in attracting students to the area, to build up competence, and be 
an engine in regional innovation. In this case we might speak of a new university as 
a cornerstone in the construction of a new region – Vestviken – that did not exist in 
literal terms. This initiative was obviously a reaction to the plans in other regions 
for creating a university. However, as all three colleges were themselves network 
institutions, a new entity would be located in about ten municipalities, making 
the localisation issue of the central administration difficult. Moreover, the board 
of Telemark College had already declared that this college should work towards 
becoming a university on its own.

Advancement to Specialised University Institution

Some colleges which found it difficult to merge with other colleges in order to raise 
their status, and which were too small to develop into a university on their own, 
declared that they would opt for advancement to become specialised university 
institutions. This strategy was deliberately chosen by Molde College, which devel-
oped a strong environment in logistics, and the College of Sami Studies, which 
planned to develop the institution as the central environment for Sami studies in 
Norway, Sweden, Finland, and Russia.

As shown, the policy drift at the governmental level enabling state colleges to 
advance to university status had a strong reverse effect on institutional drift proc-
esses and created much energy and entrepreneurial activity in the various colleges. 
This particular academisation process was predominantly driven by policy change 
in Sweden, where the government had formulated a set of criteria required for the 
allocation of university status to state colleges, and where three colleges had been 
awarded university status on this basis. The adoption of similar criteria in Norway 
is an interesting example on how policy drift enabling institutional drift in one 
country might entail similar processes in another country.
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Symbolic Drift: From State Colleges to University Colleges

In connection with the merger of the regional colleges in 1994, the issue of English 
names for the new institutions had to be decided upon. At that time the Ministry 
of Education was preparing the Act on Universities and Colleges, to be approved 
by Parliament in 1995. In this Act, the higher education institutions were formally 
regarded as three distinct groups with the following English names; universities 
(4 institutions), university colleges (6 institutions), and state colleges (26 institu-
tions). After the establishment of the state colleges, a controversy about English 
names of the colleges soon appeared. The colleges were not content with the official 
translation of ‘statlige høgskoler’ into state colleges. One of the colleges – Bodø 
College – started in 1994 to use the name Bodø Regional University, even though 
the Ministry of Education insisted that the official English name was Bodø College. 
As a compromise, the Ministry suggested that the state colleges could add ‘of higher 
education’ to the English name.

The state colleges themselves argued that similar institutions in Sweden were 
named ‘university colleges’, and that it would be reasonable to apply the same 
terminology in Norway. However, in the new Act, this name was used on the six 
higher education institutions at the university level with respect to degrees and 
research opportunities, thus effectively hindering any movement on this issue. 
Nevertheless, the state colleges continued to fight for a change of English names. 
This conflict with the Ministry of Education, which the state colleges eventually 
won, illuminates an interesting aspect of the academisation process, and we will 
therefore quote the correspondence in this matter at some length.

In a letter of 21 May 1997 to the Norwegian Council of State Colleges, the rector 
of Bodø College argued as follows:

As is understood it has been determined by the Ministry that – until further – the term 
‘statlig høgskole’ shall be designated ‘college’, alternatively ‘state college of higher edu-
cation’. It has been generally expressed by the college sector – and by Bodø College in 
particular, that the term ‘college’ is not appropriate for the activities undertaken at the 
state colleges. This applies particularly when a college is to profile itself internationally 
and within the EU. (…) I refer also to the Swedish presentation of higher education as 
portrayed on the Internet. Here, it emerges that Sweden consistently employs either 
‘University’ or ‘University College’ for corresponding state colleges (…). Against this 
background it is requested that the Norwegian Council of State Colleges undertakes a new 
consideration of the terminology for the state colleges as institutions of higher education.

This issue was also addressed in a letter of 23 May 1997 from the rector of Bodø 
College to the Ministry of Foreign Affairs:

I wish to express my gratitude for the meeting with the Minister of Foreign Affairs at Bodø 
College on 12 May 1997. In this connection the rector raised the question of foreign desig-
nations for the state colleges. For example, it appears unreasonable that our college is 
obliged to use the term ‘College’ while the corresponding institution in Sweden, 
Midthøgskolan, is translated as ‘Mid Sweden University’. This seems particularly unrea-
sonable when the EU directive (Guidelines for Applicants 1996 for Socrates and Erasmus 
programmes) assumes that all higher education is referred to as university ‘whatever such 
establishments may be called in the participating countries’. I am conveying this to the 
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Ministry of Foreign Affairs as I have reason to believe that the question of foreign terminol-
ogy pertains to this ministry. (…). The matter has otherwise been raised with the Norwegian 
Council for State Colleges. In our opinion the relevant terminology for the majority of col-
leges will be ‘University’, ‘Regional University’ or ‘University College’. We hope that this 
matter can be clarified such that we may be placed on equal terms with our colleagues in 
the EU countries.

The Norwegian Council of State Colleges responded to the inquiry of Bodø College 
in a letter of 9 June 1997 to the Ministry of Education:

Bodø College raises a question which is experienced as a considerable problem among the 
state colleges. The designation ‘College’ leads to recurrent problems of clarification in our 
relations with foreign counterparts, and it can appear restrictive to the internationalisation 
process which the Ministry has given clear signals to the sector to be active participants 
in. The circumstances are further accentuated when viewed against the background of a 
more liberal and pragmatic approach to the use of the concept ‘university’ in our neigh-
bouring countries. This is mentioned in the letter from Bodø College and attachment. In 
this connection the Norwegian Council for State Colleges requests that the Ministry con-
siders the situation whereby the EU, and not least Sweden, use the term ‘university’ on a 
broad basis, and those consequences this may have for the state colleges’ international 
cooperation.

The Ministry of Education responded in a letter of 9 July to the Norwegian Council 
of State Colleges. Here it was stated that there are no EU directives or other docu-
ments which provide instructions as to which terminology should be applied to 
higher education institutions, neither in English nor other languages. National 
terminology would have no impact on the right to participate in EU educational 
programmes or other forms of international cooperation. In this matter, the Ministry 
of Education also consulted the Ministry of Foreign Affairs which in a letter to the 
Ministry of Education of 26 November 1997 stated that:

We do not find the term ‘university college’ satisfactory as a translation of ‘statlig høg-
skole’ and make reservations concerning the use of this term. In England a university 
college will be part of a university.

However, by the end of the 1990s, some of the colleges started to call themselves 
university colleges without consulting their Ministry.

In a letter to the Ministry of Education of May 3 1999, the Norwegian Council 
of State Colleges stated that it had come to an agreement with the Norwegian 
Council of Universities that the state colleges as a group should be named ‘univer-
sity colleges’, but without any change in the English names of each college, and 
that the Ministry again considered the English name of the colleges. The Ministry 
of Education insisted, however, on a direct translation of the Norwegian name 
(‘statlige høgskoler’) into English (state colleges), but with the possibility to add 
“of higher education” to the name.

In 1999 the Norwegian Council of State Colleges through active lobbying 
among members of the Education Committee in Parliament finally managed to get 
this committee accept ‘university colleges’ as the official name of state colleges 
(Eriksen 2006). On 15 December 1999, Parliament made the following decision: 
‘Parliament requests the Government to sanction use of the term university college 
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by the state colleges.’ As a consequence of this instruction, in a letter to Parliament 
dated 8 September 2000, the Ministry stated: ‘The Ministry is in the process of 
concluding a revised official translation of the university and college sector where 
the term “University College” is included. A report on this translation will shortly 
be sent to the relevant institutions.’ As a result of this amendment, the six former 
‘university colleges’ (‘vitenskapelige høgskoler’) were renamed ‘specialised uni-
versity institutions’.

This decision made by the Education Committee in Parliament could not have 
come as a surprise to anyone who had followed the academisation process in the 
college sector, and illustrates very well certain aspects of the mechanisms behind 
‘institutional drift’, ‘sector drift’, and ‘policy drift’. Time and again, Parliament 
with its majority of representatives from non-university regions and its susceptibil-
ity to lobbyists from the colleges and their professional organisations and trade 
unions had overruled decisions made by the Ministry of Education.

This particular case also illustrates the process of purposeful identity change, or 
what has been called ‘branding’ in the field of higher education (Stensaker 2007). 
Symbols and myths are important properties of the identity of an institution, and 
the change of symbols and language is a characteristic measure in the building of 
new identities. In order to obtain legitimacy as a potential cooperative partner on the 
international student and research market, the colleges strongly wished to be entitled 
to use the university label in international contexts irrespective of the fact that this 
symbolic change would not be consistent with their academic level. The strategy 
of the state colleges in this process was to pick the appropriate reference group to 
advance their own case. The evident choice was the equivalent state colleges in 
Sweden because for many years these institutions had been named university col-
leges in English. This was due to the fact that the first four of these colleges were 
established as university branches, which later became independent colleges, but still 
entitled to use the label university college in their international relations. Swedish 
state colleges were accordingly the deliberate choice as reference group.

Explaining Academisation

Even though most of the professional and vocational schools and colleges 
and their teaching staff have not had universities and their staff as reference groups 
in their academic work, there is little doubt that the processes advancing acad-
emisation have proved to be stronger than the forces attempting to hold on to the 
traditional training system designed around practice and closely tied to a trade. This 
trend seems to be universal and has been characterised as ‘an historical process of 
aspiration’ (Pratt & Burgess 1973: 22).

In this chapter, the academisation of the college sector has been deconstructed 
as several different, though related processes: (a) increasing emphasis on theory 
in the curriculum, (b) upgrading of professional schools to higher education col-
leges, (c) horizontal and vertical extension of study programmes, (d) development 
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of research activity, (e) the possibility for state colleges to advance to university 
status, and (f) symbolic drift by the introduction of the notion of university col-
leges. By combining the notions of organisational field and academic drift, a model 
of how these processes have taken place was developed by analysing the dynamic 
relationship between actors and drift process at the various levels, leading to mutu-
ally reinforcing and self-sustaining academisation processes.1

Student Drift

The role of students in academic drift processes has largely been bypassed in the 
research literature. As long as students enrol in vocational programmes in the col-
lege sector in sufficient numbers and enter working life upon graduation, it is natural 
to omit them in explanatory models. However, if an increasing number of young 
people prefer to enrol in university programmes, and if an increasing share of col-
lege graduates wants to extend their lower degree with a higher degree, we witness 
an academisation process on the student level (Jónasson 2004a).

A theoretical approach to student drift towards universities or higher degrees 
is credentialism (Collins 1979). Jónasson (2004a) has argued that the value of a 
credential, notably a university degree, lies implicitly in the degree as a formal 
declaration rather than explicitly in its content, i.e. the particular knowledge or 
skills it guarantees. Credentialism furthermore means that the capital implicit in a 
degree is as much tied to the status of the degree as to its content, and its value is 
symbolic as much as concrete. If academic degrees are perceived as containing a 
higher monetary, social, and cultural capital than a vocational or short-cycle pro-
fessional degree, this may lead to student drift towards universities. Consequently, 
professional programmes and colleges will try to develop higher degrees, or to 
copy university programmes, in order to sustain or advance their position in the 
higher education market.

Staff Drift

Educational institutions are populated by individual staff members, and experience 
shows that, at all times, some individuals (cosmopolitan staff) have been more 
oriented towards the international and national community of scholars than others 
(local staff). In the college sector this has been particularly noticeable with regard 
to research orientation. Cosmopolitan staff have higher aspirations and pursue their 
academic interests even though they work in pure teaching establishments and no 
time is supposed to be spent on such a purpose. Still, they manage to get leeway 

1 This model of academic drift has previously been presented in Kyvik (2007).
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to undertake research, write up the results, and publish. The majority of those who 
are recruited to these institutions have been trained in universities, and many hold 
a doctoral degree and expect it to be possible to pursue their research interests. 
Qualified staff usually act as the main driving force for these processes of academic 
drift. In addition to their position as college employees, cosmopolitan staff are, 
for a large part, also formally or informally affiliated to national and international 
associations with specific standards and status related to their programme and dis-
cipline. As a result, these staff members often tend to refer to the standards of their 
discipline as to what constitutes a prestigious academic achievement, rather than 
identifying with the expectations of their institution. Harman (1977) has suggested 
that in comparison to other groups and factors stimulating academisation in the col-
lege sector, academic staff have constituted the single most important influence.

A theoretical explanation for such individual drift processes can be deduced from 
reference group theory as developed by Merton (1968) and from institutional theory, 
which may be applied in order to understand individual behaviour as well because it is 
basically the same mechanisms that are at play (e.g. see Jenniskens & Morphew 1999; 
Morphew & Huisman 2002). The basic idea of reference group theory is that people 
frequently compare themselves with individuals within groups other than their own 
when assessing their own situation. When the higher education system is regarded 
as a hierarchy (Bleiklie 2003), staff members in programmes or institutions defined as 
being at the lower end of the ranking scale will be inclined to compare themselves 
with staff at higher-ranked programmes and institutions and will subsequently try to 
copy the behaviour of these people to obtain the same status or income.

Programme Drift

A common trend for many study programmes is a drift towards academic values and 
practices in relation to the curriculum, research, and degree structure. With respect 
to the curriculum, all vocational and short-cycle professional higher education 
programmes face a common dilemma: how much theory and how much practical 
training should be included in the courses? The balance between theory and practice 
is not static. It is influenced by a number of factors and changing norms regarding 
what constitutes job-relevant education. Historically, a range of courses has emerged 
from purely in-service training programmes to become college studies integrated 
into a common higher education system, where academic norms with an emphasis 
on theory are predominant. The traditional ties between vocational training and 
the labour market have been gradually weakened. Over time, some of the training 
programmes have played down the requirements for work experience and have also 
reduced the practice-oriented element of their courses, increasing the input of theory 
instead. The relative importance attached to theory and practice in the vocational 
courses is also strongly connected to whether the course qualifies for extended 
studies at university level, in which case the demands for theory will be consider-
ably higher than if graduates are expected to commence a working career directly. 



160 7 Academisation

Furthermore, one of the most important points of contention in the development 
of the college sector has focused on the extent to which these institutions should 
undertake research. In every country where a college sector has been established, it 
was an assumption that to the extent that the teaching staff were to become engaged 
in research, this was to have a practical orientation and be directed towards meeting 
the needs of the local community. The programmes themselves, however, frequently 
viewed this in a different light, and in many countries it was soon accepted that 
research was to be one of the normal functions of these programmes, and an impor-
tant part of the reward structure for teaching staff. Finally, in a number of countries, 
some programmes developed higher degree courses on top of the common 3-year 
degree structure, and even doctoral degree courses before this became a general 
issue through the Bologna Process.

The reasons for this programme drift are basically found in professionalization 
strategies by entrepreneurial staff and professional associations. Elzinga (1990) 
argues that professionalization is characterised by the scientification of the knowl-
edge core through the establishment of a research capability, the introduction of 
master’s and Ph.D. programmes, as well as new career patterns based on research 
and research training, while the role of tacit knowledge in the training process is 
downplayed. In an early work, Glazer (1974) pointed to some major sources of 
conflict related to the professionalization of what he calls ‘the minor professions’. 
First, there is a tension between practitioners and academics. The route to higher 
status lies in replacing the professionals and the practitioners with academically 
trained teachers, but this process inevitably introduces conflict. Glazer argued that 
this replacement of experienced members of the profession by members of aca-
demic disciplines undoubtedly brings into the training of students a more sophisti-
cated knowledge. However, it is more questionable whether this is the most useful 
knowledge for the intended occupation. Second, the professionalization process 
also produces conflicts between interests and expectations of students on the one 
side, and interests and demands of teachers on the other. Students enter a profes-
sional programme in order to become practitioners, but discover that parts of the 
curriculum might not be directly useful for the practice of the intended profession. 
Glazer used nursing as an example and maintained that student nurses were taught 
less and less of what they need for their immediate tasks, and more and more of 
what a teaching staff interested in subjects of higher status wished to teach them.

Within the programme, cosmopolitan-oriented academic staff, programme  leaders, 
and their professional associations are important drivers in the academisation process. 
In addition, public professional bodies and accreditation agencies can play significant 
roles in such drift processes by setting minimum standards for different programmes 
which usually imply more emphasis on academic knowledge. Representatives of the 
academic community are often members of government committees, professional 
bodies, and councils, as well as evaluation and accreditation committees where they 
have considerable influence on curricula and quality standards (Morphew 2000). 
Even though these university representatives might oppose academic drift in the col-
lege sector, their own academic standards can unintentionally enhance drift processes 
in the various programmes.
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Institutional Drift

According to Neave (1979) institutional drift involves the departure by an institu-
tion from publicly stated and agreed objectives ascribed to it by an authoritative 
government agency. This process is well documented internationally. There have 
been countless examples of vocational education institutions striving for col-
lege status, as well as colleges attempting to achieve university status. In many 
instances, these attempts have been successful. This evolution was first described 
in the USA, where it was shown how low-status institutions in the education hier-
archy tried to elevate their status by imitating the course and research profile of 
institutions enjoying higher prestige (Riesman 1956). Since then, many studies 
have shown the same phenomenon in other countries, such as, for instance, the 
UK (Pratt & Burgess 1973) and Australia (Harman 1977). The introduction of 
university programmes within the framework of a professional school or college 
is a typical example of the kind of processes that are embedded within the broader 
process of academisation. The introduction of research as a regular part of the 
work of the teaching staff is another tendency characteristic of institutional drift, 
of which the development in the former British polytechnics is the most prominent 
example (Pratt & Burgess 1973; Pratt 1997). This development has taken place in 
many countries (OECD 1998).

The basic mechanism behind institutional drift is much the same as for pro-
gramme drift, but still different. While programme drift is driven by professional-
ization processes, institutional drift is driven by status competition. An adequate 
theoretical explanation for institutional drift can be drawn from organisation 
theory. There seems to be a universal tendency for organisational leaders to try to 
imitate other organisations they regard as more successful (DiMaggio & Powell 
1983), and colleges are no exception in their drive to achieve university status. In 
addition, regional political and administrative authorities and industry may encour-
age, or even pressure, the local college to develop research activity, to introduce 
higher degrees, or to seek university status as part of a policy effort to strengthen 
the region.

Sector Drift

While the term institutional drift describes processes within individual colleges, 
sector drift is related to the college sector as a whole, basically characterising 
processes driven by its joint associations to enhance the academic status of these 
institutions. Sector drift can also take place when new rules and regulations per-
taining to the college sector as a whole have an academic direction. Such changes 
have taken place in most countries through the upgrading of post-secondary schools 
to higher education colleges, and in the UK with the renaming of polytechnics as 
universities. But sector drift also takes place through minor reforms pointing in an 
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academic direction like the introduction of academic career structures in the college 
sector, the introduction of financial incentive systems favouring academic practice, 
and standard-setting by accreditation agencies relating to staff qualifications and the 
curriculum. Such reforms are usually not deliberate efforts by various public agen-
cies to move the college sector closer to the universities. In conclusion, however, 
such efforts may contribute to driving the college sector closer to the values and 
practices of the academic system.

A specific aspect of sector drift is the tendency of colleges to apply the university 
label in international contexts. In various Western European countries, these institu-
tions have translated their national names into ‘universities for professional educa-
tion’, ‘university colleges’, or ‘universities of applied sciences’. This is a kind of 
symbolic drift that does not change their legal status, working conditions, or institu-
tional reputation in the national environment. In an international context, however, 
the university label may be of great importance for marketing the institution to 
potential students from abroad and to providers of research funds. A theoretical 
explanation for symbolic drift processes can be deduced from institutional theory 
with its emphasis on values and symbols in the construction of organisational iden-
tity (Meyer & Rowan 1977). By imitating the university name, polytechnics and 
colleges try to appear as something other than institutions predominantly offering 
short-cycle professional and vocational education. The application of the university 
label in the English translation of fachhochschulen, hogescholen, or högskolor thus 
is aimed at blurring the distinction between the two types of educational institutions. 
This process must be regarded as one of many intended strategic steps towards a 
transformation of organisational identity – the upgrading to formal university status 
also in a national context.

Policy Drift

Neave (1979) has argued that the concept of ‘policy drift’ as used in this context 
implies a departure from publicly stated objectives. Policy drift, thus, implies 
that state authorities gradually change their views on the purposes of col-
lege education, the rights and obligations of academic staff, and its status and 
role within the higher education system. This policy change may be due to pres-
sure from the college sector and important stakeholders, or to a shift in attitudes 
regarding the mission of these institutions and the content of their programmes. 
On the one hand, the drift away from initial objectives may be regarded as a 
failure by state authorities to stick to their policy. On the other hand, change of 
policy goals may be regarded as natural processes. Implementation theory can 
help us to understand better the mechanisms involved in policy drift. In the view 
of Majone and Wildavsky (1978) implementation is evolution. They argue that 
during the implementation process, policymakers must cope with new circum-
stances that often imply the reformulation and redesign of original intentions and 
plans. Thus, goals often change over time, partly because of weaknesses in the 
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ideas themselves, partly because of the fact that ideas change, and also because 
of new circumstances.

Academic Drift as Mutually Reinforcing Processes

The underlying theoretical assumption is that entrepreneurial institutional leaders, 
programme leaders, and their professional associations; cosmopolitan staff and 
academically oriented students; as well as college sector associations; state authori-
ties; and external stakeholders take part in mutually reinforcing academisation 
processes. Cosmopolitan staff may, for instance, want to raise their status and pay 
through copying the academic behaviour of their university colleagues. They put 
pressure on the institution to obtain better research conditions and to develop higher 
degrees. In turn, institutional leaders and programme leaders, inspired by the aca-
demic achievements of cosmopolitan staff, may put pressure on all staff to become 
more academic. Another example is governmental reforms which may have far-
reaching and unintended consequences for the behaviour of staff and students in the 
college sector. Thus, the introduction of institutional reward structures emphasising 
research and publishing may encourage academic drift at a staff level. Similarly, the 
improvement of transfer possibilities between college programmes and universities 
may encourage student drift and force these programmes to move unintentionally in 
an academic direction. In turn, programme drift may reinforce student drift.

This model of the academisation process is well equipped to explain the Norwegian 
case. Academic drift processes at the student level, the staff level, the programme 
level, the institutional level, the sector level, and the state level have worked together 
and mutually reinforced each other. The drift of students towards higher-degree 
programmes in the universities contributed to programme drift through the estab-
lishment of master’s degrees in the state colleges. The recruitment of academic staff 
with cosmopolitan ambitions, doctoral degrees, research interests, and with the dis-
ciplinary academic community as their reference group entailed a general staff drift 
in the colleges. Entrepreneurial staff and programme leaders, and their professional 
associations, influenced by technological and scientific advances in their respective 
professional domains, worked effectively to raise quality standards by introducing 
more theory into the curriculum and by extending the study period. The institutional 
drift in some of the colleges eventually resulted in their upgrade to university status, 
enhancing similar drift processes in many of the other state colleges. Another aspect 
of academic drift is the processes that have taken place in order to change the col-
lege sector as a whole with respect to status of institutions as well as the status of 
teachers and their working conditions. These sector drift processes have been driven 
largely by the professional associations, the trade unions, and the common associa-
tions of the colleges. In addition, external stakeholders have enhanced academic drift 
processes. The colleges were clever in mobilising local support from industry and at 
the regional governmental level, and made local politicians promote their interests 
in the state government and Parliament. In these cases, members of Parliament more 
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often acted as representatives of their regions than as party members. The many 
colleges thus had considerably stronger political support than the relatively few 
universities, because as a group they were able to muster far more representatives in 
support of their interests (Bleiklie, Høstaker, & Vabø 2000). Thus, policy drift has 
taken place at the state level; in the Ministry of Education, in the government, and 
in Parliament. Over time, the colleges were gradually given more leeway to develop 
into academic institutions.

Academic drift thus can be regarded as mutually reinforcing processes, where 
a decision leading in an academic direction leads to another decision enhancing 
the effect of the former decision, which in turn activates a process leading to yet 
another decision pointing in an academic direction, and so forth, and this process 
of reinforcing decisions seems to be virtually impossible to stop in the long run. As 
has been shown, the transformation of the Norwegian college sector illuminates the 
dynamics of these academisation processes very well.

In conclusion, Neave’s elaboration of the notion of academic drift has proved 
to be very useful. Nearly 30 years have now passed since he published his paper, 
and much more empirical evidence for such drift processes is available. We have 
therefore suggested that his model could be further developed, both with regard to 
the various levels involved in academic drift processes and the dynamic relation-
ship between such processes on the various levels. Even though this approach is 
primarily based upon an interest-group perspective, structural and cultural explana-
tions do not conflict with this change model, but can be regarded as driving forces 
having an impact on actions of the various interest groups. A structural–functional 
approach to the academisation process will emphasise efficiency gains, e.g. through 
the reduction of expensive practical training, or through the appointment of a more 
academically qualified teaching staff. In addition to providing better teaching, such 
staff can undertake research which might improve education and professional prac-
tice, and which can be of relevance to regional needs. Due to technological change 
and a more complex social and professional reality, students need more advanced 
knowledge to function effectively in the type of jobs they are supposed to hold. In 
such a perspective, academisation of college education is in fact both necessary 
and desirable in order to improve the training of students. A cultural approach to 
academisation will look for explanations in ideas within the organisational field 
on which values should predominate in the institution, the individual study pro-
gramme, and among staff members. In particular, identity-formation processes 
brought about by the influence of the academic system and by the development in 
the college sector in other countries have proved to be important.

But in addition to these sector-internal academisation processes, the role of 
external stakeholders has to be included in the explanatory model. The share size 
of the state colleges and their visibility as higher education institutions in the vari-
ous regions generated the interest of politicians at the local, regional and national 
level. In their eyes, the new colleges fitted in well with the emerging emphasis on 
regional innovation policy, where higher education institutions should be engines 
in the economic, social, and cultural development of the region. In this respect, 
university ambitions in some regions have been more pronounced by local and 
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regional political authorities than by the state colleges concerned. As stated by 
Skoie (2000: 415): ‘Local pressure is often easy to mobilize as the funding usu-
ally comes from national authorities, and the regions argue for a fair share of the 
country’s spending on higher education and research.’ Similarly, Stjernø (1999) has 
noted that regional interests act as pressure groups, both towards Parliament and 
towards the leadership of the colleges, criticising college rectors if they are not suf-
ficiently active in enhancing the status of their institutions. Thus, in several regions 
the initiative has come from local politicians, followed by additional funding to 
prepare mergers between the local state colleges, and by promises of considerable 
regional funding of the new institution to make the advancement to university pos-
sible. College leaders did not always share this political enthusiasm for the new role 
of the colleges. They regarded these ideas partly as naïve and unrealistic, and partly 
as a threat to their wish to develop the colleges into academic institutions. On the 
other hand, they welcomed the political support for their university dream.



Introduction

In all countries where a distinction is made between a college and a university 
sector, the question on how the relationship between the two organisational fields 
should be organised and regulated has been a recurrent topic of discussion. The 
idea that all higher education should be organised within a unified system with 
a common set of rules, however, has not found general support. In Western Europe, 
only Spain, the UK, and Iceland have incorporated most of their higher education 
programmes within the framework of institutions with university status. The major-
ity of Western European countries have chosen to uphold the separation between 
a university and a college sector. Still, in some countries attempts have been made 
to bring the sectors closer to one another.

Sweden is an often-mentioned example in this respect. In a major educational 
reform in 1977, the entire higher education sector, including the universities, was 
designated högskolan. The interface between universities and colleges became 
more diffuse and a number of short-cycle professional programmes, particularly 
teacher training and nursing, were drawn into the university system. This reform 
accordingly had elements of a unified system, but it has been misunderstood fre-
quently in the international literature. Even though högskolan was introduced as a 
joint concept for colleges and universities, the individual institutions retained their 
respective titles and had differently defined missions in society. The colleges were 
essentially to continue as teaching establishments, while research and researcher 
training were to be a function of the universities. As such, it is more correct to refer 
to the Swedish model as a concealed binary system (Bauer 2000).

Another example is Germany. In 1968, it was resolved that a new type of 
institution should be established – fachhochschulen – to be based on the existing 
post-secondary technical schools and vocational colleges teaching economics and 
social subjects. The first of the new colleges was established in 1971 (Klumpp 
& Teichler 2008). But by this time the idea of a unified higher education system 
had found expression, and in the 1970s, the majority of teacher training colleges 
were incorporated into existing or newly established universities. There was broad 
political agreement to transform universities and colleges into gesamthochschulen, 
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either by merging different types of institutions or through an organised  partnership 
between universities and colleges in separate regions. The intention was to secure 
a closer association between research-oriented university education and vocation-
ally oriented programmes in the colleges, to facilitate transfer from college studies 
to  university courses, and to make the entire higher education system more cost-
 effective. The two organisational models most relevant were integrierte gesamt-
hochschulen, where university students and students at the fachhocschulen would 
be able to participate in joint courses, and kooperative gesamthochschulen, where 
the study programmes would be particular for the two student groups. However, 
university teachers and teachers at the fachhochschulen had very different work-
ing conditions, salaries, and status. In practice only 11 gesamthochschulen were 
established, and none of these included an existing university. Thus, the attempt at 
a unified educational system based on a merger of universities and colleges was not 
successful (Cerych & Sabatier 1986). This was due to the fact that the majority of 
students chose prolonged academic studies in preference to the shorter vocational 
courses, that the universities were not interested in downgrading themselves, that 
dissension rapidly emerged between the university staff and college staff on mat-
ters of salary and working conditions, and that there was a lack of political will to 
implement the reform. In 1985, it was consequently determined that a binary system 
with two distinct sectors should be introduced: universities and fachhocschulen – 
pure  vocational colleges having little contact with the universities.

However, there have also been pressures towards vertical integration in other 
countries (Taylor et al. 2008), and this pressure is likely to increase with the 
 emerging academisation process in the college sector.

In a Norwegian context, in addition to the process of academic drift in the college 
sector discussed in Chapter 7, and vocational drift in the university sector which will 
be discussed in Chapter 9, four processes in particular have been of vital importance 
for the trend towards vertical integration: (a) student mobility, (b) structural conver-
gence, (c) network building, and (d) organisational integration. These processes can 
be subsumed into the common notion of field coupling because in different ways 
they have led the two sectors closer to each other. As will be shown, these coupling 
 processes have taken place at various levels across the two organisational fields.

Student Mobility

The possibility for student mobility between colleges and universities has been an 
important issue in higher education policy. It has been argued that due to a legacy of 
institution- or profession-based regulations and customs, there are too many restric-
tive practices in almost all countries regarding credit transfer and recognition of 
alternative modes of learning (OECD 1998: 52). Should a 2- or 3-year college pro-
gramme providing direct entry to the labour market constitute a completed, distinct, 
and alternative form of education to that offered by the universities, or should these 
programmes also provide the possibility for enrolling in a higher-degree programme 
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at a university? These are questions that have formed an important part of the debate 
on the role of the college sector in the higher education system since the mid-1960s. 
Internationally, it was widely recognised that the two tasks could not easily be ful-
filled at the same time (OECD 1973). In many countries, it was a basic idea that 
professional schools should only provide lower-degree vocational courses without 
the possibility for transfer to the universities. Short-cycle vocational courses were to 
be a clear alternative to a long university programme and there would be a watertight 
division between the two. In Germany and The Netherlands in particular, this was 
an expressed policy associated with the establishment of fachhochschulen and hoge-
scholen voor hoger beroepsonderwijs. The selection of students for the two sectors 
would take place in upper secondary school, and the majority of students would not 
perceive the colleges as providing the first part of university degree programmes but 
rather as parallel institutions offering a complete and alternative education (Furth 
1992). In most countries, however, professional and vocational colleges now provide 
possibilities for transfer to universities and vice versa. In Norway, student transfer 
across the binary divide has been an important field coupling process.

Structural Convergence

There is a trend in many countries to harmonise organisational structures, rules, and 
regulations across the two higher education sectors. In particular, the introduction of 
a common two-tier system across field boundaries has been an important part of this 
trend towards convergence. In Norway, such standardisation processes have come 
further than in most other Western European countries, and they relate to the various 
levels across the organisational fields.

Network Building

A third integrating force is the tendency to couple the university and college  sectors 
through the development of various types of networks on the various levels of 
the two organisational fields. In this respect, formalised systems for cross-sector 
student mobility can be regarded as one type of network, but closer collaboration 
between staff, programmes, and institutions across the two organisational fields is 
also part of this coupling process.

Organisational Integration

Finally, there has been a development towards the establishment of joint organisa-
tions across the two organisational fields of higher education, in the Ministry of 
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Education, at the intermediary level, the institutional level, the programme level, 
and the staff level.

The purpose of this chapter is to analyse these four processes of field coupling in 
a Norwegian context, and to try to explain why these processes have taken place.

Field Coupling: A Theoretical Approach

The field coupling processes identified above – student mobility, structural conver-
gence, network building, and organisational integration – can be explained by com-
bining a structural–functional approach, a cultural approach, and an interest-group 
approach.

Student Mobility

In order to explain the reasons for student mobility, we have to distinguish between 
transfer from colleges to universities (upward mobility) and transfer from universi-
ties to colleges (downward mobility).

Scholars applying a structural approach to upward mobility will tend to look 
for explanations in labour market conditions. If university graduates are preferred 
by employers to college graduates, transfer into a university programme might be 
a strategic move to improve their value on the labour market. Those who prefer a 
cultural approach will examine the extent to which those who transfer are affected 
by the social and cultural esteem of a higher university degree. In this respect, these 
two perspectives build on the assumption that upward mobility is based on strategic 
decisions made to increase their economic, social, or cultural capital. As suggested 
in Chapter 7, the theory of credentialism (Collins 1979) offers a holistic explanation 
of student drift towards university programmes, by combining structural, cultural, 
and interest-group perspectives.

The reasons for downward mobility should also be investigated by combining 
these three perspectives. Such transfer can be a deliberate and planned strategy at 
the outset, but the most likely reason is a disappointing experience as university 
students. Tinto (1993) has distinguished between four causes for this mismatch 
between expectations and experiences. First, some students have problems adjust-
ing to the norms and values of a university. Second, not all students are able to cope 
with the theoretical requirements of an academic programme. Third, some students 
find their needs, interests, and preferences to be incongruent with the content of an 
academic course curriculum. Fourth, some students feel social isolation in an aca-
demic environment, both in relation to other students and to teaching staff.

For those students who fall within one or more of these four categories and who 
realise that enrolment in an academic university programme was a mistake, three 
solutions to their problems are possible: (a) to continue their university studies in 



Field Coupling: A Theoretical Approach 171

spite of their negative experiences, (b) to drop out of higher education and start 
working, and (c) to leave the university for a college. The latter group of students 
may have different reasons for their choice: A wish to study at a smaller college 
with a more structured learning environment to avoid an isolated student life; to 
move closer to their home place, family, and friends; to enter a more work-related 
study programme due to a lack of interest in theoretical subjects; or an assessment 
of the opportunities for work and a career in the future labour market by getting a 
degree qualifying directly for a trade.

Structural Convergence

Different perspectives can be applied to study the trend towards harmonisation of 
organisational structures and rules and regulations across the two sectors and at the 
various levels in the field of higher education. Structural–functional theory suggests 
that when a social system based on a diverse set of rules adapted to the particular 
needs of various sub-systems becomes too complex, the system will become inef-
ficient, and countervailing forces will set in to reduce the complexity in order to 
increase efficiency. The increasing size of the system in terms of staff and students 
in this respect would be an argument for the need for standardisation of rules and 
regulations across the two sectors. A cultural approach emphasises changes in ideas 
on how the public sector in general and the higher education sector in particular 
should be organised and managed, while an interest-group approach will look for 
explanations in power relations among groups within the organisational field, and 
how certain interest groups may enforce joint organisational structures and regula-
tions on other groups.

Network Building

The tendency to closer integration of the college and university sectors through the 
development of different kinds of network can be illuminated by the use of network 
theory. According to this theoretical approach, three types of network can be dis-
tinguished from each other: infrastructural, organisational, and social networks. 
Infrastructural networks constitute the geographical space; are physical; and used in
connection with different forms of transportation of people, physical resources, and 
information between nodes (Dicken & Lloyd 1990). It resembles  technological 
 networks like computer-based networks and related systems. Organisational  networks 
link individuals, groups, and workplaces together in production systems, enterprises, 
and other organisations (Tichy 1981). Social networks transmit ideas, impulses, and 
influence within different parts of society. This type of network is usually made up 
of individuals who know each other quite well and who repeatedly have personal 
contact (Burt 1980).
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These networks develop across the various levels of the two organisational fields 
in higher education: the state level, the intermediary level, the institutional level, 
the programme level, the staff level, and the student level. In our context, the devel-
opment of common technological platforms for administrative and information 
purposes which link institutions together across the binary divide is an example of 
infrastructural networks. The development of cross-sector student transfer systems 
to enhance student mobility can be regarded as a type of organisational network. 
Finally, the increasing collaboration in research between staff across organisational 
fields takes place within social networks.

Network theory combines structural, cultural, and interest-group perspectives. 
When social systems become heterogeneous, according to a structural approach, 
countervailing forces will set in to keep the system together, e.g. through the 
development of different kinds of network. A cultural approach will explain 
the development of networks as appropriate reactions to deal with complex-
ity in society in line with the notion of the ‘network society’ (Castells 2000). 
And finally, an interest-group perspective will stress the power of stakeholders 
to stimulate and enforce network building on the various members across the 
organisational fields.

Organisational Integration

This term relates to the tendency towards the establishment of joint organisations 
across the various levels of the organisational fields: the state level, the inter-
mediary level, the institutional level, the programme level, and the staff level. 
A structural–functional approach to this trend will emphasise the dysfunctional 
aspects of keeping a parallel set of organisations at each level in a time of structural 
convergence of the two fields, and the benefits of mergers and the creation of new 
and common cross-field entities for efficiency purposes. A cultural approach to 
organisational integration will, on the other hand, look for explanations in social 
relations among important stakeholders and representatives across the college 
and university  sectors, and also in the impact of similar trends in other countries. 
Finally, an interest-group approach will emphasise the power of important stake-
holders to enforce organisational integration on the higher education system, or 
the joint interests of representatives of the two sectors to merge their respective 
organisations for strategic purposes.

Student Mobility

As indicated above, the mobility of students across institutional boundaries has 
been an important field-coupling mechanism. First and foremost the transfer of 
students from colleges to universities (upward mobility) has been an important 
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driver in this process, but also the mobility of students from universities to colleges 
(downward mobility) has contributed in the linking of the two sectors.

Upward Student Mobility

To what extent should study programmes in the college sector be considered as final 
degrees allowing direct entry into the labour market, and to what extent should they 
provide the academic basis required for further studies in the universities? On the 
one hand, there has been an underlying assumption that practice-oriented profes-
sional programmes should represent an alternative to academic university studies. 
The professional schools were meant to offer courses that were strictly vocational, 
and they did not constitute any sort of first step towards a higher university degree. 
On the other hand, it was also felt desirable that students who wished to continue at 
university level should be given the opportunity to do so without having to prolong 
the overall duration of their studies. In Norway, this issue was first discussed in the 
1960s by the Ottosen Committee and should later re-emerge at regular intervals.

In 1966, the Ottosen Committee raised the rhetorical question whether the future 
increase in higher education should take place within the university sector or within 
separate institutions without any contacts to the academic places of learning. The 
Committee recommended the creation of alternative institutions to the universities 
but with strong linkages to them. A basic premise was that the post-secondary edu-
cation system should be closer integrated. Vertical integration of study programmes 
should be created by facilitating student transfer across field boundaries.

The Committee argued that many graduates from upper secondary school were 
uncertain whether they wished to commit themselves to a longer period of univer-
sity study. Now they were effectively forced to make such a decision immediately 
after taking their upper-secondary school examination. This resulted in many well-
qualified graduates from professional schools being precluded from longer studies. 
At the same time the universities enrolled many students with inadequate qualifica-
tions or motivation for long and demanding studies.

The Committee stated that if the post-secondary education system was to func-
tion effectively, then it would be necessary to establish the possibility for transfer 
between the two sectors. The existing system was very rigid because most of 
the courses in the post-secondary schools gave no credit in the university sector. 
Historically, each university and specialised university institution had retained 
ultimate control over credit transfer. The Committee therefore proposed that 
graduates from district colleges and professional schools wishing to continue their 
studies in a university should be permitted to integrate their former courses into 
a university degree, thus improving opportunities for vertical transfer between 
institutions in the education system. Further, the possibility should also exist for 
transfer from the university sector to the college sector. The aim should be to offer 
a real alternative to the large numbers of university students who otherwise would 
have terminated their studies.
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Both the Ministry of Education and Parliament supported the idea that the 
new district colleges should also qualify students for transfer into the university 
system. Neither the Ottosen Committee nor the Ministry seemed to regard these 
two objectives as conflicting. Parliament, however, admitted that it might be dif-
ficult to comply with both functions within the frame of a 2-year study programme 
(Kyvik 1981). If the purpose of courses should primarily be to enable the gradu-
ates to enter the life of work on completion of their studies, the teaching probably 
ought to stress vocational training. On the other hand, such emphasis could impede 
the possibilities for transfer into the university system. The universities might be 
hesitant to approve courses as part of a university degree if the studies deviated too 
much from the academic tradition. On the other hand, if the college courses were 
given a theoretical and academic profile to qualify the students for further study at 
the universities, the district colleges might not meet societal needs for vocationally 
oriented post-secondary education. This problem of balancing practical and theo-
retical training was not considered when establishing the district colleges for a trial 
period. However, Parliament stressed that the question of transfer had to be clarified 
with the universities as soon as possible.

The Ministry of Education and Parliament emphasised that studies at the district 
 colleges should not constitute a blind alley for students wishing to continue at a university. 
It was important for the colleges to offer programmes and courses which could be used as 
a basis for transfer into the universities, and adaptations had to be made in the curricula 
to meet the requirements of the university. After a decade or so, many of the vocationally 
oriented programmes and courses at the district colleges gave credits towards a university 
degree. By 1980, 16 out of 17 degree programmes (2–3 years) were accepted by the uni-
versities as equivalent to 1.5 years of university study. Throughout the period from 1973 
to 1979, approximately 10–15% of the district college graduates actually transferred to a 
university within 6 months after graduation (Kyvik 1981).

The major problem in this field coupling process was to have courses at the dis-
trict colleges fully approved as part of the first degree programmes at the universi-
ties. This was not just a question affecting the district colleges, but all the regional 
colleges. It was nevertheless a number of district colleges which in the first instance 
applied pressure for an adequate transfer arrangement to be established. This related 
both to the approval of college courses as part of university degrees and as a basis for 
continuing to a higher degree at the universities. As a result of pressure by the district 
colleges, in the early 1970s, the Rectors’ Conference of the Norwegian Universities 
appointed a national coordinating committee for the approval of degrees and courses 
at other institutions as part of the degree system at the universities and specialised 
university institutions. By 1979, the coordinating committee had considered 140 
different courses, of which 40 were rejected. The overwhelming number of 1-year 
mostly university courses at the district colleges was approved, but the  committee was 
more restrictive towards the 2-year vocational studies (Johnsen 1999). Consideration 
by the committee frequently took a long time and the approval procedure was 
lengthy. Following pressure by the district colleges, it was finally determined in 1981 
that the Act on Examinations and Course Grades would be extended so as to include 
all the regional colleges. At the same time the colleges received the right to award 
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a regional first degree at the level of the first degree at the universities, which greatly 
improved opportunities for transfer between the two sectors.

Although the universities only reluctantly accepted to approve fully a regional 
college programme as part of the first degree university programme in 1981, a flex-
ible credit transfer system had been established (Johnsen 1999). Transfer possibilities 
between the two fields increased considerably, allowing graduates from district colleges, 
teacher training colleges, engineering colleges, and health and social work colleges to 
continue their studies at a university. Two study programmes were particularly affected 
in this process – Engineering, and Economics and Business Administration.

During this period, the development of vertical integration schemes within the 
wider engineering education system was given extra importance. Bridging arrange-
ments had long been in place between the 1-year technical schools and engineering 
colleges. Several of these colleges also signed agreements with foreign counterparts, 
facilitating the transition to civil engineering programmes for their graduates. In the 
1980s, opportunities for engineering students to qualify for admission to the second 
cycle at the Norwegian Institute of Technology (NTH) continued to improve, and 
with it the possibilities of promotion from skilled worker to civil engineer. In this 
way, upper secondary school no longer stood as an impassable barrier in the way of 
professional promotion within the technical hierarchy, and at the same time techni-
cal knowledge became even more connected to skilled work expertise and working 
life experience (Halvorsen 1993). This arrangement supposed that engineering col-
leges had to adjust their curriculum to a certain degree, in order to comply with the 
NTH’s demands for a defined basic knowledge in individual subjects, but, gradu-
ally, the NTH itself had to display more flexibility for transitional arrangements to 
work smoothly. An important reason for this field coupling process was the need 
in society for more civil engineers, and a smooth cross-field transfer system was a 
way of extending the capacity at the NTH without having to increase the number 
of student places at the lower level. A study undertaken in the 1990s estimated that 
of those who completed a 3-year degree in engineering at a state college, about one 
fourth continued to study for a civil engineer degree (Aamodt 2001).

The 2-year programme in Economics and Business Administration in the dis-
trict colleges had been established independently of the degree programme at the 
Norwegian School of Economics and Business Administration, and was intended as 
a short-cycle and autonomous programme with a clear and practical work profile. 
The programme rapidly became a success, and during the 1970s and early 1980s, 
graduates of these courses easily found jobs in the labour market. By the end of the 
1980s the labour market became more difficult. This was largely due to the strong 
growth in education capacity in this field in addition to the banking and finance  crisis 
at that time. The district college graduates were displaced in the labour market by 
graduates from the Norwegian School of Economics and Business Administration 
and from the Norwegian School of Management, and a large proportion of the dis-
trict college graduates therefore chose to continue with their education. The 2-year 
programme gradually came to represent a partial education, functioning as a basic 
introduction to the 4-year degree in economics and business administration at the 
Norwegian School of Economics and Business Administration, and at the 4-year 
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equivalent degree programmes established within the district colleges in Bodø and 
Kristiansand. In the 1990s, the 2-year programmes became the object of a number 
of attempts to standardise their professional content and quality. The objective was 
to ensure a common professional standard and to facilitate the transfer between the 
various district colleges and between the 2-year programmes and the second cycle 
of the 4-year degree studies (Rønhovde 2002).

Thus, structural changes in the economy should come to greatly improve pos-
sibilities for cross-field student mobility and actual transfer rates. In addition, to 
uphold a strong division between the two sectors would not be in line with demo-
cratic rights and the policy of equal rights for higher education. Students who for 
economic, social, or cultural reasons initially found a practically oriented engineer-
ing college or district college more attractive than a more theoretical university 
education should not be hindered if they wanted to continue their studies at a 
university. Finally, staff, programmes, and institutions in the college sector worked 
actively to establish a credit transfer system facilitating upward student mobility. 
This evolution, however, did not proceed without friction. In the 1960s and 1970s, 
it was usually difficult to have courses and programmes taught in regional colleges 
recognised in full as part of a university bachelor’s degree. For a long time, the 
universities resisted granting full credit to exams taken in colleges. The reluctance 
by universities and some of their staff to this development had no political backing, 
however, and the strategic conflicts between the two sectors were solved through 
mutual adaptations in curriculum requirements.

Downward Student Mobility

Much less attention has been devoted to mobility of students from universities to 
colleges than vice versa, although the extent of such mobility is high. Data indicate 
that about one fourth of the students initially enrolling in a university move to a 
state college (Hovdhaugen 2008). This is due to the flexible student transfer system 
that has been developed, and there are presently no formal barriers to recognition 
of study programmes and credits between higher education institutions. In a report 
to the OECD, the Ministry of Education and Research (2005: 5) accordingly stated: 
‘The higher education sector is well integrated, with extensive and mandatory rec-
ognition of study programmes and degrees across institutional types, and through 
student mobility between institutions.’

Structural Convergence

In most countries, the development of higher education has been a balancing act 
between diversity and convergence (Meek et al. 1996). From a political point of 
view, the shaping of a diversified system is usually regarded as important to meet 
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the varied demands of society for skilled labour and the needs of a heterogeneous 
mass of young people for education. In addition, such a system makes it easier to 
accommodate variations in admission requirements, staff qualifications, and career 
structures, as well as variations in the balance between theory and practice, dura-
tion of courses, and financial arrangements. Although there are still considerable 
differences between the university and college sectors in most countries, recent 
developments in many Western European countries have gone in the direction of 
harmonisation of rules and regulations across the two sectors.

In Norway, this convergence process resulted in common admission require-
ments to colleges and universities, in a joint act for higher education institutions 
across the two sectors, in common administrative and economic regulations, in a 
joint academic career structure, in a joint degree structure, in a joint grading system, 
in a common funding system, and in a common quality assurance system.

Common Admission Rules

Over time, access requirements have become the same for universities and colleges, 
with an upper-secondary certificate qualifying for higher education entrance, as well 
as providing the possibility for people to enter higher education on the basis of an 
individual assessment of their formal, non-formal, and informal qualifications for 
the study programme applied for (Ministry of Education 2005).

Joint Act for Universities and Colleges

The introduction of a common act for higher education institutions – the Act on 
Universities and Colleges of 1995 – was an important part of the field coupling 
process. In addition to regulating the relationship between central authorities and 
the higher education system, the Act gave a common framework for the organisa-
tion, governance, and management of institutions; common rules on appointments 
to academic and auxiliary posts; and common rules on student admission and 
examination. The purpose was to enhance horizontal and vertical integration in 
higher education and to standardise rules and regulations across institutions and 
sectors (Kyvik 2008).

Common Administrative and Economic Regulations

As a part of the general reforms in public administration, in the 1990s, all higher 
education institutions became subject to a common set of administrative and eco-
nomic regulations. A large-scale standardisation of administrative and technological 
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systems was gradually implemented with the aim to improve efficiency in the public 
sector (Gornitzka, Kyvik, & Larsen 1998).

Joint Academic Career System

As a consequence of its vision for an integrated higher education system, the 
Hernes Committee in its 1988-report recommended that universities and colleges 
should have a common career system. Although this reform proposal was contro-
versial, in 1995 a chiefly common career system was introduced (Kyvik & Smeby 
2004). However, already in 1993, associate professors in both the university and 
the college sectors were entitled to apply for promotion to full professorship on 
the basis of their research competence (Olsen, Kyvik, & Hovdhaugen 2005). The 
principle argument for this reform was that many staff members had a position and 
salary below their true level of qualifications and that this situation was unfair. Still, 
in 2005, only 5% of the academic staff in the state colleges were full professors, 
while more than 65% had the status as lecturers or teachers. In contrast, close to 
50% of the permanent academic staff in the universities were full professors.

Joint Degree Structure

From 2003 on, the traditional degree structure of German origin was as a general 
rule replaced by the Anglo-American bachelor’s degree, the master’s degree, and 
the Ph.D. in both sectors according to the recommendations given in the Bologna 
Declaration. The time frames of these degrees generally follow the recommenda-
tions given in the Bologna Declaration.

Joint Grading System

As a consequence of the Bologna process, in 2003, a joint grading system for 
universities and colleges was introduced based on the European Credit Transfer 
System (ECTS) (Nyborg 2007).

Common Funding System

A new and common funding formula for higher education institutions was gradu-
ally being developed and implemented. In 2002, the Ministry introduced a new 
funding model for all public higher education institutions, shifting from an input-
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based to an output-based funding system. The new funding model was set up to 
advantage those institutions that do well in producing student credit points and are 
active in research. As a general rule, 40% of the total funding from the government 
should be incentive-based, of which 25% of the budget should be based on course 
completion and 15% on research production.

Common Quality Assurance System

By the end of 2003, all higher education institutions were expected to have intro-
duced an internal quality assurance system to ensure that each study programme is 
run according to certain minimum standards (Stensaker 2004b).

Over time, structural and cultural differences between the college sector and the 
university sector have been radically diminished and even swept out in a number 
of areas through rule harmonisation. The two organisational fields were regulated 
by a common Act, and a large number of harmonisation processes were initiated 
across the two fields with respect to organisation and management principles, fund-
ing, personnel policy, budgeting and accounting systems, and so forth. Teaching in 
the state colleges was supposed to be research-based, and the university academic 
career structure and reward system were implemented in the colleges. The introduc-
tion of a common academic career system in particular contributed to undermine 
the intended division of labour between universities and state colleges. In addition, 
international impulses have been important for the harmonisation policy, in particu-
lar those brought about through the Bologna Process in European higher education, 
introducing a common degree system across the two fields.

Network Building

In its 1988 report, the Hernes Committee launched a strategy for an integrated 
though diversified system for higher education based on three elements: a divi-
sion of functions between the institutions concerning education and research, the 
establishment of nodes at the individual institutions, and the strengthening of lines 
of communication between the institutions. This strategy was coined ‘Network 
Norway’. The intention was to create a more homogeneous higher education sector, 
while simultaneously creating a division of labour between universities and state 
colleges.

In its proposal to Parliament on higher education in 1990, the Ministry of 
Education further developed the concept of Network Norway. Here it was stated 
that all higher education establishments should constitute a network for higher 
education and research. The majority of colleges should be able to develop their 
own particular profile and to become a node in at least one area. There should be a 
division of labour between the various state colleges in the sense that they should 
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specialise in different academic or professional fields. However, specialisation 
should only occur in part of the college’s activity. In addition, importance was 
attached to cooperation and a division of functions between the institutions. Four 
lines of communication were mentioned: student mobility, contact between aca-
demic staff members, the cooperation on study programmes, and communication 
utilising modern data technology and the mass media. The intention was to couple 
the college sector and the university sector closer to each other through connecting 
the various levels in the two organisational fields.

The invention of the notion ‘Network Norway’ and the implementation of this 
strategy for an integration of the higher education system was in fact an attempt to 
apply network theory for practical purposes. The improvement of infrastructural 
networks through the creation and introduction of common ICT systems should 
facilitate communication and collaboration between institutions. The establishment 
and improvement of organisational networks should lay the ground for greater 
mobility of staff and students across institutions. And the development of social 
networks between individual staff should be encouraged and stimulated through 
the creation of common meeting places in various types of national board, and in 
research programmes cutting across the two sectors.

The Network Norway concept can be regarded as a governmental strategy to 
stimulate a stronger degree of cooperation between institutions, programmes, and 
staff across the binary divide through the building of infrastructural, organisational, 
and social networks. The application of the network notion was not accidental, but 
rather a strategic action to attach this policy to a general cultural shift in societal 
organisation. Networks are flexible and adaptive structures that according to Castells 
(2000) are gradually replacing hierarchical forms of organisation in their specific 
realms of activity. This is due partly to the development of new information and 
communication technology, partly to the increasing need for access to new informa-
tion, and partly due to the increasing specialisation of knowledge production in a 
variety of institutions. As such, the Network Norway idea reflected new opportuni-
ties for human contact created by technological innovation, prevailing cultural trends 
on how communication and contact in social systems should be further developed, 
and the interest of different groups in the organisational field of higher education for 
being part of the network society.

But by the time the Network Norway concept was launched, organisational 
and social networks had already been at work for many years. As shown above, 
flexible cross-field student-transfer mechanisms had gradually been developed. 
Cooperation between universities and colleges on the training of master’s students 
enrolled in the colleges had developed without the interference of the Ministry of 
Education, and collaboration in research was taking place, partly based on social 
relationships between university and college staff developed during the training 
period in universities. Finally, colleges and universities exchanged members on 
examination committees. Although the universities as institutions were in favour 
of keeping the binary system and keep their distance to the colleges, organisa-
tional and social networks developed between programmes and staff across field 
boundaries.



Organisational Integration 181

Organisational Integration

A final process of structural convergence has taken place through the gradual 
establishment of joint organisations at various levels across the two fields of higher 
education: the state level, the intermediary level, the institutional level, the pro-
gramme level, and the staff level.

The State Level

In the Ministry of Education, administrative responsibility for colleges and univer-
sities traditionally rested with separate sections within the Division for Universities 
and Colleges. However, this division was reorganised according to function instead 
of educational sector to improve coordination across institutions and study pro-
grammes. Four sections for each their function now exist: (a) Ownership and steer-
ing, (b) Budget and finance, (c) Research and innovation, and (d) Education and 
quality assurance.

The Intermediary Level

The existing universities have tried to combat university ambitions in the college 
sector all the way, fearing competition for limited resources. Nevertheless, the 
vertical integration of the two fields proceeded, and signs of resignation appeared 
among university leaders. In 1999, the Norwegian Council of State Colleges took 
the initiative to merge with the Norwegian Council of Universities. The amalgama-
tion of the two bodies was regarded as the natural consequence of the rapproche-
ment that had taken place over a number of years between the two sectors (Nyborg 
2007). Sweden, where the equivalent councils had been merged in 1995, provided 
a model to be followed, and in 2000, the Norwegian Council for Higher Education 
was established. This Council is a parallel to the rector’s conference found in many 
countries and has no legal status in the higher education system. The aims of the 
Council are to serve as an interest organisation for its member institutions, and to 
promote coordination and cooperation within higher education.

The Institutional Level

Two of the state colleges took the initiative to merge with the nearby university; 
Tromsø College located in the city of Tromsø with the University of Tromsø, and 
Sør-Trøndelag College located in Trondheim with the local university. In both 
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these cases, processes were initiated to assess merger advantages and disadvantages. 
In Tromsø, the boards of the two institutions set up a joint committee in 1999 to look 
into the possibilities for closer cooperation and organisational amalgamation. The 
report, presented in 2000, concluded that a merger would be beneficial to both the 
university and the state college as well as to the regional community. There was ten-
tative agreement that the two institutions should be merged in due course, but a lack 
of enthusiasm by the university delayed the process. Nevertheless, in 2006 the two 
institutions declared that the time was ripe to implement the merger decision, and in 
2007, an application to merge the two institutions was submitted to the Ministry of 
Education. In Trondheim, similar discussions took place between the university and 
the state college. The latter institution wanted to merge with the local university, but 
its proposal was eventually turned down by the university, partly due to the practical 
problems such a merger would create, and partly due to a fear of losing its identity as 
a research university with the ambition it had to become more visible on the interna-
tional scene.

The attainment of full university status by two university colleges in 2005 and 
2007 led to a further blurring of the binary divide in higher education. The govern-
ment was not comfortable with this development and set up a committee to address 
this problem (the Stjernø Committee). In its 2008 report, the committee suggested 
that the binary system should be abolished and a truly unified higher education 
system should be established, partly through mergers of colleges with existing 
universities, in order to avoid having the number of universities exceeding eight to 
ten establishments in the future (NOU 2008).

The Programme Level

As a consequence of the college reform in 1994, where one of the objectives was to 
break down the traditional barriers between the various professional programmes, the 
Ministry of Education resolved the councils for each type of programme. Instead, the 
Norwegian Council for Higher Education, the association for all higher education insti-
tutions, established four common national councils for professional education across 
the binary divide (teacher education, education in engineering and technology, econom-
ics and administrative education, and health and social work education). In addition, the 
Council set up national conferences within the major disciplines, as well as committees 
for research, education, and administration in higher education institutions across the 
binary divide (Nyborg 2007).

The Staff Level

The Norwegian Association of Researchers was initially a trade union for academic 
staff in universities, but gradually developed to encompass academic staff in colleges 
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as well. In 1970, the association of researchers in district colleges became a member 
association; in 1982, the association of academic staff in music conservatories; in 
1985, the association of teachers in regional colleges; in 1990, the association of 
academic staff in teacher training colleges; and in 1993, the association of academic 
staff in engineering colleges (Nilsen 2005). The stepwise inclusion of these associa-
tions in the Norwegian Association of Researchers took place amidst considerable 
disagreement among its members. Some university representatives disagreed, object-
ing to the policy that the colleges should undertake research, while representatives 
of the district colleges were reluctant to include colleges other than their own as 
members. Still, this process continued, partly because the Norwegian Association of 
Researchers had a strategic interest in increasing its number of members to enhance 
its position in relation to other trade unions in negotiations with state authorities.

Explaining Field Coupling

The 1994 merger process in the college sector resulted in the creation of a binary 
higher education system. Strict state control of the further development of the higher 
education sector should secure the binary divide between university institutions and 
state colleges. By merging the two district colleges with university ambitions – 
Agder District College and Stavanger District College – with the professional and 
vocational colleges in each of the two regions, the Minister of Education hoped to 
set a final end to their university dreams.

However, even though governmental policy documents stated that the division 
between the university and the college sector should remain and be further clarified 
through the notion of Network Norway, differences in many ways decreased. We 
have identified four field coupling processes: (a) student mobility, (b) structural 
convergence, (c) network building, and (d) organisational integration. These field 
coupling processes should prove to undermine the intentions of a sustainable binary 
system.

The development of a flexible cross-sector student transfer system from col-
leges to universities and vice versa was in itself an important integrating force. The 
major explanation for upward student mobility can be developed with the basis in 
the theory of credentialism as formulated by Collins (1979) and further developed 
by a number of other scholars, e.g. Brown (1995, 2001) and Jónasson (2004b). 
This theory suggests that students compete for credentials (or degrees) in order 
to enhance their competitive advantage in the labour market and their social and 
cultural capital. Once access to upper-secondary education is open to virtually all, 
it becomes necessary to obtain a post-secondary degree to maintain an advantage 
in the competition for jobs and social status. The relative value of a professional 
college degree in the competition for attractive jobs and as a social and cultural 
capital has been reduced over time with the increasing number of higher-degree 
holders. Thus, it follows from this theory that the more people get a higher degree, 
the more people are induced to follow in their footsteps. An important aspect of this 
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way of reasoning is that students do not necessarily aim at attaining the technical 
skills embedded in a higher degree, but rather the perceived exchange value of the 
degree for entrance into the labour market or the perceived social status as a future 
degree-holder. In our context, this would mean that many students who enrol in a 
professional or vocational programme in the college sector would like to continue 
their studies at a university in order to earn a higher degree, not necessarily because 
they are particularly interested in obtaining the technical skills of such a degree, but 
because they want to improve their competitive advantage when applying for jobs, 
or because they like the idea of earning a higher degree or even a doctorate as a 
means of enhancing their social status (Jónasson 2004b).

The theory of educational credentialism combines structural, cultural, and 
interest-group explanations. Changes in the educational system itself with the intro-
duction of mandatory secondary school and the development of stronger public and 
private economies created a large pool of applicants for higher education, deflating 
the economic, social, and cultural value of short-cycle professional and vocational 
degrees. It was in the interest of many students to move to a university to earn a 
higher degree in order to increase the exchange value of their education for entrance 
into the labour market as well as to enhance their social and cultural capital.

Paradoxically, this theory can also be used to explain downward student mobil-
ity. Many students who initially enrol in university programmes continue their 
studies at a college. The theory of educational credentialism suggests that it is the 
competition for formal degrees and the economic and social value of the status as 
degree-holder that are the major motivation of students, more so than the attainment 
of actual technical skills. According to this line of reasoning, many students are 
offered a faster and easier route to a degree by leaving long-term university studies 
for short-cycle professional or vocational studies at a college.

The theory of credentialism is a basic explanation for the trend towards upward 
and downward student mobility, but needs to be complemented in order to fully 
grasp this process. In addition to the interests of individual students, other actors at 
the various levels of the organisational field have contributed to bridging the divide 
between the two higher education sectors. The roles of state authorities, college 
leaders, and programme leaders in the establishment of a credit transfer system 
have therefore to be included.

The trend towards structural convergence of the two fields can be explained by 
combining structural, cultural, and interest-group perspectives. The harmonisation 
of rules and regulations can be understood as an effort by central state authorities 
to reduce complexity and to create a more efficient educational system. But this 
harmonisation process can also be explained as the outcome of a more general shift 
in ideas on how the public sector should be controlled and managed. The general 
process of making public administration more streamlined and efficient has obvi-
ously influenced the thinking and behaviour of educational bureaucrats. An inter-
view study among administrative leaders in the various governmental ministries 
indicated that bureaucrats in the Ministry of Education were strongly influenced by 
the New Public Management ideology (Christensen & Lægreid 1997).
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Furthermore, a common degree system across the two fields was introduced as a 
consequence of the Bologna Process. So far, the Bologna Process has not aimed to 
harmonise the structure of the various systems beyond the introduction of a common 
two-tier degree system. As long as students can move easily between countries and 
receive recognition of their qualifications domestically as well as internationally, the 
general policy has been that it does not matter how the various countries organise 
their higher education systems. However, the introduction of the two-tier degree 
structure – a 3-year first degree and a second degree – has led to a considerably 
shorter period of study for a university degree, and also to a demand for master’s 
degrees on top of the bachelor’s degrees in the college sector. This development has 
reduced differences between the university and college sectors, and the arguments for 
abolishing the division between the two fields have become stronger, as in the UK in 
the years preceding the introduction of the unified system (see also Witte, Wende, & 
Huisman 2008).

Network building across the two organisational fields is another coupling proc-
ess. The Network Norway vision of an integrated though binary higher educa-
tion  system entailed a common arena for all public higher education institutions. 
Through the development of infrastructural, organisational, and social networks, 
the physical and cultural distance between the two sectors gradually declined.

As indicated above, the trend towards organisational integration across the 
college sector and the university sector has different causes. The structural conver-
gence of the two fields gradually undermined those interests that wanted to uphold 
a parallel set of organisations. The cultural distance between universities and col-
leges gradually declined, mainly as a result of the introduction of a common career 
system across the two sectors. The different trade unions in higher education gradu-
ally came to the conclusion that a joint association for researchers across institu-
tional boundaries would be in the interest of their members. The development in 
Sweden clearly had an impact on the organisational integration process in Norway, 
and finally, some colleges and universities started negotiations on strategic mergers 
to enhance their competitive advantage, a development that already had taken place 
in various other countries (Harman & Harman 2008).

These field coupling processes: student mobility, structural convergence, net-
work building, and organisational integration gradually undermined the binary 
policy. Moreover, these processes reinforced each other. The building of networks 
reduced the cultural distance between important actors across the two fields, which 
in turn enabled organisational integration. The mobility of students from colleges 
to universities and vice versa enforced the standardisation of credit transfer rules 
as well as the homogenisation of curricula. Processes of structural convergence in 
turn affected processes of network building, and so forth.



This book has analysed the transformation of the Norwegian college sector over a 
period of more than 4 decades. In this country, the post-secondary education  system 
has gradually changed from a university-dominated system via a dual  system to a 
binary system and finally to a partly unified system.

In the discussion of the processes driving these changes, the book has distin-
guished between three different, though overlapping phases, coined fragmented 
expansion, horizontal integration, and vertical integration to capture the trans-
formation of this sector. While university-dominated and dual systems in Western 
Europe were characterised by fragmented expansion of the college sector, the crea-
tion of binary systems was marked by horizontal integration of professional and 
vocational colleges at the regional level. The functional organisation principle with 
one school for each profession and vocation was left for an ordering according to 
geographic criteria. Finally, unified systems have gone through a process of verti-
cal integration of the two higher education sectors.

In Chapter 9, the essence of each of the phases in the development of the college 
sector will be recapitulated: (a) fragmented expansion, (b) horizontal integration, 
and (c) vertical integration, and further analyses of the dynamics of the processes 
driving this development will be undertaken.

Conclusion



Introduction

This book distinguishes between three types of explanation for change: (a) structural, 
(b) cultural, and (c) interest-group approaches. Structural change includes two 
processes. One is related to technological, economic, and social changes in  society 
that have conditioned the establishment of the various study programmes and 
educational institutions that constitute college education, and also had an impact 
on the organisation of this sector and the content of the programmes. The other is 
related to self-generated changes in the educational system itself, such as the large 
 expansion in the number of schools and colleges leading to a complex and not 
 easily manageable organisational field, in the view of the state bureaucracy.

In addition to the impact of structural change on the transformation of the edu-
cational system, it is important to understand the cultural context in society within 
which higher education takes place and the culture of the institutions themselves. 
Traditional ways of thinking and behaving have gradually been replaced by new 
thoughts, ideas, and behaviours. Thus, new ideas may obtain a cultural hegemony 
making possible and even welcomed change processes in the education system 
unthinkable years ago. Cultural change of importance for the transformation of 
college education includes change in value systems related to social utility, equal-
ity of opportunity, efficiency, and quality. Another type of cultural explanation is 
concerned with the drift of ideas and organisational solutions across countries and 
sectors in society. Educational change in one country accordingly may influence 
educational policy in another country.

Structural and cultural changes in society and within the education system 
itself constitute important parts of an explanatory model. Still, there is no direct 
relationship between structural and cultural trends and the transformation of the 
college sector, and the mediating role of actors in the system has to be taken into 
consideration. As an analytical approach to include actors in the explanatory model, 
the notion of organisational field (DiMaggio & Powell 1983) has been adopted as 
a common metaphor for those organisations and actors that constitute the  college 
sector: state authorities, intermediary bodies, educational institutions, study pro-
grammes, academic staff, and students. Organisational fields can be viewed as 
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arenas of power relations, where actors struggle for their particular interests and 
values, although constrained by structural and cultural trends in society and within 
the organisational field itself. In this book, the research strategy has been to study 
the role of actors and interest groups at the different levels within the organisational 
field, the relationship between them, and how structural and cultural change in 
society have had an impact on them, as well as by societal stakeholders and the 
professional and cultural hegemony of the academic community.

With this explanatory model in mind, each of the three phases characterising the 
transformation of this part of the higher education system will be synthesised.

The Dynamics of Fragmented Expansion

As shown in the preceding chapters, the post-secondary education system in Norway 
has evolved over a period stretching back to the first half of the nineteenth century. 
Until the end of the twentieth century, the development of this sector can be described 
as a continuous growth period characterised by differentiation of study programmes 
and diversification of organisational forms and curricula, and by decentralisation of 
institutions and study places. This phase is termed fragmented expansion to illustrate 
the centrifugal processes driving this development, leading to a highly complex 
organisational field constituted by a large number of small educational institutions 
dispersed throughout the country in line with common trends in Western Europe.

The research questions guiding the analyses were simple though intriguing 
to answer: Why did these particular developments take place? Why did not state 
authorities establish a more coherent educational system at an earlier stage? These 
questions have been partially discussed in the two respective chapters. What 
remains is to discuss the relationship between the processes of differentiation and 
diversification on the one hand, and geographical and institutional decentralisation 
on the other hand. In order to refresh the memory of the reader, this chapter briefly 
recapitulates the logic of each of these processes.

The Logic of Differentiation and Diversification

The continuous differentiation of programmes and courses in the college sector can 
be explained as a function of technological, economic, and social change in society, 
cultural trends, and the particular interests of a large number of public and private 
stakeholders. In a structural–functional perspective, the establishment of programmes 
for teacher training, nursing, technical education, and the many different courses in 
health education, social work, and so forth, can be regarded as a response to societal 
demands for trained personnel in these vocations. These establishments were partly 
state initiatives to modernise the country, partly private and local initiatives to respond 
to specific regional needs for a skilled workforce, and partly initiatives by religious 
and other interest groups to establish their own schools. Many study programmes 
have their origin in particular demands for skilled labour created by technological 
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innovation, while other programmes were established to cater for specific needs for 
trained personnel in the public sector. The development of a differentiated college 
sector accelerated after the Second World War with the emergence of the notion of the 
welfare state and the creation of a number of new occupations in the health and social 
sectors, such as child welfare and care for the mentally handicapped. The strong 
expansion of pre-school teacher training is another example on the forces driving the 
differentiation process. The women’s liberation movement coincided with shortages 
in the workforce and a governmental wish to attract more women into economic life, 
entailing a strong demand for kindergartens.

The differentiation process in the college sector can be regarded as taking place 
in two phases. In the first phase, called state-driven and stakeholder-driven differen-
tiation, various state authorities and external interest groups were the driving forces 
by the establishment of new study programmes and courses. In the second phase, 
labelled institutionally driven differentiation, institutional leaders and academic staff 
themselves created novel programmes and courses. This latter trend was enhanced 
in the 1990s with the policy change towards a wider use of market mechanisms 
in higher education. Individual institutions now became even more dependent on 
attracting students in a competitive market in order to sustain their various courses 
and to maintain, or increase, student numbers. For some small institutions, success in 
the competition for students might be a matter of survival. Under such circumstances, 
a common strategy for these colleges would be to try to diversify their resource base 
through the creation of additional programmes and courses. This could be done in 
either of two ways: by creating novel courses not offered by any other  institution, 
or by copying successful courses given at another college or a university. The 
former strategy would imply that students all over the country might be attracted to 
the course, the latter that young people within the region might choose the course on 
the basis of geographical proximity. The creation of novel courses would  certainly 
entail differentiation. In the same way, the copying of university courses would also 
lead to increased programme differentiation within this sector.

The diversification of organisational forms, school owners, funding patterns, 
entrance requirements, curricula, and so forth followed more or less as a natural 
consequence of the differentiation process in the programme structure. In a 
structural–functional perspective, diversity should be the logical outcome because 
different programmes have different needs. In a cultural perspective, diversity 
is a result of different ideas and values on how a study programme should be 
organised and run, while in an interest-group perspective, diversity occurs because 
 different actors work to promote their particular interests. As shown, all three 
explanations are relevant to understand the diversification processes.

The Logic of Geographical and Institutional Decentralisation

Decentralisation of higher education includes two different though closely 
intertwined trends: (a) geographical decentralisation, which means that institu-
tions, programmes, and students are spread to regions outside the traditional 
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university cities, and (b) institutional decentralisation, which means that training 
 opportunities are spread to establishments outside the university. In most Western 
European countries, geographical and institutional decentralisation gathered 
momentum in the 1960s and 1970s. In the 1960s, this trend was reinforced with 
the breakthrough of the idea of equal opportunity in higher education, in combi-
nation with a strong general decentralisation wave in society leading to the estab-
lishment of many new colleges in towns and non-urban areas in need of higher 
education institutions. Geographic proximity to educational institutions would 
entail a more egalitarian social recruitment to higher education and at the same 
time mobilise the talent of young people for the benefit of society. Thus, until the 
1980s, most countries had experienced a very long period of dispersion of post-
secondary training opportunities through the establishment of many schools and 
colleges in different parts of the country in fields like teacher training, technical 
studies, and nursing, and in some countries through the creation of new types 
of higher education institution, other than the traditional universities. In most 
countries, geographical and institutional decentralisation of higher education led 
to a larger growth in student numbers in the college sector than in the university 
sector (OECD 1991, 1998).

As shown, geographical decentralisation of post-secondary education can 
be explained by a combination of various theoretical perspectives. Structural–
functional theory suggests that this process took place because there was a societal 
need for dispersion of professional and vocational schools and colleges to different 
parts of the country. Due to structural changes in the economy, the nation needed 
the talent of young people to develop society and its industries. Geographic prox-
imity to educational institutions was regarded as a precondition for enabling young 
people to seek post-secondary education and to mobilise talent in a state-driven 
modernisation process. This resulted in a geographically decentralised pattern of 
post-secondary schools. A cultural perspective focuses on prevailing ideologies 
on distributional justice in public policymaking. Decentralisation of educational 
institutions and student places would accordingly be part of a general policy to 
strengthen values like regional development and equality of educational oppor-
tunities among young people. As opposed to explanations favouring structural 
developments or ideological trends, an interest-group theory on geographical 
decentralisation of higher education will stress power relations in society. In such 
a perspective, the geographical dispersion of programmes and institutions can be 
explained theoretically by the use of a power perspective within the framework of 
representative democracy. Parliaments are made up of representatives from various 
regions and local communities, and representatives from non-urban regions have 
been in the majority and in a position to establish new educational institutions in 
these regions. In addition, local interest groups, private organisations, as well as 
municipalities and counties contributed to the geographical dispersion of educa-
tional institutions.

The institutional decentralisation process likewise can be explained by com-
bining structural, cultural, and interest-group explanations. Structural–functional 
theory suggests that there was a need for building up higher education capacity 
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outside the traditional universities for a variety of reasons. New institutions would 
be more innovative and more adaptive to the needs of society, the universities 
should be relieved of some of their teaching burden to be retained as viable 
research institutions, and expenditure for higher education would be lower in the 
college sector. In a cultural perspective, institutional decentralisation of higher 
education and the larger expansion of the college sector can be regarded as the 
appropriate public response to the strong growth in student numbers, based on 
a common understanding in the OECD of the necessity to give a higher priority 
to vocationally oriented higher education at the expense of academic studies. 
Finally, an interest-group approach would look for the actual behaviour of the 
major stakeholders in the organisational field. In this context, the preferences of 
a majority of students for enrolling in college programmes with the purpose 
of earning a degree qualifying for the labour market in a shorter period of time 
than that of a university degree is an important explanation for the institutional 
decentralisation process.

The Dynamics of Fragmented Expansion

The reasons for the fragmented expansion of post-secondary education are 
multiple, both in terms of differentiation and diversification of programmes 
and institutions and with respect to geographical and institutional decentralisa-
tion of these resources. These intertwined processes reinforced each other and 
enhanced the level of fragmentation through the prevailing functional organisa-
tion principle in college education with separate schools for different profes-
sional programmes. This principle was a basic condition for the geographical 
decentralisation process, and made it possible to locate schools for teacher 
training, engineering, maritime education, nursing, and so forth in various local 
communities within each of the regions. As long as this principle prevailed, 
the fragmented expansion of this part of the higher education system persisted. 
Thus, institutional decentralisation of higher education not only led to the expan-
sion of study places in the college sector, but to the establishment of new col-
leges in new local communities. The power of Parliament in localisation issues 
was an important premise for this decentralisation process, where the number 
of representatives from counties without universities outweighed representatives 
from university regions.

In order to understand the persistent drive towards fragmented expansion of the 
field of college education, structural, cultural, and interest-group explanations have 
to be combined. Socio-economic changes in society created the basis for, as well 
as the need for, expansion of the higher education system and the need for develop-
ing new types of study programmes. The national cultural context with a strong 
emphasis on equal and fair geographical distribution of public goods paved the way 
for a further fragmented expansion of higher education outside universities through 
the establishment of new institutions in the various regions. The struggle between 
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the many local actors in each region for a new college enhanced the drive towards 
a dispersed pattern of institutions.

The idea put forward in the 1960s, that the various professional schools in a region 
should be merged and should lose their independent status, was not welcomed by 
either their staff or by their professional associations. At that time, the various voca-
tions for which the schools were originally established to cover the need for qualified 
personnel underwent a period of strong professionalization. The identities as school 
teachers, nurses, engineers, social workers, and so forth would be best sustained and 
developed within separate school systems and specialised schools for each profes-
sion. It was clear from the outset that a merger of schools into comprehensive colleges 
would break down certain traditions within each school and lead to a homogenisa-
tion of working conditions, teaching, learning and examination forms, and so forth. 
Professional interests and local demands for keeping their local school thus combined 
to preserve the functional organisational principle.

Neither the political community was ready for a regionalisation of this sector. 
Norway was exposed to a decentralisation wave encompassing nearly all fields of 
society, and which did not start to withdraw until the 1980s. The same interests 
that turned down the proposal for a regionalised education system enthusiastically 
acclaimed the idea of district colleges without ties to the existing professional 
schools. This proposal was in line with prevailing ideas and values for a decentral-
ised society with strong local communities as a counterweight to the dominating 
centralisation policy of the past.

However, the seeds of what should later come were planted in the 1960s. The 
Ministry of Education took the proposal for a regionalised college system to its 
heart, but had to wait for the right moment to declare its affection. The functional 
organisation principle prevailed, but the wish in the Ministry for a reordering 
according to geographic criteria was to grow stronger over time.

The Dynamics of Horizontal Integration

The decentralisation wave in higher education reached its peak in the 1980s. The 
expansion of higher education outside the universities had led to a highly differen-
tiated, diverse, and geographically dispersed organisational field which called for 
state coordination through horizontal integration of study programmes and institu-
tions. But how can the shift from fragmented expansion to horizontal integration 
of the college sector be explained? As a starting point, some propositions can be 
put forward:

1. The expansion of college education entailed fragmentation of institutions, study 
programmes, and curriculum structures and created disorder in the higher educa-
tion system.

2. Too much disorder produced a need for order because it hindered the further 
development of an efficient educational system.
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3. Order was achieved through state coordination of the diverse pattern of educational 
institutions, study programmes, and curriculum structures.

4. State coordination implied two principal processes of horizontal integration: (a) field 
contraction and (b) regionalisation of the college sector.

The Logic of Field Contraction

Field contraction includes four processes: (a) authority unification of the various 
educational establishments under the jurisdiction of the Ministry of Education; 
(b) institutional de-differentiation through mergers of professionally close schools; 
(c) integration of programmes within the various subfields; and (d) homogenisation 
of structures, procedures, and curriculum regulations within and across subfields.

Through a process of authority unification, the majority of professional and 
vocational post-secondary schools established by different governmental ministries, 
counties, municipalities, hospitals, and private organisations were gradually trans-
ferred to the Ministry of Education. This process can be explained by a combination 
of structural, cultural, and interest-group perspectives on organisational change. 
The increasing complexity of the organisational field entailed a need for stronger 
coordination of the various institutions by a central state authority. In addition, the 
economic basis for most of the private schools had become too unsound, but also 
the ideological demarcation that set them apart had gradually become less signifi-
cant, facilitating this unification process. Furthermore, the interests of educational 
bureaucrats and institutional leaders were of importance. The central educational 
bureaucracy wanted to improve the coordination and control of post-secondary edu-
cation, and there was a wish of some of the training institutions to become proper 
schools on a par with those subject to the jurisdiction of the Ministry of Education 
by attaching themselves to this ministry.

Within each sub-field, a process of institutional de-differentiation took place 
through mergers of institutions which were professionally and geographically 
close to each other. In addition, several new study programmes were located within 
the organisational framework of already existing schools instead of in new and auton-
omous institutions. The reasons for this change were partly grounded in economic 
circumstances, the increasing structural complexity within the college sector itself, 
in new ideas on how professional education should be organised, and in the power of 
educational bureaucrats in the Ministry of Education to reorganise the sector.

Furthermore, the Ministry of Education took the initiative to counteract the 
increasing differentiation of study programmes and courses through national 
coordination of programmes within the various subfields, and through regional 
coordination of programmes across institutions. At the central level, national advi-
sory councils for each professional programme were instructed to create national 
framework plans and guidelines to secure a common curriculum across the different 
colleges. At the regional level, a board for all public colleges was established in 
each region to coordinate activities across institutions.
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Finally, the Ministry of Education initiated a large number of field  homogenisation 
processes across the different study programmes in the college sector. Each college 
became subject to the same guidelines through a common set of rules and regula-
tions, covering all aspects of organisation, management, and administration of 
their activities. The standardisation process that took place between the mid-1980s 
and the mid-1990s, coinciding with the introduction of common financial regula-
tions and the New Public Management approach in the public sector. In addition, a 
homogenisation of structure and content of programmes took place. They became 
closer to one another in aspects such as admission requirements; the duration of 
studies; and in forms of practice, teaching, and examinations.

The reasons for these horizontal integration processes can be explained by com-
bining structural, cultural, and interest-group approaches. Structural changes within 
the professional school system itself, like the increasing differentiation of health 
and social education in different schools generated a need for integration and coor-
dination of the various programmes. The standardisation of curricula within and 
across study programmes was largely driven by the pressure of a common national 
culture, but to some extent also by the pressure to adjust to the vision for a common 
European labour market. Within the framework of structural and cultural changes 
in society, various state authorities, professional colleges, and societal stakeholders 
fought for their particular interests.

To reiterate our argumentation, in the language of Clark (1983), these 
 contraction processes were expressions of bureaucratic coordination through 
jurisdictional expansion (an increase in the responsibilities of the Ministry of 
Education), rule expansion (an increase in the number of rules designed to effect 
consistency in the actions of people), layering (the establishment of an  intermediary 
 coordinating body at the regional level), personnel enlargement (an increase in 
the number of educational bureaucrats), and administrative specialisation (the 
 establishment of special sections in the ministry itself to coordinate college 
 education). Other  interest groups were also important in this contraction process, 
e.g. through  coordination enforced on the colleges by the professional associations 
(as in  nursing), by the national advisory councils for the various study programmes 
(as in teacher  training), and by international federations (as in engineering and 
maritime education). Finally, market mechanisms played a role in the authority 
unification process through the voluntarily inclusion in the state educational system 
of private schools, for matters of recognition and survival.

To the extent that political, bureaucratic, professional, and market coordination 
aimed at making the college sector more homogeneous, and not only at reducing the 
number of institutions, these change processes can be explained by the theory of insti-
tutional isomorphism as developed by DiMaggio and Powell (1983), suggesting that 
once a set of organisations emerges as a field, rational actors make their organisations 
increasingly similar through coercive, mimetic, and normative isomorphic processes.

By the end of the 1980s, the outcome of these processes was a college system 
characterised by less heterogeneity and more homogeneity than in earlier periods, 
and by stronger political and bureaucratic coordinating authority by the Ministry 
of Education.
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The Logic of Regionalisation

The evolution from specialised schools to comprehensive colleges can be described 
as a regionalisation process, where coordination by regional college boards eventually 
led to the merger of previously independent colleges. To understand the develop-
ment towards a regional structure in the college sector, it is important to distinguish 
between the two processes embedded in the notion of regionalisation: (a) the trans-
fer of resources and decision-making authority from the local to the central level 
within each region, and (b) the transfer of resources and decision-making authority 
from the national centre to the regional centre. The former process was primarily 
driven by rational–functional arguments attached to an implicit assumption on 
economies of scale, but also to sectional interest by regional bureaucrats and poli-
ticians, whereas the latter process was driven partly by ideological arguments on 
the importance of building strong regions, and partly by the sectional interest of an 
overloaded state bureaucracy to transfer tasks to the regional level.

The regionalisation of the college sector in Norway, and the subsequent change 
from a dual to a binary system, has many parallels in other countries. The creation 
of a meso level of governance and the regionalisation of college education were 
largely based on the same rationale: the assumption on economies of scale, the 
wish to build stronger regions, and the need for moving tasks out of an overloaded 
central administration. In this respect, Norway placed itself within an international 
trend aiming at reducing the number of many specialised, single-purpose colleges, 
and creating a smaller number of comprehensive institutions (Goedegebuure & 
Meek 1997). However, it is not clear to what extent these reforms were regarded 
as models for the Norwegian reform. In public documents, there was no mention 
of similar reforms in other countries. The past history of the reform process in 
Norway itself was obviously the predominating premise. Even in 1966, a proposal 
for a regional integration of post-secondary education had been put forward. Due 
to the resistance from the institutions concerned and their professional associations 
this reform proposal was postponed and later abandoned. However, the Ministry of 
Education had wanted to reorganise this sector since the late 1960s, and at the end 
of the 1980s, the time was finally ripe to put the merger issue on the agenda again. 
The fact that several other countries had already implemented such a reform was 
of course an additional reason to suggest similar measures in Norway, and was an 
argument that could be used to secure political acceptance from parties that had 
earlier resisted mergers of institutions for ideological reasons.

The Dynamics of Horizontal Integration

The horizontal integration process was primarily a state-driven attempt to deal 
with the increasing structural complexity of the college sector. The ever-continuing 
expansion of this sector gradually called for measures to counteract the fragmen-
tation into numerous small institutions and study programmes. The horizontal 
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integration of the field was formally and symbolically accomplished with the 
establishment of state colleges in 1994. Before the college reform came into force, 
this horizontal integration process had started through processes of field contrac-
tion. In addition to state enforcement of these measures, some of the vocational 
schools voluntarily adapted themselves to new environmental conditions. By the 
time the regionalisation of the college sector was planned, the authority unification 
of this sector was complete, and can be regarded as a precondition for an effect-
ive implementation of the regionalisation process. Responsibility for each type of 
programme had gradually been removed from private organisations, municipalities, 
counties, and sector ministries, and been transferred to the Ministry of Education. 
The gradual convergence in the college sector through this unification process and 
through the processes of institutional de-differentiation, programme coordination, 
and standardisation facilitated the merger process, and the reform in itself enhanced 
the horizontal integration of the organisational field by reinforcing the various field 
contraction processes. Through the regionalisation of college education, institu-
tions were merged, the coordination of study programmes was enhanced, and the 
standardisation of rules and regulations continued.

Changes in political, ideological, and cultural currents in society undoubtedly have 
affected state policies for the college sector. Changes over time in the emphasis on 
values like social utility, equality of opportunity, efficiency, and quality are important 
explanatory factors for the various change processes. Social utility and the principle 
of equal opportunity to higher education was the initial background of the gradual 
development of a diverse post-secondary educational system. The need for making 
higher education more efficient was an important driving force behind the processes 
of field contraction and regionalisation. The quest for improved quality of college 
education was a motivation for the unification and integration of diverse professional 
programmes under the common educational system subject to the authority of the 
Ministry of Education. Over time, ideas change regarding the appropriate way to 
manage and organise the public sector. Such new views were very significant in the 
context that led to the reorganisation of the college sector in 1994. This reform was 
inspired by international trends in public administration policies brought about by 
neo-liberal currents on how the public sector should be organised and run.

The governmental management and regulation policies of field contraction 
and regionalisation in the college sector were inspired by theories on efficiency 
improvement of public affairs. In this respect, these processes aimed at reduc-
ing the complexity of public administration. A common set of rules, common 
administrative systems, and homogeneous educational institutions would make 
the management of the field easier and reduce expenditure on higher education. 
Regionalisation, through the merger of small institutions into fewer, larger estab-
lishments, was argued for by implicit reference to theories of economic, administra-
tive, and academic economies of scale. Besides, mergers had been implemented in 
the education sector of many other countries.

The horizontal integration processes in the college sector eventually turned the 
dual system into a formal binary system. This divide would however soon be chal-
lenged through processes of vertical integration of the two higher education sectors.
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The Dynamics of Vertical Integration

The regionalisation of the college sector resulted in the creation of a formal binary 
higher education system, but also in a more integrated system across the college 
and the university sectors. Even though the government’s policy documents stated 
that the division between the two fields should remain, in many ways differences 
decreased.

The vertical integration process in higher education has been driven by (a) aca-
demic drift in the college sector, (b) vocational drift in the university sector, and 
(c) cross-field coupling attempts enforced by the government and the Bologna 
Process. Together, these processes reduced differences between colleges and uni-
versities and led to a blurring of boundaries between the two fields. Academic drift 
in the college sector has been the most powerful of these vertical driving forces.

The Logic of Academisation

We can distinguish between several different, though interrelated, academisation 
processes in the college sector: (a) increasing emphasis on theory in the curriculum, 
(b) upgrading of professional schools to higher education colleges, (c) horizontal 
and vertical extension of study programmes, (d) development of research activity, 
(e) the possibility for state colleges to advance to university status, and (f) symbolic 
drift by the introduction of the notion of university colleges.

The interests of influential and powerful actors within the organisational field 
have driven much of the academisation process. The underlying theoretical assump-
tion is that entrepreneurial institutional leaders, programme leaders, and their pro-
fessional associations; cosmopolitan staff and academically oriented students; as 
well as college sector associations, state authorities, and external stakeholders take 
part in mutually reinforcing academisation processes. Cosmopolitan staff might, for 
instance, want to raise their status and salaries by copying the academic behaviour 
of their university colleagues. They put pressure on the institution to obtain better 
research conditions and to develop higher degrees. In turn, institutional leaders 
and programme leaders, inspired by academic achievements of cosmopolitan staff, 
might put pressure on all staff to become more academic. Another example is gov-
ernmental reforms which might have far-reaching and unintended consequences for 
the behaviour of staff and students in the college sector. Thus, the introduction of 
institutional reward structures emphasising research and publishing might encour-
age academic drift at a staff level. Similarly, the improvement of transfer arrange-
ments between college programmes and universities might encourage student drift 
and force these programmes unintentionally to move in an academic direction. In 
turn, programme drift might reinforce student drift.

Furthermore, structural changes in the post-secondary education system 
enhanced the academisation process. In many ways, the establishment of district 
colleges in the late 1960s, with a mix of vocational programmes and academic 
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courses, can be said to have undermined the social order between the universities 
and the rest of the post-secondary education sector. The reference groups of the dis-
trict colleges and their staff were the universities, university disciplines, and univer-
sity programmes. Thus, the adaptation of college curricula to the requirements of 
the universities fitted in with their long-term strategy for developing higher univer-
sity degrees in the colleges. In turn, the district colleges became a reference group 
for the professional colleges with respect to academic standards, career systems, 
and research opportunities. Institutional drift in the latter colleges in turn influenced 
the attitude of the state bureaucracy towards all institutions in the college sector. 
The professional colleges were gradually accepted as research institutions and by 
virtue of this, were granted the same career structure as the universities, and fell 
under common legislation. Development of the range of  college studies also influ-
enced the student application patterns in higher education, and the overall activities 
of colleges were significant for local and regional support towards the central politi-
cal level. Parliament repeatedly overruled attempts by the Ministry of Education to 
slow down the ambitions of the colleges. Finally, the drive for academic reputation 
and social recognition among individuals, programmes, and institutions in the col-
lege sector was strongly influenced by the structural and cultural dominance of the 
universities in the higher education system.

The Logic of Vocational Drift

Concurrently to academic drift in the college sector, there have been clear signs 
of vocational drift in the university sector. For analytical purposes vocational drift 
can be deconstructed into two interrelated processes: (a) policy drift and (b) insti-
tutional drift.

Vocational drift embeds the increasing tendency for policymakers to stress that 
the relation between universities and society should be strengthened, and that the 
 programmes on offer should be relevant to the needs of society (policy drift). The trans-
formation of universities from elite institutions to mass higher education  institutions 
has changed governmental opinions on the role and purpose of universities in the 
production of candidates for the labour market. While continuing their traditional 
academic programmes, universities should also introduce more directly work- oriented 
courses to serve the needs of society and the demands of new student groups.

The mobility of students enrolled in academic university programmes to voca-
tionally oriented courses in the colleges, and the increasing tendency for first-year 
students to enrol in vocationally oriented programmes are major causes of voca-
tional drift in universities. For these two reasons, many universities have established 
new work-related courses as well as courses that were originally offered by colleges 
(institutional drift). First, in order to retain students who enrolled in an academic 
programme, but later found out that they would prefer a more work-related form 
of education, and second, in order to attract students who, in the first place, would 
opt for a vocationally oriented course. In addition to the competition for students, 
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the changing expectations of governmental policymakers have contributed to this 
institutional drift process.

Institutional vocational drift can be explained theoretically by the use of 
resource-dependence theory (Pfeffer & Salancik 1978). Universities usually wish 
to maintain or increase the number of students enrolled in their programmes. With 
the large expansion of the higher education system, over time, virtually all Western 
European universities experienced growth in their student population. However, 
zero growth, combined with the transition from strong political and bureaucratic 
coordination of student numbers at individual universities to market mechanisms 
in the allocation of students to institutions, created a new situation. Universities had 
to compete for students in order to sustain their resource base or to enlarge their 
share of the student market. Alternative strategies were to introduce professional 
programmes offered by colleges, to merge with professional schools or colleges, or 
to create vocationally oriented courses to attract new types of students.

But institutional drift can also be explained as symbolic change of institutional 
mission, or an attempt by universities to appear as institutions responding seriously 
to governmental policy signals in order to sustain their core academic mission 
(Meyer & Rowan 1977). Through the establishment of vocational courses, universi-
ties try to increase their legitimacy in society without seriously thinking of chang-
ing their core academic activities. They demonstrate that they are acting on societal 
needs and policy demands in a proper and adequate manner in order to be protected 
from having their conduct questioned.

The Logic of Field Coupling

Four processes can be subsumed under the notion of field coupling: (a) student 
mobility, (b) structural convergence, (c) network building, and (d) organisational 
integration.

For analytical purposes, student mobility needs to be distinguished in terms of 
upward mobility (transfer from a college to a university) and downward mobility 
(transfer from a university to a college). With respect to upward mobility, the theory 
of credentialism (Collins 1979) indicates that many students who enrol in short-
cycle college programmes would later like to earn a higher degree in a university 
to improve their competitive advantage when applying for jobs. Thus, in order to 
attract students to their institutions, it has been in the interest of colleges to enhance 
opportunities for upward student mobility. To enable the implementation of a credit 
transfer system, the initial innovations in the curriculum of many courses developed 
by regional colleges, and by the district colleges in particular, thus, gradually were 
adapted to the curriculum of their parallel university courses. These adaptations 
evidently may be interpreted as a response to the need for cross-sector harmon-
isation of programmes and courses, resulting in isomorphism in higher education 
(DiMaggio & Powell 1983). The mutual interest by students, colleges, and their 
sector organisations in enhancing opportunities for flexible transfer between the 
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two sectors have been an important driving force in this vertical integration  process. 
Paradoxically, the theory of credentialism can also contribute to the explanation 
of downward mobility. For many students, it will be a faster and easier route to a 
degree by favouring short-cycle professional or vocational studies at a college over 
long-term university studies.

A second field coupling process took place through structural convergence of 
the two sectors. This process resulted in a joint act for higher education institutions, 
in common administrative and economic regulations, in a joint academic career 
structure, in a joint degree structure, in a common funding system, etc. This  process 
can be understood as an effort by central state authorities to reduce complexity 
and to create a more efficient education system, but also as the outcome of a more 
general shift in ideas on how the public sector should be controlled and managed. 
Finally, a common degree system across the two sectors was introduced as a con-
sequence of the Bologna Process.

A third field coupling process took place by the implementation of an explicit 
state attempt at system integration: the introduction of the notion of Network 
Norway. This was a strategy for the development of an integrated, though diversified 
system of higher education, based on a division of functions between the university 
and the college sectors concerning education and research. Simultaneously, lines 
of communication and cooperation between the institutions should be improved by 
developing infrastructural, organisational, and social networks.

A fourth field coupling process took place through cross-sector organisational 
integration at various levels of the organisational field of higher education – through 
the reorganisation in the Ministry of Education of the Division of Universities and 
Colleges according to function instead of educational sector, through the merger 
of the councils of state colleges and universities, through initiatives to merge uni-
versities and state colleges, through the creation of joint councils for professional 
programmes across the binary divide, and through the integration of various profes-
sional trade unions into the Norwegian Association of Researchers.

These field coupling processes: student mobility, structural convergence, net-
work building, and organisational integration gradually undermined the binary 
policy. Moreover, these processes mutually reinforced each other. The building of 
networks reduced the cultural distance between important actors across the two 
sectors, which in turn enabled organisational integration. The mobility of students 
from colleges to universities and vice versa enforced the standardisation of rules 
and regulations as well as the homogenisation of curricula. Processes of structural 
convergence in turn affected processes of network building, and so forth.

The Dynamics of Vertical Integration

Three principal processes have worked together to bring the two higher education 
sectors closer to each other: academic drift in the college sector, vocational drift in 
the university sector, and the introduction of field coupling  mechanisms. Moreover, 
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field coupling mechanisms such as harmonisation of academic  requirements and 
qualifications have in turn enhanced the academisation of this sector. Homogenisation 
processes have contributed to making colleges more similar to universities and not 
vice versa, and were in fact important driving forces in the subsequent academisa-
tion processes that took place in the college sector.

The vertical integration of the college and university sectors have multiple 
causes, of which some are structural, others are cultural, while still others have 
their basis in the particular interests of principal groups and stakeholders in the 
organisational field of higher education.

First, there is little doubt that the state college reform of 1994 radically changed 
the Norwegian educational landscape. First and foremost, the college sector and the 
individual state colleges became far more visible and acquired a higher status, in 
a regional, national, and international context. The transformation of a fragmented 
 pattern of mainly small establishments into a fewer number of relatively large  colleges 
made a big difference in terms of status, attraction, and power. The share size of some 
of the new colleges made institutional leaders aware of the potential for further 
development of their institutions towards university status. Thus, the restructuring of 
the college sector not only had immediate consequences for those institutions affected 
by the mergers, but should also soon prove to affect the future relationship between 
the two higher education fields. Several of the state colleges were not content with 
their status as non-university institutions, and at the turn of the century the discussion 
whether the binary system should be abolished in favour of a unified system emerged. 
In this respect, the creation of a binary system in 1994 to curb university ambitions 
in the largest district colleges would not turn out to have been an effective measure. 
The state-initiated mergers of small colleges into larger entities as an organisational 
solution to improve a malfunctioning college sector and to create a binary system thus 
became a platform for those interests that wished to get rid of the binary divide.

In the first years after the reform, however, the state colleges were too occu-
pied with the building of a new organisation and the settling of the many internal 
disputes and priority issues to start processes that might change their future status 
within the higher education system. But gradually institutional leaders and regional 
stakeholders came to see the potential for a further status advancement which the 
mergers and the vision of a more closely integrated higher education system had 
laid the ground for. For many years there had been a clear academisation tendency 
in the college sector. Postgraduate education at master’s degree level was already 
offered at a majority of the colleges, and some of the colleges also offered doctoral 
training in collaboration with a university. From the point of view of these colleges, 
a natural next step would be the achievement of university status. The development 
in Sweden, where three state colleges managed to attain university status, came to 
be of great importance for how this issue was handled in Norway.

Second, the general reforms in public administration labelled ‘New Public 
Management’ were also implemented in higher education. This change in percep-
tions of how the public sector should be organised and managed soon proved to 
fit in with the strategies of the colleges themselves. Van Vught (1997) has argued 
that we have witnessed a major shift in public governance structures from the 
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model of rational planning and control to the model of self-regulation. Applied to 
the higher education sector, the former model is based on the assumption that a 
strong state is capable of developing and maintaining a well-functioning system of 
universities, higher education colleges, and professional schools. Decision-making 
is centralised and the state exerts detailed control with the implementation of its 
policy. This model implies that governmental actors and agencies are capable of 
acquiring comprehensive knowledge about future trends and needs and able to 
take better decisions on how the higher education system should be further devel-
oped than the universities and colleges themselves. The model of self-regulation is 
 basically the opposite of the model of rational planning and control and emphasises 
the capacity of the higher education institutions themselves to respond to signals 
from the state and the market. In Norway, like in other countries, the role of the state 
changed in this direction, and new relationships developed between the state and the 
higher education institutions. The neo-liberal winds that swept over Western Europe 
made detailed state-steering and planning less fashionable. The traditional social-
democratic public policy model came to be regarded as incompatible with market 
values because they inhibited institutional initiative and discouraged entrepreneurial 
behaviour (Scott 1995). Accordingly, the binary policy came under attack as an out-
dated model for the organisation of the higher education policy, in which the vari-
ous institutions were assigned different missions without the possibility of upward 
mobility. In many ways, the binary model could be seen as a metaphor of the old 
class society, where the class a person was born into was decisive for his or her 
social status, cultural taste, and income. In the same way, the binary divide between 
universities and colleges would preserve a socially constructed and socially institu-
tionalised division between noble and less noble higher education institutions.

A third challenge to the binary system was imported from abroad. The establish-
ment of rules and regulations that would permit colleges to advance to the status of 
university or specialised university institution provided accreditation was inspired 
by a similar Swedish reform. The policy drift in higher education, making this 
development possible, was facilitated by the general change in public policy in 
this period. The renaming of state colleges into university colleges in international 
contexts was clearly inspired by the practice of Swedish colleges, but this symbolic 
academisation of the college sector also had parallels in other Western European 
countries (universities of applied sciences in Germany, Switzerland, Finland, and 
the Netherlands). The renaming of the specific professional degrees into bachelor’s 
degrees, and the 2-year higher degrees into master’s degrees, was still another sym-
bolic turn on the academisation wheel and a challenge to the binary system.

Additive and Mutually Reinforcing Processes

A major lesson that can be learnt from the transformation of the Norwegian college 
sector is that the many processes that have driven the development have not only 
been additive, but they have also mutually reinforced each other.
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In the first phase – fragmented expansion – the processes of geographical and 
institutional decentralisation each contributed to the fragmentation of the post-
secondary education system, but they also reinforced each other. A geographically 
dispersed pattern of colleges was a precondition for the institutional decentralisa-
tion of higher education to take place, and the latter process enhanced the geo-
graphically decentralised institutional pattern. Moreover, these two processes 
worked together with the process of diversification of schools and programmes and 
enhanced the level of fragmentation through the prevailing functional organisation 
principle with separate schools for different professional programmes.

In the second phase – horizontal integration – processes of field  contraction and 
regionalisation both contributed to the integration of programmes and colleges, 
but these two processes also reinforced each other. Field contraction included 
the sub- processes of authority unification, institutional de-differentiation, 
 programme  integration, and standardisation. These were parallel processes  adding 
to a more integrated college sector, but these processes were also intertwined, 
 reinforcing each other. The combined effect accordingly was stronger than the 
 separate effects of each of them would have been, and this field contraction process 
in turn facilitated the regionalisation process, while the latter process in itself fur-
ther enhanced the process of field contraction.

In the third phase – vertical integration – various academisation processes 
contributed to the trend towards academic drift in the college sector. The upgrad-
ing of professional schools to higher education colleges led to increased emphasis 
on theory in the curriculum and to the development of research activity, which in 
turn entailed extension of study programmes. This development in turn led to the 
possibility of state colleges advancing to university status, which in turn increased 
the pressure for developing higher-degree programmes and doctoral degree pro-
grammes, and subsequently the need for enhancing the research base required to 
offer such programmes. Thus, various academisation processes not only added 
to each other, but they strongly reinforced each other. As shown above, a similar 
mechanism of mutual reinforcement took place with respect to the various field 
coupling processes. Finally, processes of academic drift in the college sector, voca-
tional drift in the university sector, and field coupling played together and enhanced 
the vertical integration of the college and university sectors.

The fact that in each of the three phases, the processes that have driven the devel-
opment over the last 4 decades have added to each other and have been mutually 
reinforcing, is a major explanation for the strength in the direction of the transfor-
mation of the college sector.
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Alfred North Whitehead 

 

The Aims of Education  
 
 

Culture is activity of thought, and receptiveness to beauty and humane feeling. 
Scraps of information have nothing to do with it. A merely well-informed man is the most 
useless bore on God's earth. What we should aim at producing is men who possess 
both culture and expert knowledge in some special direction. Their expert knowledge 
will give them the ground to start from, and their culture will lead them as deep as 
philosophy and as high as art. We have to remember that the valuable intellectual 
development is self development, and that it mostly takes place between the ages of 
sixteen and thirty. As to training, the most important part is given by mothers before the 
age of twelve. A saying due to Archbishop Temple illustrates my meaning. Surprise was 
expressed at the success in after-life of a man, who as a boy at Rugby had been 
somewhat undistinguished. He answered, "It is not what they are at eighteen, it is what 
they become afterwards that matters." 

In training a child to activity of thought, above all things we must beware of what I 
will call "inert ideas" -- that is to say, ideas that are merely received into the mind 
without being utilised, or tested, or thrown into fresh combinations. 

In the history of education, the most striking phenomenon is that schools of 
learning, which at one epoch are alive with a ferment of genius, in a succeeding 
generation exhibit merely pedantry and routine. The reason is, that they are overladen 
with inert ideas. Education with inert ideas is not only useless: it is, above all things, 
harmful -- Corruptio optimi, pessima. Except at rare intervals of intellectual ferment, 
education in the past has been radically infected with inert ideas. That is the reason why 
uneducated clever women, who have seen much of the world, are in middle life so 
much the most cultured part of the community. They have been saved from this horrible 
burden of inert ideas. Every intellectual revolution which has ever stirred humanity into 
greatness has been a passionate protest against inert ideas. Then, alas, with pathetic 
ignorance of human psychology, it has proceeded by some educational scheme to bind 
humanity afresh with inert ideas of its own fashioning. 

Let us now ask how in our system of education we are to guard against this 
mental dryrot. We enunciate two educational commandments, "Do not teach too many 
subjects," and again, "What you teach, teach thoroughly." 

The result of teaching small parts of a large number of subjects is the passive 
reception of disconnected ideas, not illumined with any spark of vitality. Let the main 
ideas which are introduced into a child's education be few and important, and let them 
be thrown into every combination possible. The child should make them his own, and 
should unclerstand their application here and now in the circumstances of his actual life. 
From the very beginning of his education, the child should experience the joy of 
discovery. The discovery which he has to make, is that general ideas give an 
understanding of that stream of events which pours through his life, which is his life. By 
understanding I mean more than a mere logical analysis, though that is included. I 
mean "understanding' in the sense in which it is used in the French proverb, "To 
understand all, is to forgive all." Pedants sneer at an education which is useful. But if 



education is not useful, what is it? Is it a talent, to be hidden away in a napkin? Of 
course, education should be useful, whatever your aim in life. It was useful to Saint 
Augustine and it was useful to Napoleon. It is useful, because understanding is useful. 

I pass lightly over that understanding which should be given by the literary side of 
education. Nor do I wish to be supposed to pronounce on the relative merits of a 
classical or a modern curriculum. I would only remark that the understanding which we 
want is an understanding of an insistent present. The only use of a knowledge of the 
past is to equip us for the present. No more deadly harm can be done to young minds 
than by depreciation of the present. The present contains all that there is. It is holy 
ground; for it is the past, and it is the future. At the same time it must be observed that 
an age is no less past if it existed two hundred years ago than if it existed two thousand 
years ago. Do not be deceived by the pedantry of dates. The ages of Shakespeare and 
of Moliere are no less past than are the ages of Sophocles and of Virgil. The 
communion of saints is a great and inspiring assemblage, but it has only one possible 
hall of meeting, and that is, the present, and the mere lapse of time through which any 
particular group of saints must travel to reach that meeting-place, makes very little 
difference. 

Passing now to the scientific and logical side of education, we remember that 
here also ideas which are not utilised are positively harmful. By utilising an idea, I mean 
relating it to that stream, compounded of sense perceptions, feelings, hopes, desires, 
and of mental activities adjusting thought to thought, which forms our life. I can imagine 
a set of beings which might fortify their souls by passively reviewing disconnected ideas. 
Humanity is not built that way except perhaps some editors of newspapers. 

In scientific training, the first thing to do with an idea is to prove it. But allow me 
for one moment to extend the meaning of "prove"; I mean -- to prove its worth. Now an 
idea is not worth much unless the propositions in which it is embodied are true. 
Accordingly an essential part of the proof of an idea is the proof, either by experiment or 
by logic, of the truth of the propositions. But it is not essential that this proof of the truth 
should constitute the first introduction to the idea. After all, its assertion by the authority 
of respectable teachers is sufficient evidence to begin with. In our first contact with a set 
of propositions, we commence by appreciating their importance. That is what we all do 
in after-life. We do not attempt, in the strict sense, to prove or to disprove anything, 
unless its importance makes it worthy of that honour. These two processes of proof, in 
the narrow sense, and of appreciation, do not require a rigid separation in time. Both 
can be proceeded with nearly concurrently. But in so far as either process must have 
the priority, it should be that of appreciation by use. 

Furthermore, we should not endeavour to use propositions in isolation. 
Emphatically I do not mean, a neat little set of experiments to illustrate Proposition I and 
then the proof of Proposition I, a neat little set of experiments to illustrate Proposition II 
and then the proof of Proposition II, and so on to the end of the book. Nothing could be 
more boring. Interrelated truths are utilised en bloc, and the various propositions are 
employed in any order, and with any reiteration. Choose some important applications of 
your theoretical subject; and study them concurrently with the systematic theoretical 
exposition. Keep the theoretical exposition short and simple, but let it be strict and rigid 
so far as it goes. It should not be too long for it to be easily known with thoroughness 
and accuracy. The consequences of a plethora of half-digested theoretical knowledge 



are deplorable. Also the theory should not be muddled up with the practice. The child 
should have no doubt when it is proving and when it is utilising. My point is that what is 
proved should be utilised, and that what is utilised should -- so far, as is practicable -- 
be proved. I am far from asserting that proof and utilisation are the same thing. 

At this point of my discourse, I can most directly carry forward my argument in 
the outward form of a digression. We are only just realising that the art and science of 
education require a genius and a study of their own; and that this genius and this 
science are more than a bare knowledge of some branch of science or of literature. This 
truth was partially perceived in the past generation; and headmasters, somewhat 
crudely, were apt to supersede learning in their colleagues by requiring left-hand 
bowling and a taste for football. But culture is more than cricket, and more than football, 
and more than extent of knowledge. 

Education is the acquisition of the art of the utilisation of knowledge. This is an 
art very difficult to impart. Whenever a textbook is written of real educational worth, you 
may be quite certain that some reviewer will say that it will be difficult to teach from it. Of 
course it will be difficult to teach from it. If it were easy, the book ought to be burned; for 
it cannot be educational. In education, as elsewhere, the broad primrose path leads to a 
nasty place. This evil path is represented by a book or a set of lectures which will 
practically enable the student to learn by heart all the questions likely to be asked at the 
next external examination. And I may say in passing that no educational system is 
possible unless every question directly asked of a pupil at any examination is either 
framed or modified by the actual teacher of that pupil in that subject. The external 
assessor may report on the curriculum or on the performance of the pupils, but never 
should be allowed to ask the pupil a question which has not been strictly supervised by 
the actual teacher, or at least inspired by a long conference with him. There are a few 
exceptions to this rule, but they are exceptions, and could easily be allowed for under 
the general rule. 

We now return to my previous point, that theoretical ideas should always find 
important applications within the pupil's curriculum. This is not an easy doctrine to apply, 
but a very hard one. It contains within itself the problem of keeping knowledge alive, of 
preventing it from becoming inert, which is the central problem of all education. 

The best procedure will depend on several factors, none of which can be 
neglected, namely, the genius of the teacher, the intellectual type of the pupils, their 
prospects in life, the opportunities offered by the immediate surroundings of the school 
and allied factors of this sort. It is for this reason that the uniform external examination is 
so deadly. We do not denounce it because we are cranks, and like denouncing 
established things. We are not so childish. Also, of course, such examinations have 
their use in testing slackness. Our reason of dislike is very definite and very practical. It 
kills the best part of culture. When you analyse in the light of experience the central task 
of education, you find that its successful accomplishment depends on a delicate 
adjustment of many variable factors. The reason is that we are dealing with human 
minds, and not with dead matter. The evocation of curiosity, of judgment, of the power 
of mastering a complicated tangle of circumstances, the use of theory in giving foresight 
in special cases all these powers are not to be imparted by a set rule embodied in one 
schedule of examination subjects. 



I appeal to you, as practical teachers. With good discipline, it is always possible 
to pump into the minds of a class a certain quantity of inert knowledge. You take a text-
book and make them learn it. So far, so good. The child then knows how to solve a 
quadratic equation. But what is the point of teaching a child to solve a quadratic 
equation? There is a traditional answer to this question. It runs thus: The mind is an 
instrument, you first sharpen it, and then use it; the acquisition of the power of solving a 
quadratic equation is part of the process of sharpening the mind. Now there is just 
enough truth in this answer to have made it live through the ages. But for all its half-
truth, it embodies a radical error which bids fair to stifle the genius of the modern world. 
I do not know who was first responsible for this analogy of the mind to a dead 
instrument. For aught I know, it may have been one of the seven wise men of Greece, 
or a committee of the whole lot of them. Whoever was the originator, there can be no 
doubt of the authority which it has acquired by the continuous approval bestowed upon 
it by eminent persons. But whatever its weight of authority, whatever the high approval 
which it can quote, I have no hesitation in denouncing it as one of the most fatal, 
erroneous, and dangerous conceptions ever introduced into the theory of education. 
The mind is never passive; it is a perpetual activity, delicate, receptive, responsive to 
stimulus. You cannot postpone its life until you have sharpened it. Whatever interest 
attaches to your subject-matter must be evoked here and now; whatever powers you 
are strengthening in the pupil, must be exercised here and now; whatever possibilities 
of mental life your teaching should impart, must be exhibited here and now. That is the 
golden rule of education, and a very difficult rule to follow. 

The difficulty is just this: the apprehension of general ideas, intellectual habits of 
mind, and pleasurable interest in mental achievement can be evoked by no form of 
words, however accurately adjusted. All practical teachers know that education is a 
patient process of the mastery of details, minute by minute, hour by hour, day by day. 
There is no royal road to learning through an airy path of brilliant generalizations. There 
is a proverb about the difficulty of seeing the wood because of the trees. That difficulty 
is exactly the point which I am enforcing. The problem of education is to make the pupil 
see the wood by means of the trees. 

The solution which I am urging, is to eradicate the fatal disconnection of subjects 
which kills the vitality of our modern curriculum. There is only one subject-matter for 
education, and that is Life in all its manifestations. Instead of this single unity, we offer 
children -- Algebra, from which nothing follows; Geometry, from which nothing follows; 
Science, from which nothing follows; History, from which nothing follows; a Couple of 
Languages, never mastered; and lastly, most dreary of all, Literature, represented by 
plays of Shakespeare, with philological notes and short analyses of plot and character 
to be in substance committed to memory. Can such a list be said to represent Life, as it 
is known in the midst of the living of it? The best that can be said of it is, that it is a rapid 
table of contents which a deity might run over in his mind while he was thinking of 
creating a world, and has not yet determined how to put it together. 

Let us now return to quadratic equations. We still have on hand the unanswered 
question. Why should children be taught their solution? Unless quadratic equations fit 
into a connected curriculum, of course there is no reason to teach anything about them. 
Furthermore, extensive as should be the place of mathematics in a complete culture, I 
am a little doubtful whether for many types of boys algebraic solutions of quadratic 



equations do not lie on the specialist side of mathematics. I may here remind you that 
as yet I have not said anything of the psychology or the content of the specialism, which 
is so necessary a part of an ideal education. But all that is an evasion of our real 
question, and I merely state it in order to avoid being misunderstood in my answer. 

Quadratic equations are part of algebra, and algebra is the intellectual instrument 
which has been created for rendering clear the quantitative aspects of the world. There 
is no getting out of it. Through and through the world is infected with quantity. To talk 
sense, is to talk in quantities. It is no use saying that the nation is large, -- How large? It 
is no use saying that radium is scarce, -- How scarce? You cannot evade quantity. You 
may fly to poetry and to music, and quantity and number will face you in your rhythms 
and your octaves. Elegant intellects which despise the theory of quantity, are but half 
developed. They are more to be pitied than blamed, The scraps of gibberish, which in 
their school-days were taught to them in the name of algebra, deserve some contempt. 
This question of the degeneration of algebra into gibberish, both in word and in fact, 
affords a pathetic instance of the uselessness of reforming educational schedules 
without a clear conception of the attributes which you wish to evoke in the living minds 
of the children. A few years ago there was an outcry that school algebra, was in need of 
reform, but there was a general agreement that graphs would put everything right. So all 
sorts of things were extruded, and graphs were introduced. So far as I can see, with no 
sort of idea behind them, but just graphs. Now every examination paper has one or two 
questions on graphs. Personally I am an enthusiastic adherent of graphs. But I wonder 
whether as yet we have gained very much. You cannot put life into any schedule of 
general education unless you succeed in exhibiting its relation to some essential 
characteristic of all intelligent or emotional perception. lt is a hard saying, but it is true; 
and I do not see how to make it any easier. In making these little formal alterations you 
are beaten by the very nature of things. You are pitted against too skilful an adversary, 
who will see to it that the pea is always under the other thimble. 

Reformation must begin at the other end. First, you must make up your mind as 
to those quantitative aspects of the world which are simple enough to be introduced into 
general education; then a schedule of algebra should be framed which will about find its 
exemplification in these applications. We need not fear for our pet graphs, they will be 
there in plenty when we once begin to treat algebra as a serious means of studying the 
world. Some of the simplest applications will be found in the quantities which occur in 
the simplest study of society. The curves of history are more vivid and more informing 
than the dry catalogues of names and dates which comprise the greater part of that arid 
school study. What purpose is effected by a catalogue of undistinguished kings and 
queens? Tom, Dick, or Harry, they are all dead. General resurrections are failures, and 
are better postponed. The quantitative flux of the forces of modern society is capable of 
very simple exhihition. Meanwhile, the idea of the variable, of the function, of rate of 
change, of equations and their solution, of elimination, are being studied as an abstract 
science for their own sake. Not, of course, in the pompous phrases with which I am 
alluding to them here, but with that iteration of simple special cases proper to teaching. 

If this course be followed. the route from Chaucer to the Black Death, from the 
Black Death to modern Labour troubles, will connect the tales of the mediaeval pilgrims 
with the abstract science of algebra, both yielding diverse aspects of that single theme, 
Life. I know what most of you are thinking at this point. It is that the exact course which I 



have sketched out is not the particular one which you would have chosen, or even see 
how to work. I quite agree. I am not claiming that I could do it myself. But your objection 
is the precise reason why a common external examination system is fatal to education. 
The process of exhibiting the applications of knowledge must, for its success, 
essentially depend on the character of the pupils and the genius of the teacher. Of 
course I have left out the easiest applications with which most of us are more at home. I 
mean the quantitative sides of sciences, such as mechanics and physics. 

Again, in the same connection we plot the statistics of social phenomena against 
the time. We then eliminate the time between suitable pairs. We can speculate how far 
we have exhibited a real causal connection, or how far a mere temporal coincidence. 
We notice that we might have plotted against the time one set of statistics for one 
country and another set for another country, and thus, with suitable choice of subjects, 
have obtained graphs which certainly exhibited mere coincidence. Also other graphs 
exhibit obvious causal connections. We wonder how to discriminate. And so are drawn 
on as far as we will. 

But in considering this description, I must beg you to remember what I have been 
insisting on above. In the first place, one train of thought will not suit all groups of 
children. For example, I should expect that artisan children will want something more 
concrete and, in a sense, swifter than I have set down here. Perhaps I am wrong, but 
that is what I should guess. In the second place, I am not contemplating one beautiful 
lecture stimulating, once and for all, an admiring class. That is not the way in which 
education proceeds. No; all the time the pupils are hard at work solving examples 
drawing graphs, and making experiments, until they have a thorough hold on the whole 
subject. I am describing the interspersed explanations, the directions which should be 
given to their thoughts. The pupils have got to be made to feel that they are studying 
something, and are not merely executing intellectual minuets. 

Finally, if you are teaching pupils for some general examination, the problem of 
sound teaching is greatly complicated. Have you ever noticed the zig-zag moulding 
round a Norman arch? The ancient work is beautiful, the modern work is hideous. The 
reason is, that the modern work is done to exact measure, the ancient work is varied 
according to the idiosyncrasy of the workman. Here it is crowded, and there it is 
expanded. Now the essence of getting pupils through examinations is to give equal 
weight to all parts of the schedule. But mankind is naturally specialist. One man sees a 
whole subject, where another can find only a few detached examples. I know that it 
seems contradictory to allow for specialism in a curriculum especially designed for a 
broad culture. Without contradictions the world would be simpler, and perhaps duller. 
But I am certain that in education wherever you exclude specialism you destroy life. 

We now come to the other great branch of a general mathematical education, 
namely Geometry. The same principles apply. The theoretical part should be clear-cut, 
rigid, short, and important. Every proposition not absolutely necessary to exhibit the 
main connection of ideas should be cut out, but the great fundamental ideas should be 
all there. No omission of concepts, such as those of Similarity and Proportion. We must 
remember that, owing to the aid rendered by the visual presence of a figure, Geometry 
is a field of unequalled excellence for the exercise of the deductive faculties of 
reasoning. Then, of course, there follows Geometrical Drawing, with its training for the 
hand and eye. 



But, like Algebra, Geometry and Geometrical Drawing must be extended beyond 
the mere circle of geometrical ideas. In an industrial neighbourhood, machinery and 
workshop practice form the appropriate extension. For example, in the London 
Polytechnics this has been achieved with conspicuous success. For many secondary 
schools I suggest that surveying and maps are the natural applications. In particular, 
plane-table surveying should lead pupils to a vivid apprehension of the immediate 
application of geometric truths. Simple drawing apparatus, a surveyor's chain, and a 
surveyor's compass, should enable the pupils to rise from the survey and mensuration 
of a field to the construction of the map of a small district. The best education is to be 
found in gaining the utmost information from the simplest apparatus. The provision of 
elaborate instruments is greatly to be deprecated. To have constructed the map of a 
small district, to have considered its roads, its contours, its geology, its climate, its 
relation to other districts, the effects on the status of its inhabitants, will teach more 
history and geography than any knowledge of Perkin Warbeck or of Behren's Straits. I 
mean not a nebulous lecture on the subject, but a serious investigation in which the real 
facts are definitely ascertained by the aid of accurate theoretical knowledge. A typical 
mathematical problem should be: Survey such and such a field, draw a plan of it to such 
and such a scale, and find the area. It would be quite a good procedure to impart the 
necessary geometrical propositions without their proofs. Then, concurrently in the same 
term, the proofs of the propositions would be learnt while the survey was being made. 

Fortunately, the specialist side of education presents an easier problem than 
does the provision of a general culture. For this there are many reasons. One is that 
many of the principles of procedure to be observed are the same in both cases, and it is 
unnecessary to recapitulate. Another reason is that specialist training takes place -- or 
should take place -- at a more advanced stage of the pupil's course, and thus there is 
easier material to work upon. But undoubtedly the chief reason is that the specialist 
study is normally a study of peculiar interest to the student. He is studying it because, 
for some reason, he wants to know it. This makes all the difference. The general culture 
is designed to foster an activity of mind; the specialist course utilises this activity. But it 
does not do to lay too much stress on these neat antitheses. As we have already seen, 
in the general course foci of special interest will arise; and similarly in the special study, 
the external connections of the subject drag thought outwards. 

Again, there is not one course of study which merely gives general cultures and 
another which gives special knowledge. The subjects pursued for the sake of a general 
education are special subjects specially studied; and, on the other hand, one of the 
ways of encouraging general mental activity is to foster a special devotion. You may not 
divide the seamless coat of learning. What education has to impart is an intimate sense 
for the power of ideas, for the beauty of ideas, and for the structure of ideas, together 
with a particular body of knowledge which has peculiar reference to the life of the being 
possessing it. 

The appreciation of the structure of ideas is that side of a cultured mind which 
can only grow under the influence of a special study. I mean that eye for the whole 
chess-board, for the bearing of one set of ideas on another. Nothing but a special study 
can give any appreciation for the exact formulation of general ideas, for their relations 
when formulated, for their service in the comprehension of life. A mind so disciplined 



should be both more abstract and more concrete. It has been trained in the 
comprehension of abstract thought and in the analysis of facts. 

Finally, there should grow the most austere of all mental qualities; I mean the 
sense for style. It is an aesthetic sense, based on admiration for the direct attainment of 
a foreseen end, simply and without waste. Style in art, style in literature, style in 
science, style in logic, style in practical execution have fundamentally the same 
aesthetic qualities, namely, attainment and restraint. The love of a subject in itself and 
for itself, where it is not the sleepy pleasure of pacing a mental quarter-deck, is the love 
of style as manifested in that study. 

Here we are brought back to the position from which we started, the utility of 
education. Style, in its finest sense, is the last acquirement of the educated mind; it is 
also the most useful. It pervades the whole being. The administrator with a sense for 
style hates waste; the engineer with a sense for style economises his material; the 
artisan with a sense for style prefers good work. Style is the ultimate morality of mind. 

But above style, and above knowledge, there is something, a vague shape like 
fate above the Greek gods. That something is Power. Style is the fashioning of power, 
the restraining of power. But, after all, the power of attainment of the desired end is 
fundamental. The first thing is to get there. Do not bother about your style, but solve 
your problem, justify the ways of God to man, administer your province, or do whatever 
else is set before you. 

Where, then, does style help? In this, with style the end is attained without side 
issues, without raising undesirable inflammations. With style you attain your end and 
nothing but your end. With style the effect of your activity is calculable, and foresight is 
the last gift of gods to men. With style your power is increased, for your mind is not 
distracted with irrelevancies, and you are more likely to attain your object. Now style is 
the exclusive privilege of the expert. Whoever heard of the style of an amateur painter, 
of the style of an amateur poet? Style is always the product of specialist study, the 
peculiar contribution of specialism to culture. 

English education in its present phase suffers from a lack of definite aim, and 
from an external machinery which kills its vitality. Hitherto in this address I have been 
considering the aims which should govern education. In this respect England halts 
between two opinions. It has not decided whether to produce amateurs or experts. The 
profound change in the world which the nineteenth century has produced is that the 
growth of knowledge has given foresight. The amateur is essentially a man with 
appreciation and with immense versatility in mastering a given routine. But he lacks the 
foresight which comes from special knowledge. The object of this address is to suggest 
how to produce the expert without loss of the essential virtues of the amateur. The 
machinery of our secondary education is rigid where it should be yielding, and lax where 
it should be rigid. Every school is bound on pain of extinction to train its boys for a small 
set of definite examinations. No headmaster has a free hand to develop his general 
education or his specialist studies in accordance with the opportunities of his school, 
which are created by its staff, its environment, its class of boys, and its endowments. I 
suggest that no system of external tests which aims primarily at examining individual 
scholars can result in anything but educational waste. 

Primarily it is the schools and not the scholars which should be inspected. Each 
school should grant its own leaving certificates, based on its own curriculum. The 



standards of these schools should be sampled and corrected. But the first requisite for 
educational reform is the school as a unit, with its approved curriculum based on its own 
needs, and evolved by its own staff. If we fail to secure that, we simply fall from one 
formalism into another, from one dung hill of inert ideas into another. 

In stating that the school is the true educational unit in any national system for 
the safeguarding of efficiency, I have conceived the alternative system as being the 
external examination of the individual scholar. But every Scylla is faced by its Charybdis 
-- or, in more homely language, there is a ditch on both sides of the road. It will be 
equally fatal to education if we fall into the hands of a supervising department which is 
under the impression that it can divide all schools into two or three rigid categories, 
each type being forced to adopt a rigid curriculum. When I say that the school is the 
educational unit, I mean exactly what I say, no larger unit, no smaller unit. Each school 
must have the claim to be considered in relation to its special circumstances. The 
classifying of schools for some purposes is necessary. But no absolutely rigid 
curriculum, not modified by its own staff, should be permissible. Exactly the same 
principles apply, with the proper modifications, to universities and to technical colleges. 
When one considers in its length and in its breadth the importance of this question of 
the education of a nation's young, the broken lives, the defeated hopes, the national 
failures, which result from the frivolous inertia with which it is treated, it is difficult to 
restrain within oneself a savage rage. In the conditions of modern life the rule is 
absolute, the race which does not value trained intelligence is doomed. Not all your 
heroism, not all your social charm, not all your wit, not all your victories on land or at 
sea, can move back the finger of fate. To-day we maintain ourselves. To-morrow 
science will have moved forward yet one more step, and there will be no appeal from 
the judgment which will then be pronounced on the uneducated. 

We can be content with no less than the old summary of educational ideal which 
has been current at any time from the dawn of our civilization. The essence of education 
is that it be religious. 

Pray, what is religious education? 
A religious education is an education which inculcates duty and reverence. Duty 

arises from our potential control over the course of events. Where attainable knowledge 
could have changed the issue, ignorance has the guilt of vice. And the foundation of 
reverence is this perception, that the present holds within itself the complete sum of 
existence, backwards and forwards, that whole amplitude of time, which is eternity. 
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Editor's Introduction

Wilhelm von Humboldt is widely remembered as the architect of the
Prussian educational system and the founder of the University of Berlin.
To the English student of the history of political ideas, however, he is
probably most familiar as the author of a single sentence, taken by John
Stuart Mill as the epigraph for his essay On Liberty: 'The grand, leading
principle, towards which every argument unfolded in these pages directly
converges, is the absolute and essential importance ofhuman development
in its richest diversity.' Humboldt also, incidentally, a decade later,
provided another eminent Victorian, Matthew Arnold, with the epi
graph for his Schools and Universities on the Continent. The book from
which Mill's quotation was drawn was published in 1854, 5 years before
the publication of On Liberty and about the time that, as we know, Mill
began to consider writing such an essay.! It was a translation of Hum
boldt's Ideen zu einem Versuch die Grenzen der Wirksamkeit des Staats zu
bestimmen-a title which the English translator, Joseph Coulthard, sacri
ficing modesty to concision, rendered as The Sphere and Duties ofGovern
ment. Humboldt himself had died in 1835 and the work itself: written
when he was a young man in 1791-2, might have been regarded in the
1850S as a museum piece. It had not, however, been published when it
was first written, Humboldt anticipating trouble with the Prussian
censorship, though sections of it had appeared in Schiller's journal Neue
Thalia and in the Berlinische Monatsschrifi. 2

The revival of interest in it was due chiefly to the subsequent public
career and scholarly distinction of its author and to the fact that the
posthumous German edition of Humboldt's works, edited by his brother
Alexander, published the complete, or almost complete, text for the first
time in 1852.3 It aroused immediate interest, inspiring a French work on
the same lines-Edouard Laboulaye's L'etat et ses limites-as well as an
English translation of Humboldt's essay. Coulthard's belief that the
subject was of 'peculiar interest' for his own time was a reasonable one,
for it was also the theme of such classics of Victorian political thought as
Herbert Spencer's Social Statics (1851) and The Man versus The State (1884)

1 J. S. Mill, Autobiography (London, 1954), p. 212.
2 Chapters v, VI and vm appeared in the Berlinische Monatsschrift in the autumn of

1792. Neue Thalia published ch. II, and the first part of ch. ill.

3 There is an hiatus in ch. ill, which subsequent editors have been unable to fill.
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EDITOR'S INTRODUCTION

as well as Mill's On Liberty. Whether the belated publication of Hum
boldt's essay actually provided the springboard for Mill's we cannot be
sure, though the dates, and Mill's frequent references to Humboldt in his
text, inevitably suggest a connection.! Mill's own account of the matter,
apart from the celebrated tribute to his wife, is somewhat vague, no
doubt reflecting· fairly accurately the way in which free floating ideas,
impressions and half-conscious impulses coalesce in the conception of a
book. 'As regards originality, it [On Liberty] has of course no other
than that which every thoughtful mind gives to its own mode of
conceiving and expressing truths which are comnlon property.' Mill
goes on to mention Pestalozzi and Goethe among others, but adds 'the
only author who has preceded me ... ofwhom I thought it appropriate to
say anything was Humboldt'. 2

Humboldt had become, ofcourse, by the time his collected works were
published, far more to his contemporaries and successors than simply the
author of a resurrected treatise on the individual and the State. His career
as statesman, philologist and educationalist, as an assiduous cultivator of
personal relations who was rewarded with the friendship of Goethe and
Schiller, and as the man who taught Mme de Stael German, was an
appropriate image of the deliberate human polymorphism which was his
professed ideal. One only ofhis many roles was to be the lost leader of the
Prussian liberal constitutionalists. One commentator has suggested that
had there been a revolution in Germany in 1790 he might have become
'the German Mirabeau'.3 Friedrich von Genz, a friend ofHumboldt's early
years-the essay On the Limits of State Action began as a letter from
Humboldt to Genz-said that he was the cleverest man he had ever met.
Mme de Stael, obviously assuming, reasonably enough, that she had met
them all, called him simply 'la plus grande capacite de l'Europe'. Arndt
said of him that he could lead the great Stein about like a lamb, while
Schiller found in him the ideal balance of reason and emotion-a com
pliment which Humboldt returned.4 Altogether it is not surprising that a
number of people seem to have been rather afraid of Humboldt.

1 J. S. Mill, On Liberty (London, Everyman's Library ed., latest impr. 1968), pp. 62,
115-16, 130, 158-9, 163.

2 Mill, Autobiography, pp. 216-17.
3 R. Aris, History ofPolitical Thought in Germany, 1789-1815 (London, 1936), p. 137.
4 Ernst Howald, Wilhelm von Humboldt (Zurich, 1944), pp. 20-1. J. R. Seeley,

Life of Stein (3 vols. Cambridge, 1898), m, 153. For Humboldt and Schiller see
Howald, p. 84, and D. Regin, Freedom and Dignity. The Historical and Philosophical
Thought ofSchiller (The Hague, 1965), p. 107. Humboldt wrote ofSchiller: 'Gedan
ke und Bild, Idee und Empfindung treten immer in ihm in Wechselwirking'
Uber Schiller und den Gang seiner Geistes Entwicklung (Insel-Biicherei, nr. 38, Leipzig,
n.d.), p. 45.
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EDIT·OR'S INTRODUCTION

He was born at Potsdam-which is rather as though Bismarck had been
born in Weimar-in 1767, of a Pomeranian noble and official family,!
and when he wrote the essay which we shall henceforth refer to for
convenience as The Limits of State Action at the age of 24 he had just
resigned his first minor post in the Prussian administration, having
found administration, as he said, 'geistlos', and resolved to devote himself
entirely to the cultivation of his friends, his newly married wife, and
himsel£2 In 1802 he made a somewhat tentative return to government
service as Prussian envoy to the Papal court, thus beginning a distin
guished scholarly line, for he was followed successively in that post by
Niebuhr and Bunsen. In 1808 he returned to Berlin, to become Minister
of Public Instruction in Stein's reforming ministry; as masterly, as Seeley
said, in the organization ofeducation as Scharnhorst in that ofwar. Indeed,
one might add that ifit was really the Prussian schoolmaster who defeated
the French in 1870, it was Humboldt who had licensed the schoolmaster.
As a melnber of Stein's ministry Humboldt founded the University of
Berlin and reorganized the Prussian Gymnasium, stamping its syllabus
with his own linguistic and Hellenist leanings and his concern for all
round cultural development. That there was a contradiction between
Humboldt's role during this period and the letter, if not the underlying
spirit, of some of the doctrines of the Limits, has often been noted, and
explained by the patriotic enthusiasm of the year of Prussia's national
awakening. 3 Humboldt subsequently attended the Congress of Vienna as
Prussian plenipotentiary and served in several diplomatic posts. In 1818
he became for a brief period Minister of the Interior, leading the opposi
tion to Hardenberg by urging less subservience to Austria and a greater

1 But the Prussian official class was decidedly liberal at this time. Genz considered it
tainted with Jacobinism. J. Droz, L'Allemagne et la Revolution Franraise (Paris,
1949), p. 380.

2 The studies of Humboldt's life on which this biographical account is chiefly based
are: Howald, Wilhelm von Humboldt; R. Haym, Wilhelm von Humboldt (Berlin,
1856); R. Leroux, Guillaume de Humboldt; laformation de sa pensee jusqu'en 1794
(Paris, 1932); Friedrich Schaffenstein, Wilhelm von Humboldt. Bin Lebensbild (Frank
furt a.M., 1952).

3 But Humboldt's volte face was never absolute; many men have looked forward
to the withering away of the State but few ministers have looked forward as
Humboldt did to the withering away of their own department. See E. Spranger,
Wilhelm von Humboldt und die Reform des Bildungswesens (new ed. Tiibingen, 1960),

P· 104·
On the question of Humboldt's inconsistency see also Howald, Wilhelm von

Humboldt, pp. 131-3; Schaffenstein, Wilhelm von Humboldt. Bin Lebensbild, pp.
180-3, 225; Seeley, Life of Stein, II, 424, 428.
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measure of constitutional responsibility; the actual occasion of his final
retirement was Prussia's acceptance of the Karlsbad decrees.1

Humboldt's devotion to his public career was never entirely whole
hearted, however, and the real timbre of his life is Inore accurately
suggested by his changing intellectual preoccupations and his various
published and unpublished writings than by an outline of his official
career. Even had he written nothing but personal letters to his friends he
would still have achieved a footnote to German literary history as the
correspondent of Goethe and Schiller. In fact, he wrote copiously if
spasmodically, and achieved reputations ofvarying distinction as political
theorist, philosopher of history, Hellenist, literary critic, aesthetician and
one of the pioneers of comparative philology. He also, almost inevitably,
wrote some rather indifferent poetry. This polymathy of Humboldt is
not simply a matter for gratified wonder; it is, as we shall see, crucial to an
understanding ofhis political theory, not only because such polymorphism
is a personal expression ofhis humanist ideal, but because he draws for his
basic ideas on a cultural context in which a number of different intellec
tual activities run along converging or parallel lines.

For this reason it would be superficial to approach Humboldt's essay
on the limits of the State in what may seem the most obvious way, as an
attempt by a young German intellectual to define his attitude, as so many
of his compatriots were trying to do, to the revolutionary events in
France. Humboldt had, it is true, already written earlier in the same year
an essay entitled Thoughts on Constitutions, suggested by the New French
Constitution, in which he had taken a decidedly Burkean line, though
there is no evidence that he knew anything of Burke's Reflections-later
translated by his friend Genz-in 1791. Some of the ideas of Humboldt's
earlier essay were incorporated in the Limits of State Action. The latter,
however, is not very Burkean in tone, except in a few passages, and its
central thesis-the attempt rigidly to circumscribe the activities of the
State-though it is introduced with a quotation from Mirabeau, is just as
applicable to Frederician Prussia or ]osephinian Austria as it is to the
National Assembly, and in some respects more so.

Humboldt's Limits of State Action is by no means solely explicable in
terms ofcurrent events. It is in fact a singularly rich document, containing
a number of different intellectual and cultural seams and moulding them
into an intellectual landscape with its own distinctively Humboldtian feel
and atmosphere. There was, firstly, Humboldt's ambiguous attitude to

1 G. S. Ford, Stein and the Era of Reform in Prussia, 1807-1815 (Princeton, 1922, repro
1965), pp. 197-205. Also B. Gebhardt, Wilhelm von Humboldt als Staatsmann (2 vols.
Stuttgart, 1896).
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the Aufkliirung, his inheritance of the physiocrat and rationalist doctrines
of his boyhood tutors. There were the theories of human perfectibility
of Leibniz and Lessing. There was the Kantian assertion of the absolute
claims of the moral law, and the Kantian insistence that each individual
must be treated as an end and never simply as a means, and that the end
of life was essentially an internal matter, an inner freedom of the soul,
not simply a condition of external well-being. There was the Rousseauist
and Sturm und Drang cult offeeling as the source ofhuman vitality. There
was the characteristic philhellenism of German neo-classicism, of which
Humboldt was a leading figure, which saw in an idealized picture of the
ancient Greeks the model of the fully rounded and harmonious human
character. There was even a dose of Platonism, which led Humboldt to
see the visible world as a kind of cryptogram of the eternal ideas which
lie behind it-a doctrine which bobs disconcertingly to the surface of the
essay (chapter VIII) though it is not really worked into its theoretical
economy.!

It is necessary to risk some ungainliness and possible bewilderment by
dwelling on this heterogeneity, in order to indicate the richness of
Humboldt's essay, to emphasize that it was far more than simply a
piece d'occasion, and that the fact that it is at least as coherent as most
essays in political theorizing represents a considerable synthetic achieve
ment. This may seem at first sight not merely bewildering but implaus
ible, or it may suggest that Humboldt's essay is simply the product of a
well-meaning but over-tolerant eclecticism. It begins to seem less implaus
ible when one remembers that most of these intellectual currents were
also present in the work of a German contemporary of Humboldt more
familiar to English students of political theory: Hegel. Whatever the
objections to Hegel's political theory, and they have been many and
violent, he is not generally regarded (though it is a possible line ofattack)
as a well-meaning eclectic, or simply as a repository of undigested,
heterogeneous intellectual impulses. To invoke Hegel in order to dispel
suspicions of confusion may seem like raising the devil to exorcise a
bump in the night, yet if it can be allowed that Hegel was able to make
something of his intellectual heritage that was undeniably distinctive and
coherent, whatever else may be wrong with it, it may seem justified to
ask at least for a temporary suspension ofdisbeliefon behalfofHumboldt.
In fact one could try to sum up by saying simply that Humboldt, like
Hegel, though the results show marked differences, is trying to derive a

1 For the fullest account of Humboldt's intellectual development see Leroux,
Guillaume de Humboldt.
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coherent intellectual position from an inheritance and tnilieu which con
tain heavy doses both of the Enlightenment and of the Romanticism
which is generally set in opposition to it.

In the English intellectual history of the early nineteenth century there
was far less of this articulate groping for a synthesis, which is perhaps
why English readers are still apt to find the results obscure and unsym
pathetic. J. S. Mill, who did feel the need, was able, with admittedly a
certain amount of simplification, to present his two archetypal figures,
Bentham and Coleridge, representing the characteristic intellectual
virtues of the eighteenth and nineteenth centuries respectively, as two
sides of a dialectic, needing, in fact, to be aufgehoben in the Hegelian
sense, taken up and synthesized at a higher level. It is such a synthesis that
Mill is asking for when, in conclusion, he recommends his readers and by
implication himself: to try to fuse the intellectual lessons ofBentham and
Coleridge. It is not surprising that he found a congenial spirit in Humboldt,
or that he should have taken a sentence written by Humboldt nearly 70
years earlier as the motto for one of his major works.

Humboldt's own emergence from the intellectual world of the German
Aufkliirung, into which he had been initiated by his tutors as Mill had
learnt his utilitarianism from his father, was, like Mill's own emancipa
tion, a process partly of emotional crisis and self-discovery, partly of
exposure to the literary and philosophical tendencies of the period, and to
the influence of friends, especially Georg Forster and Friedrich Jacobi, 1

touched like himselfby the late eighteenth-century cult offeeling and the
revolt against the drier abstractions of the Aufkliirung in its most undiluted
form. Humboldt found himself: like other youths of cerebral and emo
tionally unexpansive upbringing and disposition-even in later years
acquaintances commented on Humboldt's essential coldness2-confronted
in his first steps in adult personal relations by the usual elementary and
shattering discovery that other people, and particularly women, mattered
to him, not merely as an audience for his ideas or as objects of his dis
interested benevolence but as influences capable of enriching his life,
influencing his ideas and, temporarily at least, destroying his happiness.
This sense, which Humboldt never lost, of the fruitful interpenetration of
personalities, the sense that others could become, emotionally and intel
lectually, flesh of his flesh, and he of theirs, prevented his liberalism from

1 Leroux, Guillaume de Humboldt, pp. 205-9, 244 n. 5, 355-7. For studies of Forster,
see Droz, L'Allemagne; G. P. Gooch, Gertnany and the French Revolution (London,
new impr. 1965), ch. xm; Henry Hatfield, Aesthetic Paganism in German Literature.
Winckelmann to Goethe (Harvard, 1954).

2 Howald, Wilhelm von Humboldt, p. 13.
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ever assuming that characteristic liberal form in which individuals in
society confront each other as external objects and obstacles, as rival,
independent and potentially hostile sovereign states. One cannot say of
Humboldt's liberalism, as Lionel Trilling remarks ofliberalism in general,
that 'in the interests of its vision of a general enlargement and freedom
and rational direction of human life-it drifts towards a denial of the
emotions and the imagination'.1 Contemporary events, the French
Revolution, Frederick William II's law proclaiming Lutheranism as the
State religion, played a part in the formation of Humboldt's fundamental
principles, but neither appear to have been nearly so important as his
discovery of girls.2 In the ensuing struggle to remain open to the new
emotional and intellectual possibilities revealed by his discovery of other
people, without losing poise and dignity and the sense of his own inde
pendent identity, to accept experience and ingest it without being over
whelmed, Humboldt, more fortunate in this respect than Mill, found in
his immediate cultural environment in late eighteenth-century Germany
a rich assortment of images and concepts and even a myth-the myth of
noble Hellas-for interpreting his discovery.

Humboldt's dilemma was essentially, stated in its most abstract terms,
that of achieving unity in diversity, of retaining coherence without
sacrificing variety, richness, diversity: of giving the various aspects of
one's nature their due, and retaining one's sensitivity to experience, even
painful experience, while remaining essentially in control of one's
cultural metabolism, moulding and shaping its results into a coherent if
necessarily unstable whole (see especially chapters II, III, VIII). It is a
dilemma which can be formulated in a number of different vocabularies,
and can be made to sound outlandish or banal depending on how
attuned we are to the vocabulary that is chosen. One can express it
in a traditional metaphysical vocabulary, as the relation of form to
substance or matter, or as the tension between reason and feeling, rules
and spontaneity, Classicism and Romanticism, Kantian universal moral
imperatives and the vitality and variety of historically nurtured folk
customs and traditions.

These dichotomies are not identical, of course, nor exhaustive. They
involve different levels ofabstraction and they imply attention to different
kinds ofillustrative examples, and because the examples are different, the
dilemmas themselves will be different. The reason for pointing to their
affinities, however, is to suggest that it is not fortuitous that a number of

1 Lionel Trilling, The Liberal Imagination (Mercury Books, 1964), pp. xiii-xiv.
2 '11 y a l?l une conception dont l'origine doit etre recherchee ... dans les experiences

amoureuses de Humboldt' (Leroux, Guillaume de Humboldt, p. 252).
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late eighteenth- and early nineteenth-century German authors are
equally, or almost equally, aestheticians, moralists, political theorists and,
of course, metaphysicians: Herder, Schiller, Hegel, Schelling and a
number of others, among whom we may include Humboldt. The
immediate impulse to such many-sided activity was surely in most cases
a sense that a relatively coherent and stable view of the world, that of the
Aufkliirung, was in a number of contexts unacceptably inhibited, uniform
and dominated by concepts too mechanistic and limited in scope to
accommodate the full richness of the concrete world and the full range
of human potentialities. Such was certainly the inspiration of Goethe's
Naturphilosophie, to which Humboldt refers (below, p. 19)~perhaps

the most notorious example of the doctrinaire many-sidedness of the
period.

Because of the nature of these criticisms, the problems of constructing
a new conceptual framework would arise in the form of certain funda
mental dilemmas. How, in particular, to mediate between what Schiller,
in his Letters on the Aesthetic Education of Mankind (1794) called Stofftrieb
and Formtrieb, the urge towards the sensuous and concrete and the urge
towards rational control and the formulation of rules; how to accommo
date a sense of the importance of vitality, concreteness and diversity
without fragmentation and anarchy, without falling into the raw emo
tionalism and destructive rebelliousness of the Sturm und Drang, or, on the
other hand, into a total and undiscriminating acceptance, pantheist or
historicist, of everything that is the case, from toothache to tyranny, as
just p~rt of life's rich tapestry-the latter a tendency already implicit in
the Leibnizian optimism oftheAufkliirung?(For this tendencyin Humboldt
see below, p. 133.) The journey from one set of metaphors to another is a
perilous business.

In political thought, the tendency of German writers during this
period to swing violently between these poles is notorious, most notably
in the case of Fichte's pendulum-like political career, at different times
almost insanely individualist and ruthlessly authoritarian; characteristic,
too, are attempted syntheses which later generations have generally
agreed to be merely verbal and spurious: Hegel in particular and the
concept of 'positive freedom' in general. This is a political and historical
fact whose explanation goes far deeper than the incidents-the execution
ofLouis XVI or the battle ofJena-which are usually invoked, though no
doubt they were the immediate occasion of some of the more dramatic
conversions. The tension they som~times caused to snap was, however,
already implicit in the intellectual context of the late eighteenth century;
we may point, for example, to the same tension in Rousseau, crudely
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expressed by the alleged contradiction between the individualism and
primitivism of the Discourses and Emile and the 'totalitarianism' of the
Contrat Social.

At this point there may be some temptation to simplify: to decide that
we are simply confronted by the necessary and perennial tension between
'freedom' and 'order'. There is more to it than this, however, quite apart
from the fact that 'order' for Rousseau or Fichte was something very
different from what it meant to Hobbes or Frederick the Great. During
the period with which we are concerned, discussions of the relation
between the individual, society and the state can generally best be under
stood in a context which includes metaphysics, morals, psychology,
aesthetics and educational theory-Rousseau, Herder, Schiller and
Humboldt all wrote on education-in which one finds analogues to the
political dilemmas, suitably translated into the language of the appro
priate genre. Ofcourse, such connections are likely to hold in any period,
and it is well recognized that there is a useful suggestiveness for the
history of political ideas in such phrases as 'Political Romanticism' and
'The revolt against reason'. The latter are far too crude to accommodate
Humboldt (or Schiller, or Hegel, for that matter) but it is true that his
manner of recognizing certain tensions in social, political and personal
life was conditioned by the rising intellectual status of such concepts as
feeling, spontaneity, variety and concreteness and that certain charac
teristically Romantic metaphors are central to his attempts to deal with
them.

In the various attempts to welcome and control the newly esteemed
Romantic virtues, and to find some resolution of the resulting dilemmas,
two metaphors were, in late eighteenth-century Germany-not only
there, of course, but there more insistently than elsewhere-found
particularly useful. They were derived respectively from the concept of a
work of art and the concept of a biological organism, and the reasons
for their usefulness were basically the same. They both proved immensely
suggestive, though both possessed drawbacks. Both are extensively used
by Humboldt (chapters II, VIII). A work of art was, in some respects, an
admirable image for a reconciliation of living, multifarious, concrete but
earthy substance with elevated, coherent, ethereal form, of unity in
diversity-Shaftesbury's conception of a work of art as having an 'inner
form' was immensely influential in eighteenth-century Germany-of
crude energy or intolerable suffering transmuted, as in Winckelmann's
famous description of the Laocoon, into a serene harmony and unity
(stille Grosse und edele Einfalt). Its disadvantage as a source of metaphors
for social relations was that a work ofart is something deliberately made.
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Solon rather than the Volksgeist seems to offer the paradigm of art in
politics. True there were ways around this, either by maintaining the
thesis that a work ofart was not so much the work of the artist's construc
tive deliberation as of his creative daenlon, the sacred wind that blew
through him, or by devoting particular attention to works which could
plausibly be represented as the spontaneous representation of the folk
spirit: folk-poetry or, as Humboldt's friend F. A. Wolf was to assert,
Homer. All the same, the connotations of the work of art as an artifact
were sufficiently strong to inhibit its use as a direct analogue for society
or the state; the concept of the State as a work of art was precisely what
was not wanted; it smelt too strongly of Cameralism and benevolent
despotism, and ofthe mechanistic conceptions ofthe State as an artificially
created structure of checks and balances or a bureaucratic hierarchy
imposed from above on an inert social mass. 'A properly constituted
state must be exactly analogous to a machine, in which all the wheels
and gears are precisely adjusted to one another; and the ruler must be
the foreman, the mainspring, or the soul-ifone may use the expression
which sets everything in motion.'! This typical statement by a leading
Cameralist thinker, Justi, represents the exact antithesis of Humboldt's
belief that the vitality of a nation derives solely from the spontaneous
activities and diverse creative energies of the individuals who composed
it. Thus, the concept ofa work ofart tended to enter the political thought
of Humboldt, Schiller and the Romantics not as a direct analogue for the
state or society, but indirectly, through its influence on their ethical ideas,
notably in Schiller's Aesthetic Letters and .in Humboldt's conception of
personal culture.

Similarly, the concept ofan organism was immensely useful in suggest
ing a combination of inner coherence and self-determination (Selbstver
waltung) with a spontaneous vitality fed by the vital juices of material,
sensuous existence; an organism has a creative, reciprocal relation to its
environment; it is not simply the passive recipient ofstimuli (see below, pp.
18-19). But this image also had its disadvantages. Organisms appeared,
it was true, to exhibit purposes; they were self-determining, but not
consciously self-determining. Moreover, if society as a whole were to be
regarded as an organism, what would become of the autonomy of the
individuals who composed it? One reason, in fact, why Humboldt has
to deny so emphatically that the State is an organism, and is forced to
regard it simply as a kind of public convenience with strictly limited
functions, a mere piece of machinery, is that otherwise, in a political

1 Geraint Parry, 'Enlightened Government and its Critics in Eighteenth Century
Germany', Historical]ournal, VI (1963), 182.
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theory so enamoured ofthe'organic' virtues, the State, ifconceded organic
characteristics, would become all in all. The'organic' political theorist is
virtually forced, since he must decide whether the State is like an organism
or not, to choose between endowing it with omnicompetence or re
stricting its functions to a bare minimum. Hence it is as common to find
a cult of the 'organic' virtues among populists, anarchists and political
pluralists of all shades as among State-worshippers. There has, however,
been one very notable bridge across which many an organically minded
anarchist or semi-anarchist has crossed over into the other camp: the
concept of the organic national community, and its political expression,
the nation-state. It is therefore not surprising and may seem rather sinister
to find that Humboldt as he grew older-there are premonitions of it
even in the Limits (below, p. 13 I)-began to make increasing use of this
bridge, though his intellectual home, it is fair to say, remained well on
the liberal side of it.!

The drawbacks to the concepts of the work of art and of the organism
as analogues, their implicit denial of spontaneity in the first case and of
individual autonomy and self-consciousness in the latter, exacted a
certain complexity in their application to the State or society. These
particular implications ran directly counter to the exaltation of the free,
self-determining, self-conscious moral agent which was an intrinsic part
of the ideals of late eighteenth-century German humanism, which
received its definitive formulation by Kant, and which had deep roots in
the Aufkliirung and in the religious tradition of German Pietism, with its
insistence on the inner light. It had also deep social roots in the search for
dignity and self-esteem by educated middle-class Germans whose pater
nalistic governments seemed to treat them like children, while aristocratic
exclusiveness and arrogance seemed to deny them their full status as
human beings. It is true that some German political theorists did not
escape the full implications of the organic analogy and handed their
supposedly unhappy, fragmented modern citizens, willy nilly, into the
arms of the Volk-soul or the bosom of the stream of history in which
everything that happened happened necessarily. But for Humboldt at
least, any metaphor claiming admission to his political thinking had first
to make its peace with the free, self-conscious, self-determining individual.

Humboldt in fact makes considerable use both of aesthetic and organic
metaphors, but there is a third concept which is also relevant to a full

1 For Humboldt's conception of the nation, see Ernst Cassirer, Freiheit und Form.
Studien zur deutschen Geistesgeschichte (Berlin, 1922), pp. 518-25; F. Meinecke,
Weltburgertum und Nationalstaat, Werke, v (Munich, 1962), bk. I, chs. m, vm; also
s. A. Kaehler, Wilhelm von Humboldt und der Staat (Munich and Berlin, 1927).
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understanding of Humboldt's ethics and political theory, though it is not
made properly explicit in The Limits of State Action and for fuller refer
ences to it one has to turn to some of his other works, also unpublished
during his lifetime: to his early essay on the laws of human development
(Vber die Gesetze der Entwicklung der menschlichen Krafte, 1791) to his Plan
for a Comparative Anthropology (Plan einer vergleichenden Anthropologie,
1795) and to his Reflections on World History (Betrachtungen uber die
Weltgeschichte, 1814). This is the concept, which Lessing stamped with his
name though it was by no means solely his property, of history as the
self-education of mankind. This concept too contained, or could be
invested with, the required ingredients: the presupposition of an inner,
spontaneous vitality, and ofan underlying coherence or pattern working
itselfout through an immense diversity and gaining nourishment from it,
and of a creative, reciprocal relation to experience, in which even error
and suffering were made meaningful through the concept of educa
tion.

Self-education through a creative acceptance of experience is in fact
the master-concept ofHumboldt's political theory at both its poles, in his
conception of individual morality and in his tentative hints of a possible
historical progress. His social and political precepts are grounded on the
notion of the supreme importance of Bildung, by which he meant the
fullest, richest and most harmonious development of the potentialities of
the individual, the community or the human race (Limits of State Action,
chapter 11).1 Life lived as it should be, according to Humboldt, consists of
an endless endeavour to reconcile a coherent individuality with the utmost
receptivity to the most diverse experience, an acceptance of an eternal
tension between the need to be uniquely and harmoniously oneself and
the duty to assimilate as much as possible of life's emotional and intellec
tual possibilities. As he puts it in The Limits of State Action, 'The true
end of Man, or that which is prescribed by the eternal and immutable
dictates ofreason, and not suggested by vague and transient desires, is the
highest and most harmonious development of his powers to a complete
and consistent whole' (below, p. 16). The Kantian echo of 'eternal and
immutable dictates of reason', contrasted with 'vague and transient
desires', is clear, and we shall have to return to the implications of this
for Humboldt's theory later. The more distinctive features ofHumboldt's
ideal are suggested a few lines later, when he stresses the need of human

1 The chief accounts ofHumboldt's theory ofBildung are: E. Spranger, Wilhelm von
Humboldt und die Humanitatsidee (Berlin, 1909); Leroux, Guillaume de Humboldt;
and in English, W. Bruford. 'The Idea of "Bildung" in Wilhelm von Humboldt's
Letters', in The Era of Goethe. Essays presented to James Boyd (Oxford, 1959).
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beings for 'variety of situation' if they are to develop their powers to
their fullest extent. The duty, which Humboldt stresses, to maintain one's
own personality as a 'complete and consistent' whole, moreover, is not
merely the counterweight but the corollary to this insistence on variety,
for it is only by retaining and developing one's individuality, one's
Eigentumlichkeit, that one can contribute to others' 'variety of situation',
just as they, in their Eigentumlichkeiten, contribute to one's own (below,
pp. 17, 32).

This concept ofBildung as the achievement of a harmonious individual
ity nourished by diversity of experience, was formulated by Humboldt
very early in his life, as can be seen from his letters and his early essays,
but it was not achieved without a struggle. As a boy he had admired the
Stoics, and throughout his life, even during the most active part of his
public carer, the impulse to regard life as a play seen from the vantage
point of a detached spectator, and to cultivate an inner untouchability,
was strong. His cult of accepted experience was in part a deliberate
rejection of emotional sterility, an acceptance of the chances of getting
hurt. On the other hand, he had obviously an innate, restless, Faustian or
collector's streak, l independently of the intellectual influences which
encouraged it and in terms of which he justified it. His youthful travels
were relentless exercises in self-improvement; even his marriage had to be
sanctified as the highes.t ofall opportunities for Bildung, a sublime paradox
inwhich two uniqueindividuals became triumphantly onewhile remaining
triumphantly themselves (c£ below, p. 29fE).

The concept ofBildung was not, ofcourse, peculiar to Humboldt either
in German literature or social philosophy. The Bildungsroman is a literary
genre sufficiently distinct to have earned a name.2 Herder had used the
concept ofBildung in expounding his own humanist ideal, with an empha
sis similar to Humboldt's on the need for diversity. The preoccupation
with Bildung was in some respects a secular version of German Pietism,
itself a variety of Protestantism both strenuous and resolutely spiritual
and other-worldly. It also-though this does not apply directly to
Humboldt-provided an ideal, practical in its impracticality, to those late
eighteenth-century German intellectuals-teachers, pastors, women,
newly emancipated Jews-who had been educated beyond the require
ments or opportunities oftheir immediate social circumstances. Humboldt
himself: as a young man, belonged to a small Veredlungsbund, a high-

1 Werner Schultz, 'Wilhehn von Humboldt und der Faustische Mensch', Jahrbuch
der Goethe-Gesellschaft, XVI (1930).

2 See E. L. Stahl, Die religiose und die humanitiitsphiIosophische BiIdungsidee und die
Entstehung des deutschen BiIdungsromans im 18Jahrhundert (Berne, 1934).
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minded society for mutual improvement of character. Freemasonry, of
course, provided another, more institutionalized, outlet of essentially the
same kind.

A subtler attraction of the idea ofBildung was that it was much better
able than the Enlightenment's guiding light of reason to accommodate
the newly fashionable virtues of sentiment, sensuousness, enthusiasm and
originality. For Bildung could be represented as a quasi-organic and a
dialectical process, consisting of an endless acceptance and innumerable
provisional reconciliations of the creative tension between the individual
and his environment and between the various contending aspects of his
own nature. Both organic and aesthetic metaphors could contribute to an
understanding of this process. Humboldt himself was convinced that a
life successfully dedicated to Bildung was itself a work of art. It satisfied
the requirements of being both an end in itself: not to be judged by
utilitarian or commercial criteria, and of moulding raw experience and
natural, spontaneous vitality into a satisfying, harmonious coherence.
Moreover, in the school of aesthetics to which Humboldt belonged, the
concept of a work of art itself tended to be expounded in organic terms.
,[This] concept of poetic creativity-that self-organising process, assimi
lating disparate materials byan inherent lawfulness into an integralwhole
borrows many of its characteristic features from the conceptual model of
organic growth'! (c£ below, p. 77). The organic metaphor was apt for
the exposition of Bildung, not simply because an organism develops in
time, but because its form is not imposed on it from without; it is self
determining; it is neither passive in relation to its environment nor
disconnected from it; it assimilates what it needs, converting it into its
own tissues, imposing form upon heterogeneous brute matter in a
miracle of transmutation, but above all, though it is part of nature and
cannot exist without its environment, it makes itself: developing as it
does out of an inner necessity. Similarly, for Herder, perhaps the greatest
ofall propagandists of the organic analogy, Bildung was, as F. M. Barnard
puts it, 'a process of interaction, an "organic" process of "formation",
in which men influence each other within a specific social setting'.2

Exactly the same words can be used of Humboldt.
The concept of Bildung also had convenient results when applied, as

both Herder and Humboldt applied it, to history considered as the self
education of mankind as a whole, enabling its exponents to find a re-

1 M. H. Abrams, The Mi"or and the Lamp. Romantic Theory and the Critical Tradition
(New York, 1958), p. 124, on Coleridge's poetic theory.

2 F. M. Barnard, Herder's Social and Political Thought (London, 1965), p. 93. For the
question of Herder's influence on Humboldt, ibid. p. 168 n. 50.
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spectable and even glorious historical role for the primitive and poetic
virtues of earlier civilizations, which the Enlightenment was thought to
have undervalued, while still leaving a possible place for the still attractive
idea of progress. History, as Humboldt saw it, l and as he presented it in
his Thoughts on Constitutions and later in his Plan ofa Comparative Anthro
pology (1795) consisted not of progress in a simple, cumulative sense but
of a kind of dialectic, as mankind explored first one range of human
potentialities and then another, lurching from one kind of one-sidedness
(Einseitigkeit-which Humboldt contrasts with Eigentumlichkeit) to another
(Limits, below, p. 134). But there are hints of progress of a kind, because
the richer the human experience becomes, by every exploration, every
'one-sided' development, so the potential cultural experience of the
individual is enriched, though the extent to which his potentialities are
realized for each individual depends on his opportunities and his capacity
for assimilating the cultural experience ofmankind, preserved by history,
and making of it a coherent and balanced whole. 'In the highest ideal of
human nature which the most glowing fantasy can conceive', Humboldt
wrote in Thoughts on Constitutions, 'each actual moment is a beautiful
flower, but nevertheless only one. Only memory can wreathe the garland
which binds together past and future'2 (c£ below, p. 16). This sounds
rather like a tentative and microcosmic version of the Hegelian Absolute
Consciousness, in which all contradictions are resolved, just as Hegel's
notion of the task of the philosopher as a retrospective one, and his
presentation of philosophy as the history of philosophy, reminds one of
Humboldt's conception of Bildung. The most cultivated individual, the
most complete philosophy, are the ones which can most successfully
assimilate and most fully contain the various cultural and moral commit
ments-obviously in many cases contradictory-entered into by mankind
in the course of history. This is a notion which, more modestly phrased
than in Hegel's version of it perhaps, is by no means dead. In a more
limited context, T. S. Eliot's discussion of tradition and the individual
talent looks like a version of it. Walter Pater's Gioconda, most Hegelian of
women, was an image of it. It still provides an arguable test of the differ
ence between more and less civilized individuals, and it continues to
offer a role to academic historians who may no longer believe-to resort,
as has become customary among historians when explaining what they
no longer believe, to the words of Lord Acton-that 'The science of

1 R. Leroux, L'Anthropologie Comparee de Guillaume de Humboldt (Paris, 1958),
pp. 14 f£ and Guillaume de Humboldt, pp. 215 f£

2 'Ideen uber Staatsverfassung', Gesammelte Schriften ed. F. Leitzmann (Berlin, 1903),
I, 80-1.
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politics is deposited by the stream of history, like grains of gold in the
sands of a river.'

Humboldt's apparentpresentation ofthe cultivated man as a connoisseur
in the moral museum of the world's history may strike some as an atten
uated and unreal affair compared with the full-blooded if narrowly
circumscribed social life of a static society devoid of a sense of history,
in which moral imperatives are simply given in education for member
ship of the tribe, and the question of experimentation does not arise;
others will stress the limited horizons of the latter, their narrow range of
choices and their probable incapacity to cope with unprecedented situa
tions without disorientation and loss ofself-control or self-respect. This is
rather like the dispute whether education should teach one a lot about a
little or vice versa, and there is no answer. All the same, if Humboldt's
ideal is evidently accessible only to a cultivated elite it is one which does
try to make moral and cultural sense of a situation in which intellectuals
are frequently likely to feel themselves. And if Humboldt's remedy
smells of pedantry, the most common alternative, a deliberate self
surrender, of a Humean or Hegelian kind, to the customs of the tribe,
to making a morality of my station and its duties-assuming I am lucky
enough to feel sure what they are-may not be entirely odourless either:
some tribes have odd customs, and some stations may properly be closed.

Whether the results of Humboldt's suggested cultural connoisseurship
could ever be as poised, natural and controlled as he implies is another
matter. It would be very easy to make it sound ludicrously stilted, arti
ficial and inconsistent as a way of life. There does indeed seem to have
been a certain sense of artifice, if not of artificiality, about his own life,1

but no one found it ludicrous. Weare not, if we are to be fair to Hum
boldt, to envisage the kind of cold-blooded dilettantism that the act of
describing his ideal necessarily evokes. It is in the describing rather than in
the living that the cold-bloodedness necessarily arises. Dilettantism is
certainly a possible parody ofBildung, but another way of seeing it is as a
fierce, sustained protest against the limitations of living only one life.
It is in a sense unavailing, but Humboldt's answer to the inevitability of
ultimate defeat is not a Stoic refusal to desire but an acceptance of every
opportunity and every possibility of relative success. It is a mistake to
think of Humboldt's ideal as a tepid and lofty picking about among the
bibelots of life and history; on the contrary, he advocated enthusiastic
commitment and acceptance of risks. He had, unfortunately, little literary
gift; he could not give fire and colour to his ideal in words; he could only

1 Howald, Wilhelm von Humboldt, p. 8.
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prescribe it didactically, and didacticism that does not reach the level of
literature is apt to sound like priggishness. For us he suffers, of course,
from the additional disadvantage of an idiom that is not ours either by
language or period. A major part of Humboldt's nineteenth-century
reputation, it is sobering to recall, was as a writer of the kind of letter
which leaves the recipient a nobler and finer person than it found him or
her-not just now a very fashionable mode ofself-expression. Humboldt
should, one feels, have written a Bildungsroman; he did not, though it
could be said that he tried to live one.

None of the words we have used so far to characterize Humboldt's
attitude-connoisseurship, experimentation and so on-seems adequate;
they suggest too much calm deliberation. Undoubtedly there was a strong
vein of narcissism in Humboldt, but the collective sense of his many
references to Bildung suggests that it is the sheer attractiveness, the emo
tional pull, of different styles of life that draws him on. The motive of
greed is as strong as curiosity or self-esteem, though the three are inter
mingled. As Humboldt once wrote, 'one must, before one leaves this
life, know and absorb as many inner manifestations of humanity as
possible. To me an important new book, a new course of study, a new
language, seem things that I have torn from the longnight ofdeath.' 1 'More
life and fuller, that I want' is not exactly a motto for an experiment, nor is
Faust precisely a dilettante. Nor, ofcourse, need we think ofthe effect upon
us of our historical knowledge of different styles oflife (another artificial
sounding concept, but it cannot be helped) as anything so crude as a
deliberate sampling of the modes of experience characteristic of different
historical periods. It seems doubtful whether Huysmans's Des Esseintes,
the hero ofA Rebours, that historically minded aesthete who tried to do
just that, would really have appealed to Humboldt. Humboldt was not
simply a sensation seeker; he remained sufficiently a man ofthe eighteenth
century to wish to retain the notion ofan ideal humanity, and he regarded
every extension of one's cultural experience as an enlargement of one's
concept of such an ideal. 'From the whole history of mankind', he wrote
to Schiller, 'a picture of the human mind and character can be drawn
which resembles no single century, and no single nation completely, to
which however, all have contributed.'2 Humboldt's Plan for a Comparative

1 'Ich habe einmal die bestimmte Idee, dass man, ehe man dies Leben verHisst, so vie!
von innern, menschlichen Erscheinungen ... kennen und in sich aufuehmen muss
als nur immer moglich ist. Ein mir neues wichtiges Buch; eine neue Lehre, eine
neue Sprache scheinen mir etwas, das ich der Nacht des Todes entrissen muss'
(Letter of 1825, quoted in Howald, Wilhelm von Humboldt pp. 31-2).

2 Wilhelm von Humboldt, Briefwechsel mit Schiller (Stuttgart, 1900), p. 277, quoted
in Aris, History ofPolitical Thought in Germany, p. 144.
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Anthropology which he wrote 3 years after the essay on the limits of state
action, and which was also never published during his lifetime, was inten
ded as an attempt to show how this ideal of humanity might be depicted,
not a priori, with all the limitations of the ethics of a particular time, but
empirically, encompassing the whole richness ofhuman culture, to which
history was constantly adding.

In any case, in the notion ofBildung informed and enriched by a sense
of history and of cultural diversity, Humboldt intended to depict not
something we could only do with an embarrassed or perverse selfcon
sciousness, but something we can already hardly help doing, whether we
are aware of it or not. Men are to a considerable extent, as Humboldt
recognized, conditioned by the traditions they inherit and the collective
culture they inhabit. If this were not so, a proposal for a comparative
anthropology would be absurd (cf. the remarks in the Limits, below,
pp. 17, 132-3). But we cannot now help belonging to a culture rich in
historical reminiscences. Hence we can and occasionally do use references
to historical stereotypes as part of our language of personal descriptions
usually, admittedly, without much historical or psychological finesse:
'Renaissance man', 'puritan', 'Mid-Victorian', 'fin de siecle' and so on;
but that is by the way.! In other words, past cultural stereotypes have
left living traces, claiming our attention and even allegiance. We can
understand and characterize this situation to the extent that we have a
sense of the past, and if we also welcome it, rather than wishing to extir
pate all modes but one in the name ofenlightenment, progress, efficiency,
common sense or what not, then we have made Humboldt's connection
between a sense of the past and its variety and a sense of the opportunities
of the present.

If this is true, if a sense of history is an aspect of possible emancipation
from the given standards of one's immediate situation, the relation
between historiography and discrimination is, or has been, a reciprocal
one. For the growing sensitivity, in the late eighteenth and early nine
teenth century, to the nuances of distinct historical periods and the poss
ible value ofthe values they embodied, was intimately connected with the
criticism of contemporary society, and it is in relation to these criticisms,
and to the social situation which gave them plausibility, that one has to
see what may otherwise seem Humboldt's somewhat picaresque approach
to questions of morals and culture. The sense of the relevance of the past

1 We can also, of course, do the same with fictional characters. 'Literature offers us
the raw material for moral judgement and it offers us far more material than any
one individual life can do.' Graham Hough, An Essay on Criticism (London, 1966),
p.28.
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and its record, not merely of the crimes and follies of mankind but of its
experiments in various styles of life and social organization, involved a
re-appraisal and a criticism of a particular image of contemporary society
and of the notion of what constituted modernity. It was, no doubt,
vastly oversimplified as a picture ofwhat late eighteenth-century societies
and 'enlightened' attitudes were actually like, but it was a caricature
which was largely drawn by the victims themselves-the cheer-leaders
for progress and the publicists of Enlightenment-and as such it could
properly be criticized as an aspiration if not as a fact.

The crux of the criticism was that progress was not a simple cumulative
process; there was also a debit column, and hence, past states of mankind
might suggest not only self-congratulation at having surpassed them but
also materials for self-criticism. Of these critiques Rousseau's, invoking,
admittedly, a merely hypothetical past, was the most notorious, and most
subsequent ones, including Humboldt's critique of the paternalist state,
owed something to it, but there were other sources. Meinecke, for
example, found one of the chief impulses in the development of Historis
mus as a critique of the idea of progress in Kleinstaaterei, l the stubborn
defence of the local, traditional and customary elements in the small
German kingdoms and principalities against the levelling, rationalizing
bureaucracy of the modern state. This was obviously a resistance with
which the renegade bureaucrat Humboldt, though the French menace
taught him that Germans might need power as well as picturesque
diversity, might well sympathize.

But there were other critiques of progress, more directly relevant
to Humboldt's humanist ideal, than those of traditionalists looking to
their defences. Schiller, for example, was after Rousseau one of the
first to make a criticism which has become a platitude, and to link it
specifically to a re-appraisal of one particular past civilization-that of
ancient Greece. As he wrote in the Aesthetic Letters:

The Greeks put us to shame not only by their simplicity, which is alien to our age:
they are at the same time our rivals, often indeed our models, in those very excellences
with which we are wont to console ourselves for the unnaturalness of our manners.
Combining fullness ofform with fullness ofcontent, at once philosophic and creative,
at the same time tender and energetic, we see them uniting the youthfulness of
fantasy with the manliness of reason in a splendid humanity, [while] With us, one
might almost be tempted to assert, the mental faculties show themselves detached in
operation as psychology separates them in idea, and we see not merely individual
persons but whole classes of human beings developing only part of their capacities,
while the rest of them, like a stunted plant, shew only a feeble vestige of their nature.

1 F. Meinecke, Zur Geschichte des Historismus, VVerke, IV (Stuttgart, 1959), 218.
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The harm is self-induced; the loss ofindividual totality is the price we pay
for our collective achievements:

It was culture itself that inflicted this wound upon modem humanity. As soon as
enlarged experience and more precise speculation made necessary a sharper division
of the sciences on the one hand, and on the other, the more intricate machinery of
States made necessary a more rigorous dissociation of ranks and occupations; the
essential bond ofhuman nature was tom apart, and a ruinous conflict set its harmoni
ous powers at variance. The intuitive and the speculative understanding took up
hostile attitudes upon their respective fields, whose boundaries they now began to
guard with jealousy and distrust, and by confining our activity to a single sphere we
have handed ourselves over to a master who is not infrequently inclined to end up by
surpressing the rest of our capacities. While in one place a luxuriant imagination
ravages the hard-earned fruits of the intellect, in another the spirit of abstraction
stifles the fire at which the heart might have warmed itself and the fancy been
enkindled. 1

There is no diagnosis in Humboldt as articulate and emphatic as this;
by comparison his remarks on the subject in the Limits (below, pp. 13, 19,
47) are fragmentary. Elsewhere he attributed much of the blame, as also
did Schiller in Die Gotter Griechenlands, to Christianity, to the baleful
victory of the pale Galilean.2 Nevertheless, he fully shares Goethe's and
Schiller's adulation of the Greeks as models of a harmonious human
totality, and he presented them as such in the work he wrote immediately
after completing The Limits of State Action, his essay On the Study of
Antiquity and especially the Greeks (1793). Schiller's Aesthetic Letters is, as one
might expect from the close intellectual kinship and mutual admiration
of the two men, closer in spirit to Humboldt than any other work of the
period. The complaint of fragmentation, however, as a result of speciali
zation of functions or of undervaluing some elements in human per
sonality, was a fairly common one. One finds it, for example, as
part of a critique of civilization and of the division of labour, in Adam
Ferguson, whose moral philosophy Humboldt had studied as a boy.
Even among figures whose cast of mind remained more emphatic
ally that of the Enlightenment, like Turgot, Mme de Stael and
Benjamin Constant,3 it was accepted that progress and the use of reason
were inherently desiccating. What this added up to was the sense
of an ambiguous, divided cultural inheritance, not a simple legacy of

1 F. Schiller, Letters on the Aesthetic Education of Mankind, trans. R. Snell (London,
1954), pp. 37-9·

2 Bruford, in The Era of Goethe, p. 37; Hatfield, Aesthetic Paganism in German Litera
ture, pp. 201-2.

3 Benjamin Constant, 'On the Spirit of Conquest', in Readings from Liberal Writers,
English and French, ed. J. Plamenatz (London, 1965), p. 26.
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accumulated knowledge and power. To see Humboldt's pluralistic ideal
of culture in this context is to go a long way towards acquitting it
of wantonness.

One easy way out of the dilemma, of course, is to adopt one particular
idealized past period as a standard, like Winckelmann's Greece or the
Schlegels' Middle Ages. Humboldt, in his admiration for the Greeks,
came near to doing this in his essay On the Study ofAntiquity. Essentially,
however, his doctrine that every period was a development of one
particular human Einseitigkeit, his dialectical approach to history, pre
cluded it. Like Schiller in the Aesthetic Letters and in his essay On Naive and
Sentimental Poetry, Humboldt needed a philosophy of history which
would allow the Greeks to serve as a model without being the last word,
which would marry Helen to Faust and let them breed. Before consi
dering, however, the extent to which Humboldt succeeded in this, we
have to notice another, closely allied, theme in Humboldt's work: his
interest in national character and languages. For it was not only past
civilizations which seemed to speak with a Babel ofvoices, each demand
ing its due. If history could seem a museum of styles and moralities, to
the cosmopolitan intellectual contemporary Europe could seem like a
market place for them; Italy and even Germany, in their vastly different
ways, seemed to offer valid alternatives to the French accented canons of
reason and classical form-those canons whose supposed unchalleng
ability had given such confidence to the historical judgements of a Vol
taire. Hence, in the late eighteenth and early nineteenth century the
extraordinary prevalence of sweeping generalizations about 'Southern
joyousness', 'Latin clarity', 'German spirituality' and so on, and the
widespread fascination with national varieties ofculture which captivated
a number of intellectuals as diverse as Mme de Stael and Stendhal,
and, one must add, Humboldt. The interest in these competing siren
voices, fiery, passionate Spain, sensuous Italy, wistfully mystical Germany,
and the rest, and the belief in possibilities of synthesis, like that long
cherished yearning for a fusion of the Greek and German souls as the
basis of a new civilization, arose from essentially the same source as that
which made philosophies ofhistory such a popular and deadly nineteenth
century game: the sense ofan ambiguous inheritance and ofcontradictory
cultural claims and opportunities, needing to be synthesized, transcended
or dialectically comprehended.

It would have been strange if Humboldt, who possessed this sense so
strongly, had made no contribution to the similarly absorbing game of
national characterization, and in fact he did, first in his Plan ofa Compara
tive Anthropology and later, in more detail, in his work on comparative
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philology. The former is a bold attempt to outline the methods by which
what Mme de Stael was later to attempt for Germany could be achieved:
the delineation of the Gestalt of a people and its culture, and an analysis
of the contribution such characterizations might make to Bildung. Hum
boldt himself provided merely a programme in this essay. His own
contribution to its accomplishmentwas his work in comparative philology.
The Gestalt ofa people, the mature Humboldt was to agree with Herder,
was to be seen most clearly in its language. Without the study of lan
guage, he was to write in Latium and Hellas (1806) 'every attempt to
understand distinctive national character (Nationaleigentumlichkeit) would
be fruitless, for only in its language is its whole character expressed'.1

Every language was valuable: 'no language should be condemned or
depreciated, not even that of the most savage tribe, for each language is a
picture of the original aptitude for language'.2

This notion of the unique value ofevery language as part of the world's
richness and variety is an aspect of a similar declaration on behalf of
different cultures and historical periods. It was congenial to Germans
struggling to raise the status of their native language-though this seems
to have played no significant part in Humboldt's endorsement of it-and
to escape from French cultural domination. It also had respectable ante
cedents in the old Chain ofBeing theory, with its doctrine of the plenum;
the variety of the world's organic inhabitants was ordained by God for
its own sake, because otherwise the creation would have been less com
plete and perfect than it is. This doctrine, running counter to the Hebrew
utilitarianism which saw the creation simply as something given by God
to be used and manipulated for the benefit of man, passed into eighteenth
century German thought through Leibniz's metaphysics3 and was
influential in shaping the ideas both ofHerder and ofGoethe's Naturphilo
sophie, with both of which Humboldt has strong affinities. As Goethe
put it, each class of creature is an end in itself ('Zweck sein selbst ist
jegliches Tier').4 This endorsement of every variety simply for being
what it is had an obvious application to the existence and the different
kinds of appeal of various cultural models. Such universal tolerance,
however, left unsolved the problems of the individual, who might feel

1 ••• ware jeder Versuch tiber Nationaleigenttimlichkeit vergeblich, da nur in der
Sprache sind der ganze Charakter auspragt' (quoted by Howald, Wilhelm von
Humboldt, p. 115).

2 Quoted by Otto Jespersen, Language, Its Nature, Development and Origin (London,
1922), p. 57·

3 See Barnard, Herder's Social and Political Thought, ch. I; Leroux, Guillaume de
Humboldt, p. 148.

4 A. O. Lovejoy, The Great Chain ofBeing (Harvard, 1936), p. 189.
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himself both embarrassed by the riches displayed for him and harassed as
a member of a fragmented, discordant or over-specialized culture.
Reflection could not be banished, nor could naive totality be re-assumed
by an act of will. Precisely the underlying reason for so much interest in
and speculation about a multiplicity of cultural norms was that cultural
homogeneity, or the belief in it, had been breached by knowledge and
by many diverse disruptions of traditional patterns of life. My culture
and its intimations might easily seem as imprecise and unsatisfactory a
guide as my station and its duties.

Confronted by such a situation there appear to be essentially three
possible answers (apart, of course, from the heroic despair of an existen
tialist assertion that men simply create their values by adopting them);
they are not prima facie incompatible, and it is a peculiarity of Humboldt
to have attempted all three. The first involves an attitude to history as the
sequence of cultural changes. The sequence can then be regarded as itself
meaningful, justified and authoritative; this is the moral core of histori
cism in the sense to which Sir Karl Popper has given currency. This
justification can in turn be accepted either because the process is seen as
cumulative (the positivist version), or multiple, all the parts being justi-
fied as and when they occur, for the sake of the variety they create
(Herder) or apocalyptic-a justification in terms of some consummation
both inevitable and highly desirable (Marxism, for example). These
versions are not absolutely mutually exclusive; they may be combined in
various ways, though no theory can emphasize all of them to an equal
extent. Thus the positivist theory may contain a dialectical element, while
the apocalyptic or the multiple may also include an element ofaccumula
tion, as Marx regards technological progress as cumulative and Humboldt,
who. inclines to the multiple justification, seems to hint at an element
of accumulation in the growing richness of cultural alternatives which
history keeps churning out (c£ below, p. 20).

The second possible answer does not normally involve any reference to
history at all, though in Humboldt's version of it it does. It consists
essentially of making a Romantic virtue out of what may well be a social
and cultural necessity. Spiritual rootlessness and social dislocation can
be christened 'Sehnsucht', symbolized in various ways as a yearning for
the infinite and the unattainable, and converted into the cardinal virtue,
in conscious defiance ofthe limited and relatively precise virtues grounded
in a recognized and accepted social situation, which are stigmatized as
philistine complacency, rather as though Philip Stanhope had started to
write back admonishing letters to Lord Chesterfield. Such a response is
normally confined to a literary mode of expression; political and moral
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philosophers-the latter habitually absorbed in their curious passion for
discussing only the most uninteresting virtues-have given it little
hospitality. Humboldt, however, shows that Romanticism-it seems fair
to use the word-could take another political form than the apocalyptic
delusions, crude rebelliousness or abject surrender to the mystique of
blood and soil in which we are accustomed to finding it. Humboldt takes
up, that is, the Faustian theme of a never satisfied aspiration, an endless
spiritual wanderlust, and asks what are its political implications. He cannot,
however, leave the matter there, for he is not only or even primarily a
Romantic. Restlessness and variety are components of Bildung; they are
not the whole ofit. They provide its content but not its form. Like a good
German Hellenist, Humboldt also insists on harmony, and like a good
Kantian, on obedience to reason and the moral law.

This last requirement brings us to the third possible answer to the sort
of moral dislocation we considered earlier: a fervent acceptance of
an absolute moral imperative which, however, being concerned with the
motives for which an action is done rather than the content of that action,
is nevertheless neutral as between the moral claims of different cultural
styles, different vocations. Hence one could have all the security and sense
ofendeavour givenby the most rigorous ethical standards, while apparent
ly not being required, in formulating those standards, naively to limit
goodness to the norms of any particular period or society. This is the
role that Kantian ethics, the definition of a good motive as one which
desires to perform good actions for their own sake, plays for Humboldt.
This still leaves the content of the actions so performed an open question,
however. The most familiar attempts to complete Kant's ethics ofmotive,
his formal characterization of good actions, by supplying a content of
actions of guaranteed goodness, which can then be performed from the
right Kantian motives, have taken the form of appeals to the actual,
accepted norms of their agent's own society: this is what, with varying
degress of completeness, is advocated by Hegel in the Philosophy ofRight
and in England by T. H. Green and F. H. Bradley. For Humboldt, on the
other hand, the content is supplied by the individual's experiences and his
assimilation of them into an ever greater richness ofbeing, while Kantian
ethics plays the part of a limiting condition, ruling out. of court some
experiences: those which would conflict with the Kantian categorical
imperative! (chapter VIII).

At this point, however, we can no longer escape confronting the ques
tions we have been skirting for some time: does Humboldt actually

1 So act that your action may become a universal law. For Humboldt's Kantianism
see Leroux, Guillaume de Humboldt, pp. 1801£
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manage to reconcile his Faustianism and his Hellenism, his ethics of
restlessness and his ethics of imnlutable Kantian imperatives? Does the
concept of Bildung, in fact, do for Humboldt all that he tries to make it
do? The question ofcontent is clear enough: it just is the greatest possible
variety of opportunity and richness of assimilation. It is the question of
the relation of form to content that raises difficulties. What are the limits
to the acceptability of experience and how is it to be controlled? What is
meant by successful assimilation? What is meant by 'harmony'? Is the
requirement to strive for a harmonious realization of potentialities the
same as the Kantian requirement that acceptable actions must fall within
certain moral limits, and be conducted in a certain spirit, which confers
inner freedom on the agent, or are these two different requirements,
aesthetic in the first case, moral in the second?

Certainly Kantian ethics and Humboldt's humanist ideal of the fully
rounded, harmonious personality have something in common; they are
both, for example, in contrast to utilitarianism, concerned with persons
considered as moral wholes, not simply as the recipients of discrete
pleasures or satisfactions. But harmony is an aesthetic, rather than a moral
criterion; it is not achieved by submission to any particular ethical impera
tive, but is seen to be achieved, as a certain kind of personal poise and
balance, as in the coherence ofa work ofart-an artistic success for which,
despite the efforts ofneo-classical, formalist critics, there is no guaranteed
formula (below, pp. 78-9). It is signifIcant that Humboldt, like Herder,
Schiller and Hegel, objected to Kant's assertion that inclination and duty
were necessarily opposed.! In the fully harmonious personality there
would be no such rift; the belief in such a necessary antithesis was an
aspect of the unhappy, fragmented consciousness of modern man, torn
between his sensuous and spiritual natures; given an achieved psychic
totality, like that of the Greeks, such a belief would be untenable. At this
point the aesthetics of personality has the balance of advantage, in Hum
boldt, over the Kantian conscience. In fact, a religion of culture can
hardly be expected to coexist without tension with the claims of an
allegedly absolute moral law.

There is, however, one suggestion which, if we could adopt it, would
make Humboldt's requirement of harmony into a criterion of a more
traditionally ethical-though not Kantian-kind; the suggestion, that is,
that it refers ultimately to quantity. It is possible, that is to say, to make the
requirement to seek the maximum quantity of fulfilled potentialities the

1 Leroux, Guillaume de Humboldt, p. 277. C£ Barnard, Herder's Social and Political
Thought, p. 98 n. 56; Schiller, Vber Anmut und Wurde (1793), Werke, xx (Weimar,
1962), pp. 251 f[; Walter Kaufman, Hegel (London 1966), p. 43.
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satne as the requirement to preserve a harmonious balance between thenl.
All that would be required, in fact, is a version of an argument familiar
from its use in the context of utilitarian ethics. In classical utilitarian
theory, all satisfactions (pleasures) are deemed to be per se good; they
become bad, and are to be proscribed, only if they conflict with other,
quantitatively greater, pleasures; this follows logically from the original
utilitarian maxim that the end is the achievement of the greatest total
quantity of pleasure. Similarly, if we take the equivalent maxim of
Bildung to be the maximization of realized potentialities, we can obtain a
similarly quantitative criterion of discrimination: all explorations of
experience are good per se; they become bad, and to be proscribed, if and
only if they preclude still further explorations (e.g. drug-taking, though
an extension of experience and so prima facie good may in fact be bad
because it may, through addiction, lead ultimately to a narrowing rather
than a broadening of the subject's experiences). This is not a purely
hypothetical suggestion. An argument of this kind was in fact one of the
directions English liberal ethics was later to take, once it had shed its
utilitarian premisses, most notably in the ethics ofL. T. Hobhouse, which
in many respects begins where Mill's On Liberty (and therefore Humboldt
also) leaves of[1

If Humboldt's theory of Bildung was in fact quantitative in this way,
then it reached its greatest possible logical coherence, requiring only the
initial exhortation to maximize realized potentialities for everything else
to follow. But a return to the texts convinces one that this step was never
taken by Humboldt himself 'Harmony' for him, one can feel reasonably
sure, was a matter of the aesthetics of personality, perceived by taste or
feeling, as one perceived beauty, not by a crypto-Benthamite calculation
of the odds. It might coincide with the greatest quantitative realization of
potentialities, but it was not logically equivalent to it. No utilitarian, but
Shaftesbury, was surely the ancestor of this conception of Humboldt. 2

Humboldt could not adopt a purely calculating approach because ulti
mately he is interested, not in discrete experiences any more than in
discrete pleasures, but in persons considered as psychic wholes, though
constantly changing ones.

Humboldt's three guiding lights therefore, the exhortations to develop

1 L. T. Hobhouse, Social Development. Its Nature and Conditions (London, 1924), pp.
37, 74 f[

2 It is interesting that in Humboldt's younger days, when he was still nearer to the
hedonism of the Enlightenment, he came closer to Hobhouse's formula. In his
rules for the members of the Veredlungsbund he wrote: 'Sie geniessen jede Freude,
die nicht mit dem Verlust hohere Freuden erkauft ist' (quoted by Bruford, The
Era of Goethe, p. 22).
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oneself by feeding on diverse experiences, to do so harmoniously, and to
do so within the limits imposed by the Kantian moral law, remained
three logically independent principles. This is not to say that they are
necessarily incompatible, but simply that they had to be reconciled, if at
all, in deed, in a manner akin to artistic composition; they are not for
mally deducible from each other. This, of course, raises the question
whether Humboldt's own writings succeed in reconciling them. The
friction, if any, is obviously most likely to arise between the Kantian and
Faustian elements. We have already said that the former limits the permis
sible extent of the latter. The role the State plays in Humboldt's political
theory is precisely that which Kantian moral reason is supposed to play
in relation to Bildung. It does not initiate; it limits. It exists to enforce in
practice the impartial and universal rules which the categorical inlperative
enjoins in theory: an absolute respect for the equal rights of others. But
because its rules are universal and hence exert a pressure towards unifor
mity, they in turn must be strictly limited in the interests of Bildung,
which is the active, vital, creative principle. But the tension between the
two is always alive, as it was in Humboldt's personal life, in his sense of
public duty and his desire to devote himself to self-cultivation as a private
person. In his work it appears as occasional outbursts which seem to have
little or no settled place in the overall texture of his thinking.

What does Humboldt mean, for example, by his claim that goods are
never in conflict (below, p. 32)? This must surely be a Kantian statement:
Kantian ethical imperatives do not conflict because they are by definition
universifiable. But if Humboldt's statement is applied to the content of
Bildung it must surely be false: no one man or even one epoch can realize
all human potentialities, or even all those which are to be approved of.
One must choose, and the achieved harmonious personality is, on
Humboldt's own showing, surely a tour de force rather than an automatic
chemical solution. It is true that Humboldt speaks ofan 'ideal ofhumanity',
but it is specifically stated to be unrealizable in its entirety at any given
time. The existence of a cultural tradition plays a role in Bildung, but its
relation to Humboldt's individualism is not fully worked out. Matthew
Arnold, for example, must have been surprised to read that culture was
to be achieved by letting each man do, so far as possible, as he liked.
Humboldt and Arnold, of course, confronted different social circum
stances: face to face with benevolent despotism the need for a clerisy must
have seemed less urgent than the need for diversity; to Arnold, hating
what he saw as the laissez faire philistinism of mid-Victorian England,
a State-supported clerisy seemed the only answer.

Humboldt did not, however, escape the dilemma altogether: it arose
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in the heart of his public career, in his attitude to the role of the State in
education, and Humboldt's answers were naturally more ambiguous and
contradictory than Arnold's emphatic endorsement of it. The inconsis
tency of Humboldt's attitudes to State education at different times in his
career represents more than a capitulation to patriotic enthusiasm: it
points to a dilemma in liberal culture itself. How are you to make people
aware of the tradition which can both shape their energies into something
coherent and by its plurality opens to them new possibilities of freedom
unless you in some sense first impose it upon them? Humboldt, even when
he became a minister, wanted education kept pluralistic so far as possible,
but the dilemma remained. Only an educated people can take full advan
tage of: or perhaps, under modern conditions, be trusted with, freedom,
but any educational system-pace Emile-involves taking vital decisions
affecting the very character structures of people not yet in a position to
choose. The syllabus of the Prussian Gymnasia may have been wider
than any likely alternative, but it was still a selection from a number of
possibilities. One could say, in fact, that because this is perhaps the central
liberal dilemma, if Humboldt was going to retreat at any point from the
extreme laissez faire of The Limits of State Action, he was most likely
to do so over education, Jena or no Jena. Incidentally, the influence of
Humboldt on Mill, if it could be established-through The Limits of
State Action-and on Arnold-through the latter's admiration for the
Prussian educational system-would make a piquant contrast.

Considering again the relation ofKantianism and Bildung in Humboldt's
essay, what are we to make of the passages (below, pp. 27-8) in which he
rhapsodizes over the work of the peasant and the craftsman-artist, and
proclaims the absolute value of humble work provided it is freely chosen
and the worker finds fulfilment in dedicating himself to his task as an
end in itself? There is, of course, nothing unusual in this passage in itself;
it may seem all too familiar, looking forward as it does to the Marxist
theory of alienation and to William Morris. There is an almost identical
passage in Hegel's Philosophy ofHistory:

The religion, the morality (Sittlichkeit) ofa limited sphere of life-that ofa shepherd
or peasant, e.g.-in its intensive concentration and limitation to a few perfectly
simple relations of life-has infInite worth; the same worth as the religion and
morality of extensive knowledge, and of an existence rich in the compass of its
relations and actions'. 1

The passage in Humboldt is only peculiar because it is in Humboldt. The
reader is bound to compare it with the assertion on p. 64 that 'The idea of

1 G. W. F. Hegel, The Philosophy ofHistory, trans.]. Sibree (New York, 1956), p. 37-
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virtue which has just been presented, is only adapted to a few classes of
the political community, of those, namely, whose position enables them
to devote their time and means to the process of internal development'
(which is pretty obvious) and to conclude that Humboldt is trying to
have it all ways. The passage quoted from Hegel takes its legitimate
place in an elaborate metaphysics and philosophy of history which speci
fies the exact place and worth of Sittlichkeit in the overall system. Simi
larly, in a purely Kantian inspired ethics Humboldt's first statement would
be entirely at home. It would represent a typical infusion of high Kantian
moral idealism into the humdrum ethical situation of my station and its
duties, the latter being transfigured into something of supreme moral
worth by the purity of the agent's motives. It is less obvious that it is
compatible with Humboldt's cultural dandyism. The impression created
is of Humboldt laying claim to a piece of high-mindedness to which the
rest of his theory does nothing to entitle him, and which therefore
appears as mere sentimentality. Essentially the gap between passion and
reason, Romantic experimentalism and Kantian inner moral freedom,
remained unplugged except by the metaphors of aesthetics.

Nevertheless, Humboldt's Kantianism, like his concept ofBildung, gives
to his political liberalism a distinctive flavour. One major source ofliberal
ethical and political theories has been an attempt to avoid disputed moral
ground, to cut ethical imperatives, which might be disputed, to a mini
mum, and to seek the absolutely basic rules without which social life
would be impossible, and which may therefore be supposed to be accep
table to all shades of moral opinion; hence the force of the image of a
state ofnature. Unless the relentlessness of this search is mitigated, as for
example in Locke's political thought, by a lingering belief that distinc
tively moral as well as prudential rules are discoverable by reason, the
result is a would-be value-free theory of politics, founded on a moral
laissezfaire which demands only an acceptance of the basic rules needed to
allow each individual to conduct his life and pursue such ends as may
appeal to him. Political institutions and fundamental moral rules are not,
in this view, nurseries of virtues or trumpet calls to a pure and holy life
but traffic lights and highway codes, not prescribing to the traveller where
he shall go but providing the framework within which he and others
may travel to their separate and individually chosen destinations without
colliding.

The concept of the State which such a theory yields is, to switch to
Lasalle's metaphor, the nightwatchman State, which is also Humboldt's.
Nevertheless, Humboldt's liberalism is not fundamentally of this kind. It
rests ultimately not on prudential rules but on a moral exhortation; to
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accept Bildung as the ideal for human beings, with respect for the equal
rights of others and acceptance of whatever practical rules and arrange
ments these principles may entail. Humboldt is chiefly moved, not, like
Hobbes, to mediate with a rational prudence between importunate,
conflicting egoisms, though he recognizes the necessity, but to exhort
against the virtues of well-behaved sheep-a contrast which probably
tells us as much about the societies in which the two men lived as about
their respective temperaments. The expression of Humboldt's basic
principles, as distinct from his exploration of their practical implications,
is therefore rhetorical rather than quasi-scientific. It is an invitation to
share a view of life, not a draft for a highway code. There is, of course,
nothing wrong with this, though it may not appeal to everyone. Professor
Plamenatz, for example, has indicated some distaste for what he calls 'the
high-minded liberal' as distinct from the ordinary kind (who enjoys his
approval) finding the former 'the one with something of the governess
about him'.l To those unaffiicted with governess-phobia, however, this
may not seem an overwhelming objection.

Nevertheless, it is essential to insist on the difference of Humboldt's
political theory, for all its characteristic and indeed extreme liberal and
laissez faire proposals, from the kind of liberalism whose ideal is (or was)
the smoothly running, strictly segregated traffic of a sophisticated motor
way system. His ideal of society has in fact more in common with some
aspects of socialism; it is an ideal of fellowship in which each individual
is both separate yet involved:

The principle of the true art of social intercourse consists in a ceaseless endeavour to
grasp the innermost individuality of another, to avail oneself of it, and penetrated
with the deepest respect for it as the individuality of another, to act upon it. Because
of this respect one can do this only by, as it were, showing onesel£: and offering the
other the opportunity of comparison (below p. 32).

Humboldt's thought here seems to prefigure the central feature of
Schiller's Aesthetic State:

If in the dynamic state ofrights man encounters man as force, and resents his activities,
if in the ethical state of duties he opposes him with the majesty of law and fetters his
will, in the sphere ofcultivated society, in the aesthetic state, he need ... confront him
only as an object of free play.2

Humboldt's ideal social world is perhaps a slightly more strenuous
affair, though the affinity is clear; it is a contest of personalities for moral
and intellectual influence in which it is as blessed to receive as to give-

1 Plamenatz, in Readings from Liberal Writers, p. 26.
2 Schiller, Letters on the Aesthetic Education of Mankind, p. 137.
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a kind of cultural analogue of Free Trade, in which all are gainers; by
being oneself one enriches the world as it presents itself to others, who,
in turn, perform the same service for onesel£ It is an idealistic picture
only in the sense that it abstracts certain features from human contacts;
it is at least as realistic as the liberal model ofeconomic competition, or the
Hobbesian power struggle, which do the same.

It is impossible neatly to categorize Humboldt's political theory in
terms ofsome generally accepted classification. Pressed for a single epithet
one might try 'Rousseauist', but this would be profoundly misleading
without an immediate explanation that one means Rousseau the educa
tionalist rather than Rousseau the political theorist. The state of nature,
natural rights, the social contract, the old warhorses of seventeenth- and
eighteenth-century political theory, flicker in Humboldt's essay only
spasmodically (below, pp. 40, 42, 93, 103, III). They are never
worked up into a full length set-piece in characteristically eighteenth
century fashion. It is the Rousseau of Emile to whom Humboldt pays
tribute, declaring that someone is needed who will do for politics what
Rousseau had done for education, disdaining concern with rules, precepts
and techniques, and considering politics from the point of view of the
spontaneous, natural development of men's· inner characters (below,
p. 68); the Contrat Social is not mentioned, and the notion of a General
Will seems explicitly.repudiated, though not by name (below, p. 40).

In view of this lack of concern with rules and model institutions,
with what a later apostle ofculture, Matthew Arnold, was to call 'machi
nery', it is perhaps not surprising that, just as Humboldt makes relatively
little direct use of the usual hypothetical state of nature/natural rights/
social contract bag of tricks, neither does he deal in the manner of Mon
tesquieu with the best form of government and with the defence of
liberty by mechanical checks and balances built into the constitution.
He is not, he says, immediately concerned with who should exercise
power but simply with the limits within which power ought to be exer
cised (p. 9). He does, however, touch on the distinction between the
State and what he calls the national union (Nationverein), based on free
association, in the conclusion to chapter III (also below, pp. 91, 13 I). In his
preference for the voluntary asso.ciation for performing general social
tasks Humboldt is not only harking back to the long established distinc
tion between the State and civil society but is also anticipating much
nineteenth-century political theory of a populist, anarchist and syndicalist
kind. The common intellectual roots of all these doctrines appear to be
Herder's concept of the organic community and the Rousseauist/Kantian
notion that moral self-determination is the essence of human dignity,
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and that to condition men's behaviour by external sanctions to ends
which they do not consciously accept for their own sake is to deprive
them ofthat dignity. As Humboldt says, 'Whatever does not spring from
a man's free choice, or is only the result of instruction and guidance, does
not enter into his very being, but still remains alien to his true nature'
(below, p. 28). This contrast between outward behaviour and inner
character is inherent, of course, in Rousseauist educational doctrines. For
Humboldt it supplies the basis for his critique of benevolent paternalism
in government.

Humboldt's attack, as it develops, makes three essential criticisms.
Firstly, by treating its subjects as children the paternalist State, however
benign, denies them the central feature of their humanity, the freedom to
choose and the opportunity spontaneously to develop their potentialities
by learning, as Emile had to do, from the consequences oftheir own actions
(p. 25). Secondly, it diminishes the quality of the experiences from which
they learn because by imposing its own uniformity of character on its
citizens it deprives them of the fruitful clash and contact ofwell-nurtured
individualities; it flattens, as it were, the social landscape (below, p. 24).
Thirdly, by acting only on men's outward behaviour, and by doing for
them much that they should learn to do for themselves, it weakens
initiative and independence and hence, in the long run, society itself: 'the
man whom [the State] has accustomed to lean on an external power for
support, is thus given up in critical emergencies to a far more hopeless
fate' (below, pp. 26-7). The first two criticisms look rather like a trans
position into cultural terms of laissez faire arguments in economics;
Humboldt was familiar with these, though they were almost certainly not
his immediate inspiration here. The third is the argument, not unfamiliar
to us, that the Welfare State weakens the moral fibre of the nation.
Humboldt, whether we warm to him on this account or not, must have
been one of the first to enunciate it; previous defenders of liberty had
generally assumed that the State would interfere with the subject's liber
ties to do him obvious harm rather than obliquely to sap his energies by
doing him good. Humboldt's remark, quoted above, does have consider
able force applied to the Frederician Prussian State, for commentators
both then and now have agreed that such a collapse was precisely what
occurred' after Jena.1 The guiding purpose of the Stein reforms in which

1 Gordon Craig, Politics of the Prussian Army 1640-1945 (London, 1955), pp. 17-21,
36. C£ Mme de Stael: 'Toute semblait devoir etre de la politique dans Frederic;
ainsi done, ce qu'il faisait du bien rendait l'etat du pays meilleur, mais ne perfec
tionnait pas la moralite de la nation' (De 1'Allemagne, Librarie Gamier, 2 vols.
Paris, n.d., I, 82-3.)
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Humboldt participated was to encourage a more active kind of citizen
ship.

Humboldt in his essay, however, does not fully develop his positive
concept of the free association of citizens. He is most directly concerned
simply to provide the criteria by which the permissible limits of the
State's activity may be determined. He distinguished three functions of
government in the name ofwhich the State may claim to interfere and to
coerce its subjects: first, to defend its existence; second, to provide for
social welfare; third, to protect citizens from infringements of their
liberties by others. The first he confines within very narrow limits. The
second Humboldt virtually rules out altogether. We are left with the
third. Humboldt considers at length what it may entail in practical terms.
His principle, familiar to us from Mill and de Tocqueville, is that the only
justification for governmental interference is to prevent harm to others;
a man's own good, as Mill says, is not a sufficient warrant.

Of course, this view of the State's functions may not differ in practice
from a natural rights theory of the traditional Lockean kind. It is inter
esting, therefore, that Humboldt does not make more use of the state of
nature/natural rights formula. This may have been due to the fact that
its fictional and arbitrary character was becoming too obvious-as it was
to Bentham-as more and more ideological weight was being placed
upon it. The Declaration of the Rights of Man may not have seemed an
encouraging precedent. But probably the chief reason Humboldt does
not make it bear the chief weight of his argument-the same reason,
essentially, for which he criticized the new French constitution-was
that it tended to be defended by a kind of static theory of fixed and
definite human needs, in the satisfaction of which men must be free from
governmental interference. A right sounds like a possession to be enjoyed,
rather than a territory which one explores, and it was with the latter that
Humboldt was concerned. Of course, you can quite easily give the
natural rights theory a progressive twist, making it open-ended in this
way. You can say, in other words, that the area of privacy defined by a
natural right is that area which is necessary for the fullest development of
the human personality compatible with equal opportunities for everyone
else. You can, that is, translate Mill's criterion of 'self-regarding actions'
into natural rights language. Humboldt does, in fact, speak of rights. But
if you are not concerned, as Humboldt was not at this point, with the
source of governmental authority but only with its proper limits, there is
no particular need to speak of rights as natural. Historically, of course,
natural rights theories had been closely associated, not only with the
static view that there was a specifiable human nature with a content of
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fixed and specific needs, but with questions of the source of political
authority. The doctrine that men retained some of their natural rights in
political society tended to be defended by arguments about what rights
men, possessing such a nature, would, if choosing freely in a state of
nature, have refused to give up' when establishing a government in order
to enjoy the benefits of political association. Humboldt was not chiefly
concerned with what men, considered as bundles of specific needs, would
choose at any given time, because for him the human personality was an
organism with infinite potentialities for change and development, whose
future was essentially unforeseeable. It is true that, considering human
beings in this way, Humboldt's criteria for the limits of state interference
are needs: the need of the human organism to develop spontaneously,
which entailed choosing freely, and of a variegated environment to
stimulate and nourish its growth. But Humboldt bases his case on the
prerequisites of a process, which he regards as desirable, not primarily on
what men, conscious of their needs and interests, would or would not
choose to claim at any given time.!

In this respect Humboldt makes a significant break with seventeenth
and eighteenth-century liberalism, or at least with the conceptual scheme
in terms of which it was expressed, and anticipates the way intellectual
liberalism was to develop in the nineteenth century. Nineteenth-century
political theories of various kinds took as their guiding principle not
consent, actual or tacit, which attributes a paramount authority to the
choices of the present or of some hypothetical past generation, but the
concept of human progress. This, of course, could result in moves to
extreme laissez faire or extreme dirigiste positions,. according to whether
it was held that the mechanism of progress was unfettered competition
ofsome kind, or whether you believed that the forceps of the state should
be borrowed to bring to birth the new society. But Humboldt's concep
tion ofprogress was a different and much less circumscribed one than that
of most of the nineteenth-century theorists who tried to found libertarian
politics on a theory ofhuman progress. For Herbert Spencer, for example,
progress was a succession of clearly marked stages and its mechanism was
free competition and the survival of the best adapted-the industrious,
thrifty and prudent. For Humboldt progress, if one can call it that, was
simply an endless exploration of further and further possibilities, in
principle unpredictable. The human spirit blew where it listed, and
though cultural competition and cross-fertilization were indispensable
to it there was no infallible mechanism.

1 See, e.g., Humboldt, Betrachtungen uber die Weltgeschichte, in Gesammelte Schriften,
ed. Leitzmann, m, 351 f[ and Cassirer, Freiheit und Form, p. 515.
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Again, to consider another variety of liberal progressivism, T. H.
Buckle and J. S. Mill hold that through the unfettered competition of
ideas and ways of living men gain knowledge of truths, with the aid of
which they can then improve the conduct of their lives. This is a con
cept which is quite alien to Humboldt's exploratory Faustianism, and
reminds us that English liberalism was subjected to heavy doses of
English and even French positivism. For though education was the key
concept of Humboldt's political theory, education for him meant essen
tially the modification of our sensibility through culture and experience.
'Inexactness or incompleteness in our scientific knowledge' is explicitly
stated by him to be one of the lesser evils of restrictions on free inquiry
(below, p. 66). On the other hand, any diminution of the richness and
variety of the external world was to be deplored, for it was the source of
future experiences. Humboldt held strongly that true knowledge was
something experienced: 'I now understand fully how one can know
nothing of mankind, of life and of the world that one has not brought to
birth deep in one's own being, or rather, that one has not proved upon
oneself Humanity and Nature cannot be grasped intellectually, as it
were; one can only get somewhere near them actively.'1 This essentially
Romantic view of knowledge greatly intensified, of course, the tendency
we have already considered to think ofhistory and its 'lessons' dialectically
(see below, p. 134), and to look for a synthetic philosophy of history in
whose overall pattern all contradictions shall be seen to be resolved. For
if one thinks of learning from history as trying to identify with and, as it
were, live through the diverse characters of different periods and civiliza
tions, the problem of retaining balance and a sense of one's own intellec
tual identity, of almost literally keeping one's head, becomes a far more
complexand difficult business than it is for those who regard learning from
history as gaining a knowledge of causes and effects, or learning about the
follies of our ancestors and resolVing to do better.

What, in conclusion, can one usefully say about Humboldt's political
theory? This rather depends on what one thinks one can usefully say about
any past political theory, which is not perhaps so self-evident as it is
sometimes taken to be. It hardly seems necessary to go laboriously through
his list of prohibitions and permissions, marking them with ticks and
crosses according to whether they appeal to us now or not. Not that the

1 'Ich begreife erst jetzt ganz, wie man von Menschen, dem Leben und der Welt
nichts wissen kann, was man nicht tief aus seinem eigenen Daseins schapft oder
vielmehr an sich seIber wahr macht. Menschheit und N atur lassen sich nicht begrei
fen, wie man es nennt; man kann sich ihnen nur lebendig ... nahern' (quoted by
Howald, Wilhelm von Humboldt, p. 34.) C£ Leroux, Guillaume de Humboldt, p. 395.
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questions he raises about the extent of State interference are not impor
tant, but there are less onerous ways ofdiscussing them than by an exegesis
of the work of a dead Prussian Minister ofEducation. Equally it does not
seemparticularlytempting to follow theexampleofthose who cangetangry
with Fichte and Hegel for allegedly helping to cause Hitler by shedding a
pious tear over Humboldt for failing to prevent him. Or-a devilish
piece of sophistication this-to blame him for being too impractical in
his idealism, and hence letting the devil in by default. There is no absolute
necessity, simply because we are discussing German history, to turn into
disgruntled Whigs, interpreting intellectual history in terms of the
Disastrous Revolution. In such a context it might well be tempting to use
Humbpldt to adorn the tale, a sort of Bonnie Prince Charlie of German
liberalism. The price, however-to accept that it helps us to understand
what a late eighteenth- or early nineteenth-century author is saying, or
the intellectual and social milieu in which he says it, if we are constantly
looking over his shoulder to see the shadow ofBismarck's cloven hoofor
Hitler's forked tail-is a heavy one.

Humboldt is sufficiently interesting both historically and theoretically
without the need to make this assumption. He combines a number of
diverse intellectual strands and achieves with them a certain balance and
coherence-which is not the same thing as absolute consistency-which
one finds nowhere else. His is a distinctive voice, though the languages
he speaks are common to a number of his contemporaries. He enlarges
one's sense of what a liberal political theory may be: not by his extreme
laissez faire doctrine-liberalism can boast plenty of doctrinaires of that
kind-but because it is very hard to think of another liberal writer who
allows into his political theory so strong a sense of a particular kind of
tension and paradox. It is something with which virtually everyone is
familiar, yet in political theory it is often radically oversimplified: namely,
the complexity of our attitudes to and need of other people. Humboldt's
liberalism emphatically does not rest on a 'conception of the individual as
essentially the proprietor ofhis own person and capacities, owing nothing
to society for them', in which 'the individual was seen neither as a moral
whole, nor as part of a larger social whole, but as an owner of himself'.1

This is a picture of what Schiller called the Notstaat, the state of needs:

1 C. B. Macpherson, The Political Theory of Possessive Individualism (London, 1962),
p. 3. C£ Humboldt: 'Bei dieser Materie der Gewerbefreiheit, WId einigen andern
lieblingstheorien der neuesten Zeit scheint man auf die Menschen bloss als isolirte,
erwerbende, hervorbringende und geniessende Wesen, zu sehen, nicht aber auf
sittliche Elemente der grossern WId kleinern Gemeinheiten im Staat, WId des
Staats selbst.' ('Zur standischen VerfassWIg in Preussen', Gesammelte Schiften, ed.
Leitzmann, xu, 421.)
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'Either he [man] hurls himselfat objects and wants to snatch them to him
in desire; or else the objects force their way obstructively into him, and
he thrusts them from him in abhorrence ...He never perceives others in
himself: only himselfin others.'!

Humboldt's liberalism is not a rationalization of such a state. He has an
Aristotelian sense of the ways in which human beings enrich each other's
lives in society, together with a quite un-Aristotelian sense that one can
neither predict nor set limits to human moral and cultural experimentation.
Humboldt's exaltation of the greatest possible comprehensiveness of
assimilated experience at times reads like a kind ofinformal adumbration
ofthe status given to the greatest possible comprehensiveness ofconscious
ness in Idealist political philosophy. The Romantic notion ofself-enrich
ment through a communion of souls one is inclined to regard as one of
the cultural sources of the Idealist notion of Absolute Consciousness,
together with its more strictly philosophical sources in Hegelian ontology
and the theory of universals. Consider in this context, for example,
Humboldt's remarkable reference to 'a single complete whole in which
all individualities are resolved' (below, p. 60). This, however, remains
uncharacteristic though significant. More typically, Humboldt's combina
tion of Kantian ethics and Idealist epistemology with political liberalism
inevitably reminds one of T. H. Green. Essentially, however, the two
theorists could scarcely have been culturally and temperamentally further
apart. For Green, a moralist in every fibre, and a philistine, 'self-improve
ment' consisted simply in a more and more vigorous application of the
ethics of pure duty; Humboldt's cultural experimentalism lay wholly
outside his range. Humboldt recognizes that men are necessary to each
other, that they are constantly modifying each other by example, and
enriching their sense of the possible styles of living. He also recognizes
their hostility and need for protection against each other and against the
rigid imposition ofsome particular communal way ofliving and thinking.
Liberals, by definition, recognize the latter but have tended to treat this
recognition as if it were an exhaustive description. Hence the caricatures
ofliberalism, dear to both traditionalists and Marxists, as a theory or body
oftheories in which individuals confronteach other simply as independent
and potentially hostile powers, exchanging goods and making treaties
called contracts. None of these historians' and philosophers' maps and
caricatures of the liberal mind altogether fits Humboldt, and this in itself
is a sufficient reason for attending to him.

1 Schiller, Letters on the Aesthetic Education of Mankind, p. 114.
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ON THE LIMITS OF STATE ACTION

BY

WILHELM VON HUMBOLDT

Le difficile est de ne promulguer que des lois necessaires, de rester ajamais fidele
ace principe vraiment constitutionnel de la societe, de se mettre en garde contre
la fureur de gouvemer, la plus funeste maladie des gouvememens modemes.

Mirabeau l'aine, Sur l'education publique, p. 69.



NOTE ON THIS EDITION AND TRANSLATION

Dr Burrow has based his translation onJoseph Coulthard's version of1854.
The translation by J. C. Coulthard has been completely revised for this
edition, which has been checked against the text ofF. Leitzmann's edition
(Humboldts Gesammelte Schrifien, Berlin, 1903), vol. I. Footnotes taken
from Leitzmann's edition are keyed in to the text by numerical indicators
and followed by [L]. The editor's notes are keyed in by numerical indica
tors; those by Humboldt himself are keyed in by symbols.

Humboldt's style in his later years became notorious for its obscurity.
The present work, though sometimes ungainly and occasionally digres
sive, is seldom really obscure. It has to be remembered, however, that the
work as a whole was never revised for publication by the author. In
extensively revising the translation I have attempted simply to ensure that
the English is at no point more obscure than the original.

I am very grateful to my friends Franz Kuna and Quentin Skinner for
reading and criticizing the Introduction. My thanks are also due to Mrs
Carol Lee, who typed a difficult manuscript impeccably.

Note on translation ofparticular terms. The word Recht has been translated
variously as 'right' or 'justice' as English usage seemed to require
'justice' when the reference is to principles, 'right' where actual legal or
natural rights are meant. Humboldt's term Krafte has also been translated
either as 'powers' or 'energies', according to English idiom. It should be
noted that the word translated as 'morality' is in every case Sittlichkeit,
not the Hegelian Moralita·t.
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CHAPTER I

Introduction

To discover to what end State institutions should be directed, and what
limits should be set to their activity, is the design of the following pages.
The importance of this question is self-evident, and if we compare the
most noteworthy political constitutions with each other, and with the
opinions of the most eminent philosophers and politicians, we shall, with
reason, be surprised to find it so insufficiently discussed and vaguely
answered.

Those who have either themselves remodelled the framework of State
constitutions, or proposed schemes of political reform, seem mostly to
have concerned themselves with specifying the respective shares which
the nation or any of its parts should have in the administration and with
assigning the proper function of each in the plan of government, so that
none shall infringe the rights of the others. But in every attempt to frame
or reorganize a political constitution, there are two main objects, it seems
to me, to be distinctly kept in view, neither of which can be overlooked
or made subordinate without serious injury to the general purposes;
these are-first, to determine, for the nation in question, who shall govern,
who shall be governed, and to arrange the actual working of the admini
stration; and secondly, to prescribe the exact sphere to which the govern
ment, once constructed, should extend or confine its operations. The latter
object, which more immediately affects the private life of the citizen,
and more especially determines the limits ofhis free, spontaneous activity,
is, strictly speaking, the true ultimate purpose; the former is only a
necessary means for arriving at this end. And yet, however, it is to the
attainment of the first of these ends that man directs his most earnest
attention; and this exclusive pursuit of one definite purpose is the way
human activity usually manifests itsel£ It is in the prosecution of some
single object, and in striving to reach it by the combined application of
his moral and physical energies, that the true happiness of man, in his full
vigour and development, consists. Possession, it is true, crowns exertion
with rest; but it is only in the illusions offancy that it has power to charm
us. If we consider the position of man in the universe-if we remember
the constant tendency of his energies towards some definite activity, and
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INTRODUCTION

recognize the influence of surrounding nature, which is constantly
provoking him to exertion, we find that rest and possession exist only in
imagination. Only the partial or one-sided man finds repose in the cessa
tion of one line of action; and in the man whose powers are wholly
undeveloped, one single object alone elicits a few manifestations ofenergy.
The dissatisfaction we notice accompanying possession, especially in the
case of the finer sensibilities, does not at all apply to that ideal of human
perfection which is conceivable by imagination; but it is true, in the fullest
sense, of the wholly uncultured man, and proportionately true of every
intermediate gradation between this utter want of culture and that ideal
standard mentioned above.! It seems then, to follow that the conqueror
enjoys his victory more than the actual occupation of the territory he has
won, and that the dangerous commotion of reform itself is dearer to the
reformer than the calm enjoyment of its fruits. So it is that the exercise
of dominion is more immediately agreeable to human nature than
freedom; or, at least, that the care to secure freedom is more satisfying
than the actual enjoyment ofit. Freedom is but the possibility ofa various
and indefinite activity; while government, or the exercise of dominion,
is a single, yet real activity. The longing for freedom,' therefore, is at first
only too frequently suggested by the deep-felt consciousness ofits absence.

It remains undeniable, however, that the inquiry into the proper aims
and limits of State agency must be of the highest importance-perhaps
greater importance than any other political question. That such an inves
tigation alone concerns the ultimate object of all political science, has
been already pointed out; but it is a truth that also allows extensive
practical application. Real political revolutions, or new governmental
organizations are never without many concurrent and fortuitous circum
stances, and always produce various unfortunate consequences; whereas a
sovereign-whether it be democratic, aristocratic, or monarchical-can
extend or restrict its sphere of action quietly and unnoticed, and, in
general, attains its ends more surely as it avoids startling innovations.
The best conducted human activities are those which most faithfully
resemble the operations of the natural world. The seed, for example,
which drops into the awaiting soil, unseen and unheeded, brings a richer
and more blessed growth than the violent eruption of a volcano, which,
however necessary, is always destructive; also there is no other system of
reform so well adapted to our own times, which justifiably boast of their
superiority in culture and enlightenment.

1 Humboldt's line of argument may seem confused here. The meaning becomes
clearer if one bears in mind that fine sensibility and low cultivation are not
necessarily presented as antitheses.
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It may easily be foreseen, therefore, that the important inquiry into the
proper limits of State agency must lead to a consideration of greater
freedom for human energies, and a richer diversity of circumstances and
situations. Now the possibility of any higher degree of freedom presup
poses a proportionate advance in cultivation-a decreasing need to act in
large, compacted masses-a richer variety of resources in the individual
agents. If: then, the present age really possesses this increased culture and
this power and diversity of resources, the freedom which it rightly
demands should unquestionably be allowed it. And so its methods of
reform would be suitable to a progressive civilization such as we suppose
it to be. Generally speaking, it is the drawn sword of the nation which
checks the physical power of its rulers; but in our case, culture and
enlightenment sway their thoughts and subdue their will, so that the actual
concessions ofreform seem due to them rather than to the nation. If to see
a people breaking their fetters, in the full consciousness of their rights as
men and citizens, is a beautiful and ennobling spectacle: it must be still
more fine and uplifting to see a prince himself loosing the bonds and
granting freedom to his people-not as an act of grace, but as the fulfil
ment of his first and most indispensable duty; for it is finer to see an
object achieved through a'reverent regard for law, than conceded to the
demands of absolute necessity; and the more so, when we consider that
the freedom which a nation strives to attain by overthrowing existing
institutions, is only like hope compared with enjoyment, or preparation
compared with completion, by comparison with that which a State, once
constituted, can grant.

Ifwe cast a glance at the history ofpolitical organizations, we shall find
it difficult to decide, in the case of anyone of them, the exact limits
within which its activity was restricted, because we discover in none the
systematic working out ofany deliberate plan, grounded on certain basic
principles. We shall observe, that the freedom of the citizen has always
been limited from two points of view; that is, either from the necessity
to organize and secure the constitution, or from expediency, to provide
for the moral and physical condition of the nation. These considerations
have prevailed alternately, as the constitution, in itself powerful, has
required additional support, or as the views of the legislators have been
more or less widened. Often indeed both of these causes may be found
operating together. In the ancient States, almost all the institutions relating
to the private life of the citizens were of a strictly political character.
Having little authority in itself: the constitution mainly depended for its
duration on the will of the nation, and hence it was necessary to bear in
mind means by which due harmony might be preserved between the
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character ofestablished institutions and the national will. The same policy
is still observable in small republican States; and in the light of these
circumstances alone, it would be correct to say that the freedom of
private life always increases in exact proportion as public freedom declines;
whereas security always keeps pace with the latter. It is true the ancient
legislators very often, and the ancient philosophers invariably, directed
their attention to the inner life of the individual; and, in their eyes, the
moral worth of human nature seemed to deserve the highest regard: we
have an illustration in Plato's Republic, of which Rousseau has very truly
observed that it has more the character of an educational than a political
treatise.! Now if we consider the most modern States in this respect we
shall find the aim of acting for the individual citizen, and of providing
for his welfare, to be clear and unmistakable from the number oflaws and
institutions directed to this end, and which often give a very distinct form
to private life. The superior internal consistency of our constitutions
their greater independence of national character and feeling-the deeper
influence of mere thinkers, who are naturally disposed to wider views
the multitude of inventions which teach us how better to cultivate the
common objects of national activity; and lastly, and above all, certain
ideas ofreligion which represent the governing power as responsible, to a
certain extent, for the moral and future welfare of the citizens, have all
contributed to introduce this change and develop this positive care. But if
we look into the origin ofparticular institutions and police laws, we find
that they frequently originate in the real or pretended necessity of impos
ing taxes on the subject, and in this we return to the example ofthe ancient
States, inasmuch as such institutions grow out of the same desire to main
tain the constitution which we noticed in them. As to those limitations of
freedom, however, which do not so much affect the State as the indivi
duals who compose it, we are led to notice a vast difference between
ancient and modern governments. The ancients devoted their attention
more exclusively to the harmonious development of the individual man,
as man; the moderns are chiefly solicitous about his comfort, his pros
perity, his productiveness. The former looked to virtue; the latter seek
for happiness. And hence it follows, that the restrictions imposed on
freedom in the ancient States were, in some important respects, more
oppressive and dangerous than those which characterize our times. For
they directly attacked that inner life of the soul, in which the individuality
of human beings essentially consists; and hence all the ancient nations
betray a character ofuniformity [Einseit,gkeit] , which is not so much due to
their want of higher refinement and more limited intercommunication,

1 In Emile, bk. I.
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as to the systematic communal education of their youth (almost universal
among them), and the deliberately established communal life of the citi
zens. But, from another point ofview, these ancient institutions preserved
and heightened the vigorous activity of the individual man. The very
desire, which they had always before them, to train up temperate and
energetic citizens, gave ahigher impulse to their whole spirit and character.
With us, it is true, man is individually less restricted; but the influence of
surrounding circumstances is only the more limiting, though it does
seem possible to begin to struggle against these external hindrances, with
our own internal resources. And yet the peculiar nature of the limitations
imposed on freedom in our States; the fact that they regard rather what
man possesses than what he really is, and that with respect to the latter
they do not, like the ancients, cultivate, even to uniformity, the physical,
intellectual, and moral faculties; and lastly and especially, the prevalence
of certain determining ideas, more binding than laws, suppress those
energies which are the source of every active virtue, and the indispensable
condition of any higher and more diversified culture. With the ancients,
moreover, their greater energy served to compensate for their uniformity;
but with the moderns uniformity is aggravated by the evil of diminished
energy. This difference between the States of antiquity and those of our
own times, is in general thoroughly evident. Whilst in these later cen
turies, the rapid strides of progress, the number and dissemination of
artistic inventions, and the greatness of our works, especially attract our
attention, antiquity captivates us above all by that inherent greatness
which is comprised in the life of the individual, and perishes with him
the bloom of fancy, the depth of spirit, the strength of will, the perfect
oneness of the entire being, which alone confer true worth on human
nature. Their strong consciousness of this essential worth of human
nature, of its powers and their consistent development, was to them the
impulse to every activity; with us these too often seem merely abstrac
tions, in which the sense of the individual is lost, or at least in which his
inner life is not so much regarded as his ease, his material comfort, his
happiness. The ancients sought for happiness in virtue; the moderns have
too long been endeavouring to develop the latter from the former;*

* This difference is never so strikingly evident as when we make the comparison
between the ancient and modem philosophers. As an example, I quote some remarks
of Tiedemann1 on one of the fillest passages in Plato's Republic: 'Quanquam autem
per se sit justitia grata nobis: tamen si exercitium ejus nullam omnino afferret
utilitatem, si justo ea omnia essent patienda, quae fratres commemorant; injustitia
justitiae foret praeferenda; quae enim ad felicitatem maxime faciunt nostram, sunt

1 Tiedemann, Dialogorum Platonis argumenta exposita et illustrata (Zwiebriicken, 1786).
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and even he* who could conceive and portray morality in its purest form,
thinks himself bound to supply happiness to his ideal of human nature
through the medium of a highly artificial machinery, and this rather as a
reward from without, than as a good obtained by man's own exertions.
I need not say more of this striking difference, but will draw these hints
to a conclusion with an illustrative passage from Aristotle's Ethics: 'For
that which peculiarly belongs to each by nature, is best and most pleasant
to every one; and consequently, to man, the life according to intellect
[is most pleasant], if intellect especially constitutes Man. This life therefore
is the most happy.t'

It has been from time to time disputed by publicists, whether the State
should provide for the security only, or for the whole physical and
moral well-being of the nation. Concern for the freedom of private life
has in general led to the former propositions; while the idea that the
State can give something more than mere security, and that the injurious
limitation of liberty, although a possible, is not an essential, consequence
ofsuch a policy, has counselled the latter. And this beliefhas undoubtedly
prevailed, not only in political theory, but in actual practice. This is
shown in most of the systems of political jurisprudence, in the more
recent philosophical codes, and in the history of constitutions generally.
Agriculture, handicrafts, industry of all kinds, business, arts and learning
itself: all receive life and direction from the State. The introduction of
these principles has given a new form to the study of politics (as is shown
for instance by so many recent financial and legislative theories) 1 and

*Kant, on the Summum Bonum, in his Elements of Moral Metaphysics (Riga, 1785),
and in the Critique of Practical Reason.

t Arist., Nichomachean Ethics, bk. x, ch. 7.
1 Humboldt is here probably referring to the eighteenth-century German school of

political theory known as Cameralism.

absque dubio allis praeponenda. Jam corporis cruciatus, omnium rerum inopia,
fames, infamia, quaeque alia evenire justo fratres dixerunt, animi illam e justitia
manantem voluptatem dubio procul longe superant, essetque adeo injustitia
justitiae antehabenda et in virtutum numero collocanda' (Tiedemann in argumentis
dialogorum Platonis, Ad. 1,2, de Republica). 'Now although justice is pleasing to us in
its own nature, still if the practice of it did not confer any advantage whatever, if
the just man had to endure all that the brothers relate, injustice would be preferable
to justice; for the things which especially contribute to our happiness, are unques
tionably to be preferred to others. Now bodily torture, utter indigence, hunger,
infamy, and whatever else the brothers observed to befall the just man, far out
weigh, doubtless, that spiritual pleasure which flows from justice; and so injustice
would have to be preferred to justice, and ranked in the number of virtues.'
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has produced many new departments ofadministration, such as boards of
trade, finance, and national economy. But however generally these
principles may be accepted, they still appear to me to require a more
radical investigation; and this investigation ... 1

1 At this point there is a gap in the manuscript.
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CHAPTER III

Of the individual man) and the highest ends
of his existence

The true end of Man, or that which is prescribed by the eternal and
immutable dictates of reason, and not suggested by vague and transient
desires, is the highest and most harmonious development of his powers
to a complete and consistent whole. Freedom is the first and indispensable
condition which the possibility of such a development presupposes; but
there is besides another essential-intimately connected with freedom, it is
true-a variety ofsituations.2 Even the most free and self-reliant ofmen is
hindered in his development, when set in a monotonous situation. But as
it is evident, on the one hand, that such a diversity is a constant result of
freedom, and on the other hand, that there is a species of oppression
which, without imposing restrictions on man himself, gives a peculiar
impress of its own to surrounding circumstances; these two conditions,
of freedom and variety of situation, may be regarded, in a certain sense,
as one and the same. Still, it may contribute to clarity to point out the
distinction between them.

Every human being, then, can act with only one dominant faculty at
a time; or rather, our whole nature disposes us at any given time to some
single form of spontaneous activity. It would therefore seem to follow
from this, that man is inevitably destined to a partial cultivation, since he
only enfeebles his energies by directing them to a multiplicity of objects.
But man has it in his power to avoid this one-sidedness, by attempting to
unite the distinct and generally separately exercised faculties ofhis nature,
by bringing into spontaneous cooperation, at each period of his life, the
dying sparks of one activity, and those which the future will kindle, and
endeavouring to increase and diversify the powers with which he works,
by harmoniously combining them, instead of looking for a mere variety
of objects for their separate exercise. What is achieved, in the case of the

1 This chapter and the first half of the next first appeared in Schiller's Neue Thalia,
TI, 13 1- 69 (1792).

2 This passage was singled out for quotation by Mill. J. S. Mill, On Liberty (London:
Everyman's Library ed., latest impr. 1968), p. 115.
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individual, by the union of the past and future with the present, is pro
duced in society by the mutual cooperation of its different members; for,
in all the stages of his life, each individual can achieve only one of those
perfections, which represent the possible features of human character.
It is through a social union, therefore, based on the internal wants and
capacities of its members, that each is enabled to participate in the rich
collective resources ofall the others. The experience ofall, even the rudest,
nations, furnishes us an example of a union formative of individual
character, in the union of the sexes. And, although in this case the differ
ence as well as the longing for union, appears more marked and striking,
it is still no less active in other kinds of association where there is actually
no difference ofsex; it is only more difficult to discover in these, and may
perhaps be more powerful for that very reason. If we were to follow out
this idea, it might perhaps lead us to a clearer insight into those relations
so much in vogue among the ancients, and more especially the Greeks,
among whom we find them engaged in even by the legislators themselves:
I mean those so frequently, but unworthily, given the name of ordinary
love, and sometimes, but always erroneously, that of mere friendship.
The effectiveness of all such relations as instruments of cultivation,
entirely depends on the extent to which the members can succeed in
combining their personal independence with the intimacy of the associa
tion; 1 for whilst, without this intimacy, one individual cannot sufficiently
possess, as it were, the nature of the others, independence is no less essen
tial, in order that each, in being possessed, may be transformed in his own
unique way. On the one hand, individual energy is essential to both
parties and, on the other hand, a difference between them, neither so
great as to prevent one from comprehending the other, nor so small as
to exclude admiration for what the other possesses, and the desire to
assimilate it into one's own character.

This individual vigour, then, and manifold diversity, combine them
selves in originality; and hence, that on which the whole greatness of
mankind ultimately depends-towards which every human being must
ceaselessly direct his efforts, and of which especially those who wish to
influence their fellow-men must never lose sight: individuality of energy
and self-development. Just as this individuality springs naturally from
freedom ofaction, and the greatest diversity in the agents, it tends in turn
directly to produce them. Even inanimate nature, which, proceeding

1 Humboldt may well here be thinking of the small society for mutual selfimprove-
ment, the Veredlungsbund, which he formed with the Berlin bluestocking Henriette
Herz. Humboldt had eventually found the lack ofemotional privacy, insisted upon
by the rules of the society, irksome.
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according to unchangeable laws, advances by regular steps, appears more
individual to the man who has been developed in his individuality. He
transports himself: as it were, into nature itself; and it is in the highest
sense true that each man perceives the beauty and abundance of the outer
world, in the same degree as he is conscious of them in his own soul. How
much closer must this correspondence become between effect and cause
this reaction between internal feeling and outward perception-when
man is not only passively open to external sensations and impressions,
but is himself also an agent?

If we attempt to test these principles by a closer application of them to
the nature of the individual man, we find that everything in the latter,
reduces itself to the two elements ofform and substance. The purest form
beneath the most delicate veil, we call idea; the crudest substance, with
the most imperfect form, we call sensuous perception. Form springs from
the combinations of substance. The richer and more various the sub
stance that is combined, the more sublime is the resulting form. A child
of the gods is the offspring only of immortal parents: and as the blossom
ripens into fruit, and from the seed of the fruit the new stalk shoots with
newly clustering buds; so does the form become in turn the substance ofa
still more exquisite form. The intensity of power, moreover, increases in
proportion to the greater variety and delicacy of the substance; since the
internal cohesion increases with them. The substance seems as if blended
in the form, and the form merged in the substance. Or, to speak without
metaphor, the richer a man's feelings become in ideas, and his ideas in
feelings, the more transcendent his nobility, for upon this constant
intermingling of form and substance, or of diversity with the individual
unity, depends the perfect fusion of the two natures which co-exist in
man, and upon this, his greatness. But the intensity of the fusion depends
upon the energy of the generating. forces. The highest point of human
existence is this flowering.* In the vegetable world, the simple and less
graceful form seems to prefigure the more perfect bloom and symmetry
of the flower which it precedes, and into which it gradually expands.
Everything hastens towards the moment of blossoming. What first
springs from the seed is not nearly so attractive. The full thick trunk, the
broad leaves rapidly detaching themselves from each other, seem to
require some fuller development; as the eye glances up the ascending
stem, it marks the grades of this development; more tender leaves seem

• 'Bliithe, Reife', Neues deutsches Museum, June 1791.1

1 This anonymous article put forward the idea that maturity (Reiff) which follows
flowering (Bluthe) represents the highest perfection in nature. Flowering has more
charm but less perfection.
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longing to unite themselves, and draw closer and closer together, until
the central calyx of the flower seems to satisfy this desire.*1 But destiny
has not blessed the tribe of plants in this respect. The flower fades and
dies, and the germ of the fruit reproduces the stem, as rude and unfinished
as the former, to ascend slowly through the same stages of development
as before. But when, in man, the blossom fades away, it is only to give
place to another still more beautiful; and the charm of the most beautiful
is only hidden from our view in the endlessly receding vistas ofan inscrut
able eternity. Now, whatever man receives externally, is only like the
seed. It is his own active energy alone that can turn the most promising
seed into a full and precious blessing for himsel£ It is beneficial only to the
extent that it is full of vital power and essentially individual. The highest
ideal, therefore, of the co-existence of human beings, seems to me to
consist in a union in which each strives to develop himself from his own
inmost nature, and for his own sake. The requirements of our physical
and moral being would, doubtless, bring men together into communi
ties; and as the conflicts of warfare are more honourable than the fights
of the arena, and the struggles of exasperated citizens more glorious than
the hired efforts of mercenaries, so the exertions of such spontaneous
agents succeed in exciting the highest energies.

And is it not exactly this which so inexpressibly captivates us in con
templating the age of Greece and Rome, and which in general captivates
any age in contemplating a remoter one?2 Is it not that these men had
harder struggles with fate to endure, and harder struggles with their
fellow-men? that greater and more original energy and individuality
constantly encountered each other, and created wonderful new forms of
life? Every later epoch-and how rapidly must this decline now proceed!
-is necessarily inferior in variety to that which it succeeded: in variety
of nature-the vast forests have been cleared, the morasses dried up and
so on; in variety of human life, by ever-increasing intercommunication
and agglomeration.t 3 This is one of the chief reasons why the idea of the

• Goethe, Vher die Metamorphose der Pflanzen.
t Rousseau has also noticed this in his Emile. 3

1 This passage is strongly marked by the teleological character of German transcen
dental biology. See G. S. Carter, A Hundred Years ofEvolution (1958); R. Friedenthal,
Goethe. HisLife and Times (1965) ch. 27, and W. Haas 'OfLiving Things', German
Life and Letters (1956-7).

2 The tension in Humboldt's ideas between the notion of cultural progress and his
Hellenism and Rousseauist primitivism is very marked in the tone of this and the
preceding paragraph.

3 Emile, bk. v.
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new, the uncommon, the marvellous, is so much more rare, so that
affright or astonishment are almost a disgrace, while the discovery of
fresh and, till now, unknown expedients, and also all sudden, unpremedi
tated and urgent decisions are far less necessary. For, partly, the pressure
of outward circumstances is less, while man is provided with more means
for opposing them; partly, this resistance is no longer possible with the
simple forces which nature gives to all alike for immediate use. Again, it is
partly that a higher and more extended knowledge renders expedients
less necessary, and the very increase of learning blunts the energy neces
sary to it. It is, on the other hand, undeniable that, whereas physical
variety has declined, it has been succeeded by an infinitely richer and more
satisfying intellectual and moral variety, and that our superior refinement
can recognize more delicate distinctions and gradations, and our cultivated
and sensitive character, ifnot so strongly developed, as that ofthe ancients,
can transfer them into the practical conduct of life-distinctions and
gradations which might have escaped the notice of the sages of antiquity,
or at least would have been discernible by them alone. To the human
race as a whole, the same has happened as to the individual: the ruder
features have faded away, the finer only have remained. And in view of
this sacrifice of energy from generation to generation, we might regard
it as a blessed dispensation if the whole species were as one man; or the
living force of one age could be transmitted to the succeeding one, along
with its books and inventions. But this is far from being the case. It is
true that our refinement possesses a peculiar force of its own, perhaps
even surpassing the former in strength, according to the measure of its
refinement; but the question is whether the earlier development, through
the more robust and vigorous stages, must not always be the prior transi
tion. Still, it is certain that the sensuous element in our nature, as it is the
first germ, is also the most vivid expression of the spiritual.

whilst this is not the place, however, to enter on a discussion of this
point, we are justified in concluding, from the other considerations we
have urged, that we must at least preserve, with the most eager concern,
all the energy and individuality we may yet possess, and cherish anything
that can in any way promote them.

I therefore deduce, as the natural inference from what has been argued,
that reason cannot desire for man any other condition than that in which each
individual not only enjoys the most absolute freedom ofdeveloping himselfby his
own energies, in his perfect individuality, but in which external nature itself is
left unfashioned by any human agency, but only receives the impress given to it
by each individual by himself and of his own free will, according to the measure
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ofhis wants and instincts, and restricted only by the limits ofhis powers and his
rights.

From this principle it seems to me, that reason must never retract any
thing except what is absolutely necessary. It must therefore be the basis of
every political system, and must especially constitute the starting-point
of the inquiry which at present claims our attention.
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CHAPTER III

On the solicitude of the State for the
positive welfare of the citizen

Keeping in view the conclusions arrived at in the last chapter, we might
embody in a general formula our idea of State agency when restricted
to its proper limits, and define its objects as all that a government could
accomplish for the common weal, without departing from the principle
just established; while, from this position, we could proceed to derive the
still stricter limitation, that any State interference in private affairs, where
there is no immediate reference to violence done to individual rights,
should be absolutelycondemned. Itwill be necessary, however, to examine
in succession the different departments ofa State's usual or possibleactivity,
before we can circumscribe its sphere more positively, and arrive at a full
solution of the question proposed.

A State, then, has one of two ends in view; it designs either to promote
happiness, or simply to prevent evil; and in the latter case, the evil which
arises from natural causes, or that which springs from man himsel£ If it
restricts its concern to the second of these objects, it aims merely at
security; and I would here oppose this term security to every other possible
end of State agency, and comprise these last under the general heading of
Positive Welfare. Further, the various means adopted by a State affect in
very different degrees the extension of its activity. It may endeavour, for
instance, to secure its ends directly, either by coercion or by the induce
ments ofexample and exhortation; or it may combine all these sources of
influence in the attempt to shape the citizen's outward life, and forestall
actions contrary to its intention; or, lastly, it may try to exercise a sway
over his thoughts and feelings, so. as to bring his inclinations, even, into
conformity with its wishes. It is particular actions only that come under
political supervision in the first of these cases; in the second, the general
conduct of life; and, in the last instance, it is the very character of the
citizen, his views, and modes of thought, which are brought under the
influence of State control. The actual working of this restrictive agency,
moreover, is clearly least in the first of these cases, more so in the second,
and greatest in the third; either because, in this, it touches the sources from
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which the greater number ofactions arise, or because the very possibility
of such an influence presupposes a greater multiplicity of institutions.
But however seemingly different the departments of political action to
which they respectively belong, we shall scarcely find anyone institution
which is not more or less intimately connected with several of these.
We may take, for example, the close interdependence that exists between
the promotion of welfare and the maintenance of security; furthermore,
when any influence affecting particular actions only, creates a habit
through the force ofrepetition, it comes ultimately to modify the charac
ter itself. Hence, in view of this interdependence ofpolitical institutions, it
is very difficult to find a suitable way of classifying the different aspects
of the subject with which we are concerned. But, in any case, it will be
best to examine at the outset whether the State should extend its concern
to the positive welfare of the nation, or content itself with provisions for
its security; and, confining our view of institutions to what is strictly
essential either in their objects or consequences, to discuss next, as regards
both of these aims, the means that the State may properly make use of in
accomplishing them.

I am speaking here, then, of the entire efforts of the State to raise the
positive welfare of the nation; of all solicitude for the population of the
country, and the subsistence of its inhabitants, whether shown directly in
such institutions as poor laws, or indirectly, in the encouragement of
agriculture, industry, and commerce; ofall regulations relative to finance
and currency, imports and exports, etc. (in so far as these have positive
welfare in view) ; finally, of all measures employed to remedy or prevent
natural devastations, and, in short, of every political institution designed
to preserve or augment the physical welfare of the nation. For moral
welfare is not generally regarded so much for its own sake, as with
reference to its bearing on security, and I shall therefore come to it later.

Now all such institutions, I maintain, have harmful consequences, and
are irreconcilable with a true system of polity; a system conceived in the
light of the highest aspirations yet in no way incompatible with human
nature.

I. A spirit of governing predominates in every institution of this kind;
and however wise and salutary such a spirit may be, it invariably produces
national uniformity, and a constrained and unnatural manner of acting.
Instead of men grouping themselves into communities in order to disci
pline and develop their powers, even though, to secure these benefits,
they may have to forgo a part of their exclusive possessions and enjoy
ments; they actually sacrifice their powers to their possessions. The very
variety arising from the union of numbers of individuals is the highest
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good which social life can confer, and this variety is undoubtedly lost in
proportion to the degree of State interference. Under such a system, we
have not so much the individual members ofa nation living united in the
bonds of a civil compact; but isolated subjects living in a relation to the
State, or rather to the spirit which prevails in its government-a relation
in which the undue preponderance of the State already tends to fetter the
free play of individual energies. Like causes produce like effects; and
hence, in proportion as State interference increases, the agents to which
it is applied come to resemble each other, as do all the results of their
activity. And this is the very design which States have in view. They
desire comfort, ease, tranquillity; and these are most readily secured to the
extent that there is no clash of individualities. But what man does and
must have in view is something quite different-it is variety and activity.
Only these develop the many-sided and vigorous character; and, there
can be no one, surely, so far degraded, as to prefer, for himselfpersonally,
comfort and enjoyment to greatness; and he who draws conclusions for
such a preference in the case of others, may justly be suspected of mis
understanding human nature, and of wishing to make men into machines.

2. Further, a second harmful consequence ascribable to such a policy is,
that these positive institutions tend to weaken the vitality of the nation.
For as the substance is annihilated by the form which is externally imposed
upon it, so it gains greater richness and beauty from what is internally
produced by its own spontaneous action; and in the case under considera
tion it is the form which annihilates the substance-what is itself non
existent suppressing and destroying what really exists. The chief charac
teristic of human nature is organization. Whatever is to flourish in it,
must first have germinated there. Every manifestation of energy presup
poses the existence of enthusiasm; and few things nourish enthusiasm so
well as the notion of present or future possession. Now man never
regards what he possesses as so much his own, as what he does;! and the
labourer who tends a garden is perhaps in a truer sense its owner, than the
listless voluptuary who enjoys its fruits. It may be that such reasoning
appears too general to admit ofany practical application. Perhaps it seems
even as though the extension of so many branches of science, which we
owe chiefly to political institutions (for the State alone can mount experi
ments on a large scale), contributed to raise the power of intellect, and
thereby our culture and character in general. But the intellectual faculties
themselves are not necessarily ennobled by every addition to our know-

1 The compression ofHumboldt's argument at this point leads to the appearance of a
contradiction. The argument is that things acted upon are more truly 'possessed'
than possessions, and hence evoke more enthusiasm.
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ledge; and even if it were granted that these means actually achieved such
a result, this does not so much apply to the entire nation, as to that parti
cular portion of it which is connected with the government. The cultiva
tion of the understanding, as of any of man's other faculties, is generally
achieved by his own activity, his own ingenuity, or his own methods of
using the discoveries of others. Now, State measures always imply more
or less compulsion; and even where this is not directly the case, they
accustom men to look for instruction, guidance, and assistance from
without, rather than to rely upon their own expedients. The only method
of instruction, perhaps, of which the State can avail itself: consists in its
declaring the best course to be pursued as though it were the result of its
investigations. But whether it coerces the citizen by SOUle compulsory
arrangement, directly by law or indirectly in some way, or by its authority
by rewards, and other encouragements attractive to him, or, lastly, merely
by arguments, it will always deviate very far from the best system of
instruction. For this unquestionably consists in proposing, as it were, all
possible solutions of the problem in question, so that the citizen may
select, according to his own judgement, the course which seems to him
the most appropriate; or, still better, so as to enable him to discover the
solution for himself: from a careful consideration of all the objections.
In the case of adult citizens, the State can only adopt this negative system
of instruction by extending freedom, which allows all obstacles to arise,
while it develops the skill, and multiplies the opportunities necessary to
meet them. By adhering to a really national system of education, how
ever, it can operate positively on the early training and culture of the
young. We shall later embark on a close examination of the objection
which might be advanced here in favour of these institutions; namely,
that in the execution of such enterprises as those to which we refer, it is
more important that the thing be done, than that the person who performs
it should be thoroughly instructed in his task; nlore important that the
land be well tilled, than that the husbandman be the most skilful agricul
turist.

But to continue: the evil results of a too extensive solicitude on the
part of the State, are still more strikingly shown in the suppression of all
active energy, and the necessary deterioration of the moral character.
This scarcely needs further argument. The man who is often led, easily
becomes disposed willingly to sacrifice what remains of his capacity for
spontaneous action. He fancies himself released from an anxiety which he
sees transferred to other hands, and seems to himself to do enough when
he looks to their leadership and follows it. Thus, his notions of merit and
guilt become unsettled. The idea of the first no longer inspires him; and
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the painful consciousness ofthe last assails him less frequently and forcibly,
since he can more easily ascribe his shortcomings to his peculiar position,
and leave them to the responsibility of those who have made it what it is.
If we add to this, that he may not, possibly, regard the designs of the
State as perfectly pure in their objects or execution-that he may suspect
that his own advantage only, but along with it some other additional
purpose is intended, then, not only the force and energy, but also the
purity of his moral nature suffers. He now conceives himself not only
completely free from any duty which the State has not expressly imposed
upon him, but exonerated at the same time from every personal effort
to improve his own condition; and, even fears such an effort, as if it were
likely to open out new opportunities, of which the State might take
advantage. And as for the laws actually enjoined, he tries as much as
possible to escape their operation, considering every such evasion as a
positive gain. If we reflect that, among a large part of the nation, its laws
and political institutions have the effect of limiting the sphere ofmorality,
it is a melancholy spectacle to see the most sacred duties, and mere trivial
and arbitrary enactments, often proclaimed from the same authoritative
source, and to see the infraction of both met with the same measure of
punishment. Further, the pernicious influence of such a positive policy
is no less evident in the behaviour of the citizens to each other. As each
individual abandons himself to the solicitous aid of the State, so, and still
more, he abandons to it the fate of his fellow-citizens. This weakens
sympathy and renders mutual assistance inactive: or, at least, the recipro
cal interchange of services and benefits will be most likely to flourish at
its liveliest, where the feeling is most acute that such assistance is the only
thing to rely upon; and experience teaches us that oppressed classes of the
community which are, as it were, overlooked by the government, are
always bound together by the closest ties. But wherever the citizen
becomes indifferent to his fellows, so will the husband be to his wife, and
the father of a family towards the members of his household.

If men were left wholly to themselves in their various undertakings,
and were cut off from all external resources, other than those which their
own efforts obtained, they would still, whether through their own fault
or not, fall frequently into difficulties and misfortune. But the happiness
for which man is plainly destined, is no other than that which his own
energies procure for him; and the very nat,ure of such a self-reliant
position sharpens his intellect and develops his character. Are there no
instances of such evils where State agency fetters individual spontaneity
by too detailed interference? There are many, doubtless; and the man
whom it has accustomed to lean on an external power for support, is
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thus given up in critical emergencies to a far more hopeless fate. For,
just as the very act of struggling against misfortune, and encountering
it with vigorous efforts, lightens the calamity; so delusive expecta
tions aggravate its severity tenfold. In short, taking the most favourable
view, States like those to which we refer too often resemble the physician,
who only retards the death ofhis patient by nourishing his disease. Before
there were physicians, man knew only health and death.

3. Everything towards which man directs his attention, whether it is
limited to the direct or indirect satisfaction of his merely physical wants,
or to the achievement of external objects in general, is closely related
with his internal sensations. Sometimes, moreover, alongside this external
purpose and related to it there is some inner impulse and often, even,
this is the sole spring ofhis activity, the former being only, necessarily or
incidentally, connected with it. The more unity a man possesses, the more
freely does his choice of these external matters spring from his inner
being, and the more frequent and intimate is the cooperation of these two
sources of motive, even when he has not freely selected these external
objects. An interesting man, therefore, is interesting in all situations and
all activities, though he only attains the most matured and graceful con
summation ofhis activity, when his way oflife is harmoniously in keeping
with his character.

In view of this consideration, it seems as if all peasants and craftsmen
might be elevated into artists; that is, men who love their labour for its
own sake, improve it by their own plastic genius and inventive skill, and
thereby cultivate their intellect, ennoble their character, and exalt and
refine their pleasures. And so humanity would be ennobled by the very
things which now, though beautiful in themselves, so often serve to
degrade it. The more a man accustoms himself to live reflectively and
sensitively, and the more refined and vigorous his moral and intellectual
powers become, the more he longs to choose only such external objects
as furnish more scope and material for his internal development; or, at
least, to overcome the adverse conditions into which fate may cast him,
and transform them. It is impossible to estimate a man's advance towards
the great and the beautiful, when he ceaselessly strives for this supreme
object, the development of his inner life; so that it may remain the chief
source, the ultimate goal of all his labours, and all that is corporeal and
external may seem merely its instrument and veil.

How striking, to take an illustration, is the historical picture of the
character fostered in a people by the undisturbed cultivation of the soil.
The labour they devote to the land, and the harvest with which it repays
their industry, bind them with sweet fetters to their fields and firesides.
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Their participation in beneficent toil, and the common enjoyment of its
fruits, entwine each family with bonds oflove, from which even the ox,
the partner of their work, is not wholly excluded. The seed which must
be sown, the. fruit which must be· gathered annually, occasionally with
disappointed hopes, make them patient, trusting and frugal. The. fact of
their receiving everything immediately from the hand of nature, the
ever-deepening consciousness that, although the hand of man must
first scatter the seed, it is not from human agency that growth and increase
come, the constant dependence on favourable and unfavourable weather,
awaken presentiments, sometimes fearful, sometimes joyful, ·of the exis
tence of higher beings~in the rapid alternations of fear and hope-and
dispose them to prayer and thanksgiving. The visible image of the sim
plest sublimity, the most perfect order, and the gentlest beneficence,
mould their lives into forms of simple grandeur and tenderness, and
dispose their hearts to a cheerful submission to custom and law. Always
accustomed to produce, never to destroy, agriculture is essentially
peaceful, and, while far from wrongdoing and revenge, is yet capable of
the most dauntless courage when roused to resist the injustice of unpro
voked attack and the destroyers of its peace.

But, still, freedom is undoubtedly the indispensable condition, without
which even the pursuits most congenial to individual human nature, can
never succeed in producing such salutary influences. Whatever does not
spring from a man's free choice, or is only the result of instruction and
guidance, does not enter into his very being, but still remains alien to his
true nature; he does not perform it with truly human energies, but
merely with mechanical exactness. 1 The ancients, and more especially the
Greeks, were accustomed to regard every occupation as harmful and
degrading which was immediately connected with the exercise ofphysical
strength, or the pursuit of external advantages, and not exclusively con
fined to the development of the inner man. Hence, many of their philo
sophers who were most eminent for their philanthropy, approved of
slavery; thereby adopting a barbarous and unjust expedient, and agreeing
to sacrifice one part of mankind in order to secure the highest power and
beauty to the other. But reason and experience combine to expose the
error which lies at the root of such a fallacy. There is no pursuit whatever
that may not be ennobling and give to human nature some worthy and
determinate form. The manner of its performance is the only thing to be
considered; and we may here lay down the general rule, that a man's

1 Cf. J. S. Mill: 'One whose desires and impulses are not his own, has no character,
no more than a steam-engine has a character' On Liberty (London, Everyman's
Library ed., latest impr. 1968), p. 118.
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pursuits react beneficially on his culture, so long as these, and the energies
allied with them, succeed in filling and satisfying the wants of his soul;
while their influence is not only less salutary, but even pernicious, when
he directs his attention more to the results to which they lead, and regards
the occupation itselfmerely as a means. For anything which charms us by
its own intrinsic worth, awakens love and esteem, while what is only
looked on ·as a means to ulterior advantage, merely appeals to self
interest; and the motives of love and esteem tend as directly to ennoble
human nature, as those ofinterest to degrade it. Now, in exercising such a
positive care as we are considering, the State can only consider results, and
establish rules whose observance will most directly conduce to their
achievement.

Never does this limited point of view lead to such pernicious results as
in those cases where moral or intellectual ends are the object of human
endeavour; or, at least, where some end is regarded for itself: and apart
from the consequences which are only necessarily or incidentally implied
in it. This becomes evident, for instance, in all scientific researches and
religious opinions, in all kinds of human association, and in that union in
particular which is the most natural, and the most vitally important both
for the individual and for the State, namely, matrimony.

Matrimony, or as it may perhaps be best defined, the union of persons
of the two sexes, based on the difference of sex, may be regarded in as
many different aspects as the attitudes taken to that difference, and as the
inclinations of the heart, and the objects which they present to the reason,
assume different forms; and in such a union every man will show his
whole moral character, and especially the force and peculiarity of his
sensibilities. Whether a man is more disposed to the pursuit of external
objects, or to the exercise of the inner faculties of his being; whether
reason or feeling is the more active principle in his nature; whether he is
led to embrace things eagerly, and quickly abandon them, or involves
himself slowly but continues faithfully; whether he is capable of deeper
intimacy, or only loosely attaches himself; whether he preserves, in the
closest union, a greater or less self-sufficiency; and an infinite number of
other considerations modify, in various ways, his relations in married
life. Whatever form they assume, however, the effects upon his life and
happiness are unmistakable; and upon the success or failure of the attempt
to find or create a reality in harmony with his inner feelings, depends the
higher consummation or alternatively the vegetation of his being. This
influence manifests itself most forcibly in those men, so peculiarly inter
esting in their character and actions, who form their perceptions with the
greatest ease and delicacy, and retain them most deeply and lastingly.

29



POSITIVE WELFARE OF THE CITIZEN

Generally speaking, the female sex may be more justly reckoned in this
class than the male; and it is for this reason that the female character is
most intimately dependent on the character of the family relations in a
nation. Wholly exempt as she is from most outward occupations, and
absorbed almost entirely only by those which leave the soul untouched
stronger in what she can be than in what she can do-more full ofexpres
sion in her serenity, than in her expressed perceptions-more richly
endowed with all the means ofimmediate, indefinable expression, a more
delicate frame, a more moving eye, a more winning voice-destined
rather, in her relations with others, to expect and receive, than to initiate
naturally weaker in herself, and yet, not on that account, but through
loving admiration of strength and greatness in another, clinging more
closely--ceaselessly striving in her union to experience and grasp what
the other experiences, to form the other in her own being, and reproduce
it moulded into new forms of creation-inspired at the same time with
the courage which loving care and the consciousness of strength infuse
into the soul-not defiant but enduring-woman is, strictly speaking,
nearer to the ideal of human nature than man; and whilst it is true that
she more rarely reaches it, it may only be that it is more difficult to ascend
by the steep, immediate path than by the winding one. Now, how much
such a being-so sensitive, yet so complete in herself: who therefore re
spondstoeverythingwith herwhole being-must be disturbed byexternal
disharmony, is incalculable. Hence the infinite social consequences of the
culture ofthe female character. Ifit were not somewhat fanciful to suppose
that every human excellence is presented, as it w~re, in one kind ofbeing,
we might believe that the whole treasure ofmoralityand order is enshrined
in the female character. As the poet profoundly says,

Nach Freiheit strebt der Mann, das Weib nach Sitte.1

While the former strives to remove the external barriers which hinder his
development, woman's careful hand draws the salutary inner limits
within which alone the fullness of strength can be refined to proper ends;
and she defines the limits with more delicate precision, in that she grasps
more deeply the inner nature of humanity, and sees more clearly through
the intricate confusion of human relations, for all her senses are alert, and
she avoids the sophistications which so often obscure truth.

If it were necessary, history would afford sufficient confirmation of this
argument, and show the close connection that exists between national
morality and respect for the female sex. It is clear from these considera-

1 'Man strives for freedom, woman for order' (Goethe, Torquato Tasso, ll, I).
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tions that the results of marriage are as various as the characters of the
persons concerned, and that, as it is a union so closely related to the very
nature of the respective individuals, it must have the most harmful
consequences when the State attempts to regulate it by law, or through
the force of its institutions to make it rest on anything but simple inclina
tion. When we remember, moreover, that the State can only contemplate
the final results in such regulations-as, for instance, population, education
of children, etc.-we shall be still more ready to admit the justice of this
conclusion. It may reasonably be argued that a care for such objects
conducts to the same results as the highest care for the most beautiful
development of the inner man. For, after careful observation, it has been
found that the uninterrupted union of one man with one woman is most
conducive to population; and it is likewise undeniable that no other union
springs from true, natural, harmonious love. And, further, it may be
observed that such love leads to the same results as those very relations
which law and custom tend to establish, such as the procreation of
children, family training, community of living, participation in the
common goods, the management of external affairs by the husband, and
the care of domestic arrangements by the wife. But the radical error of
such a policy appears to be, that the law commands, whereas such a
relation cannot mould itself acccording to external arrangements, but
depends wholly on inclination; and wherever coercion or guidance come
into collision with inclination, they divert it still further from the proper
path. Wherefore it appears to me that the State should not only loosen
the bonds in this instance, but, if I may apply the principles stated above
(now that I am not speaking of matrimony in general, but of one of the
many injurious consequences arising from restrictive State institutions,
which are in this instance especially noticeable), that it should entirely
withdraw its active care from the institution of matrimony, and both
generally and in its particular variations, should rather leave it wholly to
the free choice of the individuals, and the various contracts they may
enter into. I should not be deterred from the adoption of this principle
by the fear that all family relations might be disturbed, or their formation
in general hindered; for although such a fear might be justified in particu
lar circumstances and places, it could not be fairly entertained in an
inquiry into the nature of men and States in general. For experience
frequently shows us that just where law has imposed no fetters, morality
most surely binds; the idea of external coercion is entirely foreign to an
institution which, like matrimony, rests only on inclination and an inward
sense of duty; and the results of such coercive institutions are not at all
what is intended.
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4. The solicitude ofa State for the positive welfare ofits citizens, mustfurther
be harmful, in that it has to operate upon a promiscuous mass of individualities,
and therefore does harm to these by measures which cannot meet individual
cases.

5. It hinders the development of Individuality . .. 1

In the moral life ofman, and generally in his practical conduct in so far
as they are guided by the same rules, which may, however, be limited to
the basic principles ofjustice, he still endeavours to keep before his eyes
the highest conception of the most individual development of himself
and others. He strictly subordinates all other considerations of interest to
this pure and spiritual law that he has recognized. But all the aspects of
human nature which a man may cultivate, exist together in a wonderful
interdependence, and while their coherence is more striking (if not really
closer) in the intellectual than in the physical sphere, it is infinitely more
remarkable in that ofmorality. It follows that men are not to unite them
selves in order to forgo any portion of their individuality, but only to
lessen the exclusiveness of their isolation; it is not the object of such a
union to transform one being into another, but to open communication
between them. Each is to comparewhat he is himselfwith what he receives
by contact with others, and, to use the latter to modify but not to suppress
his own nature. For as truth is never found conflicting with truth in the
domain ofintellect, so too in the region ofmorality there is no opposition
between things really worthy ofhuman nature. Close and varied unions of
individual characters are therefore necessary, in order to destroy what cannot
co-exist in proximity, and does not, therefore, essentially conduce to great
ness and beauty, while they cherish and foster the qualities which can co
exist harmoniously, and make them fruitful in new and finer ways. Hence
the principle of the true art of social intercourse consists in a ceaseless en
deavour to grasp the innermost individuality of another, to avail oneself
ofit, and, with the deepest respect for it as the individuality ofanother, to
act upon it.2 Because of this respect one can do this only by, as it were,
showing oneself: and offering the other the opportunity of comparison.
This art has been hitherto singularly neglected. Such neglect may excuse
itself by claiming that social intercourse should be a refreshing recreation,
and not a toilsome duty, and that, unfortunately, in many people it is
scarcely possible to discover an interesting individual aspect. Still, every
one must have too much respect for himself to look for recreations which

1 There is an hiatus in the manuscript at this point.
2 Cf. J. S. Mill: 'In proportion to the development of his individuality, each person

becomes more valuable to himself and is therefore capable of being more valuable
to others' (On Liberty, p. 121).
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leave his highest faculties inactive, and too much reverence for human
nature, to pronounce any ofhis companions completely useless or insensi
tive. He, at least, who makes it his business to exercise an influence over
his fellow-men, must not ignore the possibility; and hence, inasmuch as
the State, in its positive care for the external and physical well-being of
the citizen (which are closely connected with his inner being), cannot
avoid creating hindrances to the development of individuality, we find
another reason why it should not be permitted to exercise such interference
except in the case of the most absolute necessity.

These, then, may the the chiefharmful consequences which flow from a
positive solicitude of the State for the welfare of the citizen; and although
they may be especially involved in certain of its particular manifestations,
they appear to me to be generally inseparable from the adoption ofsuch a
policy. It was my intention hitherto to confine myself to considering the
State's care for physical welfare, and I have so far proceeded strictly
from this point of view alone, carefully setting aside everything that
referred exclusively to moral well-being. But I took occasion at the out
set to mention that the subject does not admit of any strict division; and
this may serve as my excuse, if much that naturally arises from the
previous development of the argument, applies to the care for positive
welfare in general. I have hitherto made the assumption, however, that
the State institutions referred to are already established, and I have there
fore still to speak of certain difficulties which present themselves in the
actual framing of such institutions.

6. Nothing, certainly, would be more necessary here than to weigh the
advantages intended, by such institutions against the disadvantages which
always arise, and especially the limitations of freedom involved. But it is
always very difficult to weigh consequences in this manner and perhaps
impossible to do so completely. For every restrictive institution comes
into collision with the free and natural development of energy, and gives
rise to an infinite multiplicity of new circumstances; and even if we sup
pose the smoothest course ofevents, and set aside all serious and unlooked
for acidents, the number of consequences which follow from it is unfore
seeable. Anyone who has an opportunity of occupying himself with the
higher departments of State administration, must certainly feel conscious
from experience how few political measures have really an immediate
and absolute necessity, and how many, on the contrary, have only a
relative and indirect importance, and simply follow from previous meas
ures. Now, in this way a vast increase of measures is rendered necessary,
which become diverted from the original end. Not only does such a
State require larger sources ofrevenue, but it needs in addition an increase
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ofartificial regulations for the maintenance of mere political security: the
separate parts work less well together-the supervision of the govern
ment requires far more vigilance and activity. Hence comes the need,
unhappily too often neglected, to make the difficult calculation whether
the available resources of the State are adequate to provide the means for
what has been undertaken; and should this calculation reveal a real dis
proportion, it only suggests the necessity of fresh artificial arrangements,
which, in the end, overstrain the power of the State-an evil from which
(though not from this cause only) many ofour modern States are suffering.!

We must not overlook here one particular harmful consequence, since
it so closely affects human development; and this is, that the administra
tion of political affairs itself becomes in time so full of complications,
that it requires an incredible number ofpersons to devote their time to its
supervision, in order that it may not fall into utter confusion. Now, by far
the greater portion of these have to deal with the mere symbols and
formulas of things; and thus, not only are men of first-rate capacity
withdrawn from anything which gives scope for thinking, and useful
hands are diverted from real work, but their intellectual powers themselves
suffer from this partly empty, partly narrow employment. New careers,
moreover, are introduced by the needs of State business, and these render
the servants of the State more dependent on the governing classes of the
community, in whose pay they are, than on the nation in general.
Familiar as they have become to us by experience, we need not describe
the numerous evils which flow from such a dependence-what looking
to the State for help, what a lack of self-reliance, what false vanity, what
apathy even, and poverty. The same evils from which these harmful
consequences arise, are immediately produced by them in turn. When
once thus accustomed to the transaction of State affairs, men more and
more lose sight of the essential object, and concentrate on the mere form;
they thereupon attempt new improvements, perhaps good in intention,
but without sufficient adaptation to the required end; and the harmful
effect of these necessitates new forms, new complications, and often new
restrictions, and thereby creates new departments, which require for their
efficient supervision a vast increase offunctionaries. Hence it arises that in
most states from decade to decade the number of the public officials and
the extent ofregistration increase, while the liberty of the subject propor
tionately declines. In such an administration, moreover, it follows of
course that everything depends on the most vigilant supervision and

1 This passage and the one which follows, no doubt owe something to Humboldt's
own experience of government service, which, at the time of writing, he had just
left in disgust.
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careful management, since there are such increased opportunities offalling
short in both; and hence one tries to ensure, up to a point correctly, that
everything passes through as many hands as possible in order to avoid the
risk of errors and embezzlement.

But according to this method of transacting affairs, business becomes in
time merely mechanical, while the men who are engaged in it relapse
into machines" and all genuine worth and honesty decline in proportion
as trust and confidence are withdrawn. Finally, as the occupations of
which I am speaking must be vested with high importance, the idea
ofwhat is momentous or trivial, of what is dignified or contemptible, of
what are essential and what are subordinate aims, becomes reversed. The
necessity for business of this kind compensates, on the other hand, by
many obviously beneficial results, for its evils, so I will not here dwell
longer on this part of the subject, but will proceed at once to the ultimate
consideration-to which all the foregoing is simply a necessary prepara
tion; the general distortion of outlook which is produced by the positive
interference of the State.

7. In the kind of policy we are supposing, then, men are neglected for
things, and creative powers for results. A political community, organized
and governed according to this system, resembles an agglomerated mass of
living but lifeless instruments of action and enjoyment, rather than a
multitude ofactive and enjoying energies. In disregarding the spontaneity
of active beings, such States seem to confme their view to the attainment
ofhappiness and enjoyment alone. But although the calculation would be
correct in so far as the test ofhappiness and enjoyment is the sensations of
the person enjoying them, it would still underestimate the dignity of
human nature. For why otherwise, should this very system, which aims at
tranquillity, willingly resign the highest human enjoyment, as if fearing
disturbance. Joy is greatest in those moments in which man is aware that
his individuality and creative energy are at their highest pitch. It is doubt
less true that at such times also he is nearest the depth of his greatest
misery; for the moment of intensity can only be succeeded by a similar
intensity, and fate decides whether it shall be joy or despair. But if the
feeling of the highest that human nature can attain deserves the name of
happiness, even pain and suffering assume another character. The soul
becomes the true seat of happiness or misery, and it does not fluctuate
with the tide of circumstance which carries it along. The system we have
condemned only leads us to a fruitless struggle to escape pain. But he who
truly knows the nature of enjoyment can endure pain, which, in spite of
everything harries those who flee it; thus he learns to rejoice unceasingly
in the steady march of destiny; and the prospect of greatness first and
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last entices hitn. Thus he comes to feel what is so rare (except to the
enthusiast) that even the moment of what he feels to be his own destruc
tion, may be a moment of the highest ecstasy.!

Perhaps I may be charged with having exaggerated the evils enumer
ated here; but, allowing that there may be important differences in their
operation, according to the degree and method of State interference, I
must repeat, with this reservation, that it was my task to follow out the
working of that interference in its fullest consequences. In general, I
would hope that all considerations of a general nature contained in these
pages, would be considered entirely apart from the details of actual
practice. In practice we do not often find any case fully and purely
developed, we do not see the true working of single elements separately.
And we must not forget that once harmful influences are set in motion,
the evil increases with rapidly accelerating strides. Just as a greater force
united to a greater produces results doubly multiplied; so do two minor
ones quickly degenerate into infinitesimal results. How can one follow
the rapidity of these steps? Should we concede, however, that these
consequences might be less than we have supposed, we might claim that
our own theory might be far more beneficial in the truly inestimable
blessings that must flow from the application of its principles, if that
application should ever be wholly possible. For the ever-active, restless
energy inherent in the very nature of things, struggles against every
pernicious institution, and actively promotes everything beneficial: so
that it is in the highest sense true, that the most active evil influence can
never equal the good which is everywhere and at all times being spon
taneously produced.

I could here present as an agreeable contrast a picture ofa people in the
enjoyment ofabsolute, unfettered freedom, and of the richest diversity of
individual and external relations; I could show how, even in such a state,
finer and higher and more wonderful forms of diversity and originality
must still appear, than even any in Antiquity, which still so unspeakably
fascinates us despite the harsher features which inevitably characterize the
individuality ofa ruder civilization; I could depict a state in which energy
would keep pace with refinement and richness ofcharacter, and in which,
from the endlessly ramified interconnection between all nations and
quarters of the globe, the basic elements of human nature themselves
would seem more numerous; I could then proceed to show what new
forces would ripen, when every being was developing itself spontane-

1 It is not altogether surprising to find that Humboldt in later life, like Schelling and
Wagner, took an interest in oriental mysticism. He became an enthusiast for the
Bhagavad Gita.
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ously; when even surrounded, as it would be, by the m0st beautiful
forms, it assimilated them into its own inner being with that unhampered
spontaneity which is fostered by freedom: I could point out with what
delicacy and refinement the inner life of man would unfold its strength
and beauty; how it would become the ultimate object ofhis activity, and
how everything physical and external would be transfused into the inner
moral and intellectual being, and the bond which connects man and
nature would gain lasting strength, when nothing intervened to disturb
the reaction of all human pursuits upon the mind and character: how no
single agent would be sacrificed to the interest ofanother; but while each
held fast the measure of energy bestowed on him, he would for that
very reason be inspired with a still more beautiful eagerness to direct it to
the benefit of the others: how, when every one was developing in his
individuality, more varied and finer modifications of the beautiful human
character would spring up, and onesidedness would become more rare,
since it is generally the result offeebleness and insufficiency; and how each
man, when nothing else would avail to make others assimilate themselves
to him, would be obliged to modify his own nature by the continuing
necessity ofunion with others: how, in such a people, no single energy or
hand would be lost to the task of ennobling and enhancing human
existence: and lastly, how through this focal concentration of energies,
the views of all would be directed to this ultimate end alone, and would
be turned aside from every other object that was false or less worthy of
humanity. I might then conclude, by showing how the beneficial conse
quences of such a constitution, diffused throughout the people of any
nation whatever, would even remove an incalculable amount of that
human misery which is never wholly eradicable, of the destructive
devastations of nature, of the ravages of human animosity, and of the
excesses of a too sensual indulgence. But I content myself with having
given a general outline of the contrasting picture; it is enough for me to
throw out a few suggestive ideas, for riper judgements to test.

If I come now to the ultimate result of the whole argument, the first
principle of this part of the present inquiry must be that the State is to
abstainfrom all solicitudefor the positive welfare ofthe citizens, and not to proceed
a step further than is necessary for their mutual security and protection against
foreign enemies j for with no other object should it impose restrictions on
freedom.

I should now turn to the means through which such a solicitude mani
fests itself in action, but, as the principles I wish to establish wholly dis
approve of the thing itself: it is needless to dwell on these. I will content
myself with the general observation that the means by which freedom is
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limited with a view to welfare are very various in their character: laws,
exhortations, bounties, which are direct in their operation; and immuni
ties, monopolies, etc. and the power acquired by the sovereign as chief
landowner, which are indirect; and that all of them, whether direct or
indirect, or however they may differ in kind or degree, are accompanied
by pernicious consequences. Should it be objected to these assertions that
it appears somewhat strange to deny to the State a privilege which is
allowed to every individual, namely to propose rewards, to extend
loans, to be a landowner, there would be nothing to say against this if it
were possible for the State to consist of a double personality in practice,
as it does in theory.1 In such a case it would be the same as if a private
individual had secured to himselfa vast amount ofinfluence. But when we
reflect (still keeping theory distinct from practice) that the influence of a
private person is liable to diminution and decay, from competition,
dissipation of fortune, even death; and that clearly none of these contin
gencies can be applied to the State; we are still left with the principle
that the latter is not to meddle in anything which does not refer exclusively
to security, a principle whose force is enhanced in that it has not been
supported by arguments derived from the nature of coercion alone. A
private person, moreover, acts from other motives than the State. If an
individual citizen offers bounties which I will agree to suppose are as
efficient inducements as those of the State (although this is never perhaps
the case), he does so for some interest ofhis own. Now, from his continual
intercourse with his fellow-citizens, and the equality ofhis condition with
theirs, his interest must be closely connected with their advantage or
disadvantage, and hence with the circumstances of their respective
positions. The end moreover which he wishes to attain is already to some
extent anticipated in the present, and therefore produces beneficial
results. But the grounds on which the State acts are ideas and principles,
which often lead astray the most accurate calculations; and if the reasons
arise from considering the State in its private capacity, it may be observed
that this is only too often hazardous for the welfare and security of the
citizen and further, that the situation of the citizen is never on a level of
equality with that of the State. Even if we do consider the State as a
private person, it is then no longer the State as such which acts; and the
very nature of such reasoning forbids its application in this context.

The point ofview from which these last considerations arise, and from
which indeed our whole argument proceeds, has no other concern than
simply man's energies, as such, and his internal development. Such reason-

1 Humboldt is referring to the distinction between public and private law.
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ing couldjustly be called one-sided ifit wholly disregarded the conditions
which must exist for those energies to operate at all. And while mention
ing this, we must not overlook the question that naturally arises here,
which is whether these things which we would withdraw from the
competence of the State could ever flourish without it, by themselves.
We might here consider in turn the different kinds ofhandicraft, agricul
ture, industry, commerce, and all those separate activities which I have
hitherto considered together, and bring in the aid of technical knowledge
to show the advantages and disadvantages of freedom and laissez faire
[Selbstuberlassung]. Lack of such technical knowledge prevents my
entering on such a discussion. I also believe it to be no longer essential to
the main question. Still, such an investigation well and, what is especially
important, historically conducted, would be very useful in making these
ideas more persuasive, andjudging at the same time the possibility oftheir
being put in practice, however materially modified, for the existing order
of things in any political community would scarcely allow of their
unmodified application. I shall content myself here with a few general
reflections. Every occupation, of whatever nature, is more efficiently
performed if pursued for its own sake alone, rather than for the results
to which it leads. So deeply grounded is this in human nature, that what
has at first been chosen for its utility, in general becomes ultimately
attractive in itself Now this arises simply because action is dearer to
human nature than mere possession, but action only in so far as it is
spontaneous. It is precisely the most vigorous and energetic who would
prefer inactivity to compulsory labour. Further, the idea of property
grows only in company with the idea offreedom, and it is to the sense of
property that we owe the most vigorous activity. Every achievement ofa
great end requires unity of purpose. This needs no proof Consider the
measures for the prevention of great calamities, famines, floods, etc. But
this unity might as easily proceed from national as from merely govern
mental arrangements. It is only necessary to extend to the nation and its
different parts the freedom of association. Between a national and a
governmental institution there is always a vast and important difference.
The former has only an indirect, the latter a direct influence; and hence
with the former there is always greater freedom ofcontracting, dissolving
and altering associations. It is highly probable that all political unions
were originally nothing more than such national associations. And here
experience shows us the fatal consequences of combining, with provisions
for security, measures to attain other ultimate ends. Whoever is respon
sible for security must possess absolute power. But this power he extends
to the pursuit of other projects; the power of an institution increases the
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further it gets from its source, and the original contract is forgotten. A
political institution, however, only has force in so far as it adheres faith
fully to this original compact and its authority. This reason alone might
seem sufficient; but, granting even that the fundamental compact was
rigidly observed, and that the State union was, in the strictest sense, a
national association, still the will of the individuals could only be ascer;"
tained through a system of representation; and it is impossible for the
representative ofa plurality to be a true organ ofall the opinions of those
represented. Now the point to which the whole argument conducts us,
is the necessity of securing the consent of every individual. But this very
necessity renders the decision by a majority ofvoices impossible; and yet
no other could be thought ofin the case of a State which extended its
activity to include matters affecting the positive welfare of the citizen.
Nothing would be left to the unconsenting but to withdraw from the
community in order. to escape its jurisdiction, and prevent the further
application ofa majority suffrage to their individual cases. And yet this is
almost impossible when we reflect that to withdraw from the social body
means the same as withdrawing from the State. Furthermore, it is better
to enter into separate unions in specific associations, than to contract them
generally for unspecified future contingencies; finally, it is very difficult
to establish associations of free men within a nation. Now if this seems to
make more difficult the attainmentofultimatepurposes, it is still certain that
every larger association is in general less beneficial; and it should not be
forgotten that whatever is established with difficulty gains greater endur
ance from the consolidation of long-tested powers. The more a man acts
on his own, the more he develops himself. In large associations he is too
prone to become merely an instrument. These associations, moreover,
are often guilty of taking the shadow for the substance, which always
hinders self-development. The dead hieroglyphic does not inspire like
living nature. For an example, I need only take the case of poor laws.
Does anything tend so effectually to deaden and destroy all true sympathy
-all hopeful yet modest entreaty-all trust' in man by man? Does not
everyone despise the beggar, who finds it more convenient to be cared for
in an almshouse than, after struggling with want, to find, not a mere
hand flinging him a pittance, but a sympathizing heart? I admit, in
conclusion, that without the great. masses, as it were, with which the
human. race has been working in these last centuries, human progress
might not have advanced with such rapid strides; but speed is not every
thing. The fruit would have been longer in maturing, but still it would
really have ripened; and would it not have been more precious? Granting
this, it is needless to dwell longer on this objection. But two others remain
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to be tested: Whether even the maintenance ofsecurity would be possible,
with those limitations of the State's activity we have here prescribed?
and secondly, whether to provide the means which the State must dispose
of to carry on its activities, does not entail a more manifold encroachment
upon private relations between citizens by the State machine.
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CHAPTER IV

Of the solicitude of the State for the negative
welfare of the citizen-For his security

To counteract the evil which arises from the tendency man has to trans
gress his proper limits,*l and the discord produced by such unjust en
croachment on the rights of others, is the essential object of the creation
of the State. If it were the same in these cases, as with the physical ills of
nature, or with the working of that moral evil which disturbs the natural
order of things through excessive enjoyment or privation, or through
other actions inconsistent with that order-then such unions would no
longer be necessary. The physical evil would be encountered by the un
aided efforts of human courage, skill, and foresight; the moral, by the
wisdom which is matured in experience; and with either, in any case, the
removal of the evil would end the struggle. Therefore, any ultimate,
absolute authority, such as uniquely distinguishes the concept of the
State, would be wholly unneeded. But, as it is, human disputes are
utterly different, and make absolutely necessary at all times the existence
of some such supreme power. For in these dissensions one conflict springs
immediately from another. Wrong begets revenge; and revenge is a new
wrong. And hence it becomes necessary to look for some species of
revenge which does not admit ofany further revenge-that is the punish
ment inflicted by the State-or for a settlement of the controversy which
the parties are obliged to accept, namely, a judicial decision. There is
nothing, moreover, which necessitates such stringent coercion and such
unconditional obedience as man's rivalry with his fellow-men, whether

lie What I am here obliged to convey by a circumlocution, the Greeks expressed in the
single word, 1TAEovE~{a, for which, however, I do not fmd an exact equivalent in
any other language. We could say, perhaps, in German: 'Begierde nach mehr', (a
desire for more) ; yet still this would not include the notion ofunrightfulness which
is conveyed in the Greek expression-at least, if not in the literal meaning of the
word, in the constant use of it in their writings. The word 'Uebervortheilung',
(taking more than one's share), although still not so full in significance, may approach
somewhat nearer to the idea.

I Cf. J. S. Mill, On Liberty (London, Everyman's Library ed., latest impr. 1968), p.
135·
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we are thinking of the expulsion of foreign enemies, or the preservation
of security within the State. Now, without security, it is impossible for
man either to develop his powers, or to enjoy the fruits of so doing; for,
without security, there is no freedom. But this is a condition which man
is wholly unable to realize by his own individual efforts; the reasons we
have touched on rather than fully developed show this to be true, and it is
confirmed by experience; our States, closely knit together, as they are,
by so many treaties and alliances, and by mutual fear, which so often
prevents the actual outbreaks ofviolence, are far more favourably placed
than we can think of man in the state ofnature as being, yet nevertheless
they do not possess that freedom which under the most ordinary constitu
tion the meanest subject enjoys. Whilst, therefore, I have hitherto found
reasons for denying the competence of the State in many important
matters, because the nation can do them equally well and without
incurring the evils which flow from State interference, I must for similar
reasons direct it to security, as the only thing* which the individual
cannot obtain for himself and by his own unaided efforts. I would there
fore lay down as the first positive principle-a principle to be more care
fully defined and limited in what follows-that the maintenance of
security, both against the attacks of foreign enemies and internal dissen
sions constitutes the true and proper concern of the State.

Hitherto I have attempted only to define this true end of the State in a
negative way, by showing that the State should not extend the limits of
its concern any further than this.

This assertion is confirmed by history, in that the kings in all earlier
nations were in reality nothing more than leaders in war, and judges in
times of peace. I say, kings. For (if I may be allowed the digression), in
those very periods in which men most cherish the feeling of freedom
possessing, as they do, little property, and only knowing and prizing
personal force, and finding the highest enjoyment in its unrestricted
exercise-in those very periods, however strange it may seem, history
shows us nothing but kings and monarchies. We observe this in all the
Asiatic political unions, in those of the earliest ages of Greece, of Italy,
and of those tribes who loved freedom most devotedly of all-the
German.t If we reflect on the reasons for this, we are struck with the

* 'La surete et la liberte personnelle soot les seules choses qu'un etre isole oe puisse
s'assurer par lui-meme' (Mirabeau, Sur ['Education publique, p. 119).

t 'Reges (nam in terris nomen imperii id primum fuit)', etc. (Sallust, Catilina, c. 2)
(Kings-for that was the first title of earthly authority, etc.). KCXT~ opXOS
O:1Toao TrOAtS cEi\i\os e(3oalAeveTO (Dion Halicam., Antiquit. Rom., lib. 5)

(all the Grecian States were at first governed by kings, etc.).
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truth, that the choice of a monarchy is a proof that· those who select it
enjoy the highest freedom. The idea of a chief ruler arises only, as was
said earlier, from the deep-felt necessity for some military leader and
umpire of disputes. Now one general or umpire is unquestionably the
best solution. Concern that the person selected may ultimately become a
master is unknown to the man who is truly free; he does not even dream
of such a possibility; he does not believe anyone would have the power
to subvert his liberty, nor that any free man would wish to be a master;
indeed, the desire for domination, the insensibility to the beauty of free
dom, show that a man is in love with slavery, merely not wishing to be a
slave himself: and so it is, that as the science of morals originated in
crime, and theology in heresy, so politics sprang into existence with
servitude. However, our monarchs certainly do not have the honey
sweet tongues of the kings in Homer and Hesiod.*
* flQVT1VO Tll.l1lO'OVC)l tues l<OOPOl I.leyai\olo,

rS1VOl.lSVOV T EO'{8ooO'l 810TpScpEOOV [300'1i\,;ooV,
T~ IJEV ElT1 yi\ooO'O'1J yi\V1<SPT)V XS{OVO'lV espO'l1v,
ToO 8' e1Ts' El< OTOl.laTOS psi I.lS{i\lXO.

Tovvsl<O yap [3oO'li\i;ss EXECPpOVES, O\iVSl<O i\oois
Bi\01TTOI.lEV01S ayopi;qn I.lSTclTpOlTO epyo Tsi\EOO'l
CP1118{ooS, l.loi\at<OiO'l lTOP01<paI.lEVOl ElTEEO'(jlV.

(Hesiod, Theog., 8I f£, 88 f£)

When the watching daughters of Zeus attend with their grace
the honoured birth of a prince of god-nurtured race,
down on his tongue they let a honeydew fall
and his lips pour eloquence out ...

Therefore so blest. a ruler is counted wise;
when the people assembled are erring, his words have force
with gentle ease to persuade the better course.

Jack Lindsay,

From The Oxford Book of Greek Verse in Translation, edited by
T. F. Higham and C. M. Bowra (O.D.P. 1938)
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CHAPTER Vi

On the solicitude of the State for security
against foreign enemies

If it were not useful in explaining our principal idea to apply it success
ively to individual cases, it would not be essential to the present inquiry,
to make any reference to the subject of security against foreign enemies.
But this digression is the less regrettable, so long as I confine my attention
to the influence of war on national character, taking the point of view
that I have chosen as the guiding principle of the whole inquiry.

Now, regarded in this light, war seems to be one of the most salutary
phenomena for the culture of human nature; and it is not without regret
that I see it disappearing more and more from the scene. It is the fearful
extremity through which all that active courage-all that endurance and
fortitude are steeled and tested, which afterwards achieve such varied
results in the ordinary conduct of life, and which alone give it that
strength and diversity, without which facility is weakness, and unity is
inanity.

It may, perhaps, be argued that there are other means ofachieving this
that there are many kinds ofactivity full ofphysical danger, and, if I may
be allowed the expression, moral dangers also, which beset the firm,
unfaltering statesman in the council room, and the free-spirited thinker
in his solitary cell. But I cannot divest myself of the belief, that as every
thing spiritual is only a finer development of the physical, so it is in this
case. The past still lives, as the stem, as it were, from which these active
virtues could continue to spring. But the memory of the past is con
stantly receding into oblivion; while the number of those in the nation
who are influenced by it is always diminishing, its influence even on them
tends also gradually to decline. Other pursuits, such as voyaging, mining,
and so on, though equally dangerous, lack, to a greater or lesser extent,
that inherent idea of greatness and glory so inseparably associated with
warlike achievement. This idea is not fanciful, based as it is on the concept
of overwhelming power.

1 This chapter and the next were first published in the Berlinische Monatsschr[ft
(October and December, 1792).
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As for the elements, we do not try so much to oppose and subdue them,
as to escape their effects or endure them-

Mit Gottern
SolI sich nicht messen
Irgend ein Mensch.*l

Deliverance is not victory; what fate beneficently offers, which human
courage and ingenuity merely use, is not the result or proof of superior
power. In war, moreover, everyone thinks that right is on his side, and
that there are wrongs to be avenged; and while man, in a state ofnature,
thinks it a higher object to redeem his honour than to accumulate the
means of subsistence, it is a feeling which even the most civilized cannot
disclaim.

No one will suppose that the death ofa fallen warrior is more beautiful
in my eyes than the death of the fearless Pliny, or, to name men perhaps
too little honoured, the death of Robert and Pilatre du Rozier. 2 But such
instances are rare; and who knows whether they would ever, even, occur
without the memory of those former examples. Moreover I have not
deliberately selected the most favourable examples of war. Take the
Spartans at Thermopylae, what an influence such an illustrious example
of heroism in its sons is likely to exercise on a nation. I know that such
courage and self-sacrifice can and does show itself in any situation in life;
but can we blame an impressionable man if he is most struck by its most
vivid example, and can one deny that such an example has the greatest
influence? With all that I have heard of evils more terrible than death, I
never yet knew any, but an enthusiast who despised death while still
enjoying life to the full. Least of all would we look for such a spirit in
antiquity, where things were still esteemed more than names and the
present more highly prized than the future. My view of the warrior,
then, does not apply to such as were trained up and devoted to warlike
pursuits, as in Plato's Republic, 3 but to men who take life and death, like
other things, for what they really are, and who, having the highest things
in view, can dare to risk them. All those situations in which contrasting
extremes are most closely and variously intermingled, are the most
interesting and improving; but of what is this so true as war-where

* Goethe, Grenzen der Menschheit.
1 'No man may measure himself against the gods.'
2 Pilatre du Rozier was an unsuccessful balloonist, who died attempting to cross the

English Channel in 1785. 'Robert' is Humboldt's mistaken version of the name of
his companion, Romain [L ].

3 Plato, Republic, ch.- m.
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inclination and duty, and the duty of the man and that of the citizen,
seem incessantly in conflict, and where, nevertheless, all these conflicts
find their fullest solution, as soon asjustified self-defence has put weapons
into our hands?

To regard war in this light, in which alone it can be considered as either
beneficial or necessary, seems to indicate, in my opinion, the nature of
the policy to be observed by the State with respect to it. In order to
promote the spirit which it engenders, and to diffuse it throughout the
whole body of the nation, freedom must be guaranteed. Now this
already argues against the maintenance of standing armies. Moreover,
these and other modern methods ofwarfare in general, are very far from
ideal for promoting human culture. If the warrior in general becomes
degraded to a machine as soon as he surrenders his freedom, this degrada
tion must be still more complete and deplorable in our methods of
conducting war, in which so much less than formerly depends upon the
valour, strength, and skill ofthe individual. How fatal must the uniformity
consequent on such a sacrifice become, when, in time ofpeace, a consider
able portion of the nation is condemned to this machine-like existence
not for a few years only, but often for life-merely to provide against a
possible war? Perhaps it is nowhere more obvious than here that with the
progressive development of the theory of human enterprises, their
usefulness to the men immediately concerned declines. Undoubtedly the
art of war has made incredible strides in modern times, but it is equally
unquestionable that the nobler characteristics of the warrior have propor
tionately disappeared, and that it is only in antiquity that we find them
in their highest beauty; or, at least, if this seems exaggerated, that the
warlike spirit appears now to bring little but harmful consequences for
the nations which entertain it, while in the ancient world we see it so
commonly productive of beneficial results. Our standing armies carry
war, so to speak, into the very bosom of peace. Now, a warlike spirit is
only honourable in conjunction with the highest peaceful virtues, and
military discipline, only when allied with the highest feeling of freedom;
if these are severed-and how this separation is promoted by the existence
of marshalled armies in the midst of peace-the former rapidly degener
ates into wild and lawless ferocity, and the latter into slavery.

Still, although I would condemn the maintenance of standing armies,
it may be well to observe that Ionlyintroduce the subject in this place, in so
far as it is required by the point of view I am concerned with. I am far
from overlooking their great and undoubted usefulness, which counter
balances the headlong tendency to ruin, to which their faults would other
wise impel them, like everything else on earth. They are a part of the
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whole, which has been produced not by any plans ofvain human reason,
but by the sure hand of destiny. To show us by the side of our ancestors,
fully and fairly depicted in all the complex uniqueness of our modern
life, one would have to show how all its characteristics interact with each
other and how they share the praise and blame for all the good or bad
that distinguishes it.

I must moreover have been very unfortunate in the exposition of my
views, if I am supposed to infer that the State should, from time to time,
seek pretexts for war. It may give freedom to its people, and a neigh
bouring nation may enjoy a like degree of freedom. Men, in every age,
are men; and do not lose their original passions. War will arise of itself;
and if: under these circumstances, it should not so arise, it is then at least
certain that peace has not been gained by compulsion, nor produced
artificially by paralysis; and then the peace of nations will be a greater
blessing, as the peaceful ploughman is a more pleasing picture than the
blood-stained warrior. And if we believe in a progressive civilization of
the whole hum;ln race, it is indeed certain that the later ages will become
gradually more peaceful; but in such a development peace will spring
from the internal capacities of men themselves, and men-free men, will
have become peaceful. Now-a single year of European history proves
it-we enjoy the fruits of peace, but not a spirit of peacefulness. Human
energies, which are always striving towards a ceaseless activity, either
unite when they encounter each other, or clash in conflict. The form
which this conflict may assume-whether war, or competition, or other
nuances which may arise-depends ·chiefly on the measure of their
refinement.

If I may now draw an inference from these arguments helpful to my
ultimate purpose, I would lay down the principle-that the State should in
no way attempt to encourage war, but neither should it forcibly interfere to
prevent it, when required by necessity; that it should allow perfect freedom to the
diffusion of warlike impulses through the spirit and character of the nation,
while it especially refrains from all positive institutions calculated to prepare the
nation for war; or, where these last are absolutely necessary-as, for instance, in
the training ofthe citizens to the use ofarms-that it shouldgive them a direction
likely to induce, not only the skill, daring, and subordination ofthe mere soldier,
but animate those under its discipline with the spirit oftrue warriors, or rather of
noble-minded citizens, ready at all times to fight in the defence of their country.
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CHAPTER VI

On the solicitude of the State for the mutual
security of the citizens-Means for attaining this

end-Institutions for reforming the mind and
character of the citizen-National education

I now have to turn to a more profound and explicit investigation into the
concern of the State for the mutual security of the citizens. For it does not
seem enough merely to commit the care for security to the political
power as a general and unconditional duty, but we also need to define the
specific limits of its activity in this respect; or, at least, should this general
definition be difficult or wholly impossible, to show the reasons for this, and
discover the characteristics by which these limits may, in given cases, be
recognized.

Even a very limited experience is sufficient to convince us that this
interference may be either very limited or very extensive. It can confine
itself to correcting actual disorders or it may take precautions for prevent
ing their occurrence, or even adopt the policy of moulding the mind and
character of the citizen after the fashion most suitable to its preconceived
scheme of social order. Even this extension admits of different degrees.
The violation of personal rights, for example, or of the itnmediate rights
of the State, may be investigated and punished, or-by regarding the
citizen as accountable to the State for the use of his abilities, and therefore
as one who robs it, as it were, of its property when he does anything to
weaken or destroy them-a watchful eye may be kept on even those
actions which affect none but the agent himself. I shall therefore take all
these kinds of interference together and speak in general of all those
institutions which have in view the promotion of public security. As I
have said, the nature of the subject precludes any strict demarcation, and
all those institutions which relate to the moral welfare of the citizen will
naturally need to be considered here, for if they do not, in all cases, aim at
security and order exclusively, these are in general the main objects of
such institutions. I shall therefore adhere to the system I have hitherto

49



MUTUAL SECURITY OF THE CITIZENS

adopted. I have so far begun by considering the greatest possible extension
of State interference, and then tried step by step, to discover where it can
be diminished, until at length the concern for security is all that remains. I
must now adopt the same method in the case of regulations for security;
I will therefore begin by considering their greatest extent, in order to
arrive, by successive limitations, at fundamental principles. Should this be
regarded as somewhat lengthy and tedious, I am ready to admit that a
dogmatic exposition would require exactly the opposite method. But, by
confining oneself strictly to an inquiry like the present one, one can at
least be sure ofhaving omitted nothing ofreal importance, and ofdevelop
ing the principles in their natural and consecutive order.

It has, of late, been usual to insist on the expediency and propriety of
preventing illegal actions, and of calling in the aid of moral means to
accomplish this; but I will not disguise that, when I hear such exhortations,
I am glad to think such encroachments on freedom are becoming
more rare among us, and in almost all modern constitutions daily less
possible.

It is not uncommon to appeal to the history of Greece and Rome in
support of such a policy; but a clearer insight into the nature of their
constitutions would at once show how inconclusive such comparisons are.
Those States were essentially republics; such institutions of this kind as
we find in them were pillars of the free constitution, and were regarded
by the citizens with an enthusiasm which made their harmful restrictions
on private freedom less deeply felt, and their active character less perni
cious. They enjoyed, moreover, a much wider range of freedom than
ourselves, and anything that was sacrificed was sacrificed only to another
form of activity: participation in the affairs of government. Now, in our
States, which are in general monarchical, all this is utterly different; and
whatever moral means the ancients might employ, such as national educa
tion, religion, moral laws, would with us be less fruitful, and productive
offar greater harm. We ought not to forget, moreover, in our admiration
for antiquity, that what we are so apt to consider the results of wisdom
in the ancient legislators, was mostly nothing more than the effect of
popular custom, which, only when decaying, required the authority and
support of legal sanction. The remarkable correspondence that exists
between the laws ofLycurgus and the manners and habits of most uncul
tivated nations, has already been clearly and forcibly illustrated by
Ferguson;! and as the nation grows in culture and refinement, we only
discern the faint shadow ofsuch early popular institutions. Lastly, I would

1 Adam Ferguson, An Essay on the History of Civil Society (1766) 'Of Rude Nations
prior to the Establishment of Property'.
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observe, that men have now reached a pitch ofcivilization, beyond which
it seems they cannot ascend except through the development of indivi
duals; and hence all institutions which act in any way to obstruct or
thwart this development, and press men together into uniform masses,
are now far more harmful than in earlier ages of the world.

It seems to follow, even from these few and general reflections, that
national education-or that which is organized or enforced by the State
is at least in many respects very questionable. The grand, leading principle,
towards which every argument hitherto unfolded in these pages directly
converges, is the absolute and essential importance ofhuman development
in its richest diversity;1 but national education, since at least it presupposes
the selection and appointment of some particular instructor, must always
promote a definite form of development, however careful to avoid such
an error. And hence it is attended with all those disadvantages which, as
we have already seen, flow from such a positive policy; and I need only
add that every restriction becomes more directly fatal, when it operates
on the moral part of our nature-that if there is one thing more than
another which absolutely requires free activity on the part ofthe individual,
it is precisely education, whose object it is to develop the individual. It can
not be denied that the most beneficial results occur when the citizen be
comes spontaneouslyactive in the State itself,in the manner determined by
his peculiar lot and circumstances, and when by the conflict, so to speak,
between the position pointed out to him by the State, and that which he has
spontaneously chosen, he is in part himselfchanged, and the State constitu
tion also experiences some modification; and although such influences are
not ofcourse immediately evident, they are still distinctly traceable in the
history ofall States, in the modifications of their national character. Now
this interaction always diminishes to the extent that the citizen is trained
from childhood to become a citizen. Certainly, it is beneficial when the
roles of man and citizen coincide as far as possible; but this only occurs
when the role of citizen presupposes so few special qualities that the man
may be hinlselfwithout any sacrifice; which is the goal I have exclusively
in mind in this inquiry.

However, the fruitful relationship between man and citizen would
wholly cease if the man were sacrificed to the citizen. For although the
consequences ofdisharmony would be avoided, still the very object would
be sacrificed which the association of human beings in a community was
designed to secure. From which I conclude, that the freest development of
human nature, directed as little as possible to citizenship, should always

1 This is the passage quoted by J. S. Mill as the epigraph to On Liberty.
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be regarded as of paramount importance. He who has been thus freely
developed should then attach himself to the State; and the State should
test itself by his measure. Only through such a struggle could I confi
dently hope for a real improvement of the national constitution, and
banish all fear of the harmful influence of civil institutions on human
nature. For even although these were very imperfect, we could imagine
how the force of human energies, struggling against the fetters, and
asserting, in spite of them, its own greatness, would ultimately prevail.
Still, such a result could only be expected when those energies had been
allowed to unfold themselves in all their natural freedom. For what
extraordinary efforts must be required to maintain and expand energies
cramped by such fetters since earliest youth. Now all systems of national
education, governed as they are by the spirit of regulation, impose on
nature a special civic form.

When such a form is clearly defined, and beautiful, although one-sided,
as we find it to be in the States of antiquity and even now perhaps in
many republics, not only do things work more smoothly, but the thing
itself is less deplorable. But in our monarchical constitutions, happily
enough for human developnlent, such a definite form as that which we
describe does not exist. It is clearly among their advantages, however
numerous may be the accompanying evils, that since the State is regarded
merely as a means, not so much energy is sacrificed to it as in republics.
So long as the citizen obeys the laws, and maintains himself and those
dependent on him in comfort, without doing anything calculated to
prejudice the interests of the State, the latter does not trouble itself about
the particular manner ofhis existence. Here therefore national education
which, as such, still keeps in view, however imperceptibly, the culture
of the citizen in his capacity of subject, and not, as is the case in private
education, the development ofthe individual man-would not be directed
to the encouragement of any particular virtue or disposition; it would,
on the contrary, be designed to produce a balance, since nothing tends so
much to produce and maintain tranquillity, which is precisely the object
most eagerly desired by such States. But such an artificial equilibrium,
as I have already observed elsewhere, leads to sterility or lack of energy;
while, on the other hand, the pursuit of particular objects which is
characteristic of private education, produces an equilibrium more surely
without sacrifice of energy, through a variety of relationships.

But even though we were to deny to national education all positive
contribution to culture ofany kind, ifwe were to make it its duty simply
to encourage the spontaneous development of men's faculties, this would
still prove impracticable, since whatever has unity of organization,
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invariably produces a corresponding uniformity of results, l and thus,
even when based on such principles, the utility of national education is
still inconceivable. If it is only intended to prevent the possibility of
children remaining uninstructed, it is much more convenient and less
harmful to appoint guardians where parents are remiss, or to subsidize
them when they are indigent. Furthermore, national education fails in
accomplishing its object, namely, the reformation of morals according
to the model which the State considers most suitable. However great the
influence of education may be, and however it may extend to the whole
course of a man's actions, still, the circumstances which surround him
throughout his whole life are far more important. And hence, if all these
do not harmonize with its influences, education alone cannot achieve its
objects.

In fine, if education is only to develop a man's faculties, without regard
to giving human nature any special civic character, there is no need for the
State's interference. Among men who are really free, every form of
industry becomes more rapidly improved-all the arts flourish more
gracefully-all the sciences extend their range. In such a community, too,
family ties become closer; parents are more eagerly devoted to the care
of their children, and, in a state of greater well-being, are better able to
carry out~ their wishes with regard to them. Among such men emulation
naturally ~arises; and tutors educate themselves better when their fortunes
depend upon their own efforts, than when their chances of promotion
rest on what they are led to expect from the State. There would, there
fore, be no want ofcareful family training, nor ofthose private educational
establishments which are so useful and indispensable.* But if national
education is to impose some definite form on human nature, one can be
perfectly certain that it actually does nothing towards preventing trans
gressions of law, or establishing and maintaining security. For virtue and
vice do not depend on being any particular kind of person, nor are
necessarily connected with any particular aspect of character; much more
depends on the harmony or discordancy of all the different features of a
man's character-on the proportion that exists between his energies and
the sum ofhis inclinations, etc. Every distinct development ofcharacter is

1 C( J. S. Mill: 'A general State education is a mere contrivance for moulding
people to be exactly like one another' (On Liberty, London, Everyman's Library
ed., latest impr. 1968, p. 161).

* 'Dans une societe bien ordonnee, au contraire, tout invite les hommes a cultiver
leurs moyens naturels: sans qu'on s'en mele, l'education sera bonne; elle sera meme
d'autant meilleure, qu'on aura plus laisse aI'industrie des maitres et aI'emulation
des eleves' (Mirabeau, Sur ['Education publique, p. 11).
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capable ofits peculiar excess, and to this it constantly tends to degenerate.
If then an entire nation has committed itself to some particular kind of
development, it comes in time to lose all power ofresisting the prevailing
bias to this one peculiarity, and along with it all power of regaining its
equilibrium. Perhaps it is in this that we discover the reason for such
frequent changes in the constitution of ancient States. Every fresh con
stitution exercised an undue influence on the national character, and this,
once developed, degenerated in turn and necessitated a new one.

Lastly, even if we admit that national education may succeed in the
accomplishment of all its purposes, it does too much. For in order to
maintain the security it envisages, the reformation of the national morals
is not at all necessary. But as my reasons for taking this position refer to
the whole concern with morality on the part of the State, I reserve them
for a later part of this inquiry, and turn meanwhile to consider some
particular measures which are often suggested by this concern. I need only
conclude from what has been argued here, that national education seems
to me to lie wholly beyond the limits within which the State's activity
should properly be confined.*
• 'Ainsi c'est peut-etre un probleme de savoir, si les legislateurs Fran~ais doivent

s'occuper de l'education publique autrement que pour en proteger les progres, et si
Ia constitution la plus favorable au developpement du moi humain, et les lois les
plus propres amettre chacun asa place, ne sont pas la seule education que Ie peuple
doive attendre d'eux' (Mirabeau, Sur l'Education publique, p. II). 'D'apres cela, Ies
principes rigoureux sembleraient exiger que l'Assemblee Nationale ne s'occupat de
l'education que pour l'enlever ades pouvoirs ou ades corps qui peuvent en depraver
l'influence' (ibid. p. 12).
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CHAPTER VII

Religion1

Besides the education of the young, there is another important means of
exercising an influence on the morals and character of a nation, through
which the State endeavours to educate, as it were, the full-grown man,
accompanies him throughout the whole course and conduct of his life
his ways of thinking and acting-and aims at giving them some specific
and preconceived direction, or forestalling probable deviations from the
path it prescribes-this is religion.

History shows us that all States have used this source of influence, but
with very different designs, and in very different degrees. In the ancient
nations it was completely interwoven with the political constitution, it
was, in fact, a guiding principle and essential pillar of the State; and hence
all that I have said of other ancient institutions, applies no less aptly to
religion. When the Christian religion, instead of the earlier local deities of
nations, taught men to believe in a universal God of humanity, thereby
throwing down one of the most dangerous barriers which separated the
different tribes of the great human family from each other; and when it
thus succeeded in laying the foundation for all true human virtue, human
development, and human cooperation, without which, enlightenment
and even science and learning would have long, and perhaps always,
remained the rare property ofa few; it also directly worked to loosen the
strong bond that formerly existed between religion and the political
constitution. But when, afterwards, the incursion of the barbarian tribes
had banished enlightenment-when a misconception of that very religion
inspired a blind and intolerant rage for proselytism; and when, at the
same time, the political form of States underwent such changes, that
citizens were transformed into subjects, and these not so much the subjects
of the State as of the person in whom the government was vested-the
concern for religion, its preservation and extension, was left to the

1 This chapter almost exactly repeats Humboldt's earlier essay Uher Religion (1789)
though it is even more hostile to State interference. The question it discusses had
been made a public issue by a recent law of Frederick William II in 1788 declaring
Lutheranism the State religion and threatening penalties for those who did not
conform.
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conscientiousness of princes, who believed it confided to their hands by
God himself. In our times this prejudice has, comparativelyspeaking, ceased
to prevail; but the promotion of religion by laws and State institutions has
been no less urgently recommended by considerations ofinternal security,
and ofmorality, its strongest bulwark. These, then, I regard as the principal
distinctive epochs in the history ofreligion as a political element, although
I am not prepared to deny that all these reasons, and especially the last,
have been cooperating throughout, while at each period, doubtless, one
of them prevailed.

In the endeavour to act upon morality through the medium ofreligious
ideas, it is especially necessary to distinguish between the propagation ofa
particular form of religion, and the diffusion of a spirit of religiousness in
general. The former is undoubtedly more oppressive in its character,
and more harmful in its consequences; but, without it, the latter is hardly
possible. For when once the State believes morality and religiousness to be
inseparably associated, and considers that it can and may avail itselfof this
method of influence, it is scarcely possible not to take one religion in
preference to any others under its protection, according to its conformity
to true, or generally accepted, ideas of morality. Even where it aims at
wholly avoiding this partiality, and assumes the position of protector or
defender ofall religious parties, it can only judge by outward expressions,
and must therefore indirectly favour the beliefs ofsuch parties, suppressing
other possible beliefs of individuals; and in any case, it shows its concern
for one opinion at least, in that it strives to render the influence of belief
in a God the prevailing one. It will be evident, moreover, that, owing to
the vagueness and ambiguity of all expressions, which enable them to
convey so many different ideas by the same general word, the State itself
would be obliged to supply some definite interpretation of the term
religiousness, before it could apply it in any way as a clear rule ofconduct.
So that I would absolutely deny the possibility ofany State interference in
religious affairs which should not be more or less responsible for encour
aging certain distinct opinions, and was not therefore open to arguments
against it on that account. Neither can I grant the possibility of-any such
interference, without the accompaniment ofsome guiding and controlling
influence-some restraint on the freedom of the individual. For, however
widely certain kinds of influence may differ from coercion-such as
exhortation, or the mere creation of opportunities-there still exists, even
in the last of these (as we have already tried to demonstrate more fully
in the case of several similar institutions), a certain preponderance of the
State's views, which is calculated to repress and diminish freedom.

I have thought it necessary to make these preliminary observations, in
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order to anticipate an objection that might, perhaps, be advanced as I
proceed, which is that in the views I hold of the consequences of a
patronage of religion, my attention was confined to the encouragenlent
ofcertain particular forms, to the exclusion of the possibility ofa care for
religion in general; and I hoped moreover in this way to avoid needlessly
fragmenting my inquiry, by a too minute review of the possible indivi
dual cases.

All religion rests upon a need of the soul. I am speaking here, obviously,
of religion in its relation to morality and happiness. I am not considering
religion in so far as reason perceives, or fancies it perceives, any religious
truth; for the perception of truth is independent of all influence from the
will or desire; nor in so far as revelation tends to strengthen any particular
belief; since evenhistorical beliefshould be exempt from all such influences.
We hope, we dread, because we desire. Wherever there is no vestige of
spiritual culture, this need is purely sensuous. Fear and hope with regard
to the phenomena ofexternal nature, which are transformed by imagina
tion into personal agencies, constitute the whole sum of religion. But
when culture dawns on the spirit, this is no longer sufficient and satisfying.
The soul then yearns towards a revelation ofperfection, of which a spark
faintly glimmers in itself: but of which it has an intuition existing in a
far higher degree outside itself. This first intuition gradually merges into
wonder; and conceiving of himself as in some relation to this higher
existence, man's wonder ripens into love, from which there springs a
longing to assimilate himself to this outward manifestation of perfection.
This development of the religious idea is even true ofnations in the lowest
grade of civilization; for it is in this way that, even among the rudest
tribes, the chiefs of the people are brought to believe themselves lineally
descended from the gods, and destined, after death, to return to them.
Only the actual conception of the divine nature varies according to the
different ideas of perfection which prevail in particular ages and nations.
The gods ofthe remoter ages of Greece and Rome, and those worshipped
by our own earliest forefathers, were simply ideals of bodily strength and
prowess. As the idea ofsensuous beauty arose and gradually became refined,
the sensuous personification of beauty was exalted to the. throne of deity;
and hence arose what we might call the religion of art. When men
ascended from the sensuous to the purely spiritual, from the beautiful to
the good and true, the sum of all moral and intellectual perfection1

became the object of their adoration, and religion became the province of
philosophy. It might perhaps be possible to estimate the comparative

1 Volkommenheit (perfection) may also be translated as 'completeness'.
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worth of different religions according to this ascending scale, if it were
true that religion derived its distinguishing characteristics from nations
and sects, and not from the nature of single individuals. But, as it is,
religion is wholly subjective, and depends solely on each individual's
unique conception of it.

When the idea formed of divinity is the fruit of true spiritual culture,
its reaction on the inner perfection of the individual is at once beneficial
and beautiful. All things assume a new form and meaning in our eyes
when regarded as the creations ofa providential design, and not the work
of senseless chance. The ideas of wisdom, order, and purpose-ideas so
necessary to the conduct of our own actions, and even to the culture of
the intellect-strike deeper root into our souls when we discover them
everywhere around us. The finite becomes, as it were, infinite; the perish
able, enduring; the fleeting, stable; the complex, simple-when we
contemplate one great regulating cause on the summit of things, and
regard what is spiritual as endlessly enduring. Our search after truth, our
striving after perfection, gain greater certainty and consistency when
we can believe in the existence of a being who is at once the source of all
truth, and the sum of all perfection. The soul becomes less sensible of the
chances and changes of fortune, when it learns how to connect hope and
confidence with such calamities. The feeling of receiving everything we
possess from the hand of love, tends equally to exalt our moral excellence
and enhance our happiness. Through a sense ofgratitude for enjoyment
through trust in a hoped-for joy, the soul is drawn out of itself; it no
longer constantly broods in jealous isolation over its own sensations, its
own plans, hopes, and fears. Should it lose the exalting feeling of owing
everything to itself: it still enjoys the rapture ofliving in the love ofanother,
a feeling in which its own perfection is united with the perfection of the
other. It becomes disposed to be to others what others are to it; it does
not wish to see in them the same insensibility that it has itself renounced.
I have only touched here on the most outstanding features of the sub-
ject; to enter into it more fully, after the masterly exposition of Garve,1

would be both useless and presumptuous.
But although the influence of religious ideas unmistakably harmonizes

and cooperates with the process of moral perfection, it is no less certain
that such ideas are in no way inseparably associated with that process.2

1 Christian Garve, Philosophischen Anmerkungen und Abhandlungen zu Ciceros 'Buchern
von den Pflichten, II' (Breslau, 1783), 23 [L]. Christian Garve was the first German
translator of Adam Ferguson. He was an Idealist metaphysician and apologist for
Enlightened Despotism.

2 This was the fundamental contention of Humboldt's essay, Uber Religion.
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The simple idea of moral perfection is great, and inspiring, and exalted
enough to require no other veil or form; and every religion is based on
personification to a greater or less degree, represents itself in some shape
of appeal to the senses, in some kind of anthropomorphism. The idea of
perfection will still hover in front of a man, even if he is not accustomed
to think in terms of the sum of all moral excellence in one absolute ideal,
and to conceive ofhimselfas in a relation with an ideal being: it will be
to him the incentive to activity, and the stuff of all his happiness. Firmly
assured by experience of the possibility of raising his soul to a higher
degree ofmoral perfection, he will strive with valiant ardour to reach the
goal he has set before him. The thought of his possible annihilation will
no longer alarm him, when his delusive imagination no longer sees
nothingness in his own non-existence. His unalterable dependence on
external fate no longer daunts him: comparatively indifferent to external
joys and privations, he regards only what is purely moral and intellectual;
and no freak of destiny can disturb the calm, inner life of his soul. His
spirit feels itself raised above the flux of things through its perfect self
sufficiency, through the richness of its own ideas and the consciousness
ofits inner strength. And then when he looks back to his past, and retraces
his progress, step by step; when he sees how he made use ofcircumstances,
now in this way, now in that; how he gradually arrived at what he now
is; when he sees cause and effect, ends and means united in himself: and,
full of the noblest pride of which finite beings are capable, exclaims,

Hast du nicht alles selbst vollendet,
Heilig, gliihend Herz?l

then all thoughts of his lonely life-ofhelplessness, of failing support and
consolation, disappear. These are thoughts which, as we believe, are
mostly found in those in whose minds the idea of a personal, super
intending, rational cause of the chain of finite being is lacking. This self
consciousness, moreover, this living solely in and through himself: need
not render the moral man hard and insensitive to others, or shut out from
his heart every loving sympathy and benevolent impulse. This very idea of
perfection, the goal of all his actions, is really not a mere cold abstraction
of the reason, but a warm impulse of the heart, which draws his own
being towards that ofothers. For in them too there exists a similar capacity
for greater perfection, and this he may be able to elicit or improve upon.
He is not yet filled with the highest idea of morality, so long as he can be

1 'Hast thou not accomplished everything thyself: holy, ardent heart', (Goethe,
Prometheus, II, 63).
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content to regard himself or others as isolated-so long as in his mind
all spiritual being does not flow together into a single complete whole in
which all individualities are resolved. Perhaps his union with other beings
like himself is still more intimate, and his sympathy with their fortunes
warmer, in proportion as their fates and his own seem to him to be depen
dent only on themselves.

If it is objected to this picture, and it is a fair objection, that to realize
it would be beyond the normal capacity ofthe human mind and character,
one must remember that this is equally the case for religious feelings to
become the basis in a man's character, of a truly beautiful life, equally
free from coldness on the one hand and enthusiasm on the other. The
force of this objection could only be admitted, moreover, if I had particu
larly demanded the cultivation of that harmony which I have just endea
voured to portray. But, as it is, my only object was to show that human
morality, even the highest and most consistent, is not at all dependent on
religion, or in general necessarily connected with it, and incidentally to
contribute a few additional reasons for rejecting the faintest shadow of
intolerance, and for promoting the respect which we should always
entertain for the individual thoughts and feelings of our fellow-men. If it
were necessary still further to justify this view of morality, it would be
easy to draw a contrasting picture of the pernicious influences as well as
the good to which the most religious feelings are susceptible. But it is
painful to dwell on such unpleasant themes, and history already supplies
enough examples. It may provide more evidence in favour of the prin
ciples we advocate, to cast .a hasty glance at the nature of morality itself:
and at the close relation ofreligious systems, as well as ofreligious feeling,
to human sensibility.

Now, neither what morality prescribes as a duty, nor what enforces its
dictates and recommends them to the will, is dependent on religious
ideas. I will not dwell on the consideration that such a dependence would
even impair the purity of the moral will. 1 In reasoning derived from
experience, and to be applied to it, this position might not be thought
sufficiently valid. But the qualities of an action which make it a duty,
arise partly from the nature of the human soul, and partly from their
particular application to human relations; and, although it is certain that
these qualities are especially recommended by religious feeling, this is
neither the sole medium of impressing them on the heart, nor by any
means applicable to every kind of character. On· the contrary, religion
depends wholly for its efficacy on the individual disposition, and is, in the

1 Humboldt seems here to be referring to the Kantian doctrine that only completely
disinterested actions are moral actions as such.
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strictest sense, subjective.! The man whose character is cold and essentially
reflective-for whom knowledge is never sensuous-for whom it is
enough to see clearly the connection between facts and behaviour for
him to bend his will accordingly, needs no religious motive to induce him
to virtuous action, and, as far as such a character can be, to be virtuous.
But it is wholly otherwise where the sensibility is particularly strong,
and every thought rapidly merges into feeling. And yet even here the
nuances are endless. For example, where the soul feels a strong impulse to
pass out of itself: and establish a union with others, religious ideas will be
an efficient stimulus. But, on the other hand, there are characters in which
there is such an intimate relation between all feelings and ideas, which
have such depths of understanding and emotion, that they acquire a
strength and self-reliance which neither feels the need for nor permits that
surrender of the whole self to another, that trust in an external power, in
which religious influences show themselves. Even the circumstances
which draw men back to religious ideas are different for different charac
ters. With one man, every powerful emotion, joyful or sorrowful,
suffices; with another, only the outflow of gratitude for pleasure. Perhaps
such characters as the last are far from being the least estimable. On the
one hand, they are strong enough not to look for external help in trial and
misfortune, while they have, on the other hand, too keen a sense of the
feeling of being loved, not to associate with the idea of enjoyment the
concept ofa loving benefactor. The longing for religious ideas, moreover,
often has a still nobier, purer, and, so to speak, a more intellectual source.
Whatever man beholds in the world around him, he perceives only
through the medium of the senses; the pure essence of things is nowhere
immediately revealed to him; even what inspires him with the most
ardent love, and takes the strongest hold on his whole nature, is shrouded
in the thickest veil. There are some whose whole life is an active striving
to penetrate this veil, whose whole pleasure consists of a presentiment of
truth in the enigma which is wrapped in the symbol, whose hope is
uninterruptedly to contemplate it in other periods of their existence. Now
it is when, in wonderful and beautiful harmony, the mind is thus rest
lessly searching, and the heart longing for this immediate contemplation
of the creative being, when the aridity of concepts is inadequate to the
profound power of thought, the shadowy images of the imagination and
the senses, to the living warmth offeeling-it is then that belief immedi
ately follows the particular bent of reason, to enlarge every concept

1 C£ J. S. Mill: 'different persons also require different conditions for their spiritual
development' (On Liberty, London, Everyman's Library ed., latest impr. 1968 p.
125).
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beyond all barriers, as far as the ideal itself. Then it adheres to the idea
of a Being which comprehends all other beings, and, purely and without
any medium, exists, contemplates, and creates. But, on the other hand, in
some minds a cautious discretion confines belief within the realm of
experience: often, indeed, the emotions are satisfied with this ideal,
usually regarded as peculiar to reason, but they find a more pleasurable
fascination in the attempt to weave man's sensuous and spiritual natures
closer together; and, confining themselves to this world, to give a richer
significance to the symbol, and to truth a more intelligible and suggestive
symbolism. Hence man is often compensated for the loss of the drunken
exaltation of hopeful anticipation, by a constant consciousness of the
success of his attempts not to allow his attention to wander away into
infinity. The less bold way is the more certain; the conception ofreason to
which he closely clings is clearer, though less rich; the intimations of the
senses, although less faithful to the truth, are closer to experience, and
therefore more useful to him. On the whole, there is nothing which the
mind so gladly and wholeheartedly admires as a wise order preserved
among a countless number of different and even antagonistic individuals.
Yet this admiration is far more characteristic of some minds than others;
and these more readily embrace a belief according to which one being
created and regulates the universe, and maintains it by a wise surveillance.
To others, individuality seems more sacred; they are more attracted by
this idea than by that of a universal order; and to such minds an opposite
system is more usually and more naturally suggested; one in which the
individual essence, developing itselfout ofits own resources, and modified
by reciprocal influences, itself creates that perfect harmony in which
alone the human heart and mind can find rest. I am far from supposing
that I have exhausted in these inadequate descriptions a subject which is so
copious as to defy classification. My only object has been to show, by a
few illustrative examples, that not only all true religious feeling, but every
true system of religion, proceeds, in the highest sense, from the inner
structure of human sensibility.

Now, it is doubtless true, that the conceptions of design, order, provi
dence, and perfection, or all that is purely intellectual in religious ideas, is
wholly independent of peculiar sensibilities or the necessary differences of
character. But while we allow this, we need to add that we are not now
regarding these ideas in the abstract, but rather in their influence on men,
who are not purely intellectual to the same extent; and to observe further,
that such ideas are not by any means the exclusive property of religion.
The idea of perfection is at first derived from our impressions of animate
nature, and, thence transferred to the inanimate, it approaches, step by
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step, to the notion of an absolute, unlimited totality. But animate and
inanimate nature have the same lessons for all, and might it not be possible
to advance through all the preceding steps, and still to pause before the
last? Now, if all religiousness depends so absolutely on the various phases
and modifications of character, and more particularly of feeling, the
influence it exercises on morality cannot be based on the form and content
of accepted propositions, but on the particular manner of their accep
tance-on conviction and belie£ This conclusion may now, I hope, be
taken as established, for I shall make further use of it later. The only
objection, perhaps, to which my treatment of this entire question may
fairly be open, is that I have confined my observations to men who are
favoured both by nature and by circumstances, and are for that reason so
rare, and interest us so much. But I hope to show that I am far from over
looking the masses of which society is mainly composed; it strikes me as
ignoble to begin from any but the highest point ofview whenever human
nature is the subject of inquiry.

If: after these general considerations on religion, and the nature of its
influence in human life, I now return to the question whether the State
should employ it as a means for reforming the morals of its citizens, it
will be granted that the methods adopted by the legislator for the promo
tion of moral culture are always appropriate, and efficient, according to
the extent that they foster the internal development ofabilities and inclina
tions. For all moral culture springs solely and immediately from the inner
life of the soul, and can only be stimulated in human nature, and never
produced by external and artificial contrivances. Now, it is unquestion
able, that religion, which is wholly based on ideas, sensations, and internal
convictions, affords precisely such a means of influencing a man's nature
from within. We develop the artist by accustoming his eye to the master
pieces of art; we nourish his imagination by a study of the beautiful
models ofantiquity; and in the same way, moral development is achieved
through the contemplation of moral perfection, in the school of social
intercourse, in history suitably presented, and lastly in the contemplation
of its highest, most ideal perfection in the image of Divinity. And yet,
as I have already shown, this last glimpse of moral perfection is scarcely
appropriate for every eye, or rather, to abandon metaphor, this manner
ofconception is only adapted to certain varieties of character. But even if
this method of self-development were universally possible, it would only
be efficient when grounded on the perfect cooperation of all ideas and
sensations, or when unfolded from the inner life of the soul, rather than
imposed on it from without. Hence the only means which the legislator
can use, must be by removing obstacles that prevent the citizen from
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becoming aware of religious ideas, l and by promoting a spirit of free
inquiry. If: going further, he seeks directly to promote a religious spirit;2
ifhe protects certain definite religious ideas, or if: lastly, he dares to require
a beliefaccording to authority instead ofa true and sincere conviction, he
will hinder the spirit's aspiration and the development of the powers of
the soul; and, although he may work on the citizen's imagination through
his feelings and succeed in bringing his actions into conformity with the
law, he can never produce true virtue. For this is independent ofall particu
lar forms ofreligious belief: and incompatible with any that is required by,
and believed on, authority.

If: however, the influence ofcertain religious principles tends to encour
age only law-abiding actions, is this not enough to entitle the State to
spread them, even at the sacrifice of general freedom of thought? The
State's object is surely fully accomplished when its laws are strictly obser
ved; and the legislator seems to have done his duty when he has succeeded
in framing wise laws, and seen how to secure their observance by the
citizen. The idea of virtue, moreover, which has just been presented, is
only adapted to a few classes ofthe political community, ofthose, namely,
whose position enables them to devote their time and means to the process
ofinternal development. The State has to care for the majority, and these
are incapable of that higher degree of morality.

It would be a sufficient answer to this objection to reiterate the principle
established in the former part of this essay-that the State is not in itselfan
end, but is only a means towards human development; and hence, that it is
not enough for the legislator to succeed in maintaining his authority, so
long as the means through which that authority operates are not at the
same time good, or, at least, innocuous. But apart from this fundamental
principle, it is erroneous to suppose that only the citizen's actions and their
legal propriety are important for the State. A State is such a complex and
intricate machine, that its laws, which must always be few in number, and
simple and general in their nature, cannot possibly prove fully adequate
here. The greater part is always left to the voluntary and cooperative
efforts of the citizens. To demonstrate this, it is only necessary to contrast
the prosperity of a cultivated and enlightened people, with the deficien
cies of the ruder and less civilized. It is for this reason that all who have
occupied themselves with political affairs, have invariably been animated
with the desire to render the well-being of the State the direct, personal

1 In Humboldt's earlier essay Vber Religion, the text at this point reads: 'by causing
the citizen to become aware of religious ideas' (Humboldt, Gesammelte Schriften,
(ed. F. Leitzmann (Berlin, 1903), I, 70. Italics mine).

2 This phrase is omitted in Vber Religion, loc. cit.
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interest of the citizen. They have tried to turn the State into a machine,
which would be kept working by the inner force of its springs, and not
require the continual application of new external impulses. Indeed, if
modem States can claim any marked superiority over those of antiquity,
it is chiefly in the fact that they have more fully and clearly realized this
principle. That they have done so, the very circumstance of their employ
ing religion as a means of culture is itself a proo£ But still, even religion,
in so far as it is designed to produce good actions alone, by the faithful
observance ofcertain positive principles, or to exercise a positive influence
on morals in general-even religion is an extraneous agency, and works
only from without. Hence it should always remain the ultimate object of
the legislator-an object which a true knowledge of human nature will
convince him is attainable only by granting the highest degree offreedom
-to raise the culture of the citizen to such a point, that he may find every
incentive to cooperation in the State's designs, in the consciousness of the
advantages which the political institution offers his own individual in
terests. Such an understanding, however, implies enlightenment and a
high degree of mental culture, which can never spread where the spirit of
free inquiry is fettered by laws.

Meanwhile, the propriety of such interference is only acknowledged,
because of the conviction that outward peace and morality cannot be
secured without fixed, generally accepted religious principles, or, at least,
without the State's supervision of the citizen's religion, and that without
these it would be impossible to preserve the authority ofthe law. However,
the influence exercised by religious dogmas received in this fashion, and
indeed by any manifestation of a religious spirit called forth by political
institutions, needs a stricter and closer examination. Now, as regards the
acceptance of religious truth by the less cultivated masses of the people,
most reliance is to be placed in the idea offuture rewards and punishments.
But these do nothing to lessen the propensity to immoral actions, or to
strengthen the inclination to good, and therefore cannot improve the
character: they simply work on the imagination, and therefore influence
action as do images of fancy in general; but that influence is similarly
dissipated and destroyed by all that weakens the vitality of the imagina
tion. If we remember, moreover, that even in the minds of the most
faithful believers these expectations are so remote, and therefore so
uncertain, that they lose much of their efficiency from the thoughts of
subsequent reformation, of future repentance, of hopes of pardon, which
are so much encouraged by certain religious ideas, it will be difficult for
us to conceive how such tenets can do more to influence conduct than the
certain beliefin civil punishments, which, with good police arrangements,
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are near and certain in their operation, and are not to be averted by any
possibility of repentance or subsequent reformation. Provided only that
the citizen is familiarized with the retributive certainty of these punish
ments from his childhood, and taught to trace the consequences of moral
and im·moral actions, we cannot suppose such immediate influences to be
less effectual than the other, more remote ideas.

But, on the other hand, undoubtedly even comparatively unenlight
ened conceptions of religion often influence a large part of the people in a
nobler fashion. The thought of being an object of loving care to an all
wise and perfect being, gives them new dignity; the trust in eternity
leads them to a higher point ofview, and brings more order and purpose
to their actions; the feeling of the loving goodness of God gives their
souls a similar disposition; and, in short, religion tends to inspire men with
a sense of the beauty of virtue. But for religion to have these effects it
must permeate the mind and sensibility, which is not possible where the
spirit of free inquiry is hampered, and everything is made a matter of
faith: before such results could follow, moreover, there must have been
some latent sense ofbetter feelings, which must be taken as an undeveloped
tendency towards morality, which positive morality subsequently merely
shaped. And, on the whole, no one will be disposed utterly to deny the
influence of religion on morality; the only question at issue is, whether
that influence rests on a few religious dogmas, and, secondly, whether it is
so clear that there is an indissoluble connection between them. Both
questions, I believe, must be answered in the negative. Virtue harmonizes
so well with man's original inclinations; the feelings oflove, ofsociability,
ofjustice, have in them something so sweet, those of disinterested effort
and self-sacrifice, something so uplifting, and the relations which grow
out of these feelings in domestic and social life contribute so much to
human happiness, that it is far less necessary to look for new incentives to
virtuous action, than simply to secure for those already in the soul a more
free and unhindered operation.

Should we however wish to go further, and try to find new encourage
ments to morality, we should not forget, through partiality, to set their
usefulness against their possible harm. After so much has been said of the
pernicious results arising from restrictions on freedom of thought, it
hardly seems necessary to emphasize this, and I have, besides, already
dwelt'sufficiently, in the former part of this chapter, on the harm done by
all positive promotion of religious feeling by the State. If the harmful
consequences were confined merely to the results of intellectual inquiries
-if they occasioned nothing more than incompleteness or inexactness in
our scientific knowledge, we might reasonably assess the advantages
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which might perhaps be expected to flow from such a policy. But, as it is,
the danger is far more serious. The importance of free inquiry extends to
our whole manner of thinking, and even acting. The m~n who is accus
tomed to judge of truth and error for himself: and to hear them similarly
discussed by others, without fear of the consequences, weighs the prin
ciples ofaction more calmly and consistently, and from a higher point of
view, than one whose inquiries are constantly influenced by a variety of
circumstances not properly part- of the inquiry itsel£ Inquiry, and the
conviction which springs from free inquiry, is spontaneity; while belief
is reliance on some outside power, some external perfection, moral or
intellectual. Hence there is more self-reliance and firmness in the inquiring
thinker, more weakness and indolence in the trusting believer. It is true,
that where beliefhas stifled every form of doubt and gained the supreme
mastery, it often creates a far more irresistible courage and extraordinary
endurance, as we see in the history of all enthusiasts; but this kind of
energy is never desirable except when some definite external result is in
question, which requires such a machine-like activity for its accomplish
ment; and it is wholly inapplicable in cases which imply individual
decision, deliberate actions grounded on principles of reason, and, above
all, internal perfection. The strength which supports such enthusiasm is
wholly dependent on the suppression ofall activity in the reason. Doubt is
torture only to the believer, and not to the man who follows the results
of his own inquiries; for, to him results are generally far less important.
During the inquiry, he is conscious of his soul's activity and strength;
he feels that his perfection, his happiness, depend upon this power; and
instead of being oppressed by his doubts about the propositions he
formerly took to be true, he congratulates himself that his increasing
mental powers enable him to see clearly through errors that he had not
till now perceived. The believer, on the contrary, is only interested in the
result itself: for, the truth once perceived, there is nothing further to be
sought for. The doubts which reason arouses afflict and depress him, for
they are not, as in the case of one who thinks for himself: new means for
arriving at truth; they deprive him of certainty without revealing any
other method of recovering it. If we were to follow these suggestive
considerations, we should be led to observe that it is in general wrong to
attribute so much importance to any particular results, and to suppose
that either so many other truths, or so many useful consequences,
internal and external, are necessarily dependent on them. It is because
of such a belief that the course of inquiry so often comes to a stand
still, and that the most free and enlightened conclusions react against the
basis of thought without which they could not have arisen. Hence
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it is that freedom of thought is so vital, and anything that diminishes it
so fatal.

The State on the other hand has no lack of means for enforcing the
authority of its laws, and preventing crime. If one closes up the sources
of immoral actions to be found in the State constitution itself; if one
sharpens the vigilance of the police with regard to crimes actually perpe
trated; if one punishes judiciously, the desired end will be achieved. It
cannot surely be forgotten, that freedom of thought, and the enlighten
ment which only flourishes beneath its shelter, are the most efficient of all
means for promoting security. While all other methods are confined to
the mere suppression of actual outbreaks, free inquiry acts immediately
on the dispositions and sentiments; and while everything else only pro
duces outward conformity, it creates internal harmony between will and
activity. When shall we learn, moreover, to set less value on the outward
results of actions, than on the inner temper and disposition from which
they flow? When will the man arise to do for legislation what Rousseau
did for education, and draw our attention from mere external, physical
results, to the internal self-education of mankind. One should not think
that this freedom of thought and enlightenment would be for a few only,
that to the majority, whose energies are exhausted by providing for the
physical necessities of life, such opportunities would be useless or even
positively harmful, and that the only way to influence the masses is to
promulgate some definite beliefs, and to restrict freedom of thought.
There is something degrading to human nature in the idea of refusing to
any man the right to be a man. There are none so hopelessly low on the
scale ofculture and refinement as to be incapable ofrising higher; and even
though the more enlightened views of philosophy and religion could not
immediately convince a large part of the community, and though it
should be necessary to dress truth in different clothing before it could
find a place among their ideas, so that one would have to appeal to their
feelings and imagination rather than to the cold decision of reason, still,
the diffusion of scientific knowledge by freedom and enlightenment
spreads gradually downward even to them; and the beneficial results of
complete liberty of thought on the mind and character of the entire
nation, extend their influence even to its humblest individuals.

In order to give a more general character to this reasoning which bears
mainly on the question whether the State should try to spread particular
religious doctrines, I have to reintroduce the principle that all influence of
religion on morality depends especially, if not entirely, on the form in
which religion exists in the individual man, rather than on the content of
the propositions which it makes sacred in his eyes. Now, all State institu-
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tions, as I also tried to show earlier, act solely on this content to a greater
or less degree; while the form of their acceptance by the individual is
untouchable by the State. The way in which religion springs up in the
human heart, and the way in which it is received, depend entirely on the
whole manner of the man's existence, ofhis thoughts and sensations. But,
if the State were in a position to remodel these according to its views (the
impossibility of which is undeniable), I must have been very unfortunate
in the exposition of my principles if it were necessary to repeat the
reasons why the State may not make man an instrument to serve its
arbitrary ends, overlooking his individual purposes. And that there is no
absolute necessity, which would perhaps alone justify an exception, is
apparent from the independence of morality from religion which I have
already tried to establish, but which will appear in a clearer light when I
show that the preservation of a State's internal security, does not at all
require that a prescribed direction should be given to the national morals
in general. Now, if there is one thing more calculated than another to
prepare a fertile soil for religion in the minds of the citizens-if there is
anything to make that religion, which has been firmly grasped, and
received into the prevailing system of ideas and sensibility, react benefi
cially on morality, it is freedom, which always suffers from the inter
ference, however slight, of the State. For the greater the diversity and
individuality of man's development, and the more sublime his feelings
become, the more easily his gaze turns from the limited, temporary things
around him to the notion of an infinity and totality which includes all
limits and all changes-whether he hopes to find a being corresponding to
this conception or not. The greater a man's freedom, the more self-reliant
and well-disposed towards others he becomes. Now, nothing leads us so
directly to Deity as benevolent love; and nothing renders the absence ofa
belief in God so harmless to morals as self-reliance-self-sufficing and
self-contained energy. Finally, the higher the feeling of power in man,
and the more unhindered every manifestation of it, the more willingly
does he look for some internal law to lead and direct him; and thus he
remains attached to morality, whether this bond is to him a feeling of
reverence and love of God, or the reward of his own self-consciousness.

The difference, then, appears to me to be this: the citizen who is wholly
left to himselfin matters ofreligion will mingle religious feelings with his
inner life, or not, according to his individual character; but, in either case,
his system of ideas will be more consistent, and his sensations more
profound; his nature will be more coherent, and he will distinguish more
clearly between morality and submission to the laws. On the other hand,
the man who is fettered byvarious regulations will, despite these, show the
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same variety of religious ideas, or their absence, but in any case he will
have less consistency in his ideas, less depth and sincerity of feeling, less
harmony of character, and so will have less regard for morality, and wish
more frequently to evade the laws.

Hence, then, without adducing any further reasons, I may proceed to
lay down the principle, by no means a novel one, that all that concerns reli
gion lies beyond the sphere of th.e State's activity; and that the choice of minis
ters, as well as all that relates to religious worship in general, should be left to
the free judgement of the communities concerned, without any special supervision
on the part of the State.
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CHAPTER VIII

Amelioration of morals·

The last means which States customarily use in order to reform morality
in accordance with their design ofmaintaining security, is the influence of
speciallaws and enactments. But as these are indirect measures towards
virtue and morality, special provisions of this nature can naturally do
nothing more than prohibit particular actions of the citizens, or mark out
those which, without directly infringing the rights of others, are either
positively immoral or are likely to lead to immorality.

To this class ofinstitutions all sumptuary laws in particular belong. For,
it is evident, there is no such common and fertile source of immoral, and
even lawless actions, as an excessive propensity of the soul towards the
sensual, or the general disproportion between men's desires and impulses,
and the means of satisfaction which their external position affords. When
continence and moderation make men satisfied with their allotted sphere,
they are less inclined to try to infringe the rights of others or to do any
thing likely to disturb their happiness and contentment.

It would seem therefore consistent with the true end of the State, to
confine luxury within due bounds, since it is the source from which all
clashes between man and man arise (for where spiritual feeling is pre
dominant there can always be harmony); and since it seems the simplest
and easiest method, it might be argued that the State should try, as far
as possible, to suppress love of luxury altogether.

Still, to remain faithful to the principle which has guided us so far, and
first ofall to regard any means the State may use in the light ofman's true
and unmistakable interests-it becomes necessary to look into the influ
ence of sensualism on human life, culture, activity, and happiness-an
inquiry which, in that it attempts to show the inner significance ofhuman
activity and enjoyment, will at the same time illustrate more graphically
the harmful or beneficial consequences which flow in general from restric
tions imposed on freedom. Only after doing this can we consider in all its
implications the State's competence to act positively on morals, and so
arrive at the solution ofthis part ofthe general question we have proposed.

The impressions, inclinations, and passions which have their immediate

1 This chapter first appeared in the Berlinische Monatsschrift (November 1792).
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source in the senses, are those which first and most violently show them
selves in human nature. Wherever, before the refining influences of
culture have given a new direction to the soul's energies, these sensuous
impressions, etc., are not apparent, all energy is dead, and nothing good or
great can flourish. They constitute the original source of all spontaneous
activity, and all living warmth in the soul. They bring life and vigour
to the soul: when not satisfied, they make it active, ingenious in the
invention of schemes, and courageous in their execution; when satisfied,
they promote an easy and unhindered play of ideas. In general, they
animate and quicken all concepts and images with a greater and more
varied activity, suggest new views, point out hitherto unnoticed aspects,
and, according to the manner in which they are satisfied, they react on the
physical organization, which in its turn acts upon the soul in a manner
which we only observe from the results.

The influence, however, ofthese impressions and inclinations differs, not
only in its intensity, but in the manner ofits operation. This is, to a certain
extent, owing to their strength or weakness; but it is also partly to be
attributed to their degree of affinity with the spiritual element in human
nature, or from the ease or difficulty ofraising them from animal gratifica
tions to human pleasures. Thus, for instance, the eye imparts to the sub
stance ofits impressions that outline ofform which is so full ofenjoyment
and suggestive of ideas; while the ear lends to sound the proportionate
succession of tones in the order of time. Much that is new and highly
interesting -could perhaps be said of the diverse nature of these impressions
and their manner of operation, if this were the proper place for such a
topic, but I will only pause to notice their different uses in the culture of
the soul.

The eye suppliesthe reason, so to speak, with a more prepared substance;
and our inner nature, in association with the other things with which it is
always connected in our imagination, is presented to us in a definite form
and in a particular situation. If we conceive of the ear merely as an organ
of sense, and in so far as it does not receive and communicate words, it
conveys far less distinctness of impression. And it is for this reason that
Kant gives the preference to the plastic arts when compared with music.
But he notices very rightly that this presupposes as a standard a culture in
which the arts minister, and I would add, minister directly, to the spirit.

The question, however, presents itself whether this is the correct
standard. Energy appears to me to be the first and unique virtue of man
kind. Whatever raises his energies to a higher pitch is worth more than
what merely puts materials into our hands for its exercise. Now, as it is
characteristic of man's nature to perceive only one thing at a time, it will
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be most affected by what presents only one object to him at a time, and
in which the relation in which the parts stand to each other being a
relation of sequence, each is given a certain ranking by virtue ofwhat has
preceded it, and in turn influences what follows. Now all this is true of
music. The sequence of time, moreover, is its peculiar and essential
property; this is all that is specified in it. The series which it presents hardly
impels us to any definite sensation. It gives us a theme, to which we can
supply an endless number of texts; and what the soul of the hearer con
tributes, in so far as he is, in general, in a receptive mood, springs up
freely and naturally from his own resources, and so is more warmly
embraced than what is received passively, which is more often observed
than truly grasped. As it is not my province to examine the nature and
properties of music, I will not consider its other striking characteristics,
such as that it evokes tones from natural objects, and therein keeps closer
to nature than painting, sculpture, or poetry. I only wished, in introducing
it, to illustrate more clearly the varied character of sensuous impressions.

But the manner of influence just described, is not peculiar to music
alone. Kant! observes it to be possible with shifting patterns of colour,
and it characterizes still more remarkably the impressions we receive
from the sense of touch. Even in taste it is unmistakable. In taste, also,
there are different gradations of satisfaction, which, as it were, yearn to
wards a resolution, and when it is achieved, vanish in a series ofdiminish
ing reverberations. This influence may be least noticeable, perhaps,
in the sense of smell. Now, as it is the course of sensation, its degree, its
increase and decrease, its pure and perfect harmony, which attract atten
tion more than the stuffofsensation itself: we forget that the nature of the
sensations mainly determines the progression, and still more, the harmony,
ofthe sequence; and further, as sensitive man, like the image ofblossoming
spring, is the most interesting ofall spectacles, so also, in the fine arts, it is
this visible image of his sensations which man especially looks for.
Painting and sculpture make this their province. The eye of Guido Reni's
Madonna2 is not limited to a single, fleeting glance. The tense and
straining muscles of the Borghese Gladiator3 foretell the blow he is about
to deal. In a still higher degree poetry makes use of the same means. And,
to make my idea clearer, without wishing to give special attention to the
comparative excellence of the fine arts, I would observe that they exercise

1 The references here are to Kant's Critique ofJudgement.
2 Picture of the Assumption, then in the Dusseldorf Gallery. It had been admired by

Humboldt's friend Georg Forster [L].
3 The Borghese Warrior, a statue of the third century A.D., is now in the Louvre.

(lowe this information to Mr Andrew Martindale.)
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their influence in two ways, and while these are shared by each, we find
them combined in very different manner. They immediately convey
ideas, or they excite sensations; thus they bring harmony to the soul, and,
if the expression is not too affected, enrich or exalt its powers. Now the
more one of these sources of influence borrows aid from the other, the
more it weakens its own peculiar force. Poetry unites both in the highest
degree, and it is therefore, in this respect, the most perfect of all the fine
arts; but when we regard it in another light, it is also the most weak and
imperfect. While it represents its objects less vividly than painting and
sculpture, it does not speak so forcibly to the senses as song and music.
But, not to speak of that many-sidedness which so especially characterizes
poetry, we are ready to overlook this imperfection when we see that it is
nearest to the true inner nature of man, since it clothes not only thought,
but sensation, with the most delicate veil.

The stimulation of sensuous impressions (for I only refer to the arts by
way ofillustrating these) acts in different ways; partly as they are more or
less harmoniously related to each other, partly as the elements of stuff of
which the impressions are composed fasten more or less strongly on the
soul. Thus, the human voice, of equal melodiousness and quality, affects
us more powerfully than a lifeless instrument. For nothing is ever so near
to us as the personal, physical feeling; and where this feeling is called into
play, the effect produced is the greatest. But here, as always, the dispro
portionate power of the substance suppresses, as it were, the delicacy of
the form; and there must always exist a just relation between them.
Wherever there is such a disproportion, the proper equilibrium can be
restored by strengthening one or weakening the other. But it is always
wrong to cultivate anything by weakening, unless the energy reduced is
not natural, but artificial; only when this is the case should any limitation
be imposed. It is better that it should destroy itself than slowly die away.
But I cannot dwell longer on this subject. I hope I have sufficiently ex
plained my idea, although I would like to take the opportunity of ack
nowledging the difficulties in this inquiry; on the one hand the interest of
the subject, and the impossibility of borrowing the necessary conclusions
from other writers, for I know of none who proceed from precisely my
present point of view, led me to enlarge on this theme; on the other, the
reflection that these considerations do not strictly belong to this subject,
but are only subsidiary, recalled me to my proper task. I must make the
same excuse for what follows.

Although it is impossible to isolate the subject completely, I have hither
to tried to speak only ofsensuous impressions as such. But the sensual and
spiritual are linked together by a mysterious bond, sensed by our emo-
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tions, though hidden from our eyes. To this double nature of the visible
and invisible world-to the profound longing for the latter, coupled
with the feeling ofthe sweet necessity ofthe former, we owe all sound and
logical systems ofphilosophy, truly based on the imtllutable principles of
our nature, just as from the same source arise the most senseless enthusi
asms. 1 A constant endeavour to combine these two elements, so that each
may deprive the other as little as possible, has always seemed to me the
true end ofwisdom. The aesthetic feeling, in virtue ofwhich the sensuous
is to us a veil of the spiritual, and the spiritual the living principle of the
world ofsense, is everywhere unmistakable. The continual contemplation
ofthis physiognomy of nature forms the true man. For nothing exercises
such a widely diffused influence on the whole charact€r, as the expression
of the spiritual in the sensuous-of the sublime, the simple, the beautiful
in all the works ofnature and products ofart which surround us. Here, too,
we find the difference apparent between the sense impressions which
stimulate human energy and those which do not. If the ultimate object of
all our mortal striving is solely to discover, nourish, and recreate what
truly exists in ourselves and others, although in its original form for ever
invisible-if it is the intuitive anticipation of this which endears and
consecrates each of its symbols in our eyes, then the nearer we approach
this original essence in contemplating the image ofits endlessly animating
energy. We commune with it in a language which is indeed difficult, and
often misinterpreted, but which often startles us with the surest pre
monitions of truth, whilst the form and representation, so to speak, of
that energy are further from the truth.

This is the soil, moreover, on which the beautiful flourishes, and even
more especially the sublime, which brings us still nearer to the divine.
The need for some purer satisfaction, without any specific goal, and not to
be grasped intellectually, apprises man of his origin in the invisible and
his kinship with it; and the feeling of his utter inadequateness to the
transcendental object, blends together, in the most human and divine
way, infinite greatness with the most devoted humility. Were it not
for his feeling for the beautiful, man would cease to love things for their
own sake; were it not for the sublime, he would lose that sense of dutiful
submission which disdains rewards and ignores unworthy fear. The study
ofthe beautiful bestows taste; that of the sublime (ifit also may be studied,
and the feeling and representation of it is not the fruit of genius alone)

1 Humboldt habitually uses 'enthusiasm' (Schwiirmerei) in the pejorative, eighteenth-
century sense, to denote irrational fanaticism. Where we might speak of enthu
siasm, Humboldt refers always to powers or energies (Kriifte), though Humboldt
seems also to intend to connote by this the idea of cosmic, creative energy.
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brings a balanced greatness. But taste alone, which must always rest on
greatness as its basis (since only the great needs moderation, and only the
powerful, composure), blends all the tones of a perfectly adjusted being
into exquisite harmony. It induces in all our impressions, and impulses,
even those which are purely spiritual, something measured, composed,
concentrated into one focal point. Where taste is lacking, sensual desire is
rude and unrestrained; and although without it, scientific inquiries may
be both acute and profound, there is no refinement, no polish, nothing
fruitful in their application. In general, where there is no taste, the greatest
depth of thought and the treasures of wisdom are barren and lifeless, and
even the sublime strength of the moral will is rough and without a warm
beneficence.

To inquire and to create-these are the centres around which all human
pursuits more or less directly revolve. Before inquiry can get to the root of
things, or to the limits ofreason, it presupposes, in addition to profundity,
a rich diversity and an inner warmth of soul-the harmonious exertion
ofall the human faculties combined. It is the analytical philosopher alone,
perhaps, who is able to arrive at his results through the calm, but cold
processes of reason. But real depth of thought and a mind which has
found means to cultivate all its powers to an equal degree of perfection,
are essential to discover the links which unite synthetic propositions.1

Thus Kant, who, it may be truly said, has never been surpassed in pro
fundity, will often be charged with enthusiasm when treating ofmorals or
aesthetics, and has indeed been so accused;2 but while I am willing to
confess that there are passages (as, for example, his interpretation of the
prismatic colours)3 which, though rare, appear to indicate something of
this nature, I am only led to deplore my own want of intellectual depth.
To follow these ideas out, would naturally lead us to the difficult but
interesting inquiry into the essential difference between the metaphysician
and the poet. And were it not that a thorough re-investigation of this
might perhaps invalidate my previous conclusions, I would limit my
definition of the difference to this, that the philosopher concerns himself

1 A synthetic proposition was Kant's term for one asserting a matter of fact, as
distinct from purely logical, analytical propositions.

2 Kant had been criticized in this fashion in the circle of Nicolai, the publisher of the
Berlinische Monatsschrifts and by others [L].

3 Kant, Critique ofJudgement (2nd ed. Berlin, 1793), p. 172. Kant calls the n~odifica

tions of light in colour a language which nature addresses to us, and which seems
to have some deeper significance. 'Thus the whiteness'of the lily seems to dispose
the heart to ideas of innocence, and the other colours in their orders from red to
violet: I. To the idea of sublimity; 2. Ofcourage; 3. Ofsincerity; 4. Ofkindliness;
s. Of humility; 6. Of frrmness; 7. Of tenderness.' [L]
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with perceptions alone, and the poet, on the contrary, with sensations;
while both require the same degree and cultivation ofmental power. But
to establish this would lead me too far astray from my immediate subject,
and I trust I have shown already, by my previous arguments, that, even to
form the calmest thinker, the pleasures of sense and fancy must have
often played around the soul. But to pass from transcendental to psycho
logical inquiries (where man as he appears is the object of our studies),
would not the man to explore most deeply this most richly creativespecies,
and represent it most truly and vividly, be the one whose own sensibility
is most comprehensive in its sympathies. Hence the man whose sensi
bility is thus cultivated and developed, displays the full beauty of his
character when he enters into practical life-when, externally and inter
nally, he creatively enriches what he receives. The analogy between the
laws of plastic nature and those of intellectual creation, has been already
noticed by a mind* of singular power of penetration, and established by
striking proofs. But perhaps his exposition would have been still more
interesting, and psychology enriched with the results of a more extended
knowledge, if: instead of inquiring into the inscrutable laws of biological
development, the process of intellectual creation had been shown to be,
as it were, a more refined offspring of the physical.

To speak first of the moral life, which seems to be the special province
ofcold reason; it is only the idea of the sublime which enables us to obey
absolute and unconditional laws, both humanly, through the medium of
feeling, and with godlike disinterestedness, through the utter absence of
all ulterior reference to happiness or misfortune. The feeling of the inade
quacy of human strength to the full performance of the moral law, the
profound consciousness that the most virtuous man is he who feels most
inwardly conscious of how unattainably high the law is exalted above
him, inspires awe-a sensation which seems to be no more shrouded in a
corporeal veil than is necessary not to dazzle mortal eyes by the full
splendour. Now, when the moral law obliges us to regard every man as
an end in himself: it becomes fused with that feeling for the beautiful
which loves to animate the merest clay, so that even in it, it may rejoice in
an individual existence, and which receives and embraces man all the more
completely and beautifully in that it is independent of intellectual con
cepts, and is not therefore limited to considering the few isolated charac
teristics which are all that intellectual concepts can comprehend.

The union with the feeling for the beautiful seems as if it would

* F. v. Dalberg, Vom Bilden und Erfinden. 1

1 The correct title is Vom Erfinden und Bilden (1791). The book attempts to combine
Kantian and organic concepts in a theory of aesthetics.

77



MORAL REFORM

impair the purity of the moral will, and it might, and indeed would, have
this effect, if this feeling were to become the sole motive to morality. But
it will only claim the duty of discovering those more varied applications
of the moral law which would otherwise escape the cold, and hence in
such cases, coarser processes of reason; and since we are not forbidden to
receive happiness in such intimate connection with virtue, but only to
barter virtue for this happiness, it will also enjoy the privilege of bestow
ing on human nature its sweetest feelings. In general, the more I reflect
on this subject, the less does this difference to which I refer appear to be
either subtle or fanciful. However eagerly man may strive to grasp at
enjoyment-however he may try to represent to himselfa constant union
between happiness and virtue, even under the most unfavourable circum
stances, his soul still remains alive to the grandeur of the moral law. He
cannot screen himself from the influence and authority of this imposing
grandeur over his actions, and it is only from being penetrated with a
sense of it, that he acts without reference to enjoyment; for he never
loses the consciousness that no misfortune whatever would compel him
to adopt another course of behaviour.

It is, however, true that the soul only acquires this strength in a way
similar to that which I described earlier-only by a mighty internal
pressure, and a complex external struggle. But all strength springs from
man's sensuous nature; and however seemingly remote, still depends on
it. Now the man who ceaselessly tries to heighten his powers, and to
rejuvenate them by frequent enjoyment; who often calls in his strength
of character to aid him in asserting his independence of sensualism, while
he tries to combine this independence with the most exquisite suscepti
bility; whose honest and profound intelligence tirelessly searches after the
truth; whose just and delicate feeling for the beautiful notices every
charming form; whose impulse to assimilate his external perceptions, and
to make them bear new fruit, to infuse his own individuality into all forms
of beauty and to shape it creatively anew-such a man may cherish the
consoling consciousness that he is on the right path to approach the ideal
which the boldest flight of fancy has ventured to indicate.

I have in this brief sketch tried to show how intimately sensualism,
with all its beneficial consequences, is interwoven with the whole tissue of
human life and pursuits. Although such a topic is in itself somewhat
foreign to a political essay, it was appropriate and even necessary in the
order ofideas adopted in this inquiry; and in these remarks on sensualism,
I intended to win for it greater freedom and esteem. Still, I must not forget
that sensualism is also the immediate source of innumerable physical and
moral evils. Even morally speaking, it is only beneficial in a proper rela-
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tionship with the exercise ofthe mental faculties; it easily acquires a harm
ful preponderance. When once the equilibrium is destroyed, human
pleasure becomes degraded to mere animal gratification, and taste dis
appears, or becomes distorted into unnatural directions. At the same time,
I would make the reservation with regard to this last expression, and
chiefly with reference to certain one-sided opinions, that we are not to
condemn anything as unnatural which does not exactly fulfil this or that
purpose ofnature, but only whatever frustrates its general ultimate design
with regard to man. Now this is, that his nature should always be deve
loping itself to higher degrees ofperfection, and hence, especially, that his
powers of thought and sensibility should always be indissolubly linked in
the proper proportions. But again, lack of relation may arise between the
manner in which a man develops and manifests his powers, and the means
of activity and enjoyment afforded by his position; and this is a fresh
source of evil. Now, according to our former principles, the State may
not attempt to act upon the situation of the citizen with any positive ends
in view. Therefore, the citizen's situation would not have stamped upon it
such a specific and prescribed form, and this greater freedom would
ensure that it would be chiefly shaped by the citizen's own ways of
thinking and acting, which would diminish the disproportion between
self-cultivation and the means available to it. Still, the fact that, even so,
the original danger would remain-a danger which is far from being
unimportant-might suggest the necessity of checking and opposing the
corruption of morals by laws and State institutions.

But even if such laws and institutions were effectual, the harm they did
would be proportionate to their effectiveness. A State, in which the
citizens were compelled or moved by such means to obey even the best of
laws, might be a tranquil, peaceable, prosperous State; but it would
always seem to me a multitude of well-cared-for slaves, rather than a
nation of free and independent men, with no restraint save such as was
required to prevent any infringement of rights. There are, doubtless,
many methods of producing given actions and sentiments; but none of
these lead to true moral perfection. Sensual impulses to certain actions, or
the continuing necessity of refraining from them, gradually come to
create a habit; through the force of habit the satisfaction which was at
first connected with these impulses alone, is transferred to the action
itself; the inclination, which was at first only suppressed by necessity,
becomes wholly stifled; and thus man may be led to keep his actions
within the limits of virtue, and to a certain extent to entertain virtuous
sentiments. But his spiritual energy is not heightened by such a process,
nor are his views of his vocation and his own worth made clearer, nor

79



MORAL REFORM

does his will gain greater power to conquer his rebellious desires; and
hence, he does not advance a single step towards true, intrinsic perfection.
Those, therefore, who look to the cultivation of man rather than to
external ends will never make use of such inadequate means. For, setting
aside the fact that coercion and guidance can never succeed in producing
virtue, they manifestly tend to weaken energy; and what is outward
morality without true moral strength and virtue? Moreover, however
great an evil immorality may be, we must not forget that it is not without
its beneficial consequences. It is only through extremes that men can
arrive at the middle path of wisdom and virtue. Extremes, like large
masses shining far off: must operate at a distance. In order that blood may
be supplied to the narrowest veins in the body, there must be a consider
able amount in the larger ones. To wish to disturb the order of nature in
these respects, is to acquiesce in a moral, in order to prevent a physical
evil.

Moreover, I think we err in supposing that the danger of immorality is
either so great or so urgent; and while much that I have said tends more or
less to establish this, the following conclusions may serve to give it addi
tional confirmation-

I. Man is naturally more disposed to beneficent than selfish actions. This
we learn even from the history of savages. The domestic virtues have
something in them so inviting, and the public virtues of the citizen some
thing so grand and inspiring, that even the man who has only just escaped
being corrupted, is seldom able to resist their charm.

2. Freedom heightens energy, and, as the natural consequence, promotes
all kinds of liberality. Coercion stifles energy, and engenders all selfish
desires, and all the mean artifices ofweakness. Coercion may prevent many
transgressions; but it robs even actions which are legal of a part of their
beauty. Freedom may lead to many transgressions, but it lends even to
vices a less ignoble form.

3. The man who is left to himself arrives with greater difficulty at just
principles; but they show themselves ineffaceably in his actions. The man
who is led by some preconcerted design, receives such principles with
greater facility; but they still give way before his natural energies, how
ever weakened they may be.

4. All political arrangements, in that they have to bring a variety of
widely discordant interests into unity and harmony, necessarily produce
various clashes. From these clashes spring a disproportion between men's
desires and their powers; and from these, transgressions. The more active
the State is, the greater is the number of these. If it were possible to make
an accurate calculation of the evils which police regulations occasion, and
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of those which they prevent, the number of the former would, in all
cases, exceed that of the latter.

5. How far the strictest search into crimes actually commited, the
infliction ofjust, carefully calculated, but irrevocable punishment, and the
consequent rarity of impunity, are really practicable, has never yet been
tried.

I have now sufficiently shown, according to my views, how question
able is every effort of the State to oppose or even to prevent any dis
soluteness of morals (in so far as it does not imply injury to individual
rights) ; how few the beneficial results to morality to be expected from such
attempts; and how the exercise of such an influence on the character of a
nation, is not even necessary for the preservation of security.

If now, in addition to this, we bring forward the principles already
developed, which disapprove ofall State agency directed to positive aims,
and which apply here with particular force, since it is precisely the moral
man who feels every restriction most deeply; reflecting, further, that if
there is one aspect of development more than any other which owes its
highest beauty to freedom, it is precisely the cultivation of character and
morals; then the justice of the following principle will be sufficiently
obvious: that the State must wholly refrain from every attempt to operate
directly or indirectly on the morals and character ofthe nation, except in so far as
such apolicy may become inevitable as anatural consequence ofits other absolutely
necessary measures; and that everything calculated to promote such a design, and
particularly all special supervision of education, religion, sumptuary laws, etc.,
lies wholly outside the limits of its legitimate activity.
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CHAPTER IX

The solicitude of the State for security more
accurately and positively defined-Further

development of the idea of security

Now that I have completed the more important. and difficult parts of the
present inquiry, and approached nearer to the solution of the great prob
lem which it involves, it becomes necessary to review its progress up to
this point, and endeavour to sum up its results.

Firstly, then, the State's care was to be withheld from all objects which
do not immediately relate to the external or internal security ofits citizens.
In the second place, this same security has been represented as the real
object of political activity; and, lastly, it has been agreed, that nothing is
permissible for the promotion of this object which is designed to work on
the morals and character of the nation itself: to bend them to or from any
particular course. To a certain extent, therefore, the question as to the
proper limits of State agency appears to be already fully solved, seeing
that its sphere is confined to the preservation of security; and, in the
means available to it, still more narrowly restricted to those which do not
interfere, for State ends, with the development of national character, or,
rather, do not mould and fashion it with a view to those ends. For
although, it is true, this definition is so far purely negative, what remains
after such a division of functions, is of itself sufficiently distinct. Political
activity can only extend its influence to such actions as imply a direct
trespass on the rights ofothers; to the task of deciding in cases ofdisputed
right; to redressing the wronged, and punishing the wrong-doers. But the
idea of security-towards defining which nothing further has been obser
ved than that it embraces security against the attacks of foreign enemies,
and against the aggressive spirit of fellow-citizens-is too wide and com
prehensive not to require some more special exposition. For, just as there
are great and important differences between the results of persuasion by
advice, and those ofofficious recommendation, and between these and the
influence of positive coercion; and just as the degrees of unfairness and
injustice may vary, from actions exercised within the limits of one's own
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right, but possibly harmful to another, to those which likewise do not
trespass those limits, but often or always tend to disturb some other in the
enjoyment of his own, and again from these to actual encroachments on
another's rightful property; just in like manner does the idea ofsecurity
vary in extent and application, since we may understand it as security
against some particular kind or degree of coercive influence, or against
some definite infringement of rights. Now the interpretation of the term
security is of extreme importance; and if it is stretched too far or too
narrowly circumscribed, the specification ofspheres ofinfluence is thrown
into confusion by the confusion of terms, which it will be impossible to
repair without a clear definition.

Again, the means the State mayor may not use must be still more
closely scrutinized and distinguished. For, although we have disapproved
of any attempt on the part of the State, directed to the reformation of
morals, there still remains, in this respect, too large and indefinite a field for
political enterprise. The question remains undecided, for example, how
far the State's restrictive enactments are removed from those actions
which immediately violate the rights ofothers; and how far the State may
proceed in preventing actual crimes by stopping up their sources, not in
the character of the citizens, but in the opportunities for their conlmission.
Now, how far and dangerously it is possible to err in this respect, is
already shown by the fact that the concern for freedom itselfhas disposed
a number of men of sound judgement to make the State responsible for
the whole welfare of its citizens; believing that such a comprehensive
arrangement would promote the unhindered play of human energies. I
am therefore ready to confess, in view of these considerations, that I have
as yet done nothing but distinguish such large areas as lie clearly outside
the circle of political activity, and have not yet tried to draw its precise
limit, especially where these limits were questionable and disputed.

This therefore still remains-to be done; and, even though I may not be
wholly successful in the attempt, I must at least try to ascertain the reasons
for this failure as clearly and fully as possible. And, in any case, I hope
now to be able to conclude shortly, as all the principles I require for the
task have been already discussed and settled, at least as far as my abilities
would allow.

I call the citizens of a State secure, when, living together in the full
enjoyment of their due rights of person and property, they are out of the
reach of any external disturbance from the encroachments of others; and
hence I would call security, if the expression does not seem too abrupt to
be clear, the assurance of legal freedom. Now this security is not necessa
rily disturbed by all such actions as impede a man in the free exercise ofhis
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powers, and in the full enjoyment of all that belongs to him, but only by
those which do this unrightfully. This sense which we assign to the word,
and the definition just adopted to express it, are not arbitrarily chosen by
me. Both follow immediately from our previous conclusions; and it is
only with this sense of the term security, that our former reasoning can be
employed. For it is only actual violations of right which need to be met
with any force other than that which each individual himself possesses;
only what prevents such violations brings a pure gain for human self
cultivation, while every other effort of the State throws obstacles in its
way; and, lastly, it alone is grounded on the infallible principle of neces
sity, while all others rest on the precarious basis of a deceptively plausible
usefulness.

Those whose security is to be preserved are, on the one hand, all the
citizens, in perfect legal equality, and, on the other, the State itsel£ The
extent of this latter object, or the security of the State, is determined by
the extent of the rights assigned to it, and, through these, by the nature
and extent of its aims. As I have argued, it may not demand security for
anything except the power entrusted to its hands, and the resources
allotted to it. Further, it should not, with a view to this security, restrict the
citizen when, without violating any actual right (and hence, with the
understanding that he is not bound to the State by any personal or tem
porary relation, as, for instance, in time of war), he wishes to withdraw
himself or his property from the political community. For the State
association is merely a subordinate means, to which man, the true end, is
not to be sacrified; except in the case of a conflict of interests where the
individual would not be bound to sacrifice himself: and yet the commun
ity might have the right to sacrifice him. Moreover, according to our
former principles, the State is not to have any positive care for the citizen's
welfare; and nothing can be necessary in order to preserve security which
tends to repress freedom, and with it security itself.

Disturbances of security are produced either by actions which in them
selves violate the rights of others, or by those from whose consequences
this is to be feared. Now, both these kinds of action (with certain qualifi
cations which will shortly occupy our attention) are to be prohibited by
the State, and, as far as possible, prevented; when once they are committed,
it must try to render them, as far as possible, innocuous, by extending
legal redress for the wrong sustained, and by punishment, to lessen the
frequency of such actions in future. Hence, to use the usual terms, arise
police, civil and criminal laws. In addition to these, however, there comes
another object under the general head of concern for security; and, on
account of its peculiar nature, it requires a wholly separate treatment.
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There is a class of citizens to whom the principles we have unfolded (since
they presuppose men to be in the enjoyment of their usual faculties) can
only be applied with considerable qualifications. I allude to those who
have not yet arrived at the age of maturity, or who, through idiocy or
mania, have not the use of their proper human powers. It is obvious that
the State must also provide for their security; and as we can easily foresee,
their peculiar position must require a special policy to be adopted towards
them. We must therefore, finally, consider the relation in which the State
stands to all infants among its citizens, in the character of (to use the
familiar expression) their chief guardian.

Having before sufficiently treated of security against foreign enemies, I
believe I have now succeeded in marking out all the objects towards which
the State is to direct its active concern. Far from pretending to penetrate
at all profoundly into all the great and difficult subjects I have enumerated,
I shall be content to develop the fundamental principles in each, as briefly
as possible, and as far as comes within the scope of my present design. It is
only when this has been done that we can feel that we have completed our
attempt to examine the proposed question thoroughly and to consider all
aspects of the activity of the State and its proper limits.
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CHAPTER X

On the solicitude of the State for security with
respect to actions which directly relate to the

agent only (Police laws)

In order to follow man, as we now must through all the complex and
manifold relations which his life in society presents, it will be best to begin
with considering the simplest of these, the case where man, though
living in association with others, remains strictly within the limits of
what belongs to himself, and engages in nothing that refers immediately
to the rights of others. It is to this aspect of civil relations that the greater
number of our so-called police, or preventive, laws are directed; since,
however indefinite this expression may be, it still conveys to us the general
and important idea, that these laws relate to the means of averting viola
tions ofthe rights ofothers. Now they either restrict actions whose imme
diate consequences are likely to endanger the rights of others; or they
impose limitations on those which usually lead ultimately to transgressions
of the law; or, lastly, they may specify what is necessary for the preser
vation or exercise of the power of the State itself I must here overlook
the fact that those regulations which do not relate to security, but are
directed to the positive welfare of the citizen, are most commonly classed
under this heading; since it does not fall in with the system ofclassifica
tion I have adopted. Now, according to the principles we have already
determined, the State ought not to interfere with these simple human
relations, except where there are grounds for fearing some violation of its
own rights, or those ofits citizens. And as to the rights ofthe State, it should
here be borne in mind that such rights are granted only for the sake of
protecting security. In no case, then, should prohibitive laws be enacted,
when the advantage or disadvantage refer only to the State itself Again,
it is not enough to justify such restrictions, that an action should imply
damage to another person; it must, at the same time, encroach upon his
rights. But this second position requires explanation. Right, then, is
never infringed except when some one is deprived of a part of what
properly belongs to him, or of his personal freedom, without his consent
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or against his will. But when, on the contrary, there occurs no such depri
vation-when one individual does not overstep the boundary ofanother's
right, then, whatever disadvantage may accrue to the latter, there is no
diminution of rights. Neither is there when the injury itself does not
follow until he who suffers becomes active on his own part, and, as it
were, joins in the action, or, at least, does not oppose it as far as he can.

The application of these definitions is sufficiently evident, and I will
only pause to mention two remarkable examples. According to these
principles, we cannot assume the injustice of any actions which only
create offence, and especially as regards religion and morals. He who
utters or does anything to wound the conscience and moral sense of
others, may indeed act immorally; but, so long as he is not guilty ofbeing
importunate, he violates no right. The others are free to cut off all inter
course with such a person, and, should circumstances render this impos
sible, they must submit to the unavoidable inconvenience of associating
with men of uncongenial character; not forgetting, moreover, that the
obnoxious party may likewise be annoyed by the display of peculiar
traits in them. Even a possible exposure to more positively harmful
influences-as where witnessing some action, or listening to a particular
argument, was calculated to harm the virtue, or mislead the reason and
sound sense of others-would not be sufficient to justify restrictions on
freedom. Whoever spoke or acted thus did not in doing so infringe
directly on the right of any other; and those who were exposed to the
influence of such words and actions were free to counteract the evil
impression on themselves with the strength of will and the principles
of reason. Hence, then, however great the evils that may follow from
overt immorality and seductive errors of reasoning, there still remains
this excellent consequence, that in the former case strength of character,
in the latter the spirit of toleration and diversity of view, are brought to
the test, and reap benefits in the process. It is scarcely necessary to mention
that in the instance I have just taken, I have confined my attention to its
influence on the security of the citizens. For I have already tried to show
the relation of such actions to national morality, and to show what may
or may not be allowed to the State with regard to them, on that account.

Since, however, there are many cases where a correct judgement re
quires special knowledge, and since, in regard to these, security might be
disturbed ifanyone should unthinkingly or designedly turn the ignorance
ofothers to his own advantage, the citizen should have the option, in such
cases, of applying to the State for advice. The most striking instances of
what I mean-whether we consider the frequent necessity for such
special knowledge, the difficulty attending just discrimination, or, lastly,
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the extent of the harm to be feared-are supplied by those cases in which
the professional services of physicians and advocates are required. Now,
in order to meet the needs and wishes of the nation in these cases, it is not
only advisable but necessary that the State should look into the qualifica
tions of those who take up .such vocations, provided they agree to
submit themselves to its tests; and, giving them testimonials of fitness,
when they pass these tests, acquaint the citizens that they can only confide
with certainty in those thus certified. Beyond this, however, the State
may not go, or prevent those who have declined, or failed in examination,
from exercising their vocation, or the public from using their services.
Moreover this supervision should be confined to occupations which are
not intended to act on the internal, but only on the external life of man,
and in which he is not himself required to cooperate, but only to remain
passive and obedient, and where the truth or falsity of the results is the
only thing of importance. Secondly, such regulations are only proper in
those cases whe~e correct judgement requires special knowledge, and is
not attainable by the mere exercise of reason and practical discernment,
and further where the rarity of their occurrence makes seeking advice
itself difficult. Should the State proceed further than is prescribed by this
last limitation, it falls into the danger of making the nation indolent,
inactive, and too much inclined to rely on the knowledge and judgement
of others; while, on the other hand, the very lack of positive assistance
invites men to enrich their own knowledge and experience, and knits the
the citizens together in a closer and more varied association, in that they
are left more dependent on each other. Should the State fail to observe the
first limitation we have pointed out, that it is not to prevent a man from
the free exercise of his chosen profession because he has not submitted
himself to its tests, then, besides the evils just alluded to, all those harmful
consequences will naturally follow which we traced in detail at the begin
ning ofthis essay. It is evident then-to take another noteworthy example
-that in the case ofreligious teachers State regulations cannot be applied.
For in what should the State examine them? In the belief of some parti
cular dogmas? We have already fully shown that religion is in no way
dependent on these. On the degree of intellectual ability in general?
In the teacher ofreligion, whose task it is to present things to his audience
in such a way as to relate them to their individual life, almost the sole
point ofimportance is the relation between his reason and theirs, and so on
this account alone such an estimate is impossible. Should it then judge
moral character and integrity? For these there is only a test to which the
position of the State is very ill-adapted: inquiry into the previous con
duct and circumstances of the candidates, etc. Lastly, regulations of this
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nature-even in the cases we have ourselves approved-should, in gen
eral, only be adopted when the will of the nation clearly demands them.
For, in themselves, they are not necessary among free men made cultivated
by their possession of freedoDl; and further, they might be constantly
liable to serious abuse. As, in general, it is not my intention to pursue
particular subjects, but rather to define fundamental principles, I shall
once more briefly indicate the only point of view from which I consider
such regulations. The State, then, is not to concern itselfin any way with
the positive welfare ofits citizens, and hence, not with their life or health,
except where these are imperilled by the actions ofothers; but it is to keep
a vigilant eye on their security, though only in so far as this might suffer
from the attempts of the designing to turn the ignorance ofothers to their
own advantage. Still, in such cases of deception, the victim of the impos
ture must have been persuaded, and the complexity and nuances of such
relations make the application of any general rule almost impossible and
as the liability to fraud which freedom leaves open tends to discipline
men's prudence and foresight, I think it more in accordance with my
principles, in a theory which is necessarily remote from practical applica
tion, to confine prohibition by law to those cases only in which actions
are done without the consent ofanother, or still more, in direct opposition
to his wishes. The general tenor of my arguments will serve to indicate
the consistent treatment of other cases, should these present them
selves.*

While we have hitherto confined our attention only to the consequences
ofan action, which bring it under the eye of the State, we have yet to ask
whether the mere possibility of such consequences is sufficient to justify
restriction, or whether this is so only where the consequences necessarily
follow. Freedom may suffer ifwe adopt the former position; ifwe take the
latter, security may be endangered. It is therefore clear that a middle course
should be pursued; but to give any general definition of this seems to me
impossible. Clearly deliberation in such cases must be guided by the extent
of the injury, and of the restrictions on freedom implied in the law. But
estimation ofthese does not admit, properly speaking, ofany general rule;
and all calculations of probability are remarkably unreliable. Theory

* It might appear that the cases here mentioned do not so much belong to the
present chapter as to the next, since they concern actions which relate immediately
to others. But I have not here considered the case in which a physician actually
treats a patient, or a lawyer really undertakes a suit; but only of the choice of a
means of gaining a livelihood. I only put the question whether the State should
restrict such a choice; and this choice alone does not relate directly to any other
person.
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therefore can only point out some starting-points for deliberation. In
practice, I believe that one must chiefly look at special circumstances, and
not so much at cases in general, and that one should only decide on restric
tions when past experience and present considerations seem to make it
necessary. Natural law, when applied to the social life of men, defines the
boundary lines unmistakably. It condemns all actions in which one man
culpably encroaches on the province of another, and hence, includes all
those cases where the injury arises from oversight, or where it is always or
with some degree ofprobability a consequence ofthe action taken, so that
the agent is either aware of what he is doing or becomes culpable by
overlooking it. In all other cases the injury occurs by chance, and the
agent is not bound to make reparation. Any wider extension than this,
could only be authorized by the tacit agreement of those living together;
and this is again something positive. But that the State should stop here
seems questionable; especially when we consider the importance of the
harm to be feared, and the possibility of limiting the harm done by the
restrictions on the citizens' freedom. In such a case the State's right is
undeniable, since it has to provide for security, not only by enforcing
reparation where a right has really been violated, but also by preventing
such wrongs. A third person, moreover, can only decide according to
external characteristics. It is therefore impossible for the State to wait to
see whether the citizens will fail in taking due precautions against dan
gerous actions, nor can it rely on the probability of their foreseeing the
injury: it must rather, where circumstances make the need for supervision
urgent, restrict actions harmless in themselves.

In view of these considerations, therefore, we may be justified in laying
down the following principle: in order to providefor the security ofits citizens,
the State must prohibit or restrict such actions, relating directly to the agents
only, as imply in their consequences the infringement ofothers' rights, or encroach
on their freedom or property without their consent or against their will; andfur
ther, it must forbid or restrict these actions when the probability of such conse
quences is to be feared-a probability in which it must necessarily consider the
extent ofthe injuryfeared, and on the other hand the consequences ofthe restriction
on freedom implied in the law contemplated. Beyond this, every limitation of
personal freedom lies outside the limits of State action.

Since, according to the ideas I have put forward, the protection of the
rights of others is the only justification for these restrictions, the necessity
for them must naturally disappear when this justification no longer exists;
as when, for instance, as in most police-regulations, the danger applies
only to a particular community, village or town, as soon as such a com
munity expressly and unanimously demands that these restrictions should
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be abolished. The State must then draw back, and content itself with
punishing only such injuries as have arisen from an intentional or culpable
violation ofrights. For to restrain dissension among the citizens is the only
true interest of the State; and the will of individual citizens, even though
they are themselves the parties injured, should never be allowed to hinder
this. If we imagine a community of enlightened men-fully instructed in
their truest interests, and therefore mutually well-disposed and closely
bound together-we can easily imagine how voluntary contracts with a
view to their security, would be entered into among them; contracts, for
example, that this or that dangerous occupation or manufacture should be
carried on only in certain places and at certain times, or even should be
wholly prohibited. Agreements of this kind are infinitely to be preferred
to any State arrangements. For as it is the very persons who enter into
such contracts who are most conscious of their necessity, and feel directly
the advantage or disadvantage accruing from them, it is clear that they
will not be readily formed except where there is an obvious need for them;
that they will be far more rigidly observed, being voluntarily made; that
however considerable the restrictions they entail, they will have a less
harmful influence on the character, being the results of spontaneous
activity; and that, lastly, springing as they would from a certain spirit of
benevolence and enlightenment, they would still further contribute in
their turn to increase and diffuse them. The best efforts of the State should
therefore aim at bringing men into such a condition by means offreedom,
that associations would arise with greater ease, and so take the place of
political regulations in these and many kinds of similar instances.

I have not made any mention here of laws which impose positive
duties on the citizens, to sacrifice or to do something either for the State
or for each other, though there are such laws everywhere among us. But,
apart from the use of his powers which every citizen, where necessary,
owes to the State (about which I shall have to speak later), I do not agree
that the State should compel anyone to do anything to gratify the wish
or further the interests of another, even though he should receive the
fullest compensation. For as everything and every pursuit, from the
infinite diversity of human dispositions and desires, confers on men such
various and inestimable benefits, and as these benefits may likewise vary
infinitely in interest, importance, and necessity, the decision which
benefits are to be regarded as equivalent, though its difficulty should not
deter us from attempting it, has always something harsh in it, and seenlS
like passing sentence on the feelings and individuality ofanother. For this
reason, moreover, since we cannot make any exact restitution except
where the things in question are exactly of the same kind, real
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compensation is often utterly impossible, and can scarcely be deter
mined by a general rule.

In addition to these harmful consequences of even the best laws of this
kind, there is always, moreover, the considerable possibility of abuse.

Furthermore, security, which alone prescribes the proper limits of
State action, does not render such regulations generally necessary, since
every case in which this necessity occurs must be strictly exceptional: men,
moreover, become more kindly disposed towards each other, and more
ready to render mutual assistance, the less they feel their self-love and
sense of freedom wounded by an actual right of coercion on the part of
others; and even though the mere whim and wholly groundless obstinacy
of a man may thwart an excellent undertaking, this is not sufficient to
justify the interposition of the full power of the State. In the physical
world, the State does not blow up every rock that lies in the wayfarer's
path. Obstacles stimulate energy, and sharpen wits; only those which
arise from human injustice are uselessly restrictive; the latter is not the
case, however, with those examples of self-will which can, indeed, be
humbled by laws framed to meet special circumstances, but can only
really be amended by freedom. These reasons, of which a brief summary
is all that can be given here, seem sufficient to make us yield to iron
necessity alone; and the State should content itself with securing to men
their natural right to protect themselves at the expense of the freedom and
property of others.

Lastly, there are many police laws framed to meet actions which are
performed, it is true, within the limits of the agent's right, but not his
exclusively, it being a communal right. In such cases, restrictions on free
dom are evidently far less questionable, since in property that is common,
every joint proprietor has the right ofgainsay. Examples ofsuch common
property are roads, rivers flowing through different properties, squares
and streets of towns, and so forth.
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CHAPTER XI

On the solicitude of the State for security with
respect to such of the citizens' actions as relate

directly to others (Civil laws)

The subject to which we have now to direct our attention-one of less
difficulty, at least for the present inquiry-is the case of actions which
immediately affect others. For where rights are infringed by such actions,
it is clearly the duty of the State to restrict them, and compel the agents
to repair the injury they have inflicted. But according to our previous
definition, these actions are unjust only when they deprive another of a
part of his freedom or possessions without his consent or against his will.
When anyone has suffered wrong, he has a right to redress; but when once,
as a member of a community, he has transferred his private revenge to
the State, to nothing more. The man, therefore, who has committed the
wrong, is bound to restore to the man who has sustained it whatever he
has been deprived of; or, if this be impossible, to make compensation to
the full extent ofhis means, and ofwhat he can earn. To deprive a man of
his personal liberty-as is practised, for instance, in the case of insolvent
debtors-can only be regarded as a subsidiary means, where otherwise the
creditor should run the risk of losing the debtor's future earnings. Now
while the State is not to refuse any just means of redress to the person
injured, it must take care that a spirit of revenge does not turn this fair
demand into a pretext for injustice. This seems the more necessary when
we reflect, first, that in a state ofnature the person originally committing
the wrong would resist the one who sought satisfaction, if he were to
overstep the bounds ofjustice; whereas here, the irresistible authority of
the State comes in to check further retaliation; and secondly, that general
definitions, which are always necessary when a third party is to arbitrate,
invariably tend to encourage the pretext for revenge. The imprisonment
of debtors therefore might seem to require still further exceptions, as the
majority of laws relating to them allow.

Actions which are undertaken by mutual agreement are exactly similar
to those which a man performs by himself: without immediate reference

93



CIVIL LAWS

to others, and I have only to repeat of them what I have already said of
the latter. There is one class of such actions, however, which requires
wholly special regulations; I mean those which are not concluded at once,
but extend in their operation to the future. Of this kind are promises or
engagements which impose absolute duties on the parties to the engage
ment, whether they are mutual or not. By these, portions of property
are made over from one person to another; and if the party transferring it
retracts from his engagement by trying to recover what has been trans
ferred, order is disturbed. It is therefore one of the most important duties
of the State to see that such engagements are binding. But the restraint
which every engagement imposes is only just and salutary, when, firstly,
the implied limitationextends only to him who enters into it; and secondly,
when he has in general, and at the time of the engagement, acted with a
proper capacity for reflection, and of his own free will. Wherever this is
not the case, coercion is as unjust in principle as it is pernicious in its
effects. It must be borne in mind that judgements about the future are
always imperfect, and also that many contractual obligations are such as
to impose such fetters on liberty, as prove serious hindrances to the man's
complete development. Hence there devolves a second duty on the State
to refuse the support of the law to such engagements as are contrary to
justice, and to take all necessary precautions consistent with the security
of property to prevent a moment's want of reflection from entailing
such restrictions on a man as to retard or prevent his own perfect develop
ment. It is the province ofjuridical theories to detail all that is necessary for
the validityofcontracts orengagements. It only remains for me to observe,
with regard to their objects, that a State, which (according to our former
principles) is required only to maintain security, may not take up any
object that is not included in the general notion ofjustice or justified by
the concern for security. Of this class we may notice the following cases,
as being the most remarkable: I. When the party promising cannot
transfer any right of coercion without making himself a tool for the
designs of others-as, for example, in every contract which ends in the
slavery of the person contracting; 2. Where the party promising has no
power to grant what is promised, because of its very nature-as is the
case, for instance, in all matters offeeling or belief; 3. When the promise
in itself: or in its implied consequences, is either incompatible with, or
dangerous to, the rights ofothers, in which case the principles established
in our last chapter are also strictly applicable here. Now the difference
between these cases is this, that in the first and second the State must
only refuse to provide the sanction of its laws, without preventing the
formation or execution of such engagements, in so far as these are by
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mutual consent; while, in the last instance we have mentioned, it not only
can, but must, forbid the act of engagement itself

Still, even where there is nothing against the validity of a contract or
engagement, the State should have the power to lessen the restrictions
which men impose on one another, even with their own consent, and by
facilitating release from such engagements, to prevent a moment's decision
from hindering their freedom of action for too long a period of life.
When, however, a mere transfer of things is implied in the contract,
without any other personal relation, I do not consider such a course
advisable. For, firstly, these are seldom of such a kind as to lead to a
lasting relation between the contracting parties; secondly, limitations on
such engagements tend to upset the stability of business arrangements,
with far more harmful consequences; and lastly, for many reasons, but
chiefly with respect to the cultivation of judgement and strength of
character, it is good that a man's word once given should be irrevocably
binding; so that such an obligation should never be removed except where
this is really necessary; such a necessity does not arise in the case of a
transfer ofthings, because however they may hinder certain manifestations
ofhuman activity, they seldom tend to weaken the force of energy itself
But with contracts which render personal performance a duty, or still
more with those which produce actual personal relations, the case is
wholly different. With these, coercion harms man's nobl~st powers;
and since the success ofthe business which is to be conducted in accordance
with the contract, more or less depends on the continuing consent of the
parties, such a limitation is in their case less pernicious. When therefore
such a personal relation arises from the contract as not only to require
certain specific actions, but, in the strictest sense, to affect the person, and
influence the whole manner of his existence; where what is done or left
undone is closely bound up with man's inner sensibility, repudiation
should be possible at all times and without excuses.1 This is the case with
marriage.

Where the relation is indeed less intimate, while personal liberty is still
narrowly restricted, the State should, I believe, fix a time, the length of
which must be determined by the importance of the restriction on the
one hand, and on the other by the nature ofthe business concerned, during
which neither of the parties should be allowed to withdraw without
mutual consent; but that after its expiration, the contract, unless renewed,

1 C£ J. S. Mill: 'The principle of freedom cannot require that [a man] should be
free not to be free' (On Liberty, London, Everyman's Library ed., latest impr. 1968,
p. 158). Mill thought that Humboldt had oversimplified the problem, however
(ibid. p. 159).
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should not remain binding, even though the parties, in concluding the
engagement, had abandoned the advantage to which such a law would
entitle them. For although such a provision might seem to be nothing
more than a boon of the law, and not to be enforced more than any other
similar privilege, the course we suggest does not debar anyone from
entering into a lifelong contract, but guards against the possibility of
compulsory performance ofan engagement, when such constraint would
harm the individual's highest aims. And indeed it is the less a mere boon in
this respect that the cases I have quoted, and especially matrimony (as soon
as free will no longer accompanies that relation), differ only in degree from
that in which one party surrenders himself as a mere tool into the hands
of others, or rather is made a tool by the other to further his designs; and
the competence to determine generally in these the boundary between
just and unjust constraint, cannot be refused to the State, that is, to the
common will of society; since it would only be possible in special cases
to decide accurately and truthfully where the limitation arising from a
contract was such as actually to render the man who had changed his
mind a mere tool of the other. Lastly, it cannot be called a compulsory
boon, when we authorize its renunciation in advance.

The fundamental principles ofjustice themselves teach, and it has been
already expressly laid down, that no one can make a valid contract, or, in
general, enter into any engagement with regard to anything except what
is really his property, that is, his actions, or his possessions. It is evident
moreover that the greatest part of the State's concern for the security ofits
citizens, in so far as this is affected by the operation ofcontracts or engage
ments, consists in supervising the observance of this principle. Still there
are certain entire departments of business to which this fundamental rule
has not been applied. Such, for example, are all dispositions of property
to be observed after the death of the disposer, whether made directly or
indirectly, incidentally in another contract or in a special contract or
testament, or in any disposition of whatever kind. Rights of any kind
can only relate immediately to the person: their relation to things is only
conceivable in so far as these are connected with the person by actions.
With the decease of the person, therefore, this right is also at an end.
Hence, as long as he lives, man is free to dispose ofhis things as he pleases,
to alienate them in part or altogether-their substance, use, or possession;
and further, to limit his actions and the employment of his means by
anticipation, as he thinks best. But he is in no way entitled to define, in
any way binding on others, what shall be done with his property after his
decease, or to determine how its future possessor is to act. I will not stop to
examine the possible objections to these assertions. The reasons on both
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sides have already been exhaustively examined in the well-known dispute
over the validity of testaments according to natural right; and the point
of right is, on the whole, of less importance in this case, since the compe
tence ofthe whole society to give to testamentary dispositions the validity
which they would otherwise lack, is clearly unquestionable. But in the
extension afforded to testaments by our common law, which in this
respect unites the subtlety of the Roman jurists with the mania for lord
ship of the feudal system which followed the dissolution of society-as
regards this extension, it restricts that freedom which is essential to human
development, and so runs counter to every principle we have put forward.
For our testamentary laws provide the principal means by which one
generation succeeds in prescribing laws to another-through which abuses
and prejudices, not likely otherwise to survive the causes which necessarily
produced them, descend by inheritance, from century to century, so that
instead of man shaping things, things, on the contrary, bring man under
their yoke. Further, they more than anything else, divert man's attention
from his true powers and their development, and direct them exclusively
to external possessions; since these are clearly the only means of securing
obedience to their wishes after death. Finally, the arbitrary power of
disposing property by testament is often, indeed generally, made subser
vient to man's less worthy passions of pride, vanity, desire for dominion,
etc., so that it is the less wise and good men who avail themselves of this
power. It does not occur to the wise to arrange things for a future, the
individual circumstances of which they are too shortsighted to foresee,
while the good, far from eagerly looking for such opportunities, are glad
not to find any occasion to impose limits on the will ofothers. Too often,
even, secrecy and safety from the censure of the world may induce men to
make dispositions which otherwise shame would have prohibited. These
reasons may show the necessity of guarding at least against the dangers to
the freedom of the individual from the practice of testamentary disposi
tions.

But what is to supply the place of such dispositions of property if: as
principle strictly demands, the State were to abolish completely the right
ofmaking them? As the necessary preservation ofpeaceand orderprecludes
the possibility of just anyone taking possession, there clearly remains
nothing but an hereditary succession ab intestato to be decided by the
State. But to transfer to the political power such a mighty positive
influence as it would acquire by the right ofsettling this hereditary succes
sion, and by utterly abolishing the personal will of the ancestor, is for
bidden by the principles we have already agreed upon. The close connec
tion which exists between laws on succession ab intestato with the political
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constitution of States has been frequently observed; and this source of
influence might be employed to further other designs. On the whole, the
diverse and changing wishes of individual men are to be preferred to the
uniform and unchangeable will of the State. And we should remember,
further, that whatever evils may flow from the practice of testamentary
dispositions, it seems hard to deprive man of the innocent joy which
accompanies the thought of continuing to do good with his property
even after death; and although this feeling, it is true, produces an excessive
concern with property, when too much encouraged, the utter absence of
it might lead perhaps to the opposite evil. The liberty too, which men
enjoy, of leaving their goods behind them according to their own free
will, creates a new bond of union among them, which, though often the
source of abuse, may also often be beneficial. And indeed the whole
tenor of the ideas and arguments unfolded in this essay might fairly be
reduced to this, that while they would break all fetters in human society,
they would attempt to find as many new social bonds as possible. The
isolated man is no more able to develop than the one who is fettered.
Lastly, it differs little whether a man really gives away what belongs to
him at the very hour of death, or bequeaths it by will; and to the former
he has an undoubted and inalienable right.

The contradiction seemingly involved in the reasons here advanced on
both sides of the question, is reconciled when we remember that the
dispositions of a testament can contain two kinds of settlement: I. Who
shall be the next heir to the property?2. How is he to manage it; to whom
it is to be willed in turn, and, in general, what is to be done with it for the
future? We see that all the disadvantages enumerated apply only to the
latter, while all the contrasting advantages spring only from the former.
For if the laws have only ensured, by determining the portion due to his
family, as indeed they must, that no testator can be guilty ofreal wrong or
injustice, it seems as if the mere kindly intention to make someone a
present after one's death, would leave no special danger to be feared. The
principles, moreover, by which men are guided in such actions will
evidently be much the same at any given time; and the frequency or
rarity of testaments will, in any period, show the legislator whether the
order ofsuccession ab intestato which he has introduced, is still appropriate
or not. It might perhaps, then, be advisable to make a corresponding
division of the State's measures relating to testaments, according to the
twofold character of the objects we have noticed as embraced by them;
that is, to allow every man, on the one hand, to determine who shall
inherit his possessions after his death, subject only to the limitation as
regards the portion due to his family, but to forbid him, on the other, to
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prescribe in any way whatever how it shall be managed or employed.
Now it is certain that the first of these privileges, which we assume to be
allowed by the State, might be seriously abused, and made the means of
doing what the State wishes to prohibit. But it should be the object of the
legislator to obviate this abuse by special and precise regulations. This is
not the place to enter into a full exposition of this subject, but I may
propose the following as examples of such regulations: that the heir, in
order that he be really the heir, should be distinguished by no express
condition to be fulfilled after the death of the testator; that the testator
nominate only the next heir to his possessions and never a subsequent one,
since by this process the liberty of the first would be restricted; that the
testator have the power of appointing several heirs, but must do this in a
direct way; that he be allowed to divide a thing according to its extent,
but never with respect to the rights connected with it-as, for instance,
substance and usufruct, etc. From these spring manifold inconveniences
and limitations of freedom, as also from the idea connected with them,
that the heir is the representative of the testator-an idea which (like so
many others which have since become so extremely important) is foun
ded, I believe, on a formality of the Ronlans, and therefore on the neces
sarily imperfect arrangement of the juridical constitution ofa people who
were only in process of formation. But we shall be able to rid ourselves
of all these falser notions if we keep the principle distinctly in view, that
nothing further is to be granted to the testator than, at the most, to appoint
his heir; and that the State, while it should assist the latter to secure posses
sion when his appointment is valid, must not lend its aid to the enforce
ment ofany disposition on the part of the testator extending beyond this.

In case no heir has been appointed by the dying person, the State must
arrange an order ofsuccession ab intestato. But it does not come within my
present design to develop the principles on which such an arrangement
should proceed, nor those which relate to the portion always due to the
testator's family: I will content myself with observing, that the State
should not have scope afforded it for the furtherance of its own positive
aims in these, as in the other regulations we have considered-such as
maintaining the splendour and prosperity of families, or the opposite
extreme, of dissipating large fortunes by increasing the number of
inheritors; but that it must always act in accordance with ideas ofjustice,
which are restricted in this case to the limits of the former co-proprietor
ship in the testator's lifetime, and must thus give the first claim to the
family, the next to the municipality,* etc.

• I have been much indebted in the above remarks to the speech of Mirabeau on
this subject; and should have availed myselfstill further ofhis reasoning, had not he
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Very closely connected with the subject of inheritance is the question
how far contracts between living persons may be transmitted to their
heirs. We shall find the answer to this question in the principle we have
already established: that is, that a man during lifetime may restrict his
actions and alienate his property just as he pleases, but is not allowed to
limit the actions of his heir after his own death, or, under such circum
stances to make any other disposition except such as would secure a valid
succession to his property. Hence all those obligations must pass over to
the heir and must be fulfilled towards him, which really include the trans
fer of a portion of the property, and which therefore have either lessened
or augmented the means of the testator; but, on the other hand, none of
these obligations remain which have either simply consisted in actions of
the testator, or related solely to his person. But, even after having made
this limitation, there still remains too great a danger of entangling the
descendants in relations which are binding, by means of contracts conclu
ded in the lifetime of the testator. For rights can be alienated as well as
separate lots ofproperty, and such alienations must necessarily be binding
on the heirs, who cannot come into any other position than that which
has been held by the testators; and thus the several possession of divided
rights in one and the same thing, invariably leads to oppressive personal
relations. It might therefore be advisable, if not necessary, for the State to
prohibit the extension ofsuch contracts beyond the lifetime of the persons
concluding them, or, at least, to facilitate the means for effecting a real
division of property, where such a relation has once arisen. To enter into
fuller details to be observed in such an arrangement, does not come within
my present design; and this is the less necessary when I consider that it
should not be based so much on general principles, as determined by
particular laws having distinct reference to specific contracts.

The less a man is induced to act other than according to his wishes and
his powers, the more favourable his position as a member of a civil com
munity becomes. If: in view of this truth (around which all the ideas
advanced in this essay revolve), we consider the field ofciviljurisprudence,
there seems to me, among other less important objects, one that especially
claims attention; I mean those societies which, in contrast to actual men,
we are accustomed to call moral or legal persons. As they always possess a

proceeded from a wholly different point ofview from that adopted in this inquiry.
(See Collection Complete des Travaux de M. Mirabeau l'Aine al'Assemblee Nationale,
v, 498-52 4.) 1

1 The speech to which Humboldt refers, published as 'Discours sur l'egalite des
portages dans les successions en ligne directe' is not now attributed to Mirabeau
[L].

100



CIVIL LAWS

unity, independent of the number of members who compose them, a
unity which, with unimportant modifications, maintains itself through
the years, they produce in the end all those harmful consequences which
have been seen to arise from the practice of testamentary dispositions. For
although, with us, much of their harmfulness springs from an arrange
ment not necessarily connected with their nature-namely, the exclusive
privileges now expressly accorded them by the State, and now tacitly
sanctioned by ~ustom, as a result ofwhich they often become true political
bodies-still they lead in themselves, to many inconveniences. But these
only arise when the nature of their constitution either compels all the
members, against their will, to accept this or that use of their corporate
property, or, at least, by the necessity for unanimity, allows the will of
the majority to be fettered by that of the minority. Still, unions and asso
ciations, so far from having harmful consequences of themselves, are one
of the surest and most appropriate ways of promoting and accelerating
human development. All that we should expect therefore from the State
must be an arrangement, that every corporation or association should be
regarded simply as a union of the constituent members at any given time;
and hence, that all obstacles should be removed which would prevent
them deciding in any given case, on the use of their corporate powers and
property according to the will of the majority. It only remains to provide
that only those members on whom the association really depends should
be considered as such and not those only who are connected with it as the
agents-a confusion which has often occurred, and especially in decisions
on the rights of the clergy; where the rights of the clergy have sometimes
been mistaken for those of the Church.

From the reasons I have brought forward I would therefore deduce the
following principles-

Where man does not confine himself to the immediate province of his own
powers and property, but performs actions relating directly to others, the concern
for security imposes on the State the following duties-

I. As regards those actions which are done without the consent or against the
will of another, it must prohibit any injury to the latter in the enjoyment ~.f

his powers or the possession of his property; further, should he have actually
sustained injury in these respects, it must compel the offender to give redress, while
it prevents the sufferer from taking private revenge on this or any other pretext.

2. Those actions which are undertaken with the free consent of the second
party must be confined within the same (and not narrower) restrictions, as those
which have already been prescribed in the case ofactions relating to the agent only.

3. If of those actions already specified there are some from which future rights
and obligations arise between the parties (single or mutual engagements, contracts,
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etc.), the State must protect the right ofenforcement, where the contractor was in a
proper condition to ntake a reasoned decision, so long as the contract refers to
objects at the disposal of the transferring party, and has been transferred with full
power ofdecision; but in no case where the latter conditions are wanting, or where
a third person would be unjustly restricted without his consent or against his will.

4. Even in the case of~alidcontracts, ifsuch personal obligations, or, still more,
such a continuing personal relation follows as is calculated to restrict freedom
within very narrow limits, the State nlust facilitate a release from the contract,
even against the will ofone party, and always according to the degree ofthe harm
done by this restriction to inner self-cultivation. Hence, in cases where the
discharge of the duties arising from the relation is closely connected with sensi
bility, it must always grant the power of unconditional release j but wherever
(the limitation still being somewhat narrow) this connection is not so intimate, it
must allow the power ofwithdrawal after the lapse ofa certain time, this time to
be determined according to the importance ofthe restriction and the nature ofwhat
is restricted.

5. Ifanyone desires to dispose of his goods in the evettt oj' his death, it might
be thought advisable to allow him to appoint his immediate heir, but without
any condition being appended to limit the inheritor's power of disposing of the
goods according to his views and wishes.

6. It is necessary however to prohibit all further dispositions of this nature, to
decide on sOlne order ofsuccession ab intestato, and to affix the portion due to the
testator's family.

7. Although contracts concluded by living persons pass over to their heirs, and
must be fulfilled towards them, inasmuch as they modify what is left behind, the
State should not only prevent the further extension ofthis principle, but it would
be expedient to limit certain contracts which give rise to intimate and restrictive
relations between the parties (as, for instance, the division of rights in one thing
among several persons) to the period oj-life only j or, at least, to facilitate their
dissolution by the heirs ofone or the other party. For although the same reasons do
not apply as in the previous case ofpersonal relations, yet the will of the heirs is
less free, and the continuance of the relation indefinitely long.

IfI have succeeded in fully conveying my views by the recapitulation of
these principles, they will point out the rule to be followed in all cases in
which civil legislation has to provide for the maintenance of security. It is
for this reason, for instance, that I have omitted to mention, in this
recapitulation, those corporate bodies to which I referred; since, according
to the origin of such societies in testament or contract, they are to be
judged by the principles established with respect to these. Obviously, the
number and variety of the cases which come under the head of civil law,
forbid my priding myself on my success in this project.
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CHAPTER XII

On the solicitude of the State for security as
manifested in the juridical decision of disputes

among the citizens

The security of citizens in a society depends chiefly on transferring to the
State all private pursuit of redress. With this transfer the State acquires
the duty of giving to the citizens what they may no longer obtain for
themselves, and hence of judging disputed cases and of protecting the
successful litigant in his rights.

In so doing the State merely disinterestedly takes the place ofthe citizens.
For security is never really violated when the man who is wronged is
willing, or has reasons, to waive his right of redress; but only when he
who suffers, or believes himself to suffer, wrong, will not patiently put up
with it. Indeed, if ignorance or indolence should bring men to neglect
their personal rights, the State should not interfere on its own account. It
has sufficiently done its duty if it has not encouraged such errors by
obscure and complicated laws, or by some which have not been properly
made known. These considerations also apply to all means adopted by the
State to solve the exact question of right in cases where redress is sought.
That is, it must not advance a single step further in its investigation into
the true nature of the case, than the parties concerned require. Hence, the
first principle of every judicial proceeding should be, never to institute a
search to discover the truth absolutely and in itself: but only to conduct
the inquiry in so far as it is required by the party who is entitled to
demand the full investigation. But here too there is another limitation:
the State is not to comply with all wishes of the parties, but only those
which bear on the question in dispute, and which employ only such
means as, even outside the State, a man might justly use against his
fellow-man; especially in cases where the possession of a right, only, is
disputed between them, and in which there is no violation, or where this
is not immediately evident. The State, the third power called in to the
dispute, must use only these means. Hence arises the difference between
civil and criminal proceedings, that in the former the only means of
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eliciting the truth is the administration of the oath, while in the latter the
State enjoys far greater liberty in investigation.

Since the judge, as examiner into questions of contested right, occupies
a middle place, as it were, between the two parties, it is his duty to see that
neither of these is disturbed in his plans for obtaining redress or even
delayed by the other; and hence we come to the second principle, equally
as important as the first: to keep the conduct of the parties under special
supervision during the progress of the suit, and to take care that, instead
of serving its purpose, it does not actually hinder it. The most exact and
consistent observance of these two principles would give us, I believe, the
best system oflegal proceeding. For ifthe importance ofthe latter principle
is overlooked, there is too much scope for the chicanery of the interested
parties and the negligence and egotism of the advocates: thus lawsuits
become complicated, protracted, and costly; while the decisions are often
warped and falsified, irrelevant to the object, and unsatisfactory to the
persons concerned. Indeed, these disadvantages often actually increase the
frequency ofjuridical disputes, and tend to promote the spread of a liti
gious spirit. If, on the other hand, the first principle is not observed, the
proceedings become inquisitorial, the judge gets undue power into his
hands, and is disposed to meddle in the minutest private affairs of the
citizen. There are illustrations of both extremes in actual practice; while
experience corroborates our conclusions, and shows that whereas the
latter of these errors operates to restrict freedom too narrowly, and at
variance with principles of justice, the former tends to endanger the
security of property.

In order to discover, the judge needs means of proof. Hence we now
notice a new principle of legislation, that is, the need for another kind of
law which requires transactions to have certain characteristic features in
order to be legally valid. The necessity for laws of this nature invariably
decreases as the juridical constitution becomes more perfect; and this
necessity is greatest when, owing to a defective constitution, the greatest
number of external signs are required to establish proo£ Hence we find
in the most uncultivated nations, the greatest number of formalities. In
order to establish a claim to a field among the Romans, it was at first
necessary that both the parties to the transaction should be present on the
very ground; then it was enough to carry a clod from it into court;
afterwards a few formal words were deemed sufficient; and, at last, even
these were dispensed with. In general, and especially in the less enlightened
nations, thejuridical constitution has exercised an important influence
on legislation-an influence often far from being limited to mere formal
ities. I recall here, among the possible examples, the Roman doctrine of
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pacts and contracts; and although it is a subject which has been little
examined or explained as yet, it can hardly be regarded from any other
point of view. To inquire into this influence on different systems of
legislation in different times and nations, would not only be useful in
many important respects, but would be especially valuable in this-that it
would determine what kind of enactments might be generally necessary,
and what were founded only on local and peculiar circumstances.

Even though it were possible, however, it might be scarcely advisable to
abolish all limitations of this nature. For, firstly, fraud, such as the substi
tution of false documents, etc., would become too easy; and secondly,
lawsuits would be multiplied, or, if this does not perhaps appear to be
itself an evil, there would be too frequent opportunities of disturbing the
peace of others, by kindling useless disputes. Now it is just this spirit of
contention which manifests itself in lawsuits, which (apart from the loss
of time, fortune, and equanimity it occasions the citizen) has the most
unfortunate effects on the character; while it has no useful consequences
at all to compensate for these evils. The disadvantages, on the other hand
of too many formalities are the increased difficulty of transacting business
and the restrictions imposed on freedom, which are, in any relation, of
critical importance. Therefore, the law must try here also to adopt a
middle course-that is, it must never require formalities for any other
object than the validity ofnegotiations; they are not to be required, even
with this object, except where particular circumstances make them neces
sary, where forgeries might too easily occur without them, and proof be
difficult to establish; and, lastly, regulations should only be prescribed
respecting them which do not raise too many difficulties, while all regula
tions should be abolished which would make business transactions not
only more difficult, but even almost impossible.

Due consideration, therefore, of security on the one hand, and of
freedom on the other, seems to imply the following principles-

1. One of the principal duties of the State is to investigate and settle the legal
disputes ofits citizens. In these it takes the place ofthe interested parties, and the
only object is to protect from unjust demands, on the one hand, and, on the other,
to give to just ones that due weight and consideration which could only be won
for them by the citizens themselves, in some way prejudicial to public order.
During the process of inquiry, therefore, it must consult the wishes ofthe parties,
in so far as these are founded on the strictest principles ofjustice, but must prevent
either from using unjust means against the other.

2. The judge's decision in cases ~f contested rights can only be arrived at if
particular legal requirements have been satisfied. From this arises the necessity
for a new class oj" laws, namely, those which are designed to specify certain
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requirements of the validity of legal transactions. In framing such laws the
legislator must be guided by two objects only: to provide for the authentication of
legal transactions, and to facilitate the proof which is necessary in lawsuits;
secondly, to be careful of running into the opposite extreme, of making negotia
tions too difficult, while he must never impose regulations where they would
alnl0st amount to rendering them impossible.
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CHAPTER XIII

On the solicitude for security as manifested in the
punishment of transgressions of the State's laws

(criminal laws)

The last, and perhaps the most important, of the means adopted for
preserving the security of the citizens, is the punishment of transgression
of the State's laws. I must therefore apply to this also the fundamental
principles we have already agreed on. Now the first question which
presents itselfhere is this: what are the actions which the State can regard
and punish as crimes? The answer is, after what has been said previously,
an easy one. For as the State must pursue no other end than the security
of its subjects, it may impose restrictions only on actions which run
counter to this ultimate object. But it also follows that such actions deserve
suitable punishment. For since they impair what is most necessary both
to man's pleasure and to the cultivation ofhis powers, the harm they do is
so serious that we should use all permissible and appropriate means to
oppose it. Moreover, according to the fundamental principles ofjustice,
everyone must accept that the punishment should invade the circle of his
own rights to the same extent as the offence invaded that of another. But
to punish actions, on the contrary, which relate to the agent only, or
which are done with the consent of the person who is affected by them, is
forbidden by the same principles which do not permit their limitation; and
hence none ofthe so-called carnal crimes (rape excepted), whether creating
offence or not, attempted suicide, etc. ought to be punished, and even
taking away a man's life with his own consent should not be, unless the
possibility ofa dangerous abuse of this exemption should make a criminal
law necessary. Besides those laws which prohibit direct violations of the
rights ofothers, there are others ofa different kind which we have already
partly discussed, and must now again consider. Since, however, these
laws are directed to what we have indicated as the ultimate end of the
State, the State may punish breaches of thenl, in so far as the punishment is
not implied in the transgression itself; as, for instance, in the breach of the
prohibition offidei commissa, the invalidity of the dispositions follows as a
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consequence. This is the more necessary, as there would otherwise be
complete lack of sanctions for securing obedience to the laws.

From these considerations on the cases to which punishment is to be
applied, I now turn to punishment itsel£ I believe it to be impossible in
general reasoning, without reference to local circumstances, to prescribe
its extent even in a very broad fashion, or to fix the point beyond which it
should never go. Punishments must be evils which deter and intimidate
the criminals. Now, their extent must be as infinitely varying as the
differences of physical and moral feeling, which differs in different places
and periods. What may be called cruelty in one case may be required by
necessity in another. This much alone is certain, that, granted equal
efficiency, the system of punishment becomes more perfect as it becomes
more mild. For not only are mild punishments lesser evils in themselves,
but they lead men away from crime in the way that is most worthy of
human nature. For the less physically painful and terrible they are, the
more they become so morally speaking; while great physical suffering
lessens the sense of shame in the sufferer, and of condemnation in the
spectator. Hence mild punishments might be much more frequently em
ployed than at first sight would seem possible; since they gain, on the
other hand, a compensating moral weight and efficiency in proportion
to their mildness. The efficiency of punishlnents depends entirely on the
impression they make on the mind of the criminal; and we might almost
claim that in a graduated series ofpunishments it would not matter which
was taken as the last and ultimate punishment, since the actual efficiency
ofa punishment does not so much depend on its nature in itself: as on the
relative place it occupies on the scale of punishments, and what the State
declares to be the ultimate punishment is readily acknowledged as such. I
say almost affirm, for this assertion would only hold good when the
punishments inflicted by the State were the only evils to be dreaded by the
citizen. But since this is not the case, it very often is real evils which actually
lead him to crinle; and hence the extent of the most extreme punishment,
and therefore of the punishments in general, intended to counteract these
evils, must be determined by reference to them as well. Now, where the
citizen enjoys as great a freedom as is recommended in these pages, he
will live in greater well-being, his soul will become more serene, his
imagination sweeter, and punishment will be able to be relaxed in
severity without losing its efficiency. So true it is that all good and bene
ficent things rest in a wonderful harmony, that it is only necessary to
introduce one of them, to enjoy the blessings ofall the others. The general
conclusion, to be derived from this, is that the most extreme punishment
should be the mildest possible, under existing local circumstances.
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There is one kind of punishment, I think, which should be wholly
excluded, and that is the loss of honour, infamy. For a man's honour and
the good opinion of his fellow-citizens, is something which lies wholly
outside the power of the State. At most, then, such a punishment must be
reduced to this: that the State may deprive the criminal of the signs of its
own esteem and confidence, and leave to others the option of doing this
with impunity. However unquestionable its claim to such a right may be,
and however duty may seem to demand it, I nevertheless cannot consider
a general declaration that it will do this by any means advisable. For,
firstly, it presupposes a certain persistence in wrong-doing which is
rarely found in actual experience; and, secondly, even in its mildest
expression, that is ifmerely expressed ajustified mistrust on the part of the
State, it is always too indefinite not to create much abuse, and, if only
for consistency's sake, would often embrace more cases than might really
be necessary. For the kinds of confidence that may be extended to a man
are, according to different cases, so infinitely manifold, that I hardly
know of any crime which would shut out the criminal from all these at
once. But there is always a general expression of mistrust in such cases,
and the man of whom it would be remembered only on appropriate
occasions that he had transgressed any particular law, carries about with
him a general air ofunworthiness. Now, how hard such a punishment must
be, we know from the feeling we all know, that without the confidence
of one's fellow-men life itself ceases to be worth living. Moreover, many
other difficulties present themselves when we look more closely at the
way in which such a punishment shall be applied. Mistrust ofhonesty will
always follow where the lack of it has been shown. Now, to how many
cases such a punishment would have to be extended, one can see for one
sel£ No less difficult is the question how long the punishment shall last.
Every right-thinking man would undoubtedly wish to confine it to a
certain period. But will the judge be able to contrive that one who has so
long borne the load of his fellow-citizens' mistrust, may at once regain
their confidence on the expiration of a certain day? Lastly, it is not in
accordance with the principles which run through this essay, that the
State should give a definite direction to the opinions of the citizens in any
way whatever. According to my views, therefore, it would seem advis
able for the State to confine itselfwithin the limits of its incumbent duty,
to protect the citizens against suspicious persons, and hence, wherever
necessary-as, for instance, in official appointments, acceptance of the
testimony of witnesses, approval of guardians, etc.-to "exclude, by laws
expressly enacted, those who had committed certain crimes or incurred
certain punishments: beyond this, the State should refrain from any general
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manifestation of mistrust or any deprivation of honour. In this case also
it would be very easy to fix on some time beyond which such objections
should cease to operate. For the rest, it is needless to show that the State
always retains the right of acting on the sense of honour by degrading
punishments. Neither is it necessary for me to repeat (now that I am treat
ing of the general nature of punishments) that no punishment whatever
must be inflicted which would extend beyond the person of the criminal
to his children or relations. Justice and equity alike declare against such a
course; and even the caution observed, in the otherwise excellent Prussian
code, where such a punishment occurs, is not sufficient to lessen the
severity necessarily inherent in the thing itsel£1

Since it is impossible to fix an absolute standard of punishment, it is,
on the other hand, the more necessary to fix its relative degree. That is,
we should establish the standard according to which the degree ofpunish
ment attaching to different crimes should be determined. Now, it seems
to follow as a consequence of the principles we have developed, that this
standard can be no other than what is suggested by the extent ofdisregard
for others' rights shown in the crime; and this (since we are not referring
to the application of any penal law to an individual criminal, but to the
general principles of punishment) must be decided according to the
nature of the right which is violated by the crime. The most natural
principle seems to be to judge according to the ease or difficulty of
preventing the crime, so that the extent of the punishment should be
proportionate to the strength of the motives which impelled or deterred
the criminal. But when this principle is rightly understood, we find it to be
identical with the one we have just laid down. For in a well-organized
State, where there is nothing in the constitution itself which is calculated
to incite men to crime, there cannot properly be any other cause ofcrime
than the disregard for others' rights, which the impulses, inclinations, and
passions prompting crime take advantage o£ But if this principle is
differently interpreted; if it is supposed that crimes should always be met
with punishment to the extent that circumstances of time and locality
make them more frequent, or, still more (as in the case of so many crimes
against the State) to the extent that, from their very nature, moral restraints
are less effective against them-then the standard would be unjust and
harmful.

It would be unjust. For as it is correct to suppose the prevention of

1 This paragraph of the Prussian Civil Code ran: 'Such persons guilty of high
treason shall not only forfeit all goods and civil status, but their children also
shall bear the guilt of their misfortune, if the State finds it necessary for the avoid
ance of future dangers to keep them in perpetual detention or banishment.' [L].

110



CRIMINAL LAWS

future injuries to be the end of all punishment-at least in so far as never
to allow a punishment to be inflicted with any other purpose-so the
necessity for the criminal to undergo the punishment arises from the fact
that every one must submit to an infringement of his own rights exactly
in proportion as he has violated the rights of others. This obligation rests
on these grounds not only outside political society but also within it. For
to derive it from a mutual contract is not only useless, but also has this
difficulty-that capital punishment, for example, which is clearly neces
sary at some times and in certain circumstances, could hardly be justified
on these grounds, and that every criminal could escape his punishment if
before undergoing it he renounced the social contract; as we see, for
instance, in the voluntary exile of the ancient republics, which however,
if my memory does not mislead me, was only admitted in cases of
political and not private crimes. No discussion of the State's actions can
therefore be allowed to the offender; and, however certain it may be that
the party injured would have no new injury to fear from him, he must
still acknowledge the justice of the punishment. But it follows also, on the
other hand, from the same principle, that he may justly resist every
punishment exceeding the extent of his crime, however certain it might
be that this punishment alone, and no milder one whatever, would be
effective. There is obviously an intimate connection in human ideas
between the internal feeling of right and the enjoyment of external
happiness, and the former seems to man to entitle him to the latter.
Whether this expectation is justified by the happiness which fate grants
him, is a more doubtful question, but cannot be discussed here. But his
right to the happiness to which he is entitled, in so far as others can arbi
trarily grant or withhold it, must be acknowledged. This principle,
however, seems to deny it, at least de facto.

But, further, this standard is harmful even to security itself. For although
it may enforce obedience to this or-that particular law, it disturbs and
confuses precisely what is the mainstay of the security of the citizens in a
State-the feeling of morality-by causing a conflict between the treat
ment a criminal meets with, and his own consciousness of his guilt. The
only certain and infallible means of preventing crime is to secure a due
regard for the rights of others; and this is never achieved unless every one
who infringes those rights is restricted to an equal extent in the exercise
of his own. For it is only by such a correspondence that harmony is
preserved between man's internal moral development and the success
ofpolitical arrangements, without which even the most ingenious legisla
tion will always fail in its purpose. How much the attainment ofall other
human purposes would suffer from the adoption of such a standard-

III



CRIMIN AL LAWS

how much it contradicts all the principles laid down in this essay, it is
needless for me to show. Again, the equality between crime and punish
ment which is demanded by the reasons we have put forward, cannot be
absolutely determined; we cannot decide in a general way that this or
that crime is deserving of this or that particular punishment. It is only in
a series of crimes differing in degree, that the means of securing this
equality can be described; and in this case the respective punishments must
be arra~ged in corresponding gradations. When, therefore, in accordance
with what has been said, the absolute standard ofpunishment (for instance,
of the most extreme punishment) is to be determined according to the
amount of evil done, and to what is necessary to prevent the crime in the
future, the relative extent of the others (when the highest, or indeed any,
punishment has once been fixed) must be determined according to the
extent to which the respective crimes are greater or less than that which
the first punishment was intended to prevent. The most severe punish
ments, therefore, should be applied to those crimes which really infringe
the rights of others, and the milder ones to transgressions of those laws
which are simply designed to prevent such infringements, however
important and necessary those laws may be in themselves. In this way the
citizens are disabused of the idea that they are treated arbitrarily by the
State, and that its conduct towards them is not grounded on proper
motives-a prejudice easily awakened where severe punishments are
inflicted on actions which either really have only a remote influence on
security, or whose connection with it is not easy to understand. Among the
crimes first mentioned, those which attack directly the rights of the
State itselfmust be met with the severest punishment, since he who shows
no regard for the rights of the State, shows that he does not respect those
of his fellow-citizens, whose security depends upon the former.

When crimes and punishments have been generally apportioned by the
law in this way, these penal enactments must then be applied to particular
crimes. Here, according to the principles ofjustice, the punishment must
only affect the criminal to the same extent as his criminal intention or
guilt in the action he has committed. But when the above principle is
exactly followed, and only disregard for the rights of others punished in
all cases, the application of the principle to individual cases must not be
forgotten. In every crime committed, therefore, the judge must make it
his business to inquire carefully into the intention of the criminal, and
must have the legal power to modify the general punishment according
to the particular extent to which the criminal has disregarded the right
he has violated.

The proceedings against the criminal, moreover, are prescribed by the
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general principles of justice, in the same manner as before. That is, the
judge must take all just measures to discover the truth, but must refrain
from making use of any which lie beyond the legitimate limit. He must
therefore draw a careful distinction between the citizen who is only
suspected, and the criminal who is actually convicted, never treating the
former like the latter; and, in fine, must never deprive even the convicted
criminal of the enjoyment of his rights as a man and as a citizen, since he
can lose the former only with his life, and the latter only by a legal,
judicial exclusion from the political association. The use of means, there
fore, which involve actual deceit, should be as unlawful for this purpose
as the employment of torture. For although it might perhaps be urged, in
excuse, that the suspected person, or at least the criminal, authorized such
a course by the character of his own actions, it is still wholly unworthy
ofthe dignity ofthe State, which is represented by the judge; and as to the
salutary effects of an open and straightforward conduct even towards the
criminals, it is not only evident in itself, but also in the experience of those
States (England, for exalnple) which enjoy in this respect an honourable
legislature.

Lastly, I must (now that we are treating of criminal law), examine a
question that has assumed a high degree of importance by the efforts of
modern legislation; the question, namely, as to how far the State is
entitled or obliged to prevent crimes not yet committed. There is perhaps
no project so philanthropically intended, and the sympathy which it
inspires in every man offeeling is somewhat dangerous to the impartiality
of the inquiry. Nevertheless, I really consider such an inquiry highly
necessary, since, ifwe consider the infmite variety ofimpulses from which
the intention to commit a crime may arise, it seems to me impossible to
devise any method of wholly preventing such designs, and furthermore
actually hazardous to freedom, to prevent their execution. As I have
already attempted to define the right of the State to restrict the actions of
individual men, I may seem to have already answered this question. But
when I therefore established that the State should restrict those actions whose
consequences might endanger the rights of others, I understood by these
(as the reasons I advanced in support of this position show) only conse
quences which would arise solely and in themselves from the action, and
might only be avoided perhaps by greater caution on the part of the
agent. But when we speak ofthe prevention ofcrimes, we naturally mean
the restriction of actions which give rise to other actions, namely crimes.
Hence there is already this inlportant difference, that the agent must here
cooperate by a new decision; while in the former case he might either
have no influence whatever, or merely a negative one, by doing nothing.
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This alone, I hope, will serve to show the distinction sufficiently clearly.
Now all prevention of crime must be directed to its causes. But these

causes, which are so infinitely varied, might be expressed perhaps in a
general formula as the feeling, not sufficiently resisted by reason, of the
disparity between the inclinations of the agent and the means in his power
for gratifying them. Although it might be very difficult to distinguish
them in particular instances, there would be, in general, two distinct
cases of this disproportion; firstly, when it arises from a real excess of
desires, and, secondly, when it results from a lack ofmeans to satisfy even
ordinary inclinations. Both cases however must be accompanied by a
want of strong reasoning power and of moral feeling, which fails to
prevent the disparity from breaking out into illegal actions. Every effort
of the State, then, to prevent crimes by suppressing their causes in the
criminal, must, according to the difference noticed in these cases, be
directed towards changing and amending the situation of the citizens
when it may oblige them to commit crimes; or to restrict the inclinations
which usually lead to transgression of the laws; or, to gain greater force
and efficiency for the arguments of reason and the operation of moral
feeling. Lastly, too, there is another method of preventing crimes, by
legally reducing the opportunities to commit them, or circumstances
which even encourage the outbreak of lawless inclinations. We must not
overlook any of these different methods in the present inquiry.

The first of these, which is designed only to reform the conditions
leading to crime seems to have by far the fewest disadvantages. It is in
itself so beneficial and calculated to enrich men's opportunities for the
exercise of their powers as well as opportunities ofenjoyment; it does not
directly restrict free activity; and although it is clearly undeniable that it has
all those consequences which I have earlier represented as the effects of the
State's concern for the physical welfare of the citizens, still they only
follow here in a much smaller degree, since this protectiveness is extended
only to a few persons. Nevertheless they do always really result from such
a policy; the conflict between internal morality and external circumstances
is done away with, and along with it its beneficial influence on the agent's
strength of character, and on mutual benevolence among the citizens in
general; and the very fact that such concern can only apply to particular
individuals, necessitates political interference in the individual circum
stances of the citizens-all of which are ill effects which we could only
overlook if we were convinced that the security of the State would suffer
without such an arrangement. But there seems to me considerable reason
to doubt such a necessity. For in a State whose own constitution does not
place the citizens in such pressing circumstances, but which, on the con-
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trary, ensures the freedom which it is the intention of this essay to recom
mend, it is hardly possible in general that such situations as those we
describe should arise, without finding a sufficient remedy in the voluntary
assistance of the citizens themselves, without any State interference; the
cause in such a case must be looked for in the conduct of the man himsel£
But in this case it is wrong for the State to interfere in the natural conse
quences of men's actions. These situations, moreover, will only occur so
rarely as to require no especial State interference, so that its advantages
would be exceeded by those disadvantages which need no more detailed
exposition here, after all that has already been said.

Exactly the reverse are the reasons for and against the second method
for the prevention of crime which is designed to act on men's own pas
sions and inclinations. For, on the one hand, the necessity seems greater
for, with more unrestricted freedom, enjoyment becomes more extrava
gant, and desires more far-reaching; against which the regard for others'
rights, although it always increases with the sense of one's own freedom,
might not perhaps be sufficient. But, on the other hand, the disadvantages
increase as the moral nature is more sensitive to every constraint than the
physical. I have already attempted to show the reasons for holding that
any political effort directed to the moral improvement of the citizens
is neither necessary nor advisable. These reasons apply in this case in their
full extent, and only with this difference, that the State does not here aim
at reforming morality in general, but only at exercising an influence on
the conduct ofparticular individuals which seems to endanger the author
ity of the law. But by this very difference the sum of the disadvantages
increases. For, precisely because this effort is not general in its operation,
it must fall short of its purpose, so that not even the partial good which it
does is sufficient to reconcile us to the harm which it causes; and further,
it presupposes not only the interference of the State in the citizen's
private actions, but also the power of influencing them-a power which
is still more questionable when we consider those to whom it may be
entrusted. That is, there must be a superintending power entrusted either
to persons specially appointed, or to the regular State functionaries who
are already in office, over the conduct and the situations arising out of it,
either of all the citizens, or of those who come under their immediate
inspection. But in this way a new kind of domination is introduced, which
is perhaps more oppressive than any other could be; and an opportunity
is given for impertinent curiosity, bigoted intolerance, and even hypocrisy
and dissimulation. I hope I may not be accused of having indicated only
abuses here. The abuses are here inseparably connected with the thing
itself; and I venture to assert that even though the laws might be the best

lIS



CRIMIN AL LAWS

and most philanthropic, and allow to the superintending official nothing
beyond the information to be gained through lawful channels, and the use
of advice and exhortation wholly free from coercion-and should the
most perfect obedience be given to these laws, still such an institution
would be both useless and dangerous. Every citizen must be in a position
to act without hindrance and just as he pleases, so long as he does not
transgress the law; every one must have the right to maintain, in reply
to others, and even against all probability, so far others can tell, 'However
closely I approach the danger of transgressing the law, yet will I not
succumb.' Ifhe is deprived of this liberty, then his right is violated, and the
cultivation ofhis faculties-the development ofhis individuality-suffers.
For the forms of morality and observance of law are infinitely different
and varying; and if another person decides that such or such a course of
conduct must lead to unlawful actions, he follows his own view, which,
however just it may be, is still only the view of one man. But even
supposing he were not mistaken in his judgement-that the result were
even such as to confirm it and that the other, yielding to coercion or
following advice, without internal conviction, should not this once
transgress the law which otherwise he would have done-still it would
be better for the transgressor to feel for once the weight of punishment,
and to gain the pure instruction·of experience, than to escape this parti
cular evil, but not to gain any greater· clearness of ideas, or any active
exercise of moral feeling; and it would still be better that one more
transgression of the law should disturb public tranquillity, and that the
consequent punishment should serve as an instruction and warning, than
that the very thing on which the tranquillity and security of the citizens
depend-the regard for others' rights-be neither really greater in itself:
nor in this case increased and promoted. Finally, moreover, such an
institution cannot have the effect ascribed to it. As with all means which
do not act directly on the inner sources from which actions spring, it will
only give another direction to the desires which run counter to the laws,
and produce a dissimulation twice as harmful. I have hitherto confined
myself to the assumption that the persons to whom such supervision is
entrusted do not produce inner conviction, but only work through the
medium of external arguments. It may seem that I am not authorized to
proceed on such an assumption. But that it is good to exercise an influence
on one's fellow-citizens and their morality through the medium of a
living example andconvincingpersuasion,is too obvious to need repeating.
In any case, where such an institution produces these results, our reasoning
cannot apply. Only it seems to me that a legal prescription to this end is not
only an inappropriate method, but even a self-defeating one. For, firstly,
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it is not the province of the law to recommend virtues, but only to
prescribe duties which can be enforced; and it will frequently happen that
virtue will lose by such an attempt, since man only enjoys a course of
virtuous action when it proceeds from his own free will. And, secondly,
every mere request contained in a law, and every admonition or advice
which a superior gives in virtue of it, is a positive command, which
theoretically, it is true, men are not forced to observe, but which in
reality they always do obey. Lastly, we must take into account how many
circumstances may oblige men, and how many motives may incite them
to follow such advice, even wholly against their convictions. The influence
which the State has over those at the head ofits affairs and through whom
it attempts, at the same time, to influence the other citizens is usually of
this kind. Since such persons are bound to the State by special contracts, it
is undeniable that it can exercise greater rights over them than over the
other citizens. But if it faithfully adheres to the principles of the highest
legal freedom, it will not seek to obtain more from them than the fulfil
ment of civic duties in general, and of those special duties which are
required by their particular offices. For it obviously exercises too strong a
positive influence on the citizens in general when it tries to impose on
these, in virtue of their special connection with it, anything which it has
no right to impose directly on the other citizens. Without the State
taking any positive steps, it is quite sufficiently anticipated by men's
passions; and the task of preventing the evils which arise spontaneously
from these sources, will fully employ its zeal and vigilance.

The State has a more direct motive for preventing crimes by the sup
pression of their causes in the character in the case of those who, by
their actual transgressions of the law, awaken a reasonable anxiety with
regard to their future conduct. Hence, the most thoughtful modern
legislators have attempted to make punishments at the same time refor
matory. Now it is certain, not only that everything should be removed
from the punishment of criminals at all calculated to do harm to their
morality, but also that every means ofcorrecting their ideas and improving
their feelings must be left open to them, so long as it does not counteract
the object of the punishment. But instruction is not to be thrust even on
the criminal; and while, by the very fact of its being enforced, it loses its
usefulness and efficiency, such' enforcement is also contrary to the rights of
the criminal, who never can be compelled to anything save suffering the
legal punishment.

There is still, however, a completely special case, where the accused has
too many things against him not to labour under a strong suspicion of
guilt, but still not enough to justify his being condemned (absolutio ab

F 117



CRIMINAL LAWS

instantia).l To grant to him, under such circumstances, the full freedom
enjoyed by citizens of good reputation, is hardly compatible with care
for security; and a constant surveillance of his future conduct hence
evidently becomes necessary. The same reasons, however, which make
every positive effort on the part of the State so questionable, and which
make it advisable to substitute the efforts of individual citizens wherever
this is possible, lead us in this case also to prefer the voluntary surveillance
of the citizens to the supervision of the State; and hence it might be better
to allow suspected persons of this class to give security rather than to
place them directly under the eye of the State, which should only be
done in cases where securities could not be obtained. We find examples of
such security given (not in this case, it is true, but in similar ones) in the
legislation of England,

The last method ofpreventing crimes is that which, without attempting
to act on their causes, endeavours only to prevent the actual commission
of them. This is the least immediately harmful to freedom, as it least of all
leads to the exercise ofany positive influence. However, this method also
admits of greater or less extension of its sphere and operation. For the
State may content itself with exercising the most watchful vigilance on
every unlawful project, and defeating it before it has been put into execu
tion; or, advancing further, it may prohibit actions which are harmless in
themselves, but which tempt to the commission or planning of.crime.
This latter, again, tends to encroach on the liberty of the citizens; it shows
a distrust on the part of the State which not only harms the character of
the citizens, but helps to defeat the end in view; and is not advisable for
the same reasons as the methods of presenting crime mentioned earlier.
All that the State may do, without frustrating its own end, and without
encroaching on the freedom of its citizens, is, therefore, restricted to the
former course-that is, the strictest surveillance of every transgression of
the law, either already committed or only planned; and as this cannot
properly be called preventing the causes of crime, I think I may safely
assert that the prevention of criminal actions is wholly outside the State's
proper sphere of activity. But it must all the more assiduously take care
that no crime committed shall remain undiscovered, and that no offence
discovered shall escape unpunished, or even punished more leniently
than the law strictly demands. For the conviction in the minds of the
citizens-a conviction strengthened by unvarying experience-that it is
impossible for them to infringe the rights of others without suffering an
equivalent diminution oftheir own, seems to me at once the only bulwark
ofinternal security, and the only infallible means ofcreating an inviolable

1 CAcquittal for the present'.
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regard for the rights of others. This is, at the same time, the only way to
act worthily on man's character, since we must not lead or compel him
to certain actions, but only bring him to them by a consideration of the
consequences, which, according to the nature of things, must flow inevit
ably from his conduct.1 Hence, instead of all the more artificial and
complicated means for averting crime, I would never propose anything but
good and well-matured laws; punishments adapted, in their absolute
extent, to local circumstances, and, in their relative degree, to the immoral
ity of the crime; as minute a search as possible into all actual transgres
sions of law; and, lastly, the certainty of the punishment determined by
the judge, without any possibility of lightening its severity. Should these
methods, so simple in their operation, be somewhat slow in their effects,
as I will not deny they may be, they are, on the other hand, sure and
infallible; they do not harmfully affect the freedom of the citizen, and
they exercise a salutary influence upon his character. I need not dwell
longer on this subject, to point out the consequences of these principles
such as, for example, the truth so often observed, that the right of the
sovereign to grant reprieve or mitigation of the punishment must cease
completely. Such consequences are easily derived from the principles
themselves. The detail ofarrangements to be adopted by the State for the
discovery of crimes actually committed, or for the prevention of those
which are only planned, depends almost entirely on the individual circum
stances of particular situations. We may only generally observe that here
also the State must not go beyond its rights, and hence that it must not
do anything contrary to the freedom and domestic security of the citizens.
But it may appoint proper officers to be on the watch in public places
where misdemeanours are most commonly committed; establish public
prosecutors, who may, in virtue of their office, proceed against suspected
persons; and, lastly, make it legally binding on all the citizens to lend their
assistance to the task, by denouncing not only crimes which are contem
plated but not yet committed, but those which are already perpetrated,
and the criminals concerned in them. Only, in order not to harm the
character of the citizens, it must demand this only as a duty, and must
not incite them by rewards and benefits; and it must absolve them from
even this duty where it could not be fulfilled without breaking the closest
family ties.

Lastly, before concluding this subject, I ought to observe that all
criminal laws, both those which fix the punishments and which prescribe
the forms of procedure, must be fully and clearly made known to all the

1 This, it will be remembered, was the central doctrine of Rousseau's Emile, which
is here applied to criminal law.
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citizens without distinction. I am well aware that a contrary practice
has been repeatedly reconlmended, and the reason given is that the citizen
should not be given the choice ofpurchasing the advantages ofhis unlaw
ful action by being prepared to accept the punishment for it. But, even
granted the possibility ofconcealment, however immoral such a balancing
ofadvantages would be in the man who adopted it, still the State must not
forbid it, nor indeed can any man forbid it to another. It has, I hope, been
sufficiently shown above, that no man is justified in injuring another,
under the name of punishment, any further than he has himself suffered
by the crime. If there were no legal determination of punishment, the
criminal ought to expect about the same extent of injury as he would
think equal to his crime; and as this estimate would vary too much accord
ing to the variety of men's characters, it is very natural that a fixed
standard should be determined by law, and hence that there should be a
contract, not indeed to confirm the obligation to suffer punishment, but
to prevent the arbitrary transgression of all limits in inflicting it. Still
more unjust does such concealment of the law become as regards the
process of investigating and searching out crimes. In this case it could
evidently serve no other purpose than that of exciting fear of such means
as the State does not think fit to employ; and the State should never seek
to act through fears, which can depend on nothing else than the ignorance
of the citizens of their rights, or distrust of the State's respect for them.

I now deduce from the previous arguments the following ultimate
principles of every general system of criminal legislation-

I. One of the chief means for preserving security is the punishment of trans
gressions of the laws. The State must inflict punishment on every action which
infringes on the rights of the citizens, and (in so far as its legislation is guided by
this principle alone) every action in which the transgression of one of its laws is
implied.

2. The most severe punishment must be only that which is the mildest possible,
according to particular circumstances oftime and place. From this all other punish
ments must be determined, in proportion to the disregard for the rights of others
in the crimes committed. Hence, the severest punishment must be reservedfor the
man who has violated the most important right of the State itself; one less severe
must be inflicted on the one who has violated an equally important right of an
individual citizen; and, lastly, one still milder must be applied to one who has
only transgressed a law designed to prevent such injuries.

3. Criminal laws are to be applied only to one who has transgressed them
intentionally or culpably, and only to the extent to which the criminal thereby
showed a disregard for the rights of others.

4. In the inquiry into crimes committed, the State may indeed employ every
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means consistent with the end, but none which would treat the citizen who is only
suspected as already a criminal, nor any which would violate the rights of man
and citizen (which the State must respect even in the criminal), or which would
render the State guilty of an immoral action.

s. The State must only adopt special arrangements for preventing crimes not
yet committed, in so far as they avert their immediate perpetration. And all
others, whether they are designed to counteract the causes ofcrime, or to prevent
actions, harmless in themselves, but often leading to criminal offences, are wholly
beyond the State's sphere of action. If there seems to be a contradiction between
this principle and that laid down with regard to the actions of individual men, it
must not be forgotten that the previous question applied to actions which in their
immediate consequences were likely to infringe the rights ofothers, and that here
we are considering those from which, in order to produce this effect, a further
action must proceed. The concealment ofpregnancyl-to illustrate what I mean
by an example-ought not to be forbidden in order to prevent infanticide (unless
we were to regard it as already an indication ofthe mother's intention), but as an
action which, in itself, and without any such intention, might be dangerous to the
life of the infant.

1 Humboldt had been interested in this question for some time. See R. Leroux,
Guillaume de Humboldt. La formation de sa pensee jusqu'en 1794 (Paris, 1932 ), p. 57.
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CHAPTER XIV

On the care of the State for the welfare of
minors) lunatics) and idiots

All the principles I have hitherto attempted to establish, presuppose men
to have the full use of their mature powers ofunderstanding. For they are
all grounded on the conviction, that the man who thinks and acts for
himself should never be robbed of the power of voluntarily deciding on
all that concerns himself: according to the results of his deliberations.
Hence, then, they cannot be applied to persons such as lunatics and idiots,
who are almost wholly deprived of reason, or to those in whom it has
not reached that maturity which depends on the maturity of the body.
For, however indefinite and, strictly speaking, incorrect, the latter
standard may be, still there can be no other generally valid test to enable
us to judge. Now, all these need, in the strictest sense, a positive care for
their physical and moral well-being, and the merely negative preservation
of their security is not enough in their case. But, to begin with children,
who constitute the largest and most important class of such persons, it is
evident that the care for their welfare, in virtue of the principles ofjustice,
belongs to certain persons, that is, their parents. It is their duty to bring
up their offspring to full maturity; and from this duty, and as a necessary
condition of fulfilling it, arise all their rights with regard to them. The
children, therefore, retain all their original rights as regards their life,
their health, their goods, if they already possess any, and should not be
limited even in their freedom, except in so far as the parents may think
necessary, partly for their own development, and partly to preserve the
newly created family relations, while such limitations should not extend
beyond the time required for their training. Children must never be
compelled to actions which extend in their immediate consequences
beyond this period of development, or even over their whole life. Hence,
for example, they cannot be bound in the matter ofmarriage, or be obliged
to follow any particular career. With the age ofmaturity the power ofthe
parents must necessarily cease altogether. The duty of the parents, then,
may be thus generally defined-to put their children in a condition,
partly by personal care for their physical and moral well-being, and
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partly by providing them with the necessary means, to choose a plan of
life for themselves, while they are only restricted in that choice by the
circumstances of their individual position; the duty of the children, on the
other hand, consists in doing all that is necessary for the sufficient perform
ance of that duty on the part of the parents. I shall not consider in detail
all that these respective duties may and must include. Such an examination
belongs rather to a theory of legislation, and even these could hardly be
fully presented, seeing that it depends to a great extent on the individual
circumstances of particular situations.

Now, it is clearly incumbent on the State to provide for the security of
the rights ofchildren against their parents; and hence to determine, first, a
legal age ofmaturity. Now, this must naturally differ, not only according
to the difference of the climate and the time in which they live, but also
according to individual circumstances, and the greater or less degree of
intellectual maturity required in them. In addition to this, it must see that
the paternal power does not exceed its limits, and must always watch
closely over it. Still this supervision must never seek to prescribe any
positive rules for the definite training and instruction of the children by
their parents, but must confine itself to the negative precautions necessary
to preserve in both the due observance of the mutual limits and relations
assigned them by the law. It seems, therefore neither just nor advisable
to require parents to be continually rendering account of their conduct
towards their children; they must be trusted not to neglect the discharge
ofa duty which lies so near to their hearts; and only in cases where actual
neglect of this responsibility has occurred, or is immediately about to do
so, has the State any right to interfere with these family relations.

To whom the care of the children's upbringing must fall, after the
death of the parents, is not so clearly determined by the principles of
natural law. Hence, it becomes the duty ofthe State to decide on which of
the kinsmen the guardianship' is to devolve; or, ifnone of them should be
in a condition to undertake the duty, to declare how one of the other
citizens may be chosen for the trust. It must likewise determine what are
the necessary qualifications for guardianship. Since the guardians appointed
undertake all the duties which belonged to the parents, they also enter
on all their accompanying rights; but as, in any case they do not stand in
so close a relationship to their wards, they cannot claim an equal degree
of confidence, and the State must therefore double its vigilance over
them. With guardians, therefore, it might be necessary to require a regular
account of their trusteeship. According to our principles, the State should
exercise as little positive influence as possible, even indirectly. Hence,
then, as far as its care for the children allows, it must try to make
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possible the choice of a guardian by the dying parents themselves, or by
the surviving relatives or by the municipality to which the children
belong. It is in general advisable to transfer the supervision of all special
precautions to be taken in such cases to the respective municipalities;
their measures will not only always be more suitable to the individual
circumstances ofthe wards, but will be more diverse and less uniform; and
so long as an overall supervision remains in the hands of the State itself:
the security of the wards is sufficiently provided for.

In addition to these arrangements, the State should not content itself
with protecting minors like other citizens, from the attacks of others, but
must go further in this respect. It has been laid down above, that every
man may dispose ofhis goods or decide on his actions, as the case may be,
ofhis own free will. Such freedom might be dangerous, in more respects
than one, to those whose judgement was not fully matured.. It is, indeed,
the duty of the parents, or of the guardians, to avert such dangers, and
they have the right to guide the minor's actions. But the State must aid
them both in this, and declare their actions void when the consequences
of them would be harmful. It must therefore prevent others with self
interested motives from deceiving them or persuading them against their
better judgement. Where this happens, the State must not only enforce
reparation, but must also punish the guilty ones; and thus actions may
become punishable which would otherwise be beyond the competence of
the law. I may here mention illicit sexual intercourse as an example;
according to these principles, the State must punish the perpetrator, when
the offence has been committed with a minor. But as human actions
require many different degrees ofjudgement, andjudgement only matures
gradually, it is desirable, in deciding the guilt of various actions, to relate
them to different periods or stages in the minor's maturity.

What we have here said of minors, applies also to the treatment of
idiots and madmen. The difference chiefly consists in this, that these do
not require education and training, unless we apply this name to the
efforts made to restore them to the use of their reason, but only care and
supervision; that in their case, moreover, it is principally the injury they
might do to others which is to be prevented, and that they are generally
in a condition which forbids the enjoyment either of their personal liberty
or goods, though it must not be forgotten, that as their return to reason
is still possible, the temporary exercise of their rights is all that should be
taken from them, and not those rights themselves. As my present design
does not permit me to take the matter further, I shall conclude the subject
with a statement of the following general principles-

I. Those persons who have not the use of their powers of understanding, or
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have not yet reached the age necessary for the possession of them, require special
care for their physical, intellectual, and moral welfare. Persons of this kind are
minors and those deprived of reason. First, of the former class; and, secondly,
of the latter.

2. In the case ofminors, the State must determine the duration oftheir minority.
It must provide in this that the period be neither too long nor too short to be
essentially harmful, deciding according to the individual circumstances of the
condition of the nation, and guided by considerations of the period required for
the full development of the body, as an approximate guide. It is advisable that
different times should be appointedfor the expiration ofminority in respect of the
validity of different actions, and that the freedom of minors should be gradually
enlarged while the supervision of their affairs is correspondingly diminished.

3. The State must see that the parents strictly fulfil their duty towards their
children, that is, to fit them, as far as their situation allows, to choose a plan of
life oftheir own; and that the children, on their part, discharge the duty they owe
to their parents, that is, to do all they can to enable the latter to fulfil their duty
with regard to them; while neither should be allowed to overstep the rights which
the discharge of their mutual duty gives them. The State's object must be res
tricted to this; and every attempt to bring about positive ends in this connection
such as, for example, to encourage a particular development of the children's
faculties-lies outside the limits of its activity.

4- In the event ofthe death ofthe parents, guardians have to be appointed. The
State, therefore, should determine the way in which they are to be chosen, and
the qualifications needed in them. But it will do well to provide that they be
appointed by the parents before their death, or by the surviving relatives, or by
the municipality to which the minors belong. The conduct of the guardian in the
discharge ofhis duty requires special supervision on the part of the State.

5. In order to provide for the security ofminors, so that their inexperience and
rashness shall not be exploited by others to prejudice their interests, the State
must declare all such self-interested actions void whose consequences are likely
to be harmful and must punish those who have taken advantage of the minors in
this way.

6. All that is said here of minors applies equally to those who are deprived of
reason, with the difference which is suggested by the nature of the case itself. No
one moreover should be regarded as such until he has been formally declared EO be
so, after an inquiry into the circumstances by medical men, and under the super
vision ofthe magistrate; and the evil itselfmust always be considered as temporary,
and the return ofreason possible.

I have now considered all the objects to which the State's actions should
be directed, and have attempted to lay down the ultimate principle by
which it should be guided in each case. Should this essay appear imperfect,
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and should I seem to have omitted much that is important in legislation,
it must not be forgotten that it was not my intention to construct a theory
of legislation, a task beyond my knowledge and abilities, but only to
make it clear how far legislation in its different branches might extend
or restrict the State's activities. For, as legislation may be divided according
to its objects, it can also be arranged according to its sources; and perhaps
the latter system ofdivision, particularly for the legislator himself: is more
fruitful. There seems to me to be only three such sources, or, to speak more
correctly, three main points of view from which the necessity of laws is
apparent. Legislation in general must deal with the actions of the citizen
and their necessary consequences. The first point of view, therefore,
arises from the nature of those actions, and of their consequences, which
alone spring from the principles ofjustice. The second point ofview is the
special purpose of the State, the limits to which it resolves to restrict or to
extend its activities. Lastly, the third point of view is suggested by the
means which it needs to maintain the State edifice itself: and to make the
attainment ofits ends at all possible. Every conceivable law must properly
fall under one of these three points ofview; but none should be made and
enacted without regard to all three, and the one-sided outlook in which
they have originated is an essential defect in too many laws. Now from
this threefold aspect we have three preliminary essentials for every system
of legislation. I. A complete general theory of justice. 2. A complete
exposition of the end which the State should set itself, or what is, in
fact, the same thing, an accurate definition of the limits within which it is
to restrict its activity, or a depiction of the special ends which are actually
pursued by this or that State association. 3. A theory of the means neces
sary to the existence of a State; and as these means are necessary partly for
the sake of preserving internal cohesion, and partly in order to make its
activities possible, a theory ofpolitical and offinancial science, or, again, a
depiction of actual systems of politics and economic science. In this
general classification, which allows various subdivisions, I would only
observe that the first category alone is eternal and immutable as human
nature itself: while the others allow ofvarious modifications. If, however,
these modifications do not proceed from general considerations, derived
from all these different aspects oflegislations, but from accidental circum
stances; if: for example, there exists in some State a fixed political system,
and fmancial arrangements which are unchangeable, then the second
category we have mentioned falls into great difficulties and the first
suffers as a result. The reasons for very many political imperfections might
certainly be traced to these and other similar conflicts.

Thus I hope I have sufficiently defined the point of view I took up in
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this attempted exposition of the principles of legislation. But, even with
these limitations, I am very far from flattering myself with any great
success in my design. The correctness of the principles laid down may in
general be unquestionable, but there is doubtless much incompleteness in
the attempt to support and accurately define them. Even to establish the
most fundamental principle, and especially with such a purpose, it is
necessary to enter into the most minute details. But it was not in accordance
with my plan to enter into these; and while I did my best to conceive
them in my own mind as the model for the little I wrote down, I con
stantly fell short of doing so. I must, therefore, rest satisfied with having
pointed out what remains to be done, rather than with having fully de
veloped the whole subject. Still I hope I have said enough to make my
own position in this essay clearer, or to show that the chief point to be
kept in view by the State is the development of the powers ofits citizens
in their full individuality; that it must, therefore, pursue only that object
which they cannot procure for themselves, namely security; and that this is
the only true and infallible way to connect, by a strong and enduring
bond, two apparently incompatible things; the general end of the State
and the ends of all the individual citizens.
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CHAPTER XV

Measures for the maintenance of the State
Completion of the theory

According to the plan I proposed to myself in a former chapter,* I have
now completed the remainder of my task, and have, therefore, given as
full and accurate a solution of the question before us as my ability would
allow. I could conclude, then, at this point, if I were not obliged to refer,
before doing so, to one final consideration, which is of the greatest
importance for the whole subject; I allude to the means which are neces
sary, not only to make the activity of the State possible, but even to
secure its existence.

In order to accomplish even the most limited objects, the State must
have sufficient sources of revenue. My ignorance ofeverything concerned
with finance prevents my entering here on an elaborate disquisition. So,
according to the plan I have chosen, this is not necessary. For, as I observed
at the outset, we are not supposing the case of a State whose ends are
determined by the extent and efficiency of the means it may happen to
possess, but rather that of one in which the latter are subordinate to and
determined by the former. 1 I have only to observe, for the sake ofconsis
tency, that it is no less our duty to regard, in financial arrangements also,
the true end of man as member of the body politic, and the limitations
arising from this. Even a moment's reflection on the close interdependence
between police and financial regulations is sufficient to convince us ofthis.
There are then, it seems to me, only three sources of State revenue
I. The property which has been reserved for the State, or subsequently
acquired; 2. Direct taxation; 3. Indirect taxation. All State property has
pernicious consequences. I have already shown that the State must, by its
very nature, obtain a predominant influence compared with private
individuals; and in becoming a proprietor, it must necessarily become
involved in many private relations, while it preserves all its peculiar
attributes. That is, the power of the State, which it is allowed only to

ale Chapter IX.

1 At this point there is a reference in the manuscript to the section which is now
missing.
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serve the needs ofsecurity, takes up a role in cases where security is not an
issue. Indirect taxation likewise has harmful consequences. Experience
teaches us what a multiplicity of institutions is required to arrange and
levy them; and ofall these, according to our previous reasoning, we must
unquestionably disapprove. Direct taxation, then, is all that remains. Now,
ofall the possible systems of direct taxation, the physiocratical1 is unques
tionably the simplest. But, as it has been frequently objected, one of the
most natural products ofall is overlooked in such a system; I mean human
power, whose labour and works, under our institutions, is also a dispos
able commodity, and must therefore be subject likewise to direct taxa
tion. If: however, the system of direct taxation to which we are reduced
is not unjustly condemned as the worst and clumsiest of all financial
systems, we must not forget that the government, whose activity we
have so narrowly circumscribed, needs no great income, and that a
State which has no special interest of its own, apart from those of its
citizens, will be more assured of support from a free and therefore,
according to the experience of all the ages, a prosperous nation.

As the administration of financial affairs may create obstacles to the
practical application of the principles we have laid down, this is equally or
still more the case with the internal arrangements of the political constitu
tion. That is, some means must be provided to connect the governing and
governed classes of the nation together, to secure the former in the
possession of the power confided to them, and the latter in the enjoyment
of what freedom remains. Different methods have been adopted in
different States for this purpose: in some, it is, by attempting to strengthen
the physical power of the government-clearly dangerous to freedom;
in others, by the equilibrium of a number of contending powers; and in
others, by diffusing throughout the nation a spirit favourable to the con
stitution. This last method, although it has produced splendid results, as
we notice more especially in antiquity, is too harmful to the individual
development of the citizen, too easily induces one-sidedness in the
national character, and is therefore least advisable in the system we have
proposed. According to this, we should look for a constitution which
should have the least possible positive or special influence on the character
of the citizens, and would fill their hearts with nothing but the deepest
regard for the rights of others, combined with the most enthusiastic
love for their own liberty. I shall not here attempt to discover which
conceivable constitution this may be. Such an investigation clearly belongs
only in a theory of politics proper; and I shall content myself with a few

1 The physiocrats regarded land alone as productive, and hence advocated a land
tax.
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brief considerations, which may show more clearly at least the possibility
of such a constitution. The system I have put forward tends to strengthen
and multiply the private interests ofthe citizens, and it may therefore seem
calculated in this way to weaken the public interest. But it interweaves the
two so closely together that the latter seems rather to be based on the
former; and especially appears so to the citizen, who wishes to be at once
secure and free. Thus then, with such a system, that love for the constitution
which it is so often vainly sought to cultivate in the hearts of the citizens
by artificial means, will be best maintained. A State, moreover, whose
sphere ofaction is so narrow needs less power, and this needs correspond
ingly less defence. Lastly, it is understood of course, that, as power and
enjoyment have often to be sacrificed for results, in order to protect
both sides from a greater loss, the same will be the case here.

I have now succeeded, then, in answering the question I put, as far as
my present powers would allow, and have traced out the sphere of
political activity, and confined it within such limits as seemed to me most
conducive and necessary to man's highest interests. In this I have taken the
point ofview ofwhat was best; that ofjustice might also seem, in conjunc
tion with this, not uninteresting. But when a State has taken a certain
end, and has voluntarily set certain limits to its activity, those ends and
limits are naturally in accordance withjustice, so long as those who defined
them were adequate to their task. Where such an express definition of
ends and limits has not been made, the State must naturally attempt to
limit its activity to what pure theory prescribes, but must also be guided
by the consideration of obstacles which, if overlooked, would lead to
more harmful consequences. The nation can always demand the adoption
of such a theory, in so far as these obstacles make it practicable, but no
further. I have not hitherto taken these obstacles into consideration, but
have contented myselfwith developing the pure theory. I have in general
aimed at discovering the most favourable position which man can occupy
as member of a political community. And it has appeared to me to be
that in which the most diverse individuality and the most original
independence coexisted equally with the most diverse and. profound
associations of human beings with each other-a problem which nothing
but the most absolute liberty can ever hope to solve. To point out the
possibility of a political organization which should limit the achievement
of this end as little as possible, has been my only purpose in these pages,
and has for some time been the subject ofalliny thoughts and researches.
I shall be satisfied if I have shown that this principle should at least hover
before the legislator as an ideal in all political constitutions.

These ideas might have been forcibly illustrated by history and statis-
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tics. On the whole there has often seemed to me to be much need of
reform in statistical science. Instead of giving us the mere data of area,
population, wealth, and industry in a State, from which its real condition
can never be fully and accurately determined, it should proceed from a
consideration of the real state of the country and its inhabitants, l and
attempt to convey the extent and nature of their powers ofactivity, endur
ance and enjoyment, and to show by degrees the modification of these,
partly by the national community, partly by the institution of the State.
For the State constitution and the national community, however closely
they may be interwoven, should not be confused. While the State con
stitution, by the force of law, or custom, or its own power, sets the citi
zens in a specific relationship to each other, there is another which is
wholly distinct from this-ehosen by their own free will, infinitely various,
and in its nature ever-changing. And it is strictly speaking the latter-the
free cooperation of the members of the nation-which secures all those
benefits for which men longed when they formed themselves into a
society. The State constitution itself is strictly subordinate to this end, as
only a necessary means; and, since it is always attended with restrictions
of freedom, as a necessary evil.

It has, therefore, been my secondary design in these pages to point out
the fatal consequences for human enjoyment, energy, and character, from
confounding the free activity of the nation with the enforced working of
the political constitution.

1 Humboldt later amplified these suggestions in his Plan einer vergleichenden Anthro
pologie (1795).
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CHAPTER XVI

Practical application of the theory proposed

Every development of truths which apply to human nature, and more
especially to human activity, leads to a wish to see worked out in practice
what theory has shown us to be right. To man, who is seldom satisfied
with the calmly beneficent influence of abstract ideas, this desire is per
fectly natural, and it is quickened by benevolent sympathy with the well
being of society. But, however natural in itself: and however noble in its
origin, this desire has not infrequently led to harmful consequences,
indeed, often to greater evils than the colder indifference, or-for the
same effects can follow from opposite causes-the burning enthusiasm,
which, comparatively heedless of reality, delights only in the pure beauty
ofideas. For as soon as truth strikes deep roots in human nature, ifonly in a
single man, it slowly and silently spreads its beneficial influence into
practical life, while on the other hand, if it is put directly into practice,
it often changes character as a result and does not react on men's ideas.
Hence there are some ideas which the wise man would never attempt to
put into practice. Indeed, reality, in any period, is never ripe for the ripest
and finest fruit of the spirit; the ideal must always float before the soul
of the artist, whatever the art he practises, only as an unattainable stan
dard. These considerations, therefore, show the need for more than
ordinary prudence in applying even the most consistent and generally
accepted theory; and they impel me all the more to examine, before
concluding my task, as fully and at the same time as briefly as possible, how
far the principles developed here can be transferred into actual practice.
This examination will, at the same time, serve to defend me from the
charge that I wished directly to prescribe rules to actual life in what I
have said, or even to disapprove ofanything in it contrary to what I have
advocated. I would wish to repudiate such a presumption even if I were
sure that everything I have said is perfectly correct and unquestionable.

In every remodelling of the present, the existing condition of things
must be replaced by a new one. Now every situation in which men find
themselves, every circumstance communicates a definite shape to their
internal nature. This form is not such that it can change and adapt itself
to any other a man may choose to receive; and man's end is frustrated and
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his energies suppressed when we impose something incompatible upon
it. If we glance at .the most important revolutions in history, we see at
once that the greatest number of these originated in the periodical revolu
tions of the human mind. And we are still more convinced of this, when,
considering the powers that have done most to change the world, we
fmd the human the most important. For physical nature, on account ofits
measured, uniform, eternally recurring cycles, is less important in this
respect; as is the brute creation, considered by itsel£ Human power! can
only manifest itself in anyone period, in one way, but it can infinitely
modify this manifestation; at any given epoch, therefore, it exhibits a
one-sided aspect, but in a series of different periods these combine to give
the image of a wonderful multiformity. Every preceding condition of
things is either the complete and sufficient cause of what succeeds it, or,
at least, exercises such modifying influences that the external pressure of
circumstances can produce no other. This prior condition, then, and the
modifications it receives, act also to determine in what way the new order
of circumstances shall exercise an influence on human nature; and the
force of this determination is so great, that these very circumstances are
often wholly altered by it. Hence it comes, that we might be justified in
regarding everything which is done on earth as both good and beneficial;
since it is man's internal power which masters and subdues everything to
itself: whatever its nature, and because this internal power, in any of its
manifestations, can never act other than beneficially, since each of these
operates in different degrees to strengthen and develop it. In view of this
consideration, we understand how the whole history of the human race
could perhaps be represented merely as a natural result of the revolutions
of human energy; and while the study of history in this light would be
perhaps more pregnant than any other in interest and instruction, it
would at the same time point out to the man who wishes to influence his
fellow-men, the way in which he should attempt to sway and guide
human energies, and what he should never expect of them. While, there
fore, this inner human force deserves our special attention, commanding
our respect and admiration as it does, by its intrinsic worth, it has double
claims on our consideration when we recognize the mighty influence with
which it subjects all other things to its sway.

1 The passage which follows takes up the arguments already put forward by Hum
boldt in his earlier essays, Ideen uber Staatsverfassung and Ober die Gesetze der Ent
wicklung der Menschlichen Kriifte (1791) and foreshadows those developed later in his
Plan einer vergleichenden Anthropologie (1795) and Betrachtungen uber die Weltges
chichte (1814). None of these essays was published during his lifetime. See Editor's
Introduction, pp. xviii, xxi.
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Whoever, then, would attempt the difficult task of ingeniously intro
ducing a new state of affairs and grafting it to what already exists, should
never lose sight of this all-important fact. He must wait, therefore, in the
first place, for the full working out of the present in men's minds; if he
should attempt to cut through the difficulty, he might succeed, perhaps,
in transforming the external aspect of things, but never the inner disposi
tion of human nature, which would carry over into everything new that
had been forcibly imposed on it. One should not imagine, moreover, that
the more one allows the present tendencies to work themselves out, men
become more averse to any subsequent change. In human history, it is
extremes which lie most closely together; and the external state ofaffairs,
ifwe leave it to run its course undisturbed, so far from strengthening and
perpetuating itself, works towards its ruin. This is not only proved by the
experience of all ages, but is in strict accordance with human nature; for
the active man never remains longer with one object than his energy
finds in it material for exercise, and hence he abandons it most quickly
when he has been most uninterruptedly engaged on it; and as for the
passive man, although it is true that a continuing pressure blunts his
powers, it also causes him to feel the influence more keenly. Now, without
directly altering the existing state of things, it is possible to work upon the
human mind and character, and give them a direction incompatible with
it; and this is precisely what the wise man will attempt to do. Only in this
way is it possible to reproduce the new system in reality, just as it has been
conceived in idea; in every other method, apart from the evils which
arise from disturbing the natural order of human development, it is
changed, modified, disfigured by the remaining influence of preceding
systems, in the actual state of affairs or in the minds of men. But if this
obstacle is removed-if the new state of things which is decided upon can
work itself out fully, unimpeded by what has gone before, and by the
present state of things in which the influence of the past is still alive-then
nothing further must be allowed to stand in the way of the contemplated
reform. The most general principles of the theory of all reform may
therefore be reduced to these-

1. We should never attetnpt to transfer purely theoretical principles into
reality, before the latter offers no further obstacles to achieving results to
which the principles would always lead in the absence of outside inter
ference.

2. In order to bring about the transition from present circumstances to
those which have been planned, every reform should be allowed to proceed
as much as possible from men's minds and thoughts.

In my exposition of abstract theoretical principles in this essay, I have
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always proceeded strictly from considerations of human nature; I have
not presupposed in this, moreover, any but the usual degree ofenergy and
capacity; still, I have assumed man to be only what his humanity makes
him, not moulded by any particular social relations. But we never find
man thus: the circumstances amidst which he lives have in all cases already
given him some determinate form or other. Whenever a State, therefore,
contemplates extending or restricting its sphere of action, according to
correct theoretical principles, it must pay special attention to this. Now
the difference between theoryand reality, on this point ofpolitical adminis
tration, will in all cases consist, as may easily be foreseen, in too little
freedom; and hence it might appear that the removal of existing bounds,
would be at all times possible and at all times beneficial. But however true
in itself this may be, it should not be forgotten that the very thing which
cripples men's power on the one hand, on the other provides the material
for its activity. I have already observed, in the beginning of this essay,
that man is more disposed to domination than freedom; and a structure
of dominion not only gladdens the eye of the master who rears and
protects it, but even its servants are uplifted by the thought that they are
members of a whole, which rises high above the life and strength of
single generations. Wherever, then, there is still such a commanding
spectacle to sway men's admiration, and we attempt to constrain man to
act only in and for himself: only within the narrow circle of his own
individual powers, only for his own lifetime, his energy will vanish, and
lethargy and inaction ensue. It is true that this is really the only way in
which man can act on illimitable space and time, but he does so indirectly;
he sows seeds which grow spontaneously rather than erects structures
which show directly the traces ofhis hand; and it requires a higher degree
of culture to rejoice in an activity which only creates energies and leaves
them to work out their own results, rather than in one which establishes
them at once. It is this degree of culture which shows the time is ripe for
freedom. But the capacity for freedom which arises from such a degree of
culture is nowhere perfect; and this perfection, I believe, is destined to
remain beyond the reach ofman's sensuous nature, which always disposes
him to cling to external objects.

What, then, would be the task of the statesman who should undertake
such a reform?1 First, in every new step which is outside the course of
things as they exist, he must be guided strictly by pure theory, except
where there are circumstances in the present which, if one attempted to
graft changes on to them, would partially or wholly destroy the proper

1 In the manuscript 'reform' (Umiinderung) is substituted for 'Revolution'. [L].
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consequences of the theory. Secondly, he must allow all restrictions on
freedom to remain untouched which are rooted in the present state of
things, so long as men do not show by unmistakable signs that they
regard them as fetters, that they feel their oppressive influence, that they
are ripe for an increase of freedom in these respects; when this is shown,
he must immediately remove them. Finally, he must make men thus ripe
for increased freedom by every possible means. This last duty is unques
tionably the most important, and at the same time, the simplest. For
nothing promotes this ripeness for freedom so much as freedom itself
This truth, perhaps, may not be acknowledged by those who have so
often used this unripeness as an excuse for continuing repression. But it
seems to me to follow unquestionably from the very nature of man. The
incapacity for freedom can only arise from a want of moral and intellec
tual power; to heighten this power is the only way to supply this want;
but to do this presupposes the exercise of the power, and this exercise
presupposes the freedom which awakens spontaneous activity. Only it is
clear we cannot call it giving freedom, when bonds are relaxed which are
not felt as such by him who wears them. But of no man on earth
however neglected by nature, and however degraded by circumstances
is this true of all the bonds which oppress him. Let us undo them one by
one, as the feeling of freedom awakens in men's hearts, and we shall
hasten progress at every step. There may still be great difficulties in being
able to recognize the symptoms of this awakening. But these do not lie
in the theory so much as in its execution, which, clearly allows no special
rules, but in this case, as in every other, is the work of genius alone.
Theoretically, I should attempt to solve this admittedly intricate problem
as follows:

The legislator should keep two things constantly before his eyes-I.
The pure theory developed to its minutest details; 2. The particular
condition of things which he intends to reform. He must command a
view of the theory, not only in all its parts, and in its most careful and
complete development, but must, further, never lose sight of the necessary
consequences of each of its several principles, in their full extent, in their
manifold inter-connection, and, where they cannot all be realized at
once, in their mutual dependence on each other. It is no less his duty,
although it is doubtless infinitely difficult, to acquaint himself with the
actual condition of things, with the nature of all restrictions which the
State imposes on the citizens, and which these, under the protection ofthe
State, impose on each other, contrary to the abstract principles of the
theory, and with all the consequences of these restrictions. He should now
compare these two pictures with each other; and the time to translate a
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theoretical principle into reality would be recognized, when it was shown
by the comparison that the principle could be realized, unaltered, in its
full purity. It would be sufficient, even if this were not completely the
case, if it could be foreseen that the discrepancies would be removed as
reality approached the theory. For the gaze of the legislator must be
constantly bent towards this aim, this complete coincidence.

There may seem to be something strange in the idea ofthese imaginative
representations, and it might be thought impossible to preserve the truth
of such pictures, and still more to institute an exact comparison between
them. These objections are not without foundation; but they lose much
of their force when we remember that the theory demands only freedom,
while reality, in so far as it differs from theory, is characterized by coer
cion; that the only reason we do not exchange coercion for freedom is
because it is impossible, and that the reason for this impossibility can only
be found in one of these two considerations-either that man or the
situation is not yet adapted to receive that freedom, so that freedom would
destroy the very conditions without which not only freedom but even
existence itself would be inconceivable; alternatively-and this could
result only from the incapacity ofmen for it-freedom would not produce
the beneficial results which otherwise invariably accompany it. Now we
cannot judge either case, unless we imagine both the actual and the altered
circumstances in their fullest extent and carefully compare their structure
and consequences. The difficulty still further decreases when we reflect
that the State itself is never in a position to introduce any important
change until it observes in the citizens themselves indications which show
it is necessary to remove their fetters before they become oppressive; so
that the State only occupies the place of a spectator, and the removal of
restrictions on freedom implying nothing more than a calculation of
possibility, is only to be guided by the dictates of sheer necessity. Lastly,
it is scarcely necessary to observe, that ·we are alluding here to cases in
which a reform seems to the State not only physically but morally pos
sible, and which therefore do not contradict the principles ofjustice. Only
we must remember, with regard to this last condition, that natural and
universal justice is the only true basis of all positive law; that therefore
we should always refer back to this; and hence that, to adduce a principle
of law which is, as it were, the source ofall the others, no one can at any
time, or in any way, obtain a right to dispose of the powers or goods of
another without his consent or against his will.

Under this heading I would venture to lay down the following prin
ciple-

With regard to the limits of its activity, the State should endeavour to bring
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the actual condition ofthings as close to those prescribed by the true andjust theory
as is possible, and in so far as it is not opposed to reasons ofreal necessity. Now,
the possibility consists in this, that men are ready to receive the freedom which
theory always approves, and that this freedom can succeed in producing those
salutary consequences which always accompany its unhindered operation. The
reasons ofnecessity which may oppose this are: thatfreedom, once granted, is not
calculated to destroy those conditions, without which not only all further progress,
but even existence itself, is endangered. In both of these cases the statesman's
;udgement must be formed from a careful comparison between the present state of
things, and the contemplated change, and between their respective consequences.

This principle follows [rom the application, in this particular case, of
the principle laid down earlier with regard to all methods of reform. For,
when there is an incapacity for greater freedom, or when the essential
conditions referred to would suffer from increasing it, the real state of
things prevents the theory from producing its normal consequences. I
shall not develop this principle any further. I might, perhaps, go on to
classify the possible variety ofreal situations, and demonstrate the applica
tion ofthe theory to them. But in attempting this, I should only contradict
my own principles; for I have observed, that every such application
requires a commanding view ofthe whole situation and its inter-relations,
and this can never be done in a mere hypothesis.

It we add to this rule, which we have laid down for the practical guid
ance of the State, those laws which are imposed on it by the theory we
previously developed, we shall conclude that its activity should always be
left to be determined by necessity. For the theory we have advanced
allows to it only the care for security, since security alone is unattainable
by the individual man, and hence this protection alone is necessary;
and this practical rule binds the State strictly to the observance of the
theory, in so far as the present conditions do not necessitate a departure
from it. Thus, then, it is the principle or necessity towards which all the
ideas advanced in this essay converge. In pure theory the limits of this
necessity are determined solely by consideration of man's proper nature
as a human being; but in its application we have to look, in addition, at
the individuality of man as he actually exists. This principle of necessity
should, I think, prescribe the great fundamental rule to which every effort
to act on human beings and their manifold relations should invariably
conform. For it is the only thing which leads to certain and unquestionable
results. The consideration of the useful, which might be opposed to it,
cannot be clearly and definitely determined. It presupposes calculations
of probability, which, even setting aside the fact that, from their very
nature, they cannot be infallible, always run the risk of being falsified
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by the minutest unforeseen circumstances; while, on the other hand,
necessity impresses itself powerfully on men's. feelings, and whatever
necessity demands is not only useful, but absolutely indispensable. The
useful, moreover, since its degrees are as it were infinite, presupposes a
constant succession ofnew arrangements and expedients; while the limita
tions, on the contrary, which necessity enjoins, tend actually to lessen its
demands, since they leave ampler scope to individual energies. Lastly,
the concern for the useful encourages for the most part the adoption of
positive arrangements; the necessary chiefly requires negative measures;
since, owing to the strength ofman's spontaneous energies,necessity does
not often require anything but the removal of oppressive restrictions.
From all these reasons, to which a more detailed analysis of the subject
might add many more, it will be seen, that there is no other principle so in
accordance with the reverence we owe to the individuality ofspontaneous
beings, and with the concern for freedom which that reverence inspires.
Finally, the only infallible means of securing power and authority to
laws, is to see that they originate in this principle alone. Many plans have
been proposed to secure this great object; to most it has appeared the
surest method, to persuade the citizens that the laws are both good and
useful. But even although we admit that they possess these qualities in
given cases, it is always difficult to convince men of the usefulness of an
arrangement; different points of view give different opinions; and men's
own inclinations resist persuasion, since however ready they may be to
accept necessities they have recognized for themselves, they always resist
what is thrust upon them. But to the yoke ofnecessity everyone willingly
bows the head. Still, when a complicated situation actually arises, it
is more difficult to discover exactly what is necessary; but by the mere
acknowledgment of the principle, the problem invariably becomes
simpler and the solution easier.

I have now gone over the ground I marked out in the beginning of this
essay. I have felt myself animated throughout with a sense of the deepest
respect for the inherent dignity of human nature, and for freedom,
which alone befits that dignity. May the ideas I have advanced, and the
expression I have lent to them, be not unworthy of such a feeling!
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