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PCB EDC 12-03

1

ORIGINAL

2012

A bill to be entitled

2

An act relating to postsecondary education; amending

3

s. 1001.02, F.S.; providing duties of the State Board

4

of Education relating to the 5-year plan for

5

postsecondary enrollment and the strategic plan that

6

specifies goals and objectives for public schools and

7

Florida College System institutions; providing powers

8

and duties of the state board relating to the

9

evaluation of Florida College System presidents,

10

institution service delivery areas, and credit hour

11

requirements; amending s. 1001.03, F.S.; requiring the

12

state board to adopt a unified state plan for STEM and

13

STEM-related programs; amending s. 1001.64, F.S.;

14

conforming provisions; amending s. 1001.706, F.S.;

15

providing requirements for the strategic plan and the

16

accountability plan specifying goals and objectives

17

for the State University System and its institutions

18

developed by the Board of Governors; authorizing the

19

Board of Governors to waive or modify certain fee

20

requirements; providing requirements relating to state

21

university presidential selection and reappointment;

22

authorizing the Board of Governors to revoke or modify

23

certain powers or duties; amending s. 1005.22, F.S.;

24

requiring the Commission for Independent Education to

25

collect certain student data; amending s. 1007.25,

26

F.S.; revising provisions relating to general

27

education course and associate and baccalaureate

28

degree requirements; amending s. 1007.33, F.S.;
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ORIGINAL

29

requiring a Florida College System institution

30

offering a baccalaureate degree program to report its

31

status using specified performance and compliance

32

standards; deleting provisions relating to exemption

33

from state board approval of certain baccalaureate

34

degree programs; amending s. 1008.46, F.S.; conforming

35

provisions; providing an effective date.

2012

36
37

Be It Enacted by the Legislature of the State of Florida:

38
39

Section 1.

Paragraph (v) of subsection (2), paragraph (a)

40

of subsection (3), paragraphs (b) and (d) of subsection (4), and

41

paragraph (d) of subsection (6) of section 1001.02, Florida

42

Statutes, are amended to read:

43

1001.02

General powers of State Board of Education.—

44

(2)

The State Board of Education has the following duties:

45

(v)

To develop, in conjunction with the Board of

46

Governors, and periodically review for adjustment, a coordinated

47

5-year plan for postsecondary enrollment, identifying enrollment

48

and graduation expectations by baccalaureate degree program, and

49

annually submit the plan to the Legislature as part of its

50

legislative budget request.

51

(3)(a)

The State Board of Education shall adopt a

52

strategic plan that specifies goals and objectives for the

53

state's public schools and Florida College System institutions.

54

The plan shall be formulated in conjunction with plans of the

55

Board of Governors in order to provide for the roles of the

56

universities and Florida College System institutions to be
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ORIGINAL

2012

57

coordinated to best meet state needs and reflect cost-effective

58

use of state resources. The strategic plan must clarify the

59

mission statements of each Florida College System institution

60

and the system as a whole and identify degree programs,

61

including baccalaureate degree programs, to be offered at each

62

Florida College System institution in accordance with the

63

objectives provided in this subsection and the coordinated 5-

64

year plan pursuant to paragraph (2)(v). The strategic plan must

65

cover a period of 5 years, with modification of the program

66

lists after 2 years. Development of each 5-year plan must be

67

coordinated with and initiated after completion of the master

68

plan. The strategic plans must specifically include programs and

69

procedures for responding to the educational needs of teachers

70

and students in the public schools of this state and consider

71

reports and recommendations of the Higher Education Coordinating

72

Council pursuant to s. 1004.015 and the Articulation

73

Coordinating Committee pursuant to s. 1007.01. The state board

74

shall submit a report to the President of the Senate and the

75

Speaker of the House of Representatives upon modification of the

76

plan and as part of its legislative budget request.

77

(4)

The State Board of Education shall:

78

(b)

Specify, by rule, procedures to be used by the Florida

79

College System institution boards of trustees in the annual

80

evaluations of presidents and review the evaluations of

81

presidents by the boards of trustees, including the extent to

82

which presidents serve both institutional and system goals. The

83

state board may require boards of trustees to consider

84

recommendations of the Chancellor of the Florida College System
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85
86

ORIGINAL

when evaluating the performance of the president.
(d)

Establish criteria for making recommendations for

87

modifying district boundary lines for Florida College System

88

institutions, including criteria for service delivery areas of

89

institutions designated as state colleges.

90

2012

(6)

The State Board of Education shall prescribe minimum

91

standards, definitions, and guidelines for Florida College

92

System institutions that will ensure the quality of education,

93

coordination among the Florida College System institutions and

94

state universities, and efficient progress toward accomplishing

95

the Florida College System institution mission. At a minimum,

96

these rules must address:

97

(d)

Provisions for curriculum development, graduation

98

requirements, college calendars, and program service areas.

99

These provisions must include rules that:

100

1.

Provide for the award of an associate in arts degree to

101

a student who successfully completes 60 semester credit hours at

102

the Florida College System institution.

103

2.

Require all of the credits accepted for the associate

104

in arts degree to be in the statewide course numbering system as

105

credits toward a baccalaureate degree offered by a state

106

university or a Florida College System institution.

107

3.

Require no more than 30 36 semester credit hours in

108

general education courses in the subject areas of communication,

109

mathematics, social sciences, humanities, and natural sciences.

110
111

The rules should encourage Florida College System institutions

112

to enter into agreements with state universities that allow
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113

Florida College System institution students to complete upper-

114

division-level courses at a Florida College System institution.

115

An agreement may provide for concurrent enrollment at the

116

Florida College System institution and the state university and

117

may authorize the Florida College System institution to offer an

118

upper-division-level course or distance learning.

119
120

Section 2.

Subsection (16) is added to section 1001.03,

Florida Statutes, to read:

121

1001.03

122

(16)

Specific powers of State Board of Education.—

UNIFIED PLAN FOR STEM.—The State Board of Education

123

shall adopt a definition of STEM and STEM-related programs. The

124

state board shall also, in consultation with the Board of

125

Governors and the Department of Economic Opportunity, adopt a

126

unified state plan to improve K-20 education and prepare

127

students for high-skill, high-wage, and high-demand employment

128

in STEM and STEM-related fields. The unified plan must advise

129

school districts, Florida College System institutions, and state

130

universities to inform, advise, and recruit students into STEM

131

and STEM-related programs and employment opportunities.

132
133
134
135
136

Section 3.

Paragraph (d) of subsection (8) of section

1001.64, Florida Statutes, is amended to read:
1001.64

Florida College System institution boards of

trustees; powers and duties.—
(8)

Each board of trustees has authority for policies

137

related to students, enrollment of students, student records,

138

student activities, financial assistance, and other student

139

services.

140

(d)

Boards of trustees shall identify their general
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ORIGINAL

141

education core curricula, which shall include courses required

142

by the State Board of Education, pursuant to the provisions of

143

s. 1007.25(6).

144

Section 4.

2012

Paragraph (c) of subsection (4), subsection

145

(5), paragraph (a) of subsection (6), and subsections (9) and

146

(10) of section 1001.706, Florida Statutes, are amended, and

147

subsection (11) is added to that section, to read:

148

1001.706

Powers and duties of the Board of Governors.—

149

(4)

POWERS AND DUTIES RELATING TO FINANCE.—

150

(c)

The Board of Governors, or the board's designee, shall

151

establish tuition and fees pursuant to ss. 1009.24 and 1009.26,

152

unless otherwise provided in law.

153

(5)

POWERS AND DUTIES RELATING TO ACCOUNTABILITY.—

154

(a)

The Legislature intends that the Board of Governors

155

shall align the missions of each constituent university with the

156

academic success of its students; the national reputation of its

157

faculty and its academic and research programs; the quantity of

158

externally generated research, patents, and licenses; and the

159

strategic and accountability plans required in paragraphs (b)

160

and (c). The mission alignment and strategic plan shall consider

161

peer institutions at the constituent universities. The mission

162

alignment and strategic plan shall acknowledge that universities

163

that have a national and international impact have the greatest

164

capacity to promote the state's economic development through:

165

new discoveries, patents, licenses, and technologies that

166

generate state businesses of global importance; research

167

achievements through external grants and contracts that are

168

comparable to nationally recognized and ranked universities; the
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169

creation of a resource rich academic environment that attracts

170

high-technology business and venture capital to the state; and

171

this generation's finest minds focusing on solving the state's

172

economic, social, environmental, and legal problems in the areas

173

of life sciences, water, sustainability, energy, and health

174

care. A nationally recognized and ranked university that has a

175

global perspective and impact shall be afforded the opportunity

176

to enable and protect the university's competitiveness on the

177

global stage in fair competition with other institutions of

178

other states in the highest Carnegie Classification.

179

(b)

The Board of Governors shall develop a strategic plan

180

specifying goals and objectives for the State University System

181

and each constituent university, including each university's

182

contribution to overall system goals and objectives. The

183

strategic plan must:

184

1.

Include performance metrics and standards common for

185

all institutions and metrics and standards unique to

186

institutions depending on institutional core missions,

187

including, but not limited to, student admission requirements,

188

graduation, retention, employment, continuing education,

189

licensure passage, excess hours, student loan burden and default

190

rates, faculty awards, state and federal research funding,

191

patents, licenses and royalties, intellectual property, startup

192

companies, annual giving, endowments, and well-known, highly

193

respected national rankings for institutional and program

194

achievements.

195
196

2.

Consider reports and recommendations of the Higher

Education Coordinating Council pursuant to s. 1004.015 and the
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Articulation Coordinating Committee pursuant to s. 1007.01.
3.

Include student enrollment and performance data

199

delineated by traditional, online, or distance learning

200

instruction.

201

(c)

The Board of Governors shall develop an accountability

202

plan for the State University System and each constituent

203

university. The accountability plan must address institutional

204

and system achievement of goals and objectives specified in the

205

strategic plan adopted pursuant to paragraph (b) and must be

206

submitted as part of its legislative budget request.

207

(d)

The Board of Governors shall maintain an effective

208

information system to provide accurate, timely, and cost-

209

effective information about each university. The board shall

210

continue to collect and maintain, at a minimum, management

211

information as such information existed on June 30, 2002.

212

(e)

If the Board of Governors of the State University

213

System determines that a state university board of trustees is

214

unwilling or unable to address substantiated allegations made by

215

any person relating to waste, fraud, or financial mismanagement

216

within the state university, the Office of the Inspector General

217

shall investigate the allegations.

218

(f)

The Board of Governors may consider waiving its

219

regulations and waive or modify tuition differential use

220

requirements under s. 1009.24(16)(a). If not currently

221

authorized, the Board of Governors may request from the

222

Legislature waiver or modification of specific statutory

223

requirements, including percentages and dollar amount

224

limitations in s. 1009.24, in order to reduce barriers and
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225

support attainment of goals identified in institutional plans as

226

necessary for advancing system and unique institutional

227

priorities. Regulatory or statutory flexibilities authorized or

228

sought by the Board of Governors pursuant to this paragraph must

229

be disclosed in the accountability plan prepared and submitted

230

pursuant to paragraph (c).

231

(6)

POWERS AND DUTIES RELATING TO PERSONNEL.—

232

(a)

The Board of Governors, or the board's designee, shall

233

establish the personnel program for all employees of a state

234

university. The Board of Governors shall confirm the

235

presidential selection and reappointment by a university board

236

of trustees as a means of acknowledging that system cooperation

237

is expected. The recommendation of the Chancellor of the State

238

University System must be considered by a university board of

239

trustees when fulfilling requirements of this paragraph.

240

(9)

COOPERATION WITH OTHER BOARDS.—The Board of Governors

241

shall implement a plan for working on a regular basis with the

242

State Board of Education, the Commission for Independent

243

Education, the Higher Education Coordinating Council, the

244

Articulation Coordinating Committee, the university boards of

245

trustees, representatives of the Florida College System

246

institution boards of trustees, representatives of the private

247

colleges and universities, and representatives of the district

248

school boards to achieve a seamless education system.

249

(10)

PROHIBITION.—The Board of Governors is prohibited

250

from assessing any fee on state universities, unless

251

specifically authorized by law.

252

(11)

AUTHORIZATION TO REVOKE OR MODIFY.—The Board of
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253

Governors may revoke or modify the scope of any power or duty it

254

has delegated.

255
256

Section 5.

Paragraph (i) of subsection (1) of section

1005.22, Florida Statutes, is amended to read:

257

1005.22

Powers and duties of commission.—

258

(1)

The commission shall:

259

(i)

Serve as a central agency for collecting and

260

distributing current information regarding institutions licensed

261

by the commission. The commission shall collect, and all

262

institutions licensed by the commission shall report, student-

263

level data for each student who receives state funds. At a

264

minimum, data must be reported annually and include retention

265

rates, transfer rates, completion rates, graduation rates,

266

employment and placement rates, and earnings of graduates.

267
268
269
270
271

Section 6.

Subsections (3), (6), (7), (8), and (10) of

section 1007.25, Florida Statutes, are amended to read:
1007.25

General education courses; common prerequisites;

other degree requirements.—
(3)

The Chancellor of the Florida College System and the

272

Chancellor of the State University System department shall

273

jointly appoint faculty committees to identify those courses

274

that meet general education requirements, including statewide

275

core course requirements, within the subject areas of

276

communication, mathematics, social sciences, humanities, and

277

natural sciences. General education core course requirements

278

shall consist of 15 to 18 semester credit hours that contain

279

high-level academic and critical thinking skills and

280

competencies that students must demonstrate to successfully
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281

complete the courses. Each general education course The courses

282

shall be identified by its their statewide course code number.

283

All public postsecondary educational institutions shall offer

284

and accept core these general education courses.

285

(6)

The boards of trustees of the Florida College System

286

institutions shall identify their core curricula, which shall

287

include courses required by the State Board of Education. The

288

boards of trustees of the state universities shall identify

289

their core curricula, which shall include courses required by

290

the Board of Governors. The universities and Florida College

291

System institutions shall work with their school districts to

292

assure that high school curricula coordinate with the general

293

education core curricula and to prepare students for college-

294

level work. General education Core curricula for associate in

295

arts programs shall be identified by each institution adopted in

296

rule by the State Board of Education and shall include 30 36

297

semester hours of general education courses in the subject areas

298

of communication, mathematics, social sciences, humanities, and

299

natural sciences.

300

(7)

An associate in arts degree shall require no more than

301

60 semester hours of college credit, including 30 36 semester

302

hours of general education coursework and 8 semester hours of

303

college credit in one foreign language if two high school

304

credits in one foreign language were not earned in high school.

305

Except for college-preparatory coursework required pursuant to

306

s. 1008.30, all required coursework shall count toward the

307

associate in arts degree or the baccalaureate degree.

308

(8)

A baccalaureate degree program shall require no more
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309

than 120 semester hours of college credit, including 30 36

310

semester hours of general education coursework, unless prior

311

approval has been granted by the Board of Governors for

312

baccalaureate degree programs offered by state universities and

313

by the State Board of Education for baccalaureate degree

314

programs offered by Florida College System institutions.

315

(10)

Students at state universities may request associate

316

in arts certificates if they have successfully completed the

317

minimum requirements for the degree of associate in arts (A.A.).

318

The university must grant the student an associate in arts

319

degree if the student has successfully completed minimum

320

requirements for college-level communication and computation

321

skills adopted by the State Board of Education and 60 academic

322

semester hours or the equivalent within a degree program area,

323

with 30 36 semester hours in general education courses in the

324

subject areas of communication, mathematics, social sciences,

325

humanities, and natural sciences, consistent with the general

326

education requirements specified in the articulation agreement

327

pursuant to s. 1007.23.

328
329

Section 7.

1007.33, Florida Statutes, are amended to read:

330

1007.33

331

(5)

332
333

Subsections (5), (6), and (7) of section

Site-determined baccalaureate degree access.—

The approval process for baccalaureate degree programs

shall require:
(a)

Each Florida College System institution to submit a

334

notice of its intent to propose a baccalaureate degree program

335

to the Division of Florida Colleges at least 100 days before the

336

submission of its proposal under paragraph (d). The notice must
Page 12 of 21
PCB12-03.EDC.Bill Text.docx
CODING: Words stricken are deletions; words underlined are additions.

V

S

F

L

O

R

I

D

A

H

O

U

S

E

O

F

R

E

P

R

E

S

E

N

T

A

T

I

V

E


PCB EDC 12-03

ORIGINAL

2012

337

include a brief description of the program, independently

338

determined the workforce demand and unmet need for graduates of

339

the program, the geographic region to be served, and an

340

estimated timeframe for implementation. Notices of intent may be

341

submitted by a Florida College System institution at any time

342

throughout the year.

343

(b)

The Division of Florida Colleges to forward the notice

344

of intent within 10 business days after receiving such notice to

345

the Chancellor of the State University System, the President of

346

the Independent Colleges and Universities of Florida, and the

347

Executive Director of the Council for Independent Education.

348

State universities shall have 60 days following receipt of the

349

notice by the Chancellor of the State University System to

350

submit objections to the proposed new program or submit an

351

alternative proposal to offer the baccalaureate degree program.

352

If a proposal from a state university is not received within the

353

60-day period, the State Board of Education shall provide

354

regionally accredited private colleges and universities 30 days

355

to submit objections to the proposed new program or submit an

356

alternative proposal. Alternative proposals shall be submitted

357

to the Division of Florida Colleges and must be considered by

358

the State Board of Education in making its decision to approve

359

or deny a Florida College System institution's proposal.

360

(c)

An alternative proposal submitted by a state

361

university or private college or university to adequately

362

address:

363
364

1.

The extent to which the workforce demand and unmet need

described in the notice of intent will be met.
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The extent to which students will be able to complete

366

the degree in the geographic region proposed to be served by the

367

Florida College System institution.

368

3.

The level of financial commitment of the college or

369

university to the development, implementation, and maintenance

370

of the specified degree program, including timelines.

371

4.

The extent to which faculty at both the Florida College

372

System institution and the college or university will

373

collaborate in the development and offering of the curriculum.

374

5.

The ability of the Florida College System institution

375

and the college or university to develop and approve the

376

curriculum for the specified degree program within 6 months

377

after an agreement between the Florida College System

378

institution and the college or university is signed.

379

6.

The extent to which the student may incur additional

380

costs above what the student would expect to incur if the

381

program were offered by the Florida College System institution.

382
383
384
385
386

(d)

Each proposal submitted by a Florida College System

institution to, at a minimum, include:
1.

A description of the planning process and timeline for

implementation.
2.

An independent analysis of workforce demand and unmet

387

need for graduates of the program on a district, regional, or

388

statewide basis, as appropriate.

389

3.

Identification of the facilities, equipment, and

390

library and academic resources that will be used to deliver the

391

program.

392

4.

The program cost analysis of creating a new
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393

baccalaureate degree when compared to alternative proposals and

394

other program delivery options.

395

5.

The program's admission requirements, academic content,

396

curriculum, faculty credentials, student-to-teacher ratios, and

397

accreditation plan.

398
399

6.

The program's enrollment projections and funding

requirements.

400

7.

401

(e)

A plan of action if the program is terminated.
The Division of Florida Colleges to review the

402

proposal, notify the Florida College System institution of any

403

deficiencies in writing within 30 days following receipt of the

404

proposal, and provide the Florida College System institution

405

with an opportunity to correct the deficiencies. Within 45 days

406

following receipt of a completed proposal by the Division of

407

Florida Colleges, the Commissioner of Education shall recommend

408

approval or disapproval of the proposal to the State Board of

409

Education. The State Board of Education shall consider such

410

recommendation, the proposal, and any alternative proposals at

411

its next meeting. If the State Board of Education disapproves

412

the Florida College System institution's proposal, it shall

413

provide the Florida College System institution with written

414

reasons for that determination.

415

(f)

The Florida College System institution to obtain from

416

the Commission on Colleges of the Southern Association of

417

Colleges and Schools accreditation as a baccalaureate-degree-

418

granting institution if approved by the State Board of Education

419

to offer its first baccalaureate degree program.

420

(g)

The Florida College System institution to notify the
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421

Commission on Colleges of the Southern Association of Colleges

422

and Schools of subsequent degree programs that are approved by

423

the State Board of Education and to comply with the

424

association's required substantive change protocols for

425

accreditation purposes.

426

(h)

2012

The Florida College System institution to annually,

427

and upon request of the State Board of Education, the

428

Commissioner of Education, the Chancellor of the Florida College

429

System, or the Legislature, report its status using the

430

following performance and compliance indicators:

431
432
433
434
435
436

1.

Obtaining and maintaining appropriate Southern

Association of Colleges and Schools accreditation;
2.

Maintaining qualified faculty and institutional

resources;
3.

Maintaining enrollment projections in previously

approved programs;

437

4.

Managing fiscal resources appropriately;

438

5.

Complying with the primary mission and responsibility

439
440
441
442
443

requirements in subsections (2) and (3);
6.

Timely submitting the institution's annual performance

accountability report; and
7.

Other indicators of success, including program

completers, placements, and surveys of students and employers.

444
445

The State Board of Education, upon review of the performance and

446

compliance indicators, may require a Florida College System

447

institution's board of trustees to modify or terminate a

448

baccalaureate degree program authorized under this section.
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(6)(a)

2012

Beginning July 1, 2010, and each subsequent July 1,

450

the Division of Florida Colleges may accept and review

451

applications from a Florida College System institution to obtain

452

an exemption from the State Board of Education's approval for

453

subsequent degrees as required in subsection (5), if the Florida

454

College System institution is accredited by the Commission on

455

Colleges of the Southern Association of Colleges and Schools as

456

a baccalaureate-degree-granting institution and has been

457

offering baccalaureate degree programs for 3 or more years. The

458

division shall develop criteria for determining eligibility for

459

an exemption based upon demonstrated compliance with the

460

requirements for baccalaureate degrees, primary mission, and

461

fiscal, including, but not limited to:

462
463
464
465
466
467

1.

Obtaining and maintaining appropriate SACS

accreditation;
2.

The maintenance of qualified faculty and institutional

resources;
3.

The maintenance of enrollment projections in previously

approved programs;

468

4.

The appropriate management of fiscal resources;

469

5.

Compliance with the primary mission and responsibility

470
471
472
473
474
475
476

requirements in subsections (2) and (3);
6.

The timely submission of the institution's annual

performance accountability report; and
7.

Other indicators of success such as program completers,

placements, and surveys of students and employers.
(b)

If the Florida College System institution has

demonstrated satisfactory progress in fulfilling the eligibility
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477

criteria in this subsection, the Division of Florida Colleges

478

may recommend to the State Board of Education that the

479

institution be exempt from the requirement in subsection (5) for

480

approval of future baccalaureate degree programs. The State

481

Board of Education shall review the division's recommendation

482

and determine if an exemption is warranted. If the State Board

483

of Education approves the application, the Florida College

484

System institution is exempt from subsequent program approval

485

under subsection (5) and such authority is delegated to the

486

Florida College System institution board of trustees. If the

487

State Board of Education disapproves of the Florida College

488

System institution's request for an exemption, the college shall

489

continue to be subject to the State Board of Education's

490

approval of subsequent baccalaureate degree programs.

491

(c)

Prior to developing or proposing a new baccalaureate

492

degree program, all Florida College System institutions,

493

regardless of an exemption from subsection (5), shall:

494

1.

Engage in need, demand, and impact discussions with the

495

state university in their service district and other local and

496

regional, accredited postsecondary providers in their region.

497

2.

Send documentation, data, and other information from

498

the inter-institutional discussions regarding program need,

499

demand, and impact required in subparagraph 1. to the college's

500

board of trustees, the Division of Florida Colleges, and the

501

Chancellor of the State University System.

502

3.

Base board of trustees approval of the new program upon

503

the documentation, data, and other information required in this

504

paragraph and the factors in subsection (5)(d).
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505
506

The Division of Florida Colleges shall use the documentation,

507

data, and other information required in this subsection,

508

including information from the Chancellor of the State

509

University System, in its compliance review.

510

(d)

The board of trustees of a Florida College System

511

institution that is exempt from subsection (5) must submit newly

512

approved programs to the Division of Florida Colleges and SACS

513

within 30 days after approval.

514

(e)

Within 30 days after receiving the approved

515

baccalaureate degree program, the Division of Florida Colleges

516

shall conduct a compliance review and notify the college if the

517

proposal meets the criteria for implementation based upon the

518

criteria in paragraphs (5)(d) and (6)(c). If the program fails

519

to meet the criteria for implementation as determined by the

520

Division of Florida Colleges, the college may not proceed with

521

implementation of the program until the State Board of Education

522

reviews the proposal and the compliance materials and gives its

523

final approval of the program.

524

(6)(7)

The State Board of Education shall adopt rules to

525

prescribe format and content requirements and submission

526

procedures for notices of intent, proposals, and alternative

527

proposals, and compliance reviews under subsection (5).

528
529
530

Section 8.

Section 1008.46, Florida Statutes, is amended

to read:
1008.46

State university accountability process.—It is the

531

intent of the Legislature that an accountability process be

532

implemented that provides for the systematic, ongoing evaluation
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533

of quality and effectiveness of state universities. It is

534

further the intent of the Legislature that this accountability

535

process monitor performance at the system level in each of the

536

major areas of instruction, research, and public service, while

537

recognizing the differing missions of each of the state

538

universities. The accountability process shall provide for the

539

adoption of systemwide performance standards and performance

540

goals for each standard identified through a collaborative

541

effort involving state universities, the Board of Governors, the

542

Legislature, and the Governor's Office, consistent with

543

requirements specified in s. 1001.706. These standards and goals

544

shall be consistent with s. 216.011(1) to maintain congruity

545

with the performance-based budgeting process. This process

546

requires that university accountability reports reflect measures

547

defined through performance-based budgeting. The performance-

548

based budgeting measures must also reflect the elements of

549

teaching, research, and service inherent in the missions of the

550

state universities.

551

(1)

By December 31 of each year, the Board of Governors

552

shall submit an annual accountability report providing

553

information on the implementation of performance standards,

554

actions taken to improve university achievement of performance

555

goals, the achievement of performance goals during the prior

556

year, and initiatives to be undertaken during the next year. The

557

accountability reports shall be designed in consultation with

558

the Governor's Office, the Office of Program Policy Analysis and

559

Government Accountability, and the Legislature.

560

(2)

The Board of Governors shall recommend in the annual
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561

accountability report any appropriate modifications to this

562

section.

563

Section 9.

2012

This act shall take effect upon becoming a law.
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V

S

GE RESOURCES
STATE REGULATIONS:
Bill Affecting GE HB7135:
Status
http://www.myfloridahouse.gov/Sections/Bills/billsdetail.aspx?BillId=49141

Bill:
http://www.myfloridahouse.gov/Sections/Documents/loaddoc.aspx?FileName=PCB EDC
12-03.DOCX&DocumentType=Proposed Committee Bills
(PCBs)&Session=2012&CommitteeId=2591

READINGS:
PDF files are in GE Committee folder in Readings on Q drive!
Hugh:
Cardinal Newman's "Idea of University"
http://www.newmanreader.org/works/idea/
http://www.newmanreader.org/works/idea/

John Stuart Mill’s “Inaugural Lecture” as the rector of the University at St. Andrews.
http://ia600302.us.archive.org/10/items/inauguraladdress00milluoft/inauguraladdress00m
illuoft.pdf
http://ia600302.us.archive.org/10/items/inauguraladdress00milluoft/inauguraladdress00milluo
ft.pdf
http://ia600302.us.archive.org/10/items/inauguraladdress00milluoft/inauguraladdress00milluo
ft.pdf

Thomas Henry Huxley’s “From a Liberal Education.” [sorry I could not find the entire
thing online.
http://www.wwnorton.com/college/english/nael/noa/pdf/27636_Vict_U12_Huxley.pdf
http://www.wwnorton.com/college/english/nael/noa/pdf/27636_Vict_U12_Huxley.pdf
http://www.wwnorton.com/college/english/nael/noa/pdf/27636_Vict_U12_Huxley.pdf

Tom:
Emerson The American Scholar
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm

http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm
http://www.emersoncentral.com/amscholar.htm

University Websites:
Maria: UF
http://fora.aa.ufl.edu/University/JointCommittees/General-EducationCommitteehttp://fora.aa.ufl.edu/University/JointCommittees/General‐Education‐Committee
http://fora.aa.ufl.edu/University/JointCommittees/General‐Education‐Committee

http://gened.aa.ufl.edu/
http://gened.aa.ufl.edu/

Stetson University's general education requirements arise from the University's
commitment to provide its students with a high quality liberal education. The word
"liberal" in the phase "liberal education" has nothing to do with political ideology; it
refers to a long enduring educational philosophy associated with the finest colleges and
universities in the world. Since ancient Greece, liberal education has meant an education
that ennobles students, liberating them from ignorance and prejudice and preparing them
to achieve the highest excellence in their professions and in citizenship. The success of
liberal education in preparing students to "live great lives" rests on two of its key goals:
The first is to develop an understanding of the rich history, diversity and evolving nature
of the body of material that is called knowledge.
The second is to prepare students to be critical and independent thinkers who know how
to identify and collect relevant information, critically analyze and synthesize that
information, and develop and communicate well formulated plans of how to proceed
based on what is learned.
These two activities - developing understandings of the world and using those
understandings to increase knowledge and aid progress - are central to Stetson's
curriculum in general and liberal study.

http://www.stetson.edu/artsci/home/libartcurric.php
http://www.stetson.edu/artsci/home/libartcurric.php
http://www.stetson.edu/artsci/home/libartcurric.php

Kathy: Barnard

1. the process through which they revaluted thier GE into what they now call Ways of
Knowing:
http://reacting.barnard.edu/about/special-initiatives/fresh-thinking
http://reacting.barnard.edu/about/special‐initiatives/fresh‐thinking

2. No formal website only present in the Course Catalogue:
short version:
http://barnard.edu/catalogue/ger
http://barnard.edu/catalogue/ger

long version:
http://barnard.edu/catalogue/curriculum/liberal-arts
http://barnard.edu/catalogue/curriculum/liberal‐arts
http://barnard.edu/catalogue/curriculum/liberal‐arts

Morgan
Hendrix College
http://www.hendrix.edu/odyssey/
http://www.hendrix.edu/odyssey/
http://www.hendrix.edu/odyssey/

Patricia
A comprehensive GE site. Note how it is tabbed across the top, giving different portals
for different audiences. Students are able to access clear information directly from the
site, and faculty have a separate page for their concerns..
http://generaleducation.appstate.edu/general-education-home
http://generaleducation.appstate.edu/general‐education‐home

The faculty resources tab is rich in information of all kinds and formats.
http://generaleducation.appstate.edu/faculty-resources
http://generaleducation.appstate.edu/faculty‐resources

Their governance structure and procedural structure is interesting also, check out the Gen
Ed Leadership page
http://generaleducation.appstate.edu/contact-us
http://generaleducation.appstate.edu/contact‐us

and note the various reviews, reports, responses and revisions
http://generaleducation.appstate.edu/gen-ed-review-and-response
http://generaleducation.appstate.edu/gen‐ed‐review‐and‐response
http://generaleducation.appstate.edu/gen‐ed‐review‐and‐response
http://generaleducation.appstate.edu/gen‐ed‐review‐and‐response

Deanna

Eckard College. The General Education philosophy is stated clearly. It is focused on the
student’s experience at the college and what the faculty intends the student to learn.
http://www.eckerd.edu/academics/gened/index.php
Kathy Added
UC Berkeley
http://lsdiscovery.berkeley.edu/
http://generaleducation.appstate.edu/gen‐ed‐review‐and‐response

Trends and Emerging Practices in General
Education
Based On A Survey Among Members Of
The Association Of American Colleges And Universities
Conducted By Hart Research Associates

May 2009

This report is the second of two reports summarizing findings from a survey
conducted in late 2008 and early 2009 of chief academic officers at AAC&U
member institutions. For other survey reports, see www.aacu.org

Hart Research Associates
1724 Connecticut Avenue, NW
Washington, DC 20009

Hart Research Associates
From November 19, 2008, to February 16, 2009, Hart Research conducted an
online survey among 433 Chief Academic Officers or designated representatives at
AAC&U member institutions to measure the prevalence of specified learning
outcomes in higher education institutions today and to document recent trends in
curricular change, specifically in the areas of general education and assessment.
The margin of error is ±4.7 percentage points for the entire sample, and it is larger
for subgroups. The total population for the survey included 906 AAC&U member
institutions that were invited to complete the survey, and thus the response rate for
the survey is 48%.

Institutional Profile
The sample for this survey is representative of AAC&U’s total membership in terms
of both institutional type (Carnegie Classification) and affiliation or source of
control.

Carnegie Classification
Associates
Bachelor’s
Master's
Doctoral/Research
Other
Affiliation
Public
Private (including independent/religious)

Proportion Of
Sample
%
8
32
39
19
2
44
55

Executive Summary Of Key Findings



A large majority of AAC&U member institutions (78%) say they have a common
set of intended learning outcomes for all their undergraduate students,
and these outcomes address a wide variety of skills and knowledge areas. The
skills most widely addressed are writing, critical thinking, quantitative reasoning,
and oral communication skills, and the knowledge areas most often incorporated
are humanities, sciences, social sciences, global cultures, and mathematics.
¾ It is notable that many of the outcomes that AAC&U members are
focusing on today are the ones that employers in a 2006 survey said
they would like to see colleges and universities emphasize.



The majority of administrators (56%) say general education has increased
as a priority for their institution, and a mere 3% say it is becoming less of a
priority. Additionally, most institutions are in some stage of reviewing or
modifying their general education program.
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¾ The vast majority (89%) of institutions are in some stage of

assessing or modifying their general education program,
including formally reviewing their program (19%), discussing
proposals for change (22%), implementing changes adopted in the
past five years (18%), and conducting assessments of learning
outcomes in general education (30%). Just 11% state they are not
currently making revisions to their general education program.





Institutions that are placing a higher priority on general education
today compared with five years ago are placing more emphasis on many
engaged learning practices than are those whose focus on general
education has not increased. When asked about trends in curricular practices
at their institutions over the past five years, nearly four in five (78%)
administrators report an increasing emphasis on undergraduate research. Firstyear experiences that support the transition to college also rank at the top of
the list, with 73% claiming more emphasis on the practice. Service learning in
courses (68%) and internships (62%) also are high on the list.
Administrators’ assessments of their institution’s general education program
vary notably depending on the characteristic or curricular pattern in question.
¾ In regards to key characteristics of their general education program,
administrators give their programs higher marks for having clear
learning goals and having requirements that are linked to those goals
than they do for assessing student achievement of the goals. They are
least likely to describe their general education programs as having a
coherent sequence of courses.
¾ When it comes to the curricular patterns of institutions’ general
education, the majority of administrators say that their programs are
characterized by global courses (60% say describes very or fairly
well), first-year seminars (58%), diversity courses (56%), and
interdisciplinary courses (51%). Low marks for civic learning or
engagement activities (38% describes very well), service learning
opportunities (38%), and experiential learning opportunities (36%)
indicate that though these are increasingly popular topics of
discussion, no single one of these real-world learning approaches is yet
being incorporated into general education programs on a broad scale.
Nearly half of institutions (49%) are using at least one of these
approaches, however.
¾ Less than half of member institutions feel that their general education
programs are well integrated with students’ major requirements.



Models and features of an institution’s general education program vary
widely and relate to other key characteristics.
¾ The large majority (80%) of member institutions employ a distribution
model in their general education program, but only 15 percent use this
model alone. Many institutions also incorporate common intellectual
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experiences1 (41%), thematic required courses (36%), upper-level
requirements (33%), core curriculum2 (30%), and/or learning
communities (24%) into their general education curricula.

¾ While four in five institutions include a distribution model as part of

their general education program, some notable differences exist
between the minority that exclusively employ a distribution
model (15%) and the large majority that use other models—
either in combination with a distribution model (64%) or not
(18%). Institutions that incorporate other approaches besides a
distribution model are more likely to have specified learning outcomes
for all undergraduates; to recognize greater integration between
general education and majors; and to be incorporating a variety of
learning practices into their programs.

Learning Outcomes
The large majority of AAC&U member institutions say they have a common
set of intended learning outcomes for all their undergraduate students,
and these outcomes address a wide variety of skills and knowledge areas.
Virtually all (98%) member institutions have specified field-specific learning
outcomes in at least some of their departments, including fully 65% that have
defined outcomes in all departments.
When it comes to a common set of outcomes that apply to all undergraduate
students, nearly four in five (78%) AAC&U member institutions say they have
them. This applies to large majorities of all types of institutions, but baccalaureate
(79%) and master’s (80%) institutions are slightly more likely than
doctoral/research institutions (70%) to have a common set of learning outcomes
for all students. There are not notable differences by general education model, but
those that have upper-level requirements (88%) and a core curriculum (84%) are
the most likely to say that they have a common set of learning outcomes for their
entire undergraduate student body.

1

The full wording of this item was: “a common intellectual experience (all students take one or a small set of
required core courses).”
2
The full wording of this item was: “core curriculum (all students take the same set of core courses).”
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Common Learning Outcomes By
General Education Model
 Have common set of intended learning outcomes that apply to all undergrads
 Do not have common set of intended learning outcomes that apply to all

All members

78%
22%

Distribution model

78%
22%

Common intellectual
model

81%
19%

Thematic required
courses
Upper-level
requirements
Core curriculum

78%
22%
88%
12%
84%
16%

Learning
communities

81%
19%

Of the 78% of institutions with a common set of outcomes for all students, 26% of
administrators say that they apply to the entire undergraduate experience including
majors, 18% indicate that they apply only to general education requirements, and
34% report that some outcomes apply to the entire undergraduate experience and
some apply to general education.
Member institutions indicate that their common set of learning outcomes address a
wide variety of skills and knowledge areas. The skills most widely included in
institutions’ learning goals are writing, critical thinking, quantitative reasoning, and
oral communication skills. The areas of knowledge most commonly included are
humanities, science, social sciences, global cultures, and mathematics.
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Many areas of knowledge and
intellectual skills are addressed by
common learning outcomes.
Proportion saying their institution’s common set of learning goals or
outcomes addresses each area of learning/intellectual skills & ability

Areas of Knowledge

Intellectual Skills/Ability

Humanities

72%

Writing skills

Science

71%

Critical thinking

70%

Quantitative reasoning

Social sciences
Global/world cultures

68%

Mathematics

68%
57%

Diversity in U.S.
Technology
U.S. history
Languages
Sustain- 18%
ability

48%
39%
33%

77%
74%
71%
69%

Oral communication

62%

Intercultural skills
Information literacy

59%
59%

Ethical reasoning
Civic engagement

53%

Application of learning 52%
Research skills

51%

Integration of learning 49%

It is notable that many of the outcomes that AAC&U members are focusing on
today are the ones that employers would like to see colleges and universities
emphasizing more. In 2006, Hart Research conducted a survey on behalf of AAC&U
among business leaders in which employers were asked to assess the emphasis
that colleges and universities are putting on selected learning outcomes. The
survey revealed that employers believe that colleges and universities should do
more to achieve learning outcomes in several areas to ensure that individuals will
be successful and contributing members of today’s global economy. Indeed,
majorities of business executives said that colleges and universities should place
more emphasis than they currently do on 13 of the 16 learning outcomes tested,
and there was no area in which they felt colleges should place less emphasis.
Business executives felt the following areas were most in need of increased
emphasis by higher education institutions:






Science and technology (82% should place more emphasis)
Applied knowledge in real-world settings through internships and other
hands-on experiences (73% should place more emphasis)
Critical thinking and analytical reasoning skills (73% should place more
emphasis)
Communication skills (73% should place more emphasis)
Global issues (72% should place more emphasis)
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Trends In General Education
The majority of administrators say general education has increased as a
priority for their institution, and most institutions are in some stage of
reviewing or modifying their general education program.
Many AAC&U member institutions (56%) report that general education has become
more of a priority over the past five years. While two in five (41%) have not seen
a change, very few (3%) note that general education is becoming less of a priority.
Public institutions (64%) are more likely than private institutions (48%) to indicate
that general education has become a greater priority.
Administrators also indicate that their general education programs are constantly
evolving. The vast majority (89%) of institutions are in some stage of assessing or
modifying their program, including formally reviewing their program (19%),
discussing proposals for change (22%), implementing changes adopted in the past
five years (18%), and conducting assessments of learning outcomes in general
education (30%). Just 11% state they are not currently making revisions to their
general education program.

A majority of institutions are in the
process of assessing or modifying their
general education program.
Status of Institutions’ General Education Program
Not making
revisions
Formally
reviewing
program

11%

Conducting
assessments of
learning outcomes
30%

19%

Discussing
proposals
for change 22%

Implementing
changes adopted
in past five years
18%

Institutions that have defined a common set of learning outcomes for all
undergraduate students show more involvement in assessing and implementing
changes in their general education programs than those without defined outcomes.
Twice as many institutions without outcomes for all undergraduates (18%) as those
with outcomes (9%) are not currently making any revisions to their general
education programs. Institutions with common learning outcomes also are more
likely to be implementing changes adopted in the past five years (20% versus
13%).



Page 6

Hart Research Associates
There is notable variation in the emphasis higher education institutions are
putting on a variety of engaged learning practices, with undergraduate
research, first-year experiences, and study abroad all registering the
greatest increase in focus. Institutions that are placing a higher priority
on general education today compared with five years ago are placing more
emphasis on most of these practices than are those whose focus on
general education has not increased.
When asked about trends in curricular practices at their institutions over the past
five years, nearly four in five (78%) administrators report an increasing emphasis
on undergraduate research. First-year experiences that support the transition to
college also rank at the top of the list, with 73% claiming more emphasis on the
practice. Service learning in courses (68%) and internships (62%) also are high on
the list. First-year academic seminars and learning communities, while still gaining
emphasis among more than half of those surveyed, are not garnering the same
level of focus. Practices showing less momentum are practicums and supervised
fieldwork (47% placing more emphasis and 52% placing the same amount of
emphasis) and orientations to the purposes and value of liberal education (38%
more emphasis and 59% the same emphasis).
Proportion Of Member Institutions Placing More Emphasis On The Practice

Undergraduate research

All
Respondents

Gen Ed More
Of A Priority

Gen Ed Not More
Of A Priority

%

%

%

78

80

77

First-year experiences that
support transition to college

73

77

68

Study abroad

71

71

71

Service learning in courses

68

74

60

Internships

62

65

59

First-year academic seminars

54

62

45

Diversity studies and experiences

54

56

52

Learning communities (two or
more courses linked by a theme)

52

58

43

Practicums and supervised
fieldwork

47

50

44

Orientations to the purposes and
value of liberal education

38

45

28

Notably, institutions that are placing a higher priority on general education today
are more likely than those that are not to say that they are placing more emphasis
on nearly all of the practices in the corresponding chart. The biggest gaps in the
emphasis these two groups are placing on practices are in service learning in
courses (74% among those that are placing higher priority on general education
versus 60% among those that are not), learning communities (58% versus 43%),
and orientations to liberal education, including its purpose and value (45% versus
28%).
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Nearly two in three administrators give their general education programs
high marks for having clear learning goals and having requirements that
are linked to those goals, but only about half give their programs similarly
high marks for assessing student achievement of the goals. Only slightly
more than one in three administrators think their general education
programs have a coherent sequence of courses.
Regarding the characteristics of member institutions’ general education programs,
nearly two-thirds of administrators say that having clear learning goals (63%) and
having requirements that are linked to goals (62%) are at the top of the list and
describe their program very or fairly well.
(As previously outlined, 78% of
administrators report that their institution has a common set of learning
outcomes—significantly fewer say they have “clear learning goals.” This difference
may indicate that though many institutions have learning goals, it is a greater
challenge to make these goals clear to students. This is supported by the fact that
the majority of administrators do not think that many of their students understand
the learning outcomes set out for them.)

Characteristics Of General Education
Programs
Proportion rating each as describing their general education program well*
Has clear learning goals

63%

Has requirements
linked to goals

62%

Assesses student
achievement of
learning goals
Has a coherent
sequence of courses

49%

35%

* ratings of 4 and 5 on a 5-point scale

The factors most strongly correlated with these characteristics (clear learning goals
and requirements linked to goals) include broad assessments, integration of general
education and majors, and requiring culminating or capstone projects for students.


Nearly four in five (79%) institutions that assess outcomes both in general
education and in departments report that having clear goals describes their
general education program very or fairly well, and three-quarters (76%)
state that having requirements linked to their goals describes them well.



More than three-quarters (77%) of those who say their institutions’ general
education and major requirements are very or fairly well integrated also
report having clear goals and requirements linked to them.
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Institutions that require capstone projects in general education for all
students also rank high in terms of these characteristics. Of particular note,
however, these institutions are most likely to give their general education
programs the highest rating (“5” on a five-point scale) on these
characteristics: 71% indicate that having clear goals describes their general
education programs well, including 45% who feel it describes it very well;
and 76% state having goal-linked requirements describes them well,
including 44% who say very well. These findings suggest a close relationship
among clear goals for learning, coherent sequences of courses, and the
development of capstone experiences in general education.

All respondents
Defined outcomes for all
departments
Common outcomes for all
undergraduates
Assess outcomes across
curriculum in all/most depts.
Assess outcomes in general
education
Assess outcomes in general
education and across depts.
General education very/fairly well
integrated with majors
Capstones required of all students
in general education

Has Clear Goals
(Rank 4 and 5)
%
63

Has Requirements Linked To
Goals (Rank 4 and 5)
%
62

71

67

72

68

76

72

78

74

79

76

77

77

71

76

Just less than half of administrators (49%) say that “assesses student achievement
of learning goals” describes their institution very well. (This aligns closely with the
52% who said their institution assesses cumulative learning outcomes in general
education across multiple courses.) The gap between the 63% who feel their
institution’s general education program has clear learning goals and the 49% who
say their program assesses student achievement of learning goals well is notable,
but not major.
Only 35% of administrators report that their general education programs have a
coherent sequence of courses. Coherence proves to be a challenge for all types of
institutions. While institutions using a core curriculum model rank themselves
higher than any other subgroup for coherence, only 50% of these administrators
say that having a coherent set of courses describes their programs very or fairly
well.
Institutions with a common intellectual model (43%), upper-level
requirements (46%), and learning communities (45%) also rise above the average,
but providing a clearly linked set of courses in the general education curriculum is a
challenge for these institutions.
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Those with a distribution model were the least likely to rate their general education
curriculum as having a coherent sequence of courses (32%).
When it comes to the curricular patterns of institutions’ general education,
administrators are more likely to say their programs include global
courses, first-year seminars, diversity courses, and interdisciplinary
courses than to include civic engagement, service learning, and real-world
learning opportunities.
Global courses (60% say describes very or fairly well), first-year seminars (58%),
diversity courses (56%), and interdisciplinary courses (51%) are common curricular
approaches for half or more member institutions’ general education programs.

Curricular Patterns Of General Education
Programs
Proportion rating each as describing their general education program
well*
Includes global courses

60%

Includes first-year
seminars

58%

Includes diversity courses
Includes interdisciplinary
courses
Includes civic learning or
engaged activities
Includes service learning
opportunities
Includes experiential
learning opportunities

56%
51%
38%
38%
36%

* ratings of 4 and 5 on a 5-point scale

Indications that member institutions engage students in real-world learning
opportunities in general education rank near the bottom of the list of
characteristics.
Low marks for civic learning or engagement activities (38%
describes very well), service learning opportunities (38%), and experiential learning
opportunities (36%) indicate that though these are increasingly popular topics of
discussion, no single one of these real-world learning approaches is yet being
incorporated into general education programs on a broad scale. Nearly half of
institutions (49%) are using at least one of these approaches, however.
Real-world experiences may prove to be critical once students enter the workplace.
In the 2007 business leaders survey, 69% said that they think that completion of a
supervised and evaluated internship or community-based project that requires
students to apply their college learning in real-world settings would be very
effective in ensuring that recent college graduates possess the skills and knowledge
needed for success. Furthermore, faculty-evaluated internships or communitybased learning experiences ranked highest among a list of potential practices that
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business leaders would recommend for colleges and universities to develop to
assess student learning.
Less than half of member institutions feel that their general education
programs are well integrated with students’ major requirements.
Just one in 10 (11%) administrators says their institution’s general education
program is very well integrated with students’ major requirements, and another
37% say they are fairly well integrated. More than half (52%) think they are only
somewhat well integrated (37%) or not well integrated (15%).

Integration Of General Education
And Major Requirements.
How well integrated is your general education program
with students’ major requirements?
Proportion very/fairly well integrated,
by general ed program features
Distribution model

45%

Common intellectual model

53%

Thematic required courses

54%

Upper-level requirements

55%

Core curriculum

60%

Learning communities

55%

48%

Very well
11%

52%

Not well
15%

Very/fairly
Somewhat/not
well integrated well integrated

Previous research found that students feel this disconnect as well. In focus groups
conducted by Hart Research for AAC&U in 2004, college students expressed
criticism of general education courses as lacking relevance to their area of
concentration. Rather than seeing general education courses as complementary to
and enhancing their understanding of their chosen area of study, many saw it as
inapplicable to or even detracting from their major. Some described it as two
separate tracks of study, with general education in the first two years and a focus
on their major(s) in the last two.
The survey findings suggest that many institutions recognize they can be more
effective in linking general education courses to areas of concentration and
communicating to the benefits of general education to students.
While four in five institutions include a distribution model as part of their
general education program, there are some notable differences between
the minority that exclusively employ a distribution model (15%) and the
large majority that use other models—either in combination with a
distribution model (64%) or not (18%). Institutions that incorporate
other approaches besides a distribution model are more likely to have
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specified learning outcomes for all undergraduates; to recognize greater
integration between general education and majors; and to be incorporating
a variety of learning practices into their programs.
Four in five member institutions employ a distribution model in their general
education program.
However, administrators indicate that many of their
institutions also incorporate common intellectual experiences (41%), thematic
required courses (36%), upper-level requirements (33%), core curriculum (30%),
and/or learning communities (24%) in their general education curricula.

The majority of institutions uses a
distribution model with additional
integrative features.
Which of these features are part of your
institution’s general education program?
Other features:

64%

Common intellectual
experience
Thematic required courses
Upper-level requirements
Core curriculum
Learning communities

18%

15%

Distribution model Distribution model
with other
only
features

One or more
other features
only

26

Fully 82% of member institutions’ general education programs include at least one
of these six models, including 64% who employ the distribution model in
conjunction with at least one other integrative feature and 18% who do not use a
distribution model but use at least one other integrative feature. Just 15% use the
distribution model alone.

Distribution model only
Distribution model with other
integrative features
Other integrative features only

All
Respondents
%
15
64
18

Carnegie Classification
Doctoral/
Bachelor’s Master’s Research
%
%
%
14
11
23
68
16

68
18

55
19
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Institutions that go beyond a distribution model to incorporate any of the other
integrative approaches are much more likely to have specified learning outcomes
for all their undergraduates (82%) than those using solely the distribution model
(60%), and are more likely to say their students understand the outcomes put
forth. Among those with stated outcomes, less than one-third (30%) of institutions
with a strictly distribution model report that almost all or a majority of their
students understand outcomes, while 44% of those who use at least one of the
other integrative features say the same.
Furthermore, institutions that include these other approaches are more likely to
report greater integration of the general education and major requirements, the use
of capstone projects in general education, and other curricular practices.


About three in 10 (31%) administrators whose institutions use only the
distribution model say that their general education and major requirements
are very or fairly well integrated, compared with half of institutions that use
other approaches and do not use the distribution model. Institutions that
use the distribution model in conjunction with some other features fall in the
middle, with 48% of administrations claiming their requirements are well
integrated.



Looking at different approaches to general education also reveals a gap in
the use of capstones.
Forty-four percent of institutions not using a
distribution model report that capstone projects are offered or required in
their general education programs, as do 32% of those who include
distribution in a combined approach. Just 3% of institutions using only the
distribution model offer or require capstone projects in general education.



The corresponding table (see below) illustrates that institutions using
integrative features beyond just the distribution model also are more likely to
say they are using a variety of curricular patterns and practices.
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Has learning outcomes for all
undergraduates
Almost all/majority of students
understand learning outcomes
(among those who have learning
outcomes for all undergraduates)
Capstones required of all
students/ offered in gen ed
Gen ed and major requirement
are very/fairly well integrated
Has clear learning goals in gen ed
(describes well)
Has requirements that are linked
to goals in gen ed (describes well)
Includes global courses in gen ed
(describes well)
Includes first-year seminars in
gen ed (describes well)
Includes diversity courses in gen
ed (describes well)
Includes interdisciplinary courses
in gen ed (describes well)
Assessment of student
achievement of learning goals in
gen ed (describes well)
Includes civic learning or
engagement activities in gen ed
(describes well)
Includes service learning
opportunities in gen ed (describes
well)
Includes experiential learning
opportunities in gen ed (describes
well)
Has a coherent sequence of
courses in gen ed (describes well)

All
Respondents

Distribution
Model
Only

Distribution
With Other
Integrative
Features

Other
Integrative
Features
Only

%

%

%

%

78

60

82

79

33

30

45

42

29

3

32

44

48

31

48

60

63

43

65

70

62

46

64

72

60

43

65

56

58

44

62

63

56

44

61

47

51

32

53

61

49

43

50

52

38

31

39

36

38

27

40

38

36

28

36

42

35

14

36

48
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Furthermore, administrators reveal that general education is increasing as more of
a priority among those institutions that incorporate learning communities (67% say
it has become more of a priority in the past five years), common intellectual
experiences (64%), and core curricula (63%) than among all member institutions
(56%).
Also of note, institutions utilizing a core curriculum model perceive that their
students have a higher understanding of their intended learning outcomes. Among
this group, 54% of administrators say almost all or a majority of students
understand the outcomes, compared with 42% among all respondents.

Assessing General Education
The majority of AAC&U member institutions assess learning outcomes
across the curriculum with more institutions assessing at the department
level than in general education.
Nonetheless, nearly half (48%) of
member institutions are assessing at both the departmental level and in
general education.
While the survey results reveal a fairly high incidence (68%) of outcomes
assessment within AAC&U member institutions at the departmental level, it shows
that assessment of outcomes in general education across multiple courses is less
prevalent at 52%. However, nearly as many (42%) indicate they are planning to
assess outcomes in general education. Just 6% of academic administrators do not
assess in general education beyond course grades and do not plan to do so.
Master’s institutions (55%) are slightly more likely to assess outcomes in general
education than are baccalaureate colleges (49%) and doctoral/research institutions
(47%). The 78% of institutions that have a common set of outcomes for all
undergraduates (59%) are nearly twice as likely to assess outcomes in general
education as are those who do not have a common set of outcomes (30%).
Rather than having a universal approach to assessing learning outcomes,
AAC&U member institutions use varied approaches and tools for
assessment.
AAC&U members use a variety of approaches for assessing general education
outcomes. Thirty-six percent employ assessments based on a sample of students,
24% use departmental assessments for evidence of general education outcomes,
and 17% of members use assessments that all students complete.
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Assessment In General Education.
Does your institution assess cumulative learning outcomes in
general education across multiple courses?
No, but we are planning
for assessment of
learning outcomes
in general education
42%

Yes, we assess
learning outcomes in
general education
52%
How Assessments Are Conducted
(multiple response accepted)

No, we do not assess 6%
learning outcomes in
general education

Sample of students

36%

All students

17%

Through departments

24%

Member institutions also use a diverse set of assessment tools, with the most
widely used including rubrics of student work (40%), capstone projects (37%), and
student surveys (35%). Approximately one in four say they use locally developed
common assignments, standardized tests of general skills, and locally developed
examinations. Relatively few use standardized national tests of general knowledge
(16%) and student essays and writing portfolios (1%).

Types Of Assessments Used In General
Education
Which of the following do you use to assess
student learning outcomes in general education?
40%

Rubrics applied to examples of student work

37%

Culminating or capstone projects

35%

Surveys and self-reports

27%

Locally developed common assignments in some courses

26%

Standardized national tests of general skills, such as critical
thinking

23%

Locally developed examinations

16%

Standardized national tests of general knowledge, such as
science or humanities

1%
48%

Student essays/writing portfolios
My institution doesn’t assess outcomes in general education
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THOMAS HENRY HUXLEY
From A Liberal Education1
[A Game of Chess]
Suppose it were perfectly certain that the life and fortune of every one of us
would, one day or other, depend upon his winning or losing a game of chess.
Don’t you think that we should all consider it to be a primary duty to learn at
least the names and the moves of the pieces; to have a notion of a gambit,2 and
a keen eye for all the means of giving and getting out of check? Do you not
think that we should look with a disapprobation amounting to scorn, upon the
father who allowed his son, or the state which allowed its members, to grow
up without knowing a pawn from a knight?
Yet it is a very plain and elementary truth that the life, the fortune, and the
happiness of every one of us, and, more or less, of those who are connected
with us, do depend upon our knowing something of the rules of a game infinitely more difficult and complicated than chess. It is a game which has been
played for untold ages, every man and woman of us being one of the two players in a game of his or her own. The chessboard is the world, the pieces are the
phenomena of the universe, the rules of the game are what we call the laws of
Nature. The player on the other side is hidden from us. We know that his play
is always fair, just, and patient. But also we know, to our cost, that he never
overlooks a mistake, or makes the smallest allowance for ignorance. To the man
who plays well, the highest stakes are paid, with that sort of overflowing generosity with which the strong shows delight in strength. And one who plays ill
is checkmated—without haste, but without remorse.
My metaphor will remind some of you of the famous picture in which
Retzsch3 has depicted Satan playing at chess with man for his soul. Substitute
for the mocking fiend in that picture a calm, strong angel who is playing for
love, as we say, and would rather lose than win—and I should accept it as an
image of human life.
Well, what I mean by Education is learning the rules of this mighty game. In
other words, education is the instruction of the intellect in the laws of Nature,
under which name I include not merely things and their forces, but men and
their ways; and the fashioning of the affections and of the will into an earnest
and loving desire to move in harmony with those laws. For me, education
means neither more nor less than this. Anything which professes to call itself
education must be tried by this standard, and if it fails to stand the test, I will
not call it education, whatever may be the force of authority, or of numbers,
upon the other side.
It is important to remember that, in strictness, there is no such thing as an
uneducated man. Take an extreme case. Suppose that an adult man, in the full
vigor of his faculties, could be suddenly placed in the world, as Adam is said to
1. Originally an address, delivered at the South
London Working Men’s College in 1868.
2. An opening move in chess in which a pawn or
other pieces are sacrificed in order to gain a favorable

position.
3. Friedrich A. M. Retzsch (1779–1857), German
painter.

2 / Thomas Henry Huxley

have been, and then left to do as he best might. How long would he be left uneducated? Not five minutes. Nature would begin to teach him, through the eye,
the ear, the touch, the properties of objects. Pain and pleasure would be at his
elbow telling him to do this and avoid that; and by slow degrees the man would
receive an education which, if narrow, would be thorough, real, and adequate
to his circumstances, though there would be no extras and very few accomplishments.
And if to this solitary man entered a second Adam or, better still, an Eve, a
new and greater world, that of social and moral phenomena, would be revealed.
Joys and woes, compared with which all others might seem but faint shadows,
would spring from the new relations. Happiness and sorrow would take the
place of the coarser monitors, pleasure and pain; but conduct would still be
shaped by the observation of the natural consequences of actions; or, in other
words, by the laws of the nature of man.
To every one of us the world was once as fresh and new as to Adam. And
then, long before we were susceptible of any other mode of instruction, Nature
took us in hand, and every minute of waking life brought its educational influence, shaping our actions into rough accordance with Nature’s laws, so that we
might not be ended untimely by too gross disobedience. Nor should I speak of
this process of education as past for anyone, be he as old as he may. For every
man the world is as fresh as it was at the first day, and as full of untold novelties for him who has the eyes to see them. And Nature is still continuing her
patient education of us in that great university, the universe, of which we are
all members—Nature having no Test Acts.4
Those who take honors in Nature’s university, who learn the laws which govern men and things and obey them, are the really great and successful men in
this world. The great mass of mankind are the “Poll,”5 who pick up just enough
to get through without much discredit. Those who won’t learn at all are plucked;6
and then you can’t come up again. Nature’s pluck means extermination.
Thus the question of compulsory education is settled so far as Nature is concerned. Her bill on that question was framed and passed long ago. But, like all
compulsory legislation, that of Nature is harsh and wasteful in its operation.
Ignorance is visited as sharply as willful disobedience—incapacity meets with
the same punishment as crime. Nature’s discipline is not even a word and a
blow, and the blow first; but the blow without the word. It is left to you to find
out why your ears are boxed.
The object of what we commonly call education—that education in which
man intervenes and which I shall distinguish as artificial education—is to make
good these defects in Nature’s methods; to prepare the child to receive Nature’s
education, neither incapably nor ignorantly, nor with willful disobedience; and
to understand the preliminary symptoms of her pleasure, without waiting for
the box on the ear. In short, all artificial education ought to be an anticipation
of natural education. And a liberal education is an artificial education which
has not only prepared a man to escape the great evils of disobedience to natural
laws, but has trained him to appreciate and to seize upon the rewards which
Nature scatters with as free a hand as her penalties.

4. Legislation (repealed in 1854) which excluded
from Oxford and Cambridge any student who
would not profess faith in the 39 Articles of the
Church of England.

5. English slang term describing the mass of students who get through college with very low (but
passing) grades.
6. Failed.
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That man, I think, has had a liberal education who has been so trained in
youth that his body is the ready servant of his will, and does with ease and pleasure all the work that, as a mechanism, it is capable of; whose intellect is a
clear, cold, logic engine, with all its parts of equal strength, and in smooth
working order; ready, like a steam engine, to be turned to any kind of work, and
spin the gossamers as well as forge the anchors of the mind; whose mind is
stored with a knowledge of the great and fundamental truths of Nature and of
the laws of her operations; one who, no stunted ascetic, is full of life and fire,
but whose passions are trained to come to heel by a vigorous will, the servant
of a tender conscience; who has learned to love all beauty, whether of Nature
or of art, to hate all vileness, and to respect others as himself.
Such a one and no other, I conceive, has had a liberal education; for he is,
as completely as a man can be, in harmony with Nature. He will make the best
of her, and she of him. They will get on together rarely; she as his ever beneficent mother; he as her mouthpiece, her conscious self, her minister and interpreter. * * *

1868, 1870

From An Address on University Education1
[The Function of a Professor]
Up to this point I have considered only the teaching aspect of your great
foundation, that function of the university in virtue of which it plays the part
of a reservoir of ascertained truth, so far as our symbols can ever interpret
nature. All can learn; all can drink of this lake. It is given to few to add to the
store of knowledge, to strike new springs of thought, or to shape new forms of
beauty. But so sure as it is that men live not by bread, but by ideas, so sure is
it that the future of the world lies in the hands of those who are able to carry
the interpretation of nature a step further than their predecessors; so certain
is it that the highest function of a university is to seek out those men, cherish
them, and give their ability to serve their kind full play.
I rejoice to observe that the encouragement of research occupies so prominent a place in your official documents, and in the wise and liberal inaugural address of your president. This subject of the encouragement, or, as it is
sometimes called, the endowment of research, has of late years greatly exercised the minds of men in England. It was one of the main topics of discussion by the members of the Royal Commission of whom I was one, and who
not long since issued their report, after five years’ labor. Many seem to think
that this question is mainly one of money; that you can go into the market
and buy research, and that supply will follow demand, as in the ordinary
course of commerce. This view does not commend itself to my mind. I know
of no more difficult practical problem than the discovery of a method of
encouraging and supporting the original investigator without opening the
door to nepotism and jobbery. My own conviction is admirably summed up
in the passage of your president’s address, “that the best investigators are
1. During a visit to the United States in 1876 Huxley delivered an address in Baltimore on the occasion of the founding of the Johns Hopkins

University, a newly endowed institution which
encouraged research.
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usually those who have also the responsibilities of instruction, gaining thus
the incitement of colleagues, the encouragement of pupils, and the observation of the public.” * * *
It appears to me that what I have ventured to lay down as the principles
which should govern the relations of a university to education in general, are
entirely in accordance with the measures you have adopted. You have set no
restrictions upon access to the instruction you propose to give; you have provided that such instruction, either as given by the university or by associated
institutions, should cover the field of human intellectual activity. You have recognized the importance of encouraging research. You propose to provide means
by which young men, who may be full of zeal for a literary or for a scientific
career, but who also may have mistaken aspiration for inspiration, may bring
their capacities to a test, and give their powers a fair trial. If such a one fail,
his endowment terminates and there is no harm done. If he succeed, you may
give power of flight to the genius of a Davy or a Faraday,2 a Carlyle or a Locke,
whose influence on the future of his fellow men shall be absolutely incalculable.
You have enunciated the principle that “the glory of the university should
rest upon the character of the teachers and scholars, and not upon their numbers of buildings constructed for their use.” And I look upon it as an essential
and most important feature of your plan that the income of the professors and
teachers shall be independent of the number of students whom they can
attract. In this way you provide against the danger, patent elsewhere, of finding attempts at improvement obstructed by vested interests; and, in the
department of medical education especially, you are free of the temptation to
set loose upon the world men utterly incompetent to perform the serious and
responsible duties of their profession.

1876–77

2. Sir Humphry Davy (1778–1829), English
chemist and inventor; Michael Faraday (1791–
1867), at one time Davy’s laboratory assistant, who

became famous for his discovery of the induction
of electric currents.

GENERAL EDUCATION AND CIVIC ENGAGEMENT:
AN EMPIRICAL ANALYSIS OF PEDAGOGICAL
POSSIBILITIES
Kim E. Spiezio, Kerrie Q. Baker, and Kathleen Boland
Could a general education program serve as an effective tool for the
promotion of engaged citizenship among students if pedagogies of
engagement were incorporated into a critical mass of the courses
making up such a curriculum? The purpose of this article is to present
empirical evidence suggesting the potential benefits of systematically
utilizing general education as the institutional foundation for an integrated, multidisciplinary learning environment expressly dedicated to
the promotion of civic engagement.
Recently, we conducted an assessment of student learning outcomes
at four colleges and universities in an attempt to evaluate the effects that
the pedagogy of service learning and the so-called democratic classroom
approach to course management have on student attitudes toward civic
engagement. The study involved 1,243 undergraduate students enrolled
in 39 courses drawn from diverse academic programs.
In general, the findings provide empirical support for the claim
that faculty can produce measurable and statistically significant changes
in student attitudes toward the importance of engaged citizenship
when they employ pedagogical strategies and instructional techniques
expressly dedicated to the promotion of student engagement. Moreover,
the project also demonstrated that it is possible to incorporate pedagogies of engagement across nearly all of the academic divisions that
constitute the typical college campus. As a consequence, the study
suggests that a systemic approach to civic education is administratively
manageable and that a general education curriculum could serve as the
academic platform for an institutionally based, mission driven commitment to civic engagement.
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Pedagogy and Civic Engagement
The research presented below was conducted under the auspices of
a three-year, $1.2 million initiative designed to promote greater civic
engagement among college students.1 The overarching purpose of
the Participating in Democracy Project was to promote greater
student engagement in the classroom and the local community—and
to assess the influence that pedagogies of engagement have on student attitudes toward the importance of engaged citizenship. Cedar
Crest College, a private liberal arts college for women in Allentown,
Pennsylvania, served as the lead institution on the project.
In the first phase of the initiative, two Cedar Crest faculty members with extensive experience in the area of civic education compiled an instructional tool kit outlining how the pedagogy of service
learning and the so-called democratic classroom approach to course
management could be utilized to promote engaged citizenship
within courses (Meade & Weaver, 2004). Although “pedagogies of
engagement” encompasses a considerably broader range of instructional practices than simply service learning and the democratic
classroom technique, we opted to focus exclusively on these two
particular strategies because of the relative ease with which they
could be incorporated into courses across the curriculum and
because of their hypothesized impact on student attitudes toward
civic engagement.2
In the name of promoting student engagement in the local community, the project drew heavily on the well-established pedagogy
of service learning (Furco, 1996; Hornet & Poulsen, 1989; Sigmon
1970, 1994). This technique emphasizes the value of off-campus
placements, coupled with class-based opportunities for reflection
and discussion, as a tool for nurturing a sense of engaged citizenship
among students. Within the context of the Democracy Project, the
pedagogy of service learning was utilized to promote two distinctive
types of learning outcomes.
For faculty emphasizing civic engagement as a way of promoting the moral development of the individual, service learning was
used to place students in the voluntary (i.e., nonprofit) sector of local
communities wherein they would have an opportunity to develop
their moral voice and a sense of community. From the standpoint of
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engaged citizenship, such placements were designed to help students
acquire a sense of personal responsibility for the well-being of their
local communities and to affirm the importance of public service as
a basic responsibility of citizens.
For faculty emphasizing civic engagement as a way of
promoting an individual’s sense of efficacy as an agent of social
change, service learning was used to place students with politically
active groups, organizations, and institutions wherein they would
have an opportunity to learn about the techniques that citizens can
use to reconcile contending normative values and diverse interests
within the context of a democratic process operating under the
constraints of limited public resources. From the standpoint of
engaged citizenship, such placements were designed to help students
appreciate the intrinsic importance of political engagement and to
promote student acquisition of skills that are essential to the art of
political participation.
In addition to promoting student engagement in the local
community, we also emphasized the importance of utilizing instructional techniques that serve to promote student engagement in
the classroom itself. This represents a relatively novel approach
to civic education because it explicitly treats “the classroom” as a
site of civic engagement in its own right. Because this technique has
not been widely utilized in higher education, the following discussion is intended to provide an overview of the “democratic classroom” approach to course management and its implications for civic
education.
Although instructors tend to view the classroom primarily as a
learning environment, it also functions as a social and a political
system. In regard to the latter, classrooms historically have been
highly stratified and generally authoritarian, with instructors firmly
entrenched at the apex of both structures (Caspary, 1996). The
lecture, of course, stands as the most conspicuous manifestation of
this phenomenon, but in practice an emphasis on hierarchy historically has pervaded virtually every aspect of course administration—
from the preparation of syllabi to the nature of assignments
and the determination of grades. Viewed from the perspective of
civic education, however, this is a relatively inhospitable environment for the promotion of engaged citizenship because it implicitly
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conditions students to accept a decidedly passive approach to both
learning and class participation (Herman, 1996).
To address this issue, we incorporated classroom engagement
techniques that were explicitly designed to encourage students to
participate directly in the governance of a course and, in the process,
redefine the relations of power and authority that have traditionally
characterized the classroom as a social and political system. In
essence, this approach to class management explicitly provides
students with authentic opportunities to participate collectively in
decision-making processes relating to the administration of a course,
including syllabi construction, assessment procedures, and the
specification of classroom protocols that both students and faculty
are expected to observe (Meade & Weaver, 2004, pp. 39–95). From
the standpoint of engaged citizenship, the democratic classroom
approach is designed to help students take personal responsibility for
their learning, appreciate the value of participating in the life of a
community, and develop a sense of confidence, efficacy, and
empowerment (Becker & Couto, 1996).
In summary, the central empirical claim underlying the
Democracy Project was that the pedagogy of service learning
and the democratic classroom technique would have a measurable
effect on student attitudes toward the value of engaged citizenship.
We tested this proposition in 2002–2003 within the context of an
assessment of student learning outcomes conducted at four colleges
and universities in the United States. Our goal was twofold. First, we
wanted to compare the attitudes of students enrolled in courses
utilizing either the pedagogy of service learning or the democratic
classroom approach with the attitudes of students enrolled in courses
that did not employ these instructional techniques. Second, we
wanted to compare the attitudes of both types of students at both the
beginning and the end of each academic semester. In this way, we
hoped to gather both comparative and longitudinal data regarding
the effect that pedagogies of engagement have on student attitudes
toward engaged citizenship. To facilitate the analysis, we will
subsequently refer to courses employing either service learning or
the democratic classroom technique as “Democratic Academy”
courses. Courses not employing either of these techniques will be
referred to as “control group” courses.
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Research Hypotheses and Methodology
The hypotheses at the core of this research study can be stated as
follows:
1. Students who complete a Democratic Academy course will
express a greater appreciation of the value and significance of
engaged citizenship than students who do not complete a
Democratic Academy course.
2. Students who complete a Democratic Academy course will
express a greater sense of efficacy in regard to civic skills
than students who do not complete a Democratic Academy
course.
Data to test the hypotheses were gathered at Cedar Crest College,
St. Thomas Aquinas College, Lesley University, and Heidelberg
College. Altogether, 39 courses were featured in the study, encompassing academic programs as diverse as art, business, education,
English, history, honors, international studies, nursing, political science, psychology, religious studies, social work, sociology, and the
general education curriculum. Of the faculty participating in the
study, 23 utilized the pedagogy of service learning, and 16 adopted
techniques associated with the democratic classroom.3 The courses
featured in the study are listed in Table 1.
Overall, 1,243 undergraduates participated in the study. Of these,
524 students were enrolled in Democratic Academy courses; the
remainder of the students were enrolled in control group courses
selected randomly from among all other courses offered in a given
semester. A quasi-experimental research design was employed such
that we could contrast the civic attitudes and skills of Democratic
Academy students with the attitudes and skills of individuals in the
general student population. Comparisons were drawn on the basis of
student responses to a Civic Aptitudes Survey administered at each
participating institution at the beginning and the end of each semester.
The Civic Aptitudes Survey consists of closed-ended questions
designed to measure student attitudes about the importance they
attach to civic engagement and the degree of confidence they
have in regard to the social and analytical skills that facilitate
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Table 1. Democratic Academy Courses
Code

Title

Democratic Classroom Courses
ART 210
ART 360

Art Since 1940
Capstone in Studio

ART 372

Senior Art Exhibition

BUS 331
CST 217
EDU 341
EDU 523
EDU 710

International Law
Film History
Teaching Social Studies and Science
The Cuban Experience in Education
Perspectives in Educational Practice

ENG 100
ENG 233
ENG 306
HIS 302
HON 224
MGT 329
PSY 301
SWK 346
Service-Learning Courses
ART 220
EDU 531
ENG 208
ENG 211
HIS 400

Basic Composition
Creative Writing
Chaucer
American Topics
Women in the Workplace
Organizational Behavior
Abnormal Psychology
Social Work, Field Practice Seminar

HON 100
HON 133

You Can Change the World
Changing the World From the Inside Out

HON 225

Social Policy as Change Agent

HON 270
HON 307
HON 404
MKT 423
MUS 325
MUS 393
NUR 333
NUR 334

Emerging Leaders
Service-Learning Seminar
In the Shadow of the Holocaust
Advertising and Promotion
Private Music Instruction
Functional Piano
Health Promotion of the Community
Nursing Leadership

Women Artists
Teaching Students With Reading Disabilities
Expository Writing
Computer-Mediated Communication
Cold War Culture
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Table 1. Democratic Academy Courses (continued)
Code

Title

PSC 210
REL 250
SOC 203

Contemporary American Politics
Researching American Communities
Ethnic Groups in American Society

SOC 405

Research Methods in Social Science

SWK 244
SWK 300

Process of Social Change
Community Organizing

engaged citizenship.4 More specifically, the survey attempted to
assess student attitudes toward civic engagement by posing several
questions designed to capture the degree of connectedness that
students felt toward their community as reflected in their attitudes
toward other members of the community and the sense of personal
responsibility they felt for the well-being of the community. In
regard to civic skills, the survey was designed to measure the sense
of efficacy that students had in regard to their ability to serve effectively as agents of social and political change. To that end, the Civic
Aptitudes Survey focuses on two distinct skill sets emphasized by
Thomas Ehrlich (2000) among other researchers on civic education:
critical thinking skills and leadership.5
Surveys were administered during the first week of classes in
both Democratic Academy courses and those courses that served as
the control group for the study.6 It is important to note that control
group courses were solicited on a voluntary basis. Hence, strictly
speaking, the survey results for control group students are not
necessarily representative of the general student population at each
of the participating institutions. Moreover, it is possible that some of
the students enrolled in control group courses either had previously
completed a Democratic Academy course or were presently enrolled
in one.
While acknowledging this possibility, the issue of cross-enrollment does not appear to represent a serious threat to the validity of
the assessment results. This conclusion is based on two considerations. First, the institutions participating in the study collectively
enroll thousands of students in hundreds of courses annually.
However, less than 75 courses were featured in the evaluation study.
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Hence, the vast majority of students at each institution were not
involved in the project at all. Given this, the odds that a significant
number of Democratic Academy students were among the approximately 350 undergraduates who happened to be enrolled in control
group courses in a given semester are relatively small. Put differently,
approximately 250 students completed a Democratic Academy
course during any given semester. As a consequence, a relatively
large number of these students would have had to have been enrolled
in control group courses in order to significantly affect the results of
the student surveys. In our view the odds of this happening seemed
relatively small, especially as control group courses were solicited
voluntarily (i.e., randomly) at each institution. In light of these considerations, we are confident that cross-enrollment does not pose a
serious threat to the validity of the assessment results, even though it
may have occurred on a limited basis.
Findings
The first hypothesis predicts that students who complete a
Democratic Academy course will express a greater appreciation for
the value and significance of engaged citizenship than students who
were not enrolled in such classes. In assessing this outcome, the
Civic Aptitudes Survey poses a variety of questions designed to
measure student attitudes about the intrinsic importance of civic
engagement and their attitudes toward other members of the community. Table 2 compares the attitudes of Democratic Academy and
control group students in regard to the value of civic engagement;
Table 3 contrasts the attitudes of these students when it comes to
their attitudes toward others.
Table 2 indicates that there were statistically significant differences
between the civic attitudes of Democratic Academy and control group
students from the very outset of the semester. In essence, students
enrolled in Democratic Academy courses appeared to have already
drawn a tentative connection among the existence of social problems,
the welfare of their community, and the importance of keeping abreast
of public affairs. Hence, prior to taking the class, Democratic Academy
students tended to attach more significance to civic engagement than
their counterparts in the control group courses.

End of the Semester

3.48

2.92**

4.31

3.86**

3.98**

3.88

Note: Rating scale: 1 = strongly disagree, 2 = disagree, 3 = neither agree nor disagree, 4 = agree, 5 = strongly agree.
* p = .05; ** p = .01.

3.49

3.44

3.49

6. Community problems are more difficult to solve than most people think.

2.73

5. The most important reason to get
involved in the community is to help
change a policy or law.

3.72

2.82*

4.25

4. It is important to keep up with local
and national news.

3.82

3.77

2.69

3.72

3. I can have an impact on the problems
that affect my community

3.86*

3.78

4.24

3.73

2. Social problems directly affect the
quality of life in my community.

3.85

4.35*

3.77

Students in
Students in
Students in
Students in
Democratic Academy
Democratic Academy
Control Group
Control Group
Courses (N = 524)
Courses (N = 466)
Courses (N = 719)
Courses (N = 643)

Beginning of the Semester

1. Having an impact on community
problems is within the reach of most
individuals.

Survey Item

Table 2. Student Attitudes Toward Civic Engagement

GENERAL EDUCATION AND CIVIC ENGAGEMENT
281

End of the Semester

4.01
3.76
3.95
4.05
3.91

2. Being tolerant of peoples’ differences

3. Empathizing with the plight of others

4. Working with others

5. Being comfortable working with
different cultures

6. Being aware of my own biases and
prejudices

4.04*

3.97

4.08*

4.17*

4.05

4.13

4.01*

3.90

3.95

3.99**

4.14*

4.15*

3.74

4.03

4.03

3.85

4.11*

4.04

Note: Rating scale: 1 = worse than most, 2 = not as good as most, 3 = about the same as most, 4 = better than most, 5 = much better
than most.
* p = .05; ** p = .01.

4.10

Students in
Students in
Students in
Students in
Control Group
Control Group
Democratic Academy
Democratic Academy
Courses (N = 719)
Courses (N = 643)
Courses (N = 524)
Courses (N = 466)

Beginning of the Semester

1. Respecting the views of others

Survey Item

Table 3. Student Attitudes Toward Other Members of the Community
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This finding is surprising because numerous researchers have
reported that today’s 18–24 year olds are perhaps the most disengaged generation in American history (e.g., Putnam, 2000). Hence,
it is not intuitively obvious as to why significant differences were
found between those in Democratic Academy and control group
courses. Clearly, this outcome cannot be attributed to self-selection
on the part of students. During the fall and spring registration
periods, Democratic Academy courses were not identified as such in
the course schedules distributed to the general student population.
In fact, students were not informed that they had enrolled in a
Democratic Academy course until the first day of classes. Although
it is possible that some students may have opted not to participate in
Democratic Academy courses upon learning of their distinctive
nature, faculty participating in the study did not mention this as
an issue during focus group interviews conducted at the end of
the project. It also is possible that the substantive nature of the
Democratic Academy courses themselves tended to attract students
who were already favorably predisposed to engaged citizenship.
Given the diverse assortment of courses featured in the study,
however, it is not clear what underlying thematic connection might
have been responsible for this outcome.
Even so, Table 2 also reveals that differences in civic attitudes
between Democratic Academy students and control group students
did become somewhat more pronounced by the end of the semester.
It is particularly interesting to note the difference between the groups
in regard to the question of whether students, as individuals, can have
an impact on the problems confronting their community. Whereas
there was no change in the response of control group students to this
question, Democratic Academy students exhibited a modest increase
in the value they attached to civic engagement. In principle, this outcome is consistent with the claim that pedagogies of engagement
can help to nurture a sense of personal responsibility on the part of
students that may serve as a prelude to action.
Despite these differences, we should acknowledge that the
student responses reported in Table 2 generally fall into a range
indicating that students neither agreed nor disagreed with statements
attesting to the importance of civic engagement. This was the case
for both groups of students throughout a semester. At a minimum,
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the modal student response to these questions suggests a lack of
firmly held convictions relating to the value and significance of
engaged citizenship. However, this finding also may be interpreted
as tacit support for the claim advanced in some quarters that civic
attitudes need to be reinforced repeatedly and routinely over the
course of a student’s entire undergraduate career (see Meade &
Weaver, 2004).
The Civic Aptitudes Survey also attempts to assess civic attitudes
by asking students to rate themselves in terms of their ability to relate
to and interact with other members of the community. The presumption
underlying these questions is that particular forms of sociality are
conducive to civic engagement, whereas others serve to discourage
engaged citizenship. More specifically, Ehrlich (2000) suggests that
engagement is a function of an individual’s ability to respect
differences, empathize with others, and see the value of collaborative
attempts to solve community problems. Table 3 presents the results of
this analysis, and the findings are striking. At the beginning of the
semester, there were few significant differences between Democratic
Academy students and students enrolled in control group courses. By
the end of the semester, however, Democratic Academy students were
exhibiting statistically significant differences in regard to each of the
items making up this portion of the survey.
The most conspicuous and noteworthy differences occurred
in regard to the ability to empathize and work with others. At the
beginning of the semester, there was no essential difference between
Democratic Academy students and control group students in the case
of either category. By the end of the semester, however, statistically
significant differences had emerged in regard to both of these dimensions of sociality. Put differently, over the course of a semester,
Democratic Academy students appear to have moved beyond simply
“tolerating” differences and into the realm of a more authentic form
of civic engagement.
This finding is consistent with the first hypothesis because
the pedagogies constituting Democratic Academy courses ultimately
are intended to produce a common set of student learning outcomes
relating to civic attitudes. Despite differences in application,
the instructional techniques associated with service learning and
the democratic classroom share an underlying commitment to the
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promotion of equality, civility, and consociation (i.e., fellowship) as
the normative basis for civic engagement. Perhaps more important,
both of these pedagogies also provide multiple opportunities for
students to experience these norms within the context of either the
classroom or their local communities. As a recent review of the
literature on active learning suggests, real-world experiences can
have a powerful effect on the extent to which students absorb
content (Colby, Ehrlich, Beaumont, & Stephens, 2003, ch. 6). The
results reported in Table 3 indicate that this may well be the case
when it comes to the social dimensions underlying the principle of
engaged citizenship.
In summary, the results presented above generally support the
first hypothesis; there were measurable and significant differences in
civic attitudes between students who completed Democratic
Academy courses and students enrolled in control group courses. As
Tables 2 and 3 suggest, however, this effect was most pronounced in
regard to student attitudes toward other members of the community.
Upon reflection, the differences reflected in the tables may be a
consequence of the fact that 16 of the 39 courses (41%) participating
in the study utilized the democratic classroom technique. Although
this type of learning experience is designed to promote a sense of
“fellow feeling” among the members of a class, it does not embed
students within their local communities per se. Hence, classroom
engagement techniques may not nurture a student’s appreciation
of the intrinsic value of civic engagement to the same extent as
courses featuring the pedagogy of service learning. Given this, the
less impressive results reported in Table 2 may be a consequence
of aggregating different pedagogies of engagement into a single,
overarching category (i.e., Democratic Academy courses).
The preceding analysis focused on the issue of student motivation as it relates to the principle of engaged citizenship. We now turn
to the issue of civic skills and the sense of efficacy that students
expressed in regard to various aptitudes deemed essential to the
practice of civic engagement. The second hypothesis predicts that
students who complete a Democratic Academy course will express a
greater sense of efficacy in regard to civic skills than students who
did not complete such a course. In assessing this outcome, the Civic
Aptitudes Survey poses several questions designed to measure the
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degree of confidence that students had in regard to their ability to
serve effectively as agents of social and political change. More
specifically, the survey asks students to rate themselves in terms of
two distinct skill sets emphasized in the literature on civic education:
critical thinking and leadership.
For the purposes of this study, critical thinking and leadership
were operationalized in ways that seemed most appropriate to the
nature of engaged citizenship. Hence, there is no reason to assume
that the measures selected for this research will be applicable to
other areas of study; nor would we argue that these operationalizations are the last word on the subject even within the domain of civic
education. Critical thinking skills essentially refer to a variety of
competencies that enable students to access, analyze, and apply
information effectively. The concept of leadership—as understood
within the context of civic engagement—refers most fundamentally
to a set of interpersonal skills that an individual can use to inspire
and mobilize others to take action in their community.
The Civic Aptitudes Survey asks students to rate their critical
thinking skills on the basis of a five-point scale. Table 4 reveals that at
the beginning of the semester there was only one statistically significant difference between the two groups of students. By the end of the
semester, however, students enrolled in Democratic Academy courses
were exhibiting statistically significant differences in regard to each of
the six items making up this portion of the survey. In short, the pedagogies of engagement utilized in Democratic Academy courses appear
to have had both an immediate and a significant effect on student
learning outcomes.
These results are impressive because critical thinking skills
figure prominently in many if not most college courses. Hence, in
principle, one would not expect the difference between students in
Democratic Academy courses and control group courses to be as
pronounced as they prove to be. In fairness, we should note that
the student responses reported in Table 4 generally fall into a range
indicating that students rated their critical thinking skills as about
the same as all other students. At the same time, however,
Democratic Academy courses are distinctive because they explicitly
encourage students to take responsibility for their own learning.
This is an especially conspicuous feature of democratic classroom

End of the Semester

3.64
3.69
3.56
3.60
3.88

2. Assessing own strengths and
weaknesses

3. Planning and completing a project

4. Analyzing and synthesizing
information

5. Knowing where to find the information needed to answer a question

6. Ability to make a sound moral or
ethical decision

3.92

3.65

3.67
3.95

3.66

3.77

3.82*
3.58

3.73

3.80

3.71

3.82

4.03*

3.87**

3.82**

3.92**

3.84*

3.91*

Note: Rating scale: 1 = worse than most, 2 = not as good as most, 3 = about the same as most, 4 = better than most, 5 = much better
than most.
* p = .05; ** p = .01.

3.77

Students in
Students in
Students in
Students in
Control Group
Control Group
Democratic Academy
Democratic Academy
Courses (N = 643)
Courses (N = 719)
Courses (N = 524)
Courses (N = 466)

Beginning of the Semester

1. Identifying compromise solutions to
problems

Survey Item

Table 4. Critical Thinking Skills
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courses wherein each student is required to complete a “learning
agreement” specifying what a student hopes to learn by the end of a
semester. Perhaps more important, the learning agreement also
requires each student to specify what she or he is willing to do to
achieve those goals. In short, this type of engagement places a
premium on active learning, just as the pedagogy of service learning
does within the context of local communities.7
The final item of the Civic Aptitudes Survey asks students to
rate themselves in terms of their leadership skills. As noted above,
the concept of leadership was operationalized in terms of several
interpersonal skills relevant to the task of inspiring and mobilizing
others. As Table 5 reveals, there were relatively few significant
differences between students in Democratic Academy and control
group courses at either the beginning or the end of a semester.
Although students enrolled in Democratic Academy courses did
see themselves as somewhat more capable of taking action to address
social and political problems, this presumption did not extend to the
task of mobilizing others to participate in such undertakings. This
implies that students may tend to conceive of civic engagement as
something that citizens do as individuals rather than as members of a
group. This impression is reinforced to some extent by the value
students attached to the concept of autonomy. The last item in Table
5 asks students to rate their ability to stand up for their own ideas and
opinions. Notice that both Democratic Academy students and control
group students gave themselves the highest ratings on this particular
civic skill. Although being steadfast in one’s convictions is certainly
an admirable trait, in the absence of interpersonal skills a citizen is
unlikely to serve as an effective agent of social and political
change—except perhaps in the most exceptional of circumstances.
Going further, to conceive of engaged citizenship as solitary acts that
an individual does in isolation from others is to contribute to the
deficit of social capital that presumably afflicts so many communities. Hence, it is important to better understand why the pedagogies
utilized in this study did not promote this essential set of civic skills.8

End of the Semester

3.34
3.86
3.07
3.59
3.92

2. Taking action to address problems

3. Accomplishing my goals

4. Speaking in public

5. Ability to lead a group

6. Standing up for own ideas and
opinions
4.03*

3.60

3.98

3.64

4.08

3.68

3.32

3.20

3.06

4.05*

3.92

3.94

3.59**

3.87

3.42

3.82

3.44*

3.75

Note: Rating scale: 1 = worse than most, 2 = not as good as most, 3 = about the same as most, 4 = better than most, 5 = much better
than most.
* p = .05; ** p = .01.

3.74

Students in
Students in
Students in
Students in
Control Group
Control Group
Democratic Academy
Democratic Academy
Courses (N = 643)
Courses (N = 719)
Courses (N = 524)
Courses (N = 466)

Beginning of the Semester

1. Communicating ideas to others

Survey Item

Table 5. Student Leadership Skills
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Summary and Conclusion
The assessment results presented in this study provide solid empirical
evidence in support of the key theoretical claim underlying much of
the literature on civic education: When faculty employ pedagogical
strategies expressly dedicated to the promotion of civic engagement,
they can have a significant effect on the value that students attach to
the concept of engaged citizenship. Put differently, the analysis
suggests that educators can make a decisive contribution to the fight
against student apathy if they are willing to embrace instructional practices that explicitly emphasize the significance of civic engagement.
More specifically, the study has demonstrated that the pedagogy
of service learning and the democratic classroom approach to course
management are associated with measurable and statistically significant changes in student learning outcomes relevant to the practice of
engaged citizenship. The major findings of the study suggest that
pedagogies of engagement promote the following changes in regard
to student attitudes:
• an increase in the value and significance that students attach
to the principle of civic engagement;
• a change in the way that students relate to, and interact with,
other members of the community;
• an increase in the degree of confidence that students express
in regard to their critical thinking skills; and
• an increase in the sense of efficacy that students express in regard
to their ability to serve as agents of social and political change.
As a final note, the study also has demonstrated that service learning
and the democratic classroom approach to course management can
be incorporated into nearly all of the academic divisions that make
up a typical college campus. Hence, in principle, the study suggests
that it would be administratively feasible to utilize a general education curriculum as the academic platform for an institutionally
based, mission-driven commitment to the promotion of engaged
citizenship that encompasses the entire campus.
Based on our experiences in the Democracy Project, however, if
such an initiative is to succeed it must receive sustained academic
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leadership on the part of key administrators. More specifically, we
found that there was a direct relationship between the level of
support that presidents and chief academic officers expressed for
initiatives relating to student engagement and the number of servicelearning and democratic classroom courses offered at each of the
four institutions participating in the present study. Given this, we
hope that the findings presented here will prompt both faculty
and administrators to carefully consider the possibility of utilizing
general education as the institutional foundation and platform for an
integrated, multidisciplinary learning environment expressly
dedicated to the promotion of civic engagement.
Notes
1. Funding for the project was graciously provided by the Teagle Foundation and
Atlantic Philanthropic.
2. For a comprehensive survey of instructional practices subsumed under the rubric of
pedagogies of engagement, see Colby, Ehrlich, Beaumont, & Stephens, 2003, ch. 5.
3. In preparation for the study, faculty development workshops were conducted at each of
the participating institutions to train instructors in regard to the use of service learning and especially the democratic classroom approach to course management. Of the 23 service-learning
courses, 12 involved placements with nonprofit organizations dedicated to the delivery of
community and social services. The remaining courses placed students with politically active
organizations working to influence the political process either locally or at the state level.
4. A copy of the Civic Aptitudes Survey can be found at www.cedarcrest.edu/Redesign
/democracy/results.html.
5. Following the lead of Ehrlich (2000), we maintain that the proximate goal of a civic
education is to promote student acquisition of a discrete set of skills and aptitudes that
predispose and enable individuals to become engaged citizens. The question of whether such
an education actually increases the level of civic engagement among graduates is beyond the
scope of this article.
6. To clarify, the Civic Aptitudes Survey was administrated in Democratic Academy classes
and control group courses in August and December 2002 as well as in January and May 2003.
Participants included all students enrolled in Democratic Academy courses as well as students
enrolled in the randomly selected sample of courses that served as the control group. Hence, the
same groups of students that were surveyed at the beginning of the fall semester were surveyed
again at the end of that semester. The same procedure was used during the spring semester.
7. As the literature on experiential education suggests, active learning promotes academic
achievement by providing students with opportunities to apply the knowledge and analytical
skills they are acquiring within their chosen field(s) of study (National Society for Experiential
Education, 1994). Hence, the results reported in Table 4 may be a reflection of the synergies that
may characterize the typical Democratic Academy course. Whereas we have focused on the role
such courses can play in regard to promoting engaged citizenship, the fundamental purpose of
these courses remains the delivery of academic content and associated analytical techniques.
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Seen from this perspective, Democratic Academy courses also may contribute to the achievement
of discipline-specific learning objectives by presenting students with numerous opportunities to
apply their knowledge and skills within the context of real-world settings. This possibility should
be the subject of further research because it could alleviate faculty concerns that incorporating
pedagogies of engagement into their courses interferes with student acquisition of content.
8. One possibility, of course, is that service learning and the democratic classroom
technique may not be equally well suited to the promotion of leadership skills. Traditionally,
community service has been utilized in courses that aspire to promote the moral development
of the individual. To this end, students typically have been required to volunteer with nonprofit
agencies wherein they—as individuals—are afforded an opportunity to perform charitable
works for the less fortunate. In principle, this type of learning experience is designed to help
students find their moral voice and develop a sense of civic virtue unencumbered by the need
to do anything to resolve or eliminate the social problems they are witnessing. Put differently,
the learning outcomes associated with the pedagogy of service learning typically are directed
inwardly at the student rather than oriented toward the goal of social and political change. As
a consequence, service-learning courses may have less of an impact on students when it comes
to the acquisition of leadership skills because the emphasis of such courses is on ethics—not
efficacy—as the basis for engaged citizenship (Spiezio, 2002).
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INAUGURAL ADDRESS.
IN complying with the custom which prescribes that the person

whom you

have called by your suffrages to the honorary presi
dency of your University should embody in an Address a few
thoughts on the subjects which most nearly concern a seat of liberal
education let me begin by saying, that this usage appears to me
Education, in its larger sense, is one of the
highly commendable.
most inexhaustible of all topics. Though there is hardly any sub
ject on which so much has been written, by so many of the wisest
men, it is as fresh to those who come to it with a fresh mind, a
Cinind not hopelessly filled full with other people s conclusions, as it
was to the first explorers of it and notwithstanding the great
mass of excellent things which have been said respecting it, no
thoughtful person finds any lack of things both great and small
still waiting to be said, or waiting to be developed and followed
out to their consequences.
Education, moreover, is one of the
^subjects which most essentially require to be considered by various
from
a
and
of
For, of all many[minds,
points of view.
variety
sided subjects, it is the one which has the greatest number of sides.,,,
Not only does it include whatever we do for ourselves, and whatever is done for us by others, for the express purpose of bringing
us somewhat nearer to the perfection of our nature it does more
in its largest acceptation, it comprehends even the indirect effects
produced on character and on the human faculties, by things of
which the direct purposes are -quite different by laws, by forms
of government, by the industrial arts, by modes of social life
nay
even by physical facts not dependent on human will ^ by climate,
Whatever helps to shape the human
soil, and local position.
being to make the individual what he is, or hinder him from
being what he is not is part of his education. And a very bad
education it often is ; requiring all that can be done by cultivated
To take an
intelligence and will, to counteract its tendencies.
obvious instance the niggardliness of Nature in some places, by
engrossing the whole energies of the human being in the mere
;

:

i

:

;

;

;

;

;

A2

,

preservation of life, and her over-bounty in others, affording a sort
of brutish subsistence on too easy terms, with hardly any exertion
of the human faculties, are both hostile to the spontaneous growth
and development of the mind ; and it is at those two extremes of
the scale that we find human societies in the state of most unmiti

gated savagery. I shall confine myself, however, to education in
the culture which each generation purposely
the narrower sense
gives to those who are to be its successors, in order to qualify them
;

keeping up, and if possible for raising, the level of im
provement which has been attained. Nearly all here present are
this sort of educa
daily occupied either in receiving or in giving
and the part of it which most concerns you at present is that
tion
the stage of education which
in which you are yourselves engaged
for at least

:

the appointed business of a national University.
The proper function of an University in national education is
At least there is a tolerably general
tolerably well understood.
agreement about what an University is not. It is not a place of
Universities are not intended to teach the
professional education.
knowledge required to fit men for some special mode of gaining

is

Their object is not to make skilful lawyers, or
physicians, or engineers, but capable and cultivated human beings.
It is very right that there should be public facilities for the study
It is well that there should be Schools of Law, and
of professions.
their livelihood.

of Medicine, and it would be well if there were schools of engi
The countries which have such
neering, and the industrial arts.
institutions are greatly the better for them ; and there is something
to be said for having them in the same localities, and under the

same general siiperintendence, as the establishments devoted to
education properly so called.
But these things are no part of what
every generation owes to the next, as that on which its civilization
and worth will principally depend. They are needed only by a
comparatively few, who are under the strongest private induce
ments to acquire them by their own efforts and even those few do
not require them until after their education, in the ordinary sense,
has been completed. Whether those whose speciality they are,
will learn them as a branch of intelligence or as a mere trade, and
whether, having learnt them, they will make a wise and conscien
tious use of them or the reverse, depends less on the manner in
which they are taught their profession, than upon what sort of
minds they bring to it what kind of intelligence, and of conscience,
Men are
the general system of education has developed in them.
men before they are lawyers, or physicians, or merchants, or manu
;

and if you make them capable and sensible men, they
make themselves capable and sensible lawyers or physicians.

facturers
will

;

What professional men should carry away with them from an
University, is not professional knowledge, but that which should
direct the use of their professional knowledge, and bring the light
/of general culture to illuminate the technicalities of a special pur^ suit.

y

*^

Men may

be competent lawyers without general education,
but it depends on general education to make them philosophic
lawyers who demand, and are capable of apprehending, principles,
instead of merely cramming their memory with details.
And~so
of all other useful pursuits, mechanical included.
Education makes
a man a more intelligent shoemaker, if that be his occupation, but
not by teaching him how to make shoes it does so by the mental
exercise it gives, and the habits it impresses.
This, then, is what a mathematician would call the higher limit
of University education
its
province ends where education,
ceasing to be general, branches off into departments adapted to
the individual s destination in life.
The lower limit is more diffi
cult to define.
An University is not concerned with elementary
instruction
the pupil is supposed to have acquired that before
coming here. But where does elementary instruction end, and the
Some have given a very wide extension to
higher studies begin ?

.

;

:

:

the idea of elementary instruction.
According to them, it is not
the office of an University to give instruction in single branches
of knowledge from the commencement.
What the pupil should be

taught here (they think), is to methodize his knowledge : to look
at every separate part of it in its relation to the other parts, and to
the whole combining the partial glimpses which he has obtained
of the field of human knowledge at different points, into a general
map, if I may so speak, of the entire region; observing how all /
knowledge is connected, how we ascend to one branch by means of
another, how the higher modifies the lower, and the lower helps us j
to understand the higher how every existing reality is a compound
of many properties, of which each science or distinct mode of study
reveals but a small part, but the whole of which must be included
to enable us to know it truly as a fact in Nature, and not as a
;

j

;

mere

abstraction.

This

last stage of general education, destined to give the pupil a
comprehensive and connected view of the things which he has
already learnt separately, includes a philosophic study of the
Methods of the sciences the modes in which the human intellect
We must be taught to
proceeds from the known to the unknown.
generalize our conception of the resources which the human mind
to understand how man
possesses for the exploration of nature
discovers the real facts of, the world, and by what tests he can judge
whether he has really found them. And doubtless this is the crown
;

;

/

/

but before we restrict an
liberal education
University to this highest department of instruction before we
confine it to teaching, not knowledge, but the philosophy of know
we must be assured that the knowledge itself has been
ledge
acquired elsewhere. Those who take this view of the function of
an University are not wrong in thinking that the schools, as dis
tinguished from the universities, ought to be adequate to teaching

and consummation of a

:

every branch of general instruction required by youth, so far as it
But where are such schools
can be studied apart from the rest.
Since science assumed its modern character, nowhere
(to be found ?
Tand in these islands even less than elsewhere. This ancient king
dom, thanks to its great religious reformers, had the inestimable
advantage, denied to its southern sister, of excellent parish schools,
which gave, really and not in pretence, a considerable amount of
valuable literary instruction to the bulk of the population, two
But schools of a still
earlier than in any other country.
(&quot;centuries
higher description have been, even in Scotland, so few and inade/ quate, that the Universities have had to perform largely the func/
tions which ought to be performed by schools
receiving students
at an early age, and undertaking not only the work for which the
schools should have prepared them, but much of the preparation
itself.
Every Scottish University is not an University only, but a
High School, to supply the deficiency of other schools. And if the
English Universities do not do the same, it is not because the same
need does not exist, but because it is disregarded. Youths come
The
to the Scottish Universities ignorant, and are there taught.
:

;

who come to the English Universities come
more ignorant, and ignorant they go away.
majority of those

still

In point of fact, therefore, the office of a Scottish University
comprises the whole of a liberal education, from the foundations
upwards. And the scheme of your Universities has, almost from
the beginning, really aimed at including the whole, both in depth
and in breadth. You have not, as the English Universities so long
did, confined all the stress of your teaching, all your real effort to
teach, within the limits of two subjects, the classical languages and
mathematics. You did not wait till the last few years to establish
a Natural Science and a Moral Science Tripos. Instruction in both
and your teachers of
those departments was organized long ago
those subjects have not been nominal professors, who did not lec
:

some of the greatest names in physical and in moral science
have taught in your Universities, and by their teaching contributed
to form some of the most distinguished intellects of the last and
ture

:

To comment upon the course of education at
present centuries.
the Scottish Universities is to pass in review every essential depart-

The best use, then, which I am able to
merit of general culture.
make of the present occasion, is to offer a few remarks on each
of those departments, considered in its relation to human cultiva
tion at large : adverting to the nature of the claims which each has
to a place in liberal education ; in what special manner they each
conduce to the improvement of the individual mind and the benefit

of the race

;

and how they

all

common

conspire to the

end, the
]

strengthening, exalting, purifying, and beautifying of our commo_n
nature, and the fitting out of mankind with the necessary mental
implements for the work they have to perform through life.
Let me first say a few words on the great controversy of the
present day with regard to the higher education, the difference

;

/

{/

which most broadly divides educational reformers and conserva
tives
the vexed question between the ancient languages and the
modern sciences and arts whether general education should be
or
let me use a wider expression, and say literary
classical
A dispute as endlessly, and often as fruitlessly agitated
scientific.
as that old controversy which it resembles, made memorable by the
names of Swift and Sir William Temple in England and Fontenelle
the contest for superiority between the ancients and V
in France
This question, whether we should be taught the
the moderns.
;

;

classics or the sciences, seems to me, I confess, very like a dispute
whether painters should cultivate drawing or colouring, or, to use
a more homely illustration, whether a tailor should make coats or
Can
I can only reply by the question, why not both ?
trousers.
anything deserve the name of a good education which does not
If there were no more to be
include literature and science too ?
said than that scientific education teaches us to think, and literary
education to express our thoughts, do we not require both ? and is
not any one a poor, maimed, lopsided fragment of humanity who is
We are not obliged to ask ourselves whether
deficient in either ?
Short
it is more important to know the languages or the sciences.
as life is, and shorter still as we make it by the time we waste on
things which are neither business, nor meditation, nor pleasure, we
are not so badly off that our scholars need be ignorant of the laws
and properties of the world they live in, or our scientific men
I am amazed at
destitute of poetic feeling and artistic cultivation.
the limited conception which many educational reformers have
formed to themselves of a human being s power of acquisition. The
study of science, they truly say, is indispensable our present edu
:

cation neglects it : there is truth in this too, though it is not all
truth and they think it impossible to find room for the studies
which they desire to encourage, but by turning out, at least from
:

general education, those which are

now

chiefly cultivated.

How

*/

^

/

absurd, they say, that the whole of boyhood should be taken up in
Absurd
acquiring an imperfect knowledge of two dead languages.
indeed but is the human mind s capacity to learn, measured by
I should prefer to see
that of Eton and Westminster to teach ?
these reformers pointing their attacks against the shameful ineffi/ciency of the schools, public and private, which pretend to teach
I should like to hear them de
/ these two languages and do not.
nounce the wretched methods of teaching, and the criminal idleness
and supineness, which waste the entire boyhood of the pupils
without really giving to most of them more than a smattering, if
even that, of the only kind of knowledge which is even pretended
to be cared for.
Let us try what conscientious and intelligent
teaching can do, before we presume to decide what cannot be done.
Scotland has on the whole, in this respect, been considerably
more fortunate than England. Scotch youths have never found it
impossible to leave school or the university having learnt somewhat
of other things besides Greek and Latin ; and why ? Because Greek
&quot;and
Latin have been better taught.
beginning of classical in
struction has all along been made in the common schools and the
common schools of Scotland, like her Universities, have never been
the mere shams that the English Universities were during the last
and the greater part of the English classical schools still
2 century,
The only tolerable Latin grammars for school purposes that
are.
I know of, which had been produced in these islands until very
lately, were written by Scotchmen. Reason, indeed, is beginning to
:

A

:

way by gradual infiltration even into English schools, and to
maintain a contest, though as yet a very unequal one, against routine.
few practical reformers of school tuition, of whom Arnold was the
most eminent, have made a beginning of amendment in many things
but reforms, worthy of the name, are always slow, and reform even of
Z governments and churches is not so slow as that of schools, for there
is the great preliminary difficulty of fashioning the instruments
of teaching the teachers.
If all the improvements in the mode of
find its

A

:

:

{

teaching languages which are already sanctioned by experience,
into our classical schools, we should soon cease to
/ hear of Latin and Greek as studies which must engross the school
I
If a boy
years, and render impossible any other acquirements.
learnt Greek and Latin on the same principle on which a mere
child learns with such ease and rapidity any modern language,
/namely, by acquiring some familiarity with the vocabulary by practice and repetition, before being troubled with grammatical rules
\^
those rules being acquired with tenfold greater facility when the
cases to which they apply are already familiar to the mind ; an
average schoolboy, long before the age at which schooling termi-

were adopted

would be able to read fluently and with intelligent interest
any ordinary Latin or Greek author in prose or verse, would have
a competent knowledge of the grammatical structure of both lan
guages, and have had time besides for an ample amount of scientific
I might go much further
but I am as unwilling to
instruction.

nates,

;

speak out all that I think practicable in this matter, as George
Stephenson was about railways, when he calculated the average
speed of a train at ten miles an hour, because if he had estimated
it higher, the
practical men would have turned a deaf ear to him,
as that most unsafe character in their estimation, an enthusiast and
a visionary. The results have shown, in that case, who was the
What the results would show in the other
real practical man.
But I will say confidently,
case, I will not attempt to anticipate.
that if the two classical languages were

properly taught, there

for ejecting them from the school
sufficient time for everything else that

would be no need whatever

course, in order to have
need be included therein.
Let me say a few words more on

this strangely limited estimate
possible for human beings to learn, resting on a tacit
assumption that they are already as efficiently taught as they ever can
be.
So narrow a conception not only vitiates our idea of education,
if we receive it, darkens our anticipations as to the
but

of what

it is

actually,

future progress of mankind.

For

if

the inexorable conditions of

man

to attempt to know more
than one thing, what is to become of the human intellect as facts
accumulate P In every generation, and now more rapidly than ever,
the things which it is necessary that somebody should know are
more and more multiplied. Every department of knowledge be
comes so loaded with details, that one who endeavours to know it
with minute accuracy, must confine himself to a smaller and smaller
portion of the whole extent every science and art must be cut up
into subdivisions, until each man s portion, the district which he
thoroughly knoAvs, bears about the same ratio to the whole range of
useful knowledge that the art of putting on a pin s head does to the

human

life

make

it

useless for one

:

field

of

human

industry.

Now,

if in

order to

know

that little

com

pletely, it is necessary to remain wholly ignorant of all the rest,
what will soon be the worth of a man, for any human purpose ex

human wants and require
be even worse than that of simple ignorance.
Experience proves that there is no one study or pursuit, which,
practised to the exclusion of all others, does not narrow and pervert
cept his

own

ments

His

the

?

mind

;

infinitesimal fraction of

state will

breeding in

it

a class of prejudices special to that pur

suit, besides a general prejudice,

common

to all

narrow

specialities,

against large views, from an incapacity to take in and appreciate the

10
i

We should have to expect that human nature
grounds of them.
would be more and more dwarfed, and unfitted for great things, by
its
very proficiency in small ones. But matters are not so bad with
tis
there is no ground for so dreary an anticipation. It is not the
utmost limit of human acquirement to know only one thing, but to
combine a minute knowledge of one or a few things with a general
knowledge of many things. By a general knowledge I do not mean
a few vague impressions.
An eminent man, one of whose writings
:

part of the course of this University, Archbishop Whately, has
well discriminated between a general knowledge and a superficial
To have a general knowledge of a subject is to know
knowledge.
is

i

only its leading truths, but to know these not superficially but tho
roughly, so as to have a true conception of the subject in its great
features; leaving the minor details to those who require them for
the purposes of their special pursuit.
There is no incompatibility
between knowing a wide range of subjects up to this point, and some
one subject with the completeness required by those who make it

It is this combination which gives an
a body of cultivated intellects, each taught by
enlightened public
its attainments in its own
province what real knowledge is, and
flcnowing enough of other subjects to be able to discern who are
those that know them better.
The amount of knowledge is not to
[
De lightly estimated, which qualifies us for judging to whom we may
have recourse for more.
The elements of the more important

their principal occupation.
:

studies being widely diffused, those who have reached the higher
summits find a public capable of appreciating their superiority, and
It is thus too that minds are formed
prepared to follow their lead.
capable of guiding and improving public opinion on the greater

^concerns of practical life.
Government and civil society are the
most complicated of all subjects accessible to the human mind and
he who would deal competently with them as a thinker, and not as
a blind follower of party, requires not only a general knowledge of
the leading facts of life, both moral and material, but an under
standing exercised and disciplined in the principles and rules of
sound thinking, up to a point which neither the experience of life,
nor any one science or branch of knowledge, affords. Let us un
derstand, then, that it should be our aim in learning, not merely to
/know the one thing which is to be our principal occupation, as well
/ as it can be
known, but to do this and also to know something of
Vail the great subjects of human interest: taking care to know that
t something
accurately marking well the dividing line between what
and remembering that
\ we know accurately and what we do not
our object should be to obtain a true view of nature and life
their broad outline, and that it is idle to throw
away time upon
(_in

(

:

;

:

11
the details of anything which
our practical energies.

is to

form no part of the occupation of

)

It by no means follows, however, that every useful branch of
general, as distinct from professional, knowledge, should be in
There
cluded in the curriculum of school or university studies.
are things which are better learnt out of school, or when the school

years, and even those usually passed in a Scottish university, are
over. I do not agree with those reformers who would give a regular

and prominent place

in the school or university course to

modern

This is not because I attach small importance to the
No one can in our age be esteemed a wellknowledge of them.
instructed person who is not familiar with at least the French lan
guage, so as to read French books with ease and there is great use
in cultivating a familiarity with German.
But living languages are
so much more easily acquired by intercourse with those who use
them in daily life a few months in the country itself, if properly
employed, go so much farther than as many years of school lessons ;
that it is really waste of time for those to whom that easier mode is
attainable, to labour at them with no help but that of books and
masters and it will in time be made attainable, through interna
tional schools and colleges, to many more than at present.
Univer
sities do enough to facilitate the study of modern languages, if they
give a mastery over that ancient language which is the foundation
of most of them, and the possession of which makes it easier to
learn four or five of the continental languages than it is to learn one
of them without it. Again, it has always seemed to me a great ab
surdity that history and geography should be taught in schools
languages.

;

;

:

;

except in elementary schools for the children of the labouring
Who ever
classes, whose subsequent access to books is limited.
really learnt history and geography except by piivate reading? and
what an utter failure a system of education must be, if it has not
given the pupil a sufficient taste for reading to seek for himself
those most attractive and easily intelligible of all kinds of know
Besides, such history and geography as can be taught in
ledge ?
schools exercise none of the faculties of the intelligence except the
An University is indeed the place where the student
memory.
should be introduced ta the Philosophy of History where Profes
sors who not merely know the facts but have exercised their minds
on them, should initiate him into the causes and explanation, so far
as within our reach, of the past life of mankind in its principal fea
Historical criticism also
the tests of historical truth
are
tures.
a subject to which his attention may well be drawn in this stage of
But of the mere facts of history, as commonly ac
his education.
cepted, what educated youth of any mental activity does not learn
;

I
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as

much

as is necessary, if he is
simply turned loose into an his
torical library ? What he needs on this, and on most other matters
of common information, is not that he should be
taught it in boy
hood, but that abundance of books should be accessible to him.
The only languages, then, and the only literature, to which I

would allow a place in the ordinary curriculum, are those of the
Greeks and Eomans and to these I would preserve the position in
it which
That position is justified, by the
they at present occupy.
great value, in education, of knowing well some other cultivated
language and literature than one s own, and by the peculiar value
of those particular languages and literatures.
There is one purely intellectual benefit from a knowledge of lan
Those who
guages, which I am specially desirous to dwell on.
have seriously reflected on the causes of human error, have been
deeply impressed with the tendency of mankind to mistake words for
Without entering into the metaphysics of the subject, we
things.
know how common it is to use words glibly and with apparent pro
priety, and to accept them confidently when used by others, without
ever having had any distinct conception of the things denoted
by
;

To quote

again from Archbishop Whately, it is the habit of
As we
familiarity for accurate knowledge.
seldom think of asking the meaning of what we see every day, so
when our ears are used to the sound of a word or a phrase, we do
not suspect that it conveys no clear idea to our minds, and that we
should have the utmost difficulty in defining it, or expressing, in any
other words, what we think we understand
by it. Now it is obvious
in what manner this bad habit tends to be corrected
by the practice
of translating with accuracy from one language to another, and
hunting out the meanings expressed in a vocabulary with which we
have not grown familiar by early and constant use. I hardly know
any greater proof of the extraordinary genius of the Greeks, than
that they were able to make such brilliant achievements in abstract

them.

mankind

to mistake

thought, knowing, as they generally did, no language but their own.
But the Greeks did not escape the effects of this deficiency.

Their greatest intellects, those who laid the foundation of philosophy
all our intellectual culture, Plato and Aristotle, are conled away by words mistaking the accidents of language
for real relations in nature, and supposing that things which have
itinually
the same name in the Greek tongue must be the same in their own
essence. There is a well-known saying of Hobbes, the far-reaching
significance of which you will more and more appreciate in propor
tion to the growth of your own intellect
Words are the counters
of wise men, but the money of fools.&quot;
With the wise man a word
stands for the fact which it represents to the fool it is itself

and of

-

;

&quot;

:

I

I

tb&amp;lt;

;
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To carry on Hobbes metaphor, the counter is far more likely
to be taken for merely what it is, by those who are in the habit of
But besides the advantage
using many different kinds of counters.
fact.

of possessing another cultivated language, there is a further con
Without knowing the language of a
sideration equally important.
people, we never really know their thoughts, their feelings, and their
type of character and unless we do possess this knowledge, of some
other people than ourselves, we remain, to the hour of our death,
with our intellects only half expanded. Look at a youth who has
never been out of his family circle he never dreams of any other
opinions or ways of thinking than those he has been bred up in or,
if he has heard of any such, attributes them to some moral defect,
or inferiority of nature or education. If his family are Tory, he can
not conceive the possibility of being a Liberal if Liberal, of being
What the notions and habits of a single family are to a
a Tory.
boy who has had no intercourse beyond it, the notions and habits of
his own country are to him who is ignorant of every other.
Those
notions and habits are to him human nature itself; whatever varies
from them is an unaccountable aberration which he cannot menthe idea that any other ways can be right, or as near
tally realize
an approach to right as some of his own, is inconceivable to him.
This does not merely close his eyes to the many things which every
country still has to learn from others it hinders every country
from reaching the improvement which it could otherwise attain by
itself.
are not likely to correct any of our opinions or mend
any of our ways, unless we begin by conceiving that they are
capable of amendment but merely to know that foreigners think
:

t

:

;

;

:

:

We

|
I

:

differently

from ourselves, without understanding why they do

so,

or what they really do think, does but confirm us in our self-con
ceit, and connect our national vanity with the preservation of our
own peculiarities. Improvement consists in bringing our opinions
into nearer agreement with facts
and we shall not be likely to do
this while we look at facts only through glasses coloured
by those
But since we cannot divest ourselves of precon
very opinions.
ceived notions, there is no known means of eliminating their in
fluence but by frequently using the differently coloured glasses of
and those of other nations, as the most different, are
other people
the best.
;

:

But

on this account, to know the language and
any other cultivated and civilized people, the most
valuable of all to us in this respect are the languages and literature
of the ancients.
No nations of modern and civilized Europe are so
unlike one another, as the Greeks and Romans are unlike all of us ;
if it is so useful,

literature of

yet without being, as some remote Orientals are, so totally dis-

,.

I
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similar, that the labour of a life is required to enable us to under
Were this the only gain to be derived from a know
stand them.

ledge of the ancients, it would already place the study of them in a
high rank among enlightening and liberalizing pursuits. It is of no use
saying that we may know them through modern writings. We may
know something of them in that way which is much better than
knowing nothing. But modern books do not teach us ancient
thought; they teach us some modern writer s notion of ancient
Modern books do not show us the Greeks and Romans
thought.
they tell us some modern writer s opinions about the Greeks and
;

I

i

]

;

Romans. Translations are scarcely better. When we want really
to know what a person thinks or says, we seek it at first hand from
do not trust to another person s impression of his
himself.
meaning, given in another person s words we refer to his own.

We

;

Much more

necessary to do so when his words are in one lan
his reporter in another.
Modern phraseology
never conveys the exact meaning of a Greek writer it cannot do
so, except by a diffuse explanatory circumlocution which no trans
lator dares use.
must be able, in a certain degree, to think in
/, Greek, if we would represent to ourselves how a Greek thought :
/, and this not only in the abstruse region of metaphysics, but about
the political, religious, and even domestic concerns of life.
I will
mention a further aspect of this question, which, though I have not
the merit of originating it, I do not remember to have seen noticed
in any book.
There is no part of our knowledge which it is more
useful to obtain at first hand
to go to the fountain head for
than
our knowledge of history. Yet this, in most cases, we hardly ever
do.
Our conception of the past is not drawn from its own records,
but from books written about it, containing not the facts, but a view
of the facts which has shaped itself in the mind of somebody of our
own or a very recent time. Such books are very instructive and
valuable ; they help us to understand history, to interpret history,
to draw just conclusions from it; at the worst, they set us the
but they are not themselves
example of trying to do all this
The knowledge they give is upon trust, and even when
history.
they have done their best, it is not only incomplete but partial,
because confined to what a few modern writers have seen in the
materials, and have thought worth picking out from among them.
How little we learn of our own ancestors from Hume, or Hallam, or
Macaulay, compared with what we know if we add to what these
tell us, even a little reading of cotemporary authors and documents
The most recent historians are so well aware of this, that they fill
their pages with extracts from the original materials, feeling that
these extracts are the real history, and their comments and thread
is it

guage, and those of

;

We

;

!
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Now it is
of narrative are only helps towards understanding it.
part of the great worth to us of our Greek and Latin studies, that
We are in
in them we do read history in the original sources.
actual contact with cotemporary minds we are not dependent on
hearsay we have something by which we can test and check the
representations and theories of modern historians. It may be asked,
why then not study the original materials of modern history ? I
answer, it is highly desirable to do so and let me remark by the
way, that even this requires a dead language nearly all the docu
;

;

;

;

ments prior

to the Reformation,

and many subsequent

to

it,

being

But the exploration of these documents, though
written in Latin.
a most useful pursuit, cannot be a branch of education. Not to
speak of their A ast extent, and the fragmentary nature of each, the
strongest reason is, that in learning the spirit of our own past ages,
until a comparatively recent period, from cotemporary writers, we J
Those authors, with a few exceptions,
learn hardly anything else.
are little worth reading on their own account.
While, in studying |
of
writers
the great
antiquity, Ave are not only learning to understand
the ancient mind, but laying in a stock of wise thought and observa
and at the same time making our
tion, still valuable to ourselves
selves familiar with a number of the most perfect and finished
/
comliterary compositions which the human mind has produced
/
positions which, from the altered conditions of human life, are
likely to be seldom paralleled, in their sustained excellence, by the /
times to come.
Even as mere languages, no modern European language is so valu
able a discipline to the intellect as those of Greece and Rome, on
account of their regular and complicated structure.
Consider for
It is the most elementary part of
a moment what grammar is.
It is the beginning of the analysis of the thinking process.
logic.
The principles and rules of grammar are the means by which the
forms of language are made to correspond with the universal forms
of thought.
The distinctions between the various parts of speech,
between the cases of nouns, the moods and tenses of verbs, the
functions of particles, are distinctions in thought, not merely in
words.
Single nouns and verbs express objects and events, many
of which can be cognized by the senses but the modes of putting
nouns and verbs together, express the relations of objects and
events, which can be cognized only by the intellect; and each
different mode corresponds to a different relation.
The structure i/^
of every sentence is a lesson in logic.
The various rules of syntax
oblige us to distinguish between the subject and predicate of a
proposition, between the agent, the action, and the thing acted
upon to mark when an idea is intended to modify or qualify, or
;

j

;

:

;

16

merely to unite with, some other idea what assertions are cate
whether the intention is to express
gorical, what only conditional
;

;

similarity or contrast, to make a plurality of assertions conjunctively
what portions of a sentence, though grammatically
or disjunctively
;

complete within themselves, are mere members or subordinate

Such things
parts of the assertion made by the entire sentence.
form the subject-matter of universal grammar and the languages
[which teach it best are those which have~the most definite rules,
and which provide distinct forms for the greatest number of distinctions in thought, so that if we fail to attend precisely and accu
rately to any of these, we cannot avoid committing a solecism in
In these qualities the classical languages have an incom
language.
parable superiority over every modern language, and over all
languages, dead or living, which have a literature worth being
;

i

generally studied.
But the superiority of the literature
tion, is

still

more marked and

itself,

decisive.

for purposes of educa
in the substantial

Even

of, which it is the vehicle, it is very far from
having been superseded. The discoveries of the ancients in science
have been greatly surpassed, and as much of them as is still valu
able loses nothing by being incorporated in modern treatises
but
what does not so well admit of being transferred bodily, and has
been very imperfectly carried off even piecemeal, is the treasure
which they accumulated of what may be called the wisdom of life
the rich store of experience of human nature and conduct, which
the acute and observing minds of those ages, aided in their obser
vations by the greater simplicity of manners and life, consigned to
their writings, and most of which retains all its value.
The
speeches in Thucydides; the Rhetoric, Ethics, and Politics of
Aristotle
the Dialogues of Plato
the Orations of Demosthenes ;
the Satires, and especially the Epistles of Horace all the writings

value of the matter

:

:

;

;

;

of Tacitus the great work of Quintilian, a
repertory of the best
thoughts of the ancient world on all subjects connected with educa
tion
and, in a less formal manner, all that is left to us of the
ancient historians, orators,
philosophers, and even dramatists, are
;

;

replete with remarks and maxims of singular good sense and pene
and the
applicable both to political and to private life
actual truths we find in them are even surpassed in value by the
and
of
us
in
the
truth.
encouragement
help they give
pursuit
Human invention has never produced anything so valuable in the
both
of
stimulation
and
of
to
the
way
discipline
inquiring intellect,
as the dialectics of the ancients, of which
many of the works of
Aristotle illustrate the
and
those
of
Plato exhibit the
theory,
tration,

practice.

:

No modern

writings

come near

to these,

in teaching,
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both by precept and example, the way to investigate truth, on those
subjects, so vastly important to us, which remain matters of con
troversy from the difficulty or impossibility of bringing them to
To question all things; never to
a directly experimental test.
turn away from any difficulty to accept no doctrine either from
ourselves or from other people without a rigid scrutiny by negative
criticism, letting no fallacy, or incoherence, or confusion of thought,
above all, to insist upon having the meaning
slip by unperceived
of a word clearly understood before using it, and the meaning of a
;

;

proposition before assenting to

from the ancient

dialecticians.

it

;

these are the lessons

With

all this

we

learn

vigorous management

of the negative element, they inspire no scepticism about the reality
of truth, or indifference to its pursuit.
The noblest enthusiasm,
both for the search after truth and for applying it to its highest
uses, pervades these writers, Aristotle no less than Plato, though
Plato has incomparably the greater power of imparting those
In cultivating, therefore, the ancient languages
feelings to others.
as our best literary education, we are all the while laying an admi
rable foundation for ethical and philosophical culture.
In purely
in perfection of form
the pre-eminence of the
literary excellence
ancients is not disputed. In every department which they attempted,
and they attempted almost all, their composition, like their sculp
ture, has been to the greatest modern artists an example, to be
looked up to with hopeless admiration, but of inappreciable value
as a light on high, guiding their own endeavours.
In prose and in
poetry, in epic, lyric, or dramatic, as in historical, philosophical,
and oratorical art, the pinnacle on which they stand is equally
I am now speaking of the form, the artistic perfection
eminent.
of treatment for, as regards substance, I consider modern
:

poetry

to be superior to ancient, jn the same manner, though in a less
The
degree, as modern science: it enters deeper into nature.

modern mind are more various, more complex and
The modern mind
manifold, than those of the ancients ever were.
is, what the ancient mind was not, brooding and self-conscious ;
and its meditative self-consciousness has discovered depths in the
human soul which the Greeks and Romans did not dream of, and
feelings of the

would not have understood. But what they had got to express,
they expressed in a manner which few even of the greatest moderns
have seriously attempted to rival. It must be remembered that
they had more time, and that they wrote chiefly for a select class,

To us who write in a hurry for people who
possessed of leisure.
read in a hurry, the attempt to give an equal degree of finish would
be loss of time. But to be familiar with perfect models is not the
less

important to us because the element in which

we work

pre-

\
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j
1

1

eludes even the effort to equal them.
They shew us at least what
excellence is, and make us desire it, and strive to get as near to it
And this is the value to us of the ancient
as is within our reach.
writers, all the more emphatically, because their excellence does
not admit of being copied, or directly imitated. It does not consist in a trick which can be learnt, but in the perfect adaptation of

means

The

of the great Greek and
the perfection of good sense.
In the
first place, they never use a word without a meaning, or a word
which adds nothing to the meaning. They always (to begin with)
to ends.

\/ Roman

authors,

is

that

secret of the style
it is

had a meaning they knew what they wanted to say and their
whole purpose was to say it with the highest degree of exactness
and completeness, and bring it home to the mind with the greatest
It never entered into their
possible clearness and vividness.
;

;

thoughts to conceive of a piece of writing as beautiful in itself,
its
abstractedly from what it had to express
beauty must all be
subservient to the most perfect expression of the sense.
The
curiosa felicitas which their critics ascribed in a pre-eminent degree
to Horace, expresses the standard at which they all aimed.
Their
:

j

the right words in
style is exactly described by Swift s definition,
the right places.&quot; Look at an oration of Demosthenes
there is
&quot;

;

nothing in it which calls attention to itself as style at all it is only
after a close examination we perceive that
every word is what it
should be, and where it should be, to lead the hearer smoothly and
:

imperceptibly into the state of mind which the orator wishes to
The perfection of the workmanship is only visible in
produce.
the total absence of any blemish or fault, and of
anything which
checks the flow of thought and feeling,
anything which even
momentarily distracts the mind from the main purpose. But then
(as has been well said) it was not the object of Demosthenes to
make the Athenians cry out &quot;What a splendid speaker
but to
make them say &quot;Let us march against Philip!&quot; It was only in
the decline of ancient literature that ornament
began to be culti
vated merely as ornament.
In the time of its maturity, not the
merest epithet was put in because it was
thought beautiful in
nor even for a merely descriptive purpose, for epithets
itself;
purely descriptive were one of the corruptions of style which
!&quot;

abound
unless

it

example the word had no business there
brought out some feature which was wanted, and helped

in Lucan, for

:

place the object in the light which the purpose of the com
These conditions being complied with, then
position required.
indeed the intrinsic beauty of the means used was a source
of additional effect, of which it behoved them to avail them
to

selves, like

rhythm and melody

of versification.

But

these great
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writers

knew

ment which

that

ornament

attracts attention

for

to

the

sake of ornament, orna

itself,

and shines by

its

own

beauties, only does so by calling off the mind from the main object,
and thus not only interferes with the higher purpose of human
discourse, which ought,
to communicate, apart

but also

and generally professes, to have some matter
from the mere excitement of the moment,

spoils the perfection of the composition as a piece of fine

of effect.
This, then, is the first great
lesson in composition to be learnt from the classical authors.
The
second is, not to be prolix. In a single paragraph, Thucydides can
give a clear and vivid representation of a battle, such as a reader

art,

by destroying the unity

who

has once taken it into his mind can seldom forget.
The most
powerful and affecting piece of narrative perhaps in all historical
of
Sicilian
in
is
account
the
his
the
seventh
literature,
catastrophe
The ancients were concise,
book, yet how few pages does it fill
because of the extreme pains they took with their compositions
almost ah moderns are prolix, because they do not.
The great
ancients could express a thought so perfectly in a few words or
sentences, that they did not need to add any more the moderns,
because they cannot bring it out clearly and completely at once,
return again and again, heaping sentence upon sentence, each
adding a little more elucidation, in hopes that though no single
sentence expresses the full meaning, the whole together may give a
In this respect, I am afraid we are growing
sufficient notion of it.
worse instead of better, for want of time and patience, and from the

i

!

;

|
\

1

:

we are in of addressing almost all writings to a busy and
-~
imperfectly prepared public. The demands of modern life are such
the work to be done, the mass to be worked upon, are so vast, that
those who have anything particular to say who have, as the phrase
cannot afford to devote their time to
goes, any message to deliver
But they would do far worse than
the production of masterpieces.
they do, if there had never been masterpieces, or if they had never
known them. Early familiarity with the perfect, makes our most
To r
imperfect production far less bad than it otherwise would be.
have a high standard of excellence often makes the whole difference
of rendering our work good when it would otherwise be mediocre.
For all these reasons, I think it important to retain these two
languages and literatures in the place they occupy, as a part of
liberal education, that is, of the education of all who are not obliged
by their circumstances to discontinue their scholastic studies at a
very early age. But the same reasons which vindicate the place of
classical studies in general education, shew also the proper limita
tion of them.
They should be carried as far as is sufficient to
enable the pupil, in after life, to read the great works of ancient
necessity

j
I

B2
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literature with ease.

Those who have leisure and inclination to

make

or general philology, their
scholarship, or ancient history,
much more but there is no room for more
pursuit, of course require
The laborious idleness in which the schoolin general education.
;

wasted away in the English classical schools deserves the
To what purpose should the most precious
in learning to write
years of early life be irreparably squandered
bad Latin and Greek verses ? I do not see that we are much the
I am often
better even for those who end by writing good ones.
tempted to ask the favourites of nature and fortune, whether all the
serious and important work of the world is done, that their time
and energy can be spared for these nugce diffidles ? I am not blind

time

is

severest reprehension.

to the utility of composing in a language, as a means of learning it
I hardly know any other means equally effectual.
accurately.

What need is
can be called original
which unfortunate schoolboys, without any thoughts to express,
hammer out on compulsion from mere memory, acquiring the per
nicious habit which a teacher should consider it one of his first
But why should not prose composition

there of original composition at all

?

suffice ?

if that

duties to repress, that of merely stringing together borrowed phrases?
The exercise in composition, most suitable to the requirements of

most valuable one, of retranslating from translated
and to this might be added, what still
passages of a good author
in
Continental
exists
places of education, occasional practice
many
in talking Latin.
There would be something to be said for the
time spent in the manufacture of verses, if such practice were
necessary for the enjoyment of ancient poetry though it would be
better to lose that enjoyment than to purchase it at so extravagant
a price.
But the beauties of a great poet would be a far poorer
thing than they are, if they only impressed us through a knowledge
of the technicalities of his art. The poet needed those technicalities : they are not necessary to us.
They are essential for criticizing a
poem, but not for enjoying it. All that is wanted is sufficient
familiarity with the language, for its meaning to reach us without
any sense of effort, and clothed with the associations on which the
poet counted for producing his effect. Whoever has this familiarity,
and a practised ear, can have as keen a relish of the music of Virgil
and Horace, as of Gray, or Burns, or Shelley, though he know not
the metrical rules of a common Sapphic or Alcaic.
I do not say
that these rules ought not to be taught, but I would have a class
apart for them, and would make the appropriate exercises an op
tional, not a compulsory part of the school teaching.
learners, is that

:

;

Much more might be said respecting classical instruction,
literary cultivation in general, as a part of liberal education.

and

But
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it is

time to speak of the uses of

scientific instruction

:

or rather

its

indispensable necessity, for it is recommended by every consideration
which pleads for any high order of intellectual education at all.
The most obvious part of the value of scientific instruction, the
mere information that it gives, speaks for itself. We are born into
a world which we have not made a world whose phenomena take
place according to fixed laws, of which we do not bring any know
In such a world we are appointed to
ledge into the world with us.
Our whole working
live, and in it all our work is to be done.
;

power depends on knowing the laws of the world in other words,
the properties of the things which we have to work with, and to
work among, and to work upon. We may and do rely, for the
greater part of this knowledge, on the few who in each department
make its acquisition their main business in life. But unless an
elementary knowledge of

scientific

truths

is

diffused

among

the

public, they never know what is certain and what is not, or who
are entitled to speak with authority and who are not
and they
either have no faith at all in the testimony of science, or are the

\

:

ready dupes of charlatans and impostors.

They

alternate

1

between

ignorant distrust, and blind, often misplaced, confidence.
Besides,
who is thenTwho would not wish to understandTheTmeaning of the
common physical facts that take place under his eye ? Who would
not wish to know why a pump raises water, why a lever moves
heavy weights, why it is hot at the tropics and cold at the poles,
why the moon is sometimes dark and sometimes bright, what is the
cause of the tides ? Do we not feel that he who is totally ignorant
of these things, let him be ever so skilled in a special profession, is
not an educated man but an ignoramus?
It is surely no small
part of education to put us in intelligent possession of the most im
portant and most universally interesting facts of the universe, so
that the world which surrounds us may not be a sealed book to us,

/

uninteresting because unintelligible.
This, however, is but the/
simplest and most obvious part of the utility of science, and the
part which, if neglected in youth, may be the most easily made up
for afterwards.
It is more important to understand the value of

,

a training and disciplining process, to fit the /
intellect for the proper work of a human being.
Facts are the
materials of our knowledge, but the mind itself is the instrument :
and it is easier to acquire facts, than to judge what they prove, and
how, through the facts which we know, to get to those which we
want to know.
scientific instruction as

The most
life is

what

incessant occupation of the human intellect throughout
the ascertainment of truth.
are always needing to know
is
It is not given to
actually true about something or other,

We

&amp;lt;/

discover great general truths, that are a light to all men
though with a better general education
the number of those who could do so would be far greater than it
But
we
all
the
is.
require
ability to judge between the conflicting
opinions which are offered to us as vital truths ; to choose what

us

all to

and

to future generations

;

to
doctrines we will receive in the matter of religion, for example
judge whether we ought to be Tories, Whigs, or Radicals, or to
What length it is our duty to go with each to form a rational
conviction on great questions of legislation and internal policy, and
on the manner in which our country should behave to dependencies
and to foreign nations. And the need we have of knowing how to
discriminate truth, is not confined to the larger truths. All throiigh
life it is our most pressing interest to find out the truth about all
the matters we are concerned with.
If we are farmers, we want to
find what will truly improve our soil
if merchants, what will
truly
influence the markets of our commodities
if judges, or
jurymen,
or advocates, who it was that truly did an unlawful act, or to whom
a disputed right truly belongs. Every time we have to make a newresolution or alter an old one, in any situation in life, we shall go
wrong unless we know ..the truth about the facts on which .our
;

;

;

;

resolution depends.
Now, however different these searches for
truth may look, and however unlike they really are in their subjectmatter, the methods of getting at truth, and the tests of truth, are
in all eases much the same.
There are but two roads by which
truth can be discovered ; observation, and
reasoning observation,
of course, including experiment.
all observe, and we all
reason, and therefore, more or less successfully, we all ascertain
truths
but most of us do it very ill, and could not get on at all
were we not able to fall back on others who do it better. If we
could not do it in any degree, we should be mere instruments in
the hands of those who could :
would be able to reduce us to
:

We

:

they

J
f

slavery.

Then how

shall

we

best learn to do this?

By

being

shewn the way in which it has already been successfully done.
The processes by which truth is attained, reasoning and observation,
have been carried

to their greatest

known

perfection in the physical
most perfect types of-the art of expression, so do the
sciences
those of the art of
physical
thinking.
Mathematics, and its application to astronomy and
natural philosophy, are the most
complete example of the discovery
of truths by reasoning ;
experimental science, of their discovery by
direct observation.
In all these cases we know that we can trust
the operation, because the conclusions to which it has led have
been found true by subsequent trial. It is
the
of
sciences.

then, that

As

classical literature furnishes the

we may hope

by
these,
study
to qualify ourselves for
distinguishing truth,

23

where there do not

in cases

exist the

same ready means of

verifi

cation.

In what consists the principal and most characteristic difference
between one human intellect and another? In their ability to

judge correctly of evidence. Our direct perceptions of truth are so
limited we know so few things by immediate intuition, or, as it
used to be called, by simple apprehension that we depend for
almost all our valuable knowledge, on evidence external to itself;
and most of us are very unsafe hands at estimating evidence, where
an appeal cannot be made to actual eyesight. The intellectual part
of our education has nothing more important to do, than to correct
or mitigate this almost universal infirmity this summary and
To do this
substance of nearly all purely intellectual weakness.
with effect needs all the resources which the most perfect system of
Those resources, as every
intellectual training can command.
teacher knows, are but of three kinds
first, models, secondly rules,
The models of the art of estimating
thirdly, appropriate practice.
;

:

the rules are suggested by
evidence are furnished by science
and the study of science is the most fundamental portion of
science
the practice.
Take in the first instance mathematics. It is chiefly from ma
thematics we realize the fact that there actually is a road to truth
by means of reasoning that anything real, and which will be found
true when tried, can be arrived at by a mere operation of the mind.
The flagrant abuse of mere reasoning in the days of the schoolmen,
when men argued confidently to supposed facts of outward nature
without properly establishing their premises, or checking the con
clusions by observation, created a prejudice in the modern, and
especially in the English mind, against deductive reasoning alto
The prejudice lasted long, and
gether, as a mode of investigation.
was upheld by the misunderstood authority of Lord Bacon until
the prodigious applications of mathematics to physical science
to
the discovery of the laws of external nature
slowly and tardily
restored the reasoning process to the place which belongs to it as a
source of real knowledge. Mathematics, pure and applied, are still
the great conclusive example of what can be done by reasoning.
Mathematics also habituates us to several of the principal precau
tions for the safety of the process.
Our first studies in geometry
teach us two invaluable lessons.
One is, to lay down at the
beginning, in express and clear terms, all the premises from which
we intend to reason. The other is, to keep every step in the
reasoning distinct and separate from all the other steps, and to make
each step safe before proceeding to another expressly stating to
ourselves, at every joint in the reasoning, what new premiso we
;

;

;

;

;
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there introduce.

It is

not necessary that

we

should do this at

all

But we must be always able and
times, in all our reasonings.
If the validity of our argument is denied, or if we
ready to do it.
doubt it ourselves, that is the way to check it. In this way we are
often enabled to detect at once the exact place where paralogism or
and after sufficient practice we may be able to
confusion get in
keep them out from the beginning. It is to mathematics, again,
that we owe our first notion of a connected body of truth truths
which grow out of one another, and hang together, so that each
implies all the rest ; that no one of them can be questioned without
contradicting another or others, until in the end it appears that no
part of the system can be false unless the whole is so. Pure mathe
matics first gave us this conception
applied mathematics extends
it to the realm of
Applied mathematics shews us
physical nature.
that not only the truths of abstract number and extension, but the
external facts of the universe, which we apprehend by our senses,
at least in a large part of all nature, a web similarly held
yform,
are able, by reasoning from a few fundamental
/together.
truths, to explain and predict the phenomena of material objects :
and what is still more remarkable, the fundamental truths were
themselves found out by reasoning for they are not such as are
obvious to the senses, but had to be inferred by a mathematical
process from a mass of minute details, which alone came within the
direct reach of human observation. When Newton, in this manner,
discovered the laws of the solar
system, he created, for all posterity,
the true idea of science.
He gave the most perfect example we are
ever likely to have, of that union of reasoning and observation,
which by means of facts that can be directly observed, ascends to
laws which govern multitudes of other facts laws which not
only
explain and account for what we see, but give us assurance before
hand of much that we do not see, much that we never could have
found out by observation, though, having been found out, it is
always verified by the result.
:

;

;

I

We

;

While mathematics, and the mathematical sciences, supply us with
a typical example of the ascertainment of truth by reasoning those
physical sciences which are not mathematical, such as chemistry, and
purely experimental physics, shew us in equal perfection the other
mode of arriving at certain truth, by observation, in its most accu
rate form, that of experiment. The value of mathematics in a
logical
point of view is an old topic with mathematicians, and has even
been insisted on so exclusively as to provoke a counter-exaggeration,
of which a well-known essay by Sir William Hamilton is an ex
ample but the logical value of experimental science is compara
tively a new subject, yet there is no intellectual discipline more
;

:
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important than that which the experimental sciences afford. Their
whole occupation consists in doing well, what all of us, during the
whole of life, are engaged in doing, for the most part badly. All
men do not affect to be reasoners, but all profess, and really attempt,
to draw inferences from experience
yet hardly any one, who has
not been a student of the physical sciences, sets out with any just
If a
idea of what the process of interpreting experience really is.
fact has occurred once or oftener, and another fact has followed it,
people think they have got an experiment, and are well on the road
towards shewing that the one fact is the cause of the other. If they
did but know the immense amount of precaution necessary to a
scientific experiment
with what sedulous care the accompanying
circumstances are contrived and varied, so as to exclude every
agency but that which is the subject of the experiment or, when
disturbing agencies cannot be excluded, the minute accuracy with
which their influence is calculated and allowed for, in order that the
residue may contain nothing but what is due to the one agency
under examination if these things were attended to, people would
be much less easily satisfied that their opinions have the evidence
of experience many popular notions and generalizations which are
in all mouths, would be thought a great deal less certain than they
are supposed to be but we should begin to lay the foundation of
really experimental knowledge, on things which are now the sub
jects of mere vague discussion, where one side finds as much to say
and says it as confidently as another, and each person s opinion is less
determined by evidence than by his accidental interest or preposses
In politics, for instance, it is evident to whoever comes to the
sion.
study from that of the experimental sciences, that no political con
clusions of any value for practice can be arrived at by direct expe
Such specific experience as we can have, serves only to
rience.
verify, and even that insufficiently, the conclusions of reasoning.
Take any active force you please in politics, take the liberties of
England, or free trade how should we know that either of these
things conduced to prosperity, if we could discern no tendency in
the things themselves to produce it ?
If we had only the evidence
of what is called our experience, such prosperity as we enjoy might
be owing to a hundred other causes, and might have been ob
All true political science is, in
structed, not promoted, by these.
one sense of the phrase, d, priori, being deduced from the tendencies
of things tendencies known either through our general experience
of human nature, or as the result of an analysis of the course of
:

/

/
f

j

;

;

;

;

j

:

;

It requires, there
history, considered as a progressive evolution.
fore, the union of induction and deduction, and the mind that is
equal to it must have been well disciplined in both. But familiarity

/
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with

scientific

experiment at

least does the useful service of in

the conclusions which the
spiring a wholesome scepticism about
mere surface of experience suggests.
The study, on the one hand, of mathematics and its applications,
other, of experimental science, prepares us for the principal
business of the intellect, by the practice of it in the most charac
teristic cases, and by familiarity with the most perfect and success

on the

But in great things as in small, examples and
models of it.
models are not sufficient we want rules as well. Familiarity with
the correct use of a language in conversation and writing does not
make rules of grammar unnecessary nor does the amplest know
ledge of sciences of reasoning and experiment dispense with rules of
We may have heard correct reasonings and seen skilful ex
logic.
periments all our lives we shall not learn by mere imitation to do
ful

:

J^

;

the like, unless

we pay

how

careful attention to

much

easier in these abstract matters,
ones, to mistake bad work for good. To

it is

done.

It is

than in purely mechanical
mark out the difference be

tween them is the province of logic.
Logic lays down the general
the conditions which,
principles and laws of the search after truth
whether recognised or not, must actually have been observed if the
;

.

mind has done its work rightly.
Logic is the intellectual comple
ment of mathematics and physics. Those sciences give the practice,
of which Logic is the theory.
It declares the principles, rules, and
precepts, of which they exemplify the observance.
The science of Logic has two parts ratiocinative
;

r

^

i/)

I)

and inductive

The one

helps to keep us right in reasoning from premises,
Ratiocinative logic is
the other in concluding from observation.
much older than inductive, because reasoning in the narrower sense
of the word is an easier process than induction, and the science
logic.

which works by mere reasoning, pure mathematics, had been carried
to a considerable height while the sciences of observation were still
in the purely empirical period.
The principles of ratiocination,
therefore, were the earliest understood and systematized ; and the
logic of ratiocination is even now suitable to an earlier stage in

education than that of induction.
The principles of induction can
not be properly understood without some previous study of the in
ductive sciences
but the logic of reasoning, which was already
carried to a high degree of perfection by Aristotle, does not abso
even
a knowledge of mathematics, but can be suffi
lutely require
ciently exemplified and illustrated from the practice of daily life.
Of Logic I venture to say, even if limited to that of mere ratioci
nation, the theory of names, propositions, and the syllogism, that
there is no part of intellectual education which is of greater value,
or whose place can so ill be supplied by
anything else. Its uses, it
:
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its function is, not so much to teach
us to go right, as to keep us from going wrong.
But in the opera
tions of the intellect it is so much easier to go wrong than right
it
is so utterly impossible for even the most vigorous mind to keep
itself in the path but by maintaining a vigilant watch against all
deviations, and noting all the byways by which it is possible to go
that the chief difference between one reasoner and another
astray
consists in their less or greater liability to be misled.
Logic points
out all the possible ways in which, starting from true premises, we
is true,

are chiefly negative

;

I/

;

may draw

j/

false conclusions.

By its analysis of the reasoning pro
supplies for stating and setting forth our rea
sonings, it enables us to guard the points at which a fallacy is in
danger of slipping in, or to lay our fingers upon the place where it
has slipped in. When I consider how very simple the theory of rea
cess,

and the forms

it

soning is, and how short a time is sufficient for acquiring a thorough
knowledge of its principles and rules, and even considerable expertness in applying them, I can find no excuse for omission to study it
on the part of any one who aspires to succeed in any intellectual
pursuit. Logic is the great disperser of hazy and confused thinking
it clears
up the fogs which hide from us our own ignorance, and
make us believe that we understand a subject when we do not. We
must not be led away by talk about inarticulate giants who do great
deeds without knowing how, and see into the most recondite truths
without any of the ordinary helps, and without being able to explain
to other people how they reach their conclusions, nor consequently
to convince any other people of the truth of them.
There may be
such men, as there are deaf and dumb persons who do clever things,
but for all that, speech and hearing are faculties by no means to be
If you want to know whether you are thinking
dispensed with.
In the very attempt to do
rightly, put your thoughts into words.
:

this

you

will find yourselves, consciously or unconsciously, using
Logic compels us to throw our meaning into distinct

logical forms.

propositions, and our reasonings into

distinct steps.

It

makes U3

j

j
I

the implied assumptions on which we are proceed
It makes us
ing, and which, if not true, vitiate the entire process.
aware what extent of doctrine we commit ourselves to by any course
of reasoning, and obliges us to look the implied premises in the face,

conscious of

all

It makea
and make up our minds whether we can stand to them.
our opinions consistent with themselves and with one another, and

forces us to think clearly, even when it cannot make us think cor
It is true that error
rectly.
may be consistent and systematic as

/

It is no small ad- S
not the common case.
(
vantage to see clearly the principles and consequences involved
our opinions, and which we must either accept, or else abandon /

well as truth

;

but this

is

m
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We

are much nearer to finding truth when we
those opinions.
search for it in broad daylight.
Error, pursued rigorously to all
that is implied in it, seldom fails to get detected by coming into
;

collision

You

/

\

with some known and admitted

fact.

abundance of people to tell you that logic is no
help to thought, and that people cannot be taught to think by rules.
Undoubtedly rules by themselves, without practice, go but a little

way

will find

in teaching anything.

But

if

the practice of thinking

is

not

improved by rules, I venture to say it is the only difficult thing
done by human beings that is not so. A man learns to saw wood
principally by practice, but there are rules for doing it, grounded
on the nature of the operation, and if he is not taught the rules,
he will not saw well until he has discovered them for himself.
Wherever there is a right way and a wrong, there must be a diffe
rence between them, and it must be possible to find out what the
and when found out and expressed in words, it is a
difference is
;

If any one is inclined to disparage rules, I
rule for the operation.
say to him, try to learn anything which there are rules for, without
knowing the rules, and see how you succeed. C To those who think
V lightly of the school logic, I say, take the trouble to learn it. \ You
,

will easily do so in a few weeks, and you will see whether it is of
no use to you in making your mind clear, and keeping you from
stumbling in the dark over the most outrageous fallacies. Nobody,
I believe, who has really learnt it, and who goes on using his mind,
insensible to its benefits, unless he started with a prejudice, or,
like some eminent English and Scottish thinkers of the last
century,
is

under the influence of a reaction against the exaggerated preten
made by the schoolmen, not so much in behalf of logic as of
the reasoning process itself.
Still more highly must the use of
logic be estimated, if we include in it, as we ought to do, the prin
As the
ciples and rules of Induction as well as of Ratiocination.
one logic guards us against bad deduction, so does the other against
bad generalization, which is a still more universal error. If men
easily err in arguing from one general proposition to another, still
is

sions

more

easily do they go wrong in interpreting the observations made
by themselves and others. There is nothing in which an untrained
mind shows itself more hopelessly incapable, than in drawing the
proper general conclusions from its own experience. And even
trained minds, when all their training is on a special subject, and

does not extend to the general principles of induction, are
only
when there are ready opportunities of verifying their
inferences by facts.
Able scientific men, when they venture upon
subjects in which they have no facts to check them, are often found
drawing conclusions or making generalizations from their experi-

kept right
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mental knowledge, such as any sound theory of induction would
shew to be utterly unwarranted. So true is it that practice alone,
even of a good kind, is not sufficient without principles and rules.
Lord Bacon had the great merit of seeing that rules were necessary,
and conceiving, to a very considerable extent, their true character.
The defects of his conception were such as were inevitable while
the inductive sciences were only in the earliest stage of their pro
the human mind in that direction
gress, and the highest efforts of
had not yet been made. Inadequate as the Baconian view of induc
tion was, and rapidly as the practice outgrew it, it is only within a
generation or two that any considerable improvement has been
made in the theory very much through the impulse given by
two of the many distinguished men who have adorned the Scottish
;

universities, Dugald Stewart and Brown.
I have given a very incomplete and summary

tional benefits derived

view of the educa
from instruction in the more perfect sciences,

and in the rules for the proper use of the intellectual faculties
There are
which the practice of those sciences has suggested.
other sciences, which are in a more backward state, and tax the
whole powers of the mind in its mature years, yet a beginning of
which may be beneficially made in university studies, while a
tincture of them is valuable even to those who are never likely to

The first is physiology the science of the laws of
proceed further.
organic and animal life, and especially of the structure and func
It would be absurd to pretend that a
tions of the human body.
profound knowledge of this difficult subject can be acquired in
Yet an acquaintance with
a
of
or
as
part
general education.
youth,
its leading truths is one of those acquirements which ought not to
be the exclusive property of a particular profession. The value of
such knowledge for daily uses has been made familiar to us all by
There is hardly one among
the sanitary discussions of late years.
us who may not, in some position of authority, be required to form
an opinion, and take part in public action, on sanitary subjects.
;

And

the importance of understanding the true conditions of health
of knowing how to acquire and preserve that healthy

and disease

habit of body which the most tedious and costly medical treatment
so often fails to restore when once lost, should secure a place in
general education for the principal maxims of hygiene, and some
For those who aim at high
of those even of practical medicine.
cultivation, the study of physiology has still greater
recommendations, and- is, in the present state of advancement of
The practice which it gives
the higher studies, a real necessity.
in the study of nature is such as no other physical science affords
in the same kind, and is the best introduction to the difficult

intellectual
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Scientific education, apart from
questions of politics and social life.
for judging rightly of
professional objects, is but a preparation
Man, and of his requirements and interests. But to this final pur
of man
suit, which has been called par excellence the proper study

i

,

kind, physiology is the most serviceable of the sciences, because it
the same complex and
Its subject is already Man
is the nearest.
manifold being, whose properties are not independent of circum
stance, and immovable from age to age, like those of the ellipse and
:

hyperbola, or of sulphur and phosphorus, but are infinitely various,
indefinitely modifiable by art or accident, graduating by the nicest

shades into one another, and reacting upon one another in a
thousand ways, so that they are seldom capable of being isolated
and observed separately. With the difficulties of the study of a
being so constituted, the physiologist, and he alone among scientific
enquirers, is already familiar. Take what view we will of man as a
spiritual being, one part of his nature is far more like another than
In the organic world we
either of them is like anything else.
study nature under disadvantages very similar to those which affect
the study of moral and political phenomena our means of making
experiments are almost as limited, while the extreme complexity of
:

the facts makes the conclusions of general reasoning unusually
precarious, on account of the vast number of circumstances that
Yet in spite of these obstacles,
conspire to determine every result.
it is found possible in physiology to arrive at a considerable number
This therefore is au
of well-ascertained and important truths.
excellent school in which to study the means of overcoming similar
difficulties elsewhere.
It is in
physiology too that we are first
introduced to some of the conceptions which play the greatest part
in the moral and social sciences, but which do not occur at all in
Tthose of inorganic nature. As, for instance, the idea of predisposition, and of predisposing causes, as distinguished from exciting
causes.
The operation of all moral forces is immensely influenced
by predisposition without that element, it is impossible to explain
the commonest facts of history and social life.
Physiology is also
the first science in which we recognise the influence of habit
the
of
something to happen again, merely because it has
tendency
before.
From
clearest
notion
happened
physiology, too, we get our
of what is meant by development, or evolution.
The growth of a
or
animal
from
the
first
is
the
plant
germ
typical specimen of a
phenomenon which rules through the whole course of the history
of man and society increase of function, through expansion and
differentiation of structure by internal forces.
I cannot enter into
the subject at greater length
it is
enough if I throw out hints
which may be germs of further thought in yourselves. Those who
|

i

:

&quot;
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aim at high intellectual achievements may be assured that no part
of their time will be less wasted, than that which they employ in
becoming familiar with the methods and with the main conceptions
of the science of organization and life.
Physiology, at its upper extremity, touches on Psychology, or
the Philosophy of Mind and without raising any disputed ques
tions about the limits between Matter and Spirit, the nerves and
brain are admitted to have so intimate a connexion with the mental
:

operations, that the student of the last cannot dispense with a con
The value of psychology itself
siderable knowledge of the first.
need hardly be expatiated upon in a Scottish university for it has
;

always been there studied with brilliant success. Almost every
thing which has been contributed from these islands towards its ad
vancement since Locke and Berkeley, has until very lately, and much
of it even in the present generation, proceeded from Scottish authors
and Scottish professors. Psychology, in truth, is simply the knowledge
If there is anything that deserves to
of the laws of human nature.
be studied by man, it is his own nature and that of his fellow-men
and if it is worth studying at all, it is worth studying scientifically,
so as to reach the fundamental laws which underlie and govern all

^

:

With regard to the suitableness of this subject for general
rest.
There are certain observed
education, a distinction must be made.
laws of our thoughts and of our feelings, which rest upon experi
the

mental evidence, and, once

seized, are a clue to the interpretation
of much that we are conscious of in ourselves, and observe in one
another.
Such, for example, arjJihaJaws-oiLassociatiQn.
Psycho
I speak of the laws them
logy, so far as it consists of such laws
and
their
is
as
not
of
certain
selves,
disputed applications
positive
a science as chemistry, and fit to be taught as such.
When, how
ever, we pass beyond the bounds of these admitted truths, to ques
tions which are still in controversy among the different philosophical
how far the higher operations of the mind can be ex
schools
plained by association, how far we must admit other primary prin
what faculties of the mind are simple, what complex, and
ciples
what is the composition of the latter above all, when we embark
upon the sea of metaphysics properly so called, and enquire, for

whether time and space are real existences, as is our spon
taneous impression, or forms of our sensitive faculty, as is main
tained by Kant, or complex ideas generated by association whether
matter and spirit are conceptions merely relative to our faculties, or
facts existing per se, and in the latter case, what is the nature and
limit of our knowledge of them
whether the will of man is free, or
determined by causes, and what is the real difference between the two
matters on which the most thinking men, and those who
doctrines
instance,

;

;

;

(
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^
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have given most study to the subjects, are still divided it is neither
to be expected nor desired that those who do not specially devote
themselves to the higher departments of speculation should employ
much of their time in attempting to get to the bottom of these
;

\

|

f

But it is a part of liberal education to know that such
questions.
controversies exist, and, in a general way, what has been said on
It is instructive to know the failures of the
both sides of them.

human

intellect as well as its successes, its imperfect as well as its

perfect attainments to be aware of the open questions, as well as
those which have been definitively resolved.
very summary view
;

A

of these disputed matters may suffice for the many but a system
of education is not intended solely for the many it has to kindle
the aspirations and aid the efforts of those who are destined to
stand forth as thinkers above the multitude and for these there is
hardly to be found any discipline comparable to that which these
metaphysical controversies afford. For they are essentially ques
about the ultimate grounds
tions about the estimation of evidence
of belief; the conditions required to justify our most familiar and
intimate convictions
and the real meaning and import of words
;

:

:

;

;

1

and phrases which we have used from infancy as if we understood
all about them, which are even at the foundation of human language,
yet of which no one except a metaphysician has rendered to himself
a complete account. Whatever philosophical opinions the study of
these questions may lead us to adopt, no one ever came out of the dis
cussion of them without increased vigour of understanding, an in
creased demand for precision of thought and language, and a more
There never
careful and exact appreciation of the nature of proof.
was any sharpener of the intellectual faculties superior to the Berkeleian controversy.
There is even now no reading more profitable to
students
confining myself to writers in our own language, and
notwithstanding that so many of their speculations are already obso
than Hobbes and Locke, Eeid and Stewart, Hume, Hartley,
lete
and Brown on condition that these great thinkers are not read
passively, as masters to be followed, but actively, as supplying mate
:

rials and incentives to thought.
To come to our own cotemporaries, he who has mastered Sir William Hamilton and your own
lamented Ferrier as distinguished representatives of one of the two
great schools of philosophy, and an eminent Professor in a neigh

bouring University, Professor Bain, probably the greatest living
in the other, has gained a practice in the most searching
methods of philosophic investigation applied to the most arduous
(authority
subjects, which is no inadequate preparation for any intellectual
difficulties that he is ever likely to be called on to resolve.
In this brief outline of a complete scientific education, I have
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said nothing about direct instruction in that which it
the ends of intellectual education to qualify us for

all

is

the chief of
the exercise

of thought on the great interests of mankind as moral and social
ethics and politics, in the largest sense.
These things are
not, in the existing state of human knowledge, the subject of a
admitted
and
Politics
cannot be learnt
science, generally
accepted.
once for all, from a text-book, or the instructions of a master.
beings

What we

require to be taught on that subject, is to be our own
It is a subject on which we have no masters to follow;
each must explore for himself, and exercise an independent judg
ment. Scientific politics do not consist in having a set of conclusions
teachers.

ready made, to be applied everywhere indiscriminately, but in
setting the mind to work in a scientific spirit to discover in each
instance

the truths applicable to the given case.
And this, at
any two persons do in the same way. Education

present, scarcely

not entitled, on this subject, to recommend any set of opinions
as resting on the authority of established science.
But it can
supply the student with materials for his own mind, and with helps to

is

use them.
It can make him acquainted with the best speculations
on the subject, taken from different points of view: none of which
will be found complete, while each embodies some considerations
really relevant, really requiring to be taken into the account.
Education may also introduce us to the principal facts which have
a direct bearing on the subject, namely the different modes or
stages of civilization that have been found among mankind, and the
This is the true purpose of his
characteristic properties of each.

an University. The leading facts
history should be known by the student
from his private reading if that knowledge be wanting, it cannot
What a Professor of History has to
possibly be supplied here.
torical studies, as prosecuted in

of ancient and

modern

:

is the meaning of those facts.
His office is to help the
student in collecting from history what are the main differences
between human beings, and between the institutions of society, at
one time or place and at another in picturing to himself human
life, and the human conception of life, as they were at the different
in distinguishing between what is
stages of human development
the same in all ages and what is progressive, and forming some
All these
incipient conception of the causes and laws of progress.
things are as yet very imperfectly understood even by the most

teach,

:

:

philosophic enquirers, and are quite unfit to be taught dogmatically.
The object is to lead the student to attend to them to make him
take interest in history not as a mere narrative, but as a chain of
causes and effects still unwinding itself before his eyes, and full of
momentous consequences to himself and his descendants ; the unc
;
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to terminate in the hap
folding of a great epic or dramatic action,
or degradation, of the human race ;
piness or misery, the elevation
conflict between good and evil powers, of which
an

unremitting
as we are, forms one of
every act done by any of us, insignificant
a conflict in which even the smallest of us cannot
the incidents
does not help the right
escape from taking part, in which whoever
side is helping the wrong, and for our share in which, whether it
be greater or smaller, and let its actual consequences be visible or
in the main invisible, no one of us can escape the responsibility.
Though education cannot arm and equip its pupils for this fight
with any complete philosophy either of politics or of history, there
is much positive instruction that it can give them, having a direct
They should be taught the
bearing on^the_ duties of citizenship.
outlmes~of the civil and political institutions of their own country,
and in a more general way, of the more advanced of the other
Those branches of politics, or of the laws of
civilized nations.
Isocial life, in which there exists a collection of facts or thoughts
methodized to form the beginning of a science,
^sufficiently sifted and
should be taught ex professo.
Among the chief of these is Political
Economy; the sources and conditions of wealth and material pros
perity for aggregate bodies of human beings. This study approaches
nearer to the rank of a science, in the sense in which we apply that
name to the physical sciences, than anything else connected with
I need not enlarge on the important lessons which
politics yet does.
it affords for the guidance of life, and for the estimation of laws and
institutions, or on the necessity of knowing all that it can teach in
order to have true views of the course of human affairs, or form
The
plans for their improvement which will stand actual trial.
;

|

I

1

same persons who cry down Logic will generally warn you against
It recog
Political Economy.
It is unfeeling, they will tell you.
nises unpleasant facts.
For my part, the most unfeeling thing I

know

1

of

is

the law of gravitation

and most amiable person without

moment

:

it

breaks the neck of the best

scruple, if he forgets for a single

The winds and waves too are very
it.
advise those who go to sea to deny the
use of them, and find the means of
advice to you is, to study the
guarding against their dangers ?
great writers on Political Economy, and hold firmly by whatever in
them you find true and depend upon it that if you are not selfish
to give

unfeeling.

heed to

Would you

winds and waves

or to

make

My

;

or hard-hearted already, Political
1

;,

Of no

Economy

will not

make you

so.

importance than Political Economy is the study of what
is called
Jurisprudence; the general principles of law the social
necessities which laws are required to meet; the features common
to all systems of law, and the differences between them
the requiless

;

;
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sites of good legislation, the proper mode of constructing a legal
system, and the best constitution of courts of justice and modes of
These things are not only the chief part of the
legal procedure.
and
business of government, but the vital concern of every citizen
their improvement affords a wide scope for the energies of any duly
;

prepared mind, ambitious of contributing towards the better con
For this, too, admirable helps have been
dition of the human race.
provided by writers of our own or of a very recent time. At the;
head of them stands Bentham undoubtedly the greatest master
who ever devoted the labour of a life to let in light on the subject
of law and who is the more intelligible to non-professional
persons^
because, as his way is, he builds up the subject from its foundation
in the facts of human life, and shows by careful consideration) o^
ends and means, what law might and ought to be, in deplorable
contrast with what it is.
Other enlightened jurists have followed
with contributions of two kinds, as types of which I may take two
works, equally admirable in their respective lines. Mr. Austin, in
his Lectures on Jurisprudence, takes for his basis the Roman law,
the most elaborately consistent legal system which history has shewn
us in actual operation, and that which the greatest number of ac
complished minds have employed themselves in harmonizing. From
this he singles out the principles and distinctions which are of
general applicability, and employs the powers and resources of a
most precise and analytic mind to give to those principles and dis
tinctions a philosophic basis, grounded in the universal reason of
mankind, and not in mere technical convenience. Mr. Maine, in
his treatise on Ancient Law in its relations to Modern Thought,
shews from the history of law, and from what is known of the
;

;

primitive institutions of mankind, the origin of much that has lasted
till now, and has a firm
footing both in the laws and in the ideas of
modern times ; shewing that many of these things never originated
in reason, but are relics of the institutions of barbarous society,
modified more or less by civilization, but kept standing by the per
sistency of ideas which were the offspring of those barbarous insti
The path opened by Mr.
tutions, and have survived their parent.
Maine has been followed up by others, with additional illustrations
of the influence of obsolete ideas on modern institutions, and of
obsolete institutions on modern ideas
an action and reaction which
perpetuate, in many of the greatest concerns, a mitigated barbarism
things being continually accepted as dictates of nature and necessi
ties of life, which, if we knew all, we should see to have originated
in artificial arrangements of
society, long since abandoned and
;

:

condemned.

To

these studies I

would add International
c 2

Law

;

which

I de-

!
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cidedly think should be taught in all universities, and should form
The need of it is far from being
part of all liberal education.
it extends to
limited to diplomatists and lawyers
every citizen.
What is called the Law of Nations is not properly law, but a, part
of ethics a set of moral rules, accepted as authoritative by civilized
;

:

I

states.

It is

true that these rules neither are nor ought to be of

eternal obligation, but do and must vary more or less from age to
age, as the consciences of nations become more enlightened, and the

But the rules mostly
an application of the maxims of

exigences of political society undergo change.

were

at their origin,

and

still

are,

honesty and humanity to the intercourse of states. They were in
troduced by the moral sentiments of mankind, or by their sense of
the general interest, to mitigate the crimes and sufferings of a state
of war, and to restrain governments and nations from unjust or dis
Since every
honest conduct towards one another in time of peace.
country stands in numerous and various relations with the other
countries of the world, and many, our own among the number, ex
ercise actual authority over some of these, a knowledge of the
i

).

f

established rules of international morality is essential to the duty of
every nation, and therefore of every person in it who helps to make
up the nation, and whose voice and feeling form a part of what is
called public opinion. Let not any one pacify his conscience by the
delusion that he can do no harm if he takes no part, and forms no
Bad men need nothing more to compass their ends, than
opinion.
that good men should look on and do nothing. ^ He is not a good
man who, without a protest, allows wrong to be committed in his
name, and with the means which he helps to supply, because he will
not trouble himself to use his mind on the subject.
It depends on
the habit of attending to and looking into public transactions, and
on the degree of information and solid judgment respecting them
that exists in the community, whether the conduct of the nation as
a nation, both within itself and towards others, shall be selfish, cor
rupt,

and tyrannical, or rational and enlightened, just and noble.

Of these more advanced studies, only a small commencement can
be made at schools and universities but even this is of the highest
value, by awakening an interest in the subjects, by conquering the
first difficulties, and inuring the mind to the kind of exertion which
the studies require, by implanting a desire to make further progress,
;

and directing the student

to the best tracks

and the best

helps.

So

branches of knowledge have been acquired, we have
learnt, or been put into the way of learning, our duty, and our
work in life. Knowing it, however, is but half the work of educa
tion
it still remains, that what we know, we shall be
willing and
determined to put in practice.
Nevertheless, to know the truth is

far as these

;

37
already a great

way towards

disposing us to act upon

it.

What we

see clearly and apprehend keenly, we have a natural desire to act
out.
To see the best, and yet the worst pursue,&quot; is a possible but
not a common state of mind those who follow the wrong have
&quot;

;

taken care to be voluntarily ignorant of the right.
They have silenced their conscience, but they are not knowingly
If you take an average human mind while still
disobeying it.
young, before the objects it has chosen in life have given it a turn

generally

first

in any bad direction, you will generally find it desiring what is
good, right, and for the benefit of all ; and if that season is properly
used to implant the knowledge and give the training which shall

render rectitude of judgment more habitual than sophistry, a
serious barrier will have been erected against the inroads of sel
fishness and falsehood. Still, it is a very imperfect education which
No one can dispense
trains the intelligence only, but not the will.
with an education directed expressly to the moral as well as the in

Such education, so far as it is direct,
and these may either be treated as dis
The subject we are
tinct, or as different aspects of the same thing.
now considering is not education as a whole, but scholastic educa
tion, and we must keep in view the inevitable limitations of what
schools and universities can do. It is beyond their power to educate
Moral and religious education consist in
morally- or religiously.
and these are, in the
training the feelings and the daily habits
main, beyond the sphere and inaccessible to the control of public
It is the home, the family, which gives us the moral
education.
and this is completed,
or religious education we really receive
and modified, sometimes for the better, often for the .worse, by
and
the
with
which we are there
and
opinions
feelings
society,
The moral or religious influence which an uni
surrounded.
tellectual part of his being.
is either moral or religious ;

;

:

versity can exercise, consists less in
in the pervading tone of the_j)lace.

any express teaching, than
Whatever it teaches, it

teacf as penetrated by
present all knowledge as chiefly
given for the double purpose of
useful to his fellow-creatures, and

a sense of duty
it
should
a means to worthiness of life,
making each of us practically
of elevating the character of the
species itself; exalting and dignifying our nature. There is nothing
which spreads more contagiously from teacher to pupil than elevavation of sentiment often and often have students caught from the
living iufluence of a professor, a contempt for mean and selfish
objects, and a noble ambition to leave the world better than they
found it, which they have carried with them throughout life. In these
respects, teachers of every kind have natural and peculiar means of

should

;

:

doing with

effect,

what every one who mixes with

his fellow -beings.

*^
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or addresses himself to them in any character, should feel bound to
do to the extent of his capacity and opportunities. What is special
to an university on these subjects belongs chiefly, like the rest of
work, to the intellectual department. An university exists for
the purpose of laying open to each succeeding generation, as far as
the conditions of the case admit, the accumulated treasure of the

Sits
thoughts of mankind. As an indispensable part of this, it has to
make known to them what mankind at large, their own country,
and the best and wisest individual men, have thought on the great
There should be, and there is in
subjects of morals and religion.
most universities, professorial instruction in moral philosophy but
I could wish that this instruction were of a somewhat different type
from what is ordinarily met with. I could wish that it were more
The learner
expository, less polemical, and above all less dogmatic.
should be made acquainted with the principal systems of moral
philosophy which have existed and been practically operative
among mankind, and should hear what there is to be said for each
;

:

the Aristotelian, the Epicurean, the Stoic, the Judaic, the Christian
in the various modes of its interpretation, which differ almost as
much from one another as the teachings of those earlier schools.
He should be made familiar with the different standards of right
and wrong which have been taken as the basis of ethics general
natural justice, natural rights, a moral sense, principles of
utility,
practical reason, and the rest.
Among all these, it is not so much
the teacher s business to take a side, and fight stoutly for some one
against the rest, as it is to direct them all towards the establishment
and preservation of the rules of conduct most advantageous to
mankind. There is not one of these systems which has not its
good side ; not one from which there is not something to be
learnt by the votaries of the others; not one which is not
suggested by a keen, though it may not always be a clear,
perception of some important truths, which are the prop of the
system, and the neglect or undervaluing of which in other
:

A

systems is their characteristic infirmity.
system which may be
as a whole erroneous, is still valuable, until it has forced upon
mankind a sufficient attention to the portion of truth which sug.

|
j&quot;

!|
I

The ethical teacher does his part best, when he points
gested it.
out how each system may be strengthened even on its own basis,
into more complete account the truths which other syshave realized more fully and made more prominent. I do
not mean that he should encourage an essentially sceptical eclec
ticism.
While placing every system in the best aspect it admits
of, and endeavouring to draw from all of them the most salutary
consequences compatible with their nature, I would by no means

by taking
terns
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debar him from enforcing by his best arguments his own preference
for some one of the number.
They cannot be all true though
those which are false as theories may contain particular truths,
But on
indispensable to the completeness of the true theory.
this subject, even more than on any of those I have previously
mentioned, it is not the teacher s business to impose his own judg
ment, but to inform and discipline that of his pupil.
And this same clue, if we keep hold of it, will guide us through
;

the labyrinth of conflicting thought into which we enter when we
touch the great question of the relation of education to religion.
As I have already said, the only really effective religious educa
tion is the parental
that of home and childhood.
All that social
and public education has in its power to do, further than by a
general pervading tone of reverence and duty, amounts to little
more than the information which it can give ; but this is extremely
valuable.
I shaTTnot enter into the question which has been de
bated with so much vehemence in the last and present generation,
all in universities and public
the subject of all others on which
men s opinions are most widely at variance. On neither side of
this controversy do the disputants seem to me to have
sufficiently
freed their minds from the old notion of education, that it consists
in the dogmatic inculcation from authority, of what the teacher
should it be impossible, that information of
deems true.
the greatest value, on subjects connected with religion, should be
that he should be made ac
brought before the student s mind
quainted with so important a part of the national thought, and
of the intellectual labours of past generations, as those relating to
religion, without being taught dogmatically the doctrines of any

whether religion ought to be taught at
schools, seeing that religion

is

Why

;

church or sect?

Christianity being a historical religion, the sort
of religious instruction which seems to me most appropriate to an
|
(University is the study of ecclesiastical history. If teaching, even
on matters of scientific certainty, should aim quite as much at
showing how the results are arrived at, as at teaching the results

themselves, far more, then, should this be the case on subjects
where there is the widest diversity of opinion among men of equal
ability, and who have taken equal pains to arrive at the truth.
This diversity should of itself be a warning to a conscientious
teacher that he has no right to impose his opinion authoritatively

upon a youthful mind. -His teaching should not be in the spirit
of dogmatism, but in that of enquiry.
The pupil should not be
addressed as if his religion had been chosen for him, but as one
who will have to choose it for himself. The various Churches,
established and unestablished, are quite competent to the task which

!
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each its own doctrines, as far
peculiarly theirs, that of teaching
The proper business of
as necessary, to its own rising generation.
an University is different not to tell us from authority what we
the
belief
as a duty, but to
to believe, and make us accept
is

:

ought
give us information and training, and help us to form our own
belief in a manner worthy of intelligent beings, who seek for truth
at all hazards, and demand to know all the difficulties, in order
that they may be better qualified to find, or recognise, the most

mode of resolving them. The vast importance of these
the great results as regards the conduct of our lives,
which depend upon our choosing one belief or another are the
strongest reasons why we should not trust our judgment when it
has been formed in ignorance of the evidence, and why we should
not consent to be restricted to a one-sided teaching, which informs
us of what a particular teacher or association of teachers receive
as true doctrine and sound argument, but of nothing more.
satisfactory

questions

I do not affirm that an University, if it represses free thought
and enquiry, must be altogether a failure, for the freest thinkers
have often been trained in the most slavish seminaries of learning.
The great Christian reformers were taught in Roman Catholic
the sceptical philosophers of France were mostly
Universities
educated by the Jesuits.
The human mind is sometimes impelled
all the more
violently in one direction, by an over zealous and
demonstrative attempt to drag it in the opposite.
But this is not
what Universities are appointed for to drive men from them, even
;

into good, by excess of evil.
An University ought to be a place
of free speculation.
The more diligently it does its duty in all

other respects, the

more

certain

it is

to

be

that.

The

old English

Universities, in the present generation, are doing better work than
they have done within human memory in teaching the

ordinary

studies of their curriculum
and one of the consequences has been,
that whereas they formerly seemed to exist mainly for the repression
;

of independent thought, and the chaining up of the individual
and conscience, they are now the great foci of free and
manly enquiry, to the higher and professional classes, south of the
Tweed. The ruling minds of those ancient seminaries have at last
remembered, that to place themselves in hostility to the free use of
the understanding, is to abdicate their own best privilege, that of
modest deference, at least provisional, to the united
guiding it.
authority of the specially instructed, is becoming in a youthful and
imperfectly formed mind but when there is no united authority
when the specially instructed are so divided and scattered that
almost any opinion can boast of some high authority, and no opinion
whatever can claim all ; when, therefore, it can never be deemed
intellect

A

;
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his mind freely may see
extremely improbable that one who uses
reason to change his first opinion then, whatever you do, keep, at
minds open do not barter away your freedom of
all risks,
;

your
Those of you who are destined for the clerical profession
thought.
no
doubt, so far held to a certain number of doctrines, that if
are,
in remaining
they ceased to believe them they would not be justified
in a position in which they would be required to teach insincerely.
But use your influence to make those doctrines as few as possible.
It is not right that men should be bribed to hold out against con
:

to shut their ears against objections, or, if the objections
and unfaltering belief when
penetrate, to continue professing full
Neither is it right that if men
their confidence is already shaken.
honestly profess to have changed some of their religious opinions,
their honesty should as a matter of course exclude them from taking
a part for which they may be admirably qualified, in the spiritual
The tendency of the age, on both sides
instruction of the nation.

viction

of the ancient Border, is towards the relaxation of formularies, and
This very circumstance, by
less rigid construction of articles.
.making the limits of orthodoxy less definite, and obliging every one
to draw the line for himself, is an embarrassment to consciences.
But I hold entirely with those clergymen who elect to remain
in the national church, so long as they are able to accept its
articles and confessions in any sense or with any interpretation
consistent with common honesty, whether it be the generally
If all were to desert the church
received interpretation or not.
who put a large and liberal construction on its terms of commu
nion, or who would wish to see those terms widened, the national

a

would be left utterly
provision for religious teaching and worship
to those who take the narrowest, the most literal, and purely
textual view of the formularies; who, though by no means
of having the
necessarily bigots, are under the great disadvantage
merits may be,
bigots for their allies, and who, however great their
and they are often very great, yet if the church is improvable, are
not the most likely persons to improve it.
Therefore, if it were
not an impertinence in me to tender advice in such a matter, I
let all who conscientiously can, remain in the church.
should

A.1church

say,
i

r

^

r

*j_i*_

^.1

..

from with
easily improved from within than
the illustrious reformers of religion began by
as
being clergymen but they did not think that their profession
clergymen was inconsistent with being reformers. They mostly
were
which
indeed ended their days outside the churches in
they
born but it was because the churches, in an evil hour for them
of theirs
business
it
any
selves, cast them out.
They did not think
is far

Almost

out.

more

all

;

;

&quot;i

^4.&quot;U

(

42

They thought they had a better right to remain in
than those had who expelled them.
I have now said what I had to say on the two kinds of education
which the system of schools and universities is intended to promote
intellectual education, and moral education
knowledge and the
to withdraw.

the

fold,

:

training of the

knowing

faculty, conscience

and that of the moral

These are the two main ingredients of human culture
but they do not exhaust the whole of it. There is a third division,
which, if subordinate, and owing allegiance to the two others, is
barely inferior to them, and not less needful to the completeness of
the human being I mean the aesthetic branch the culture which
comes through poetry and art, and may be described as the educa
This
tion of the feelings, and the cultivation of the beautiful.
department of things deserves to be regarded in a far more serious
It is only of late, and
light than is the custom of these countries.
chiefly by a superficial imitation of foreigners, that we have begun
to use the word Art by itself, and to speak of Art as we speak of
we used to talk of the Arts,
Science, or Government, or Religion
and more specifically of the Fine Arts and even by them were
vulgarly meant only two forms of art, Painting and Sculpture, the
two which as a people we cared least about which were regarded
even by the more cultivated among us as little more than branches
of domestic ornamentation, a kind of elegant upholstery.
The very
words Fine Arts&quot; called up a notion of frivolity, of great pains
expended on a rather trifling object on something which differed
from the cheaper and commoner arts of producing pretty things,
mainly by being more difficult, and by giving fops an opportunity
of pluming themselves on caring for it and on being able to talk
about it. This estimate extended in no small degree, though not
altogether, even to poetry the queen of arts, but, in Great Britain,
hardly included under the name. It cannot exactly be said that
poetry was little thought of; we were proud of our Shakespeare
and Milton, and in one period at least of our history, that of Queen
Anne, it was a high literary distinction to be a poet but poetry
faculty.

;

;

;

:

:

&quot;

;

;

was hardly looked upon in any serious light, or as having much
value except as an amusement or excitement, the superiority of which
over others principally consisted in being that of a more refined
order of minds.
Yet the celebrated saying of Fletcher of Saltoun,
&quot;

Let

who

will

make

the laws of a people if I write their

songs,&quot;

might have taught us how great an instrument for acting on the
human mind we were undervaluing. It would be difficult for any
Scots
body to imagine that Rule Britannia,&quot; for example, or
wha hae,&quot; had no permanent influence on the higher region of
human character ; some of Moore s songs have done more for
&quot;

&quot;
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and songs are far from being
Ireland than all Grattan s speeches
On these subjects,
the highest or most impressive form of poetry.
the mode of thinking and feeling of other countries was not only
To
not intelligible, but not credible, to an average Englishman.
:

Art ranking on a complete equality, in theory at least, with
as holding an equally im
Philosophy, Learning, and Science
portant place among the agents of civilization and among the
to find even painting and
elements of the worth of humanity
sculpture treated as great social powers, and the art of a country
as a feature in its character and condition, little inferior in import
ance to either its religion or its government all this only did not

find

;

;

amaze and puzzle Englishmen, because
to

it

was too strange

for

or, in truth, to believe it possible :
difference of feeling on this matter between the

be able to realize

radical

it,

them

and the

^

British
j

people and those of France, Germany, and the Continent gene- u
the causes of that extraordinary inability /
rally, is one among
to
understand one another, which exists between England
and the rest of Europe, while it does not exist to anything ^
like the same degree between one nation of Continental Europe
and another. It may be traced to the two influences which have
of the Stuarts
chiefly shaped the British character since the days
commercial money-getting business, and religious Puritanism. *
Business, demanding the whole of the faculties, and, whether pur
sued from duty or the love of gain, regarding as a loss of time
whatever does not conduce directly to the end Puritanism, which {
looking upon every feeling of human nature, except fear and reve- ^
rence for God, as a snare, if not as partaking of sin, looked coldly,
Dif
if not disapprovingly, on the cultivation of the sentiments.
ferent causes have produced different effects in the Continental
nations
among whom it is even now observable that virtue and
goodness are generally for the most part an affair of the senti
ments, while with us they are almost exclusively an affair of duty.
Accordingly, the kind of advantage which we have had over many
I am not sure that we are not ,.other countries in point of morals
has consisted in greater tenderness of conscience. In
losing it
this we have had on the whole a real superiority, though one prin
for conscience is with most men a power chiefly
cipally negative
a power which acts rather in staying our
in the way of restraint
hands from any great wickedness, than by the direction it gives
One of
to the general course of our desires and sentiments.
the commonest types of character among us is that of a man
who has no higher pur
all whose ambition is self-regarding
pose in life than to enrich or raise in the world himself and
who never dreams of making the good of his fellowhis family
j

:

;1

;

;

|!

;

;

;

44
creatures or of his country an habitual object, further than giving
away, annually or from time to time, certain sums in charity;
but who has a conscience sincerely alive to whatever is generally
considered wrong, and would scruple to use any very illegitimate

means

While it will often
for attaining his self-interested objects.
in other countries that men whose feelings and whose active

happen

energies point strongly in an unselfish direction, who have the love
of their country, of human improvement, of human freedom, even
of virtue, in great strength, and of whose thoughts and activity a
large share is devoted to disinterested objects, will yet, in the
pursuit of these or of any other objects that they strongly desire,
permit themselves to do wrong things which the other man, though

and taking the whole of his character, farther removed
from what a human being ought to be, could not bring himself to
It is of no use to debate which of these two states of mind

intrinsically,

the best, or rather the least bad.
It is quite possible to cultivate
the sentiments too.
Nothing hinders us from
a
man
that
will
even
for a disinterested purpose,
so training
he
not,
violate the moral law, and also feeding and encouraging those high
feelings, on which we mainly rely for lifting men above low and sordid

is

the conscience and
(commit.

and giving them a higher conception of what constitutes
life.
If we wish men to practise virtue, it is worth while
trying to make them love virtue, and feel it an object in itself, and
not a tax paid for leave to pursue other objects.
It is worth training them to feel, not only actual wrong or actual meanness, but the
absence of noble aims and endeavours, as not merely blamable but
also degrading
to have a feeling of the miserable smallness of
mere self in the face of this great universe, of the collective mass
of our fellow creatures, in the face of past history and of the inde
finite future
the poorness and insignificance of human life if it is
to be all spent in making things comfortable for ourselves and our
and
kin,
raising ourselves and them a step or two on the social
objects,

success in

&amp;gt;

1

:

Thus

feeling, we learn to respect ourselves only so far
capable of nobler objects and if unfortunately those by
whom we are surrounded do not share our aspirations, perhaps dis
approve the conduct to which we are prompted by them to sustain
ourselves by the ideal sympathy of the great characters in history,
or even in fiction, and by the contemplation of an idealized pos
shall I add, of ideal perfection embodied in a Divine Being ?
terity
Now, of this elevated tone of mind the great source of inspiration

ladder.

as

we

feel

:

:

We

poetry, and all literature so far as it is poetical and artistic.
exalted feelings from Plato, or Demosthenes, or Tacitus,
but it is in so far as those great men are not solely philosophers or
orators or historians, but poets and artists.
Nor is it only loftiness,

is

may imbibe

only the heroic feelings, that are bred by poetic cultivation. Its
in foster- *~
is as great in calming the soul as in elevating it
It brings home
ing the milder emotions, as the more exalted.
us all those aspects of life which take hold of our nature on its un
selfish side, and lead us to identify our joy and grief with the good
or ill of the system of which we form a part and all those solemn-^
or pensive feelings, which, without having any direct application to
conduct, incline us to take life seriously, and predispose us to the reception of anything which comes before us in the shape of duty. Who
does not feel himself a better man after a course of Dante, or of Words
worth, or, I will add, of Lucretius or the Georgics, or after brooding
over Gray s Elegy, or Shelley s Hymn to Intellectual Beauty ? I have
spoken of poetry, but all the other modes of art produce similar
The races and nations whose senses are
effects in their degree.
naturally finer, and their sensuous perceptions more exercised, than
kind
of impressions from painting and sculp
the
same
ours, receive
ture
and many of the more delicately organized among ourselves
do the same. All the arts of expression tend to keep alive and in
Do you think that the great
activity the feelings they express.
Italian painters would have filled the place they did in the Euro
pean mind, would have been universally ranked among the greatest
men of their time, if their productions had done nothing for it but
to serve as the decoration of a public hall or a private salon ? Their

power

to&quot;&quot;

;

!

i

;

:

and Crucifixions, their glorious Madonnas and Saints,
were to their susceptible Southern coiintrymen the great school not
only of devotional, but of all the elevated and all the imaginative
We colder Northerns may approach to a conception of
feelings.
this function of art when we listen to an oratorio of Handel, or
Nativities

give ourselves up to the emotions excited by a Gothic cathedral.
Even apart from any specific emotional expression, the mere con
templation of beauty of a high order produces in no small degree
this elevating effect on the character.
The power of natural scenery
addresses itself to the same region of human nature which corre
to
Art.
There
are
few
sponds
capable of feeling the sublimer
order of natural beauty, such as your own Highlands and other
mountain regions afford, who are not, at least temporarily, raised
by it above the littlenesses of humanity, and made to feel the pueri
of the petty objects which set men s interests at variance, con
lity
trasted with the nobler pleasures which all might share.
To
whatever avocations we may be called in life, let us never quash
these susceptibilities within us, but carefully seek the opportunities
of maintaining them in exercise.
The more prosaic our ordinary
duties, the more necessary it is to keep up the tone of our minds
by frequent visits to that higher region of thought and feeling, in
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which every work seems dignified in proportion to the ends for
which, and the spirit in which, it is done where we learn, while
eagerly seizing every opportunity of exercising higher faculties
and performing higher duties, to regard all useful and honest
work as a public function, which may lit; ennobled by the
mode of performing it which has not pr-aperly any other
and Avhich, if ever so humble,
nobility than what that gives
is never mean but when it is meanly done, and when the motives
from which it is done are mean motives. There is, besides, a
natural affinity between goodness and the cultivation of the Beau
tiful, when it is real cultivation, and not a mere unguided in
He who has learnt what beauty is, if he be of a virtuous
stinct.
will keep before
character, will desire to realize it in his own life
himself a type of perfect beauty in human character, to light his
There is a true meaning in the saying
attempts at self-culture.
of Goethe, though liable to be misunderstood and perverted, that
the Beautiful is greater than the Good for it includes the Good, and
adds something to it it Is the Good made perfect, and fitted with
all the collateral perfections which make it a finished and completed
Now, this sense of perfection, which would make us de
thing.
mand from every creation of man the very utmost that it ought to
give, and render us intolerant of the smallest fault in ourselves or
No
in anything we do, is one of the results of Art cultivation.
other human productions come so near to perfection as works of
pure Art. In all other things, we are, and may reasonably be, satis
fied if the degree of excellence is as great as the object immediately
in view seems to us to be worth
but in Art, the perfection is
itself the object.
If I were to define Art, I should be inclined to
call it the endeavour after perfection in execution. Jf we meet with
even a piece of mechanical work which bears the marks of being
done in this spirit which is done as if the workman loved it, and
;

;

:

:

tried

to&quot;

make

it

as

good as

possible,

though something less good
it was
ostensibly

would have answered the purpose for which
made we say that he has worked like an artist.

Art,

when

really-

and not merely practised empirically, maintains, what it
first gave the conception of, an ideal Beauty, to be
eternally aimed at,
though surpassing what can be actually attained and by this idea
it trains us never to be
satisfied
with
completely
imperfection in
what we ourselves do and are to idealize, as much as possible,
every work we do, and most of all, our own characters and lives.
And now, having travelled with you over the whole range of
the materials and training which an University supplies as a prepa
ration for the higher uses of life, it is almost needless to add any ex
cultivated,

;

:

hortation to

you

to profit

by the

gift.

Now is

your opportunity

for
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gaining a degree of insight into subjects larger and more enno
bling than the minutife of a business or a profession, and for acquir
ing a facility of using your minds on all that concerns the higher
interests of man, which you will carry with you into the occupations
of active life, and which will prevent even the short intervals of

time which that may leave you, from being altogether lost for
noble purposes.
Having once conquered the first difficulties,
the only ones of which the jrksomeness surpasses the interest
having turned the point beyond which what was once a task,
in even the busiest after-life, the higher
becomes a pleasure
powers of your mind will make progress imperceptibly, by the
;

;

spontaneous exercise of your thoughts, and by the lessons you

know how

to learn from daily experience.
So, at least, it will
your early studies you have fixed your eyes upon the
that
ultimate end from which those studies take their chief value
of making you more effective combatants in the great fight which
never~ceases to rage between Good and Evil, and more equal to
coping with the ever new problems which the changing course of
human nature and human society present to be resolved. Aims
like these commonly retain the footing which they have once
and their presence in our thoughts keeps
established in the mind
our higher faculties in exercise, and makes us consider the acquire
ments and powers which we store up at any time of our lives, as a
mental capital, to be freely expended in helping forward any mode
which presents itself of making mankind in any respect wiser or
better, or placing any portion of human affairs on a more sensible
and rational footing than its existing one. There is not one of us
will

be

if in

;

who may

not qualify himself so to improve the average amount of
opportunities, as to leave his fellow creatures some little the better
To make
for the use he has known how to make of his intellect.
strive to keep ourselves acquainted with
the best thoughts that are brought forth by the original minds of
the age
that we may know what movements stand most in need of
our aid, and that, as far as depends on us, the good seed may not
this little greater, let us

;

on a rock, and perish without reaching the soil in which it
might have germinated and flourished. You are to be a part of
the public who are to welcome, encourage, and help forward the
future intellectual benefactors of humanity and you are, if possible,
to furnish your contingent to the number of those benefactors.
Nor let any one be discouraged by what may seem, in moments of
Those who
despondency, the lack of time and of opportunity.
know how to employ opportunities Avill often find that they can
and what we achieve depends less on the amount of
create them
time we possess, than on the use we make of our time.
You and
fall

;

:

48
your
hope and resource of jour country in the coming
All great things which that generation is destined to
generation.
several will assuredly be
do, have to be done by some like you
done by persons for whom society has done much less, to whom it
has given far less preparation, than those whom I am now ad
I do not attempt to instigate you by the prospect of
dressing.
direct rewards, either earthly or heavenly
the less we think about
But there is one
being rewarded in either way, the better for us.
reward which will not fail you, and which may be called disin
terested, because it is not a consequence, but is inherent in the
very fact of deserving it the deeper and more varied interest you
will feel in life
which will give it tenfold its value, and a value
which will last to the end. All merely personal objects grow less
like are the

;

;

;

:

valuable as

we advance

in

life

:

this not only endures

but increases.
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By HENRY DUNNING

Svo. 16*.

Economy; Biographical, Bibliographical,
By the same Author. VOL. I. royal Svo. 30*.

of the NECESSARY LAWS of THOUGHT a Treatise
on PureSand Applied Logic, By the Most Rev. WILLIAM, Lord Arch
bishop of York, D.D. F.E.S. Ninth Thousand. Crown Svo. 5*. 6d.

An OUTLINE

:

i

of Mr. MILL S SYSTEM of LOGIC. By W. STEBBING,
M.A. Fellow of Worcester College, Oxford. Second Edition. 12mo. 3*. 6d.

ANALYSIS

The ELECTION of REPRESENTATIVES, Parliamentary and Muni
cipal a Treatise. By THOMAS HAKE, Barrister-at-Law. Third Edition,
;

with Additions.

SPEECHES

of

Crown

Svo. 6*.

RIGHT HON. LORD MACAULAY,

the

Himself. Library Edition, Svo. 12s.

LORD MACAULAY
in 1831 and 1S32.

SPEECHES
of

on

People

S SPEECHES on
16mo. 1*.

s

corrected

Edition, crown Svo. 3s. 6d.

by

PARLIAMENTARY REFORM

PARLIAMENTARY REFORM,

Commons by

delivered in the House
the Right. Hon. B. DISRAELI (1848-1866). Edited by
B.A. Second Edition. Svo. 12s.

MONTAGU COREY,

INAUGURAL ADDRESS
By JOHN STUART MILL.

delivered to the University of St. Andrews.
Svo. 5s. People s Edition, crown Svo. Is.

NEW WORKS

LONGMANS AND

PUBLISHED BY

CO.

ENGLISH LANGUAGE. By R. G. LATHAM,
Founded on the Dictionary of Dr. S. JOHNSON, as edited
TODD, with numerous Emendations and Additions.
In Two Volumes. VOL. I. 4to. in Two Parts, price 3 10s. In course of pub

A DICTIONARY

of the

M.A. M.D. F.R.S.
by the Rev. H.

J.

lication, also, in 36 Parts, price 3*. 6d. each.

WORDS

of ENGLISH
and PHRASES, classified and
arranged so as to facilitate the Expression of Ideas, and assist in Literary
Composition. By P. M. ROGET, M.D. New Edition. Crown 8vo. 10s. 6d.

THESAURUS

LECTURES on

the SCIENCE of
delivered at the Royal
Institution. By MAX MULLEE, M.A. Taylorian Professor in the University
of Oxford. FIRST SEBIES, Fifth Edition. 12s. SECOND SEEIES, 18s.

CHAPTERS

LANGUAGE,

LANGUAGE.

on

Fellow of Trin.

DEBATER

The

;

and Questions

A COURSE

Coll.

By FREDERIC W. FARRAB,
Crown

Cambridge.

for Discussion.

By

F.

ROWTON.

ENGLISH READING,

of

capacity; or, How and What to Read.
Fourth Edition. Fcp. 5s.

MANUAL

of

J.

S

Edition.

DOCTOR, complete

W. WAETEE,

B.D.

in

Fcp.

and Critical.
8vo. price 7s. Qd.

Historical

Crown

One Volume.

Square crown 8vo.

By

Edited by the Rev.

12s. Gd.

HISTORICAL and CRITICAL COMMENTARY on

MENT

6s.

adapted to every taste and
the Rev. J. PYCROET, B.A.

By

ENGLISH LITERATURE,

THOMAS ARNOLD, M.A. Second

SOUTHEY

F.R.S. late

8vo. 8s. 6d.

a Series of Complete Debates, Outlines of Debates,

the

OLD TESTA

with a New Translation. By M. M. KALISCH, Ph.D. VOL. I.
Genesis, 8vo. 18s. or adapted for the General Roader, 12s. VOL. II. Exodus,
15s. or adapted for the General Reader, 12s.
VOL. III. Leviticus, PART I.
15s. or adapted for the General Reader, 8s.
;

A Hebrew Grammar,

with Exercises.

By

the same Author. PART I.
5s.
PAET II. Exceptional

Outlines with Exercises, 8vo. 12s. 6d.
Constructions, 12s. 6d.

KEY,

A LATIN-ENGLISH DICTIONARY.

By

Forms and

Corpus Christ! College, and
Imperial 8vo. pp.

J. E.

J.

RIDDLE, M.A. of

WHITE, D.D. of
Edmund Hall, Oxford.

T.

St.

2,128, price 42s. cloth.

A New

Latin-English Dictionary, abridged from the larger work
and Riddle (as above), by J. T. WHITE, D.D. Joint-Author.
Medium 8vo. pp. 1,048, price 18s. cloth.
The Junior Scholar s Latin-English Dictionary, abridged from the
of iVTiite

larger

works of White and Riddle (as above), by J. T. White, D.D. surviving
Square ] 2uio. pp. 662, price 7s. Hd. cloth.

Joint Author.

An ENGLISH-GREEK LEXICON,

containing all the Greek Words
used by Writers of good authority. By C. D. YONGE, B.A. Fifth Edi
tion.

Mr.

4to. 21s.

YONGE
his larger

S

NEW

work

LEXICON, English and Greek, abridged from

(as above).

Revised Edition.

Square 12mo.

8s. 6d.

A GREEK-ENGLISH LEXICON.

Compiled by H. G. LIDDELL, D.D.
Dean of Christ Church, and R. SCOTT, D.D. Master of Balliol. Fifth Edition.
Crown 4to. 31s. &d.

A

Lexicon, Greek and English, abridged from LIDDELL and SCOTT
Greek-English Lexicon.

Eleventh Edition.

Square 12mo.

7s. 6d.

S

NEW WORKS

PUBLISHED BY

LONGMANS AND

A SANSKRIT-ENGLISH DICTIONARY,
both in the original Devanagari and in

A PRACTICAL DICTIONARY
GUAGES. By
Contanseau

s

L.

8vo. 52s. 6d.

FRENCH

CONTANSEAU. Thirteenth

and ENGLISH

Edition.

LAN

Post 8vo. 10s. 6d.

Pocket Dictionary, French and English, abridged from

New

the above by the Author.

NEW

of the

the Sanskrit words printed
letters. Compiled by T.

Roman

Prof, in the Univ. of Gottingen.

BENEEY,

CO.

Edition, revised.

Square 18mo.

3s. 6d.

GERMAN

PRACTICAL DICTIONARY

of the
LANGUAGE;
German-English and English-German. By the Rev. W. L. BLACKLEY, M.A.
and Dr. GAEL MAETIN FEIEDLANDEK. Cheaper Issue, post 8vo. 7*. &d.

Miscellaneous Works and Popular Metaphysics.
of MIDDLE AGE, -with some Account of various Cities and

LESSONS
Men.

By A. K. H. B. Author

Post Svo.

of

The Recreations

of a Country Parson.

os.

RECREATIONS

of a

COUNTRY PARSON. By

New

A. K. H. B.

Edi

tions, carefully revised. PIEST and SECOND SEEIES, crown 8vo. 3s. Qd. each.
The Common-place Philosopher in Town and Country. By the same
Author. Crown 8vo. 3s. 6d.
Leisure Hours in Town
Essays Consolatory, JSsthetical, Moral,
Soeial, and Domestic. By the same Author. Crown 8vo. 3s.
The Autumn Holidays of a Country Parson
Essays contributed
to Fraser s Magazine and to Good Words. By the same. Crown 8vo. 3s. 6d.
The Graver Thoughts of a Country Parson. By the tame Author.
FIEST and SECOND SEEIES, crown Svo. 3s. 6d. each.
;

&amp;lt;jd.

;

Critical Essays of a Country Parson.
Selected from Essays con
tributed to Eraser s Magazine. By the same Author. Crown Svo. 3s. Qd.

Sunday Afternoons at the Parish Church of a Scottish University
City. By the same Author. Crown Svo. 3s. 6rf.
Counsel and Comfort spoken from a City Pulpit. By the same
Crown

Author.

Svo. 3s. 6d.

SHOUT STUDIES on GREAT SUBJECTS.
PEOUDE,

STUDIES
ticians.

M.A..

in

lat&amp;lt;?

Fallow

By

R. H.

LORD MACAULAY

Exeter

A

Coll.

Oxford.

By JAMES ANTHONY
Second Edition. Svo.

Series of Sketches of

HUTTON. Crowu
S

LIBEAEY EDITION.
PEOPLE S EDITION.

The REV.

ot

PARLIAMENT.

12s.

Leading Poli

Svo. 4s. 6d.

MISCELLANEOUS WRITINGS.
2 vols. Svo. Portrait, 21s.

1 vol.

SYDNEY SMITH

crown
S

Svo. 4s.

d,

MISCELLANEOUS WORKS

ing his Contributions to the Edinburgh Review.

2 vols.

crown

;

includ

Svo. Ss.

Elementary Sketches of Moral Philosophy, delivered at the Royal
Institution. By the Rev. SYDNEY SMITH, M.A. Fourth Edition. Fcp.6s.

NEW WORKS

PUBLISHED BY

LONGMANS AND

CO.
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The Wit and Wisdom of the Rev. Sydney Smith: a

Selection of
the most memorable Passages in his Writings and Conversation. 16mo. 5s.

Ancient and Modern Humorous, Witty, Satirical, Moral,
and Panegyrical. Edited by Rev. JOHN BOOTH, B.A. Cambridge. Second
Edition, revised and enlarged. Pep. 7s. 6d.

EPIGRAMS,

;

Prom MATTER

to

SPIRIT

Spirit Manifestations.

her Husband, Professor

:

the Result of

Ten Years Experience

in

By SOPHIA E. DE MORGAN. With a PREFACE by
DE MOBGAN. Post 8vo. 8s. 6d.

PEDIGREE of the ENGLISH PEOPLE an Argument, His
and Scientific, on the Ethnology of the English. Ey THOMAS
NICHOLAS, M.A. Ph.D. 8vo. 16s.

The

;

torical

The ENGLISH and THEIR ORIGIN a Prologue to authentic English
History. By LUKE OWEN PIKE, M.A. Barrister-at-Law. 8vo. 9s.
:

ESSAYS selected from CONTRIBUTIONS to the Edinburgh
By HENET ROGEES. Second Edition. 3 vols. fcp. 2ls.

Review.

Reason and Faith, their Claims and

New

Conflicts. By the same Author.
Edition, accompanied by several other Essays. Crown 8vo. 6s. 6d.

The Eclipse

of Faith

or,

;

Defence of the Eclipse of Faith, by

Newman s

Reply.

a Religious Sceptic.

a Visit to

same Author. Twelfth Edition. Fcp.
Third Edition.

its

Author

;

a rejoinder to Dr.

3s. 6d.

Fcp.

Selections from the Correspondence of R. E. H. Greyson.
same Author. Third Edition. Crown 8vo. 7s. 6d.

Talpa, or the Chronicles of a Clay Farm, &o.

of

a

By

By CHANDOS WREN HOSKTNS, Author

OCCASIONAL ESSAYS.
CHIPS from

the

By

5s.

GERMAN WORKSHOP

;

16mo.

the

of

5s. 6d.

being Essays on the Science

Religion, and on Mythology, Traditions, and Customs.
By
of All Souls College, Oxford. 2 vol.-,. Svo. 21s.

MAX

MULLEB, M.A. Fellow

An INTRODUCTION
Method.

By. J.D.

to

MENTAL PHILOSOPHY,

MOEELL.M.A.LL.D.

on the Inductive

s^X

8vo. 12s.
&quot;&quot;

Elements of Psychology, containing the Analysis of the Intellectual
Powers. By the same Author. Post 8vo. 7s. dd.
The SECRET of HEGEL being the Hegelian System in Origin,
Principle, Form, and Matter. By J. H. STIELING. 2 vols. 8vo. 28s.
:

The SENSES and the INTELLECT.

By ALEXANDER

BAIN, M.A.

Professor of Logic in the University of Aberdeen.. Second Edition. 8vo.

The EMOTIONS and the WILL.

By ALEXANDER

15*.

BAIN, M.A.

Professor of Logic in the University of Aberdeen. Second Edition. Svo. 15s.

On

the Study of Character, including an Estimate of Phrenology.
the same Author. Svo. 9s.

By

TIME and SPACE
HODGSON.

:

a Metaphysical

Svo. price ICs.

B

Essay.

By SHADWORTH H.

//*
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PUBLISHED BY

LONGMANS AND

CHRISTIAN SCHOOLS and SCHOLARS;

or,

from the Christian Era to the Council of Trent.
Three Chancellors, &c. 2 vols. 8vo. 30s.

The WAY to REST Results from a Life-search
By R. VAUGHAN, D.D. Crown 8vo. 7s. 6d.
:

CO.

Sketches of Education
By the Author of The
after Religious Truth.

of NECESSITY
or, Natural Law as applicable to
Mental, Moral, and Social Science. By CHARLES BEAT. Second Edition.

The PHILOSOPHY

;

8vo. 9s.

The Education of the Feelings and

On

Force, its

Affections.

By

the

same Author.

8vo. 3s. 6d.

Third Edition.

Mental and Moral Correlates.

By

the same Author.

8vo. 5s.

The FOLK-LORE of the NORTHERN COUNTIES of ENGLAND and
the Borders. By WILLIAM HENDERSON. With an Appendix on House
hold Stories by the Rev.

BARING-GOULD, M.A. Post

S.

8vo. Qs.Gd.

Astronomy, Meteorology, Popular Geography, &c.
of ASTRONOMY.
By Sir J. F. W. HERSCHEL, Bart.
Ninth Edition, revised with Plates and Woodcuts. 8vo. 18s.

OUTLINES
M.A.

;

SATURN and

its

SYSTEM.

Scholar of St John s Coll.

Handbook

of the Stars.

By RICHARD A. PROCTOR, B.A.

Camb.

By

8vo.

with 14

the same Author.

late

Plates, 14s.

With

3

Maps.

Square

fcp. 5s.

CELESTIAL OBJECTS
T.

W. WEBB,

Moon, a

DOVE

S

New

LAW

COMMON TELESCOPES.

By the Rev.
Revised Edition, with a large Map of the
Plate, and several Woodcuts. 16mo. 7s. 6d.
for
M.A. F.R.A.S.

of

STORMS,

considered in connection with the Ordinary
Translated by R. H. SCOTT, M.A. T.C.D.

Movements of the Atmosphere.
8vo. 10s. 6d.

GENERAL READERS.

PHYSICAL GEOGRAPHY
By M.

P.

for SCHOOLS and
Fcp. with 2 Charts, 2s. 6d.

MAURT, LL.D.

M CULLOCH S

DICTIONARY, Geographical, Statistical, and Historical,
of the various Countries, Places, and Principal Natural Objects in the World.
New Edition, with the Statistical Information brought up to the latest
returns by P. MARTIN. 4 vols. 8vo. with coloured Maps, -1 4s.

A GENERAL DICTIONARY
Statistical,

A.

and Historical

:

of GEOGRAPHY, Descriptive, Physical,
forming a complete Gazetteer of the World. By
8vo. 31s. Cd.
F.R.G.S. Revised to July 1867.

KEITH JOIINSTOK, LL.D.

A MANUAL of GEOGRAPHY, Physical, Industrial, and Political.
By W. HUGHES, F.R.G.S. With 6 Maps. Fcp. 7s. 6d.
The STATES of the RIVER PLATE their Industries and Commerce.
By WILFRID LATHAM, Buenos Ayres. Second Edition, revised. Svo. 12s.
:

NEW WORKS
HAWAII

;

LONGMANS AND

PUBLISHED BY

the Past, Present, and Future of

its

CO.

Island-Kingdom an
HOPKINS,
:

Historical Account of the Sandwich Islands.
By MANLEY
Second Edition, with Portrait, Map, &c. Post 8vo. 12*. Gd.

MAUNDER S TREASURY

of

GEOGRAPHY,

Descriptive, and Political. Edited
and 16 Plates. Fcp. 10s. Gd.

Physical,

by W. HUGHES, F.R.G.S.

Natural History and Popular

Historical,

With

7

Maps

Science.

ELEMENTARY TREATISE

on PHYSICS, Experimental and Applied.
from GANOT S Elements de Physique (with the Au

Translated and edited
thor s sanction) by E. ATKISSON, Ph. D. F.C.S. New Edition, revised
and enlarged with a Coloured Plate and 020 Woodcuts. Post 8vo. 15s.
;

The

ELEMENTS

Edition, rewritten

SOUND

NATURAL

PHILOSOPHY. By
or
Physician Extraordinary to the Queen. Sixth

PHYSICS

of

NEIL ABNOTT, M.D.

F.R.S.

and completed. Two

Parts, Svo. 21s.

a Course of Eight Lectures delivered at the Royal Institution
of Great Britain. By JOHN TYNDALL, LL.D. F.R.S.
Crown Svo. with
Portrait of M. Chladni and 169 Woodcuts, price 9s.
:

HEAT CONSIDERED
TYNDALL, LL.D.

LIGHT

:

as a

MODE

MOTION.

of

F.R.S. Third Edition.

Its Influence

on Life and Health.

M.D. D.C.L. Oxon. (Hon.).

Fcp. Svo.

By

Professor

JOHN

Crown Svo. with Woodcuts, 10s. Gd.

By FOKBES WINSLOW,

6s.

An ESSAY

on DEW, and several Appearances connected with it.
C. WELLS. Edited, with Annotations, by L. P. CASELLA, F.R.A.S.
and an Appendix by R. STBACHAN, F.M.S. Svo. 5s.

By W.

ROCKS CLASSIFIED and DESCRIBED. By BERNHARD VON

GOTTA.

An

English Edition, by P. H. LAWBENCK (with English, German, and
French Synonymes), revised by the Author. Post Svo. 14s.

A TREATISE

on ELECTRICITY, in Theory and Practice. By A.
Prof, in the Academy of Geneva. Translated by C. V. WALK.EB,
3 vols. Svo. with Woodcuts, 3 13s.

DE LA RIVE,
F.R.S.

The CORRELATION
Q.C. V.P.R.S.
tinuity.

of

PHYSICAL FORCES.

By W.

K. GROVE,

Fifth Edition, revised, and followed by a Discourse on Con
The Discourse on Continuity, separately, 2s. Gd.

Svo. 10s. Gd.

MANUAL

of GEOLOGY.
By S.
Edition, with 66 Woodcuts. Fcp.

HAUGHTON, M.D. F.R.S.

Revised

7s. Gd.

A GUIDE

to GEOLOGY.
By J. PHILLIPS, M.A. Professor of Geology
in the University of Oxford. Fifth Edition, with Plates. Fcp. 4s.

A GLOSSARY

of MINERALOGY.
By H. W. BKISTOW, F.G.S. of
the Geological Survey of Great Britain. With 486 Figures. Crown Svo. Gs.

VAN DER HOEVEN

S

HANDBOOK

the Second Dutch Edition by the Rev.
with 24, Plates of Figures, 60s.

Translated from
of ZOOLOGY.
W. CLARK, M.D. F.R.S. 2 vols. Svo.

NEW WORKS
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PUBLISHED BY

LONGMANS AND

CO.

OWEN

S LECTURES on the COMPARATIVE ANATOMY
Professor
and Physiology of the Invertebrate Animals. Second Edition, with 235
Woodcuts. Svo.21s.

COMPARATIVE ANATOMY and PHYSIOLOGY

The

By RICHARD OWEN,

brate Animals.

above 1,200 Woodcuts. VOLS.

I.

and

F.R.S. D.C.L.

II. price 21s. each.

of the

VERTE-

3 vols. 8vo. with
III. just ready.

VOL.

MAN and HIS PLACE in CREATION, considered on
from a Christian Point of View, By
Common
GEOEGE MOOKE, M.D. Post 8vo. 8s. 6d.
The PRIMITIVE INHABITANTS of SCANDINAVIA an Essay on

The FIRST

the Principles of

8&quot;nse

:

Comparative Ethnography, and a Contribution to the History of the Develop
ment of Mankind. Containing a description of the Implements, Dwellings,
Tombs, and Mo;le of Living of the Savages in the North of Europe during
the Stone Age.
By SVE\ NILSSON. Translated from the Third Edition
with an Introduction by Sir J. LUBBOCK. With 16 Plates of Figure! and
3 Woodcuts. 8vo. 18*.
;

LAKE DWELLINGS

The

of SWITZERLAND and other parts of
By Dr. F. KELLER. Translated and arranged by J. E. LEE.F.S.A.
With Woodcuts and nearly 100 Plates of Figures. Royal 8vo. 31s. Gd.

Europe.
F.G.S.

BIBLE ANIMALS
Fishes,
J. G.

being an Account of the various Birds, Beasts,
and other Animals mentioned in the Holy Scriptures. By the Rev.

WOOD, M.A.

under the Author

;

Copiously illustrated with Original Designs, made
superintendence and engraved on Wood. In course of
Is. each, forming

F.L.S.
s

publication monthly, to be completed in 20 Parts, price

One Volume, uniform with Homes without Hands.

HOMES WITHOUT HANDS

a Description of the Habitations of
Animals, classed according to their Principle of Construction. By Rev. J.
G. WOOD, M.A. F.L.S. With about 140 Vignettes on Wood (20 full size of
page).

MANUAL

Second Edition.
of

8vo.

:

2L.

CORALS and SEA JELLIES.

Edited by JOSEPH A. GA.LBRAITH, M.A. and
Fcp. with 39 Woodcuts,

By J. R. GREENE, B.A.
SAMUEL HAUGHTON, M.D.

6s.

Manual

of Sponges and Animalculse
with a General Introduction
on the Principles of Zoology. By the same Author and Editors. Fcp. with
16 Woodcuts, 2s.
;

Manual

of the Metalloids.
By J. APJOHN, M.D. F.R.S. and the
same Editors. Revised Edition. Fcp. with 38 Woodcuts, 7s. 6d.

The HARMONIES of
GEORGE HARTWIG.

The

Sea

and

its

(English) Edition.

NATURE
8vo.

and

UNITY

of

CREATION.

with numerous Illustrations,

By

Dr.

18s.

Living Wonders. By the same Author. Third
8vo. with many Illustrations, 21s.
By the same Author. With 8 Chromoxylo-

The Tropical World.

graphs and 172 Woodcuts. 8vo.

A

POLAR WORLD

21s.

a Popular Account of Nature and Man in the
Arctic and Antarctic Regions By the same Author. 8vo. with numerous
Illustrations.
[Nearly ready.
FAMILIAR HISTORY of BIRDS By E. STANLEY, D.D. F.R.S.
late Lor:l Bishop of Norwich. Seventh Edition, with Woodcuts. Fcp. 3s. 6d.

The

;

NEW WORKS
CEYLON. By

Sir J.

LONGMANS AND

PUBLISHED BY

CO.

EMERSON TENXENT, K.C.S. LL.D. Fifth
Wood Engravings. 2 vols. 8vo. 2 10s.

Edition;

with Maps, &c. and 90

The Wild Elephant,

its Structure and Habits, with the Method of
it in Ceylon.
By the same Author. Fcp. 8vo. with

Taking and Training
22 Woodcuts, 3s. Gd.

KIEBY and SPENCE

S INTRODUCTION to ENTOMOLOGY,
Elements of the Natural History of Insects. 7th Edition. Crown 8vo.

MAUNDER S TREASURY

or
5s.

NATURAL

of
HISTORY, or Popular
Dictionary of Zoology. Revised and corrected by T. S. COBBOLD, M.D.
Fcp. with 900 Woodcuts, 10s.

The TREASURY of BOTANY, or Popular Dictionary of the Vegetable
Kingdom including a Glossary of Botanical Terms. Edited by J. LINDLEY,
;

F.R.S. and T. MOOEE, F.L.S. assisted by eminent Contributors.
with 274 Woodcuts and 20 Steel Plates. 2 Parts, fcp. 20s.

The

ELEMENTS

of

BOTANY

for

FAMILIES

Tenth Edition, revised by THOMAS MOOEE, F.L.S.

Pp.

1,274-,

and
Fcp.

SCHOOLS.
with 154 Wood

cuts, 2s, 6d.

AMATEUR

The ROSE
Edition.

Fcp.

4s.

S

By THOMAS KIVERS.

GUIDE.

Twelfth

,

The BRITISH FLORA; comprising the Phienogamous or Flowering
Plants and the Ferns. By Sir W. J. HOOKER, K.H. and G. A. WALKEEAENOTT, LL.D. 12mo. with

LOUDON

12 Plates. 14s. or coloured. 21s.

ENCYCLOPEDIA

S

of

PLANTS

;

comprising the Specific

Character, Description, Culture, History, &c. of

With upwards

Great Britain.

of 12,000

all

the Plants found in

Woodcuts. 8vo.

42s.

Encyclopaedia of Trees and Shrubs containing the Hardy
Trees and Shrubs of Great Britain scientifically and popularly described.
With 2,000 Woodcuts. 8vo. 50s.

London

s

;

MAUNDER S

SCIENTIFIC

and

LITERARY TREASURY.

New

Edition, thoroughly revised and in great part re-written, with above 1,000
Articles, by J. Y. JOHNSON, Corr. M.Z.S. Fcp. 10s. 6d.

new

A DICTIONARY

of

SCIENCE, LITERATURE, and ART.

Fourth

Edition, re-edited by W. T. BEANDE (the Author) and GEOKGE W. Cox, M.A .
assisted by contributors of eminent Scientific and Literary Acquirements.
3 vols. medium 8vo. price 63s. cloth.
,

ESSAYS from
By

Sir J. F.

the

EDINBURGH

W. HEESCHEL,

and

Bart. M.A.

QUARTERLY REVIEWS.

8vo. 18s.

Chemistry, Medicine, Surgery, and the
Allied Sciences.

A DICTIONARY

of CHEMISTRY and the Allied Branches of other
founded on that of the late Dr. Uro. By HENEY WATTS, F.C.S.
by eminent Contributors. 5 vols. medium Svo. in course of publica
Parts. VOL. I. 31s. W. VOL. II. 20s. VOL. III. 31s. 6d. VOL. IV. 24s.
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LONGMANS AND

CO.

By WILLIAM

Theoretical and Practical.

M.D. LL.D. F.R.S. F.G.S. Prof, of Chemistry, King s Coll.
PAET I. CHEMICAL PHYSICS, 15s. PAET II.
3.
INORGANIC CHEMISTRY, 2is. PAET III. OEGANIC CHEMISTRY, 24s.

A. MILLER,

London.

3 vols. 8vo.

A MANUAL

of

Descriptive and Theoretical.

CHEMISTRY,

WILLIAM ODLING, M.B.

PAET

F.R.S.

I.

8vo. 9s.

PAET

II.

By

just ready.

A Course of Practical Chemistry, for the use of Medical Students.
By the same Author. New Edition, with 70 Woodcuts. Crown Svo. 7s. 6d.
Lectures on Animal Chemistry, delivered at the Royal College of Phy
sicians in 1865. By the same Author. Crown Svo. 4s. (Jd.
of CHEMICAL ANALYSIS, adapted to the UNITARY
System of Notation. By F. T. CONINGTON, M.A. F.C.S. Post Svo. 7s. 6d.

HANDBOOK

COXINGTON

S Tables

of Qualitative Analysis, price

The DIAGNOSIS, PATHOLOGY, and
of Women; including the Diagnosis of
M.D.

2s. &d.

TREATMENT

of

DISEASES

Pregnancy. By GRAILY HEWITT,
Second Edition, enlarged with 116 Woodcut Illustrations. Svo. 24s.
;

on the DISEASES of INTANCY and CHILDHOOD. By
CHABLES WEST, M.D. &c. Fifth Edition, revised and enlarged. Svo. 16s.

LECTURES

of the SIGNS and SYMPTOMS of PREGNANCY
with other Papers on subjects connected with Midwifery. By W. F.
MONTGOMERY, M.A. M.D. M.R.I.A. Svo. with Illustrations, 25s.

EXPOSITION

A SYSTEM

:

Theoretical and Practical. In Treatises
Edited by T. HOLMES, M.A. Cantab. Assistant-Surgeon

SURGERY,

of

by Various Authors.
to St. George

s

Hospital.

4 vols. Svo.

4 13s.

General Pathology. 21s.
Local Injuries: Gunshot Wounds, Injuries of the Head,
Vol. II.
Back, Face, Neck, Chest, Abdomen, Pelvis, of the Upper and Lower Ex
tremities, and Diseases of the Eye. 21s.
Vol. III.
Operative Surgery. Diseases of the Organs of Circula
Vol.

I.

tion,

Locomotion, &c.

21s.

Diseases of the Organs of Digestion, of the Genito
Vol. IV.
with
urinary System, and of the Breast, Thyroid Glaud, and Skin
;

APPENDIX and GENERAL INDEX. 30s.
on the PRINCIPLES and PRACTICE of PHYSIC. By
THOMAS WATSON, M.D. New Edition in preparation.
LECTURES on SURGICAL PATHOLOGY. By J. PAGET, F.E.S.
Edited by W. TUENEE, M.B. New Edition in preparation.
A TREATISE on the CONTINUED FEVERS of GREAT BRITAIN.
By C. MUECHISON, M.D. Svo. with coloured Plates, 18s.
ANATOMY, DESCRIPTIVE and SURGICAL. By HENRY GRAY,
F.R.S. With 410 Wood Engravings from Dissections. Fourth Edition, by

LECTURES

T.

HOLMES, M.A. Cantab. Royal

OUTLINES

of

MARSHALL,

Svo. 28s.

PHYSIOLOGY, Human and

Comparative.

By JOHN

F.R.C.S. Surgeon to the University College Hospital.
122 Woodcuts, 32s.

2 vols.

crown Svo. with

The CYCLOPAEDIA

of

ANATOMY

the late R. B. TODD, M.D. F.R.S.

and PHYSIOLOGY.

5 vols. Svo.

with

2,853

Edited by

Woodcuts,

6 Gs.
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MAN.

TODD, M.D. F.R.S. and W. BOWMAN, F.R.S. of King

late R. B.

cation

of

CO.

New

PART

Illustrations.

VOL.

By

the

s College.

II. 8.vo. 25*.

Edition by Dr. LIONEL
with 8 Plates, 7s. Gd.

S.

BEALE, F.R.S.

in course of publi

I.

HISTOLOGICAL DEMONSTRATIONS

a Guide to the Microscopical
Examination of the Animal Tissues in Health and Disease, for the use of
the Medical and Veterinary Professions. By G. HARLKY. M.D. and G. T.
BROWN, M.R.C.V.S. Post Svo. with 223 Woodcuts, price 12s.
;

S DICTIONARY of PRACTICAL MEDICINE, abridged
from the larger work and throughout brought down to the present State

COPLAND

of Medical Science.

The

WORKS

of

Svo. 80s.

SIR B.

by CHARLES HAWKINS,

C.

BRODIE,

F.R.C.S.E.

Bart, collected and arranged
with Medallion and Fac

3 vols. Svo.

simile, 48s.

S GUIDE a New Manual on Poisons, giving the
Best Methods to be pursued for the Detection of Poisons (post-mortem or
otherwise). By JOHN HORSLEY, F.C.S. Analytical Chemist. Post Svo. 3s. Gd.

The TOXICOLOGIST

:

A MANUAL

of MATERIA MEDICA and THERAPEUTICS, abridged
from Dr. PEREIRA S Elements by F. J. FABRE, M.D. assisted by R. BENTLEY,
M.R.C.S. and by R. WARINGTON, F.R.S. Svo. with 90 Woodcuts, 21s.

THOMSON

S CONSPECTUS of the BRITISH PHARMACOPOEIA,
Corrected by E. LLOYD BIEKETT, M.D. 18mo. price 5s. Gd.

MANUAL

of the DOMESTIC PRACTICE of MEDICINE.
KESTEVEN, F.R.C.S.E. Third Edition, revised, with Additions.

GYMNASTS
fessor of

By W. B
Fcp.

5s.

and GYMNASTICS. By JOHN II. HOWARD, late Pro
Gymnastics, Comm. Coll. Ripponden. Second Edition, revised
Crown

and enlarged, with 135 Woodcuts.

The Fine Arts, and
HALF-HOUR LECTURES

Svo. 10s. Gd.

Illustrated Editions.

on the

HISTORY and PRACTICE

of the

New Edition,

revised

Fine and Ornamental Arts. By WILLIAM B. SCOTT.
by the Author with 50 Woodcuts. Crown Svo. 8s. Gd.
;

STUDY

An INTRODUCTION

NATIONAL

of
to the
MUSIC;
prising Researches into Popular Sonars, Traditions, and Customs. By

ENGEL. With numerous Musical Specimens.

LECTURES

on the

Royal Institution.

HISTORY

of

MODERN

com
CARL

Svo. 1C*.

MUSIC,

delivered at the

By JOHN HULLAH. FIRST COURSE, with Chro
SECOND COURSE, on the Transition

nological Tables, post Svo. Gs. Gd.
Period, with 40 Specimens, Svo. l(js.

SIX LECTURES on HARMONY,

delivered at the Eoyal Institution
of Great Britain in the Year 1867. By G. A. MACFARREN. With nume
rous engraved Musical Examples and Specimens. Svo. 10s. Gd.
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CHORALE BOOK

for

LONGMANS AND

ENGLAND:

the

Miss C. WINKWORTII the tunes arranged by
OTTO GOLPSCIIMIDT. Fcp. 4to. 12s.
Congregational Edition. Fcp. 2s.
i

CO.

Hymns
Prof.

&quot;W.

translated
S.

by
BENNETT and

6&amp;lt;/.

for FAMILY USE; a Selection of Pieces for One,
Two, or more Voices, from the best Composers, Foreign and English.
Edited by JOHN HULLAH. 1 vol. music folio, price 21s.

SACEED MUSIC
The

NEW

TESTAMENT,

Wood

illustrated with

Crown

Early Masters, chiefly of the Italian School.
5 5s. elegantly bound in morocco.

Engravings

after the

4to. 63*. cloth, gilt top

;

or

LYRA GERMANIC A

;

WINK-WORTH; with
F.S.A.

Translated by CATHERINE
Illustrations on Wood drawn by j. LEIGHTON,

the Christian Year.
125

4to. 21s.

LYRA GERMANIC A

the Christian Life. Translated by CATHERINE
WINK-WORTH with about 200 Woodcut Illustrations by J. LEIGHTON, F.S.A.
;

;

and other

The LIFE

Artists.

of

4to. 21s.

MAN SYMBOLISED

Text selected by R. PIGOT
J. LEIGIITON, F.S.A. 4to.

;

MONTHS

by the

Illustrations on

Wood

of the YEAR.
from Original Designs by

42s.

S MORAL EMBLEMS with Aphorisms, Adages,
and Proverbs of all Nations. 121 Illustrations on Wood by J. LEiGnTON,
F.S.A. Text selected by R. PiGOT. Imperial Svo. 31s. Gd.

CATS and FARLIE

SHAKSPEARE

;

SENTIMENTS and SIMILES,

S

Gold, and Illuminated in the Missal Style by

Square post 8vo.

printed in Black and

HENRY NOEL HUMPHREYS.

21s.

SACRED and LEGENDARY ART.

By

Mrs. JAMESON.

Fifth Edition, with 19
of the Saints and Martyrs.
Etchings and 187 Woodcuts. 2 vols. square crown Svo. 31s. 6d.
Legends of the Monastic Orders. Third Edition, with 11 Etchings
and 88 Woodcuts. 1 vol. square crown Svo. 21s.
Legends of the Madonna. Third Edition, with 27 Etchings and 165
Woodcuts. 1 vol. square crown Svo. 21s.
The History of Our Lord, -with that of his Types and Precursors.
Completed by Lady EASTLAKE. Revised Edition, with 31 Etchings and
81 Woodcuts. 2 vols. square crown Svo. 42s.

Legends

Arts, Manufactures, &c.

DRAWING

from NATURE.
By GEORGE BARNARD, Professor of
Drawing at Rugby School. With 18 Lithographic Plates, and 108 Wood
Engravings. Imperial Svo. price 25s. Or in Three Tarts, royal Svo. Part I.
Trees and Foliage. Is. Sd. Part II. Foreground Studies, Is. Qd. Part III.
Tour in Switzerland and the Pyrenees, 7s. Gd.

S ENCYCLOPEDIA of ARCHITECTURE, with above 1,100
Engravings on Wood. Fifth Edition, revised and enlarged by WYATT
PAPWORTII. Additionally illustrated with nearly 400 Wood Hngraringl by
O. Jewitt, and more than 100 other new Woodcuts. Svo. 52s. &d.

GWILT
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LONGMANS AND

CO.

TUSCAN SCULPTORS,

their Lives, Works, and Times. With 45
Etchings and 28 Woodcuts from Original Drawings and Photographs. By

CHARLES

C.

PERKINS.

ORIGINAL DESIGNS
structio-.is in

2 vols. imperial 8vo. 63s.

for

the Art.

WOOD-CARVING, with PRACTICAL IN-

By A.

F. B.

With

20 Plates of Illustrations engraved

on Wood. 4to.l8s.

HINTS on HOUSEHOLD TASTE in FURNITURE and DECORATION.
By CHARLES

L.

EASTLAKE, Architect.

With numerous

engraved on Wood.

Illustrations

[Nearly ready.

ENGINEER S HANDBOOK; explaining the Principles which
should guide the Young Engineer in the Construction of Machinery. By
C. S. LOWNDES. Post Svo. 5s.

The

ELEMENTS

The

of

MECHANISM.

By

T. M. GOODBYE, M.A.
Second Edition,

Professor of Mechanics at the R. M. Acad. Woolwich.
with 217 Woodcuts. Post Svo. 6s. 6d.

URE

DICTIONARY

S

of

ARTS, MANUFACTURES, and MINES.

Sixth Edition, chiefly rewritten and greatly enlarged by ROBERT HUNT,
F.R.S. assisted by numerous Contributors eminent in Science and the Arts,
and familiar with Manufactures. With above 2,000 Woodcuts. 3 vols. me

dium

Svo. price

4 14s.

ENCYCLOPEDIA
and

Practical.

TREATISE

on

of

By

6rf.

CIVIL ENGINEERING,

E. CREST, C.E.

With above

MILLS and MILLWORK.

Historical, Theoretical,

3,000

Woodcuts.

Svo. 42s.

By W. FAIRBAIRN,

Second Edition, with 18 Plates and 322 Woodcuts.

C.E.

2 vols. Svo. 32s.

Useful Information for Engineers. By the same Author. FIRST,
SECOND, and THIRD SERIES, with many Plates and Woodcuts. 3 vols.
crown Svo. 10s. 6d. each.

The Application of Cast and Wrought Iron to Building Purposes.
By the same Author. ThirdEdition, with 6 Hates and 118 Woodcuts. 8vo.l6s.

IRON SHIP BUILDING,

its

History and Progress, as comprised in a
By the same Author. With 4 Plates and

Series of Experimental Researches.
Svo. 18s.

130 Woodcuts.

A TREATISE

STEAM

on the
ENGINE, in its various Applications
to Mines, Mills, Steam Navigation, Rail waysar.d Agriculture. By J. BOURNE,
C.E. Eighth Edition with Portrait, 37 1 lates, arid 510 Woodcuts. 4to.42s.
;

of the Steam Engine, in its various Applications to
Mines, Mills, Steam Navigation, Railways, and Agriculture. By the same
Author. With 199 Woodcuts. Fcp. 6s.

Catechism

Handbook of the Steam Engine. By the same Author, forming a
KEY to the Catechism of the Steam Engine, with 67 Woodcuts. Fcp. 9s.

A TREATISE

on the SCREW PROPELLER, SCREW VESSELS, and
Screw Engines, as adapted for purposes of Peace and War; with Notices
of other Methods of Propulsion, Tables of the Dimensions and Performance
of Screw SteamiTS, and detailed Specifications of Ships and Engines.
By
J. BOUENE, C.E. Third Edition, with 54 Plates and 287 Woodcuts. 4to= 63s.

A HISTORY

of the
Manufactures. By

MACHINE-WROUGHT HOSIERY
WILLIAM FELKIN,

F.L.S. F.S.S.

and LACE

Royal Svo. 21s
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MANUAL

of PRACTICAL ASSAYING, for the use of Metallurgists,
Captains of Mines, and Assayers in general. By JOHN MITCHELL, F.C.S.

Second Edition, with 360 Woodcuts.

ART

PERFUMERY

8vo. 21s.

and Theory of Odours, and
the Methods of Extracting the Aromas of Plants. By Dr. PIESSE, F.C.S.
Third Edition, with 53 Woodcuts. Crown 8vo. 10s. 6d.

The

of

the History

;

Chemical, Natural, and Physical Magic, for Juveniles during the
Holidays. By the same Author. Third Edition, with 38 Woodcuts. Fcp. 6s.

LOUDON

ENCYCLOPAEDIA

S

of

AGRICULTURE:

comprising

the

Laying-out, Improvement, and Management of Landed Propcrtv, and the
Cultivation and Economy of the Productions of Agriculture. With 1,100

Woodcuts.

Loudon

s

8vo. 31s. Qd.

Encylopaedia

of

Gardening

:

comprising the Theory and
Gar

Practice of Horticulture, Floriculture, Arboriculture, and .Landscape
dening. With 1,000 Woodcuts. 8vo. 31s. 6rf.

s Encyclopaedia of Cottage, Farm, and Villa Architecture
and Furniture. With more than 2,000 Woodcuts. 8vo. 42s.

London

S ART of VALUING RENTS and TILLAGES, and Claims
of Tenants upon Quitting Farms, both at Michaelmas and Lady-Day.
Eighth Edition, revised by J. C. MOETON. 8vo. 10s. 6d.

BAYLDON

Religious and Moral Works.
An EXPOSITION of the 39 ARTICLES, Historical and

Doctrinal.

By E. HAEOLD BEOWNE, D.D. Lord Bishop of Ely. Seventh Edit. 8vo. ICs.
The ACTS of the APOSTLES with a Commentary, and Practical and
Davotional Suggestions for Readers and Students of the English Bible. By
;

the Rev. F. C. COOK, M.A. Canon of Exeter, &c.

The LIFE and EPISTLES of

ST.

PAUL.

New

Edition. 8vo. 12s. Gd.

By W.

M.A. late Fellow of Triu. Coll.Cantab. and the Very Kev. J.
Dean of Chester.

LIBEAEY EDITION, with
on

Steel,

Woodcuts, &c.

all

crown

Maps.

and

a Selection of Maps, Plates, and Woodcuts.

8vo. 31s. Gd.

S EDITION, revised
2 vols. crown 8vo. 12s.

VOYAGE

HWSON, D.D.

the Original Illustrations, Maps, Landscapes

PEOPLE

The

CONYBEARE,

S.

2 vols. 4to. 48s.

INTERMEDIATE EDITION, with
2 vols. square

J.

and condensed, with 46

Illustrations

SHIPWRECK

of

TRUTH

CHRISTIAN RELIGION

and

ST. PAUL; with Dissertations
on the Life and Writings of St. Luke and the Ships and Navigation of the
Ancients.
By JAMES SMITH, F.R.S. Third Edition. Crown 8vo. 10s. 6d.

EVIDENCE

of the

of the

derived

from the Literal Fulfilment of Prophecy. By ALEXANDER KEITH, D.D.
37th Edition, with numerous Plates, in square 8vo. 12s. Cd. ; also the 39th
Edition, in post 8vo. with 5 Plates, 6s.

The HISTORY and
according

to

DESTINY

Scripture.

Illustrations, 10s.

By

WORLD

of the
and of the CHURCH.
the same Author.
Square 8ro. with 40
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and GRAMMATICAL COMMENTARY on ST. PAUL S
By C. J. ELLICOTT, D.D. Lord Bishop of Gloucester and Bristol. Svo.

A CRITICAL
Epistles.

Galatians, Third Edition, 8s. Gd.
Ephesians, Fourth Edition, 8s. 6d.
Pastoral Epistles, Third Edition, 10*. Gd.
Philippians, Colossians, and Philemon, Third Edition, 10s. 6d.

Thessalonians, Third Edition,

7s. 6d.

Historical Lectures on the Life of our Lord Jesus Christ being the
Hulsean Lectures for 1859. By the same Author. Fourth Edition. Svo.
:

price 10s. Gd.

An INTRODUCTION
Critical,

E*egetical,
2 vuls. tvo.

LL.D

NEW

TESTAMENT,

S.

DAVIDSON, D.D.

the STUDY of the
and Theological. By the Rev.

to

[In the press.

Rev. T. H. HORNE S INTRODUCTION to the CRITICAL STUDY
and Knowledge of the Holy Scriptures. Eleventh Edition, corrected and
extended under careful Editorial revision. With 4 Maps and 22 Woodcuts
and Facsimiles. 4 vols. Svo. 3 13*. Gd.
T. H. Home s Compendious Introduction to the Study of the
Bible, being an Analysis of the larger work by the same Author. He-edited
by the Rev. JOHN AYBE, M.A. With Maps, &c. Post Svo. 9*.

Rev.

EWALD

S HISTORY of ISRAEL to the DEATH of MOSES.
Trans
from the German. Edited, with a Preface, by RUSSELL MAETINEAU,
M.A. Prof, of Hebrew in Manchester New Coll. London. Svo. 18s.

lated

KNOWLEDGE

The TREASURY

of BIBLE
;
being a Dictionary of the
Books, Persons, Places, Events, and other matters of which mention is made
in Holy Scripture. By Rev. J. ATEE, M.A. With Maps, 16 Plates, and
numerous Woodcuts. Fcp. 10s. tid.

The LIFE and

REIGN

SMITH, LLD. F.A.S.

of

DAVID KING

Crown

of

ISRAEL.

By GEORGE

Svo. 7s. Gd.

The GREEK TESTAMENT; with Notes, Grammatical and Exegetical.
By the Rev. W. WEBSTEE, M.A. and the Rev. W. F. WILKINSON, M.A.
2 Yols. Svo.

VOL.
VOL.

2 4*.

the Gospels and Acts, 20*.
II. the Epistles and Apocalypse, 24*.

I.

EVERY-DAY SCRIPTURE DIFFICULTIES
By

J.

John.

E.PEESCOTT, M.A.

VOL.

I.

explained and illustrated.

Matthew and Mark; VOL.

II.

Luke and

2 vols. Svo. 9s. each.

The PENTATEUCH and BOOK of JOSHUA CRITICALLY EXAMINED.
By the Right Rev. J. W. COLENSO, D.D. Lord Bishop of Natal. People s
Edition,

m 1 vol. crown Svo. 6*. or in 5 Parts, 1*. each.

The CHURCH and the WORLD Essays on Questions of the Day.
By Various Writers. Edited by the Rev. OEBT SHIPLET, M.A. FIRST
SEEIES, Third Edition, Svo. 15*. SECOND SEIUES, Svo. 15s. THIED SEEIES
:

preparing for publication.
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a Scries of Essays on Theological Subjects,

Edited by the Rev. ORBY SHIPLEY, M.A. I. Priestly
lly various Authors.
III. The Seven Sacra
Absolution- Scripf/iral, Qd. II. Purgatory, 9d.
ments Is.M. IV. Miracles and Pnnje M. V. The Real Presence, \s. 3d.
VI. Casuistry, \s. VII. Unction of the Sick, 9d. VIII. The Rule of Wor
9d.
IX.
Popular Rationalism,
ship, Qd.
&amp;gt;;

FORMATION

The

of

CHRISTENDOM.

PART

I.

By

T.

W.

ALLIES,

8vo. 12s.

DIVISIONS, PART

CHRISTENDOM
I., a Philosophical Sketch of
the Divisions of the Christian Family in East and West.
By EDMUND S.
S

FFOULKES.

Christendom

Post 8vo. price

s

Divisions,

7s. 6d.

PART

Greeks and Latins, being a His
down to the Reformation.

II.

tory of their Dissensions and Overtures for Peace
By the same Author. Post 8vo. 15s.

The

KEY

HIDDEN WISDOM

or,

of CHRIST and the
of
History of the Apocrypha. By ERNEST DE BUNSEN.

KEYS

PETER

KNOWLEDGE

;

2 vols. 8vo. 28s.

House of Rcchah, connected with
of Symbolism and Idolatry. By the same Author. 8vo. 14s.
the Hist
ESSAYS on RELIGION and LITERATURE. Edited by Archbishop
MANNING, D.D. 8vo. 10s. 6d. SECOND SEEIES, price 14s.

The

of ST.

;

or, the

&amp;lt;ry

The

TEMPORAL MISSION

ENGLAND

of the

HOLY GHOST

By Archbishop MANNING, D.D. Second

Revelation.

and CHRISTENDOM.

By

the

;

or,

Edit.

Reason and
Cr. Svo. 8s. 6d.

same Author.

Post 8vo.

price 10s. &d.

By the Rev. W. TEMPLE, D.D. the Rev.
R.WILLIAMS, B.D. the Rev. B. POWELL, M.A. the Rev. H. B. WILSON,
B.D. C. W. GOODWIN, M.A. the Rev. M. PATXISON, B.D. and the Rev. B.
JOWETT, M.A. Twelfth Edition. Fcp. 8vo. 5s.

ESSAYS and REVIEWS,

of the ATONEMENT: an Historical
Development in the Church. By H. N. OXENHAM, M.A.

The CATHOLIC DOCTRINE
Inquiry into
8vo.

8s.

its

6d.

PASSING THOUGHTS on RELIGION. By ELIZABETH M. SEWELL,
Author of Amy Herbert. New Edition. Fcp. 8vo. 5s.
S elf-Examination before Confirmation. By the same Author. 32mo.
price Is. &d.

Readings
Readings
Bishop

Month Preparatory to Confirmation, from Writers
and English Church. By the same Author. Fcp. 4s.

for a

of the Early

for Every Day in Lent, compiled from the Writings of
JEREMY TAYLOR. By the same Author. Fcp. 5s.

Preparation for the Holy Communion; the Devotions chiefly from
the works of JEREMY TAYLOR. By the same. 32mo. 3s.

PRINCIPLES
and applied
of

Amy

of

EDUCATION Drawn

to

Female Education

Herbert.

2 vols. fcp. 12s.

from Nature and Revelation,
Upper Classes. By the Author

in the

M.
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MANUAL;

Occasions of a Matron

or,

s Life.

LONGMANS AND

CO.

Prayers, Thoughts, and Songs on Several
By the Rev. W. CALVEET, M.A. Crown 8vo

.

price 10s. Gd.

for the SUNDAYS and
out the Year, By J. S. B. MONSELL, LL.D. Vicar of
Sixth Thousand. Fcp. 4s. Gd.

SPIRITUAL SONGS
The Beatitudes
of Spirit

makers

His

;

Abasement before God

:

Desire for Holiness

;

Memory

not his

for Sin

Meekness

;
;

;

MEMORY,

Fifth Edition.

of his SON.

Sorrow

;

Gentleness Purity of Heart the Peace
the same. Third Edition. Fcp. 3s. 6d.

By

Sufferings for Christ.

PRESENCE
in

;

HOLIDAYS through
Egham and Rural Dean.

1855.
By the
16mo. Is.

same Author,

LYRA DOMESTICA;

Christian Songs for Domestic Edification.
Translated from the Psaltery and Harp of C. J. P. SPITTA, and from other
sources, by RICHARD MASSIE. FIRST and SECOND SEKIES, fcp. 4s. Gd. each.

LYRA SACRA Hymns,

Ancient and Modern, Odes and Fragments
W. SAVILE, M.A. Third Edition,
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of Sacred Poetry.

Edited by the Rev. B.
enlarged and improved. Fcp. 5s.

LYRA GERMANICA,

translated from the German by Miss C. WINKWOBTH. FIRST SERIES, Hymns for the Sundays and Chief Festivals;
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LYRA EUCHARISTICA Hymns and Verses on

the Holy Communion,
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LEY, M.A. Second Edition. Fcp. 7s. Cd.
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Lyra Messianica
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Lyra Mystica Hymns and Verses on Sacred
Modern. By the same Editor. Fcp. 7s. Gd.
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CHRISTIAN LIFE:

Discourses.
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LESSONS on
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tin-

the HISTORY of RELIGIOUS
Lessons on Christian Evidences. By

RICHARD WHATELY, D.D. New Edition. 18mo.

2s. Gd.

MOSHEIM

S ECCLESIASTICAL HISTORY. MURDOCH and SOAMES S
Translation and Notes, re-edited by the Rev. W. STUBBS, M.A. 3 vols.

8vo. 45s.

BISHOP JEREMY TAYLOR
BISHOP HEBER. Revised and
price

5 5s.
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10 vols.
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of ICELAND
being the Journal
Tour in Iceland in the Summer of 1862. By C. W. SHEPHERD, M.A.
With a Map and Two Illustrations. Fcp. 8vo. 7s. Gd.
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PICTURES
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4to.
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Illustrations, 21s.
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SUMMER
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a Voyage en Zigzag in Switzer

land and Tyrol with some Members of the ALPINE CLUB. From the SketchBook of one of the Party. In oblong 4to. with 300 Illustrations, 15s.

BEATEN TRACKS

;
or, Pen and Pencil Sketches in Italy.
By the
Authoress of A Voyage en Zisrzag. With 42 Plates, containing about 200
Sketches from Drawings made on the Spot. 8vo. 16s.

MONT

MAP

CHAIN of
BLANC, from an actual Survey in
By A. ADAMS-REILLY, F.R.G.S. M.A.C. Published under the
Authority of the Alpine Club. In Chromolithography on extra stout
drawing-paper 28in. x 17in. price 10s. or mounted on canvas in a folding
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18631861.
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of DISCOVERY in onr AUSTRALASIAN COLONIES,
Australia, Tasmania, and New Zealand, from the Earliest Date to the
Present Day. By WILLIAM HOWITT. 2 vols. 8vo. with 3 Maps, 20s.

HISTORY

of the TYCOON ; a Narrative of a Three Years Resi
dence in Japan. By Sir RUTHERFORD ALCOCK, K.C.B. 2 vols. 8vo. with

The CAPITAL
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Illustrations, 42s.

NEW

CAPITAL of ITALY. By C. E. WELD. With
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Woodcuts from Drawings by the Author. Post 8vo. 12s. Gd.

FLORENCE,
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MOUNTAINS

The DOLOMITE
Carniola,

and

F.R.G.S.

With numerous

A LADY
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GILBERT and G. C. CHURCHILL,
Square crown Svo. 21s.

TOUR ROUND MONTE ROSA;

Italian Valleys.

GUIDE
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Friuli, 1861-1863.
By J.
Illustrations.

With Map and

PYRENEES,

the

Illustrations.

for
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use

CHARLES PACKE. 2d Edition, withMap and

The ALPINE GUIDE.

including Visits to the
Post Svo.

14s.

of Mountaineers.

Illustrations.

Cr. Svo.

By
7s.
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By JOHN BALL, M.B.I.A.

late President of
other Illustrations.
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7s.

Gd.
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NARRATIVES
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SHIPWRECKS
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The RURAL LIFE of ENGLAND.
By the same Author
Woodcuts by Bewick and Williams. Medium 8vo. 125. 6d
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CHARLES
formerly Commissioner of Lahore.

By

Post Svo.

RAIKES, Esq.

With

CSI
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Works of
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WARDEN:

a Novel.

Fiction.

By ANTHONY TKOLLOPE. Crown
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for
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GEETEUDE, 2s. 6d.
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EXPEEIENCE OF LlFB, 2. 6d.
PAESON AGE, 4s. 6d.
CLEVE HALL, 3s. Qd.
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Glimpse of the World. By the Author of Amy Herbert. Fcp, 7*. &d.
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The Journal of a Home
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Author.
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Post Svo.

GALLUS

Life.
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By
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Roman Scenes of the Time of Augustus
with Nots and Excursuses. New Edition. Post Svo. 7s. Qd.
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Digby Grand, an Autobiography. Crown 8vo. 5s.
Kate Coventry, an Autobiography. Crown 8vo. 5s.
General Bounce, or the Lady and the Locusts. Crown 8vo. 5s.
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a Tale of Old Northamptonshire.

Holmby House,
Good

for

Nothing, or All

Down

Crown

Hill.

8vo.

5*.

6s.

The Queen s Maries, a Romance of Holyrood. Crown 8vo. 6s.
The Interpreter, a Tale of the War. Crown 8vo. 5s.
THE SIX SISTERS of the VALLEYS an Historical Romance. By
W. BRAMLEY-MOORE, M.A. Fourth Edition, with 14 Illustrations. Crown
:

8vo. 5s.

TALES from GREEK MYTHOLOGY.
late Scholar of Trin. Coll.

Tales of the Gods and
Edition.

Fcp.

Heroes.
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By

3s. 6d.

Author.

By
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A MANUAL
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the same Author. Fcp. 3s.
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form of Question and Answer.

Poetry and The
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same

5s.

Tales of Thebes and Argos.

By

By GEORGE W. Cox, M.A.

Second Edition. Square 16mo.

Oxon.

Drama.

POETICAL WORKS,

Cheapest Editions complete in 1 vol.
including the Autobiographical Prefaces and Author s last Notes. Crown
8vo.

Moore

s

S

ruby typo, with Portrait, 6s.: People s Edition, larger type, 12s. 6d.
Poetical Works, as above, Library Edition, medium 8vo.

with Portrait and Vignette,

MOORE

S

14*.

IRISH MELODIES,

from Original Drawings.

or in 10 vols. fcp.

Maclise
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3s. 6d.

each.

Edition, with 161 Steel Plates

Super-royal 8vo. 31s. 6d.

Miniature Edition of Moore

s

Irish Melodies with Maclise
Imp. 16mo. 10s. Gd.

s

De

signs (as above) reduced in Lithography.

MOORE

S LALLA ROOKH.
Tenniel s Edition, with 68 Wood
Engravings from original Drawings and other Illustrations. Fcp. 4to. 21s.

SOUTHEY

S

POETICAL WORKS,

with the Author

s

last Corrections
8vo. with

and copyright Additions. Library Edition, in 1 vol. medium
Portrait and Vignette, 14s. or in 10 vols. fcp. 3s. 6d. each.

LAYS of ANCIENT ROME with Ivry and the Armada. By the
Right Hon. LOUD MACAULAY. 16mo. 4s. 6d.
Lord Macaulay s Lays of Ancient Rome. With 90 Illustrations on
Wood, from the Antique, from Drawings by G. SCHARF. Fcp. 4to. 21s.
Miniature Edition of Lord Macaulay s Lays of Ancient Rome,
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with the Illustrations

(as above)

reduced in Lithography. Imp.10mo.10s.6rf.
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Wood
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Brothers
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A
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A STORY

of DOOM, and other Poems.
By JEAN INGELOW.
POETICAL WORKS of LETITIA ELIZABETH LANDON

Fcp.

5s.

(L.E.L.)

2 vols. ]6mo, 10s.

BOWDLER

S FAMILY SHAKSPEARE, cheaper Genuine Edition,
complete in 1 vol. large type, with 36 Woodcut Illustrations, price 14s. or
with the same ILLUSTRATIONS, in 6 pocket vols. 3s. (id. each.

SHAKSPEARE

SONNETS NEVER BEFORE INTERPRETED;

S

his Private Friends

together with

idontiflod;

By GEBALD MASSEY.

Himself.

a recovered Likeness of

8vo. 18s.

HORATII OPERA.

Library Edition, with Marginal References and
English Notes. Edited by the Rev. J. E. YONGE. 8vo. 2ls.
The JENEID of VIRGIL Translated into English Verse. By JOHN
CONIXGTON, M.A. Crown 8vo. 9s.

ARUNDINES CAMI,

sive

Musarum Cantabrigiensium Lusus

Collcgit atque edidit H. DEUEY,
M.A. Crown 8vo. Is. Gd.

M.A.

Editio Sexta, curavit H. J.

canori.

HODGSON

EIGHT COMEDIES

of ARISTOPHANES, viz. the Acharnians,
Knights,
Clouds, Wasps, Pence, Birds, Frogs, and Plutus. Translated into Rhymed
Metres by LEONAED HAMPSON RUDD, M.A. Svo. 10s.

PLAYTIME

with the POETS a Selection of the best English Poetry
By a LADY. Revised Edition. Crown Svo. 5s.
The HOLY CHILD a Poem in Four Cantos; also an Ode to Silence,
and other Poems. By STEPHEN JENNEE, M.A. Fcp. Svo. 5s.
:

for the use of Children.
:

POETICAL WORKS
and Additions.

The ILIAD

of

of

JOHN EDMUND READE

HOMER TRANSLATED

ICHABOD ClIAELES WEIGHT, M.A.
J.

HENEY

DANTE
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HOMER

with final Revision

into BLANK
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VERSE.

By

HEXAMETER VERSE. By
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in ENGLISH
DAET, M.A. of Exeter Coll. Oxford.

The ILIAD of
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3 vols. fcp. 18s. or each vol. separately, 6s.

Square

Svo. 21s.

DIVINE COMEDY,

S

JOHN DAYMAN, M.A.

translated in English Terza Rima
by
[With the Italian Text, after Brunetti, interposed.]

Svo. 21s.
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YOUNG SPORTSMEN

HAWKER

S INSTRUCTIONS to
Col.
that relates to Guns and Shooting. Revised by the Author s Sou.

crown

8vo.

with Illustrations,

THEORY

By ARTHUR WALKER

and PRACTICE.
its
(79th Highlanders), Staff. Hythe and Fleetwood Schools of
Crown 8vo. with 125 Woodcuts, 5s.

The RIFLE,

in all

Square

18s.

Musketry.

Second Edition.

The

DEAD

SHOT,
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Sportsman

s

Complete Guide
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the Use of the Gun, Dog-breaking. Pigeon-shooting, &c.
Bevisfd Edition. Fcp. 8vo. with Plates, 5s.

The FLY-FISHER S ENTOMOLOGY.

a Treatise on
By MAEKSJIAK.

By ALFRED RONALDS.

With

coloured Representations of the Natural and Artificial Insect.
Edition with 20 coloured Plates. 8vo. 14s.

Sixth

;

A BOOK

ANGLING

a complete Treatise on the Art of Angling
in every branch. By FBANCIS FKANCIS. Second Edition, with Portrait
and 15 other Plates, plain and coloured. Post 8vo. 15*.

on

ANGLING

HANDBOOK
fishin.!:,

best

;

of
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Teaching Fly-fishing, Trolling, BottomSalmon-fishing; with the Natural History of River Fish, and the
of Catching them. By EPHE.MEIJA. Fcp. Woodcuts, 5s.

modes

The BILLIARD BOOK.

By

Captain

Diagrams on Steel and Wood.

CRAAVLEY.

With about 100

8vo. 21s.

The CRICKET FIELD or, the History and the Science of the Game
of Cricket.
By JAMES PYCEOFT, B.A. Fourth Edition. Fcp. 5s.
The HORSE-TRAINER S and SPORTSMAN S GUIDE: with Consi
;

derations on the Duties of Grooms, on Purchasing Blood Slock, and on
Veterinary Examination. By DIGBY COLLINS. Post Svo. 6s.

HOW

to KEEP IT SOUND.
HORSE S FOOT, and
MILES, Esq. Ninth Edition, with Illustrations. Imperial Svo.

The

A

Plain Treatise on Horse-Shoeing.

By

the

By W.
12s. 6d.

same Author.

Post

8vo. with Illustrations, 2s. Qd.

Stahles and Stable-Fittings. Bythesame. Imp. Svo. with 13 Plates, 15*.

Remarks on Horses Teeth, addressed
Post Svo.

to Purchasers.

By

the same.

1*. Gd.

On DRILL and MANOEUVRES
Artillery.

of

CAVALRY, combined

By Major-Gen. MICHAEL W. SMITH,

C.B.

with Horse

Svo. 12s. 6d.

S VETERINARY ART
a Treatise on the Anatomy, Physi
ology, and Curative Treatment of the Diseases of the Horse, Noat Cattle
and Sheep. Seventh Edition, revised and enlarged by C. STEEL, M.R.C.V.S.L.
STO. with Plates and Woodcuts, 18s.
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Edition, revised
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By
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same Author.
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BANKING, CURRENCY, and the EXCHANGES a Practical Trea
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tise.

By ARTHUR CRUMP.

Post 8ro.

ELEMENTS
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By HENRY DUNNING MACLEOD, M.A.

of BANKING.
Barrister-at-Law. Post 8vo.

The

[Nearly ready.

THEORY and PRACTICE of BANKING.
Second Edition, entirely remodelled. 2 vols. 8vo.
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ELEMENTS

same Author.

the

MARITIME INTERNATIONAL LAW. By WILLIAM

of

DE BURGH,

By
30s.

B.A. of the Inner Temple, Barrister-at-Law.

PAPERS

8vo. 10s. Gd.

on MARITIME LEGISLATION with a Translation of the
German Mercantile Law relating to Maritime Commerce. By ERXST EMIL
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WMTDT.

8vo. 10s. Gd.

PRACTICAL GUIDE
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for

BRITISH SHIPMASTERS

By PIERREPOXT EDWARDS.

A NAUTICAL DICTIONARY,
lative to the Building

By ARTHUR YOUNG.

Post 8vo.

defining the Technical
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Second Edition

;

to

UNITED
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with Plates and 150 Woodcuts.
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A MANUAL
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12s. Gd.

of

NATIONS

munities.

By TRAVEBS

&quot;University

of Oxford.

Considered as Independent Political
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for
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W. BRINTON, M.D. With 48 Woodcuts. Post 8vo. 12s.
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cond Edition, revised and enlarged, with 32 Illustrations. 8vo. 16*.
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GOOD BEER: a complete Guide to the Art of
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By JOHN PITT. Revised Edition. Fcp. -is. (Jd.

A PRACTICAL TREATISE

BREWING
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Brewers, and Instructions for Private Families.
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Essay on the Theory of the Modern

WHAT
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A HANDBOOK

for
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Post 8vo.

for
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Fourth Edition.
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BRITISH MUSEUM.

By
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Acts of Parliament. Fcp. 6s.
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during the Period of Pregnancy and in the Lying-in Room. By T.
M.I). Fcp. 5.?.

Health and Disease.
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Form of Rules and Forms of Mortgages. By W. TIIJU PIJATT, Barrister.
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Preface
Liberal Education Outcomes and Student Achievement of Educational Excellence

This report adds in two ways to the national effort to accelerate student learning and success. First, for
policy leaders and campus faculty who want to provide new accountability for student achievement, the
report identiﬁes a set of learning outcomes that can frame and guide such efforts, not just in college,
but from school through college. Second, the report points toward ways that campus faculty can both
cultivate and assess student achievement of liberal education outcomes during the college years. While
changes in assessment practices lag behind changes in our expectations for learning, we are moving
toward a developed ability to document and share our successes through rich, authentic assessments.

Liberal Education and America’s Promise (LEAP)
This report has been prepared in concert with Liberal Education and America’s Promise: Excellence for
Everyone as a Nation Goes to College (LEAP). LEAP is a long-term effort by the Association of American
Colleges and Universities to turn a spotlight on the kinds of knowledge, skills, and values that are needed
to prepare today’s students for an era of greater expectations in every sphere of life.

Providing Evidence
In partnership with scholars across the country, the LEAP initiative will document national and state
progress in providing every college student—whatever his or her economic background—with outcomes
that characterize a high-quality education. As the tables in this report reveal, we have a long way to go
before we can say how well we are actually meeting this standard. But the outcomes addressed in this
study provide a strong framework through which we can chart a course and mark our progress.
Carol Schneider, President, Association of American Colleges and Universities
Ross Miller, Director of Programs, Ofﬁce of Education and Quality Initiatives, AAC&U
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L EA P O UTCOM E S

As we strive to make undergraduate education universally accessible and successful for all students,
knowing how campuses are doing in achieving the most important learning outcomes is vital to the
enterprise. The central ﬁnding of this report is that the most important outcomes of college study—
outcomes widely regarded as key to economic opportunity and democratic citizenship—have been
insufﬁciently addressed in reliable, cumulative assessments of students’ gains from their college studies.
For all the value society places on the kinds of learning addressed in this report, we still lack persuasive
evidence about how well today’s students are actually doing.

AAC&U

This report on liberal education outcomes provides a wide-ranging and thought-provoking overview of
student achievement in college. It examines a set of outcomes that are highly prized both by the academy
and by employers, which include critical thinking, quantitative literacy, communication skills, ethical
reasoning, and civic engagement. Drawing together research from diverse sources and studies, this report
examines what we know—and how much we still need to ﬁnd out—about student achievement on these
and other important learning outcomes across the several years of college.

1

Liberal Education Outcomes:
The Learning Every Student Needs

The outcomes of liberal education have long been recognized as keys to success in learning, careers, and community
life. Each of the liberal education outcomes addressed in this report has been widely embraced by the academic
community as evidenced by written campus goals for student learning at hundreds of colleges and universities.
In 2004, a cooperative study by leaders at the nation’s institutional accreditors and by several higher education
associations came to a remarkable consensus on a few key outcomes that all students, regardless of major or
academic background, should achieve during undergraduate study. These outcomes, which were reported in Taking
Responsibility for the Quality of the Baccalaureate Degree (AAC&U 2004), included those endorsed in AAC&U’s 2002
report, Greater Expectations: A New Vision for Learning as a Nation Goes to College. The recommended liberal education
outcomes include:

KNOWLEDGE of Human Culture and the Natural World:
• Science
• Social sciences
• Mathematics
• Humanities
• Arts
INTELLECTUAL AND PRACTICAL SKILLS:
• Written and oral communication
• Inquiry, critical and creative thinking
• Quantitative literacy
• Information literacy
• Teamwork
• Integration of learning

“

[T]he only education that prepares us for change
is a liberal education. In periods of change, narrow
specialization condemns us to inﬂexibility—
precisely what we do not need. We need the ﬂexible
intellectual tools to be problem solvers, to be able

”

to continue learning over time.

— David Kearns, former CEO of Xerox Corporation

INDIVIDUAL AND SOCIAL RESPONSIBILITY:
• Civic responsibility and engagement
• Ethical reasoning
• Intercultural knowledge and actions
• Propensity for lifelong learning

The charts that follow present evidence of broad support for the recommended liberal education outcomes and also
provide a very preliminary national assessment of where higher education stands with respect to achieving these
advanced learning outcomes. These data illustrate that there is much that is not known about college student achievement—
perhaps because pointed questions about student learning have only recently been asked. Given the power that good
assessments have to improve learning for all students, assessment practices should be expanded and improved on
most campuses to guide parallel improvements in teaching, student effort, institutional support, and learning. Only
then will we know that all of our graduates are ready to thrive and serve in a world characterized by constant change.

2

Support for Liberal Education Outcomes from
Outside the Academy

The chart below illustrates signiﬁcant support from business and government leaders for the recommended liberal
education outcomes. Given similar support for the outcomes within higher education and among accreditors, both regional
and specialized (see Taking Responsibility for the Quality of the Baccalaureate Degree, pages 12-13), there is a strong case for
conducting a campaign to engage students and the public with the importance of these outcomes.

Inquiry, critical and creative thinking

“[T]he proportion of college graduates who demonstrate an advanced ability to think critically,
communicate effectively, and solve problems will increase substantially.”3 see also note 15
“We are reminded that the real challenge of today’s economy is not in making things but in
producing creative ideas. . . . ”4 see also note 18

Quantitative literacy

“Business wants new employees from the educational system who can do mathematics
accurately, within benchmark time periods, and frequently with the use of a calculator. . . . In
the world of work it means dealing with real, unpredictable, and unorganized situations where
the ﬁrst task is to organize the information and only then calculate to ﬁnd an answer.”5 see
also note 13

Information literacy

“Workers are expected to identify, assimilate, and integrate information from diverse sources;
they prepare, maintain, and interpret quantitative and qualitative records; they convert
information from one form to another. . . .”6

Teamwork

“Extracurricular activities and college projects that require teamwork can help students learn to
value diversity and deal with ambiguity.”7 see also note 18

Integration of learning

“Reading, writing, and basic arithmetic are not enough. These skills must be integrated with
other kinds of competency to make them fully operational.”8 see also notes 6, 14

INDIVIDUAL AND SOCIAL RESPONSIBILITY
“Educating youth for citizenship should be the job of all teachers, not just those who teach
Civic responsibility and engagement
history, social studies, and civics.”9 see also note 16

Ethical reasoning

“Study of the liberal arts can lead to moral understandings that are invaluable to success in
whatever one attempts in life.” 10 see also note 17

Intercultural knowledge and actions

“The improved ability to think critically, to understand issues from different points of view, and
to collaborate harmoniously with co-workers from a range of cultural backgrounds all enhance
a graduate’s ability to contribute to his or her company’s growth and productivity.”11 see also
note 1

Propensity for lifelong learning

“So the industry requires a workforce that can keep pace with technology—people who have
the fundamental skills and an ability to continue learning . . . .[T]hey will need employees that
can adapt, continue to learn, and keep pace with rapid developments.”12 see also notes 15, 17

AAC&U

“Good writing skills and good public speaking skills are crucial to business success.”2
see also notes 6, 13

|

INTELLECTUAL AND PRACTICAL SKILLS
Written and oral communication

“Executives will need a broad understanding of other cultures, other languages, history,
science, and the arts, if they are to successfully navigate a rapidly changing future business
environment.”1 see also note 13

3
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KNOWLEDGE
Science
Social sciences
Mathematics
Humanities
Arts

Business and government support for liberal education outcome

L EA P O UTCOM E S

Liberal Education Outcome:
Ability in or Habit of . . .

3

Opportunities to Learn? Faculty Reports on
Fostering Liberal Education Outcomes

If institutions and faculty do not provide opportunities for students to achieve these outcomes, the chance for high levels of
student achievement are diminished. The Faculty Survey of Student Engagement (FSSE), a national survey of college faculty
closely related to the National Survey of Student Engagement (NSSE), gathers data from faculty about campus learning
goals and practices. Such data provides some insight into the kinds of learning being emphasized on the surveyed campuses.
Analytical thinking, integration of learning, and computer use seem to gather the most uniform support. Support for
outcomes in quantitative literacy as well as in individual and social responsibility is considerably lower.
Liberal Education Outcome:
Ability in or Habit of . . .

Faculty or institutional support for the outcome
(see note 19)

KNOWLEDGE
Science
Social sciences
Mathematics
Humanities
Arts

(While FSSE asked faculty to identify the disciplinary area in which they taught, no FSSE
question asked about faculty support for outcomes in speciﬁc disciplines.)

INTELLECTUAL AND PRACTICAL SKILLS

Percent of faculty reporting that they structure courses so that students learn and develop
in the following areas “Very much” or “Quite a bit”

Written and oral communication

• Writing clearly and effectively – 61%

Inquiry, critical and creative thinking

• Thinking critically and analytically – 93%

Quantitative literacy

• Analyzing quantitative problems – 44%

Information literacy

Percent of faculty reporting their institutions encourage students to use computers in their
academic work “Very much” or “Quite a bit” – 91%
How much emphasis do you place on making judgments about the value of information,
arguments, or methods such as examining how others gathered and interpreted data and
assessing the soundness of conclusions?
“Very much” or “Quite a bit” – 73%

Teamwork

• Working effectively with others – 55%

Integration of learning

How much emphasis do you place on synthesizing and organizing ideas, information, or
experiences into new, more complex interpretations and relationships?
“Very much” or “Quite a bit” – 85%

INDIVIDUAL AND SOCIAL RESPONSIBILITY
Civic responsibility and engagement

• Speaking clearly and effectively – 49%

How important is it to you that undergraduates at your institution do community service or
volunteer work?
“Important” and “Very important” – 54%

Ethical reasoning

To what extent do you structure your selected course section so that students develop a
personal code of values and ethics?
“Very much” or “Quite a bit” – 50%
To what extent do you structure your selected course section so that students learn to
understand themselves?
“Very much” or “Quite a bit” – 51%

Intercultural knowledge and actions

How important is it to you that undergraduates at your institution study abroad?
“Very important” or “Important” – 45%
To what extent do you structure your course so that students develop an understanding of
people of other racial and ethnic backgrounds?
“Very much” or “Quite a bit” – 41%
To what extent does your institution encourage contact among students from different
economic, social and racial or ethnic backgrounds?
“Very much” or “Quite a bit” – 44%

Propensity for lifelong learning

No related FSSE question.

4

Signiﬁcant Gains? Students’ Own Reports on
Liberal Education Outcomes

By questioning students about selected campus experiences during their current school year (typically as freshmen or as
seniors) the National Survey of Student Engagement (NSSE) collects data on the extent to which individual campuses engage
students in active forms of learning. NSSE data are useful for institutions as they reform campus programs and practices to
increase engagement for all students.
Research has shown that high levels of engagement are strongly associated with improved student learning. The limitation
of NSSE, however, is that it does not measure student learning directly—it collects student self-reports of learning. Large
percentages of students report signiﬁcant learning gains during their college years. Moreover, students report gains in all of
the consensus liberal education outcomes (or in very closely associated NSSE categories). Some reported gains, however,
such as those in the “civic responsibility and engagement” area, are signiﬁcantly lower than might be desired.

INTELLECTUAL AND PRACTICAL SKILLS
Written and oral communication

Written skills:
Very little – 4%, Some – 19%,
Quite a bit – 39%, Very much – 38%

Oral skills:
Very little – 5%, Some – 23%,
Quite a bit – 39%, Very much – 33%

Inquiry, critical and creative thinking

Thinking critically and analytically:
Very little – 2%, Some – 11%, Quite a bit – 36%, Very much – 51%
No data gathered for creative thinking.

Quantitative literacy

Analyzing quantitative problems:
Very little – 7%, Some – 28%, Quite a bit – 37%, Very much – 28%

Information literacy

Using computing and information technology:
Very little – 4%, Some – 20%, Quite a bit – 36%, Very much – 41%

Teamwork

Working effectively with others:
Very little – 3%, Some – 19%, Quite a bit – 39%, Very much – 39%

Integration of learning

Put together ideas or concepts from different
courses when completing assignments:
Never – 4%, Sometimes – 30%,
Often – 42%, Very often – 24%

Worked on a paper or project that
required integrating ideas:
Never – 1%, Sometimes – 12%,
Often – 38%, Very often – 49%

Contributing to the welfare of your community:
Very little – 21%, Some – 34%, Quite a bit – 27%,
Very much – 18%

Voting in local, state, or national elections:
Very little – 47%, Some – 30%, Quite a bit – 14%,
Very much–9%

INDIVIDUAL AND SOCIAL RESPONSIBILITY
Civic responsibility and engagement

AAC&U
|

Acquiring a broad general education:
Very little – 2%, Some – 12%, Quite a bit – 37%, Very much – 49%

5
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KNOWLEDGE
Science
Social sciences
Mathematics
Humanities
Arts

Perceived gains in college learning from student self-reports—2004 NSSE Data:
activity frequency OR percent of college seniors reporting how much college
contributed to an outcome (see note 20)

Ethical reasoning

Developing a personal code of values and ethics:
Very little – 14%, Some – 27%, Quite a bit – 31%, Very much – 28%

Intercultural knowledge and actions

Understanding people of other racial and ethnic backgrounds :
Very little – 15%, Some – 33%, Quite a bit – 30%, Very much – 21%

Propensity for lifelong learning

Learning effectively on your own:
Very little – 4%, Some – 19%, Quite a bit – 40%, Very much – 37%

L EA P O UTCOM E S

Liberal Education Outcome:
Ability in or Habit of . . .

5

Signiﬁcant Questions: National Assessments and
Studies of Liberal Education Outcomes

Nationally administered tests related to some liberal education outcomes exist, but to date, there have been no
comprehensive studies of the full range of important liberal education outcomes. A 1995 report of college achievement
(Barton and Lapointe 1995) used data primarily from The National Adult Literacy Study of 1992, contrasting the results
of college graduates with others. The data, unfortunately, indicated that signiﬁcant percentages of college graduates
performed at quite low levels on basic literacy tasks. Other data sources in the report included Graduate Record Exams and
the synthesis of research on college outcomes compiled by Pascarella and Terenzini (1991).21 While interesting, neither of
these sources claimed to have data from nationwide representative samples of college students. The chart below shows
us how spotty the attention to liberal education outcomes remains in 2005. It also raises some warning signs, since
the data that have been collected—in such areas as reading/critical thinking or mathematics—appear to contradict
students’ own rather positive perceptions of their learning gains from college.

Liberal Education Outcome:
Ability in or Habit of . . .
KNOWLEDGE
Science
Social sciences
Mathematics
Humanities
Arts
INTELLECTUAL AND PRACTICAL SKILLS
Written and oral communication

Inquiry, critical and creative thinking

Performance-based assessment of learning from standardized test data: performance levels and changes over time (All data from ETS & ACT are for 2003-04)22
• ETS Academic Proﬁle data show 8% of seniors “proﬁcient” at level 3 math, up from 5% as
freshmen. (See note 23 for level 3 description.) ACT CAAP math scores show a decline from
freshman to senior year.
• ACT CAAP data for science show very small gains from freshman to senior year.
• No proﬁciency data for the social sciences, humanities, sciences, or arts.

• ETS Academic Proﬁle data show 11% of seniors “proﬁcient” at level 3 in writing.
N.B.: The test does not actually require writing. Scores come from a multiple-choice exam.
• No data for oral proﬁciency.
• See note 24 for descriptions of writing levels of the Academic Proﬁle. See note 25 for information about the Collegiate Learning Assessment, a new writing and thinking assessment.
• ETS Academic Proﬁle data show only 6% of seniors at “proﬁcient” level in critical thinking,
77% “not proﬁcient.”
• ACT CAAP data shows less than one standard deviation gain in critical thinking from
freshman to senior year.
• No national data for creative thinking.

Quantitative literacy

No national data found except as math assessment, national inferences drawn from NAEP
and SAT data, and anecdotal evidence from the workplace, etc. 26

Information literacy

No national data found.

Teamwork

No national data found.

Integration of learning

No national data found.

INDIVIDUAL AND SOCIAL RESPONSIBILITY
Civic responsibility and engagement

No national data found. Related research available.27

Ethical reasoning

No national data found.

Intercultural knowledge and actions

No national data found. Related research available.28

Propensity for lifelong learning

No national data found.
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Convincing Evidence: Campus Assessments of
Student Gains Over Time

Whether one is interested in showing that students have achieved at a high level or that an institution “adds value,”
developing and gathering evidence of student learning is required. For liberal education outcomes, evidence should
vividly depict the rich and complex nature of student accomplishment as knowledge and skills are built over time and
across disciplines. Since accreditors are now persistent in their demands for direct evidence of student learning related
to an institution’s chosen learning goals, a system to collect and analyze the evidence should be created. Such systems
will necessarily vary from campus to campus.

|

Promising practices encountered on dozens of campuses show the remarkable robustness of existing efforts to promote
multiple outcomes of liberal learning. For example, learning communities can promote inquiry, communication skills,
teamwork, or integration equally well. Assignments completed for learning communities can be assessed to show
students’ level of accomplishment on each of these outcomes.

AAC&U

“Employ multiple measures, over time” and “assess to improve learning” are maxims of good assessment practice. As
campus practices include more complex and challenging assignments, community placements, internships, student
research, and other engaging practices, the opportunities for students to demonstrate complex capacities will be increased
and distributed over several years. The same data from milestone and capstone assessments that provide evidence of
student learning can contribute greatly to curricular and institutional improvement.

Liberal Education Outcome:
Ability in or Habit of . . .
KNOWLEDGE
Science
Social sciences
Mathematics
Humanities
Arts
INTELLECTUAL AND PRACTICAL SKILLS
Written and oral communication
Inquiry, critical and creative thinking
Quantitative literacy
Information literacy
Teamwork
Integration of learning
INDIVIDUAL AND SOCIAL RESPONSIBILITY
Civic responsibility and engagement
Ethical reasoning
Intercultural knowledge and actions
Propensity for lifelong learning

Instructional setting and assessment practices to generate learning and
evidence of learning29
Settings and practices with great potential for generating convincing evidence of student
learning include:
• ﬁrst-year experiences or seminars
• research and problem-based learning, both independent and with faculty
• collaborative projects, individual projects, “authentic” tasks
• learning communities (topically linked courses)
• service learning
• internships/ﬁeld placements
• interdisciplinary study
• signiﬁcant writing and speaking opportunities
• milestone and capstone projects and courses
• external examiners
Curricular and assessment process: Careful planning of a few demanding assignments over
several years can provide evidence of most or all outcomes. Assignments progress toward
“graduation-level” abilities of all outcomes both for general contexts and within the major or
professional area of concentration. Smaller scale assignments could cover outcomes otherwise
missed. Most desirable, however, is a full integration of the learning outcomes in sophisticated,
authentic tasks.
The use of self-assessments and peer and teacher assessments in both formative and summative ways will foster student learning to meet expectations. Assessment of course-embedded
assignments is a highly efﬁcient way to gather direct evidence of student learning. Portfolios,
both traditional and electronic, are being used more widely as their advantages for improving
learning and contributing signiﬁcantly to many levels of assessment are recognized.

L EA P O UTCOM E S
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Efficient and Useful Assessments
Lingering institutional resistance to the assessment of student learning might be reduced if the work already
required in many programs, including assignments and exams, were used for more than simply generating
a grade. Analysis and aggregation of class-embedded assessments can vividly demonstrate progress toward
program- and institution-wide goals. It is important to note that meaningful judgments of signiﬁcant
achievement, regardless of ﬁeld, require sophisticated expert assessment, more usefully conveyed to the
learner as a narration or demonstration than as a number or grade. Such assessment can suggest ways to
improve the multiple, complex outcomes of a ﬁeld in ways that are similar to how experts critique and revise
their own advanced work. A campus with a “culture of assessment” would not only use such feedback to
assess and improve student learning, but would also teach students the critical skills and discipline-speciﬁc
vocabulary needed to become proﬁcient self-evaluators, a capacity vital for achieving at high levels.
Two decades of struggle with assessment have taught some lessons that should be honored as campuses choose and
create ways to collect convincing evidence of student learning.
• Course-embedded assessments can be used for individual-, course-, program-, and institution-level assessment
of student learning through appropriate analysis and aggregation. Selected assignments can be designated
within major courses to serve as threshold, milestone, or capstone assessments. Such assignments can serve
as assessments of both general and major-speciﬁc knowledge and skills when scored using appropriate
methods and personnel.
• Individual student learning can be tracked constantly on campuses through course-level assessments,
particularly if faculty learn about good formative and summative assessment practices. Administrative
support for faculty development is important.
• Student development takes time so representative samples of student work, gathered at carefully chosen
points in a curriculum, can be sufﬁcient to create a program or institutional picture of student learning.
Choose the sampling points after analyzing the curriculum to ﬁnd points at which there is agreement that
students will likely have had sufﬁcient opportunity to learn what is being assessed.
• Given that evaluation is the highest level of the cognitive domain, students themselves should be challenged
to learn assessment techniques in which they assess work in exactly the same ways used by experts in the
particular domain. Not only does this raise the level of student learning, it can also provide cycles of self- and
peer-formative assessment, relieving faculty of part of the formative assessment workload.
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Unﬁnished Business: Liberal Education and
Our Students’ Best Work

A plan of study, constructed with the student’s advisor, should clearly connect the expected outcomes to the
institution’s required studies, the student’s elective choices, and the major ﬁeld(s).

3.3.

Milestone assessments, completed as students progress in their studies in both general education and the major,
should be tied to key outcomes and used to provide timely feedback to the student, his or her advisor, and
programs most closely associated with the outcomes. These assessments should be aligned between two-year
and four-year campuses so that successful transfers are possible; the assessments can be compiled in a portfolio
that demonstrates each student’s progress.

4.4.

Capstone or culminating experiences in the major ﬁeld(s) are experiences in which the student actively
demonstrates and is assessed for his or her cumulative accomplishments in liberal education. The capstone or
culminating experiences are critical to this framework because they provide a designated place in the regular
curriculum where students do their best, most advanced work. The capstone should be conceived as both a
culminating integrative experience and as the centerpiece of the effort to assess sophisticated learning. Even
capstone experiences seemingly with a primary focus on major-area assessment can be assessed for multiple
liberal education outcomes. Such assessments can come from “second scorings” completed inside or outside
of a department or program by institution-wide teams looking for evidence of graduation-level liberal learning
outcomes such as writing skill, integration, quantitative literacy, or ethical perspectives.

(Adapted from Our Students’ Best Work, AAC&U 2004. www.aacu.org/publications/pdfs/StudentsBestReport.pdf)

|

2.2.

9
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Orientation should be provided for the student during the ﬁrst year to communicate repeatedly the institution’s
expectations for important learning outcomes. Diagnostic assessment of each student’s demonstrated
accomplishment should be made and expected further progress in relation to the outcomes stated.

L EA P O UTCOM E S

1.

AAC&U

The basic concepts of teaching, learning, and assessment are simple, but the analysis and work involved are very difﬁcult.
To meet our society’s greater expectations for liberal education outcomes, institutions need to set clear goals, establish
programs and lines of responsibility for achieving the goals, teach creatively and effectively, and assess to ensure that all
students are learning. Within the college or university context, a comprehensive learning and assessment framework
should include several powerful elements.

Is There a Role for Standardized Tests?
Given the new emphasis on standardized testing in the schools, many observers are asking whether such
testing should now become the gold standard for quality assessment in higher education. On educational
grounds, AAC&U has taken a stand against the view that standardized tests are the best way to assess students’
learning gains and level of accomplishment over their several years in college. AAC&U does believe, however,
that standardized tests can supplement curriculum-embedded assessments when they are used with
appropriate professional standards and cautions.
Why not use standardized tests of the liberal education outcomes to assess the quality of student learning in
college? By its nature, a standardized test explores what all test takers know in common. But the genius of
American higher education is that it helps students develop many different kinds of expertise, across hundreds
of disciplinary and interdisciplinary ﬁelds. While liberal education outcomes can be described in general
terms, in practice, competencies such as communication, critical inquiry, teamwork, or ethical reasoning take
very different forms in different ﬁelds. Biologists use quite different inquiry methods than historians;
engineers use different forms of teamwork and communication than teachers.
For these reasons, the best evidence about students’ level of achievement on liberal education outcomes will
come from assessment of students’ authentic and complex performances in the context of their most advanced
studies: research projects, community service projects, portfolios of student work, supervised internships, etc.
Institutions can and should use a common framework of liberal education outcomes to report externally on
students’ level of accomplishment, but they should help the public understand that the standards for advanced
accomplishment take different forms in different ﬁelds. The key accountability question to ask of campuses
is whether they currently expect all their students to undertake complex projects and capstone
assignments that are assessed for advanced liberal education outcomes.
With this said, standardized testing can play a useful supplementary role in the assessment of student learning.
High quality pre-collegiate tests, used in concert with other evidence, can help institutions assess whether
students are ready to undertake college-level work in selected areas. To the extent that standardized tests move
away from the multiple-choice only format to include questions eliciting more “authentic” responses like
essays and analytical narratives, they may produce insights into more complex learning. They can provide a
regional or national comparison to results of local assessments, help local scorers avoid having “halo” effects
creep into their process, and contribute signiﬁcantly to fulﬁlling the “multiple measures” criterion.

Liberal Education Outcomes—Across the Curriculum
What, When, How, and How Do We Know?
(concepts from Our Students’ Best Work, AAC&U 2004)

Science
Social sciences
Mathematics
Humanities
Arts

INDIVIDUAL & SOCIAL
RESPONSIBILITY

Written and Oral Communication

Civic Responsibility and
Engagement

Inquiry, Critical and Creative Thinking
Quantitative Literacy
Information Literacy
Teamwork

Ethical Reasoning
Intercultural Knowledge and
Actions
Propensity for Lifelong Learning

Integration of Learning

How: Orientation should be provided for the student during the ﬁrst year about the institution’s
expectations for important learning outcomes

11

A plan of study, constructed with the student’s advisor, should clearly connect the expected outcomes to
the student’s choice of courses and major ﬁeld(s). Learning goals, experiences, resources, and assessments
should be aligned for effective learning.
How do we know? Diagnostic assessment of each student’s demonstrated accomplishment and expected
further progress in relation to these outcomes should be made.

Focused Studies,
Major/Minor(s)

How: Plan of study continues, revised as needed
How do we know? Milestone assessments as students progress in their studies in both general education
and the major should be tied to key outcomes with timely feedback to the student and his or her advisor.
These assessments should be aligned between two-year and four-year campuses so that successful
transfers are possible, and they can be compiled in a portfolio that demonstrates each student’s progress.

Advanced Integrative
and Culminating work

How: Plan of study continues, revised as needed
How do we know? Capstone or culminating experiences in the major ﬁeld(s) are experiences in which
the student actively demonstrates and is assessed for his or her cumulative accomplishments of the college
career. The capstone or culminating experiences are a critical element of this framework because they
provide a designated place in the regular curriculum where students do their best work. The capstone
should be conceived as both a culminating integrative experience and as the centerpiece of the effort to
assess sophisticated learning.
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Notes

Note 1: Paul Dillon: “Executives will need a broad understanding of other cultures, other languages, history,
science, and the arts, if they are to successfully navigate a rapidly changing future business environment.”
“What Business Expects from Higher Education,” The College Board Review 164 (1992): 24.
Note 2: Paul Dillon: “Graduates entering the white-collar work force are going to have to learn how to communicate
effectively, both verbally and via the written word. Good writing skills and good public speaking skills
are crucial to business success.” “What Business Expects from Higher Education,” The College Board Review
164 (1992): 24.
Note 3: Goals 2000: Educate America Act: “Adult Literacy And Lifelong Learning. (A) By the year 2000, every adult
American will be literate and will possess the knowledge and skills necessary to compete in a global economy
and exercise the rights and responsibilities of citizenship…. (B) The objectives for this goal are that…(v)
the proportion of college graduates who demonstrate an advanced ability to think critically, communicate
effectively, and solve problems will increase substantially.” Goals 2000: Educate America Act, HR 1804,
103rd Cong., 2nd sess. (January 24, 1994), www.ed.gov/legislation/GOALS2000/TheAct/index.html.
Note 4: David Kearns: “We are reminded that the real challenge of today’s economy is not in making things but in
producing creative ideas. Today, the race goes not just to the swift, but to the inventive, the resourceful, the
curious. And that is what a liberal education is all about.” Introduction to Reclaiming the Legacy: in defense
of liberal education, by Denis Doyle (The Council for Basic Education, 2000), vi.
Note 5: C. J. Shroll (National Coalition for Advanced Manufacturing): “Business wants new employees from the
educational system who can do mathematics accurately, within benchmark time periods, and frequently
with the use of a calculator…. The second important aspect of mathematics or quantitative literacy I imagine
is included in the broad area of ‘problem solving’.… In the world of work it means dealing with real,
unpredictable, and unorganized situations where the ﬁrst task is to organize the information and only then
calculate to ﬁnd an answer.” interview, “Interviews about Quantitative Literacy” (The College Board Online,
1999), www.stolaf.edu/other/ql/intv/html.
Note 6: U.S. Department of Labor: “Workers are expected to identify, assimilate, and integrate information from
diverse sources; they prepare, maintain, and interpret quantitative and qualitative records; they convert
information from one form to another and are comfortable conveying information, orally and in writing as
the needs arises.” Secretary’s Commission on Achieving Necessary Skills (SCANS), What Work Requires of
Schools, June 1991, 11.
Note 7: Business-Higher Education Forum: “Extracurricular activities and college projects that require teamwork
can help students learn to value diversity and deal with ambiguity.” Spanning the Chasm: A Blueprint for Action
(Business-Higher Education Forum, 1999) 7.

Note 8: U.S. Department of Labor: “Reading, writing, and basic arithmetic are not enough. These skills must be
integrated with other kinds of competency to make them fully operational.” Secretary’s Commission on
Achieving Necessary Skills (SCANS), What Work Requires of Schools, June 1991, 9.
Note 9: John Glenn and Leslie Hergert: “We need to teach youth that their contributions are needed not only in times of
crisis, but as a regular and ongoing part of life in a democratic country. Educating youth for citizenship should
be the job of all teachers, not just those who teach history, social studies, and civics.” “The civic missions of
schools,” In Letters to the next president, ed. C. Glickman, 201-206 (New York and London: Teachers College
Press, 2004).
Note 10: Peter Fellowes, president of Fellowes manufacturing: “The study of the liberal arts, however, offers more than
training in the skills of critical thinking and effective communication. Study of the liberal arts can lead to moral
understandings that are invaluable to success in whatever one attempts in life.” “From Books to Business: the
Value of a Liberal Education,” The Chronicle of Higher Education 49, no. 25 (February 28, 2003) B16.

Note 14: The National Skills Standards Board: “In a high performance work organization, academic, occupational, and
employability skills are not independent of one another. It is the integration of all three that is necessary to
function effectively.” Mission statement.
Note 15: David Kearns: “We need the ﬂexible intellectual tools to be problem solvers, to be able to continue learning
over time. In such periods of change, it’s not simply what you know that counts, but the ability to use what
you know. In this way, knowledge is power—the ability to use specialized knowledge as you adapt to new
requirements.” Introduction to Reclaiming the Legacy: in defense of liberal education, by Denis Doyle (The Council
for Basic Education, 2000) vi.
Note 16: Business Strengthening America: “These companies share a core belief: an increased commitment to
volunteering and civic responsibility builds a stronger society and will enable businesses to ‘do well by going
good’ because it deepens employee, consumer, and shareholder relationships.” Campaign Overview,
www.bsanetwork.org/about.html.
Note 17: Business-Higher Education Forum: “Methods of helping students acquire or reinforce required personal traits,
including ethics, adaptability, self-management, global consciousness and a passion for life-long learning must
be integrated into the core curriculum.” Spanning the Chasm: A Blueprint for Action (Business-Higher Education
Forum, 1999) 7.
Note 18: Roger Herman (CEO of The Herman Group): “In the years ahead we’ll need more and more workers who can
think, collaborate, create, solve problems, communicate, and lead. Demand will be high for people who have
learned how to learn; who have strong, multidisciplinary education; and who can adapt easily to whatever comes
their way.” “The Case for Liberal Arts,” The Futurist 34, no. 4 (July-August 2000): 16.
Note 19: Data are from the 2004 Faculty Survey of Student Engagement (FSSE) for all surveyed colleges and universities.
(FSSE poses questions to college faculty to ﬁnd the degree to which faculty expect students to engage in
educational practices known to be linked to improved learning and personal development.) Some questions
were paraphrased or created by combining stems and speciﬁc prompts. For general information see
www.indiana.edu/~nsse/fsse/index.htm.
Note 20: National data for college seniors taken from question 1 and question 11 of the 2004 NSSE. Question 1 asks:
“In your experience at your institution during the current school year, about how often have you done each of
the following?” Question 11 asks: “To what extent has your experience at this institution contributed to your
knowledge, skills, and personal development in the following areas?” All data except for “Integration” are taken
from question 11. The 2004 NSSE gathered data from 114,000 college seniors.
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Note 13: The National Association of Manufacturers: “The major areas of concern have shifted from technology skills
back to the fundamentals, with basic employability skills cited as the number one deﬁciency…. Poor reading,
writing, math and communication skills were also signiﬁcant concerns.” Jerry Jasinowski, Introduction to The
skills gap 2001: Manufacturers confront persistent skills shortages in an uncertain economy (The National Association
of Manufacturers, 2001).

L EA P O UTCOM E S

Note 12: David Kearns: “So the industry requires a workforce that can keep pace with technology—people who have the
fundamental skills and an ability to continue learning…. [T]hey will need employees that can adapt, continue
to learn, and keep pace with rapid developments.” Introduction to Reclaiming the Legacy: in defense of liberal
education, by Denis Doyle (The Council for Basic Education, 2000), v.
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Note 11: Business-Higher Education Forum: “The beneﬁts that accrue to college students who are exposed to racial and
ethnic diversity during their education carry over into the work environment. The improved ability to think
critically, to understand issues from different points of view, and to collaborate harmoniously with co-workers
from a range of cultural backgrounds all enhance a graduate’s ability to contribute to his or her company’s
growth and productivity.” Investing in People: Developing All of America’s Talent on Campus and in the Workplace
(Business-Higher Education Forum, 2002) 14.

Note 21: A new edition of Pascarella and Tenenzini’s massive review of the literature is now available: Pascarella, Ernest
T. and Patrick T. Terenzini. 2005. How college affects students. San Francisco: Jossey Bass.
Note 22: Data for ACT CAAP tests were supplied directly to the authors from ACT. Data from Educational Testing Service
(ETS) are available on-line at www.ets.org/hea/acpro/compare.html
Note 23: At ETS level 3 for math, a student can:
• Solve word problems that would be unlikely to be solved by arithmetic; the answer choices are either algebraic
expressions or are numbers that do not lend themselves to back-solving.
• Solve problems involving difﬁcult arithmetic concepts such as exponents and roots other than squares and
square roots and percent of increase or decrease.
• Generalize about numbers, e.g., identify the values of (x) for which an expression increases as (x) increases.
• Solve problems requiring an understanding of the properties of integers, rational numbers, etc.
• Interpret a graph in which the trends are to be expressed algebraically or in which one of the following is
involved: exponents and roots other than squares and square roots, percent of increase or decrease.
• Solve problems requiring insight or logical reasoning.
Note 24: At ETS level 3 in writing, a student can:
• Discriminate between appropriate and inappropriate use of parallelism
• Discriminate between appropriate and inappropriate use of idiomatic language
• Recognize redundancy
• Discriminate between correct and incorrect constructions
• Recognize the most effective revision of a sentence
Note 25: Performance data from the Collegiate Learning Assessment indicate (1) that attending college improves scores
on the CLA critical thinking, analytic reasoning, and written communication tasks, and (2) that these outcomes,
while strongly correlated to incoming student achievement levels, are inﬂuenced by the particular college that
the student attends, with some schools doing “better than expected,” an indication that there are better and
worse ways to help students learn these skills.
“We explored the ‘value added’ of the college experience by analyzing both within- and between-school
effects. The within-school effects analysis found that, after controlling on the students’ SAT scores, upperclass
students (juniors and seniors) tended to earn higher scores on our measures than did underclass students. This
suggests that the measures capture institutional effects (recognizing that learning occurs both in and out of
the classroom). The correlation between years in school and test scores was statistically signiﬁcant. A school’s
average score on the CLA measures also correlated highly with the school’s average SAT score (r = 0.90), yet we
found statistically signiﬁcant institutional effects after controlling on SAT.
The between-school effects analysis examined whether the students at some schools were, on average,
scoring higher or lower than would be expected on the basis of their mean SAT scores. Thus, the amount of
education a student receives is related to the kinds of skills we assessed, and these relationships transcend the
abilities tested by college entrance exams. We use this approach as a means to quantify ‘value added.’ (from A
New Field of Dreams: The Collegiate Learning Assessment Project by Roger Benjamin, president, and Marc
Chun, research scientist, both of RAND Corporation’s Council for Aid to Education in Peer Review, Summer
2003. Available at www.aacu.org/peerreview/pr-su03/pr-su03feature2.cfm
Note 26: The National Assessment of Educational Progress, sometimes called “the nation’s report card,” periodically
gathers, evaluates, and reports on nationally representative samples of student work in reading, mathematics,
science, writing, U.S. history, civics, geography, and the arts. Since 1969, NAEP has studied achievement of
students in grades 4, 8, and 12 according to a schedule and framework developed by the National Assessment
Governing Board. For details see http://nces.ed.gov/nationsreportcard.
Note 27: The Diverse Democracy Project investigated ways that institutions prepare students for life in our diverse
democracy. Project ﬁndings argue for intentional campus actions to create engaged, informed, and responsible
citizens. Diversity experiences are seen as central to this learning. While suggestive of ways to advance this
outcome, this project was not a national measure of the outcome. See: Hurtado, S. 2003. Preparing college
students for a diverse democracy: Final report to the U.S. Department of Education, OERI, Field Initiated
Studies Program. Ann Arbor, MI: Center for the Study of Higher and Postsecondary Education, available as a
downloadable pdf at www.umich.edu/~divdemo/index.html.
Note 28: The impact of intercultural experiences on student learning and development have been shown in multiple
studies, many of which are summarized in Milem, Jeffrey F., Mitchell J. Chang, and Anthony Lising Antonio.
2005. Making diversity work on campus: A research-based perspective. Washington, DC: Association of American
Colleges and Universities. Available at www.aacu.org/inclusive_excellence.
Note 29: Campus dialogues and efforts that engage faculty in campus-wide assessment initiatives are addressed in a
practical guide that sketches out a framework for assessing general education outcomes. Leskes, Andrea, and
Barbara Wright. 2005. The art and science of assessing general education outcomes. Washington, DC: Association of
American Colleges and Universities.
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Inaugural Address: University of St. Andrews, Feb. 1st, 1867 ??
By John Stuart Mill, Rector of the University

In complying with the custom which prescribes that the person whom you have called by your
suffrages to the honorary presidency of your University should embody in an Address a few thoughts
on the subjects which most nearly concern a seat of liberal education; let me begin by saying, that
this usage appears to me highly commendable. Education, in its larger sense, is one of the most
inexhaustible of all topics. Though there is hardly any subject on which so much has been written, by
so many of the wisest men, it is as fresh to those who come to it with a fresh mind, a mind not
hopelessly filled full with other people’s conclusions, as it was to the first explorers of it: and
notwithstanding the great mass of excellent things which have been said respecting it, no thoughtful
person fins any lack of things both great and small still waiting to be said, or waiting to be developed
and followed out to their consequences. Education, moreover, is one of the subjects which most
essentially require to be considered by various minds, and from a variety of points of view. For, of all
many-sided subjects, it is the one which has the greatest number of sides. Not only does it include
whatever we do for ourselves, and whatever is done for us by others, for the express purpose of
bringing us somewhat nearer to the perfection of our nature; it does more: in its largest acceptation, it
comprehends even the indirect effects produced on character and on the human faculties, by things
of which the direct purpose are quite different; by laws, by forms of government, by the industrial arts,
by modes of social life; nay even by physical facts not dependent on human will; by climate, soil, and
local position. Whatever helps to shape the human being; to make the individual what he is, or hinder
him from being what he is not- is part of his education. And a very bad education it often is; requiring
all that can be done by cultivated intelligence and will, to counteract its tendencies. To take an
obvious instance; the niggardliness of Nature in some places, by engrossing the whole energies of
the human being in the mere preservation of life, and her over-bounty in others, affording a sort of
brutish subsistence on too easy terms, with hardly any exertions of the human faculties, are both
hostile to the spontaneous growth and development of the mind; and it is at those two extremes of the
scale that we find human societies in the state of most unmitigated savagery. I shall confine myself,
however, to education in the narrower sense; the culture which each generation purposely gives to
those who are to be its successors, in order to qualify them for at least keeping up, and if possible for
raising, the level on improvement which has been attained. Nearly all here present are daily occupied
either in receiving or in giving this sort of education: and the part of it which most concerns you at
present is that in which you are yourselves engaged-the stage of education which is the appointed
business of a national University.
The proper function of an University in national education is tolerable well understood. At least
there is a tolerably general agreement about what an University is not. It is not a place of professional
education. Universities are not intended to teach the knowledge required to fit men for some special
mode of gaining their livelihood. Their object is not to make skilful lawyers, or physicians, or
engineers, but capable and cultivated human beings. It is very right that there should be public
facilities for the study of professions. It is well that there should be Schools of Law, and of Medicine,
and it would be well if there were schools of engineering, and the industrial arts. The countries which
have such institutions are greatly the better for them; and there is something to be said for having
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them in the same localities, and under the same general superintendence, as the establishments
devoted to education properly so called. But these things are no part of what every generation owes
to the next, as that on which its civilization and worth will principally depend. They are needed only by
a comparatively few, who are under the strongest private inducements to acquire them by their own
efforts; and even those few do not require them until after their education, in the ordinary sense, has
been completed. Whether those whose speciality they are, will learn them as a branch of intelligence
or as a mere trade, and whether, having learnt them, they will make a wise and conscientious use of
them or the reverse, depends less on the manner in which they are taught their profession, than upon
what sort of minds they bring to it-what kind of intelligence, and of conscience, the general system of
education has developed in them. Men are men before they are lawyers, or physicians, or merchants,
or manufacturers; and if you make them capable and sensible men, they will make themselves
capable and sensible lawyers or physicians. What professional men should carry away with them
from an University, is not professional knowledge, but that which should direct the use of their
professional knowledge, and bring the light of general culture to illuminate the technicalities of a
special pursuit. Men may be competent lawyers without general education, but it depends on general
education to make them philosophic lawyers-who demand, and are capable of apprehending,
principles, instead of merely cramming their memory with details. And so of all other useful pursuits,
mechanical included. Education makes a man a more intelligent shoemaker, if that be his occupation,
but it does so by the mental exercise it gives, and the habits it impresses.
This, then, is what a mathematician would call the higher limit of University education: its
province ends where education, ceasing to be general, branches off into departments adapted to the
individual’s destination in life. The lower limit is more difficult to define. An University is not concerned
with elementary instruction: the pupil is supposed to have acquired that before coming here. But
where does elementary instruction end, and the higher studies begin? Some have given a very wide
extension to the idea of elementary instruction. According to them, it is not the office of an University
to give instruction in single branches of knowledge from the commence-sophic study of the Methods
of the sciences; the modes in which the human intellect proceeds from the knowledge to the
unknown. We must be taught to generalize our conception of the resources which the human mind
possesses for the exploration of nature; to understand how man discovers the real facts of the world,
and by what tests he can judge whether he has really found them. And doubtless this is the crown
and consummation of a liberal education: but before we restrict an University to this highest
department of instruction-before we confine it to teaching, not knowledge, but the philosophy of
knowledge-we must be assured that the knowledge itself has been acquired elsewhere. Those who
take this view of the function of an University are not wrong in thinking that the schools, as
distinguished from the universities, ought to be adequate to teaching every branch of general
instruction required by youth, so far as it can be studied apart from the rest. But where are schools to
be found? Since science assumed its modern character, nowhere: and in these islands less even
than elsewhere. This ancient kingdom, thanks to its great religious reformers, had the inestimable
advantage, denied to its southern sister, of excellent parish schools, which
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gave, really and not in pretence, a considerable amount of valuable literary instruction to the bulk of
the population, two centuries earlier than in any other country. But schools of a still higher description
have been, even in Scotland, so few and inadequate, that the Universities have had to perform
largely the functions which ought to be performed by schools; receiving students at an early age, and
undertaking not only the work for which the schools should have prepared them, but much of the
preparation itself. Every Scottish University is not an University only, but a High School, to supply the
deficiency of other schools. And if the English Universities do not do the same, it is not because the
same need does not exist, but because it is disregarded. Youths come to the Scottish Universities
ignorant, and are there taught. The majority of those who come to the English Universities come still
more ignorant, and ignorant they go away.
In point of fact, therefore, the office of a Scottish University comprises the whole of a liberal
education, from the foundations upwards. And the scheme of your Universities has, almost from the
beginning, really aimed at including the whole, both in depth and in breadth. You have not, as the
English Universities so long did, confined all the stress of your teaching, all your real effort to teach,
within the limits of two subjects, the classical languages and mathematics. You did not wait till the last
few years to establish a Natural Science and a Moral Science Tripos. Instruction in both those
departments was organized long ago; and your teachers of those subjects have not been nominal
professors, who did not lecture: some of the greatest names in physical and in moral science have
taught in your Universities and by their teaching contributed to form some of the most distinguished
intellects of the last and present centuries. To comment upon the course of education at the Scottish
Universities is to pass in review every essential department of general culture. The best use, then,
which I am able to make of the present occasion, is to offer a few remarks on each of those
departments, considered in its relation to human cultivation at large: adverting to the nature of the
claims which each has to a place in liberal education; in what special manner they each conduce to
the improvement of the individual mind and the benefit of the race; and how they all conspire to the
common end, the strengthening, exalting, purifying and beautifying of our common nature, and the
fitting out of mankind with the necessary mental implements for the work they have to perform
through life.
Let me first say a few words on the great controversy of the present day with regard to the
higher education, the difference which most broadly divides educational reformers and conservatives;
the vexed question between the ancient languages and the modern sciences and arts; whether
general education should be classical-let me use a wider expression, and say literary-or scientific. A
dispute as endlessly, and often as fruitlessly agitated as that old controversy which it resembles,
made memorable by the names of Swift and Sir William Temple in England and Fontenelle in Francethe contest for superiority between the ancients and the moderns. This question, whether we should
be taught the classics or the sciences, seems to me, I confess, very like a dispute whether painters
should cultivate drawing or colouring, or, to use a more homely illustration, whether a tailor should
make coats or trousers. I can only reply by the question, why not both? Can anything deserve the
name of a good education which does not include literature and science too? If there were no more to
be said than that scientific education teaches us to think, and literary education to express our
thoughts, do we not require both? And is not any one a poor, maimed, lopsided fragment of humanity
who is deficient in either? We are not obliged to ask ourselves whether it is more important to know
the languages or the sciences. Short as life is, and shorter still as we make it by the time we waste on
things which are neither business, nor meditation, nor pleasure, we are not so badly off that our
scholars need to be ignorant of the laws and properties of the world they live in, or our scientific men
destitute of poetic feeling and artistic cultivation. I am amazed at the limited conception which many
educational reformers have formed to themselves
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of a human being’s power of acquisition. The study of science, they truly say, is indispensable: our
present education neglects it: there is truth in this too, though it is not all truth: and they think it
impossible to find room for the studies which they desire to encourage, but by turning out, at least
from general education, those which are now chiefly cultivated. How absurd, they say, that the whole
of boyhood should be taken up in acquiring an imperfect knowledge of two dead languages. Absurd
indeed: but is the human mind’s capacity to learn, measured by that of Eton and Westminster to
teach? I should prefer to see these reformers pointing their attacks against the shameful inefficiency
of the schools, public and private, which pretend to teach these two languages and do not. I should
like to hear them denounce the wretched methods of teaching, and the criminal idleness and
supineness, which waste the entire boyhood of the pupils without really giving to most of them ore
than a smattering, if even that, of the only kind of knowledge which is even pretended to be cared for.
Let us try what conscientious and intelligent teaching can do, before we presume to decide what
cannot be done.
Scotland has on the whole, in this respect, been considerable more fortunate than England.
Scotch youths have never found it impossible to leave school or the university having learnt
somewhat of other things besides Greek and Latin; and why? Because Greek and Latin have been
better taught. A beginning of classical instruction has all along been made in the common schools:
and the common schools of Scotland, like her Universities, have never been the mere shams that the
English Universities were during the last century, and the greater part of the English classical schools
still are. The only tolerable Latin Grammars for school purposes that I know of, which had been
produced in these islands until very lately, were written by Scotchmen. Reason, indeed, is beginning
to find its way by gradual infiltration even into English schools, and to maintain a contest, though as
yet a very unequal one, against routine. A few practical reformers of school tuition, of whom Arnold
was the most eminent, have made a beginning of amendment in many things: but reforms, worthy of
the name, are always slow, and reform even of governments and churches is not so slow as that of
schools, for there is the great preliminary difficulty of fashioning the instruments: of teaching the
teachers. If all the improvements in the mode of teaching languages which are already sanctioned by
experience, were adopted into our classical schools, we should soon cease to hear of Latin and
Greek as studies which must engross the school years, and render impossible any other
acquirements. If a boy learnt Greek and Latin on the same principle on which a mere child learns with
such ease and rapidity any modern language, namely, by acquiring some familiarity with the
vocabulary by practice and repetition, before being troubled with grammatical rules-those rules being
acquired with ten fold greater facility when the cases to which they apply are already familiar to the
mind; an average schoolboy, long before the age at which schooling terminates, would be able to
read fluently and with intelligent interest any ordinary Latin or Greek author in prose or verse, would
have a competent knowledge of the grammatical structure of both languages, and have had time
besides for an ample amount of scientific instruction. I might go much further; but I am as unwilling to
speak out all that I think practicable in this matter, as George Stephenson was about railways, when
he calculated the average speed of a train at ten miles an hour, because if he had estimated it higher,
the practical men would have turned a deaf ear to him, as that most unsafe character in their
estimation, an enthusiast and a visionary. The results have shown, in that case, who was the real
practical man. What the results would show in the other case, I will not attempt to anticipate. But I will
say confidently, that if the two classical languages were properly taught, there would be no need
whatever for ejecting them from the school course, in order to have sufficient time for everything else
that need be included therein.
Let me say a few words more on this strangely limited estimate of what it is possible for human
beings to learn, resting on a tacit assumption that they are already as efficiently taught as they ever
can be. So narrow a conception not only vitiates our idea of education, but actually, if we receive it,
darkens our anticipations as to the future progress of mankind. For if the inexorable conditions of
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human life make it useless for one man to attempt to know more than one thing, what is to become of
the human intellect as facts accumulate? In every generation, and now more rapidly then ever, the
things which it is necessary that somebody should know are more and more multiplied. Every
department of knowledge becomes so loaded with details, that one who endeavors to know it with
minute accuracy, must confine himself to a smaller and smaller portion of the whole extent: every
science and art must be cut up into subdivisions, until each man’s portion, the district which he
thoroughly knows, bears about the same ratio to the whole range of useful knowledge that the art of
putting on a pin’s head does to the field of human industry. Now, if in order to know that little
completely, it is necessary to remain wholly ignorant of all the rest, what will soon be the worth of a
man, for any human purpose except his own infinitesimal fraction of human wants and requirements?
His state will be even worse than that of simple ignorance. Experience proves that there is no one
study or pursuit, which, practiced to the exclusion of all others, does not narrow and pervert the mind;
breeding in it a class of prejudices special to that pursuit, besides a general prejudice, common to all
narrow specialties, against large views, from an incapacity to take in and appreciate the grounds of
them. We should have to expect that human nature would be more and more dwarfed, and unfitted
for great things, by its very proficiency in small ones. But matters are not so bad with us: there is no
ground for so dreary an anticipation. It is not the utmost limit of human acquirement to know only one
thing, but to combine a minute knowledge of one ore a few things with a general knowledge of many
things. By a general knowledge I do not mean a few vague impressions. An eminent man, one of
whose writings is part of the course of this University, Archbishop Whately, has well discriminated
between a general knowledge and a superficial knowledge. To have a general knowledge of a subject
is to know only its leading truths, but to know these not superficially but thoroughly, so as to have a
true conception of the subject in its great features; leaving the minor details to those who require
them for the purposes of their special pursuit. There is no incompatibility between knowing a wide
range of subjects up to this point, and some one subject with the completeness required by those
whom make it their principal occupation. It is this combination which gives an enlightened public: a
body of cultivated intellects, each taught by its attainments in its own province what real knowledge is,
and knowing enough of other subjects to be able to discern who are those that know them better. The
amount of knowledge is not to be lightly estimated, which qualifies us for judging to whom we may
have recourse for more. The elements of the more important studies being widely diffused, those who
have reached the higher summits find a public capable of appreciating their superiority, and prepared
to follow their lead. It is thus too that minds are formed capable of guiding and improving public
opinion on the greater concerns of practical life. Government and civil society, are the most
complicated of all subjects accessible to the human mind: and he who would deal competently with
them as a thinker, and not as a blind follower of a party, requires not only a general knowledge of the
leading facts of life, both moral and material, but an understanding exercised and disciplined in the
principles and rules of sound thinking, up to a point which neither the experience of life, nor any one
science ore branch of knowledge, affords. Let us understand, then, that it should be our aim in
learning, not merely to know the one thing which is to be our principal occupation, as well as it can be
known, but to do this and also to know something of all the great subjects of human interest; taking
care to know that something accurately; marking well the dividing line between what we know
accurately and what we do not: and remembering that our object should be to obtain a true view of
nature
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and life in their broad outline, and that it is idle to throw away time upon the details of anything which
is to form no part of the occupation of our practical energies.
It by no means follows, however, that every useful branch of general, as distinct from
professional, knowledge, should be included in the curriculum of school or university studies. There
are things which are better learnt out of school, or when the school years, and even those usually
passed in a Scottish university, are over. I do not agree with those reformers who would give a
regular and prominent place in the school or university course to modern languages. This is not
because I attach small importance to the knowledge of them. No one can in our age be esteemed a
well-instructed person who is not familiar with at least the French language, so as to read French
books with ease; and there is great use in cultivating a familiarity with German. But living languages
are so much more easily acquired by intercourse with those who use them in daily life; a few months
in the country itself, if properly employed, go so much farther than as many years of school lessons;
that it is really a waste of time for those to whom that easier mode is attainable, to labour at them with
no help but that of books and masters; and it will in time be made attainable, through international
schools and colleges, to many more than at present. Universities do enough to facilitate the study of
modern languages, if they give a mastery over that ancient language which is the foundation of most
of them, and the possession of which makes it easier to learn four or five of the continental languages
than it is to learn one of them without it. Again, it has always seemed to me a great absurdity that
history and geography should be taught in schools; except in elementary schools for the children of
the labouring classes, whose subsequent access to books is limited. Who ever really learnt history
and geography except by private reading? And what an utter failure a system of education must be, if
it has not given the pupil a sufficient taste for reading to seek for himself those most attractive and
easily intelligible of all kinds of knowledge? Besides, such history and geography as can be taught in
schools exercise none of the faculties of the intelligence except the memory. An University is indeed
the place where the student should be introduced to the Philosophy of History; where Professors who
not merely know the facts but have exercised their minds on them, should initiate him into the causes
and explanation, so far as within our reach, of the past life of mankind in its principal features.
Historical criticism also-the tests of historical truth-are subject to which his attention may well be
drawn in this stage of his education. But of the mere facts of history, as commonly accepted, what
educated youth of any mental activity does not learn as much as is necessary, if he is simply turned
loose into an historical library? What he needs on this, and on most other matters of common
information, is not that he should be taught in boyhood, but that abundance of books should be
accessible to him.
The only languages, then, and the only literature, to which I would allow a place in the ordinary
curriculum, are those of the Greeks and Romans; and to these I would preserve the position in it
which they at present occupy. That position is justified, by the great value, in education, of knowing
well some other cultivated language and literature than one’s own, and by the peculiar value of those
particular languages and literatures.
There is one purely intellectual benefit from a knowledge of languages, which I am specially
desirous to dwell on. Those who have seriously reflected on the causes of human error, have been
deeply impressed with the tendency of mankind to mistake words for things. Without entering into the
metaphysics of the subject, we know how common it is to use words glibly and with apparent
propriety, and to accept them confidently when used by others, without ever having had any distinct
conception of the things denoted by them. To quote again from Archbishop Whately, it is the habit of
mankind to mistake familiarity for accurate knowledge. As we seldom think of asking the meaning of
what we see every day, so when our ears are used to the sound of a word or a phrase, we do not
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suspect that it conveys no clear idea to our minds, and that we should have the utmost difficulty in
defining it, or expressing, in any other words, what we think we understand by it. Now it is obvious in
what manner this bad habit tends to be corrected by the practices of translating with accuracy from
one language to another, and hunting out the meanings expressed in a vocabulary with which we
have not grown familiar by early and constant use. I hardly know any greater proof of the
extraordinary genius of the Greeks, than that they were able to make such brilliant achievements in
abstract thought, knowing, as they generally did, no language but their own. But the Greeks did not
escape the effects of this deficiency. Their greatest intellects, those who laid the foundation of
philosophy and of all our intellectual culture, Plato and Aristotle, are continually led away by words;
mistaking the accidents of language for real relationships in nature, and supposing that things which
have the same name in the Greek tongue must be the same in their own essence. There is a well
known saying of Hobbes, the far-reaching significance of which you will more and more appreciate in
proportion to the growth of your own intellect: “Words are the counters of wise men, but the money of
fools.” With the wise man a word stands for the fact which it represents; to the fool it is itself the fact.
To carry on Hobbes’ metaphor, the counter is far more likely to be taken for merely what it is, by
those who are in the habit if using many different kinds of counters. But besides the advantage of
possessing another cultivated language, there is a further consideration equally important. Without
knowing the language of a people, we never really know their thoughts, their feelings, and their type
of character: and unless we do possess this knowledge, of some other people than ourselves, we
remain, to the hour of our death, with our intellects only half expanded. Look at a youth who has
never been out of his family circle: he never dreams of any other opinions or ways of thinking than
those he has been bred up in; or, if he has heard of any such, attributes them to some moral defect or
inferiority of nature or education. If his family are Tory, he cannot conceive the possibility of being a
Liberal; if Liberal, of being a Tory. What the notions and habits of a single family are to a boy who has
had no intercourse beyond it, the notions and habits of his own country are to him who is ignorant of
every other. Those notions and habits are to him human nature itself; whatever varies from them is an
unaccountable aberration which he cannot mentally realize: the idea that any other ways can be right,
or as near an approach to right as some of his own, is inconceivable to him. This does not merely
close his eyes to the many things which every country still has to learn from others: it hinders every
country from reaching the improvement which it could otherwise attain by itself. We are not likely to
correct any of our opinions or mend any of our ways, unless we begin by conceiving that they are
capable of amendment: but merely to know that foreigners think differently from ourselves, without
understanding why they do so, or what they really do think, does but confirm us in our self-conceit,
and connect our national vanity with the preservation of our won peculiarities. Improvement consists
in bringing our opinions into nearer agreement with facts; and we shall not be likely to do this while
we look at facts only through glasses coloured by those very opinions. But since we cannot divest
ourselves of preconceived notions, there is no known means of eliminating their influence but by
frequently using the differently coloured glasses of other people: and those of other nations, as the
most different, are the best.
But if it is so useful, on this account, to know the language and literature of any other cultivated
and civilized people, the most valuable of all to us in this respect are the languages and literature of
the ancients. No nations of modern and civilized Europe are so unlike one another, as the Greeks
and Roman are unlike all of us; yet without being, as some remote Orientals are, so totally dissimilar,
that the labour of life is required to enable us to understand them. Were this the only gain to be
derived from a knowledge of the ancients, it would already place the study of them in
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a high rank among the enlightening and liberalizing pursuits. It is of no use saying that we may know
them through modern writings. We may know something of them in that way; which is much better
than knowing nothing. But the modern books do not teach us ancient thought; they teach us some
modern writer’s notion of ancient thought. Modern books do not show us the Greeks and Romans,
they tell us some modern writer’s opinions about the Greeks and Romans. Translations are scarcely
better. When we want really to know what a person thinks or says, we seek it at first hand from
himself. We do not trust to another person’s impression of his meaning, given in another person’s
words; we refer to his own. Much more is it necessary to do so when his words are in one language,
and those of his reporter are in another. Modern phraseology never conveys the exact meaning of a
Greek writer; it cannot do so, except by a diffuse explanatory circumlocution which no translator dares
use. We must be able, in a certain degree, to think in Greek, if we would represent to ourselves how a
Greek thought: and this not only in the abstruse region of metaphysics, but about the political,
religious, and even domestic concerns of life. I will mention a further aspect of this question, which,
though I have not the merit of originating it, I do not remember to have seen noticed in any book.
There is no part of our knowledge which it is more useful to obtain at first hand-to go to the fountain
head for-than our knowledge of history. Yet this, in most cases, we hardly ever do. Our conception of
the past is not drawn from its own records, but from books written about it, containing not the facts,
but a view of the facts which has shaped itself in the mind of somebody of our own or a very recent
time. Such books are very instructive and valuable; they help us to understand history, to interpret
history, to draw just conclusions from it; at the worst, they set us the example of trying to do all this;
but they are not themselves history. The knowledge they give is upon trust, and even when they have
done their best, it is not only incomplete but partial, because confined to what a few modern writers
have seen in the materials, and have thought worth picking out from them. How little we learn of our
own ancestors from Hume, or Hallam, or Macaulay, compared with what we know if we ass to what
these do tell us, even a little reading of contemporary authors and documents! The most recent
historians are so well aware of this, that they fill their pages with extracts from the original materials,
feeling that these extracts are the real history, and their comments and thread of narrative are only
helps towards understanding it. Now it is part of the great worth to us of our Greek and Latin studies,
that in them we do read history in the original sources. We are in actual contact with contemporary
minds; we are not dependent on hearsay; we have something by which we can test and check the
representations and theories of modern historians. It may be asked, why then not study the original
materials of modern history? I answer, it is highly desirable to do so; and let me remark by the way,
that even this required a dead language; nearly all the documents prior to the Reformation, and many
subsequent to it, being written in Latin. But the exploration of these documents, though a must useful
pursuit, cannot be a branch of education. Not to speak of their vast extent, and the fragmentary
nature of each, the strongest reason is, that in learning the spirit of our own past ages, until a
comparatively recent period, from contemporary writers, we learn hardly anything else. Those
authors, with a few exceptions, are little worth reading on their own account. While, in studying the
great writers of antiquity, we are not only learning to understand the ancient mind, but laying in a
stock of wise thought and observation, still valuable to ourselves familiar with a number of the most
perfect and finished literary compositions which the human mind has produced-compositions which,
from the altered conditions of human life, are likely to be seldom paralleled, in their sustained
excellence, by the times to come.
Even as mere languages, no modern European language is so valuable a discipline to the
intellect as those of Greece and
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Rome, on account of their regular and complicated structure. Consider for a moment what grammar
is. It is the most elementary part of logic. It is the beginning of the analysis of the thinking process.
The principles and rules of grammar are the means by which the forms of language are made to
correspond with the universal forms of thought. The distinctions between the various parts of speech,
between the cases of nouns, the moods and tenses of verbs, the functions of particles, are
distinctions in thought, not merely in words. Single nouns and verbs express objects and events,
many of which can be cognized by the senses: but the modes of putting nouns and verbs together,
express the relations of objects and events, which can be cognized only by the intellect; and each
different mode corresponds to different relation. The structure of every sentence is a lesson in logic.
The various rules of syntax oblige us to distinguish between the subject and predicate of a
proposition, between the agent, the action, and the thing acted upon; to mark when an idea is
intended to modify or qualify, or merely to unite with, some other idea; what assertions are
categorical, what only conditional; whether the intention is to express similarity or contrast, to make a
plurality of assertions conjunctively or disjunctively; what portions of a sentence, though
grammatically complete within themselves, are mere members or subordinate parts of the assertion
made by the entire sentence. Such things form the subject-matter of universal grammar; and the
languages which teach it best are those which have the most definite rules, and which provide distinct
forms for the greatest number of distinctions in thought, so that if we fail to attend precisely and
accurately to any of these, we cannot avoid committing a solecism in language. In these qualities the
classical languages have an incomparable superiority over every modern language, and over all
languages, dead or living, which have a literature worth being generally studied.
But the superiority of the literature itself, for the purpose of education, is still more marked and
decisive. Even in the substantial value of the matter of which it is the vehicle, it is very far from having
been superseded. The discoveries of the ancients in science have been greatly surpassed, and as
much of them as is still valuable loses nothing by being incorporated in modern treatises: but what
does not so well admit of being transferred bodily, and has been very imperfectly carried off even
piecemeal, is the treasure which they accumulated of what may be called the wisdom of life: the rich
store of experience of human nature and conduct, which the acute and observing minds of those
ages, aided in their observations by the greater simplicity of manners and life, consigned to their
writings, and most of which retains all its value. The speeches in Thucydides; the Rhetoric, Ethics,
and Politics of Aristotle; the Dialogues of Plato; the Orations of Demosthenes; the Satires, and
especially the Epistles of Horace; all the writings of Tacitus; the great work of Quintilian, a repertory of
the best thoughts of the ancient world on all subjects connected with education; and, in a less formal
manner, all that is left to us of the ancient historians, orators, philosophers, and even dramatists, are
replete with remarks and maxims of singular good sense and penetration, applicable both to political
and to private life: and the actual truths we find in them are even surpassed in value by the
encouragement and help they give us in the pursuit of truth. Human invention has never produced
anything so valuable, in the way both of stimulation and of discipline to the inquiring intellect, as the
dialectics of the ancients, of which many of the works of Aristotle illustrate the theory, and those of
Plato exhibit the practice. No modern writing comes near to these, in teaching, both by precept and
example, the way to investigate truth, on those subjects, so vastly important to us, which remain
matters of controversy, from the difficulty or impossibility of bringing them to a directly experimental
test. To question all things; never to turn away from any difficulty; to accept no doctrine either from
ourselves or from other people without a rigid scrutiny by negative criticism, letting no fallacy, or
incoherence, or confusion of thought, slip by unperceived; above all, to
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insist upon having the meaning of a word clearly understood before using it, and the meaning of a
proposition before assenting to it; these are the lessons we learn from the ancient dialecticians. With
all this vigorous management of the negative element, they inspire no skepticism about the reality of
truth, or indifference to its pursuit. The noblest enthusiasm, both for the search after truth and for
applying it to its highest uses, pervades these writers, Aristotle no less than Plato, though Plato has
incomparably the greater power of imparting those feelings to others. In cultivating, therefore, the
ancient languages as our best literary education, we are all the while laying an admirable foundation
for ethical and philosophical culture. In purely literary excellence-in perfection of form-the preeminence of the ancients is not disputed. In every department which they attempted, and the
attempted almost all, their composition, like their sculpture, has been to the greatest modern artists
an example, to be looked up to with hopeless admiration, but of inappreciable value as a light on
high, guiding their own endeavor. In prose and in poetry, in epic, lyric, or dramatic, as in historical,
philosophical, and oratorical art, the pinnacle on which they stand is equally eminent. I am now
speaking of the form, the artistic perfection of treatment: for, as regards substance, I consider modern
poetry to be superior to ancient, in the same manner, though in a less degree, as modern science: it
enters deeper into nature. The feelings of the modern mind are more various, more complex and
manifold, than those of the ancients ever were. The modern mind is, what the ancient mind was not,
brooding and self-conscious; and its meditative self-consciousness has discovered depths in the
human soul which the Greeks and Romans did not dream of, and would not have understood. But
what they had got to express, they expressed in a manner which few even of the greatest moderns
have seriously attempted to rival. It must be remembered that they had more time, and that they
wrote chiefly for a select class, possessed of leisure. To us who write in a hurry for people who read
in a hurry, the attempt to give an equal degree of finish would be loss of time. But to be familiar with
perfect models is not the less important to us because the element in which we work precludes even
the effort to equal them. They show us at least what excellence is, and make us desire it, and strive to
get as near to it as is within our reach. And this is the value to us of the ancient writers, all the more
emphatically, because their excellence does not admit of being copied, or directly imitated. It does not
consist in a trick which can be learnt, but in the perfect adaptation of means to ends. The secret of the
style of the great Greek and Roman authors, is that it is the perfection of good sense. In the first
place, they never use a word without a meaning, or a word which adds nothing to the meaning. They
always (to begin with) had a meaning; they knew what they wanted to say; and their whole purpose
was to say it with the highest degree of exactness and completeness, and bring it home to the mind
with the greatest possible clearness and vividness. It never entered into their thoughts to conceive of
a piece of writing as beautiful in itself, abstractedly from what it had to express: its beauty must all be
subservient to the most perfect expression of the sense. The curiosa felicitas which their critics
ascribed in a pre-eminent degree to Horace, expresses the standard at which they all aimed. Their
style is exactly described by Swift’s definition, “the right words in the right places.” Look at an oration
of Demosthenes; there is nothing in it which calls attention to itself as style at all: it is only after a
close examination we perceive that every word is what it should be, and where it should be, to lead
the hearer smoothly and imperceptibly into the state of mind which the orator wishes to produce. The
perfection of the workmanship is only visible in the total absence of any blemish or fault, and of
anything which checks the flow of thought and feeling, anything which even momentarily distracts the
mind from the main purpose. But then (as has been well said) it was not the object of Demosthenes
to make the Athenians cry out “What a splendid speaker!” but to make them say “Let us march
against Philip!”
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It was only in the decline of ancient literature that ornament began to be cultivated merely as
ornament. In the time of its maturity, not the merest epithet was put in because it was thought
beautiful in itself; nor even for a merely descriptive purpose, for epithets purely descriptive were one
of the corruptions of style which abound in Lucan, for example: the word had no business there
unless it brought out some feature which was wanted, and helped to place the object in the light
which the purpose of the composition required. These conditions being complied with, then indeed
the intrinsic beauty of the means used was a source of additional effect, of which it behoved them to
avail themselves, like rhythm and melody of verification. But these great writers knew that ornament
for the sake of ornament, ornament which attracts attention to itself, and shines by its own beauties,
only does so by calling off the mind from the main object, and thus not only interferes with the higher
purpose of human discourse, which ought, and generally professes, to have some matter to
communicate, apart from the mere excitement of the moment, but also spoils the perfection of the
composition as a piece of fine art, by destroying the unity of effect. This, then, is the first great lesson
in composition to be learnt from the classical authors. The second is, not to be prolix. In a single
paragraph, Thucydides can give a clear and vivid representation of a battle, such as a reader who
has once taken it into his mind can seldom forget. The most powerful and affecting piece of narrative
perhaps in all historical literature, is the account of the Sicilian catastrophe in his seventh book, yet
how few pages does it fill! The ancients were concise, because of the extreme pains they took with
their compositions; almost all moderns are prolix, because they do not. The great ancients could
express a thought so perfectly in a few word or sentences, that they did not need to add any more:
the moderns, because they cannot bring it out clearly and completely at once, return again and again,
heaping sentence upon sentence, each adding a little more elucidation, in hopes that though no
single sentence expresses the full meaning, the whole together may give a sufficient notion of it. In
this respect I am afraid we are growing worse instead of better, for want of time and patience, and
from the necessity we are in of addressing almost all writings to a busy and imperfectly prepared
public. The demands of modern life are such-the work to be done, the mass to be worked upon, are
so vast that those who have anything particular to say-who have, as the phrase goes, any message
to deliver- cannot afford to devote their time to the production of masterpieces. But they would do far
worse than they do, if there had never been masterpieces, or if they had never known them. Early
familiarity with the perfect, makes our most imperfect production far less bad than it otherwise would
be. To have a high standard of excellence often makes the whole difference of rendering our work
good when it would otherwise be mediocre.
For all these reasons I think it important to retain these two languages and literatures in the
place they occupy, as a part of liberal education, that is, of the education of all who are not obliged by
their circumstances to discontinue their scholastic studies at a very early age. But the same reasons
which vindicate the place of classical studies in general education, show also the proper limitation of
them. They should be carried as far as is sufficient to enable the pupil, in after life, to read the great
works of ancient literature with ease. Those who have leisure and inclination to make scholarship, or
ancient history, or general philology, their pursuit, of course require much more, but there is no room
for more in general education. The laborious idleness in which the school-time is wasted away in the
English classical schools deserves the severest reprehension. To what purpose should the most
precious years of early life be irreparably squandered in learning to write bad Latin and Greek
verses? I do not see that we are much the better even for those who end by writing good ones. I am
often tempted to ask the favourites of nature and fortune, whether all the serious and important work
of the world is done, that their time and energy
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can be spared for these nugoe difficiles? I am not blind to the utility of composing in a language, as a
means of learning it accurately. I hardly know any other means equally effectual. But why should not
prose composition suffice? What need is there of original composition at all? If that can be called
original which unfortunate schoolboys, without any thoughts to express, hammer out on compulsion
from mere memory, acquiring the pernicious habit which a teacher should consider it one of his first
duties to repress, that of merely string together borrowed phrases? The exercise in composition, most
suitable to the requirements of learners, is that most valuable one, of retranslating from translated
passages of a good author: and to this might be added, what still exists in many Continental places of
education, occasional practice in talking Latin. There would be something to be said for the time
spent in the manufacture of verses, if such practice were necessary for the enjoyment of ancient
poetry; though it would be better to lose that enjoyment than to purchase it at so extravagant a price.
But the beauties of a great poet would be a far poorer thing than they are, if they only impressed us
through a knowledge of the technicalities of his art. The poet needed those technicalities: they are not
necessary to us. They are essential for criticizing a poem, but not for enjoying it. All that is wanted is
sufficient familiarity with the language, for its meaning to reach us without any sense of effort, and
clothed with the associations on which the poet counted for producing his effect. Whoever has this
familiarity, and a practiced ear, can have as keen a relish of the music of Virgil and Horace, as of
Gray, or Burns, or Shelley, though he know not the metrical rules of a common Sapphic or Alcaic. I do
not say that these rules ought not to be taught, but I would have a class apart from them, and would
make the appropriate exercises an optional, not a compulsory part of the school teaching.
Much more might be said respecting classical instruction, and literary cultivation in general, as
a part of liberal education. But it is time to speak of the uses of scientific instruction: or rather its
indispensable necessity, for it is recommended by every consideration which pleads for any high
order of intellectual education at all.
The most obvious part of the value of scientific instruction, the mere information that it gives,
speaks for itself. We are born into a world which we have not made; a world whose phenomena take
place according to fixed laws, of which we do not bring any knowledge into the world with us. In such
a world we are appointed to live, and in it all our work is to be done. Our whole working power
depends on knowing the laws of the world-in other words, the properties of the things which we have
to work with, and to work among, and to work upon. We may and do rely, for the greater part of this
knowledge, on the few who in each department make its acquisition their main business in life. But
unless an elementary knowledge of scientific truths is diffused among the public, they never know
what is certain and what is not, or who are entitled to speak with authority and who are not: and they
either have no faith at all in the testimony of science, or are the ready dupes of charlatans and
impostors. They alternate between ignorant distrust, and blind, often misplaced, confidence. Besides,
who is there who would not wish to understand the meaning of the common physical facts that take
place under his eye? Who would not wish to know why a pump raises water, why a lever moves
heavy weights, why it is hot at the tropics and cold at the poles, why the moon is sometimes dark and
sometimes bright, what is the cause of the tides? Do we not feel that he who is totally ignorant of
these things, let him be ever so skilled in a special profession, is not an educated man but an
ignoramus? It is surely no small part of education to put us in intelligent possession of the most
important and most universally interesting facts of the universe, so that the world which surrounds us
may not be a sealed book to us, uninteresting because unintelligible. This, however, is but the
simplest and most obvious part of the utility of science, and the part which, if neglected in youth, may
be the most easily made up for afterwards. It is more important to understand the value of scientific
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instruction as a training and disciplining process, to fit the intellect for the proper work of a human
being. Facts are the materials of our knowledge, but the mind itself is the instrument: and it is easier
to acquire facts, than to judge what they prove, and how, through the facts which we know, to get to
those which we want to know.
The most incessant occupation of the human intellect throughout life is the ascertainment of
truth. We are always needing to know what is actually true about something or other. It is not given to
us all to discover great general truths that are a light to all men and to future generations; though with
a better general education the number of those who could do so would be far greater than it is. But
we all require the ability to judge between the conflicting opinions which are offered to us as vital
truths; to choose what doctrines we will receive in the matter of religion, for example; to judge
whether we ought to be Tories, Whigs, or Radicals, or to what length it is our duty to go with each to
form a rational conviction on great questions of legislation and internal policy, and on the manner in
which our country should behave to dependencies and to foreign nations. And the need we have of
knowing how to discriminate truth, is not confined to the larger truths. All through life it is our most
pressing interest to find out the truth about all the matters we are concerned with. If we are farmers
we want to find what will truly improve our soil; if merchants, what will truly influence the markets of
our commodities; if judges, or jurymen, or advocates, who it was that truly did an unlawful act, or to
whom a disputed right truly belongs. Every time we have to make a new resolution or alter an old
one, in any situation in life, we shall go wrong unless we know the truth about the facts on which our
resolution depends. Now, however different these searches for truth may look, and however unlike
they really are in their subject-matter, the methods of getting at truth, and the tests of truth, are in all
cases much the same. There are but two roads by which truth can be discovered; observation, and
reasoning: observation, of course, including experiment. We all observe, and we all reason, and there
fore more or less successfully, we all ascertain truths: but most of us do it very ill, and could not get
on at all were we not able to fall back on others who do it better. If we could not do it in any degree,
we should be mere instruments in the hands of those who could: they would be able to reduce us to
slavery. Then how shall we best learn to do this? By being shown the way in which it has already
been successfully done. The processes by which truth is attained, reasoning, and observation, have
been carried to their greatest known perfection in the physical sciences. As classical literature
furnishes the most perfect types of the art of expression, so do the physical sciences those of the art
of thinking. Mathematics, and its application to astronomy and natural philosophy, are the most
complete example of the discovery of truths by reasoning; experimental science, of their discovery by
direct observation. In all these cases we know that we can trust the operation, because the
conclusions to which it has led have been found true by subsequent trial. It is by the study of these,
then, that we may hope to qualify ourselves for distinguishing truth, in cases where there do not exist
the same ready means of verification.
In what consists the principal and most characteristic difference between one human intellect
and another? In their ability to judge correctly of evidence. Our direct perceptions of truth are so
limited; we know so few things by immediate intuition, or, as it used to be called, by simple
apprehension-that we depend for almost all our valuable knowledge, on evidence external to itself;
and most of us are very unsafe hands at estimating evidence, where an appeal cannot be made to
actual eyesight. The intellectual part of our education has nothing more important to do, than to
correct or mitigate this almost universal infirmity-this summary and substance of nearly all purely
intellectual weakness. To do this with effect needs all the resources which the most perfect system of
intellectual training can command. Those resources, as every teacher knows, are but of
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three kinds: first, models, secondly, rules, thirdly, appropriate practice. The models of the art of
estimating evidence are furnished by science; the rules are suggested by science; and the study of
science is the most fundamental portion of the practice.
Take in the first instance mathematics. It is chiefly from mathematics we realize the fact that
there actually is a road to truth by means of reasoning; that anything real, and which will be found true
when tried, can be arrived at by a mere operation of the mind. The flagrant abuse of mere reasoning
in the days of the schoolmen, when men argued confidently to supposed facts of outward nature
without properly establishing their premises, or checking the conclusions by observation, created a
prejudice in the modern, and especially in the English mind, against deductive reasoning altogether,
as a mode of investigation. The prejudice lasted long and was upheld by the misunderstood authority
of Lord Bacon; until the prodigious applications of mathematics to physical science-to the discovery of
the laws of external nature-slowly and tardily restored the reasoning process to the place which
belongs to it as a source of real knowledge. Mathematics, pure and applied, are still the great
conclusive example of what can be done by reasoning. Mathematics also habituates us to several of
the principal precautions for the safety of the process. Our first studies in geometry teach us two
invaluable lessons. One is, to lay down at the beginning, in express and clear terms, all the premises
from which we intend to reason. The other is, to keep every step in the reasoning distinct and
separate from all the other steps, and to make each step safe before proceeding to another;
expressly stating to ourselves, at every join in the reasoning, what new premise we there introduce. It
is not necessary that we should do this at all times, in all our reasonings. But we must be always able
and ready to do it. If the validity of our argument is denied, or if we doubt it ourselves, that is the way
to check it. In this way we are often enabled to detect at once the exact place where paralogism or
confusion get, in: and after sufficient practice we may be able to keep them out from the beginning. It
is to mathematics, again, that we owe our first notion of a connected body of truth; truths which grow
out of one another, and hang together so that each implies all the rest; that no one of them can be
questioned without contradicting another or others, until in the end it appears that no part of the
system can be false unless the whole is so. Pure mathematics first gave us this conception; applied
mathematics extends to it the realm of physical nature. Applied mathematics shows us that not only
the truths of abstract number and extension, but the external facts of the universe, which we
apprehend by our senses, form, at least in a large part of all nature, a web similarly held together. We
are able, by reasoning from a few fundamental truths, to explain and predict the phenomena of
material objects: and what is still more remarkable, the fundamental truths were themselves found out
by reasoning; for they are not such as are obvious to the senses, but had to be inferred by a
mathematical process from a mass of minute details, which alone came within the direct reach of
human observation. When Newton, in this manner, discovered the laws of the solar system, he
created, for all posterity, the true idea of science. He gave the most perfect example we are ever
likely to have, of that union of reasoning and observation, which by means of facts that can be directly
observed, ascends to laws which govern multitudes of other facts-laws which not only explain and
account for what we see, but give us assurance beforehand of much that we do not see, much that
we never could have found out by observation, though, having been found out, it is always verified by
the result.
While mathematics, and the mathematical science, supply us with a typical example of the
ascertainment of truth by reasoning; those physical sciences which are not mathematical, such as
chemistry, and purely experimental physics, show us in equal perfection the other mode of arriving at
certain truth, by observation, in its most accurate form, that of experiment. The value of mathematics
in a logical point of view is an old topic with mathematicians, and has
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even been insisted on so exclusively as to provoke a counter-exaggeration, of which a well-known
essay by Sir William Hamilton is an example: but the logical value of experimental science is
comparatively a new subject, yet there is no intellectual discipline more important than that which the
experimental science afford. Their whole occupation consists in doing well, what all of us, during the
whole of life, are engaged in doing, for the most part badly. All men do not affect to be reasoners, but
all profess, and really attempt, to draw inferences from experience: yet hardly any one, who has not
been a student of the physical sciences, sets out with any just idea of what the process of interpreting
experience really is. If a fact has occurred once or oftener, and another fact has followed it people
think they have got an experiment, and are well on the road towards showing that the one fact is the
cause of the other. If they did but know the immense amount of precaution necessary to a scientific
experiment; with what sedulous care the accompanying circumstances are contrived and varied, so
as to exclude every agency but that which is the subject of the experiment-or, when disturbing
agencies cannot be excluded, the minute accuracy with which their influence is calculated and
allowed for, in order that the residue may contain nothing but what is due to the one agency under
examination; if these things were attended to, people would be much less easily satisfied that their
opinions have the evidence of experience; many popular notions and generalizations which are in all
mouths, would be thought a great deal less certain than they are supposed to be; but we should
begin to lay the foundation of really experimental knowledge, on things which are now the subjects of
mere vague discussion, where one side finds as much to say and says it as confidently as another,
and each person’s opinion is less determined by evidence than by his accidental interest or
prepossession. In politics, for instance, it is evident to whoever comes to the study from that of the
experimental sciences, that no political conclusions of any value for practice can be arrived at by
direct experience. Such specific experience as we can have, serves only to verify, and even that
insufficiently, the conclusions of reasoning. Take any active force you please in politics, take the
liberties of England, or free trade; how should we know that either of these things conduced to
prosperity, if we could discern no tendency in the things themselves to produce it? If we had only the
evidence of what is called our experience, such prosperity as we enjoy might have been obstructed,
not promoted, by these. All true political science is, in one sense of the phrase, a priori, being
deduced from the tendencies of things, tendencies known either through our general experience of
human nature, or as the result of an analysis of the course of history, considered as a progressive
evolution. It requires, therefore, the union of induction and deduction, and the mind that is equal to it
must have been well disciplined in both. But familiarity with scientific experiment at least does the
useful service of inspiring a wholesome skepticism about the conclusions which the mere surface of
experience suggests.
The study, on the one hand, of mathematics and its applications, on the other, of experimental
science, prepares us for the principal business of the intellect, by the practice of it in the most
characteristic cases, and by familiarity with the most perfect and successful models of it. But in great
things as in small, examples and models are not sufficient: we want rules as well. Familiarity with the
correct use of a language in conversation and writing does not make rules of grammar unnecessary;
nor does the amplest knowledge of sciences of reasoning and experiment dispense with rules of
logic. We may have heard correct reasonings and seen skillful experiments all our lives-we shall not
learn by mere imitation to do the like, unless we pay careful attention to how it is done. It is much
easier in these abstract matters, than in purely mechanical ones, to mistake bad work for good. To
mark out the difference between them is the province of logic. Logic lays down the general principles
and laws of the search after truth; the conditions which, whether recognized or not, must actually
have been observed if the mind had done
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its work rightly. Logic is the intellectual complement of mathematics and physics. Those sciences give
the practice, of which, logic is the theory. It declares the principles, rules, and precepts, of which they
exemplify the observance.
The science of Logic has two parts; ratiocinative and inductive logic. The one helps to keep us
right in reasoning from premises, the other in concluding from observation. Ratiocinative logic is much
older than inductive, because reasoning in the narrower sense of the word is an easier process than
induction, and the science which works by mere reasoning, pure mathematics, had been carried to a
considerable height while the sciences of observation were still in the purely empirical period. The
principles of ratiocination, therefore were the earliest understood and systematized, and the logic of
ratiocination is even now suitable to an earlier stage in education than that of induction. The principles
of induction cannot be properly understood without some previous study of the inductive sciences: but
the logic of reasoning, which was already carried to a high degree of perfection by Aristotle, does not
absolutely require even a knowledge of mathematics, but can be sufficiently exemplified and
illustrated from the practice of daily life.
Of Logic I venture to say, even if limited to that of mere ratiocination, the theory of names,
propositions, and the syllogism, that there is no part of intellectual education which is of greater value,
or whose place can so ill be supplied by anything else. Its uses, it is true, are chiefly negative; its
function is, not so much to teach us to go right, as to keep us from going wrong. But in the operations
of the intellect it is so much easier to go wrong than right; it is so utterly impossible for even the most
vigorous mind to keep itself in the path but by maintaining a vigilant watch against all deviations, and
noting all the byways by which it is possible to go astray-that the chief difference between one
reasoner and another consists in their less or greater liability to be misled. Logic points out all the
possible ways in which, starting from true premises, we may draw false conclusions. By its analysis of
the reasoning process, and the forms it supplies for stating and setting forth our reasonings, it
enables us to guard the points at which a fallacy is in danger of slipping in, or to lay our fingers upon
the place where it has slipped in. When I consider how very simple the theory or reasoning is, and
how short a time is sufficient for acquiring a thorough knowledge of its principles and rules, and even
considerable expertness in applying them, I can find no excuse for omission to study it on the part of
any one who aspires to succeed in any intellectual pursuit. Logic is the great dispenser of hazy and
confused thinking, it clears up the fogs which hide from us our own ignorance, and make us believe
that we understand a subject when we do not. We must not be led away by talk about inarticulate
giants who do great deeds without knowing how, and see into the most recondite truths without any of
the ordinary helps, and without being able to explain to other people how they reach their
conclusions, nor consequently to convince any other people of the truth of them. There may be such
men, as there are deaf and dumb persons who do clever things, but for all that, speech and hearing
are faculties by no means to be dispensed with. If you want to know whether you are thinking rightly,
put you thoughts into words. In the very attempt to do this you will find yourselves, consciously or
unconsciously, using logical forms. Logic compels us to throw our meaning into distinct propositions
and our reasonings into distinct steps. It makes us conscious of all the implied assumptions on which
we are proceeding, and which, if not true, vitiate the entire process. It makes us aware what extent of
doctrine we commit ourselves to by any course of reasoning, and obliges us to look the implied
premises in the face, and make up our minds whether we can stand to them. It makes our opinions
consistent with themselves and with one another, and forces us to think clearly, even when it cannot
make us think correctly. It is true that error may be consistent and systematic as well as truth; but this
is not the common case. It is no small advantage to see clearly the principles and consequences
involved in our opinions, and
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which we must either accept, or else abandon those opinions. We are much nearer to finding truth
when we search for it in broad daylight. Error, pursued rigorously to all that is implied in it, seldom
fails to get detected by coming into collision with some known and admitted fact.
You will find abundance of people to tell you that logic is no help to thought, and that people
cannot be taught to think by rules. Undoubtedly rules by themselves, without practice, go but a little
way in teaching anything. But if the practice of thinking is not improved by rules, I venture to say it is
the only difficult thing done by human beings that is not so. A man learns to saw wood principally by
practice, but there are rules for doing it, grounded on the nature of the operation, and if he is not
taught the rules, he will not say well until he has discovered them for himself. Wherever there is a
rights way and a wrong, there must be a difference between them, and it must be possible to find out
what the difference is; and when found out and expressed in words, it is a rule for the operation. If
any one is inclined to disparage rules, I say to him, try to learn anything which there are rules for,
without knowing the rules, and see how you succeed. To those who think lightly of the school logic, I
say, take the trouble to learn it. You will easily do so in a few weeks, and you will see whether it is of
no use to you in making your mind clear, and keeping you from stumbling in the dark over the most
outrageous fallacies. Nobody, I believe, who has really learnt it, and who goes on using his mind, is
insensible to its benefits, unless he started with a prejudice, or, like some eminent English and
Scottish thinkers of the past century, in under the influence of a reaction against the exaggerated
pretensions made by the schoolmen, not so much in behalf of logic as of the reasoning process itself.
Still more highly must the use of logic be estimated, if we include in it, as we ought to do, the
principles and rules of Induction as well as of Ratiocination. As the one logic guards us against bad
deduction, so does the other against bad generalization, which is a still more universal error. If men
easily err in arguing from one general proposition to another, still more easily do they go wrong in
interpreting the observations made by themselves and others. There is nothing in which an untrained
mind shows itself more hopelessly incapable, than in drawing the proper general conclusions from its
own experience. And even trained minds, when all their training is on a special subject, and does not
extend to the general principles of induction, are only kept right, when there are ready opportunities of
verifying their inferences by facts. Able scientific men, when they venture upon subjects in which they
have no facts to check them, are often found drawing conclusions or making generalizations from
their experimental knowledge, such as any sound theory of induction would show to be utterly
unwarranted. So true is it that practices alone, even of a good kind, is not sufficient without principles
and rules. Lord Bacon had the great merit of seeing that rules were necessary, and conceiving, to a
very considerable extent, their true character. The defects of his conceptions were such as were
inevitable while the inductive sciences were only in the earliest stage of their progress, and the
highest efforts of the human mind in that direction had not yet been made. Inadequate as the
Baconian view of induction was, and rapidly as the practice outgrew it, it is only within a generation or
two that any considerable improvement has been made in the theory; very much through the impulse
given by two of the many distinguished men who have adorned the Scottish universities, Dugald
Stewart and Brown.
I have given a very incomplete and summary view of the educational benefits derived from
instruction in the more perfect sciences, and in the rules for the proper use of the intellectual faculties
which the practice of those sciences has suggested. There are other sciences, which are in a more
backward state, and tax the whole powers of the mind in its mature years, yet a beginning of which
may be beneficially made in university studies, while a tincture of them is valuable even to those who
are never likely to proceed further. The first is physiology; the science of the laws of organic and
animal life, and especially of the structure and
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functions of the human body. It would be absurd to pretend that a profound knowledge of this difficult
subject can be acquired in youth, or as a part of general education. Yet an acquaintance with its
leading truths is one of those acquirements which ought not to be the exclusive property of a
particular profession. The value of such knowledge for daily uses has been made familiar to us all by
the sanitary discussions of late years. There is hardly one among us who may not, in some position of
authority, be required to form an opinion and take part in public action on sanitary subjects. And the
importance of understanding the true conditions of health and disease-of knowing how to acquire and
preserve that healthy habit of body which the most tedious and costly medical treatment so often fails
to restore when once lost, should secure a place in general education for the principal maxims of
hygiene, and some of those even of practical medicine. For those who aim at high intellectual
cultivation, the study of physiology has still greater recommendations, and is, in the present state of
advancement of the higher studies, a real necessity. The practice which it gives in the study of nature
is such as no other physical science affords in the same kind, and is the best introduction to the
difficult questions of politics and social life. Scientific education, apart from professional objects, is but
a preparation for judging rightly of Man, and of his requirements and interests. But to this final pursuit,
which was been called par excellence the proper study of mankind, physiology is the most
serviceable of the sciences, because it is the nearest. Its subject is already Man; the same complex
and manifold being, whose properties are not independent of circumstance, and immovable from age
to age, like those of the ellipse and hyperbola, or of sulphur and phosphorus, but are infinitely various,
indefinitely modifiable by art or accident, graduating by the nicest shades into one another, and
reacting upon one another in a thousand ways, so that they are seldom capable of being isolated and
observed separately. With the difficulties of the study of a being so constituted, the physiologist, and
he alone among scientific enquirers, is already familiar. Take what view we will of man as a spiritual
being, one part of his nature is far more like another than either of them is like anything else. In the
organic world we study nature under disadvantages very similar to those which affect the study of
moral and political phenomena: our means of making experiments are almost as limited, while the
extreme complexity of the facts makes the conclusions of general reasoning unusually precarious, on
account of the vast number of circumstances that conspire to determine every result. Yet in spite of
these obstacles, it is found possible in physiology to arrive at a considerable number of wellascertained and important truths. This therefore is an excellent school in which to study the means of
overcoming similar difficulties elsewhere. It is in physiology too that we are first introduced to some of
the conceptions which play the greatest part in the moral and social sciences, but which do not occur
at all in those of inorganic nature. As, for instance, the idea of predisposition, and of predisposing
causes, as distinguished from exciting causes. The operation of all moral forces is immensely
influenced by predisposition: without that element, it is impossible to explain the commonest facts of
history and social life. Physiology is also the first science in which we recognize the influence of habitthe tendency of something to happen again merely because it has happened before. From
physiology, too, we get our clearest notion of what is meant by development or evolution, The growth
of a plant or animal from the first germ is the typical specimen of a phenomenon which rules through
the whole course of the history of man and society-increase of function, through expansion and
differentiation of structure by internal forces. I can not enter into the subject at greater length; it is
enough if I throw out hints which may be germs of further thought in yourselves. Those who aim at
high intellectual achievements may be assured that no part of their time will be less wasted, than that
which they employ in becoming familiar with the methods and with the main conceptions of the
sciences of organization and life.
Physiology, at its upper extremity, touches on Psychology, or the Philosophy of mind:
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and without raising any disputed questions about the limits between Matter and Spirit, the nerves and
brain are admitted to have so intimate a connection with the mental operations, that the student of the
last cannot dispense with a considerable knowledge of the first. The value of psychology itself need
hardly be expatiated upon in a Scottish university; for it has always been there studied with brilliant
success. Almost everything which has been contributed from these islands towards its advancement
since Locke and Berkeley, has until very lately, and much of it even in the present generation,
proceeded from Scottish authors and Scottish professors. Psychology, in truth, is simply the
knowledge of the laws of human nature. If there is anything that deserves to be studied by man, it is
his own nature and that of his fellow-men: and if it is worth studying at all, it is worth studying
scientifically, so as to reach the fundamental laws which underlie and govern all the rest. With regard
to the suitableness of this subject for general education, a distinction must be made. There are
certain observed laws of our thoughts and of our feelings which rest upon experimental evidence,
and, once seized, are a clue to the interpretation of much that we are conscious of in ourselves, and
observe in one another. Such, for example, are the laws of association. Psychology, so far as it
consists of such laws-I speak of the laws themselves, not of their disputed applications- is as positive
and certain a science as chemistry, and fit to be taught as such. When, however, we pass beyond the
bounds of these admitted truths, to questions which are still in controversy among the different
philosophical schools-how far the higher operations of the mind can be explained by association, how
far we must admit other primary principles- what faculties of the mind are simple, what complex, and
what is the composition of the latter-above all, when we embark upon the sea of metaphysics
properly so called, and enquire, for instance whether time and space are real existences, as is our
spontaneous impression, or forms of our sensitive faculty, as is maintained by Kant, or complex ideas
generated by association; whether matter and spirit are conceptions merely relative to our faculties,
or facts existing per se, and in the latter case, what is the nature and limit of our knowledge of them;
whether the will of man is free or determined by causes, and what is the real difference between the
two doctrines; matters on which the most thinking men, and those who have given most study to the
subjects, are still divided, it is neither to be expected nor desired that those who do not specially
devote themselves to the higher departments of speculation should employ much of their time in
attempting to get to the bottom of these questions. But it is a part of liberal education to know that
such controversies exist, and, in a general way, what has been said on both sides of them. It is
instructive to know the failures of the human intellect as well as its successes, its imperfect as well as
its perfect attainments; to be aware of the open questions, as well as of those which have been
definitively resolved. A very summary view of these disputed matters may suffice for the many; but a
system of education is not intended solely for the many: it has to kindly the aspirations and aid the
efforts of those who are destined to stand forth as thinkers above the multitude: and for these there is
hardly to be found any discipline comparable to that which these metaphysical controversies afford.
For they are essentially questions about the estimation of evidence; about the ultimate grounds of
belief; the conditions required to justify our most familiar and intimate convictions; and the real
meaning and import of words and phrases which we have used from infancy as if we understood all
about them, which are even at the foundation of human language, yet of which no one except a
metaphysician has rendered to himself a complete account. Whatever philosophical opinions the
study of these questions may lead us to adopt, no one ever came out of the discussion of them
without increased vigor of understanding, an increased demand for precision of thought and
language, and amore careful and exact appreciation of the nature of proof. There never was any
sharpener of the intellectual faculties superior to the Berkeleian controversy. There is even
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now no reading more profitable to students-confining myself to writers in our own language, and
notwithstanding that so many of their speculations are already obsolete-than Hobbes and Locke, Rein
and Stewart, Hume, Hartley, and Brown: on condition that these great thinkers are not read passively,
as masters to be followed, but actively, as supplying materials and incentives to thought. To come to
our own contemporaries, he who has mastered Sir William Hamilton and your own lamented Ferrier
as distinguished representatives of one of the two great schools of philosophy, and an eminent
professor in a neighbouring University, Professor Bane, probably the greatest living authority in the
other, has gained a practice in the most searching methods of philosophic investigation applied to the
most arduous subjects, which is no inadequate preparation for any intellectual difficulties that he is
ever likely to be called on to resolve.
In this brief outline of a complete scientific education, I have said nothing about direct
instruction in that which it is the chief of all the ends of intellectual education to qualify us for-the
exercise of thought on the great interests of mankind as moral and social beings-ethics and politics, in
the largest sense. These things are not, in the existing state of human knowledge, the subject of a
science, generally admitted and accepted. Politics cannot be learnt once for all, from a text book, or
the instructions of a master. What we require to be taught on that subject, is to be our own teachers.
It is a subject on which we have no masters to follow; each must explore for himself, and exercise an
independent judgment. Scientific politics do not consist in having a set of conclusions ready made, to
be applied everywhere indiscriminately, but in setting the mind to work in a scientific spirit to discover
in each instance the truths applicable to the given case. And this at present, scarcely any two persons
do in the same way. Education is not entitled, on this subject, to recommend any set of opinions as
resting on the authority of established science. But it can supply the student with materials for his own
mind, and helps to use them. It can make him acquainted with the best speculations on the subject,
taken from different points of view: none of which will be found complete, while each embodies some
considerations really relevant, really requiring to be taken into the account. Education may also
introduce us to the principal facts which have a direct bearing on the subject, namely the different
modes or stages of civilization that have been found among mankind, and the characteristic
properties of each. This is the true purpose of historical studies, as prosecuted in an University. The
leading facts of ancient and modern history should be known by the student from his private reading:
if that knowledge be wanting, it cannot possible be supplied here. What a Professor of History has to
teach, is the meaning of those facts. His office is to help the student in collecting from history what
are the main differences between human beings, and between the institutions of society, at one time
or place and at another: in picturing to himself human life and the human conception of life, as they
were at the different stages of human development: in distinguishing between what is the same in all
ages and what is progressive, and forming some incipient conception of the causes and laws of
progress. All these things are as yet very imperfectly understood even by the most philosophic
enquirers, and are quite unfit to be taught dogmatically. The object is to lead the student to attend to
them; to make him take interest in history not as mere narrative, but as a chain of causes and effects
still unwinding itself before his eyes, and full of momentous consequences to himself and his
descendants; the unfolding of a great epic or dramatic action, to terminate in the happiness or misery,
the elevation or degradation, of the human race; an unremitting conflict between good and evil
powers, of which every act done by any of us, insignificant as we are, forms one of the incidents; a
conflict on which even the smallest of us cannot escape from taking part, in which whoever does not
help the right side is helping the wrong, and for out share in which, whether it be greater or smaller,
and let its actual consequences
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be visible or in the main invisible, no one of us can escape the responsibility. Though education
cannot arm and equip its pupils for this fight with any complete philosophy either of politics or of
history, there is much positive instruction that it can give them, having a direct bearing on the duties
of citizenship. They should be taught the outlines of the civil and political institutions of their own
country, and in a more general way, of the more advanced of the other civilized nations. Those
branches of politics, or of the laws of social life, in which there exists a collection of facts or thoughts
sufficiently sifted and methodized to form the beginning of a science, should be taught ex professo.
Among the chief of these is Political Economy; the sources and conditions of wealth and material
prosperity for aggregate bodies of human beings. This study approaches nearer to the rank of a
science, in the sense in which we apply that name to the physical sciences, than anything else
connected with politics yet does. I need not enlarge on the important lessons which it affords for the
guidance of life, and for the estimation of laws and institutions, or on the necessity of knowing all that
it can teach in order to have true views of the course of human affairs, or form plans for their
improvement which will stand actual trial. The same persons who cry down Logic will generally warn
you against Political Economy. It is unfeeling, they will tell you. It recognizes unpleasant facts. For my
part, the most unfeeling thing I know of is the law of gravitation: it breaks the neck of the best and
most amiable person without scruple, if he forgets for a single moment to give heed to it. The winds
and waves too are very unfeeling. Would you advise those who go to sea to deny the winds and
waves-or to make use of them, and find the means of guarding against their dangers? My advice to
you is to study the great writers on Political Economy, and hold firmly by whatever in them you find
true; and depend upon it that if you are not selfish or hard-hearted already, Political Economy will not
make you so. Of no less importance than Political Economy is the study of what is called
Jurisprudence; the general principles of law; the social necessities which laws are required to meet;
the features common to all systems of law, and the differences between them; the requisites of good
legislation, the proper mode of constructing a legal system, and the best constitution of courts of
justice and modes of legal procedure. These things are not only the chief part of the business of
government, but the vital concern of every citizen; and their improvement affords a wider scope for
the energies of any duly prepared mind, ambitious of contributing towards the better condition of the
human race. For this, too, admirable helps have been provided by writers of our won or a very recent
time. At the head of them stands Bentham; undoubtedly the greatest master who ever devoted the
labour of a life to let in light on the subject of law; and who is the more intelligible to non-professional
persons, because, as his way is, he builds up the subject from its foundation in the facts of human
life, and shows by careful consideration of ends and means, what law might and ought to be, in
deplorable contrast with what it is. Other enlightened jurists have followed with contributions of two
kinds, as the type of which I may take two works, equally admirable in their respective times. Mr.
Austin, in his Lectures on Jurisprudence, takes for his basis the Roman law, the most elaborately
consistent legal system which history has shown us in actual operation, and that which the greatest
number of accomplished minds have employed themselves in harmonizing. From this he singles out
the principles and distinctions which are of general applicability, and employs the powers and
resources of a most precise and analytic mind to give to those principles and distinctions a
philosophic basis, grounded in the universal reason of mankind, and not in mere technical
convenience. Mr. Maine, in his treatise on Ancient Law in its relations to Modern Thought, shows from
the history of law, and from what is known of the primitive institutions of mankind, the origin of much
that has lasted till now, and has a firm footing both in the laws and in the ideas of modern times;
showing that many of these
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things never originated in reason, but are relics of the institutions of barbarous society, modified more
or less by civilization, but kept standing by the persistency of ideas which were the offspring of those
barbarous institutions, and have survives their parent. The path opened by Mr. Maine has been
followed up by others, with additional illustrations of the influence of obsolete ideas on modern
institutions, and of obsolete institutions on modern ideas; an action and reaction which perpetuate, in
many of the greatest concerns, a mitigated barbarism: things being continually accepted as dictates
of nature and necessities of life, which, if we knew all, we should see to have originated in artificial
arrangements of society, long since abandoned and condemned.
To these studies I would add International Law; which I decidedly think should be taught in all
universities, and should form part of all liberal education. The need of it is far from being limited to
diplomatists and lawyers; it extends to every citizen What is called the Law of Nations is not properly
law, but a part of ethics: a set of moral rules, accepted as authoritative by civilized states. It is true
that these rules neither are nor ought to be of eternal obligation, but do and must vary more or less
from age to age, as the consciences of nations become more enlightened and the exigencies of
political society undergo change. But the rules mostly were at their origin, and still are, an application
of the maxims of honesty and humanity to the intercourse of states. They were introduced by the
moral sentiments of mankind, or by their sense of the general interest, to mitigated the crimes and
sufferings of a state of war, and to restrain governments and nations from unjust or dishonest conduct
towards one another in time of peace. Since every country stands in numerous and various relations
with the other countries of the world, and many, our own among the number, exercise actual authority
over some of these, a knowledge of the established rules of international morality is essential to the
duty of every nation, and therefore of every person in it who helps to make up the nation, and whose
voice and feeling form a part of what is called public opinion. Let not any one pacify his conscience by
the delusion that he can do no harm if he takes no part, and forms no opinion. Bad men need nothing
more to compass their ends, than that good men should look on and do nothing. He is not a good
man who, without a protest, allows wrong to be committed in his name, and with the means which he
helps to supply, because he will not trouble himself to use his mind on the subject. It depends on the
habit of attending to and looking into public transactions, and on the degree of information and solid
judgment respecting them that exists in the community, whether the conduct of the nation as a nation,
both within itself and towards others, shall be selfish, corrupt and tyrannical, or rational and
enlightened, just and noble.
Of these more advanced studies, only a small commencement can be made at schools and
universities; but even this is of the highest value, by awakening an interest in the subjects, by
conquering the first difficulties, and inuring the mind to the kind of exertion which the studies require,
by implanting a desire to make further progress, and directing the student to the best tracks and the
best helps. So far as these branches of knowledge have been acquired, we have learnt, or been put
into the way of learning, our duty, and our work in life. Knowing it, however, is but half the work of
education; it still remains, that what we know, we shall be willing and determined to put in practice.
Nevertheless, to know the truth is already a great way towards disposing us to act upon it. What we
see clearly and apprehend keenly, we have a natural desire to act out. “To see the best, and yet the
worst pursue,” is a possible but not a common state of mind; those who follow the wrong have
generally first taken care to be voluntarily ignorant of the right. They have silenced their conscience,
but they are not knowingly disobeying it. If you take an average human mind while still young, before
the objects is has chosen in life have given it a turn in any bad direction, you will generally find it
desiring what is good, right, and for the benefit of all; and if that season is properly used to implant the
knowl-
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edge and give the training which shall render rectitude of judgment more habitual than sophistry, a
serious barrier will have been erected against the inroads of selfishness and falsehood. Still, it is a
very imperfect education which trains the intelligence only, but not the will. No one can dispense with
an education directed expressly to the moral as well as the intellectual part of his being. Such
education, so far as it is direct, is either moral or religious; and these may either be treated as distinct,
or as different aspects of the same thing. The subject we are now considering is not education as a
whole, but scholastics education, and we must deep in view the inevitable limitations of what schools
and universities can do. It is beyond their power to educate morally or religiously. Moral and religious
education consist in training the feelings and the daily habits; and these are, in the main, beyond the
sphere and inaccessible to the control of public education. It is the home, the family, which gives us
the moral or religious education we really receive; and this is completed, and modified, sometimes for
the better, often for the worse, by society, and the opinions and feelings with which we are there
surrounded. The moral or religious influence which an university can exercise, consists less in any
express teaching, than in the pervading tone of the place. Whatever it teaches, it should teach as
penetrated by a sense of duty; it should present all knowledge as chiefly a means to worthiness of
life, given for the double purpose of making each of us practically useful to his fellow creatures, and of
elevating the character of the species itself; exalting and dignifying our nature. There is nothing which
spreads more contagiously form teacher to pupil than elevation of sentiment: often and often have
students caught from the living influence of a professor, a contempt for mean and selfish objects, and
a noble ambition to leave the world better than they found it, which they have carried with them
throughout life. In these respects, teachers of every kind have natural and peculiar means of doing
with effect, what every one who mixes with his fellow-beings, or addresses himself to them in any
character, should feel bound to do to the extent of his capacity and opportunities. What is special to
an university on these subjects belongs chiefly, like the rest of its work, to the intellectual department.
An university exists for the purpose of laying open to each succeeding generation, as far as the
conditions of the case admit, the accumulated treasure of the thoughts of mankind. As an
indispensable part of this, it has to make known to them what mankind at large, their own country,
and the best and wisest individual men, have thought on the great subjects of morals and religion.
There should be, and there is in most universities, professorial instruction in moral philosophy; but I
could wish that this instruction were of a somewhat different type from what is ordinarily met with. I
could wish that it were more expository, less polemical, and above all less dogmatic. The learner
should be made acquainted with the principle systems of moral philosophy which have existed and
been practically operative among mankind, and should hear what there is to be said for each: the
Aristotelian, the Epicurean, the Stoic, the Judaic, the Christian in the various modes of its
interpretation, which differ almost as much from one another as the teachings of those earlier
schools. He should be made familiar with the different standards of right and wrong which have been
taken as the basis of ethics; general utility, natural justice, natural rights, a moral sense, principles of
practical reason, and the rest. Among all these, it is not so much the teacher’s business to take a
side, and fights stoutly for some one against the rest, as it is to direct them all towards the
establishment and preservation of the rules of conduct most advantageous to mankind. There is not
one of these systems which has not its good side; not one from which there is not something to be
learnt by the votaries of the others; not one which is not suggested by a keen, though it may not
always be a clear perception of some important truths, which are the prop of the system, and the
neglect or undervaluing of which in other systems is their characteristic infirmity. A system which may
be as a whole erroneous, is still valuable, until it has forced upon mankind a sufficient attention to the
portion of truth which suggested
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it. The ethical teacher does his part best, when he points out how each system may be strengthened
even on its own basis, by taking into more complete account the truths which other systems have
realized more fully and made more prominent. I do not mean that he should encourage an essentially
skeptical electicism. While placing every system in the best aspect it admits of, and endeavouring to
draw from all of them the most salutary consequences compatible with their nature, I would by no
means debar him from enforcing by his best arguments his own preference for some one of the
number. They cannot be all true; though those which are false as theories may contain particular
truths, indispensable to the completeness of the true theory. But on this subject, even more than on
any of those I have previously mentioned, it is not the teacher’s business to impose his own
judgment, but to inform and discipline that of his pupil.
And this same clue, if we keep hold of it, will guide us through the labyrinth of conflicting
thought into which we enter when we touch the great question of the relation of education to religion.
As I have already said, the only really effective religious education is the parental-that of home and
childhood. All that social and public education has in its power to do, further than by a general
pervading tone of reverence and duty, amounts to little more than the information which it can give;
but this is extremely valuable. I shall not enter into the question which has been debated with so
much vehemence in the last and present generation, whether religion ought to be taught in all
universities and public schools, seeing that religion is the subject of all others on which men’s
opinions are most widely at variance. On neither side of this controversy do the disputants seem to
me to have sufficiently freed their minds from the old notion of education, that is consists in the
dogmatic inculcation from authority, of what the teacher deems true. Why should it be impossible, that
information of the greatest value, on subjects connected with religion, should be brought before the
student’s mind; that he should be made acquainted with so important a part of the national thought,
and of the intellectual labours of past generations, as those relating to religion, without being taught
dogmatically the doctrines of any church or sect? Christianity being a historical religion, the sort of
religious instruction which seems to me most appropriate to an University is the study of ecclesiastical
history. If teaching, even on matters of scientific certainty, should aim quite as much at showing how
the results are arrived at, as at teaching the results themselves, far more, then, should this be the
case on subjects where there is the widest diversity of opinion among men of equal ability, and who
have taken equal pains to arrive at the truth. This diversity should of itself be a warning to a
conscientious teacher that he has no right to impose his opinion authoritatively upon a youthful mind.
His teachings should not be in the spirit of dogmatism, but in that of enquiry. The pupil should not be
addressed as if his religion had been chosen for him, but as one who will have to choose it for
himself. The various Churches, established and unestablished, are quite competent to the task which
is peculiarly theirs, that of teaching each its own rising generation. The proper business of an
University is different: not to tell us from authority what we ought to believe, and make us accept the
belief as a duty, but to give us information and training, and help us to form our own belief in a
manner worthy of intelligent beings, who seek for truth at all hazards, and demand to know all the
difficulties, in order that they may be better qualified to find, or recognize, the most satisfactory mode
of resolving them. The vast importance of these questions-the great results as regards the conduct of
our lives, which depend upon our choosing one belief or another-are the strongest reasons why we
should not trust our judgment when it has been formed in ignorance of the evidence, and why we
should not consent to be restricted to a one-sided teaching, which informs us of what a particular
teacher or association of teachers receive as true doctrine and sound argument, but of nothing more.
I do not affirm that an University, if it
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represses free thought and enquiry, must be altogether a failure, for the freest thinkers have often
been trained in the most slavish seminaries of learning. The great Christian reformers were taught in
Roman Catholic Universities; the skeptical philosophers of France were mostly educated by the
Jesuits. The human mind is sometimes impelled all the more violently in one direction, by an over
zealous and demonstrative attempt to drag it in the opposite. But this is not what Universities are
appointed for-to drive men from them, even into good, by excess of evil. An University ought to be a
place of free speculation. The more diligently it does its duty in all other respects, the more certain it
is to be that. The old English Universities, in the present generation are doing better work than they
have done within human memory in teaching the ordinary studies of their curriculum; and one of the
consequences has been, that whereas they formerly seemed to exist mainly for the repression of
independent thought, and the chaining up of the individual intellect and conscience, they are now the
great foci of free and manly enquiry, to the higher and professional classes, south of the Tweed. The
ruling minds of those ancient seminaries have at last remembered that to place themselves in hostility
to the free use of the understanding, is to abdicate their own best privilege, that of guiding it. A
modest authority of the specially instructed, is becoming in a youthful and imperfectly formed mind;
but when there is no united authority- when the specially instructed are so divided and scattered that
almost any opinion can boast of some high authority, and no opinion whatever can claim all; when,
therefore, it can never be deemed extremely improbable that one who uses his mind freely may see
reason to change his first opinion; then, whatever you do, keep, at all risks, your minds open: do not
barter away your freedom of thought. Those of you who are destined for the clerical profession are,
no doubt, so far held to a certain number of doctrines, that if they ceased to believe them they would
not be justified in remaining in a position in which they would be required to teach insincerely. But use
your influence to make those doctrines as few as possible. It is not right that men should be bribed to
hold out against conviction- to shut their ears against objections, or, if the objections penetrate, to
continue professing full and unfaltering belief when their confidence is already shaken. Neither is it
right that if men honestly profess to have changed some of their religious opinion, their honesty
should as a matter of course exclude them from taking a part for which they may be admirably
qualified, in the spiritual instruction of the nation. The tendency of the age, on both sides of the
ancient Border, is towards the relaxation of formularies, and a less rigid construction of articles. This
very circumstance, by making the limits of orthodoxy less definite, and obliging every one to draw the
line for himself, is an embarrassment to consciences. But I hold entirely with those clergymen who
elect to remain in the national church, so long as they are able to accept its articles and confessions
in any sense or with any interpretation consistent with common honesty, whether it be the generally
received interpretation or not. If all were to desert the church who put a large and liberal construction
on its terms of communion, or who would wish to see those terms widened, the national provision for
religious teaching and worship would be left utterly to those who take the narrowest, the most literal,
and purely textual view of the formularies; who, though by no means necessarily bigots, are under the
great disadvantage of having the bigots for their allies, and who, however great their merits may be,
and they are often very great, yet if the church is improvable, are not the most likely persons to
improve it. Therefore, if it were not an impertinence in me to tender advice in such a matter, I should
say, let all who conscientiously can, remain in the church. A church is far more easily improved from
within than from without. Almost all the illustrious reformers of religion began by being clergymen: but
they did not think that their profession as clergymen was inconsistent with being reformers. They
mostly indeed ended their days outside the churches in which they were born; but it
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was because the churches, in an evil hour for themselves, cast them out. They did not think it any
business of theirs to withdraw. They thought they had a better right to remain in the fold, than those
who had expelled them.
I have now said what I had to say on the two kinds of education which the system of schools
and universities is intended to promote- intellectual education, and moral education: knowledge and
the training of the knowing faculty, conscience and that of the moral faculty. These are the two main
ingredients of human culture; but they do not exhaust the whole of it. There is a third division, which,
if subordinate, and owing allegiance to the two others, is barely inferior to them, and not less needful
to the completeness of the human being; I mean the aesthetic branch; the culture which comes
through poetry and art, and may be described as the education of the feelings, and the cultivation of
the beautiful. This department of things deserves to be regarded in a far more serious light than is the
custom of these countries. It is only of late, and chiefly by a superficial imitation of foreigners, that we
have begun to use the word Art itself and to speak of Art as we speak of Science, or Government, or
Religion: we used to talk of the Arts, and more specifically of the Fine Arts: and even by them were
vulgarly meant only two forms of art, Painting and Sculpture, the two which as a people we cared
least about- which were regarded even by the more cultivated among us as little more than branches
of domestic ornamentation, a kind of elegant upholstery. The very words “Fine Arts” called up a
notion of frivolity, of great pains expended on a rather trifling object- on something which differed from
the cheaper and commoner arts of producing pretty things, mainly by being more difficult, and by
giving fops an opportunity of pluming themselves on caring for it and on being able to talk about it.
This estimate extended in no small degree, though not altogether, even to poetry; the queen of arts,
but, in Great Britain, hardly included under the name. It cannot exactly be said that poetry was little
thought of; we were proud of our Shakespeare and Milton, and in one period at least of our history,
that of Queen Anne, it was a high literary distinction to be a poet; but poetry was hardly looked upon
in any serious light, or as having much value except as an amusement or excitement, the superiority
of which over others principally consisted in being that of a more refined order of minds. Yet the
celebrated saying of Fletcher of Saltoun, “Let who will make the laws of a people if I write their
songs,” might have taught us how great an instrument for acting on the human mind we were
undervaluing. It would be difficult for anybody to imagine that “Rule Britannia,” for example, or “Scots
wha hae,” had no permanent influence on the higher region of human character; some of Moore’s
songs have done more for Ireland than all Grattan’s speeches: and songs are far from being the
highest or most impressive form of poetry. On these subjects, the mode of thinking and feeling of
other countries was not only not intelligible, but not credible, to an average Englishman. To find Art
ranking on a complete equality, in theory at least, with Philosophy, Learning, and Science- as holding
an equally important place among the elements of the worth of humanity; to find even painting and
sculpture treated as great social powers, and the art of a country as a feature in its character and
condition, little inferior in importance to either its religion or its government; all this only did not amaze
and puzzle Englishmen, because it was too strange for them to be able to realize it, or, in truth, to
believe it possible: and the radical difference of feeling on this matter between the British people and
those of France, Germany, and the Continent generally, is one among the causes of that
extraordinary inability to understand one another, which exists between England and the rest of
Europe while it does not exist to anything like the same degree between one nation of Continental
Europe and another. It may be traced to the two influences which have chiefly shaped the British
character since the days of the Stuarts: commercial money-getting business, and religious
Puritanism. Business, demanding the whole of the facul-
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ties, and whether pursued from duty or the love of gain, regarding as a loss of time whatever does not
conduce directly to the end; Puritanism, which looking upon every feeling of human nature, except
fear and reverence for God, as a snare, if not as partaking of sin, looked coldly, if not disapprovingly,
on the cultivation of the sentiments. Different causes have produced different effects in the
Continental nations; among whom it is even now observable that virtue and goodness are generally
for the most part an affair of the sentiments, while with us they are almost exclusively an affair of duty.
Accordingly, the kind of advantage which we have had over many other countries in point of morals- I
am not sure that we are not losing it- has consisted in greater tenderness of conscience. In this we
have had on the whole a real superiority, through one principally negative; for conscience is with most
men a power which acts rather in staying our from any great wickedness, than by the direction it gives
to the general course of our desires and sentiments. One of the commonest types of character
among us is that of a man all whose ambition is self-regarding; who has no higher purpose in life than
to enrich or raise in the world himself and his family; who never dreams of making the good of his
fellow-creatures or of his country an habitual object, further than giving away, annually or from time to
time, certain sums in charity; but who has conscience sincerely alive to whatever is generally
considered wrong, and would scruple to use any very illegitimate means for attaining his selfinterested objects. While it will often happen in other countries that men whose feelings and whose
active energies point strongly in an unselfish direction, who have the love of their country of human
improvement, of human freedom, even of virtue, in great strength, and of whose thoughts and activity
a large share is devoted to disinterested objects, will yet, in the pursuit of these or any other objects
that they strongly desire, permit themselves to do wrong things which the other man, though
intrinsically, and taking the whole of his character, farther removed from what a human being ought to
be, could not bring himself to commit. It is of no use to debate which of these two states of mind is the
best, or rather the least bad. It is quite possible to cultivate the conscience and the sentiments too.
Nothing hinders us from so training a man that he will not, even for a disinterested purpose, violate
the moral law, and also feeding and encouraging those high feelings, on which we mainly rely for
lifting men above low and sordid objects, and giving them a higher conception of what constitutes
success in life. If we wish men to practice virtue, it is worth while trying to make them love virtue, and
feel it an object in itself, and not a tax paid for leave to pursue other objects. It is worth training them
to feel, not only actually wrong or actual meanness, but the absence of noble aims and endeavors, as
not merely blameable but also degrading: to have a feeling of the miserable smallness of mere self in
the face of this great universe, of the collective mass of our fellow creatures, in the face of past
history and of the indefinite future- the poorness and insignificance of human life if it is to be all spent
in making things comfortable for ourselves and our kin, and raising ourselves and them a step or two
on the social ladder. Thus feeling, we learn to respect ourselves only so far as we feel capable of
nobler objects: and if unfortunately those by whom we are surrounded do not share our aspirations,
perhaps disapprove the conduct to which we are promoted by them- to sustain ourselves by the ideal
sympathy of the great characters in history, or even in fiction, and by the contemplation of an
idealized posterity: shall I add, of ideal perfection embodied in a Divine Being? Now, of this elevated
tone of mind the great source of inspiration is poetry, and all literature so far as it is poetical and
artistic. We may imbibe exalted feelings from Plato, or Demosthenes, or Tacitus, but it is in so far as
those great men are not solely philosophers or orators or historians, but poets and artists. Nor is it
only loftiness, only the heroic feelings, that are bred by poetic cultivation. Its power is as great in
calming the soul as in elevating it- fostering the milder emotions, as the more exalted. It brings home
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to us all those aspects of life which take hold of our nature on its unselfish side, and lead us to identify
our joy and grief with the good or ill of the system of which we form a part; and all those solemn or
pensive feelings, which, without having any direct application to conduct, incline us to take life
seriously, and predispose us to the reception of anything which comes before us in the shape of duty.
Who does not feel a better man after a course of Dante, or of Wordsworth, or, I will add, of Lucretius
or the Georgics, or after brooding over Gray’s Elegy, or Shelley’s Hymn to Intellectual Beauty? I have
spoken of poetry, but all the other modes of art produce similar effects in their degree. The races and
nations whose senses are naturally finer and their sensuous perceptions more exercised than ours,
receive the same kind of impressions from painting and sculpture: and many of the more delicately
organized among ourselves do the same. All the arts of expression tend to keep alive and in activity
the feelings they express. Do you think that the great Italian painters would have filled the place they
did in the European mind, would have been universally ranked among the greatest men of their time,
if their productions had done nothing for it but to serve as the decoration of a public hall or a private
salon? Their Nativities and Crucifixions, their glorious Madonnas and Saints, were to their susceptible
Southern country-men the great school not only of devotional, but of all the elevated and all the
imaginative feelings. We colder Northerners may approach to a conception of this function of art
when we listen to an oratorio of Handel, or give ourselves up to the emotions excited by a Gothic
cathedral. Even apart from any specific emotional expression, the mere contemplation of beauty of a
high order produces in no small degree this elevating effect on the character. The power of natural
scenery addresses itself to the same region of human nature which corresponds to Art. There are few
capable of feeling the sublimer order of natural beauty, such as your own Highlands and other
mountain regions afford, who are not, at least temporarily, raised by it above the littleness of
humanity, and made to feel the puerility of the petty objects which set men’s interests at variance,
contrasted with the nobler pleasures which all might share. To whatever avocations we may be called
in life, let us never quash these susceptibilities within us, but carefully seek the opportunities of
maintaining them in exercise. The more prosaic our ordinary duties, the more necessary it is to keep
up the tone of our minds by frequent visits to that higher region of thought and feeling, in which every
work seems dignified in proportion to the ends for which, and the spirit in which, it is done; where we
learn, while eagerly seizing every opportunity of exercising higher faculties and performing higher
duties, to regard all useful and honest work as a public function, which may be ennobled by the mode
of performing it- which has not properly any other nobility than what that gives- and which, if ever so
humble, is never mean but when it is meanly done, and when the motives from which it is done are
mean motives. There is, besides, a natural affinity between goodness and the cultivation of the
Beautiful, when it is real cultivation, and not a mere unguided instinct. He who has learnt what beauty
is, if he be of a virtuous character, will desire to realize it in his own life- will keep before himself a
type of perfect beauty in human character, to light his attempts at self-culture. There is a true
meaning in the saying of Goethe, though liable to be misunderstood and perverted, that the Beautiful
is greater than the Good; for it includes the Good, and adds something to it: it is the Good made
perfect, and fitted with all the collateral perfections which make it a finished and completed thing.
Now, this sense of perfection, which would make us demand from every creation of man the very
utmost that it ought to give, and render us intolerant of the smallest fault in ourselves or in anything
we do, is one of the results of Art cultivation. No other human productions come so near to perfection
as works of pure Art. In all other things, we are, and may reasonably be, satisfied if the degree of
excellence is as great as the object immediately in view seems to us to be worth: but in Art, the
perfection is itself the object. If I were to
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define Art, I should be inclined to call it, the endeavor after perfection in execution. If we meet with
even a piece of mechanical work which bears the marks of being done in this spirit- which is done as
if the workman loved it, and tried to make it as good as possible, though something less good would
have answered the purpose for which it was ostensibly made- we say that he has cultivated, and not
merely practiced empirically, maintains, what it first gave the conception of, an ideal Beauty, to be
eternally aimed at, though surpassing what can be actually attained; and by this idea it trains us never
to be completely satisfied with imperfection in what we ourselves do and are: to idealize, as much as
possible, every work we do, and most of all, our own characters and lives.
And now, having traveled with you over the whole range of the materials and training which an
University supplied as a preparation for the higher uses of life, it is almost needless to add any
exhortation to you to profit by the gift. Now is your opportunity for gaining a degree of insight into
subjects larger and far more ennobling than the minutiae of a business or a profession, and for
acquiring a facility of using your minds on all that concerns the higher interests of man, which you will
carry with you into the occupations of active life, and which will prevent even the short intervals of
time which that may leave you, from being altogether lost for noble purposes. Having once conquered
the first difficulties, the only ones of which the irksomeness surpasses the interest; having turned the
point beyond which what was once a task becomes a pleasure; in even the busiest afterlife, the
higher powers of your mind will make progress imperceptibly, by the spontaneous exercise of your
thoughts, and by the lessons you will know how to learn from daily experience. So, at least, it will be if
in your early studies you have fixed your eyes upon the ultimate end from which those studies take
their chief value- that of making you more effective combatants in the great fight which never ceases
to rage between Good and Evil, and more equal to coping with the ever new problems which the
changing course of human nature and human society present to be resolved.
Aims like these commonly retain the footing which they have once established in the mind; and
their presence in our thoughts keeps our higher faculties in exercise, and makes us consider the
acquirements and powers which we store up at any time of our lives, as a mental capital, to be freely
expended in helping forward any mode which presents itself of making mankind in any respect wiser
or better, or placing any portion of human affairs on a more sensible and rational footing than its
existing one. There is not one of us who may not qualify himself so to improve the average amount of
opportunities, as to leave his fellow creatures some little the better for the use he has known how to
make of his intellect. To make this little greater, let us strive to keep ourselves acquainted with the
best thoughts that are brought forth by the original minds of the age; that we may know what
movements stand most in need of our aid, and that, as far as depends on us, the good seed may not
fall on a rock, and perish without reaching the soil in which it might have germinated and flourished.
You are to be a part of the public who are to welcome, encourage, and help forward the future
intellectual benefactors of humanity; and you are, if possible, to furnish your contingent to the number
of those benefactors. Nor let any one be discouraged by what may seem, in moments of
despondency, the lack of time and of opportunity. Those who know how to employ opportunities will
often find that they can create them: and what we achieve depends less on the amount of time we
posses, than on the use we make of our time. You and your like are the hope and resource of your
country in the coming generation. All great things which that generation is destined to do, have to be
done by some like you; several will assuredly be done by persons for whom society has done much
less, to whom it has given far less preparation, than those whom I am now addressing. I do not
attempt to instigate you by the prospect of direct rewards, either earthly or heavenly; the less we think
about being rewarded in either way, the better for us. But there is one reward which will not fail you,
and which may be called disinterested, because it is not a consequence, but is inherent in the very
fact of deserving it; the deeper and more varied interest you will feel in life: which will give it tenfold its
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value, and a value which will last to the end. All merely personal objects grow less valuable as we
advance in life: this not only endures but increases.
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EXECUTIVE SUMMARY

In Our Underachieving Colleges (2006), Derek Bok calls on administrators and faculty to
experiment with “active-learning” pedagogies in order to determine those that succeed at fulfilling the
central purposes of higher education. The authors of this report believe that “Reacting to the Past,” one of
the most radical of the “active-learning” pedagogies, has established an extraordinary record at engaging
students; it also has the potential of addressing many of the deficiencies of the distribution system of
general education that prevail at most colleges and universities.
“Reacting to the Past” consists of elaborate games, set in the past, in which students are assigned
roles informed by classic texts. Students construct arguments from the same intellectual sources their
characters would have used, and they support positions through reasoned, sometimes impassioned,
writing and speeches. As students take control of these historical dramas and struggle for their characters
to prevail, the students become intellectually and emotionally engaged in ways that astonish them—and
their professors. The success of the Reacting approach has been verified through both self-conducted and
independent surveys and studies. Reacting, which in 2001 existed at a single institution—Barnard
College—has since spread to 300 colleges and universities in the United States, as well as several
institutions in Europe, Asia, and Australia.
This White Paper Report surveys current thinking about the problems of general education in
higher education, and endorses the emerging consensus as to what constitutes the foundation of effective
general education as propounded by the American Association of College and Universities’ Liberal
Education and America’s Promise (LEAP): engaging “big questions,” teamwork, oral and written
communications skills, development of critical thinking and the art of inquiry, ethical learning and
empathy, fostering civic knowledge and global engagement, and introducing students to global
citizenship. The Report further demonstrates how Reacting addresses these learning outcomes, and,
through its key element of “liminality,” does so in a remarkably effective way.
The Report lists institutions that have already made Reacting a key element in their general
education curricula and are part of a formal consortium of forty colleges and universities, and presents
new developments in the Reacting community that are making the approach even more suitable as a
solution to the problems of general education. Already, with the help of a “Fresh Thinking in Education”
grant from the Teagle foundation, the Reacting curriculum is in position to fulfill specific general
education needs in various historical periods, scholarly disciplines, geographical areas, and skill
categories. Game developers are now urged to address LEAP general education objectives specifically in
their projects. Although this paper focuses on the curricular applications of Reacting in relation to
general education, it also discusses attempts to integrate the approach within existing courses within
departments. The National Science Foundation has awarded a major grant to a consortium of Reacting
institutions to develop more Reacting games with a science focus; other scholars are proposing a Reacting
approach to the history of the United States as an alternative to the customary survey lecture.
Appendices provide: 1) detailed descriptions of existing published and downloadable games and
how they fulfill general education objectives; 2) a list of institutions belonging to the “Reacting to the
Past” consortium; and 3) an overview of assessment of Reacting looking at both the effectiveness of the
pedagogy and faculty experience with the games in their classrooms.
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I. INTRODUCTION: A NEW APPROACH TO GENERAL EDUCATION?

“Reacting to the Past” is a radically different way of engaging students with big questions. It
casts them in historical roles and immerses them in elaborate games that explore crises of great import in
the history of ideas. They construct their arguments from the same intellectual sources their characters
would have used, and they have to support their positions through reasoned, sometimes impassioned
writing and speeches about Athenian democracy, the Council of Nicaea, the French Revolution, the trials
of Galileo or Anne Hutchinson, a succession crisis in the Ming dynasty, newly independent India, or postapartheid South Africa. They might have to draw on the ideas of Locke, Rousseau, Confucius, Plato,
Calvin, St. Paul, Gandhi, Galileo, Aristotle, St. Thomas of Aquinas, or Thomas Paine. They maneuver
through the Tudor or eighteenth-century French court, debate aesthetics among Elizabethan dramatists or
nineteenth-century Parisian salons, and examine scientific principles in early modern Italian universities
and the Royal Society of Victorian London.
Although the developers call these exercises “games,” 100% of instructors surveyed in April
2009 agreed that “Reacting to the Past” provides a high level of academic challenge. The same students
who might have complained that working through Plato’s Republic was an “arid, cerebral exercise”
become passionate about the ideas of great texts, throw themselves into the fray of great historical
conflicts, and retain a lasting grasp of the importance of the events they have lived through for a semester.
Student comments are illustrative:
•

“Reacting was completely unique in my college experience. In playing those games, the
words of Gandhi, Socrates, and other historical figures became mine, transcending the
academic distance to which I had grown accustomed and tapping into a very personal,
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intimate realm. Their thoughts, their histories, their biographies are real and alive in my
mind.” 1
•

“Even though it was so hard and took a lot of time and effort, it was amazing.” 2

•

“History isn’t just about dates and historical events, but most importantly, about the
people, the ideas, the explorations, the quandaries, the downfalls and tragedies [all of
which I am now] able to relate to the present . . . and isn’t that what history is all about?” 3

•

“You’re not just reading the Republic and these other great works. You’re living them.” 4

•

“This allows you to really take part in history. It’s not you sitting there listening to your
professor babble on. You actually get to do something.” 5

•

“After taking Reacting, I felt like I really understood why history happened the way it
did, and the ways it could have turned out differently.” 6

Mark Carnes, Professor of History at Barnard College and creator of “Reacting to the Past,” notes
that while simulations have been a commonplace of graduate programs in political science, economics
and business schools, Reacting differs from these chiefly in its reliance on the concept of “liminality,” a
term that connotes “that threshold region where the normal rules of society are suspended or subverted.”
Reacting transforms the classroom into a liminal space by bringing to life the realities of different
historical peoples and practices. The resulting structures, in their ritual or perhaps even theatrical
elements, shift the student’s frame of reference from the contemporary, quotidian world to that of the
historical period of the game. “Liminal settings,” Carnes writes, “are characterized by uncertainty and
emotional intensity, by the inversion of status and social hierarchies, and by imaginative expressiveness.”

1

Amanda Houle, Barnard College '06, in “Reacting to ’Reacting,’” Change: The Magazine of Higher
Learning 38, no. 4 (2006): 52.
2
Ali Yehia Zakaria, American University in Cairo ’10.
3
Dayna Hardtman, Smith College ’06.
4
Rachel Feinmark, Columbia College ’05.
5
Samuel Zivin, Trinity College ’07.
6
Ruth Crossman, Barnard College ’06.
7
Mark C. Carnes, “Being There: The Liminal Classroom,” The Chronicle Review, Oct. 8, 2004.
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Liminality nowadays is the province of religion and theater, and rarely is admitted into an academic
exercise, except, perhaps, on athletic fields.” 7
The liminal aspects of Reacting games help students to lose their shyness and reserve by
encouraging them to become, for fifty minutes or so, another person possessed by ideas and interests that
cease to be intellectual abstractions and have instead been infused with the survival instincts of emotion
and feelings. “Reacting liberates students from the constraints of their own sense of self, while imposing
the social and political rules of the past and binding students temporarily to particular ideological
viewpoints. Students learn history by following the rules of the game, and they teach each other the
ideological underpinnings of the past by working through its great intellectual contest.” 8
Professors too have found the quality and impact of Reacting remarkable. In an April 2009 survey
of over 50 faculty who have taught the games, 94% agreed that Reacting is an effective pedagogy; 63% of
those indicated that they thought it was highly effective. Instructors have confirmed the survey results
with individual comments:
•

“I have found teaching a ‘Reacting’ Seminar to be one of the best educational things I
have done in the past 25 years. I have never seen first-year students so engaged in
discussion, research, and intellectual conversation as I have in the seminar this fall.
Keeping up with their strategies and plans, as they seek to accomplish their ‘victory
objectives’ has me deeply engaged as well. It's been a great experience for all of us.” 9

•

“Reacting to the Past has made a major impression on campus life. Students are debating
the issues of Athenian democracy or Confucian propriety over dinner and in their dorms.
Shy students speak, and assertive students lead. Classes never end on time, more papers

Mark C. Carnes, “Being There: The Liminal Classroom,” The Chronicle Review, Oct. 8, 2004.
8
Ibid.
9
Frank G. Kirkpatrick, Ellsworth Morton Tracey Lecturer and Professor of Religion, Trinity College,
Letter to the Editor, The Chronicle Review, Nov. 12, 2004.
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are written than are assigned, and the quality of the work is among the best I have ever
seen.” 10
•

“I have never seen students this engaged. They write more than the assignments require;
everyone, shy or not, participates vigorously in the debates. They read important texts
with real understanding, making complex arguments and ideas their own.” 11

•

Some faculty have even reported that their experience with Reacting games changes how
they teach, as demonstrated in comments from the April 2009 survey:

•

“Reacting has completely transformed my approach to teaching. I find it forces me to be
much more invested in my students…I have rethought my role as a history teacher: I no
longer try to cover ‘everything’ in lectures, but rather see myself as a coach in helping
students navigate through the existing avalanche of information that is available. Instead
of attempting to instill a pre-determined amount of information in the students, I now
focus on igniting their desire to learn more and assisting them in finding what they need.”

•

“For me as an instructor, it’s made teaching fun again. I’ve begun to revise all my courses
around either Reacting games or modified versions. . . . Students regularly tell me that
they learn more preparing for the simulations than they would sitting through traditional
lectures.”

•

“It is a great mid-career rejuvenator. . . . It makes you see the survey through fresh eyes.”

•

“My transformation from ‘professor’ to ‘coach’ in Reacting has resulted in deeper
relations with my students that go far beyond the course. Reacting provides faculty with a
natural way to bring together instruction and advising. . . . I have never seen such a
successful pedagogy for a large percentage of students.” 12

10

J. Patrick Coby, Professor of Government, Smith College.
Larry Carver, Doyle Professor of Western Civilization and Director of the Liberal Arts Honors Programs,
University of Texas at Austin, Letter to the Editor, The Chronicle Review, Nov. 12, 2004.
12
“Reacting to the Past” Instructor Survey, April 2009. See Appendix 3.
11
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Part of the appeal for students is the social experience of Reacting courses. In nearly all games,
students are organized into factions representing the clashing groups and ideas of the times: Oligarchs in
ancient Athens; critics of Darwin’s scientific method in 1862, moderates in the Holy Office during the
Roman Inquisition, Feuillants during the French Revolution, members of the Muslim League in 1945.
Then the factions discuss among themselves strategies for “winning,” strategies they have to implement
in formal papers and speeches to persuade the “indeterminates” to side with them as the events reach a
climax.
The students are not just involved in historical events and issues: they are impassioned, and they
take control of arguments that in conventional “chalk and talk” classes remain inert on the page. Their
emotions as well as their critical reasoning are engaged, and as Antonio Damasio argues so well in
Descartes’ Error, unless our rational facilities are engaged by our emotions, that is, our survival instincts,
the mind debates itself circularly and endlessly. Reacting students rely on the ideas they learn to win, that
is, to survive in dangerous historical circumstances. But beyond winning the games, students learn to
understand and give voice to world-views and philosophical positions and to empathize with the variety
of cultural and political positions that must be reconciled to resolve any crisis. They report that those
ideas and their personal consequences last long after the game is over.
Reacting has now grown from a single course taught at Barnard College in 1995 to a national
movement with nine games published by Pearson Education, another ten available in electronic format
and actively played across the country, and a dozen additional full games in earlier stages of development.
Faculty at more than 300 campuses have taught using Reacting games, while forty institutions are official
members of the “Reacting to the Past” consortium. This kind of success has led some to wonder whether
Reacting might not be envisioned as a new and exciting approach to general education.13 Support from
the Teagle Foundation has allowed the Reacting Advisory Board to discuss the implications of approach

13

Reacting Advisory Board members include Martin Braun, Queens College, CUNY; John M. Burney,
Drake University; Larry Carver, University of Texas at Austin; J. Patrick Coby, Smith College; John C. Eby, Loras
College; Nancy Felson, University of Georgia; Frank G. Kirkpatrick, Trinity College; Michael S. Pettersen,
Washington & Jefferson College; and Richard Gid Powers, College of Staten Island, CUNY.
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for general education with faculty at two summer conferences held at Barnard College and to commission
the development of new games that should help deepen curricular coverage of key topics and themes for
general education.
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II. CURRENT DEBATES AND KEY OUTCOMES FOR THE RENEWAL OF
GENERAL EDUCATION

The most obvious, and perhaps most important, characteristic of American higher education is its
diversity. The differences between major research universities and community colleges, for instance, are
more striking than their commonalities, to say nothing of military academies, religious institutions,
historically black institutions, and small liberal arts colleges with deep roots in their localities. It is just as
obvious that general education, which seeks to prepare graduates for personal growth, civic engagement,
and global citizenship, will reflect those differences, as it should. Nevertheless, decades of research has
identified both common problems and common learning outcomes that most, or perhaps all, institutions
see as the goals of general education. The higher education community has to question whether the
means employed to accomplish liberal education at most institutions are in fact adequate to attain these
outcomes.
Derek Bok, the former president of Harvard University, provides one of the most cogent critiques
of higher education.14 In Our Underachieving Colleges, he argues that over the past half century colleges
have achieved only modest success in their approach to general education. For the past few decades,
administrators and faculty have piled more burdens onto the general education programs despite the fact
that there is little evidence that such programs have succeeded in meeting any of those goals. “Making
general education the focus of curricular debates does not serve it well,” Bok notes.” As new needs arise,
more and more requirements are loaded into this one portion of the curriculum—learning to think
carefully about moral issues, to understand different races and cultures, or to function in a more global
society, to mention but a few recent examples. Eventually general education programs take on so many
responsibilities that they cannot possibly do justice to them all.”15 He calls on colleges to think in terms of
14

Derek Bok, Our Underachieving Colleges: A Candid Look at How Much Students Learn and Why They
Should Be Learning More (Princeton: Princeton UP, 2005).
15
Ibid., 46.
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the desired outcomes of general education using their own unique missions and resources such as the
LEAP report. Bok’s own suggestions match up closely with the LEAP outcomes discussed below (indeed
he was part of the AAC&U initiative): the ability to communicate, critical thinking, moral reasoning,
preparing citizens, living with diversity, living in a more global society, a breadth of interests, and
preparing for work.” 16
The overwhelming majority of colleges oblige students to fulfill their general education
requirements through a distribution system. But these schemes succeed only “where faculty are willing to
spend considerable time advising students, where undergraduates are highly motivated to secure a wellrounded education, and where special courses are provided (especially in science) that are specifically
designed to awaken curiosity and create enthusiasm in young people whose principal interests lie in other
areas of the curriculum.” But such conditions, Bok notes, “probably exist in relatively few colleges.”
Everywhere else, he adds, “the drawbacks to a simple distribution requirement seem so apparent that one
must ask why the approach has survived at all, let alone become the dominant means of ensuring the
desired breadth of study. The most likely explanation is that distribution requirements have something to
offer every constituency.” 17 One might add that these requirements serve all constituencies except
students, since Bok cites research that “by some calculations, the average student will be unable to recall
most of the factual content of a typical lecture within fifteen minutes after the end of class. In contrast,
interests, values and cognitive skills are all likely to last longer, as are concepts and knowledge that
students have acquired not by passively reading or listening to lectures but though their own mental
efforts.” 18
Often general education programs appear to have been stitched together like a quilt from the
unwanted introductory offerings of the various departments. Or the departments insist on having a
presence in general education as a strategy to recruit majors, rather than examing how best to contribute
to a sequence of student learning. There seems to have been some recent movement away from the
16

Ibid., 67-77.
Ibid., 262.
18
Ibid., 49.
17
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distribution approach to general education, but many institutions still have a long way to go. (See May
2009 AAC&U survey). 19
The situation Bok describes constitutes a crisis in general education. At many larger universities
full-time faculty routinely impose courses that they do not want to teach and often do not teach on
students who do not want to take them and do not understand why they are obliged to do so. At many
levels a theoretical commitment on the part of professors to the liberal arts education of their students is
not matched by any personal commitment to educating their students in areas outside the professors’
credentialed field of competence. Not only is there a lack of motivation among faculty, but the ordinary
strategy for attaining broad goals for liberal education, a distribution of introductory courses across the
curriculum, is patently inadequate to the task.
But twenty years of research on active learning and teaching offers ample information on
teaching strategies that do work “in achieving goals, such as critical thinking and problem-solving, that
faculties everywhere hold dear.” 20 Bok summarizes much of that research, indicating that “Many
investigators have found that critical thinking and learning in general can be enhanced by giving students
problems and having them teach each other by working together in groups.”21
If Bok makes a cogent criticism of current practices in general education, the Association of
American College and Universities (AAC&U) has made the broadest effort to re-envision and reinvigorate general education through its Liberal Education and America’s Promise project (LEAP). To
define the commonalities contained within the entire range of approaches to general education, the
AAC&U assembled a group of educational leaders and practitioners who pooled their collective
experience and surveyed the national condition of general education. Their final report, College Learning
for the New Global Century, constitutes a broad consensus on the objectives of general education for the
twenty-first century. The report establishes both the “Essential Learning Outcomes” for higher education

19

Association of American Colleges & Universities, College Learning for the New Global Century: A
Report from the National Leadership Council for Liberal Education and America’s Promise (2007).
20
Bok, Our Underachieving Colleges, 312.
21
Ibid., 118.
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and “Principles of Excellence.” Faculty who have taught Reacting courses find the pedagogy to be a
powerful method to accomplish many of LEAP’s outcomes.

LEAP “Essential Outcomes”
1. Knowledge of Human Cultures and the Physical and Natural World
a. Through study in the sciences and mathematics, social sciences, humanities, histories, languages,
and the arts
b. Focused by engagement with big questions, both contemporary and enduring
2. Intellectual and Practical Skills, including
a. Inquiry and analysis
b. Critical and creative thinking
c. Written and oral communication
d. Quantitative literacy
e. Information literacy
f.

Teamwork and problem solving

3. Personal and Social Responsibility, including
a. Civic knowledge and engagement, local and global
b. Intercultural knowledge and competence
c. Ethical reasoning and action
d. Foundations and skills for lifelong learning
e. Active involvement with diverse communities and real-world challenges
4. Integrative learning, including
a. Synthesis and advanced accomplishment across general and specialized studies
b. Application of knowledge, skills and responsibilities to new settings and complex problems
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“Reacting to the Past” provides faculty with an important tool with the potential for achieving
these outcomes. It provides students with authentic problems that require both collaboration within a
group and negotiations between competing groups in order to achieve important objectives. It moves
students beyond the distribution survey and forces them to grapple with problems that require deeper
engagement and understanding of diverse world views and cultures.
While no single course or pedagogy can realistically be expected to address every one of the
LEAP essential outcomes and sub-competencies, it is remarkable that all Reacting games address most of
them. Whether students are playing a game set in ancient Athens, Ming China, or Puritan New England,
they are immersed in cultures radically different from their own, they have to exercise and develop their
intellectual and practical skills as they search through difficult texts to master the knowledge their
characters would bring to bear on the conflicts, they have to take personal responsibility for participating
in a team approach to solving problems, and they have to integrate knowledge from across the disciplines
if they are to be effective. Instructors are clear in confirming the success of Reacting games in achieving
these learning outcomes in their courses. In the April 2009 survey, 53 instructors found “Reacting to the
Past” to be “Very Effective” or “Effective” in producing student learning of content or skills in these
areas:
96.2% Inquiry and Analysis
96.1% Critical Thinking
96.1% Oral Communication
92.4% Integrative Learning
90.6% Teamwork
88.7% Knowledge of Human Cultures
86.7% Written Communication
86.5% Civic Knowledge or Knowledge of Democracy
75.5% Ethical Reasoning
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LEAP’s “Essential Outcomes” are reinforced by the “LEAP Principles of Excellence,” which bear more
directly on whether specific general education strategies are appropriate to attaining the LEAP outcomes.

LEAP “Principles of Excellence”
1. Aim high, and make excellence inclusive: make the essential learning outcomes a framework for the
entire educational experience, connecting school, college, work and life.
2. Give students a compass: focus each student’s plan of study on achieving the essential learning
outcomes—and assess progress.
3. Teach the arts of inquiry and innovation: immerse all students in analysis, discovery, problem
solving, and communication, beginning in school and advancing through college.
4. Engage the big questions: teach through the curriculum to far-reaching issues—contemporary and
enduring—in science and society, cultures and values, global interdependence, the changing
economy, and human dignity and freedom.
5. Connect knowledge with choices and action: prepare students for citizenship and work through
engaged and guided learning on “real-world” problems.
6. Foster civic, intercultural, and ethical learning: emphasize personal and social responsibility in every
field of study.
7. Assess students’ ability to apply learning to complex problems: use assessment to deepen learning
and to establish a culture of shared purpose and continuous improvement.

Once again, “Reacting to the Past” Instructors praise the pedagogy for embodying these
principles. The vast majority agreed that Reacting was “Very Effective” or “Effective” in engaging
students in learning by providing these authentic experiences:
100% Providing Academic Challenge
94% Engaging with Big Questions
94% Developing Students’ Ability to Apply Learning to Complex Problems
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92% Teaching the Art of Inquiry
90% Connecting Knowledge with Choices and Actions
85.7% Fostering Civic Learning
82% Fostering Intercultural Understanding
78% Fostering Ethical Learning
77.6% Teaching the Art of Innovation

Assessment of student learning conducted by psychologist Steven Stroessner with support of
grants from the Fund for the Improvement of Post-secondary Education (FIPSE), U.S. Department of
Education, and through course and program evaluations by faculty at several colleges, confirm the
impact of Reacting on student learning. An overview of the assessment studies is provided in the
appendices. Assessment confirms that students in a variety of institutions are becoming more engaged in
classroom discussions, more willing to work in teams, and are demonstrating improvement skills in
rhetorical presentation, critical thinking, and analysis. They also develop higher levels of empathy and a
greater understanding of contingency in human history and thus the role of individual action and
engagement. (See Appendix 3)
Faculty from many different types of institutions have replicated these results in a wide range of
courses including both major/disciplinary courses and general education courses. Those broader uses
include First Year seminars, Honors and interdisciplinary programs, and other areas of general education.
Thus “Reacting to the Past” games provide general education committees with a potent box of tools.
Revising a curriculum to teach a carefully chosen group of Reacting games has the potential to meet
many of the objectives to current general education programs and to help institutions pursue academic
excellence and student achievement through powerful and proven classroom experiences.
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III. “REACTING TO THE PAST”: A NEW PEDAGOGY

The Basic Concept
Most college seminars adopt, intentionally or not, a Socratic approach: the instructor guides
students through difficult texts by posing questions. This course is different. Here students will play one
or more elaborate games. Each game lasts about ten class sessions, during which the instructor steps out
of her role as moderator of the debate to become a “gamemaster” and facilitator. Students assume
responsibility for the debate in the classroom and re-enact the proceedings of assemblies, court rooms,
and scientific societies from the past.
For the first few sessions of each game, the instructor provides guidance on the issues and
historical context on which the game will turn. On the second or third session, the instructor will assign
students roles based on historical figures. Early in the third session (or thereabouts), the class will break
into factions, as students with similar roles will meet together to plan how to accomplish their objectives.
They often will meet in factions outside of class as well.
By the fourth or fifth session, the class will again meet as one. Students whose characters function
in a supervisory capacity—president of the Athenian Assembly in 403 B.C., First Grand Secretary in the
Hanlin Academy of the Ming Dynasty, Governor General of the British colony at the Simla Conference in
India, 1945—will preside over what transpires. The instructor will intrude merely to resolve disputes or
issue rulings on other matters. Much of the instructor’s role during this time will be conducted through email or direct contact with individual students outside of class and through providing advice to factions
within the game, but the instructor also empowers the students themselves to struggle with issues and
solve problems while the classes are in session.
The heart of the game is persuasion. For nearly every role to which students are assigned, they
must persuade others that “their” views make more sense than those of their opponents. Their views will
be informed by important texts cited in the role descriptions. Within the limits of six or seven class
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sessions (most commonly 75-minute sessions although Reacting games have been taught in all class
formats) the students attempt to resolve a crisis or write a constitution. Those who succeed in persuading
the other representatives/delegates/officials of their cause will gain votes and ultimately “win” the game.
But all will have participated in an intensive experience where the purpose was to express a coherent
world view in dialogue with competing views, not simply to earn a grade from an instructor.
The instructor then devotes several classes session to a post-mortem on the historical, political,
cultural, and/or religious issues that were generated by the game, as well as a discussion of the particular
skills the students developed while playing the game.

Historical Contingency and Individual Agency
Most general education survey courses teach what happened. Historians and other scholars
deduce the factors—usually economic, sociological, political, and technological—that caused some
consequence: the Industrial Revolution of the late eighteenth and early nineteenth centuries gave rise to
worker’s movements; the growth of maritime commerce in ancient Athens contributed to its supremacy in
naval engagements; etc. Often missing from scholarly studies is the importance of individual actions and
decisions. Reacting presumes that individuals play a significant role in history; it asserts that broader
economic and social forces place constraints on what individuals may do, but that those forces do not
determine human events. People do.
Reacting seeks to replicate the historical context of a particular past, with all its causal forces:
economic, sociological, political, and otherwise. Each Reacting game is based on the designers’ sense of
the period. What happened in the past will not necessarily repeat itself in this game, but the “real” history
may provide some sense of the likely issues that will emerge and of the designers’ understanding of
historical causation. If students study the historical context carefully, they will have a better chance of
understanding what will likely happen in the future. That is true in life as well.
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Yet Reacting also provides students with the opportunity to explore counterfactual issues of individual
agency: Would a different constellation of leaders in ancient Athens have effectively resisted the rise of
Athenian democracy? Would a different set of arguments have prevented Galileo from being convicted by
the Inquisition? To assert that human agency matters is to say that what actually happened need not have
happened. Reacting asserts that history is contingent on multiple factors, including the vagaries of human
individuality. Thus students learn the value of individual engagement. The games introduce students to
many of the skills—persuasive speech and writing, teamwork, negotiation, and leadership—that they will
need to become engaged in the larger world themselves.

Course Requirements 22
Critical Reading of Important Texts: The central premise of the Reacting pedagogy is that ideas
influence lives and that the problems confronting particular lives influence the evolution of ideas. This
study of ideas cannot be undertaken without consideration of the social context in which they emerged,
and that the study of people requires an awareness of the intellectual constructs that have shaped their
societies and cultures. Unlike the “great books” approach to classic texts, which often entails discussion
of the texts with scant reference to their historical context, Reacting encourages examination of the texts
in the light of the historical moment that brought them to the fore.
The readings, consequently, tend to be of two types: 1) the works of important thinkers; and 2)
books and articles that establish the social or historical context. Students may be daunted by their first
encounter with Plato’s Republic, Galileo’s Dialogue on the Two Chief World Systems, or the literature of
modern Hindu and Islamic nationalism. These works are not easy because the ideas themselves are
(literally) so thoughtful. There are good reasons why they have had so powerful an impact on
civilizations.
Effective and Purposeful Writing: Reacting students have two primary ways to express their
views: orally and in writing. Each game includes writing assignments: Commonly students are asked to
22

<http://www.barnard.edu/reacting/curriculum>.
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produce two-three formal essays totaling ten to twelve pages. Reacting students must understand the ideas
that inform their historical roles; they must also persuade others that the ideas make sense. Writing in
Reacting is an exercise in persuasion. Students are forced to develop strong arguments, capable of
withstanding the criticisms of students assigned to adversary roles.
Because the purpose of written work is to persuade other students, their papers are nearly always
shared with the class, often electronically or through a course management system. Just as students will
sometimes criticize the views of those whose purposes differ from their own, they will subject each
student’s written work to a sharp reading. The written work will form an important part of class
discussions.
Purposeful Class Participation: Reacting students must also seek to achieve their game objectives
by expressing their views in the full classroom. They will sometimes speak as a member of a particular
team or faction; sometimes they will be alone; and sometimes their role will be indeterminate, allowing
them the freedom to write their own game objectives in response to what they read and hear. But in all
roles, students must sooner or later seek to persuade others so as to achieve their objectives and win the
game.
In most games students will combine short formal speeches at a podium with more informal
participation in class debates such as asking questions, refuting opponents, clarifying their own
arguments. Those students whose roles make them responsible for running the class may determine who
speaks and when, which may prove frustrating to some students. As a means of ensuring that everyone
has an opportunity to speak, the Reacting classroom normally is provided with a podium, at which anyone
may stand. Anyone who approaches the podium asserts a right to give a speech, to pose questions, or to
address the class. If someone is already at the podium, other students must take place in line behind her.
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IV. ACHIEVING ACADEMIC EXCELLENCE:
ESSENTIAL LEARNING OUTCOMES

As noted in Chapter II, the AAC&U LEAP project has created a consensus around the essential
learning outcomes for liberal education. A survey of Reacting instructors has revealed that the games
provide excellent tools for intentionally pursuing many of those outcomes. This chapter will explore six
of these outcomes in more depth to demonstrate the effectiveness of the Reacting pedagogy:
•

Engaging with Big Questions

•

Teamwork

•

Oral and Written Communication

•

Critical Thinking and the Art of Inquiry

•

Fostering Ethical Thinking and Empathy

•

Fostering Civic Knowledge and Engagement

•

Global Citizenship

“Engaging Big Questions”
One needs only look at the descriptions of individual games in Appendix 1 to understand the
range of “big questions” and authentic problems that students confront in Reacting games. Several
examples will demonstrate this:
•

Defining a Nation: India on the Eve of Independence, 1945: Students are asked to
confront the big question: how do you reconcile competing religious identities with
building a unified nation?

•

Rousseau, Burke, and Revolution in France, 1791: Students are asked to confront the
dilemma of Rousseau’s concept of the general will: is it possible to construct a
democracy in which citizens fully participate in making the laws and sacrifice individual
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rights for the larger common good? And when some violate the provisions of that
general contract, is violence a legitimate tool to coerce obedience to that general will?
•

The Trial of Anne Hutchinson: Can a religiously based state tolerate a diversity of
opinions?

•

Charles Darwin, the Copley Medal, and the Rise of Naturalism, 1862-64: What methods
constitute “good” science? What implications do Charles Darwin’s concepts have for the
larger culture?

•

Constantine and Council of Nicaea: How does religion interact with politics in defining
religious and national identity?

•

Confucianism and the Succession Crisis of the Wanli Emperor, 1587: How can tradition
be preserved in the face of new and unprecedented challenges demanding immediate and
innovative response?

•

The Threshold of Democracy: Athens in 403 B.C.: What light do the Athenians’
struggles to write a constitution, define the electorate, and pay for government shed on
the logic behind the American and other modern constitutions?

•

The Trial of Galileo: Does a society benefit from the propagation of ideas that contradict
religious beliefs and imperil souls?

Teamwork
Research on collaborative learning has established that students who learn in small groups
demonstrate higher achievement, have more favorable attitudes toward learning, and persist in courses
and programs. 23 Reacting provides teamwork experiences that mirror many of the best practices that Karl
Smith and others call for in successful cooperative learning groups: positive interdependence, promotive
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interaction, and individual and group accountability. In every Reacting game students find themselves
operating as members of factions or indeterminates who must ally themselves with factions to achieve
their objectives. While they have to submit papers and, of course, speak as individuals, to be effective
they must coordinate their research and reports with other members of their faction. Factions frequently
divide up topics (so that each member of the group is responsible for mastering one area of the political,
social, religious, issues etc.) in order to share the workload and then collectively establish the best ways to
make proposals and defend their positions. Moreover, the game format creates student pressure within
each faction for everyone to attend classes, finish assignments on time, and, most of all, do his or her best
since poor individual efforts are detrimental to the entire faction. Finally, the best speeches and papers
draw on a breadth of knowledge unlikely to be possessed by any one student, and so successful factions
have to weave individual expertise into a unified team effort. Thus faction members have a positive
interdependence within the game sessions and have group accountability (frequently with extra points
awarded for those factions that are most successful in the game), but also have individual accountability
through their individual persuasive essays. The skill to solve problems through collaborative means is a
hallmark of adult tasks, whether in the workplace or civic and philanthropic enterprises.

Oral and Written Communication
Writing clearly and speaking well lie at the heart of a college education. Students who have
mastered the arts of writing and speaking know how to organize arguments, support them with evidence,
and to think critically about the material, themselves, and their audiences. In addition, they learn the
importance of clarity and precision. It is not surprising that colleges and universities place great
importance on teaching students to write and to speak with clarity, precision, and style.
Jack Meacham and Jerry Gaff, drawing upon a recent national report, Taking Responsibility for
the Quality of the Baccalaureate Degree, conclude that there is a “national consensus that communication
skills—including college-level writing and effective oral communication—are essential both as
foundation skills for college and university learning and as lifelong skills for citizenship and the
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professions.” 24 As Derek Bok points out, “Almost everyone agrees on the need to communicate
effectively. Curriculum committees regularly affirm the importance of expressing oneself with clarity,
precision, and, if possible, style and grace. So do business executives, employers, and political activists.
Students, too, share this opinion. In Richard Light’s lengthy interviews with 1,600 undergraduates, for
example, respondents mentioned improving their writing three times as often as any other educational
goal.” 25
In “Reacting to the Past” students experience an exuberance of learning that carries over to the
mastery of many skills, including writing and speaking. While there is little consensus about how best to
teach students how to write and speak well, theorists cite some common factors that contribute to students
improving these skills: a heightened sense of audience, an assignment that offers a genuine context for
writing, assignments that inspire students to invest time in their work, multiple opportunities to write and
speak, and an opportunity to revise. Reacting classes are particularly strong in promoting the first four,
though many professors are increasingly building in opportunities for students to revise their written
work.
That Reacting improves speaking skills was confirmed in Stroessner’s study. At four different
colleges, students in Reacting first-year seminars and in non-Reacting first-year seminars were tested
early in the semester. One test provided the student with a small folder of materials on an issue—such as
gun control—and asked her to prepare a speech and deliver it into a tape-recorder. A similar test was
administered at the end of the semester. The speeches were graded blindly. The Reacting and nonReacting students had nearly identical scores at the outset of the semester; and the scores of the nonReacting students were the same at the end. But the students who completed a semester of Reacting had
far stronger scores—well beyond statistical significance.
Students in Reacting classes speak and write a great deal, writing on average ten to twelve pages
per game and speaking in nearly every class period. The ten-page writing requirement constitutes
24
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students’ formal writing submitted to the instructor; students write that much and more in e-mail
correspondence with their peers, many of them lengthy and well-argued. They are so because the students
become passionately engaged; in owning a role, having responsibility for that role and the knowledge
needed to make that role effective, students take ownership of their writing. It is theirs; it is important.
Reacting students spend countless hours researching and working with their fellow students to present
their best case, clearly and powerfully. They do so in part because they have a real audience, one that they
want to convince or outwit, one that they know will be critical of their arguments, just waiting to pounce
with counter arguments. That audience changes and with the change comes learning to develop different
voices in one’s writing and appeal to different audiences in different styles and modes.
An argumentative essay and speech based on Aristotelian rhetoric may carry the day in Athens in
403 B.C., but then so may a play in the style of Aristophanes. In the Ming China game, students, heeding
the Confucius’ teaching that “The thing about the gentleman is that he is anything but casual where
speech is concerned” (Analects, 118), learn to use allusion and poetry so that “the one who speaks gives
no offence, while the one who hears can take warning” (Analects, 42). Danton and his fellow
revolutionaries quickly learn to use the pungent language of the street to puncture the balanced style of
the salon in the French Revolution game. Students, in trying out these different modes of argument,
become more reflective about their writing.
Though students are sometimes hesitant to break out of the familiar and safe expository essay
format in their writing, “Reacting to the Past” leaves them no other choice. As they take on their
characters’ perspectives, voices, and motivations, students seem more willing to step out of their own
preconceptions about the writing process itself. Where they may have once found it difficult to conjure up
a paper topic, students discover that paper topics practically present themselves. For example, a student
playing the part of an imperial advisor in Ming China, when faced with the threat of being executed by
the Emperor, suddenly knows exactly what he should say, how tactfully he should say it, what evidence
should be included, and what’s best left unsaid.
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Where students may have once found it somewhat tedious to squeeze page requirements out of an
idea, in Reacting, they are almost surprised at how the words flow when they are intensely invested in
delivering an important message. That same student who in high school may have spent days ruminating
on a five-page paper, when playing the role of an imperial advisor may be delighted to discover that a
lengthy draft comes easily when she’s got something urgent to say and has the freedom to say it
creatively.
Where students may have once been skeptical about the need to find and appropriately document
source material to support their point, Reacting papers make it abundantly clear how effective good
evidence is in bringing credibility to an argument. When making his case to the Emperor, our imperial
advisor will be sure to point to what past emperors have done in China, grounding his arguments in the
teachings of Confucius, lest he be considered disrespectful of the past and thus scorned by his fellow
advisors and perhaps the Emperor himself. And the student will be sure to document the source material
and present it in the most polished form possible, lest he be undermined by his fellow students—
adversarial imperial advisors looking to discredit his arguments and his style.
In Reacting, students speak and write more than in their other courses; and they do so in contexts
where the effectiveness of their writing and speaking mean more than a grade. This motivational
difference largely explains their stronger performance.

Critical Thinking and the Art of Inquiry
Higher education authorities agree unanimously that one of the central purposes of liberal
education is to teach students to think and to communicate. Regional and professional accrediting
agencies list as key outcomes critical thinking, analysis, problem solving, and effective written and oral
communication. The AAC&U report, Taking Responsibility for the Quality of the Baccalaureate Degree
(2004), surveyed the accreditation standards of specialized and regional accrediting bodies, scholarly
organizations, and examples of skills demanded by industry and found that all called for critical or
reflective thinking and problem solving skills. Noting these key outcomes, the assessment movement has
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embraced instruments such as the Collegiate Learning Assessment to provide evidence of student
achievement in critical thinking. In “Reacting to the Past” courses students repeatedly practice and
exercise critical thinking and writing skills.
Both Bok’s study and the LEAP initiative cited above note that critical thinking is a key outcome
for undergraduate education. One of the AAC&U report’s key recommendations is to “teach the arts of
inquiry and innovation” in a way that moves beyond memorization to “fostering habits of mind that
enable students to continue their learning, engage new questions, and reach informed judgments.” 26
Indeed, most colleges and universities have established critical thinking as key components of their
general education programs.
But critical thinking is seen by many as more than just a basic skill. Joseph Williams and his
collaborators write that effective argumentation—the ability to advance a claim, support it with reasons
founded on relevant evidence and to deal with alternative explanations is the essence of civil conversation
and thus of democracy. 27 Equally important is the context in which students need to exercise those
critical thinking skills, one that reaches beyond black and white answers. Bok argues that students need to
learn to analyze and solve problems, while realizing that at the highest level many problems cannot be
solved with absolute certainty, thus requiring people to exercise judgment based on the best evidence and
reasoning available. At that level, all solutions are provisional, open to revision when new facts or better
means of analysis are found.
Colleges clearly value critical thinking; the difficulty is that “many undergraduates are not
sufficiently engaged to work conscientiously at their studies,” and that the lack of sufficient motivation
“has a significant effect on progress in critical thinking.” 28 Students often flounder when given “messy,
unstructured problems” with no clear answers, and need to move beyond relativism to be convinced that
critical thinking and reasoned arguments are “of genuine use” in solving and acting upon these types of
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problems. 29 Yet learning from “messy” and “unstructured” problems is necessary. The AAC&U 2007
report uses similar terminology, stating that students need to be able “to understand and navigate the
dramatic forces . . . that directly affect the quality, character, and perils of the world in which we live.”
Students need to be driven to analyze complex issues not just as intellectual exercises but so that they can
take some responsibility for “the larger good.” The LEAP reports states forthrightly: “In a world of
daunting complexity, all students need practice in integrating and applying their learning to challenging
questions and real-world problems” in a way that leads students to ask “not just ‘how do we get this done’
but also ‘what is most worth doing?’” 30
“Reacting to the Past” educates students in critical thinking by requiring them to advance claims
and reasons, and to conduct research to develop supporting evidence while also accounting for alternative
points of view. Furthermore, Reacting requires students to exercise critical thinking skills within a
dramatic context—what Mark Carnes has discussed as liminal moments. 31 Students are presented with
“messy” problems that have no clear answers, and through the game and their roles they are motivated to
work harder at research and communication than they do in many traditional classrooms. More
specifically, Reacting gives students a problem to solve and an audience to persuade. For example:
•

In The Threshold of Democracy: Athens 403 B.C., students become citizens of Athens at
the end of the long struggle with Sparta in the Peloponnesian War. As members of the
Athenian Assembly, students try to develop a new government for Athens—will Athens
return to a form of democracy or to oligarchy?

•

In Rousseau, Burke, and Revolution in France, 1791 students are members of the French
National Assembly or the Paris Crowd two years into the revolution, Louis XVI having
just been captured after an attempt to flee France. Now the deputies must reconsider all
the basic assumptions of their constitutional monarchy.
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•

In Defining a Nation: India on the Eve of Independence, 1945 students fulfill the roles of
various Indian political and religious groups who meet at Simla to try to write a
constitution for an independent India, one that will hold Muslims and Hindus together in
one state.

Along with recreating a dramatic moment in history, Reacting games provide students in their roles with
specific political and social objectives to be achieved, and students must research the roles and provide
arguments and evidence to persuade other factions within the game. In the Athens in 403 B.C. game, for
example, Oligarchs must craft arguments to persuade the assembly that the electorate should be limited to
those who own land, while radical and moderate democrats martial counter-arguments against that idea.
Students are also pushed to place these constitutional details in a larger philosophical or ethical context.
The Crowd in the French Revolution game, for instance, must persuade deputies to give them the vote
and bread, but more importantly, they must draw upon Rousseau’s writings to convince others that human
beings are good and capable of virtue. Conservative clergy and nobles in turn attack direct democracy and
advocate monarchy, citing philosophical and theological arguments that men are sinful and need to be
controlled.
The games assign students historically significant and intellectually challenging texts they need to
mine for information. Many games have a central text to which students on all sides must refer in making
their arguments: Plato’s Republic, Confucius’ Analects, Darwin’s On the Origin of Species provide a
common grounding for students. But students are then pushed to research beyond the central text and
encouraged to bring into the game relevant sources. In the French Revolution game, for example, students
focus their arguments around Rousseau’s Social Contract and Burke’s Reflections on the Revolution in
France, but they are also led to consider constitutional documents, speeches, and pamphlets by
revolutionary figures of the period, and encouraged to conduct research on the economic, cultural, and
political contexts in which their characters act and bring the fruits of that research into their arguments.
The games encourage students to evaluate multiple perspectives on the issues under dispute, and
their game roles help students understand how social, economic, religious, political factors determine the
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judgments of their characters. A simple listing of roles indicates that in all the games, students are forced
to confront multiple opinions and viewpoints. In India, 1945, for example, students act as the British
Governor General, Hindu and Muslim members of the Indian National Congress, Gandhi adherents,
members of the Muslim League, a Sikh leader, princes such as the Nizam of Hyderabad, Dr. Ambedkar,
leader of the Untouchables, the Hindu Mahasabha, and representatives of rural India and of the
Communist Party.
Beyond simply asking students to seriously engage with multiple and competing perspectives,
students also have to think on their feet, to present arguments (oral and written) that respond to
constitutional provisions, intellectual claims and arguments made by other students during the game
session and in “real time.” The games are structured to involve all students in written and oral
communication. They spend more time in developing their arguments, because they will be challenged on
the argument in the class and be forced to think about alternative perspectives and counter-arguments and
analyze how to respond to them. Student-led classes form constitutional assemblies, church courts, and
debating societies, where factions advance arguments to persuade other students of their viewpoints. The
key to these debates is that several students are “indeterminates,” assigned to roles set in the time period
that do not have firm positions on key issues at the outset. Students in the political or religious factions
have to look for the best arguments and forms of presentations to convince these indeterminates to join
them in voting.
One Moderate Democrat in Athens in 403 B.C., for example, made an argument for a
reconciliation agreement by organizing an essay to support her claim with a series of reasons: taking
revenge against the Thirty Tyrants will lead to more violence, peace is necessary to restore the trust of
citizens for the government of Athens, and the essence of democracy demands an end to injurious speech.
An artisan (indeterminate role) urged that women should be part of the Athenian electorate by advancing
three arguments citing Socrates, evidence of women’s behavior in the Athenian homes, and previous
decisions taken by the Assembly (see examples of student papers in the Instructor’s manual for The
Threshold of Democracy: Athens in 403 B.C.). Students are pushed to deeper research and clearer
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statements in support of their positions because they realize that other factions will critique their
arguments.
Reacting games challenge students. While the most public part of the games are in the class
debates where students make both formal and informal speeches and frequently engage in spirited debate,
much of the academic work of the course comes in the research and writing that is done outside class and
then shared through newspapers, class web-sites, wall displays, and e-mail.
Students invest more emotion and time in the development of their arguments because they are
engaged in their roles. Students are more motivated to make arguments and solve problems because they
have to make decisions in games that appear to have real consequences. Part of the power of the Reacting
games arises from students writing to convince other students and not just to impress instructors. But the
games are designed to keep the situation “messy and unstructured.” If students violate their roles or reach
for compromises not part of the history, they are pulled back by historical events. French deputies who
defy the people of Paris will find that the people may rise up and kill their political opponents. The
Muslim League may organize demonstrations that turn violent in Indian cities. While events are
controlled by the instructor as “gamemaster,” their complexity and contingency remind students that the
problems they are wrestling with were real and had real consequences. These historical recreations have a
dramatic effect on students as they strive to find the best solutions to complex problems.
Students explicitly discuss the possibility of alternative results and the nature of causality in the
post mortem for each game. Reacting games do frequently diverge from history: Socrates may survive
his trial, Lafayette may save a constitutional monarchy in France, and India may dissolve in chaos with no
compromise on a Muslim state. But the instructor has the opportunity to underline the critical analysis of
the period of history in a post mortem once the game ends. She or he is able to discuss how the historical
actors had to make decisions based on imperfect information and help students understand how critical
thinking is tied to action.
In sum, “Reacting to the Past” develops critical thinking skills and rational argumentation. But
even more significantly, it provides students with the powerful experiences of a “messy and “dramatic”
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moment where there are no clear solutions. Students are forced to use critical thinking to navigate the
perils of real-world situations in order to confront big questions and negotiate imperfect solutions.

Ethical Learning and Empathy
Most colleges and universities, through their mission statements, suggest the importance of
developing a sense of social responsibility among their students. One such statement says the mission of
the college is, among other things, to “free the mind of parochialism and prejudice, and prepare students
to lead examined lives that are personally satisfying, civically responsible, and socially useful.” Without
using the words “moral” or “ethical”, this statement (and many others like it) clearly suggests that one of
the core purposes of a college or university education is to help students develop a moral outlook that will
inform all the spheres of their lives. The terms ”prejudice”, “civically responsible”, and “socially useful”
all reflect a moral understanding. On the other hand, our colleges resist inculcating an “absolutist”
morality or imposing a morality in a culture which celebrates diversity, including moral diversity.
It is also the case that by understanding the moral values of others can help a person understand
his or her own moral values of others, leading to an empathy with those who in many ways are quite
different. Understanding the other person as having moral values (even if they are in conflict with one’s
own) at least establishes a basis for appreciating the life choices of that other person. Assessment of
“Reacting to the Past” has clearly demonstrated that students increase in empathy as a result of playing
the games (see Appendix 3).
The manner in which Reacting games expose students to multiple moral and cultural viewpoints
demonstrates that we have powerful tools for pursuing these outcomes in college classrooms. Institutions
do not have so shy away from dealing head-on with moral issues only because there is no universal
consensus on the details of various moral outlooks. Using role-playing pedagogy can help students
appreciate the moral choices, dilemmas, and demands that have confronted human actors in the past and
that students themselves will confront in all the venues of their lives both in and after college. Reacting is
one solution to the problem posed by Derek Bok when he notes, “students need to develop habits of
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thought that will help them to recognize moral problems when they arise and to reason about them
carefully enough to arrive at thoughtful decisions on how to respond.”32 Moral values are an inescapable
part of being human and an examined life will bring those values to consciousness, and thereby to the
possibility of their reasoned analysis and even sometimes to their alteration.
Exposure to moral dilemmas creates an awareness of the underlying moral values students tacitly
accepted when they entered college, even if that acceptance had not always reached the level of full
consciousness and critical understanding. All Reacting games in some ways force students to grapple with
moral issues that demand understanding the values of others. The ethical reasoning can be explicit, as
when the Henry VIII game includes a staged debate pitting the practitioners of Machiavellian statecraft
against the advocates of humanistic ethics. Or it may rely on individual characters and factions to
articulate the values that underlie their political positions. Through Reacting games, students assume roles
and so have to understand the values of their characters. Without grasping their characters’ core values,
students have no guide as to how their characters would respond. To become a follower of Plato,
Confucius, Anne Hutchinson, or Rousseau is to step not only into their historical situation but more
importantly into their moral framework. Moral education is at its most meaningful and effective best
when it is internalized and integrated into the outlook of the individual person. Intellectual and emotional
engagement with the moral perspectives of others is a highly valuable way to entice greater personal
reflection on values. Reacting places a student within the mind and value-system of the historical agent.
Reacting makes it possible, in a way that is difficult in other forms of pedagogy, for a student to step into
another person’s point of view and not only to see, but also to experience the character’s values and
ethical decision making process.
Many faculty and administrators are wary of “teaching morality and ethics” because such terms
are bound up with religious and political beliefs. When does “instruction” in such matters become
indoctrination? The asymmetry of the relationship of professors at the podium and students, taking notes,
knowing that their work must eventually be graded by those professors, is worrisome. But in Reacting,
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students put forth all of the arguments; and the various components of issues are voiced in multiple
student roles. Students thus learn that moral and ethical issues have many dimensions; and they are not
coerced, however subtly, to take positions based on the views of their professors.

Fostering Civic Knowledge and Engagement
It is a much lamented fact that the level of political participation in America is unhealthily low.
The causes, while disputed, lie perhaps in America’s founding as a modern, commercial democracy. Such
democracies separate state from society; in doing so they invite their citizens to live separate public and
private lives. When prosperity is added to in the mix, the private realm becomes alluring, entertaining, allconsuming; while the public realm becomes an intrusion, an irrelevancy, a bore, which Tocqueville sees
as one of democracy’s defining characteristics.
Some critics claim that America’s colleges and universities make only faint attempts at preparing
students to be engaged citizens, even if civic engagement is commonly cited as one of the desired
outcomes of higher education. Derek Bok recommends that courses in political theory and political
science be required of all graduates.33 But information about the ideas that directed the country’s
founding and about the structure and workings of the country’s current institutions, while helpful, cannot
alone instill an interest in public affairs. Students need to experience the exhilaration of politics first-hand
if they are to develop a taste for it in later life. They need to discover for themselves the responsibilities
and possibilities of power if they are to judge adequately the performance of elected officials.
In Reacting, students gather as members of a public body, usually an assembly or a court. They
divide into factions with agendas to advance. They cast votes, pass legislation, and render verdicts. They
defend their positions in public, and through cross-examination and debate learn to think on their feet and
speak extemporaneously. Some lead, others follow, until, in a new game, positions are reversed.
Competition and collaboration are present in about equal measure. In the end, victories are scored, defeats
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are suffered, and history, sometimes, is changed (though with historically counter-factual results
identified in the “post-mortems”).
Almost any Reacting game is a political caldron. Even in a game as far removed from democratic
politics as Henry VIII, students still are members of the Reformation Parliament, with an extensive
agenda to enact. They are required to build alliances, broker deals, promote their causes, and be on guard
for the unexpected. In the AAC&U LEAP report, principle five declares that “every student should
prepare for both life and citizenship by working frequently on unscripted problems.” 34 Henry VIII, like all
Reacting games, continually startles students with the unexpected, forcing them to reassess, regroup, and
start anew. As discussed above, problem-solving is at the heart of Reacting.
Athens in 403 B.C., the French Revolution, India, 1945, and the Collapse of Apartheid are four
highly political Reacting games. In the Athens game, students are responsible for reconstituting Athenian
democracy after Athens’ devastating defeat in the Peloponnesian War. What structure to give the
democracy, how far to extend the franchise, whether to resume the imperial policies of the past—these are
some of the issues which students are to decide, with two of the factions hostile to democracy and of
suspect loyalty. Meanwhile students are jolted by the discovery that ancient and modern democracies are
very different regimes. In the French Revolution game, students are faced with devising a constitution
that balances the old and the new, while struggling to contain the violence of the Parisian crowd. The
student playing the Marquis de Lafayette is in a particularly delicate position, with pressure coming from
all sides; The political skills needed and developed by the student in this role are of the highest order. In
the India game, Muslims and Hindus are given one last chance to preserve India as a peaceful, united
country without collapsing into violent civil war and ethnic cleansing. In the Collapse of Apartheid game,
students have to balance the need to confront and correct the past injustices of apartheid while laying
plans for a new country in which former masters and servants live and act as political equals.
A game on the American Constitutional Convention is now in development, and promises to
provide students with detailed knowledge of the fundamentals of constitution-making (much like study of
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a foreign language teaches students grammar), as well as the political history that brought the American
Constitution into being.

Global Citizenship
American education must increasingly turn American students into active, effective, and aware
citizens, leaders even, in a future in which global forces, problems, and crises increasingly are the context
for their social, economic, and cultural lives, a context that presses ever closer on the individual with each
passing decade.
Research on global learning points the way for administrators to make Reacting a solution to the
problem of global learning, and for game developers to make their games part of the solution. This
discussion will refer to two studies in particular, and a third in passing: College Learning for the New
Global Century (AAC&U, 2007), and Shared Futures: Global Learning and Liberal Education
(AAC&U, 2006).
To understand what is meant today by the term “global learning,” it is helpful to look at the historical
origins of the concept. This is provided by Kevin Hovland in Shared Futures: Global Learning and
Liberal Education (AAC&U, 2006). The Shared Futures study has found that, despite the overwhelming
consensus among American universities that global learning is an essential—perhaps the essential—
component of liberal education, very few colleges have taken effective steps to incorporate this view into
their curriculum. Shared Futures found that
•

Global awareness requirements within general education are overwhelmingly satisfied by
a single non-Western culture distribution course, avoiding interdependence as an object
of study itself, thus reinforcing a fractured view of the global community.

•

Within general education, domestic diversity requirements and global awareness
requirements are seen as discrete, unlinked units, reinforcing the idea that the United
States somehow stands outside of global analysis.
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•

There is little evidence that students are provided with multiple, robust, interdisciplinary
learning opportunities at increasing levels of intellectual challenges to ensure that
students acquire the global learning professed in the mission statement.

•

Science is largely missing as a site for global learning.

Responding to these failures, Shared Futures suggests that as a working agenda for global
learning, liberal education should be infused with global learning so that their education will help students
navigate an increasingly complex and interdependent world. Of these the four major goals are as follows:
•

Students should be immersed in the big issues affecting the peoples of the world today.

•

They should learn by doing, that is, by being given the opportunity to try to solve these
problems.

•

Since no global problem worth the name is going to be dented by the efforts of any one
individual (not even with the help of high explosives), students should learn to work in
groups to solve these problems.

•

Since solving real problems means bringing to bear on them the perspectives of the
sciences and technologies, students should learn how to use not only cultural critical
thinking, but scientific analysis when confronted by difficult real world problems.

As discussed earlier in this chapter, Reacting games dealing with recent history place students in
the midst of an historical crisis involving “big issues” like interethnic conflict, poverty, management of
scarce resources, and environmental degradation, where they have to work in teams drawing on cultural
knowledge, social scientific research, historical understanding, and scientific expertise. Reacting students
learn by doing, instead of by watching and listening. A traditional lecture on environmental issues trains
students to be passive and to talk about problems rather than trying to solve them. Reacting gives them
problems to solve.
As currently implemented in the curriculum, global learning often consists of a single course that
adopts a cultural perspective. Such a course can produce a spirit of relativism that views all opinions are
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equally valuable (or valueless) even while it pursues global understanding and subverts ethnocentricity.
Reacting, on the other hand, makes students realize that some solutions work and others do not.
Moreover, students are forced to recognize that in response to external pressures decisions have to be
made and actions taken even in the face of competing interests and imperfect information. The “test and
paper” format of global learning lecture courses often creates the false sense that victory over difficult
problems comes from individual efforts and not from the cooperative work of a problem-solving team.
Success in Reacting games comes from teamwork.
Games set in the past can also point students to present-day global issues by supplementing the
games with an additional unit on applying historical lessons learned to present problems. For example,
after the Second Crusade game has been played, instructors encourage students to reflect on what “just
war” means today, especially since many people in the Middle East today view what the United States is
doing there today through the lens of the Crusades. Obviously the India, 1945 game raises questions
about creating democracy in a multi-ethnic, multi-lingual state, as well as provides a chance to consider
what is happening within India and between India and Pakistan today. Nearly all Reacting games raise
vital issues about today’s global problems, and these are explored as a matter of course during the games’
post-mortem sessions. 35
Administrators looking for a solution to the problems of reforming their curriculum to globalize
learning should consider Reacting. Reacting games provide classroom-based solutions to the problem of
fostering global learning and achieving the outcomes called for by the AAC&U. 36. New Reacting games
under development promise to provide an even wider range of options for faculty interested in global
learning.

35

Professor Gretchen McKay, McDaniel College, letter to Richard Powers.
The AAC&U also has suggested ways to assess the global learning outcomes in Assessing Global
Learning (2007).
36
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V. CURRICULUM DEVELOPMENT AND THE FUTURE OF “REACTING TO
THE PAST”

Reacting and the General Education Curriculum
Reacting is currently being used as a major component of the general education curriculum at
schools across the country. A select overview demonstrates the range of schools that have found success
with the pedagogy.
Reacting as First Year Seminar: Barnard College and Drake University
“Reacting to the Past” originated as a first-year seminar option at Barnard College with three
games taught in one semester: The Threshold of Democracy: Athens in 403 B.C.; Confucianism and the
Succession Crisis of the Wanli Emperor, 1587; and The Trial of Anne Hutchinson. Barnard’s first-year
seminars “focus on critical reading, writing, and speaking skills in the context of intellectual exploration
and social bonding in a shared first-year experience.” Currently seminars are grouped in interdisciplinary
clusters: “Reinventing Literary History” and “Special Topics”, as well as “Reacting to the Past”. Barnard
also uses Reacting games in an optional second semester course offered through the history department.
Drake University also offers Reacting sections as one of many options available in a first-year
seminar program, in which each faculty instructor chooses their own topic. Drake’s instructors have
generally paired two games instead of three in order to have more class time to work on skills such as
writing, or on themes to connect the games, most often relating games to the development of democracy
using the French Revolution or Athens in 403 B.C. and India, 1945 games. Drake also offers Reacting
options within a sophomore-level “Engaged Citizen” course, currently using the French Revolution and
Collapse of Apartheid games; as well as in some Ethics and English Literature courses.
Reacting across a range of general education, honors, and major programs
Queens College (CUNY) uses Reacting in a variety of ways: in first- and second-year honors
courses, in two-course and three-course learning communities that fulfill the general education
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requirements, in required English Composition courses, in advanced courses for majors, and in two- and
four-week Study Abroad courses. In the two-course learning community the class is evenly divided
between English Language Learner students, who have just been brought up to the level where they can
take the English Composition required course, and entering spring semester freshmen. Reacting games
have also been taught in Philosophy, History, Drama, World Studies, Anthropology, and Comparative
Literature courses. A Reacting course is also offered at Townsend Harris High School which abuts the
Queens campus, and with whom Queens has an articulation agreement.
Loras College has embedded the “Reacting to the Past” pedagogy into a general education course
required of all students. The course, Democracy and Global Diversity (LIB220), is a sophomore level
course and represents one of two required courses within the “Mission” category of the College’s general
education curriculum. Currently Loras is the only college or university that requires all students to
participate in Reacting role-playing simulations. The Liberal Arts 220 course examines two distinct
cultures at a point of crisis and compares how each responds to the demands of democracy. The course is
designed to play a key role in a Loras College education by promoting the College’s mission to make
students into responsible contributors to society through fostering reflective thinking and ethical decisionmaking about democracy using active learning techniques. Since LIB220 focuses on democracy and the
maintenance and creation of social and political order, the course employs those Reacting games
involving democracy and exposing the difficulties involved in the maintenance and creation of social and
political order. Thus Loras faculty have paired the French Revolution or Athens in 403 B.C. game with
India, 1945 or The Collapse of Apartheid.
Reacting and interdisciplinary options at a research institution
“Reacting to the Past” has become the signature course in the Liberal Arts Honors Program
(LAH) at the University of Texas at Austin. Honors faculty teach one to two sections of Reacting for
LAH first-year students each semester drawing upon three games: Athens in 403 B.C., Confucianism
and the Succession Crisis of the Wanli Emperor, 1587, and the French Revolution. About half of the
LAH freshmen choose to take the course, and Reacting has helped recruit students to the program, since
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they use Reacting as the class that prospective students and their parents attend when visiting the campus.
In 2006 students lobbied to have an upper division LAH Reacting class, and thus the program added a
class for the juniors and seniors, so far featuring two games, Henry VIII and the Reformation Parliament
and India, 1945. Though Reacting has found a home in the LAH program, it has also spread to other areas
within the university. The India, 1945 game, for example, is regularly taught in a sophomore world
literature class and an introductory philosophy class. Professor of English Eric Mallin has also developed
a game based on Shakespeare and Marlowe that he has taught in his Shakespeare class for the past three
years.

New Games and Coherent Sequences of Reacting Courses
When the Reacting Advisory Board began thinking about “Reacting to the Past” as an approach
to general education, the most obvious obstacle was the relatively small number (six) of games in
existence. An important goal was to expand that number so that the requisite sequences of Reacting
courses could be turned into general education curricula. The curriculum development efforts of the RAB
succeeded beyond all expectations. The number of published and/or tested Reacting games has more than
tripled; when games currently approved for development are ready for publication and dissemination, the
number will have quadrupled in just two years.
The explosion of Reacting games has made it possible to think now of a variety of Reacting
sequences that could provide a solution to general education needs in the sciences, in American history,
and in global learning. There are now nine games published by Pearson Education:
1. Confucianism and the Succession Crisis of the Wanli Emperor, 1587
2. Defining a Nation: India on the Eve of Independence, 1945
3. Henry VIII and the Reformation Parliament
4. Rousseau, Burke and Revolution in France, 1791
5. The Threshold of Democracy: Athens in 403 B.C.
6. The Trial of Anne Hutchinson
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7. The Trial of Galileo: Aristotelianism, the “New Cosmology,” and the Catholic Church, 1616-33
8. Charles Darwin, the Copley Medal, and the Rise of Naturalism, 1862-64
9. Patriots, Loyalists, and Revolution in New York City, 1775-76
Ten more games (as yet unpublished) are complete, available for download at through an online
faculty forum (discussion board), and have been widely played and tested:
10. Beware the Ides of March: Rome in 44 BCE
11. The Collapse of Apartheid and Dawn of Democracy in South Africa
12. Constantine and the Council of Nicaea: 325 CE
13. Forest Diplomacy: War and Peace on the Colonial Frontier
14. Greenwich Village, 1913: Suffrage, Labor, and the New Woman
15. Kansas, 1999: Evolution and Creation Science
16. Marlowe and Shakespeare, 1592
17. The Second Crusade: The War Council of Acre, 1148
18. The Struggle for Civil Rights: Birmingham to Memphis, 1963-66
19. The Trial of Antonio Gramsci
Thus nineteen Reacting games are currently being played at colleges across the country. And
there are more to come. In 2009, the Reacting Advisory Board approved eleven more games for
development (most with grant-supported funding):
20. Acid Rain in Europe
21. Rage Against the Machine: Technology, Rebellion, and the Industrial Revolution
22. Petrograd 1917
23. Kentucky 1861: A Nation in the Balance
24. 1688: Revolution, Coup or Royal Renegotiation?
25. America's Founding: The Constitutional Convention
26. Modernism vs. Traditionalism: Art in Paris, 1888-89
27. King or Commonwealth? The English Civil War, 1647–1652
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28. Defining the Mind: The APA in the 1970s
29. Red Clay 1835: Cherokee Removal
30. The Josianic Reform: Deuteronomy, Prophecy, and Israelite Religion
31. Living History in 1894 Korea: The Kabo Reforms: This game, by John Duncan and Jennifer JungKim, received funding from UCLA and the Korea Foundation.
Thus it is now possible for college curriculum committees to plan coherent sequences of courses
based on such themes as science, religion, historical periods, or national history. For example:
•

Science: Galileo, Darwin, Creationism in Kansas, Defining the Mind (psychology), and
Acid Rain in Europe games.

•

Religion: Council of Nicaea, Josianic Reform (Judaism), Second Crusade, and Anne
Hutchinson games.

•

Developing Democratic Constitutions and/or Nation Building: Athens, Confucianism,
Henry VIII, English Civil War, American Revolution, Constitutional Convention, French
Revolution, India, and Collapse of Apartheid games.

•

Ancient/Medieval History: Athens, Rome, Confucianism (Ming China), Council of
Nicaea, and Second Crusade games.

•

Non-Western History: India, Collapse of Apartheid, Korea:Kabo Reformsgame.

•

Civil Rights: India, Collapse of Apartheid, Civil Rights/Birmingham to Memphis games.

•

Gender: Greenwich Village, 1913 and Defining the Mind games.

•

Art and Literature: Shakespeare and Marlowe, Greenwich Village, 1913, and Art in Paris
games.

•

Reacting as a skills sequence in Writing and Oral Communications.
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The Future of Reacting: Mini-Games, Science, and U.S. History
One of the interesting effects of teaching Reacting games is that it stimulates faculty to use the
Reacting model to create games that fit the content and schedule of their own courses. Often these games
use fewer class periods and thus are referred to at Reacting meetings as mini-games (jocularly referred to
as “Wee-Acting”)—short games of one- to four-class sessions that can be embedded in existing general
education or departmental major courses. For example, one instructor has split the Athens in 403 B.C.
game into three short mini-games to follow the sequence of a general education foundations course, so the
students first play Athenians writing a constitution, then deciding who should vote in Athens, and then
finally debating how government expenses should be met.
Faculty at Elon University have developed shorter science games to fit within their curriculum. In
conjunction with project staff at Barnard College, the Reacting Advisory Board has been discussing ways
to create an on-line community that shares these mini-games through the central Reacting web site. More
importantly, a team led by David Henderson (Trinity College), Anthony W. Crider (Elon University), and
Hugh T. Daughtrey, Jr.,(James Madison University) has received a 2009 National Science Foundation
award to develop more such Reacting games to promote general education in the sciences.
The Reacting Advisory Board is now working with one of the most experienced hands at game
development, Nick Proctor of Simpson College, to explore development of an American history text
centered on a sequence of Reacting games covering the entire span of American history from the Puritans
to the modern civil rights and environmental movements.37
Faculty who are interested in following or contributing to the new developments in mini-games,
science, and U.S. History, should keep an eye on the Reacting website,
<http://www.barnard.edu/reacting>, and particularly the restricted-access online Faculty Forum. Colleges
37

One possible sequence has been envisioned by combining the various American History games published
and in development: Anne Hutchinson, Forest Diplomacy, Revolution in New York City, Constitutional Convention,
Kentucky 1861, Impeachment of Andrew Johnson (in early stages of development), Greenwich Village, 1913, FDR’s
Hundred Days (in early stages of development), Struggle for Civil Rights, and the Creationism/Kansas 1999 game,
ten in all. In addition to those full-length games currently published or in development, new smaller games on areas
such as Abolition and ante-bellum reform, a Robber Baron game, a Cold War game, and one on current issues of
Globalism, could also be developed.
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should note, however, that in our survey of faculty, 63% indicated that conferences, particularly the
annual summer institute at Barnard College in New York, are the best way for faculty to learn about the
pedagogy. At the conferences, experienced faculty instructors lead participants through the “student
experience” of playing entire games in two-day formats. This direct experience of “Reacting to the Past”
gives faculty and administrators the best orientation to the power and possibilities of the methodology and
connects them to a community of scholar teachers who willingly share ideas about how to improve
student engagement and learning.
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VI. CONCLUSION: THE “REACTING TO THE PAST” COMMUNITY
AND THE STRENGTHENING OF LIBERAL EDUCATION

Nearly all faculty who participate in a “Reacting to the Past” game are instinctively drawn to the
potential of the pedagogy to improve undergraduate teaching and learning. As discussed above, multiple
studies have now confirmed the impact of Reacting on student learning. The skills and dispositions that
students develop in Reacting courses are the same skills in critical thinking, rhetorical ability, integrative
learning, intercultural understanding, and global awareness that are called for by the Association of
American Colleges and Universities’ LEAP project and by most college mission statements.
“Reacting to the Past” provides individual faculty and general education programs with multiple
tools for enhancing student engagement in learning. According to the Faculty Survey (see appendix 2),
wider adoption of Reacting faces some of the same challenges as any active-learning pedagogy: some
faculty fear losing content in a course or are uncomfortable with pedagogy that requires giving up some
control in the classroom. But the faculty who have experimented with the games overwhelmingly endorse
their rigor and effectiveness. The games now have been successfully used in a variety of institutions and
across the full range of course offerings from first year seminars that orient students learning in higher
education to Honors programs which provide academic challenges to the most gifted students. Curriculum
committees can cite this evidence to initiate discussions and develop courses or sequences of courses
using Reacting games in order to develop basic skills and/or to pursue interdisciplinary themes.
Moreover, the “Reacting to the Past” project staff has fostered the emergence a vibrant
community that goes beyond the published games. Affiliated faculty regularly attend workshops and run
them for faculty and administrators at nearby institutions; they collaborate with game designers to
develop and improve games; and they work with administrators to devise creative curricular applications.
The promise of “Reacting to the Past” is great; the challenge is to find a way to sustain this broad
pedagogical movement across college and university lines. Barnard College, with two initial FIPSE grants
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as well as the current support of the Teagle Foundation, National Science Foundation, and other
organizations, continues to provide the basic infrastructure for the Reacting project. Several other
universities have helped to support regional conferences. The future of Reacting depends on growing and
sustaining this informal community, by providing multiple opportunities for face-to-face contact as well
as sharing resources and insights on-line. Administrators and faculty who investigate giving Reacting a
key role in their general education, honors, or major programs have a large group of experienced
instructors ready to help them achieve the full potential of “Reacting to the Past” as an approach to
strengthen liberal education and enhance student learning.
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APPENDIX 1. DESCRIPTIONS OF THE “REACTING TO THE PAST” GAMES

A. Games Available from Pearson Education / Prentice Hall
Confucianism and the Succession Crisis of the Wanli Emperor, 1587
Daniel K. Gardner and Mark C. Carnes
Introduces undergraduate students to the suppleness and power of Confucian thought as applied
to issues of governance during the Ming dynasty. The game is set in the Hanlin Academy, where most
students are members of the Grand Secretariat of the Hanlin Academy, the body of top-ranking graduates
of the civil service examination who serve as advisers to the Wanli emperor. Some Grand Secretaries are
Confucian “purists,” who hold that tradition obliges the emperor to name his first-born son as successor;
others, in support of the most senior of the Grand Secretaries, maintain that it is within the emperor’s
right to choose his successor; and still others, as they decide this matter among many issues confronting
the empire, continue to scrutinize the teachings of Confucianism for guidance. The game unfolds amidst
the secrecy and intrigue within the walls of the Forbidden City, as scholars struggle to apply Confucian
precepts to a dynasty in peril.
About the Authors: Daniel K. Gardner is Professor of Chinese History at Smith College and the
author of many books and articles on the Confucian and Neo-Confucian tradition in China. His most
recent book is Zhu Xi’s Reading of the Analects: Canon, Commentary, and the Classical Tradition
(Columbia University Press, 2003). Mark C. Carnes is Ann Whitney Olin Professor of History at Barnard
College and creator of “Reacting to the Past.” He is author of many books in American history, including
The American Nation (Longman). He is also General Editor of the 25-volume American National
Biography, published by the ACLS and Oxford University Press.
Defining a Nation: India on the Eve of Independence, 1945
Ainslie T. Embree and Mark C. Carnes
Set at Simla, in the foothills of the Himalayas, where the British viceroy has invited leaders of
various religious and political constituencies to work out the future of Britain’s largest colony. Will the
British transfer power to the Indian National Congress, which claims to speak for all Indians? Or will a
separate Muslim state—Pakistan—be carved out of India to be ruled by Muslims, as the Muslim League
proposes? And what will happen to the vulnerable minorities—such as the Sikhs and untouchables—or
the hundreds of princely states? As British authority wanes, smoldering tensions among Hindus, Muslims,
and Sikhs increasingly flare into violent riots that threaten to ignite all India. Towering above it all is the
frail but formidable figure of Gandhi, whom some revere as an apostle of non-violence and others regard
as a conniving Hindu politician. Students struggle to reconcile religious identity with nation-building—
perhaps the most intractable and important issue of the modern world. Texts include the literature of
Hindu revival (Chatterjee, Tagore, and Tilak); the Koran and the literature of Islamic nationalism (Iqbal);
and the writings of Ambedkar, Nehru, Jinnah, and Gandhi.
About the Authors: Ainslie T. Embree is Professor of History Emeritus at Columbia University
and former president of American Institute of Asian Studies and of the Association of Asian Studies. He
also served as Counselor for Cultural Affairs at the American Embassy in Delhi. His books include
India’s Search for National Identity (1972), Imagining India (1989), and Utopias in Conflict: Religion
and Nationalism in India (1990). He was also editor-in-chief of the Encyclopedia of Asian History
(1988). See above for Mark C. Carnes.
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Henry VIII and the Reformation Parliament
J. Patrick Coby
Transforms students into lords and commoners and members of the English parliament during the
tumultuous years of 1529-1536. Cardinal Wolsey has just been dismissed as Lord Chancellor for failing
to obtain from the pope the divorce king Henry is seeking from Catherine of Aragon, his wife of twenty
years. Thomas More is named as Wolsey’s replacement. More presides over a newly summoned
parliament, which the king hopes will somehow find the legal means to annul his marriage to Catherine,
thus allowing him to proceed with his plans to marry Anne Boleyn and have by her a male heir. But will
parliament find the means, and will it be satisfied with solving the king’s marital and dynastic problems?
There are some in parliament who wish to use the royal divorce, as well as the rising
anticlericalism in the land, to effect a split from Rome and a conversion of England from Catholicism to
Protestantism. Other members oppose the divorce, oppose making the king head of the English church,
and, most of all, oppose this new, heretical creed filtering in from the continent. More is their leader, for
as long as he can survive. Thomas Cromwell leads the king’s party. One problem is that the king is
ambivalent about the reform effort unleashed by his so called “great matter,” and so the conservatives are
free to prosecute reformers as heretics, while the reformers are free to prosecute conservatives as traitors.
Conservatives are liable to this charge because their frustration at home tempts them to consider
petitioning the king of Spain and Holy Roman Emperor to invade England on behalf of Catholic Europe.
The game reaches its dramatic climax around the trial of Anne Boleyn, staged as a grand contest between
opposing parties, in which parties actually are multiple and fluid. All roles are individualized and most are
historically based. At issue is the clash of four contending ideas: medieval Catholicism, Lutheranism,
Renaissance humanism, and Machiavellian statecraft. Students read works representative of all traditions.
About the Author: J. Patrick Coby is professor of Government at Smith College where he teaches
courses in political theory. He is author of two books: Socrates and the Sophistic Enlightenment: A
Commentary on Plato’s Protagoras, and Machiavelli’s Romans: Liberty and Greatness in the Discourses
on Livy; and of over eighty articles and reviews.
Rousseau, Burke, and Revolution in France, 1791
Mark C. Carnes and Gary Kates
Plunges students into the intellectual, political, and ideological currents that surged through
revolutionary Paris in the summer of 1791. Students are leaders of major factions within the National
Assembly (and in the streets outside) as it struggles to create a constitution amidst internal chaos and
threats of foreign invasion. Will the king retain power? Will the priests of the Catholic Church obey the
“general will” of the National Assembly or the dictates of the pope in Rome? Do traditional institutions
and values constitute restraints on freedom and individual dignity or are they its essential bulwarks? Are
slaves, women, and Jews entitled to the “rights of man”? Is violence a legitimate means of changing
society or of purging it of dangerous enemies? In wrestling with these issues, students consult JeanJacques Rousseau’s Social Contract and Edmund Burke’s Reflections on the Revolution in France,
among other texts.
About the Authors: Gary Kates is Professor of History at Pomona College. He is the author of The
Cercle Social, the Girondins, and the French Revolution (Princeton, 1985) and editor of The French
Revolution: Recent Debates and New Controversies (New York, 1998). He has served on the editorial
board of French Historical Studies. In 1995 the Knight-Ridder News Service named his book, Monsieur
d’Eon is a Woman: A Tale of Sexual Masquerade and Political Intrigue, as one of the top non-fiction
books of that year. See above for Mark C. Carnes.
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The Threshold of Democracy: Athens in 403 B.C.
Josiah Ober and Mark C. Carnes
Recreates the intellectual dynamics of one of the most formative periods in the human
experience. After nearly three decades of war, Sparta crushed democratic Athens, destroyed its great
walls and warships, occupied the city, and installed a brutal regime, “the Thirty Tyrants.” The excesses of
the tyrants resulted in civil war and, as the game begins, they have been expelled and the democracy
restored. But doubts about democracy remain, expressed most ingeniously by Socrates and his young
supporters. Will Athens retain a political system where all decisions are made by an Assembly of 6,000 or
so citizens? Will leaders continue to be chosen by random lottery? Will citizenship be broadened to
include slaves who fought for the democracy and foreign-born metics who paid taxes in its support? Will
Athens rebuild its long walls and warships and again extract tribute from city-states throughout the
eastern Mediterranean? These and other issues are sorted out by a polity fractured into radical and
moderate democrats, oligarchs, and Socratics, among others. The debates are informed by Plato’s
Republic, as well as excerpts from Thucydides, Xenophon, and other contemporary sources. By
examining democracy at its threshold, the game provides the perspective to consider its subsequent
evolution.
About the Authors: Josiah Ober is Constantine Mitsotakis Professor in the School of Humanities
and Sciences at Stanford University, where he holds joint appointments in the departments of Political
Science and Classics. He is the author of several books on classical Athenian political and intellectual
history, most recently Political Dissent in Democratic Athens (Princeton University Press). He is now
working on a project about the relationship between democratic political culture and the social circulation
of knowledge. See above for Mark C. Carnes.
The Trial of Anne Hutchinson: Liberty, Law, and Intolerance in Puritan New England
Michael P. Winship and Mark C. Carnes
Recreates one of the most tumultuous and significant episodes in early American history: the
struggle between the followers and allies of John Winthrop, Governor of the Massachusetts Bay Colony,
and those of Anne Hutchinson, a strong-willed and brilliant religious dissenter. The controversy pushed
Massachusetts to the brink of collapse and spurred a significant exodus. The puritans who founded
Massachusetts were poised between the Middle Ages and the modern world, and in many ways, they
helped to bring the modern world into being. The game plunges participants into a religious world that
will be unfamiliar to many of them. Yet the puritans’ passionate struggles over how far they could tolerate
a diversity of religious opinions in a colony committed to religious unity were part of a larger historical
process that led to religious freedom and the modern concept of separation of church and state. Their
vehement commitment to their liberties and fears about the many threats these faced were passed down to
the American Revolution and beyond.
About the Authors: Michael P. Winship is Professor of History at the University of Georgia and
the author of the highly acclaimed Making Heretics: Militant Protestantism and Free Grace in
Massachusetts, 1636-1641 (Princeton, 2002), the definitive study of Hutchinson and the controversies
around her. See above for Mark C. Carnes.
The Trial of Galileo: Aristotelianism, the New Cosmology, and the Catholic Church, 1616–33
Frederick Purnell, Jr., Michael S. Pettersen, and Mark C. Carnes
The new science, as brilliantly propounded by Galileo Galilei, collides with the elegant
cosmology of Aristotle, Aquinas, and medieval Scholasticism. The game is set in Rome in the early
decades of the seventeenth century. Most of the debates occur within the Holy Office, the arm of the
papacy that supervises the Roman Inquisition. At times action shifts to the palace of Prince Cesi, founder
of the Society of the Lynx-Eyed that promotes the new science, and to the lecture halls of the Jesuit
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Collegio Romano. Some students assume roles as faculty of the Collegio Romano and the secular
University of Rome, the Sapienza. Others are Cardinals who seek to defend the faith from resurgent
Protestantism, the imperial ambitions of the Spanish monarch, the schemes of the Medici in Florence, and
the crisis of faith throughout Christendom. Some embrace the “new cosmology,” some denounce it, and
still others are undecided. The issues range from the nature of faith and the meaning of the Bible to the
scientific principles and methods as advanced by Copernicus, Kepler, Tycho Brahe, Giordano Bruno, and
Galileo. Central texts include Aristotle’s On the Heavens and Posterior Analytics; Galileo’s Starry
Messenger (1610), Letter to Grand Duchess Christina (1615) and Dialogue on the Two Chief World
Systems (1632); the declarations of the Council of Trent; and the Bible.
About the Authors: Frederick Purnell, Jr. was Professor of Philosophy at Queens College and the
Graduate Center of the City University of New York. A specialist in Renaissance and early modern
thought, he published numerous articles based on his research in European libraries and archives. His
work emphasized the relationship between philosophy and science in the late sixteenth and seventeenth
centuries, with particular attention to thinkers with ties to Galileo Galilei. The game is dedicated to the
memory of Professor Purnell, a fine scholar, committed teacher, and unabashed lover of Rome. Michael
S. Pettersen is Associate Professor and Chair of Physics at Washington and Jefferson College. He has
published scientific work in the area of low temperature physics. A strong proponent of general science
education, he has taught a variety of courses for non-science students, including astronomy.See above for
Mark C. Carnes.
Charles Darwin, the Copley Medal, and the Rise of Naturalism, 1862–1864
Marsha Driscoll, Elizabeth S. Dunn, Dann P. Siems, and Kamran Swanson
Thrusts students into the intellectual ferment of Victorian England just after publication of On the
Origin of Species. Since its appearance in 1859, Darwin’s long awaited treatise in “genetic biology” had
received reviews both favorable and damning. Thomas Huxley, the famous biologist, and Samuel
Wilberforce, the Bishop of Oxford, debated the book in a dramatic and widely publicized face-off at the
1860 meeting of the British Association for the Advancement of Science in Oxford. Their encounter
sparked a vigorous, complex debate in the Royal Society, Great Britain’s most important scientific body.
Should it award Darwin the Copley Medal, its most prestigious prize? While the action takes place in
meetings of the Royal Society, a parallel and influential public argument smoldered over the nature of
science and its relationship to modern life in an industrial society.
The Darwin game illustrates the tension between natural and teleological views of the world,
manifested especially in reconsideration of the design argument commonly known through William
Paley’s Natural Theology or, Evidences of the Existence and Attributes of the Deity (1802) and updated
by Wilberforce. But the scientific debate also percolates through a host of related issues: the meaning and
purposes of inductive and hypothetical speculation in science; the professionalization of science; the
implications of Darwinism for social reform, racial theories, and women’s rights; and the evolving
concept of causation in science and its implications for public policy. Because of the revolutionary
potential of Darwin’s ideas, the connections between science and nearly every other aspect of culture
becomes increasingly evident. Scientific papers and laboratory demonstrations presented in Royal Society
meetings during the game provide the backdrop for momentous conflict that continues to shape our
perceptions of modern science.
About the Authors: Marsha Driscoll is Associate Professor of Psychology at Bemidji State
University in Bemidji, MN. Her scholarly interests include the nature and role of cognitive and affective
empathy, adult development, and the interdisciplinary connections of psychology to the other social
sciences, humanities, and natural sciences. Elizabeth E. Dunn is Professor of History at Bemidji State
University. Her primary field of study is American Intellectual History, with research and publications
centered on value conflicts in a variety of settings including Benjamin Franklin’s religious beliefs, paper
money in colonial America, and political campaigning in the nineteenth century. Dann P. Siems is
Assistant Professor of Biology at Bemidji State University. His research interests include the natural
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history of fishes, phenotypic plasticity in life history theory, relationship of ontogeny to phylogeny,
history, and philosophy of biology, role of behavior and cognition in evolution, and evolutionary
psychology. B. Kamran Swanson is an Instructor of Philosophy at Oakton Community College and
Harold Washington College in the Chicago area. His studies have focused on the philosophy of Benedict
Spinoza and early modern philosophies of science.
Patriots, Loyalists, and Revolution in New York City, 1775–1776
Bill Offutt
Draws students into the political and social chaos of a revolutionary New York City, where
patriot and loyalist forces argued and fought for advantage among a divided populace. Can students
realize the liminal world of chaos, disruption, loss of privacy, and fear of victimization that comes with
any revolution accompanied by violence? How do both the overall outcome and the intermediate
“surprises” that reflect the shift of events in 1775-76 demonstrate the role of contingency in history?
Could the Brits still win? What were the complexities, strengths, and weaknesses of the arguments on
both sides? How were these affected by the social circumstances in which the Revolution occurred?
Students engage with the ideological foundations of revolution and government through close readings of
Locke, Paine, and other contemporary arguments. Each student’s ultimate victory goal is to have his/her
side in control of New York City at the end of 1776 (not as of the end of the Revolution, when all know
who won), as well as to achieve certain individual goals (e.g., slaves can attain freedom, propertied
women can be granted voting rights, laborers can make deals for land). Winning requires the ability to
master the high political arguments for and against revolution as well as the low political skills of
logrolling, bribery, and threatened force. Military force often determines the winner, much to the surprise
of the students who concentrated merely on internal game politics.
About the Author: Bill Offutt is Director of the Pforzheimer Honors College and Associate
Professor of History at Pace University. His book, Of Good Laws and Good Men: Law and Society in the
Delaware Valley 1680-1710, was published in 1995. His academic interests focus on the relationship
between law and society, particularly the methods by which legal systems obtain and keep their
legitimacy. He has taught classes in colonial America, revolutionary America, the Civil War,
Constitutional history, and American women’s history.
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B. Games in Development (available to download)
Beware the Ides of March: Rome in 44 BCE
Carl A. Anderson and T. Keith Dix
Recreates the struggle for power and control of Rome following the assassination of Julius
Caesar. The assassins, who believed they were liberating Rome from a tyrant, had no plan for setting the
Roman state in order again. For them, Caesar’s removal was the remedy Rome needed, and the future
would take of itself. The game begins the day after the assassination, and most of the action takes place in
the Senate. Students are assigned roles as members of two principal factions, “Republicans” and
“Caesarians” (the larger faction in the game, since Caesar had “packed” the Senate), or as non-partisan, or
at least uncommitted, members of the Senate. Probable debates in the Senate fall under four general
headings: public order, Caesar’s powers, foreign policy, and government. Some specific issues are
whether Caesar should be honored with a public funeral or his body cast into the Tiber; whether to accept
the legitimacy of Caesar’s acts; whether to regard the assassins as liberators or murderers; whether new
elections should be held; and whether the Parthian campaign should go forward and under whose
leadership. Students base their game personalities and their arguments in the Senate on excerpts from
Cicero’s letters, orations and political writings, in particular de re publica, as well as other ancient
sources. By grappling with the complex issues of Roman power politics at a moment of crisis, students
gain perspective on the dynamics of late Republican Roman history and can evaluate Rome’s subsequent
evolution.
About the Authors: Carl A. Anderson is Associate Professor in the Department of French,
Classics, and Italian at Michigan State University. He teaches Latin, Greek, and classical literature in
translation. His research specialties are Greek comedy and history. T. Keith Dix is Associate Professor in
the Department of Classics at the University of Georgia. He teaches Latin, Greek, and classical literature
in translation. His research specialties are Latin literature and ancient libraries.
The Collapse of Apartheid and the Dawn of Democracy in South Africa, 1993
John C. Eby and Fred Morton
Situates students in the Multiparty Negotiating Process that took place at the World Trade Center
in Kempton Park, South Africa, in 1993. The object of the talks, and the object of the game, is to arrive at
a consensus for a new constitution for a new post-apartheid South Africa in the midst of tremendous
social anxiety and violence. Just as the cultural setting of South Africa was immensely diverse, so also is
the game. Racial diversity—white, black, Indian—is only one dimension of diversity; in fact, by the time
of the talks, racial diversity was less critical than were cultural, economic, and political differences. The
game, then, requires students to seek to build consensus in the midst of profoundly puzzling complexity
and a web of surprising alliances. The game focuses on the problem of how to transition a society
conditioned to profound inequalities, harsh political repression, and great social and cultural diversity to a
democratic, egalitarian system of governance. How, in other words, should a society shape itself
ethically? Because the issues are complex and not strictly racial, the game forces students to ponder
carefully the meaning of democracy as a concept. They are typically surprised at what they find—that
justice and equality are not always comfortable bed partners with liberty and that healthy democracy may
sometimes not be best expressed through counting votes even though universal suffrage was one of the
most important symbols of new democratic beginnings for South Africa. Indeed, they learn the important
lesson that democracy in a diverse setting requires creative collaboration, compromise, and consensus
building more than vote-gathering. Students engage in questions of justice based in principles established
in the U.N. Declaration of Human Rights, the Freedom Charter of 1953, and the writings of Stephen Biko
and Nelson Mandela; many parties also have their own key texts (such as Gandhi, Marx, or Mill) from
which some of their principles derive.
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About the Authors: John C. Eby is an associate professor of history at Loras College. Fred Morton
is a specialist in the history of South Africa and Botswana. He taught at the University of Botswana and
Loras College and has co-authored four books and published numerous articles on Botswana and South
Africa, with particular reference to the late nineteenth and early twentieth centuries.
Constantine and the Council of Nicaea: Defining Orthodoxy and Heresy in Christianity, 325 CE
David E. Henderson and Frank Kirkpatrick
Plunges students into the theological debates confronting early Christian Church leaders. Emperor
Constantine has just declared Christianity the official state religion of the Roman Empire, but now
discovers that Christians do not agree on the most fundamental aspects of their beliefs. Some Christians
have resorted to violence, battling over which group has the correct theology. Constantine is outraged that
he has to settle what he regards as petty disputes between factions. Hoping to settle these problems at a
great Church Council to be held in Nicaea, Constantine has invited all of the Bishops of the Church to
attend. The outcome of this conference will shape the future of Christianity for millennia. The first order
of business is to agree on a Creed which states the core theology of the Church and to which all future
Christians will have to subscribe if they are to be regarded as holding to the ”true faith.” Those who will
reject the Nicaean Creed will be deemed heretical and subject to discipline or even exclusion from the
Church. The basic questions to be decided include: Who or what was Jesus and what was his relationship
to God? How should the Church be organized? What should be the rules of behavior for its leaders? What
is the role of women in the Church? Some will attempt to use this creed to continue their battles and to
exclude their enemies from the Church. If they succeed, Constantine may fail to achieve his goal of unity
in both empire and Church. He will do everything in his power to assure that agreement is reached, but,
given the animosity between the factions, he will need all of the skills which allowed him to become sole
Emperor. The debate over theology is informed by reading about the various theological positions of the
time using Bart Ehrman’s Lost Christianities and readings from a range of non-canonical Christian texts
including the Gospel of Thomas.
About the Authors: David E. Henderson is Professor of Chemistry at Trinity College and a
founding member of the Environmental Science Program at Trinity. He has a wide range of interests
including environmental protection and the history of religion. His research has included studies of acid
precipitation and its effects on stream chemistry. He is author of two other Reacting games, Acid Rain in
Europe, 1979-1989 and Evolution in Kansas, 1999. Frank Kirkpatrick is Ellsworth Morton Tracy
Lecturer and Professor of Religion at Trinity College. He teaches Christian social ethics and philosophical
theology, the history of Christian thought, and the philosophy of religion.
Forest Diplomacy: War, Peace, and Land on the Colonial Frontier, 1756–1757
Nicolas W. Proctor
Begins with Pennsylvania and the Delaware Indians engaged in a vicious and destructive war.
The focus of the game is a peace negotiation, which seeks to end the conflict. At the outset, students
familiarize themselves with the historical context, previous treaties, firsthand accounts of the war,
controversies over Quaker pacifism, and various Iroquois and Lenâpé cultural texts. Then, students divide
into three groups: Interpreters, Pennsylvanians, and Indians. Initially, the latter two groups meet
separately, but interpreters may shuttle back and forth. This gives students an opportunity to identify with
their assigned cultures. It also allows distrust and suspicion to fester. Students reunite when formal treaty
deliberations begin. The structure of these meetings is dictated by the traditional rituals of Indian forest
diplomacy, which are intended to create a dispassionate space in the midst of the bloodthirstiness of war.
Understanding the attendant cultural conventions becomes an essential element in peacemaking. Ignoring
the protocols negates clever compromise on issues like scalping, the liquor trade, settlement, treaty
writing, and land ownership. When negotiations conclude, students must still maintain the peace.
Negotiating a clever compromise is one thing, but if the treaty remains disagreeable to a significant

54

number of participants, it collapses amid renewed violence. However, if enough participants can be
convinced that the treaty represents a just peace then it will stand. Forest Diplomacy includes very few
purely “indeterminate” roles; instead every role includes a degree of flexibility. Consequently,
participants must interact and pay close attention to one another in an attempt to discover the ground upon
which they can compromise. Given the disagreements between and within the factions and the cultural
divide between Indians and whites, this will not be easy, but it can be done. As a result of playing this
game students better understand the historical dynamics of western expansion as well as the sharp
challenge of forging peace across lines of cultural incompatibility and historical antagonism.
About the Author: Nicolas W. Proctor is an associate professor of history at Simpson College. He
is the author of Bathed in Blood: Hunting and Mastery in the Old South (University of Virginia Press).
Greenwich Village, 1913: Suffrage, Labor, and the New Woman
Mary Jane Treacy
Takes students to the beginning of the modern era when urbanization, industrialization, and
massive waves of immigration were transforming the U.S. way of life. As the game begins, suffragists are
taking to the streets demanding a constitutional amendment for the vote. What, they ask, is women’s
place in society? Are they to remain in the home or take an active role in the government of their
communities and their nation? Labor has turned to the strike to demand living wages and better
conditions; some are even proposing an industrial democracy where workers take charge of industries.
Can corporate capitalism allow an economically just society or must it be overturned? AfricanAmericans, suffering from the worst working conditions, disenfranchisement, and social segregation,
debate how to support their community through education and protest, thereby challenging their
continuing marginalization in both the South and the North. Members of all these groups converge in
Greenwich Village to debate their views with the artists and bohemians who are in the process of
remaking themselves into the new men and new women of the twentieth century. Their spirited
conversations not only show a deep understanding of nineteenth century thinkers like Elizabeth Cady
Stanton and Karl Marx; they are also informed by such contemporaries as Charlotte Perkins Gilman, Jane
Addams, W.E.B. DuBois, Emma Goldman, John Dewey, Franz Boas, and Sigmund Freud. The game asks
what social changes are most important as well as how one can or should realize these goals.
About the Author: Mary Jane Treacy is Professor of Spanish and Women’s Studies at Simmons
College where she is also Director of the Honors Program. She has published Campo abierto: lecturas
sociopolíticas de Latinoamérica as well as studies on narrations of war, violence, and memory in Central
and South America. Her current project centers on conquest and memory in colonial Cuba.
Kansas, 1999: Evolution or Creationism
David E. Henderson
The Kansas Board of Education has been “captured” by the religious right. They have just
removed the teaching of Darwin’s theory of evolution and of modern Big Bang cosmology from the
required school curriculum of the state. As a result, Kansas has become the laughingstock of the “blue
states.” Scientific societies are working hard to reverse this ruling which they feel threatens the ability of
Kansas students to prepare for scientific and technical careers. Centrist Republicans are trying to reclaim
control of the GOP. Democrats see this as a wedge issue to help elect Democrats, including Al Gore who
is campaigning for President. But many members of the Board defend their decision as one that keeps the
teaching “scientism” out of the schools and protects the good Christian children of Kansas from
indoctrination in the secular humanism of the liberal left. Shouldn’t parents have some say in what their
children learn and be able to protect them from ideologies that undermine the family’s beliefs? At the
same time, the religious right has discovered Intelligent Design as a possible way to circumvent the
Supreme Court’s decision against teaching creation in the public schools. How does the state decide
between the conflicting claims of authority of religion and science? Students begin the game by running
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for election to the Board of Education to try to defend the ideology assigned in their roles. They will
prepare campaign speeches and debate their opponents. In the end, the voters will elect a new Board of
Education and the new board will then revisit the science curriculum in a series of meetings to write the
science curriculum and reach a final decision. The debate is informed by selected readings from Darwin’s
Origin of Species and Hume’s Dialogues on Natural Religion. Students also gain a rich understanding of
the complexity of evolution reading Microcosmos by Margulis and Sagan. The game includes optional
labs to help students understand how evidence is used to support scientific theories.
About the Author: David E. Henderson is Professor of Chemistry at Trinity College and a
founding member of the Environmental Science Program at Trinity. His research has included studies of
acid precipitation and its effects on stream chemistry. He is also an expert on liquid chromatography and
has published widely in the field. He has a wide range of interests including environmental protection and
the history of religion. He is author of two other Reacting games, Acid Rain in Europe, 1979-1989 and
Constantine and the Council of Nicaea.
Marlowe and Shakespeare, 1592
Eric S. Mallin
It is October, 1592, in London. Christopher Marlowe, the most accomplished playwright in the
city, has written a new play, The Massacre at Paris, which his company, the Lord Admiral’s Men, is
understandably eager to read and rehearse. That’s because the usually lucrative theater season has been
postponed since June. The bubonic plague has been spied in outlying parishes, and the Privy Council has
recently enforced the statute stipulating that the theaters must close when plague deaths in the city reach
30 per week. Theaters have been shut from the end of June to the beginning of Michaelmas term
(September 29); the actors and theater employees are anxious about their finances, and they had better
come up with a good play to perform. The acting companies are nervous about the upcoming season;
repertory rehearsals have not gone well, as several actors fled the diseased city to tour the provinces, but
spent most of their time drinking; they are out of practice, have forgotten their parts, and are only now
returning to London. Philip Henslowe, the manager of the Rose Theatre where the Admiral’s Men always
perform, would ordinarily be happy to debut Marlowe’s new script, but the subject—the St. Bartholomew
Day’s Massacre—is neither pleasant nor neutral, and the play’s strongly anti-Catholic stance might
inflame hostilities against suspected Catholics and recusant sympathizers, such as some foreign merchants
on whom so much of London’s trade depends. Should he simply return to the most popular play from last
year—Marlowe’s The Jew of Malta? Perhaps. But rumors of Marlowe’s atheism have begun to make
waves among those same London city authorities. A relatively new but accomplished company, the Lord
Strange’s Men, boasts a young, somewhat successful writer named William Shakespeare, who is said to
have several barnburners in the queue. Strange’s Men are a good group, and have performed many times,
and well, at the Rose before. While Henslowe waffles, the Queen’s Privy Council has agreed to oversee a
competition between Lord Strange’s Men and the Lord Admiral’s Men to decide which theater troupe
ought to reopen the playhouses. Which troupe is better? Who will most effectively represent the nation’s
ideals and energies, humor and grandeur? By the end of the game, one troupe will gain supremacy, for
primarily literary, but also cultural, religious, and political reasons.
About the Author: Eric S. Mallin is Associate Professor of English at the University of Texas at
Austin. A specialist in Shakespeare and sixteenth- and seventeenth-century English drama, his theoretical
interests include new historicism and queer theory. He is also interested in Shakespearean/early modern
themes as they transmogrify and metastasize in contemporary cinema.
The Second Crusade: The War Council of Acre, 1148
Helen Gaudette and Rebecca Granato
Brings to life a dramatic moment in the history of the crusades. Students become the great
gathering of monarchs, barons, religious authorities, and others that met as a war council in Acre on the
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eve of the Second Crusade, and react as participants in the discussions and debates that might have been
held there. As William of Tyre, the most important historian of the twelfth-century crusader states
explains, after the armies led by the French and German monarchs had arrived in the holy land in
response to the Pope’s call for crusade, “a general court was proclaimed at the city of Acre to consider the
results of this great pilgrimage, the completion of such great labors, and also the enlargement of the
realm. On the appointed day they assembled in Acre, as had been arranged. Then, together with the
nobles of the realm who possessed an accurate knowledge of affairs and places, they entered into a careful
consideration as to what plan was most expedient.” The war council must discuss and debate the idea of
“crusading,” the justifications for holy war, and the reasons why a second crusade should be launched at
this time. They must decide who from among the council’s participants should lead the crusade, and
further if the authority for the crusade should lie in secular or religious hands. And finally, they must
consider what city or area should be attacked and how. The debates are informed by Christian and
Muslim teachings about peace and holy war found in the New Testament and the Qur’an. They are also
informed by St. Augustine’s City of God, documents from the Investiture Controversy, and selections
from various other historical sources about the Second Crusade and the crusader states, including William
of Tyre, Odo of Deuill, Otto of Freising, Usamah ibn Munqidth, and Ibn al-Qalanisi. The Second Crusade
game reverberates with issues that are as important today as they were in the twelfth century.
About the Authors: Helen Gaudette, PhD is an adjunct assistant professor of medieval and early
modern European history and the director of College Preparatory Programs at Queens College, CUNY.
She teaches a wide range of courses with “Reacting,” including Study Abroad programs for Queens
College. Her interest in aspects of medieval and early modern queenship, patronage, the Crusades, and the
Mediterranean world led to the completion of her dissertation on the patronage of Queen Melisende of
Jerusalem in 2005. She looks forward to the publication of two new articles, “The Spending Power of a
Medieval Queen: Melisende of Jerusalem,” in Women and Money in Medieval Europe, Theresa
Ehrenfight and Bonnie Wheeler, eds. for Palgrave MacMillan and “Queen Melisende as Cultural
Mediator in the Latin Kingdom of Jerusalem,” in Crusades: Medieval Worlds in Conflict, Thomas F.
Madden, James Naus, and Vincent Ryan, eds.
The Struggle for Civil Rights: Birmingham to Memphis, 1963–1966
James Highland and Harold McDougall
Plunges students into two of the many important moments of creative tension in the civil rights
movement, in which key debates and decisions about the goals and means were being addressed. The first
is based on the Dorchester Retreat (Dorchester, Georgia; 1963) and the second is based on the Meredith
March (Mississippi; 1966). Taking on roles in Civil Rights organizations including the Southern Christian
Leadership Conference (SCLC), the Student Nonviolent Coordination Committee (SNCC), and the
National Association for the Advancement of Colored People (NAACP), students discuss and debate the
worth and cost of nonviolent action, in the context of previous and upcoming protests. They contend with
the question of whether nonviolent protest is one means to achieving civil rights, or the only means: In
what circumstance can violence be allowed, if at all? To what extent should nonviolent protest parallel the
NAACP’s legal challenges to Jim Crow laws? Should labor unions and European-Americans be involved
with the effort? Which forms of nonviolent action should organizations of limited means pursue: sit-ins,
voter registration drives, boycotts, freedom rides, marches? They also consider whether civil rights is the
only goal of nonviolent protest, or whether it can and should be applied to other issues that society was
facing at the time, such as poverty in America and the Vietnam War. Key texts include the writings of
Martin Luther King, Jr., Gandhi, Franz Fannon, and Malcolm X.
About the Authors: James Highland teaches in the Department of Philosophy at Northern
Michigan University. His teaching and research interests include Ancient Greek and Early Medieval
Philosophy, Comparative Philosophy, Aesthetics, Ethics and Islamic Philosophy, especially the religious
and philosophical foundations of nonviolent action in the work of figures such as Thoreau, Tolstoy,
Gandhi, Khan, King, and Hanh. Harold McDougall is Professor of Law at Howard University. His legal
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interests include the areas of urban social and economic development, civil rights, and the workings of
state, local, and federal government. He was also a civil rights organizer and voter registration worker in
his early years and served the NAACP from 1994 to 1997.
The Trial of Antonio Gramsci
Brigitte H. Schulz
Takes students into the turbulence of Italian politics during the 1920s. In October 1926, the
fascist government of Benito Mussolini banned all political parties “for the defense of the state.” Antonio
Gramsci, founding member of the Italian Communist Party, has been arrested on charges of treason.
Gramsci has made no secret of his disdain for Western democracy and even lived in the Soviet Union for
a year. He has openly called for revolution as the only effective antidote to the fascist menace. At the trial
some students represent the fascist government as judge and prosecuting attorneys. Others, mainly
representing the liberal party, challenge the government’s insistence that national security takes
precedence over civil liberties. Catholics are torn between their religious loyalties and their dismay over
the Vatican’s support of Mussolini’s government. Socialists and communists attempt to overcome their
internecine struggles in an effort to build an effective alliance against the fascist regime. Some of the
issues facing the court include: Does Gramsci have the right to free speech? Should he enjoy additional
protection as a freely elected member of parliament? Does he deserve the support of Liberals and
Catholics as a fellow parliamentarian? Does the Vatican have the right to intervene because it does not
like atheist communists? In fact, what role should religion play in modern secular politics? Is it the
responsibility of the Italian people to protect parliamentary democracy in defiance of the present
government’s policies? Is it unpatriotic to go against one’s own government? Central texts include works
on liberal democracy (Locke, Mill, Paine), Socialism/Communism (Marx, Engels, Lenin, Gramsci), and
Fascism (Nietsche, Mussolini, Palmieri).
About the Author: Brigitte H. Schulz is an Associate Professor of Political Science at Trinity
College where she teaches courses on communism/postcommunism and political development from a
comparativist perspective. Her publications include two books and numerous articles translated into seven
world languages. She is currently working on a book entitled Democracy and Violence. The Gramsci
game was developed for a course presently taught by the author at Trinity’s Rome campus entitled
“Transitions to Democracy: Communism and Fascism in Historical Perspective.
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C. Games in Early Stages of Development (Fall 2009 Call for Proposals)
The following projects were selected as “Games in Development” in the Fall 2009 Call for
Proposals by the Reacting Advisory Board. Among them, seven received $2,000 grants to help support
materials development and testing.
Acid Rain and the European Environment, 1979-89: The science, economics, politics, and philosophy
of environmental protection
David E. Henderson and Susan K. Henderson
In Acid Rain in Europe, students represent the European nations at a series of major international
conferences, beginning in Geneva in 1979 and ending in Helsinki in 1989. The goal of these conferences,
held under the auspices of the United Nations, is to negotiate the first major international treaty to address
long range transport air pollution. If successful, these negotiations will provide a model for dealing with
other international environmental issues such as ozone depleting chemicals and Global Warming. In
1972, the UN adopted a statement that held nations responsible for the effects of pollution that travels
outside their borders, but, prior to 1979, no treaty has been negotiated to implement this statement of
principle. The long range transport air pollution treaty is negotiated against the background of the
formation of the European Union and the beginning of Détente between the Soviet client countries and
the West. These changes and the political events in the individual countries provide changing pressures on
the negotiators during the course of the ten year span of the game.
The time frame of the game provides a rich context for these discussions in which both the
scientific and ethical understanding of the environment are evolving but on a solid footing. Research on
the impact of acid precipitation in the environment was at its peak, yielding a large body of primary and
secondary literature, much of which is accessible to non-science majors. Similarly, the debate over
whether environmentalism is simply a utilitarian reaction to the damage done or is an example of deeper
inherent rights of nature as a whole is in full swing. Finally, the debate juxtaposes market economics as a
tool for environmentalism against command and control approaches common in Europe during this
period.
About the Designers: David E. Henderson is Professor of Chemistry at Trinity College and a
founding member of the Environmental Science Program at Trinity. His research has included studies of
acid precipitation and its effects on stream chemistry. He is also an expert on liquid chromatography and
has published widely in the field. He has a wide range of interests including environmental protection and
the history of religion. He is author of two other Reacting games, Evolution in Kansas and Constantine
and the Council of Nicaea. Susan K. Henderson is Professor of Chemistry at Quinnipiac University. She
has published research on food and environmental chemistry. She also has a wide range of interests
including human health, nutrition, and yoga.
America’s Founding: The Constitutional Convention
J. Patrick Coby
America’s Founding is a game about what surely is the most important legal event in American
history—the Constitutional Convention of 1787. Students gather as members of state delegations sent to
Philadelphia to amend the Articles of Confederation or to replace it with something better. Familiar
elements, such as the Virginia Plan, the New Jersey Plan, and the Great Compromise, structure the first
half of the game. Here the principal theoretical divide is between large-republic advocates, called
nationalists, and small-republic advocates, called confederalists. In order to give prominence to these
competing visions of republican government, the game deviates from the historical original in one
significant respect: it incorporates, in concert with the Convention’s examination of the New Jersey Plan,
arguments articulated in the state ratification debates and in Federalist and Antifederalist writings.
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In the second half of the game, the Convention responds to reports written by committees
attempting to resolve delayed matters and to put the constitution in its finished form. How to elect the
president, what to do about slavery, and whether to include a bill of rights are just a few of the issues that
come up at this time. The game ends in a vote to accept or reject the constitution.
The constitution drafted by students need not replicate the one produced in Philadelphia;
however, freedom of action is constrained by the fact many of the same structural problems and historical
contingencies are in place. Thus students will find improving upon the Electoral College, for example, to
be not that easy.
About the Designer: J. Patrick Coby is professor of Government at Smith College where he
teaches courses in political theory. He is author ofSocrates and the Sophistic Enlightenment: A
Commentary on Plato’s Protagoras, Machiavelli’s Romans: Liberty and Greatness in the Discourses on
Livy; Henry VIII and the Reformation Parliament (“Reacting to the Past”); Thomas Cromwell:
Machiavellian Statecraft and the English Reformation; and of over eighty articles and reviews.
Defining the Mind: The APA in the 1970s
Peter Bradley
This game reenacts the intellectual collision between three theories of the mind as exemplified by
the debate over whether homosexuality should be declassified as a mental disorder in the early 1970s and
the ensuing debates surrounding the definition of “mental disorder” that followed. Game play includes
revising the Diagnostic and Statistical Manual to revision III and the creation of the first definition of
“mental disorder.” Students will advocate psychoanalytical theories, which explain behavior in terms of
conflicts between putative mental entities,; behaviorist theories, which explain behavior in terms of
external stimuli and reinforcement; and cognitive theories, which explain behavior in terms of an
underlying information processing system.
Background events that inform the discussions include the rise of psychopharmacology, the
Kinsey study, the split between Anthropology and Psychology, and the Behaviorist philosophy of
science-based critiques of Wundt’s introspective protocol and Gestalt Psychology.
About the Designer: Peter Bradley is Assistant Professor of Philosophy, where he specializes in
Metaphysics, Philosophy of Mind, Cognitive Science. His research focuses on the interface between
psychology, physics, and philosophy in the study of color and color vision. In recent years, his research
interests have led to a study of the early era of American Psychology, focusing on the work of Christine
Ladd-Franklin, David Katz, and the Gestalts.
Kentucky, 1861: A Nation in the Balance
Nicolas W. Proctor and Margaret Storey
As one of the northernmost slaveholding states, Kentucky plays a pivotal role in the crisis
unleashed by Lincoln’s election in 1860. Student roles include political leaders, newspaper editors, and
militia leaders. Opening with a special session of the legislature, Kentucky, 1861: A Nation in the Balance
forces students to struggle with the complex and divided loyalties of their roles. They must determine
how to reconcile varied motivations, interests, and ideologies with an unprecedented and intensely
combustible situation. Informed by assorted speeches, debates, and political tracts, students debate the
cultural, economic, and political concepts driving secession while reacting to a constantly shifting
political and military situation. Through the use of rhetoric, the press, and paramilitary action, they
struggle to alter the fate of the nation.
About the Designers: Nicolas W. Proctor teaches history and administers the first-year program at
Simpson College. He is author of Bathed in Blood: Hunting and Mastery in the Old South, and is
currently working on several projects for the Reacting to the Past series.
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King or Commonwealth? The English Civil War, 1647–1652
Scott Breuninger
It is the fall of 1647 and England is in chaos. Parliament’s New Model Army has routed King
Charles I’s forces on the field of battle, but stability proves to be extremely fragile. In response to the
Puritan Parliamentarians’ decision to disband the Army without pay, the disgruntled soldiers have
arranged to meet at Putney to debate the nature of political representation and challenge the authority of
both King and Parliament. Charles is in custody at Hampton Court, but the growing tension between
Parliament and the Army, coupled with an army of Scots to the north, does not bode well for peace.
Furthermore, a wave of political tracts has flooded the nation, advocating everything from Hobbesian
absolutism to universal democracy, and roused the people to unprecedented involvement in the affairs of
government. This enthusiasm for politics is coupled with millenarian expectations, as the horrors of the
war bring about the spectre of the apocalypse.
Students are thrust into this historical context, assuming roles in the Parliament corresponding to
the main factions of the time: Royalist supporters of Charles I defending the traditional notion of the
divine right of kings, Puritan Parliamentarians seeking to construct a “godly” state and limit the King’s
authority, and members of the Army whose egalitarian experiences and control of military authority
provide a stark challenge to traditional English political bodies. Drawing upon a wide variety of political
and religious texts (especially works such as Filmer, Hobbes, and the Levellers), students will attempt to
build a stable government upon the rubble of the Civil War.
About the Designer: Scott Breuninger received his doctorate from the University of WisconsinMadison, where his research focused on European Intellectual History. His current project “recovers” the
Irish dimension of George Berkeley’s work through a contextual examination of his social and economic
writings. He has incorporated a variety of “Reacting to the Past” games within his courses on British and
Irish history.
Living History in 1894 Korea: The Kabo Reforms
John Duncan and Jennifer Jung-Kim
Living History in 1894 Korea: The Kabo Reforms situates students in the great debates over
reform that swept East Asia following the irruption of Western imperialism in the second half of the
nineteenth century. The game is set in the Deliberative Council, a body established by the Korean court
in the midst of the Sino-Japanese War to discuss and implement measures to restructure government,
economy, society, and education. Members of the Deliberative Council represented a wide range of
opinions. Those pushing for radical reforms included men who had studied in Japan under Fukuzawa
Yukichi and men who had studied at schools in the United States. There was also a significant
conservative Confucian group of the Eastern Way, Western Machines persuasion who, following the
example of Qing China, sought to strengthen the traditional order by selectively adopting Western
technology. The Council was presided over by the erstwhile isolationist, the Taewŏn’gun, who was also
the father of King Kojong. The Council’s deliberations took place amid palace intrigue and foreign
pressures. Students will have to consult a wide range of writings from Korea, including Yu Kilchun’s
Observations from a Journey to the West, as well as key documents by Japanese and Chinese thinkers, in
constructing their arguments for and against reform.
About the Designers: John Duncan is professor of Korean history at UCLA and has published
widely on Korean history and Confucianism. Some of his publications include The Origins of the
Chosŏn Dynasty and such co-edited volumes as Rethinking Confucianism: Past and Present in China,
Japan, Korea, and Vietnam and Reform and Modernity in the Taehan Empire. Jennifer Jung-Kim has a
Ph.D. in modern Korean cultural history from UCLA, has published a number of articles on the
construction of gender roles in colonial Korea, has taught at Smith, Occidental, and UCLA and is now
Senior Editor and Assistant Director of the Center for Buddhist Studies at UCLA.
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London, 1688: Revolution, Coup, or Royal Renegotiation
Margaret Sankey
The king is gone, long live who? Acting as members of the 1688-1689 Convention Parliament,
students will use Locke, Hobbes, contemporary pamphlets and memoirs to determine the future of
monarchy in the British Isles. Can the constitution abide the removal of a king? Can parliament make
conditions on a monarch and control the purse strings of the nation? This game examines all the facets of
1688 historiography, from theories that the revolution was motivated by religion, driven by economic
pressure, linked to a larger European move to absolutism and part of longer tradition of limiting royal
power reaching back to the Civil War and forward to the American Bill of Rights. In grappling with these
issues, participants will dismantle the inevitability of William and Mary's succession to the throne and
achieve a better understanding of 17th century religion and political theory.
About the Designer: Margaret Sankey is Associate Professor of History at Minnesota State
University Moorhead. She holds a Ph.D in European History from Auburn University (2002). Her
research was published as Jacobite Prisoners of the 1715 Rebellion: Preventing and Punishing
Insurrection in Early Hanoverian Britain and in the Past and Present article with Szechi, “Elite Culture
and the Decline of Scottish Jacobitism”.
Modernism vs. Traditionalism: Art in Paris, 1888-89
Gretchen McKay, Nicolas W. Proctor, and Michael A. Marlais
This game considers the question: What is Art? Students will debate principles of artistic design
in the context of the revolutionary changes that began shaking the French art world in 1888-89. Images
from the 1888 Salon and the tumultuous year that followed provide some of the “texts” that form the
intellectual heart of every Reacting game. Students must read these images and use them as the basis of
their positions. In addition to these visual texts, students will read art criticism from the period, which will
help to form the basis of their own presentations in favor of one art style over another. These discussions
are complicated and enriched by secondary debates over the economics of art, the rise of independent art
dealers, and the government’s role as a patron of the arts. An additional feature of this game will include
an optional “art lab,” which teaches students about the issues that French artists faced in the late
nineteenth century through a studio-based, hands-on project.
About the Designers: Gretchen K. McKay is trained as an art historian as well as an artist, with
significant training and experience in oil painting. She has been active in the art history field, with her
most recent publication focusing on the nineteenth-century reception of medieval art. She teaches art
history at McDaniel College. Nicolas W. Proctor is an historian and an experienced Reacting instructor
and game designer. His Forest Diplomacy Game has been in the Reacting pipeline for some time and he
is also involved in the development of games by other authors. He teaches history at Simpson College.
Michael A. Marlais is a well-known art historian specializing in nineteenth-century French art, with
several books to his name on the topic. He also concentrates on French art criticism, especially at the end
of the nineteenth century, which will be a critical part of the Art Game’s structure. Michael teaches art
history at Colby College and continues to research aspects of French art in the nineteenth century.
Petrograd, 1917
David I. Burrow
“Petrograd 1917” plunges students into the aftermath of the collapse of the Imperial Russian
government in February 1917 during World War One. Students represent different factions striving to
shape Russia’s future government in the wake of Imperial collapse. As the game opens, Russian liberals
and moderate socialists hold power in the Provisional Government, recognized by Russia’s WWI allies;
but the quarrelsome revolutionaries [Bolsheviks (communists), Mensheviks (communists) and Socialist
Revolutionaries (agrarian socialists)] in the Petrograd Soviet control workers’ organizations and the
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support of the common people, including many of Russia’s soldiers. Students will confront both political
and practical problems as they decide the fate of the empire: what form of government should the future
Russian state have? How can social justice be ensured for the majority of Russia’s population? How will
the students placate the Allies’ demands for Russia to recommence an aggressive war effort, while
acquiring bread and restoring stability to the lives of Russia’s hungry and exhausted peoples? Finally,
how will the calls for revolutionary overthrow be heard? Will the revolutionaries be crushed? Will the
moderate revolutionaries prevail in their wait for the proper conditions and for the mass of peasants and
workers to rise on their own? Or will history repeat itself and the Bolsheviks seize power?
About the Designer: David I. Burrow is assistant professor of history at the University of South
Dakota, teaching courses in modern European history. He earned his MA and PhD at the University of
Wisconsin-Madison, and specializes in the history of nineteenth-century Imperial Russia. He
incorporates Reacting games into his course for USD’s Honors program, Honors 111, “Ideas in History.”
Rage Against the Machine: Technology, Rebellion, and the Industrial Revolution
Megan Squire
Rage Against the Machine is set in the midst of the period of wage crisis, class conflict, and rapid
technological change in Manchester, England during the early years of the Industrial Revolution. The
players are drawn from all classes of society, from lords to laborers and everything in between. This game
provides a platform for deep discussion of the complexities of the Industrial Revolution by engaging the
students in serious reading of key historical texts (Adam Smith, David Ricardo, Robert Owen) and
prompting subsequent debates about industrialization, unemployment, labor exploitation and the impact
of technology on traditional manufacturing.
About the Designer: Megan Squire is an associate professor of Computer Science at Elon
University. Her primary research focus is on open source systems, "hacking capitalism", and a commonsbased peer production of software. This interest has spawned the development of a General Studies
seminar in Technology and Society, which allows student exploration of the impact of technology on
societies, specifically through role playing the Trial of Galileo in 1616 and the Industrial Revolution in
Manchester 1817. Megan has a PhD in computer science from Nova Southeastern University.
Red Clay 1835: Cherokee Removal
Jace Weaver and Laura Adams Weaver
Red Clay 1835: Cherokee Removal and the Meaning of Sovereignty focuses on American Indian
removal from the American Southeast in the 1830s and events leading up to the Trail of Tears. In
particular it focuses on a pivotal historical conference held in Red Clay, Tennessee in October 1835 at
which the United States presented terms for a removal treaty a few months before the illegal Treaty of
New Echota was signed. It deals not only with this too-little-known part of American history, but it also
opens up other issues of the period (many of which have continuing relevance today), including westward
expansion, race and the status of Native Americans within the framework of the United States, cultural
change and assimilation of minorities, how one deals with social problems, and the sectional divide that
eventual leads to the American Civil War.
About the Designers: Jace Weaver is Franklin Professor of Religion and Native American Studies
and the Director of the Institute of Native American Studies at the University of Georgia. He has
published 10 books in the field and was the advisor in the “Trail of Tears” episode of “We Shall Remain”
series of American Experience on PBS. Laura Adams Weaver is a lecturer in English and Native
American Studies at the University of Georgia. She is the author of numerous articles on Native
American history, literature, and culture.
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The Josianic Reform: Deuteronomy, Prophecy, and Israelite Religion
Adam Porter and David Tab Stewart
The Josiah Game, set just before a monotheistic reform of Israelite religion (622 BCE), takes up
several tensions within the Bible: “the one versus the many gods,” the nature of sacred text and prophecy,
and the conflict of ideas within the Bible itself. The central conceit is that the action takes place at the
moment of 2 Kings 23:1-3a when all the elders and people of Judah assemble to hear a newly discovered
“Scroll of the Teaching” read out to them. The de Wette hypothesis proposes that Deuteronomy is the
very text found. The game makes this moment the center of gravity around which discussion of the
Hebrew Bible and the practice of Israelite religion revolve. The disintegrating power of the Assyrian
Empire supplies an international context for the nation to imagine recovering lost territory if it pleases
God by reforming. You are a woman, the prophet Huldah, who vets the scroll: How will you defend it?
You are of the royal house: Should you ally with Egypt? You are a Traditionalist: Won’t these changes
“remove the ancient landmarks?” The Documentary hypothesis—the literary-historical notion that the
Torah grew out of a set of traditions, documentary “sources,” and editorial activity—takes seriously the
competing idea sets within the Bible. Why does the found-scroll differ in tone and ideas from the Priestly
and Yahwistic traditions? The game’s factions “embody” these idea sets and play out their tensions.
About the Designers: Adam L. Porter is an associate professor of Religion and Philosophy at
Illinois College. His research specialty is Second Temple Judaism (Judaism from ca. 550 BCE to 70 CE)
and has taught a wide range of courses in Bible, as well as Abrahamic religions, Ancient Near Eastern
Religions, and Art and Archaeology of the Ancient Mediterranean. He is interested in new pedagogical
methods and is author of Introducing the Bible: An Active Learning Approach (Prentice Hall, 2005) and
has been experimenting with role-playing games in his classroom for several years. David Tabb Stewart is
assistant professor of Ancient Near Eastern Religions in the Department of Religious Studies at California
State University, Long Beach (and formerly associate professor of Religion and Philosophy at
Southwestern University, Georgetown, TX). His Ph.D. was earned at the University of California,
Berkeley in Near Eastern Studies with specialties in Hebrew Bible and Hittitology and particular attention
to ancient Near Eastern law and ritual. He is currently working on the book, Ancient Sexual Laws. Stewart
has taught a wide array of courses in Western Religions, Hebrew Bible, and ancient Near Eastern myth
and ritual.
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APPENDIX 2. “REACTING TO THE PAST” CONSORTIUM MEMBERS

Consortium members help sustain the project by hosting regional conferences, supporting
“Reacting” initiatives on their campuses, and promoting the design of new games. Member include:
Aquinas College (MI)
Baldwin-Wallace College (OH)
Barnard College (NY)*
Baruch College, CUNY (NY)
Bemidji State University (MN)
Cleveland State University (OH)
College of Staten Island, CUNY (NY)*
Dordt College (IA)
Drake University (IA)*
Eastern Michigan University (MI)
Elon University (NC)
Illinois College (IL)
Kenyon College (OH)
LaGuardia Community College, CUNY (NY)
Loras College (IA)*
McDaniel College (MD)
Michigan State University (MI)
Minnesota State University, Moorhead (MN)
Newman University (KS)
Ohio State University (OH)
Pace University (NY) Queens College, CUNY (NY)*
Saint Joseph's University (PA)
Salisbury University (MD)
Simmons College (MA)
Simpson College (IA)
Smith College (MA)*
Southwestern College (KS)
St. John's University (NY)
St. Joseph's University (PA)
Trinity College (CT)*
Union College (KY)
University of Georgia (GA)*
University of Hartford (CT)
University of San Diego (CA)
University of Tennessee at Martin (TN)
University of Texas at Austin (TX)*
Vanguard University (CA)
Waldorf College (IA)
Washington & Jefferson College (PA)*
Westchester Community College, SUNY (NY)
* Members of the Reacting Advisory Board
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APPENDIX 3. ASSESSMENT OF STUDENT LEARNING FOR “REACTING TO
THE PAST”
AND FACULTY SURVEY

Based on the development of “Reacting to the Past” at Barnard, Mark Carnes made a persuasive
argument for the power of liminality in the games to engage students in learning. 38 Now that Reacting
games are being taught at over 250 schools, a number of faculty have done their own analysis of the
effectiveness of the pedagogy. A summary of their findings confirms the success of Reacting in a variety
of institutions and types of classes, and further helps to support the impact found in the most sophisticated
evaluation of is effects, the study carried out by psychologist Steven Stroessner with the support of two
grants from the Fund for the Improvement of Post-Secondary Education (FIPSE), U.S. Department of
Education.
Reports from Individual Instructors
The reports of Reacting instructors consistently emphasize the same themes. Students generally
report an enthusiasm for classes using the games in spite of reporting that the games require more work
than do their other courses. Faculty reiterate that students become more engaged in their learning than in
more traditionally taught classes. They engage more frequently in discussion and debate; they work more
willingly in teams. Reacting helps students to achieve core academic skills such as critical thinking and
analysis, rhetoric and the ability to make oral arguments, and Reacting students develop their writing at
least on the same level as seminars that are identified as writing-intensive. Moreover, “Reacting to the
Past” helps to develop some of the dispositions called for by most college mission statements. They
demonstrate higher levels of empathy, of understanding of contingency in human history and thus of the
role of individual action and engagement.
Professor Tracy Lightcap of LaGrange College 39 reports that he used the Reacting games on the
French Revolution and on India, 1945 in a multidisciplinary first-year seminar with three major outcomes
in mind: 1) that the games “would encourage critical and analytical thinking about the readings,” 2) that
the debates “would encourage teamwork and presentation skills,” and 3) that students “would develop
understanding of other cultures and the ethical dilemmas involved in creating political order.” He
indicates that the course evaluations “indicate that all these expectations were largely met.” In response to
common questions asked of all first-year seminars, Lightcap found that students gave his section the
highest rating available at twice the percentage of students in sections that did not use Reacting. On those
questions that demonstrated a statistically significant difference between the Reacting section and the
regular seminars, students reported that they were more likely to be encouraged to think critically, that
they worked more with other students in projects outside of class, that they analyzed real world problems,
included diverse perspectives in class, and applied theories and concepts to practical problems. When
asked “Were you actively involved in the learning process through hands-on activities?”, 76.5% of the
Reacting students responded “Very Much” versus only 15.6% of students in more traditional sections.
Perhaps most impressively to Lightcap, when students turned to a discussion of the Iraq war in a section
of the course that came after use of the Reacting games, students spontaneously divided into factions,
38
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created roles, and developed some basic rules to turn that section of the course into a shorter game. As he
abandoned his original lesson plan to allow the students more control of the class sessions, Lightcap
indicated that “I have seldom been so gratified in the classroom.”
Professor Mark Higbee has reported similar student engagement in using Reacting and Reactinglike games in history courses at Eastern Michigan University. 40 His experience “strongly suggests that
RTTP [“Reacting to the Past”] pedagogy can successfully enhance student learning among the diverse
student population” of a regional state university. Moreover, he found that the pedagogy encourages
students to make social connections—to get to know each other—in ways that often do not happen in
large universities but which contribute to “retention and student success.” Like many faculty, Higbee
decided to try Reacting as a way to deal with student disengagement in the classroom. He used Reacting
games that are in development, such as Greenwich Village, 1913, as well as his own civil rights game.
Constructing a survey to measure his students’ engagement he found that 63% reported contributing to
class discussions more than three times and that students reported a high degree of preparedness as well
as more engagement with the professor. 82% reported that they had learned “more through the games.”
Perhaps most striking to Higbee is the way his students carried on the learning outside of class: “most of
them voluntarily and enthusiastically participated in intellectual discussions outside of class: 88% of my
Winter 2008 students reported staying after class to converse intellectually with their peers.” Higbee finds
Reacting giving students vital intellectual learning experiences through interaction with their peers. 73%
of his students believed they learned more through using the games, and the same number reported that
they did more work on the games than they would in a traditional class. 83% of 158 students reported
that they would “recommend friends take classes with Reacting games.” Higbee concluded that the data
from Eastern Michigan students, when combined with the assessment of Reacting at other institutions,
“make a compelling case. . . . Reacting offers a strategy that could reduce student isolation, create strong
learning communities, enhance learning, and improve retention.”
John Burney, who was Vice President for Academic Affairs at Loras College when the decision
was made to incorporate the “Reacting to the Past” pedagogy as part of a required general education
course for all students, and then subsequently introduced Reacting as part of the First Year Seminar
options at Drake University, found similar levels of satisfaction expressed in student evaluations of four
Reacting sections.41 While 62% of students said that a Reacting course was harder work than other first
year classes; 87% indicated that it was valuable as a learning experience and the same percentage, 87%,
found it valuable as a social experience, leading students to get to know each other through group work.
Burney would agree with Higbee’s conclusion that through Reacting “intellectual work was made
pleasurable and sociable” for the vast majority of students. Higbee’s and Burney’s student evaluations
confirm what Carnes initially discovered in his own classrooms, that through liminality, when students
are freed “from their constraints of their own sense of self, they find it easier both to explore new and
challenging ideas and to talk about them.” 42
Since the incorporation of the “Reacting to the Past” pedagogy into sophomore-level course
entitled “Democracy and Global Diversity,” all Loras students have taken at least one Reacting course.
The course has both very specific mission-driven content outcomes regarding the study of democratic
development and social order at two critical times in history, as well as skill outcomes related to critical
thinking and writing. Loras faculty regularly assess the course using both content and writing rubrics and
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student focus groups. In their most recent assessment report 43 79% of the students demonstrated
proficiency in evidentiary and conceptual thinking, and an increase in their abilities to write persuasively
over the level they demonstrated as first-year student, but also a higher level than other upper division
general education courses. The report indicates “it is clear that students are demonstrating their ability to
use evidence and explain rather difficult conceptual material.” The Reacting course in just one in a
sequence of general education courses and thus all gains in learning can not be attributed to this pedagogy
alone. Individual students also voiced occasional frustration with the mechanics of a particular game or
the depth of engagement of a few of the students. Yet overall, the students voiced support for the aims
and methods of the course so that the college’s overall conclusion reads: “the course is successful in
having students actively learn and engage democracy (in all its variants, strengths, and weaknesses) in
concrete historical and cultural contexts. The students generally showed a depth of consideration and an
appreciation for how this unique course offering may serve them and their education in important ways.”
Success in engaging students in learning has been reported by several other faculty in analyzing
classes at their own institutions.
An unpublished study at Washington & Jefferson College 44 found in its first year (using the
Confucianism and India, 1945 games) that students across the board worked harder and found Reacting
courses to “be more helpful in gaining liberal arts skills” than students in traditional first year sections.
Reacting students generally liked the course more and would recommend it. The second year of
evaluation (using the Darwin and Athens in 403 B.C. games) was more ambiguous. Dividing their
students into Best, Mid, and Worst, they found that the Worst, who became more engaged than in other
classes, and the Best, who felt more challenged than in other classes, actually did better in Reacting
sections compared to traditional seminars. The Mid level of students, while being more likely to report
positive results on integrating course materials in reacting sections, did better in several aspects of writing
in the traditional sections. Overall, however, the Washington & Jefferson studies find the Reacting
experiment to have been a success, indicating that the Reacting sections received high evaluations from
students, and “Faculty reported an increase in student learning and engagement following midterm—as
compared to a slight decline in Traditional sections.”
In reviewing Mark Carnes and Gary Kates, Rousseau, Burke, and Revolution in France, 1791 for
H-France, Jennifer Popiel of St. Louis University asserted that her students came to understand how
ideology influences practical decisions and to value the role of intellectual debate in a democracy. “In a
substantial way, they learn not to erase social and intellectual tensions, but how to use those tensions to
clarify their own suppositions and world views.” She grants that in using the game in a disciplinary
course on the French Revolution students may develop some small misunderstandings about the details of
how things happened, but states that “they seemed to have a much greater understanding of why they
happened, and, more importantly, why we still care so much today.” 45 Popiel argues that the game gives
students a clearer understanding of the “emotional and ideological content” of the Revolution and in
doing so, engaged them in the course more “than they had thought possible.”
Adam Porter of Illinois College turned to the Reacting pedagogy after finding that shorter games
that he designed himself only partially achieved his goals of encouraging student engagement and critical
thinking to approach scripture, and of fostering collaborative learning. Porter found Reacting games to be
more successful because they are longer and more complex, call for more dynamic presentations than
normal classroom debates, and ask students to persuade other students who are “indeterminates.”46 Porter
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seconds Carnes’s list of inducements to engagement in the Reacting pedagogy—escaping from oneself,
competition, teamwork, student empowerment, vicarious engagement with the past, drama, and
liminality. But Porter goes farther to demonstrate that these characteristics of Reacting games correlate
with the characteristics often associated with the current generation of college students labeled the
“Millenials.” Millenials tend to be “social . . . used to collaborating with their peers on schoolwork,”
prefer their work to be “useful” and expect a high degree of feedback from faculty. Moreover, Millenials
have grown up in a world of games (77% of college students are “gamers”) and are used to critical
thinking, improvisation, and problem solving in order to gain victories. They are familiar with escaping
into a different character, being empowered in their new roles with competition, and with collaboration in
teams. They in some ways demand complex characters, plots, and drama. “Most classrooms disempower
students, even in discussion-based seminars, the instructor remains in charge. Reacting changes this,
during game play, the students run the classroom.” By learning to voice different viewpoints students
develop empathy, they “come to understand those viewpoints more sympathetically.” Porter concludes
that Reacting helps students “to read challenging texts, think critically about them and articulate their
responses to them cogently in discussion speeches, or writing.” But it goes further to encourage “student
leadership, independent thinking, and the recognition that there can be multiple ‘correct’ viewpoints” in
powerful ways because it plays into characteristics of learning already present in the Millennial
generation.
Formal Assessment of the Reacting Pedagogy
The most sophisticated analysis of student learning in “Reacting to the Past” has been the study
directed by Steven Stroessner under the auspices of Barnard College, as part of FIPSE grants to develop
and disseminate the Reacting pedagogy. 47 Stroessner’s team had an advantage not often found in
research on student learning, the ability to measure the impact of the “Reacting to the Past” pedagogy
against a control group, initially Barnard students who participated in Reacting and non-Reacting sections
of the first-year seminar program; and in the second phase, students from Barnard, Smith College, and
Trinity College. In a third phase the researchers were able to investigate the unique situation at Loras
College where all students are required to take a course that includes Reacting pedagogy in order to
determine the characteristics of students who succeed in Reacting classes. Stroessner conducted a series
of focus group conversations with students who had taken a Reacting first-year seminar, and used their
feedback along with a survey of the literature on research into role playing and simulations to develop
research questions and shape the assessment of the impact of the pedagogy both on beliefs and
competencies.
Stroessner’s comparative research supports the claim that Reacting has a significant positive
effect on several attitudes and skills.48 The research found that students demonstrated
• an elevated level of self-esteem. Reacting students both showed a higher self-esteem
compared to students in non-Reacting sections and showed a higher level of self-esteem
at the end of the semester compared with their scores at the beginning of the semester.
• an increase in empathy: while students in the control sections showed a decrease in
emotional empathy, Reacting students showed an increase.
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•

a more external locus of control, i.e., level of belief that outcomes often are determined
by forces that are external to self.
• a greater endorsement of the belief that human beings are malleable, contributing to a
belief in the possibility of incremental change, that people can change over time and
across contexts.
• enhanced verbal rhetorical skills: Reacting students demonstrated a greater ability to
make an oral argument.
• The first phase of the research showed no significant effect on student confidence as a
Speaker, but the second phase did demonstrate that student confidence in public speaking
increased over the semester.
• An equal achievement in extemporaneous writing skills with traditional seminars. Some
Reacting students in focus groups had expressed the fear that they were not getting as
intensive instruction in writing as students in other seminars (and indeed, since a process
of revision is not built into the games, a similar question has been raised by some writing
instructors), but although the nature of the writing differed Reacting students developed
their writing skills at the same pace as other students.
Looking at the unique population at Loras College, Stroessner was able to conclude that while it
is possible to identify characteristics of students who display “enjoyment” of the “Reacting to the Past”
pedagogy, these characteristics do not predict achievement in the course. He indicated that students with
“a high degree of self-confidence, both in general and specifically as a public speaker” tend to like
Reacting pedagogy. Students who “do not like receiving attention as a result of disagreement” or who are
“highly emotionally empathic” tend to like the pedagogy less. But, “none of the psychosocial variables
correlated with the final grade.” While cautioning that instructors need to be aware that some students are
more uncomfortable with the pedagogy and may need additional support, all of these students are able to
be successful in achieving the learning outcomes associated with the games.
Stroessner concluded that his research findings “suggest that this role-playing pedagogy adds
diversity to student experience while producing some beneficial psychological consequences and
improvements in academic skills.” Perhaps most importantly, by developing both a greater sense of selfesteem at the same time as a sense that they do not control many of the outcomes in their lives, “students
commented that they eventually learned to cope with unexpected changes and some even suggested that
they came to enjoy surviving and even thriving in such an environment.” He suggests that this would be a
fruitful area for further research.
Of course, there are caveats. Lightcap warns faculty that the games take more class time than
most simulations, and indicates that they do not scale well to classes over thirty students. He argues that
training for instructors planning to use them is “imperative;” most faculty would agree that the best way
to start is to attend a Reacting conference and to play a game with other faculty. Higbee seconds
Stroessner’s research and indicates that faculty have to be aware that some students will not like the
unpredictable nature of the games. Faculty should be ready to help those students cope with the fact that a
reacting course does not have the regular routine of a lecture or traditional seminar course. Niall Slater
has raised a larger issue that in helping students gain empathy and develop rhetorical skills, instructors
need to be aware that they might also encourage a “broader tendency in undergraduate culture toward
relativism.” 49 But the vast majority of faculty who have taught with “Reacting to the Past” believe that the
engagement stimulated by the games opens up unique learning opportunities for their students.
“Reacting to the Past” Faculty Survey, Spring 2009
To confirm this analysis, as part of the Teagle grant initiative, the Reacting Advisory Board
surveyed 53 faculty who have used “Reacting to the Past” in a variety of institutions. The aim of the
49
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survey was to evaluate the success of the pedagogy in achieving the learning outcomes called for by the
Association of American Colleges &Universities in the Liberal Education and America’s Promise
initiative. 50 The results are summarized below. They make it clear that faculty find Reacting to be
successful in promoting student learning. 94% agree that it is an effective or highly effective pedagogy.
Over 90% find Reacting to be successful at producing student learning in Inquiry and Analysis, Oral
Communication, and Team work. 100% of faculty agree that Reacting Provided Academic Challenge;
and over 90% agreed that it effectively gets students to Engage with Big Questions, Develops students’
ability to Apply Learning to Complex Problems, Teaches the Art of Inquiry, and Connects Knowledge
with Choices and Actions. “Reacting to the Past”, in fact, provides a pedagogy that brings positive
achievements in many of the areas advanced as key to a 21st-century liberal education.
While acknowledging the fear that some faculty have of losing content in a course, most would
advocate that the trade off between content and engagement is worth it in producing deeper student
learning. What is also significant is the impact many faculty noted not just on students but on their own
teaching. Faculty noted that using “Reacting to the Past:” “was probably the best teaching experience I
have ever had”; “transformed my approach to teaching”; and “made teaching fun again.” One faculty
member noted that “it is a great mid-career rejuvenator.” Several spoke of Reacting as curing the
passivity of the classroom and providing greater connections between faculty and students. “Reacting has
resulted in deep relationships with my students that go far beyond the course. Reacting provides faculty
with a natural way to bring together instruction and advising.”
The faculty survey results confirm the deeper analysis of student learning and point to the broad
impact of “Reacting to the Past” pedagogy. The results indicate that both students and faculty become
more deeply engaged in the common enterprise of learning through the use of Reacting to the Past.
Summary of Survey Responses
Participants:
53 faculty, 2 other.
Institutions:
2- Associate, 24 – Baccalaureate, 20 – Masters, 8 – Doctoral, 1- Other
67% have attended a conference at Barnard College, 38% more than one.
47% have taught three or more individual Reacting games in their courses.
Overall, what was your level of satisfaction with how well Reacting games produced student
learning?
62% -- Highly effective pedagogy
+
32% -- Effective pedagogy = 94% Positive
vs.
6% -- Fair Pedagogy
0% -- Poor pedagogy
Curricular areas using Reacting games:
49% -- Major (disciplinary courses)
49% -- General education courses beyond FYS
38% -- First year seminar courses
27% -- Honors courses
18% -- Interdisciplinary programs (Women’s Studies, American Studies, etc.)
Reacting to the Past succeeds in achieving the learning outcomes detailed in the Association of American
Colleges & Universities 2007 report on Liberal Education and America’s Promise.
Instructors find Reacting to the Past to be “Very Effective” or “Effective” in producing student
learning of content or skills in these areas:
96.2% Inquiry and Analysis
96.1% Critical Thinking
96.1% Oral Communication
92.4% Integrative Learning
90.6% Teamwork
88.7% Knowledge of Human Cultures
50
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86.7% Written Communication
86.5% Civic Knowledge/of Democracy
75.5% Ethical Reasoning
Instructors agreed that Reacting as “Very Effective” or “Effective” in engaging students in learning
by providing these authentic experiences:
100% Providing Academic Challenge
94% Engaging with Big Questions
94% Developing Students’ Ability to Apply Learning to Complex Problems
92% Teaching the Art of Inquiry
90% Connecting Knowledge with Choices and Actions
85.7% Fostering Civic Learning
82% Fostering Intercultural Understanding
78% Fostering Ethical Learning
77.6% Teaching the Art of Innovation
The instructors identified these as the biggest obstacles to a wider adoption of Reacting to the Past on
their campuses:
• Difficulty in freeing faculty from the demands of other required courses. (12 cited it as a
major problem that blocks further development).
• Resistance by faculty who fear losing “content” in a course. (12 cited it as a major
problem that blocks further development).
• Faculty uncertainty about active learning pedagogy.
• Lack of financial support for faculty development of new pedagogies.
• Difficulty in fitting in faculty workload because of demands of scholarship.
Select general comments:
• “This was probably the best teaching experience I have ever had, and a number of my
students said it was the best class they had ever taken. This is the first time I have had
students take their learning outside of the classroom voluntarily, and it created permanent
bonds among many of the students who worked together.”
• “Reacting has completely transformed my approach to teaching. I find that it forces me as
an instructor to be much more invested in my students. . . . outreach to students and
connecting with them personally is a key factor in the success of the game! I have
rethought my role as a history teacher: I no longer try to cover ‘everything’ in lectures,
but rather I see myself as a coach in helping students navigate through the exciting
avalanche of information that is available. Instead of attempting to instill a predetermined amount of information in the students, I now focus on igniting their desire to
learn more and assisting them in finding what they need.”
• “Reacting is the most powerful pedagogy I have seen in 20 years of teaching, in terms of
engaging students in learning a variety of ‘big’ ideas and classic texts.”
• “Students love the games. When I'm teaching Reacting, I'm always the favorite . . .
because students actually get the chance to think, speak, and advocate in my class. Even
the shyest students participate actively—they get caught up in the moments and have
passionately defended something before they fully realize they're speaking in public.”
• “Students report that participating in Reacting fundamentally changes their approach to
learning and encourages more of a sense of responsibility.”
Suggestions for improvement:
• Developing a format/template/manual for game design for instructors who would like to
experiment with developing additional games for their courses.
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•
•
•
•
•
•
•
•

Help with briefing faculty on how to assuage fears students might have about the
pedagogy.
Communicate more about the way Reacting games are being used in the sciences.
Engage librarians as active partners in supporting the games.
Learning communities that pair a “skills” course with a Reacting course are often
successful in achieving dramatic improvements in communication skills.
Share modifications to the writing assignments that can help introduce some element of
revision.
Create materials tailored to administrators to help communicate the benefits of Reacting
and/or to communicate the benefits in courses beyond history.
Discuss ways to make the Forum more dynamic, with more rapid responses to questions.
More games: beyond intellectual history, non-U.S., science, games of different lengths.

A few final words:
• “For me as an instructor, it's made teaching fun again. I've begun to revise all my courses
around either Reacting games or simplified versions. . . . Students regularly tell me that
they learn more preparing for the simulations than they would sitting through traditional
lectures.”
• “In English 1101, The Argument. . . , Reacting gets students over the hurdle of saying
and writing something that their classmates might not agree with. The game is based on
disagreement, and on saying or writing things in someone else's voice. The taciturn
speak. The shrinking assert themselves. And the forward find that they are confronted
with actual challenge rather than simply an uncontested field.”
• “It is a great mid-career rejuvenator, . . . it makes you see the survey through fresh eyes.
But for students, it's an amazing experience.”
• “My transformation from ‘professor‘ to ‘coach’ in Reacting has resulted in deep
relationships with my students that go far beyond the course. Reacting provides faculty
with a natural way to bring together instruction and advising. It also provides students
with a way to become engaged in academic material. I have never seen such a successful
pedagogy for a large percentage of my students. . . . In fact, it has been the ONLY
pedagogy that has worked for some students. My colleagues who teach higher level
courses—excellent teachers—tell of a passivity in discussion with the very students who
were jumping out of their seats in my class. It is the pedagogy, it is the time devoted to
one game, it is the student-directed classroom that makes it happen.”
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THINKING AND MORAL
CONSIDERATIONS
For

K H. Auden

To talk about thinking seems to me so presumptuous that I feel I
owe you a justification. Some years ago, reporting the trial of
Eichmann in Jerusalem, I spoke of "the banality of evil" and
meant with this no theory or doctrine but something quite factual,
the phenomenon of evil deeds, committed on a gigantic scale, which
could not be traced to any particularity of wickedness, pathology,
or ideological conviction in the doer, whose only personal distinction was a perhaps extraordinary shallowness. However monstrous the deeds were, the doer was neither monstrous nor
demonic, and the only specific characteristic one could detect in
his past as well as in his behavior during the trial and the preceding police examination was something entirely negative: it was
not stupidity but a curious, quite authentic inability to think. He
functioned in the role of prominent war criminal as well as he
had under the Nazi regime; he had not the slightest difficulty in
accepting an entirely different set of rules. He knew that what he
had once considered his duty was now called a crime, and he
accepted this new code of judgment as though it were nothing but
another language rule. To his rather limited supply of stock
phrases he had added a few new ones, and he was utterly helpless
only when he was confronted with a situation to which none of

them would apply, as in the most grotesque instance when he had
to make a speech under the gallows and was forced to rely on
clichCs used in funeral oratory which were inapplicable in his
case because he was not the survivor.' Considering what his
last words should be in case of a death sentence, which he had
expected all along, this simple fact had not occurred to him, just
as inconsistencies and flagrant contradictions in examination and
cross-examinations during the trial had not bothered him. ClichCs,
stock phrases, adherence to conventional, standardized codes of
expression and conduct have the socially recognized function of
protecting us against reality, that is, against the claim on our thinking attention which all events and facts arouse by virtue of their
existence. If we were responsive to this claim all the time, we
would soon be exhausted; the difference in Eichmann was only
that he clearly knew of no such claim at all.
This total absence of thinking attracted my interest. Is evildoing, not just the sins of omission but the sins of commission,
possible in the absence of not merely "base motives" (as the law
calls it) but of any motives at all, any particular prompting of
interest or volition? Is wickedness, however we may define it, this
being "determined to prove a villain," not a necessary condition
for evildoing? Is our ability to judge, to tell right from wrong,
beautiful from ugly, dependent upon our faculty of thought? D o
the inability to think and a disastrous failure of what we commonly call conscience coincide? The question that imposed itself
was, could the activity of thinking as such, the habit of examining
and reflecting upon whatever happens to come to pass, regardless of specific content and quite independent of results, could
this activity be of such a nature that it "conditions" men against
evildoing? (The very word con-science, at any rate, points in this
direction insofar as it means "to know with and by myself," a

kind of knowledge that is actualized in every thinking process.)
Finally, is not the urgency of these questions enforced by the
well-known and rather alarming fact that only good people are
ever bothered by a bad conscience whereas it is a very rare phenomenon among real criminals? A good conscience does not exist
except as the absence of a bad one.
Such were the questions. To put it differently and use Kantian
language, after having been struck by a phenomenon-the quaestio facti-which
willy-nilly "put me into the possession of a concept" (the banality of evil), I could not help raising the quaestio
j u h and asked myself, "with what right did I possess and use it."'

To raise such questions as "What is thinking?" "What is evil?" has
its difficulties. They belong to philosophy or metaphysics, terms
that designate a field of inquiry which, as we all know, has fallen
into disrepute. If this were merely a matter of positivist and
Our difneopositivist assaults, we need perhaps not be ~oncerned.~
ficulty with raising such questions is caused less by those to whom
they are "meaningless" anyhow than by those who are under
attack. Just as the crisis in religion reached its climax when theologians, as distinguished from the old crowd of nonbelievers, began
to talk about the "God is dead" propositions, the crisis in philosophy and metaphysics came into the open when philosophers themselves began to declare the end of philosophy and metaphysics.
Now, this could have its advantage; I trust it will once it has been
understood what these "ends" actually mean, not that God has
"died3'-an obvious absurdity in every respect-but that the way
God has been thought of for thousands of years is no longer con-

vincing; and not that the old questions which are coeval with the
appearance of men on earth have become "meaningless," but that
the way they were framed and answered has lost plausibility.
What has come to an end is the basic distinction between the
sensual and the supersensual, together with the notion, at least as
old as Parmenides, that whatever is not given to the senses-God
or Being or the First Principles and Causes (archai) or the Ideasis more real, more truthful, more meaningful than what appears,
that it is not just beyond sense perception but above the world of
the senses. What is "dead" is not only the localization of such
"eternal truths" but the distinction itself. Meanwhile, in increasingly strident voices the few defenders of metaphysics have
warned us of the danger of nihilism inherent in this development;
and although they themselves seldom invoke it, they have an
important argument in their favor: it is indeed true that once the
supersensual realm is discarded, its opposite, the world of appearances as understood for so many centuries, is also annihilated.
The sensual, as still understood by the positivists, cannot survive
the death of the supersensual. No one knew this better than Nietzsche who, with his poetic and metaphorical description of the
assassination of God in Zarathustra, has caused so much confusion in these matters. In a significant passage in The Twilight of
Idols, he clarifies what the word "God" meant in Zarathustra.
It was merely a symbol for the suprasensual realm as understood
by metaphysics; he now uses instead of "God" the term "true
world" and says, "We have abolished the true world. What has
remained? The apparent one perhaps? O h no! With the true
world we have also abolished the apparent one."4
These modern "deaths" of God, of metaphysics, of philosophy,
and, by implication, of positivism may be events of great importance, but they are after all thought events, and though they con-

cern most intimately our ways of thinking, they do not concern
our ability to think, the sheer fact that man is a thinking being. By
this, I mean that man has an inclinationand, unless pressed by more
urgent needs of living, even a need (Kant's "need of reason") to
think beyond the limitations of knowledge, to do more with his
intellectual abilities, his brain power, than to use them as an instrument for knowing and doing. Our desire to know, whether arising
out of practical necessities, theoretical perplexities, or sheer curiosity can be fulfilled by reaching its intended goal; and while our
thirst for knowledge may be unquenchablebecause of the immensity of the unknown, so that every region of knowledge opens up
further horizons of knowables, the activity itself leaves behind a
growing treasure of knowledgethat is retained and kept in store by
every civilization as part and parcel of its world. The activity of
knowing is no less a world-building activity than the building of
houses. The inclination or the need to think, on the contrary, even
if aroused by none of the time-honored metaphysical, unanswerable "ultimate questions," leaves nothing so tanghle behind, nor
can it be stilled by allegedly definite insights of "wise men." The
need to think can be satisfied only through thinking, and the
thoughts which I had yesterday will satisfy this need today only to
the extent that I can think them anew.
We owe to Kant the distinction between thinking and knowing,
between reason, the urge to think and to understand, and the intellect, which desires and is capable of certain, verifiable knowledge.
Kant himself believed that the need to think beyond the limitations
of knowledge was aroused only by the old metaphysical questions
of God, freedom, and immortality,and that he had "found it necessary to deny knowledge to make room for faith"; by doing so he
had thrown the foundationsof a future "systematicmetaphysics" as
a "bequest to posterity."' But this shows only that Kant, still bound

by the tradition of metaphysics, never became fully aware of what
he had done, and his "bequest to posterity" turned out to be the
destruction of all possible foundations of metaphysical systems.
For the ability and the need to think are by no means restricted to
any specificsubject matter, such as the questions which reason raises
and knows it will never be able to answer. Kant has not "denied
knowledge" but separated knowing from thinking, and he has made
room not for faith but for thought. He has indeed, as he once suggested, "eliminated the obstacles by which reason hinders itse~f."~
In our context and for our purposes, this distinction between
knowing and thinking is crucial. If the ability to tell right from
wrong should have anything to do with the ability to think, then
we must be able to "demand" its exercise in every sane person no
matter how erudite or ignorant, how intelligent or stupid he may
prove to be. Kant, in this respect almost alone among the philosophers, was much bothered by the common opinion that philosophy is only for the few, precisely because of this opinion's moral
implications. In this vein he once remarked, "Stupidity is caused
by a wicked heart,"7 a statement which in this form is not true.
Inability to think is not stupidity; it can be found in highly intelligent people, and wickedness is hardly its cause, if only because
thoughtlessness as well as stupidity are much more frequent phenomena than wickedness. The trouble is precisely that no wicked
heart, a relatively rare phenomenon, is necessary to cause great
evil. Hence, in Kantian terms, one would need philosophy, the
exercise of reason as the faculty of thought, to prevent evil.
And this is demanding a great deal, even if we assume and welcome the decline of those disciplines, philosophy and metaphysics,
which for so many centuries have monopolized this faculty. For
thinking's chief characteristic is that it interrupts all doing, all
ordinary activities no matter what they happen to be. Whatever

the fallacies of the two-world theories might have been, they arose
out of genuine experiences. For it is true that the moment we start
thinking on no matter what issue we stop everything else, and this
everything else, again whatever it may happen to be, interrupts
the thinking process; it is as though we moved into a different
world. Doing and living in the most general sense of inter homines
esse, "being among my fellowmen"-the
Latin equivalent for
being alive--positively prevents thinking. As ValCry once put it:
rr
Tantdtje sub, tantdtjepense, "now I am, now I think.
Closely connected with this situation is the fact that thinking
always deals with objects that are absent, removed from direct
sense perception. An object of thought is always a re-presentation,
that is, something or somebody that is actually absent and present
only to the mind which, by virtue of imagination, can make it
8
present in the form of an image. In other words, when I am
thinking, I move outside the world of appearances, even if my
thought deals with ordinary sense-given objects and not with such
invisibles as concepts or ideas, the old domain of metaphysical
thought. In order to think about somebody, he must be removed
from our senses; so long as we are together with him we don't
think of him-though we may gather impressions that later become food for thought; to think about somebody who is present
implies removing ourselves surreptitiously from his company and
acting as though he were no longer there.
These remarks may indicate why thinking, the quest for
meaning-rather than the scientist's thirst for knowledge for its
own sake--can be felt to be "unnatural," as though men, when
they begin to think, engage in some activity contrary to the
human condition. Thinking as such, not only the thinking about
extraordinary events or phenomena or the old metaphysical questions, but every reflection that does not serve knowledge and

is not guided by practical purposes--in which cases thinking is
the handmaiden of knowledge, a mere instrument for ulterior
purposes--is, as Heidegger once remarked, "out of ~ r d e r . "There
~
is, to be sure, the curious fact that there have always been men
who chose the dios the~r~tikos
as their way of life, which is no
argument against the activity being "out of order." The whole
history of philosophy, which tells us so much about the objects of
thought and so little about the process of thinking itself, is shot
through with intramural warfare between man's common sense,
this highest, sixth sense that fits our five senses into a common
world and enables us to orient ourselves in it, and man's faculty of
thinking by virtue of which he willfully removes himself from it.
And not only is this faculty for the ordinary course of affairs
"good for nothing" while its results remain uncertain and unverifiable, but it also is somehow self-destructive. Kant, in the privacy
of his posthumously published notes, wrote: "I do not approve of
the rule that if the use of pure reason has proved something, this
result should later no longer be doubted as though it were a solid
axiom"; and "I do not share the opinion . . that one should not
doubt once one has convinced oneself of something. In pure philosophy this is impossible. Our mind has a natural aversion against
it'"' (my italics). From which it seems to follow that the business
of thinking is like the veil of Penelope: it undoes every morning
what it had finished the night before.

.

Let me sum up my three main propositions in order to restate our
problem, the inner connection between the ability or inability to
think and the problem of evil.
First, if such a connection exists at all, then the faculty of
thinking, as distinguished from the thirst for knowledge, must be
ascribed to everybody; it cannot be a privilege of the few.

Second, if Kant is right and the faculty of thought has a "natural aversion" against accepting its own results as "solid axioms,"
then we cannot expect any moral propositions or commandments,
no final code of conduct from the thinking activity, least of all a
new and now allegedly final definition of what is good and what
is evil.
Third,if it is true that thinking deals with invisibles, it follows
that it is out of order because we normally move in a world of
appearances in which the most radical experience of disappearance is death. The gift for dealing with things that do not appear
has often been believed to exact a p r i c e t h e price of blinding the
thinker or the poet to the visible world. Think of Homer, whom
the gods gave the divine gift by striking him with blindness; think
of Plato's Phaedo where those who do philosophy appear to those
who don't, the many, like people who pursue death. Think of
Zeno, the founder of Stoicism, who asked the Delphic oracle what
he should do to attain the best life and was answered, "Take on the
color of the dead.""
Hence the question is unavoidable: How can anything relevant
for the world we live in arise out of so resultless an enterprise? An
answer, if at all, can come only from the thinking activity, the performance itself, which means that we have to trace experiences
rather than doctrines. And where do we turn for these experiences? The "everybody" of whom we demand thinking writes no
books; he has more urgent business to attend to. And the few,
whom Kant once called the "professional thinkers," were never
particularly eager to write about the experience itself, perhaps
because they knew that thinking is resultless by nature. For their
books with their doctrines were inevitably composed with an eye
to the many, who wish to see results and don't care to draw distinctions between knowing and thinking, between truth and

meaning. We do not know how many of the "professional"
thinkers whose doctrines constitute the tradition of philosophy
and metaphysics had doubts about the validity and even the possible meaningfulness of their results. We know only Plato's magnificent denial (in the Seventh Letter) of what others proclaimed
as his doctrines:
O n the subjects that concern me nothing is known since
there exists nothing in writing on them nor will there ever
exist anything in the future. People who write about such
things know nothing; they don't even know themselves.
For there is no way of putting it in words like other things
which one can learn. Hence, no one who possesses the very
faculty of thinking (nous) and therefore knows the weakness
of words, will ever risk putting down thoughts in discourse,
let alone fixing them into so unflexible a form as written
letters.''

I1
The trouble is that few thinkers ever told us what made them
think and even fewer have cared to describe and examine their
thinking experience. In this difficulty, unwilling to trust our own
experiences because of the obvious danger of arbitrariness, I propose to look for a model, for an example that, unlike the "professional" thinkers, could be representative for our "everybody,"
i.e., to look for a man who counted himself neither among the
many nor among the few-a distinction at least as old as Pythagoras; who did not aspire to being a ruler of cities or claim to know

how to improve and take care of the citizens' souls; who did not
believe that men could be wise and did not envy the gods their
divine wisdom in case they should possess it; and who therefore
had never even tried his hand at formulating a doctrine that could
be taught and learned. In brief, I propose to use a man as our
model who did think without becoming a philosopher, a citizen
among citizens, doing nothing, claiming nothing that, in his view,
every citizen should do and had a right to claim. You will have
guessed that I intend to speak about Socrates, and I hope that no
one will seriously dispute that my choice is historically justifiable.
But I must warn you: there is a great deal of controversy about
the historical Socrates, about how and to what extent he can be
distinguished from Plato, what weight to assign to Xenophon's
Socrates, etc., and though this is one of the more fascinating topics of learned contention, I shall ignore it here altogether. Still, to
use or, rather, to transform a historical figure into a model and
assign to it a definite representative function stands in need of
some justification. Etienne Gilson, in his great book Dante and
Philosophy, shows how in the Divine Comedy "a character conserves as much of its historical reality as the representative function Dante assigns to it required."13 Such freedom in handling
historical, factual data, it seems, can be granted only to poets, and
if nonpoets try their hand at it, the scholars will call it license and
worse. And still, with or without justification, this is precisely
what the broadly accepted custom of construing "ideal types"
amounts to; for the great advantage of the ideal type is precisely
that he is not a personified abstraction with some allegorical
meaning ascribed to it, but that he was chosen out of the crowd of
living beings, in the past or the present, because he possessed
a representative significance in reality which only needed some
purification in order to reveal its full meaning. Gilson explains

how this purification works in his discussion of the part assigned
by Dante to Thomas Aquinas in the Divine Comedy In the 10th
canto of "Paradiso," Aquinas glorifies Siger of Brabant who had
been condemned for heresy and whom "the Thomas Aquinas of
history would never have undertaken to eulogize in the way in
which Dante makes him eulogize him," because he would have
refused "to carry the distinction between philosophy and theology to the point of holding . .. the radical separatism that Dante
had in mind." For Dante, Aquinas would thus have "forfeited the
right to symbolize in the Divine Comedy the Dominican wisdom
of faith," a right to which, on all other accounts, he could lay
claim. It was, as Gilson brilliantly shows, that "part of his makeup, which [even Aquinas] had to leave at the gate of the Paradiro
before he could enter."I4 There are a number of traits in the
Xenophonian Socrates, whose historical credibility need not be
doubted, which Socrates might have had to leave at the gate of
paradise if Dante had used him.
The first thing that strikes us in Plato's Socratic dialogues is
that they are all aporetic. The argument either leads nowhere or it
goes around in circles. To know what justice is you must know
what knowledge is, and to know knowing you must have a previous, unexamined notion of knowledge. (Thus in Theaetetus and
Charmides.) Hence, "A man cannot try to discover either what he
knows or what he does not know." If he knows, there is no need of
inquiry; if he does not know. ..he does not even know what he is
to look for" (Meno 80). Or, in the Euthyphro: In order to be pious
I must know what piety is. Pious are the things that please the
gods; but are they pious because they please the gods or do they
please the gods because they are pious? None of the logoi, the
arguments, ever stays put; they move about, because Socrates,
asking questions to which he does not know the answers, sets them

in motion. And once the statements have come full circle, it is usually Socrates who cheerfully proposes to start all over again and
inquire what justice or piety or knowledge or happiness are.
For the topics of these early dialogues deal with very simple,
everyday concepts, such as arise whenever people open their
mouths and begin to talk. The introduction usually runs as follows: To be sure, there are happy people, just deeds, courageous
men, beautiful things to see and admire, everybody knows about
them; the trouble starts with our usage of nouns, presumably
derived from those adjectives which we apply to particular cases
as they appear to us (we see a happy man,perceive the courageous
deed or the just decision), that is, with such words as "happiness,"
"courage," "justice," etc., which we now call concepts and which
Solon called the "non-appearing measure" ( a p h a ~ m
s enon) "most
difficult for the mind to comprehend, but nevertheless holding
the limits of all things""-and
Plato somewhat later called ideas
perceivable only by the eyes of the mind. These words, used to
group together seen and manifest qualities and occurrences but
nevertheless relating to something unseen, are part and parcel of
our everyday speech, and still we can give no account of them;
when we try to define them, they get slippery; when we talk about
their meaning, nothing stays put anymore, everything begins to
move. So instead of repeating what we learned from Aristotle,
that Socrates was the man who discovered the "concept," we
should ask ourselves what Socrates did when he discovered it. For
surely, these words were part of the Greek language before he
tried to force the Athenians and himself to give an account of
what they and he meant when they uttered them, being convinced
that no speech would be possible without them.
This conviction has become questionable. Our knowledge of
the so-called primitive languages has taught us that this grouping

together of many particulars into a name common to all of them
is by no means a matter of course, for these languages, whose
vocabulary is often much richer than ours, lack such abstract
nouns even if they relate to clearly visible objects. To simplify
matters, let us take such a noun which to us no longer sounds
abstract at all. We can use the word "house" for a great number of
objects--for the mud-hut of a tribe, for the palace of a king, the
country home of a city dweller, the cottage in the village or the
apartment house in town-but we can hardly use it for the tents of
some nomads. The house in and by itself, auto kath'auto, that
which makes us use the word for all these particular and very different buildings, is never seen, neither by the eyes of the body nor
by the eyes of the mind; every imagined house, be it ever so
abstract, having the bare minimum to make it recognizable, is
already a particular house. This house as such, of which we must
have a notion in order to recognize particular buildings as houses,
has been explained in different ways and called by different names
in the history of philosophy; with this we are not concerned here,
although we might have perhaps less trouble defining it than such
words as "happiness" or "justice." The point here is that it implies
something considerably less tangible than the structure perceived
by our eyes. It implies "housing somebody" and being "dwelt in"
as no tent could house or serve as a dwelling place which is put up
today and taken down tomorrow. The word "house," Solon's
"unseen measure," "holds the limits of all things" pertaining to
dwelling; it is a word that could not exist unless one presupposes
thinking about being housed, dwelling, having a home. As a
word, "house" is shorthand for all these things, the kind of shorthand without which thinking and its characteristic swiftness-"swift as a thought" as Homer used to say-would not be possible
at all. The word '%ou.se" is something like a froTen thought which

thinking must ~nfree~e,
defrost as it were, whenever it wants to find
out its original meaning. In medieval philosophy, this kind of
thinking was called meditation, and the word should be heard as
different from, even opposed to, contemplation. In any event, this
kind of pondering reflection does not produce definitions and in
this sense is entirely without results; it might however be that
those who, for whatever reason, have pondered the meaning of
the word "house" will make their apartments look a bit betterthough not necessarily so and certainly without being conscious
of anything so verifiable as cause and effect. Meditation is not the
same as deliberation, which indeed is supposed to end in tangible
results; and meditation does not aim at deliberation although it
sometimes, by no means very often, turns into it.
Socrates, however, who is commonly said to have believed in
the teachability of virtue, seems indeed to have held that talking and thinking about piety, justice, courage, and the rest were
liable to make men more pious, more just, more courageous, even
though they were not given either definitions or "values" to direct
their further conduct. What Socrates actually believed in in such
matters can best be illustrated by the similes he applied to himself.
He called himself a gadfly and a midwife, and, according to Plato,
was called by somebody else an "electric ray," a fish that paralyzes
and numbs by contact, a likeness whose appropriateness he recognized under the condition that it be understood that "the electric
ray paralyzes others only through being paralyzed itself. It isn't
that, knowing the answers myself I perplex other people. The
truth is rather that I infect them also with the perplexity I feel
myself."'6 Which, of course, sums up neatly the only way thinking can be taught-except that Socrates, as he repeatedly said, did
not teach anything for the simple reason that he had nothing to
teach; he was "sterile" like the midwives in Greece who were

beyond the age of childbearing. (Since he had nothing to teach,
no truth to hand out, he was accused of never revealing his own
view [gn8m~]-as we learn from Xenophon, who defended him
against this charge.)17 It seems that he, unlike the professional
philosophers, felt the urge to check with his fellowmen if his perplexities were shared by them-and
this urge is quite different
from the inclination to find solutions for riddles and then to
demonstrate them to others.
Let us look briefly at the three similes. First, Socrates is a gadfly: he knows how to arouse the citizens who, without him, will
"sleep on undisturbed for the rest of their lives," unless somebody
else comes along to wake them up again. And what does he arouse
them to? To thinking, to examining matters, an activity without
which life, according to him, was not only not worth much but
was not fully alive.''
Second, Socrates is a midwife: here the implication is threefold-the "sterility" I mentioned before, the expert knowledge of
delivering others of their thoughts, that is, of the implications of
their opinions, and the Greek midwife's function of deciding
whether the child was fit to live or, to use Socratic language, was a
mere "wind egg," of which the bearer must be cleansed. In this
context, only the last two of these implications matter. For looking at the Socratic dialogues, there is nobody among Socrates'
interlocutors who ever brought forth a thought that was no wind
egg. He rather did what Plato, certainly thinking of Socrates, said
of the Sophists: he purged people of their "opinions," that is, of
those unexamined prejudgments which prevent thinking by suggesting that we know where we not only don't know but cannot
know, helping them, as Plato remarks, to get rid of what was bad
in them, their opinions, without however making them good, giving them truth.19

Third, Socrates, knowing that we don't know and still unwilling to let it go at that, remains steadfast with his own perplexities
and, like the electric ray, paralyzes with them whomever he comes
into contact with. The electric ray, at first glance, seems to be
the opposite of the gadfly; it paralyzes where the gadfly arouses.
Yet, what cannot but look like paralysis from the outside and the
ordinary course of human affairs is felt as the highest state of
being alive. There exist, despite the scarcity of documentary evidence for the thinking experience, a number of utterances of the
thinkers throughout the centuries to this effect. Socrates himself,
very much aware that thinking deals with invisibles and is itself
invisible, lacking all the outside manifestation of other activities,
seems to have used the metaphor of the wind for it: "The winds
themselves are invisible, yet what they do is manifest to us and
we somehow feel their approach."20 (The same metaphor, incidentally, is used by Heidegger, who also speaks of the "storm of
thought.")
In the context in which Xenophon, always anxious to defend
the master against vulgar accusations with vulgar arguments,
mentions this metaphor, it does not make much sense. Still, even
he indicates that the manifestations of the invisible wind of thought
are those concepts, virtues and "values," with which Socrates
dealt in his examinations. The trouble--and the reason why the
same man can be understood and understand himself as gadfly
as well as electric ray-is
that this same wind, whenever it is
aroused, has the peculiarity of doing away with its own previous
manifestations. It is in its nature to undo, unfreeze as it were, what
language, the medium of thinking, has frozen into thoughtwords (concepts, sentences, definitions, doctrines), whose "weakness" and inflexibility Plato denounces so splendidly in the
Seventh Letter. The consequence of this peculiarity is that think-

ing inevitably has a destructive, undermining effect on all established criteria, values, measurements for good and evil, in short
on those customs and rules of conduct we treat of in morals and
ethics. These frozen thoughts, Socrates seems to say, come so
handy you can use them in your sleep; but if the wind of thinking,
which I shall now arouse in you, has roused you from your sleep
and made you fully awake and alive, then you will see that you
have nothing in your hand but perplexities, and the most we can
do with them is share them with each other.
Hence, the paralysis of thought is twofold: it is inherent in
the stop and think, the interruption of all other activities, and it
may have a paralyzing effect when you come out of it, no longer
sure of what had seemed to you beyond doubt while you were
unthinkingly engaged in whatever you were doing. If your action
consisted in applying general rules of conduct to particular cases
as they arise in ordinary life, then you will find yourself paralyzed
because no such rules can withstand the wind of thought. To use
once more the example of the frozen thought inherent in the word
"house," once you have thought about its implied meaningdwelling, having a home, being housed-you are no longer likely
to accept for your own home whatever the fashion of the time
may prescribe; but this by no means guarantees that you will be
able to come up with an acceptable solution for your own housing
problems. You may be paralyzed.
This leads to the last and, perhaps, even greatest danger of this
dangerous and resultless enterprise. In the circle around Socrates,
there were men like Alcibiades and Critias-God
knows, by no
means the worst among his so-called pupils--and they turned out
to be a very real threat to the polis, and this not by being paralyzed
by the electric ray but, on the contrary, by having been aroused by
the gadfly. What they had been aroused to was license and cyni-

cism. They had not been content with being taught how to think
without being taught a doctrine, and they changed the nonresults
of the Socratic thinking examination into negative results: if we
cannot define what piety is, let us be impious--which is pretty
much the opposite of what Socrates had hoped to achieve by talking about piety.
The quest for meaning, which relentlessly dissolves and examines anew all accepted doctrines and rules, can at every moment
turn against itself, as it were, produce a reversal of the old values,
and declare these as "new values." This, to an extent, is what
Nietzsche did when he reversed Platonism, forgetting that a
reversed Plato is still Plato, or what Marx did when he turned
Hegel upside down, producing a strictly Hegelian system of history in the process. Such negative results of thinking will then
be used as sleepily, with the same unthinking routine, as the old
values; the moment they are applied to the realm of human
affairs, it is as though they had never gone through the thinking
process. What we commonly call nihilism-and are tempted to
date historically, decry politically, and ascribe to thinkers who
allegedly dared to think "dangerous thoughts"-is
actually a
danger inherent in the thinking activity itself. There are no dangerous thoughts; thinking itself is dangerous, but nihilism is not
its product. Nihilism is but the other side of conventionalism; its
creed consists of negations of the current, so-called positive values to which it remains bound. All critical examinations must go
through a stage of at least hypothetically negating accepted opinions and "values" by finding out their implications and tacit
assumptions, and in this sense nihilism may be seen as an everpresent danger of thinking. But this danger does not arise out of
the Socratic conviction that an unexamined life is not worth living
but, on the contrary, out of the desire to find results which would
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make further thinking unnecessary. Thinking is equally dangerous to all creeds and, by itself, does not bring forth any new creed.
However, nonthinking, which seems so recommendable a state
for political and moral affairs, also has its dangers. By shielding
people against the dangers of examination, it teaches them to hold
fast to whatever the prescribed rules of conduct may be at a given
time in a given society. What people then get used to is not so
much the content of the rules, a close examination of which
would always lead them into perplexity, as the possession of rules
under which to subsume particulars. In other words, they get used
to never making up their minds. If somebody then should show
up who, for whatever reasons and purposes, wishes to abolish the
old "values" or virtues, he will find it easy enough provided he
offers a new code, and he will need no force and no persuasionno proof that the new values are better than the old ones-to
establish it. The faster men held to the old code, the more eager
will they be to assimilate themselves to the new one; the ease with
which such reversals can take place under certain circumstances
suggests indeed that everybody is asleep when they occur. This
century has offered us some experience in such matters: How easy
it was for the totalitarian rulers to reverse the basic commandments of Western morality-"Thou shalt not kill" in the case of
Hitler's Germany, "Thou shalt not bear false testimony against
thy neighbor" in the case of Stalin's Russia.
To come back to Socrates. The Athenians told him that thinking was subversive, that the wind of thought was a hurricane
which sweeps away all the established signs by which men orient
themselves in the world; it brings disorder into the cities and
it confuses the citizens, especially the young ones. And though
Socrates denied that thinking corrupts, he did not pretend that it
improves, and though he declared that "no greater good has ever

befallen" the polis than what he was doing, he did not pretend that
he started his career as a philosopher in order to become such a
great benefactor. If "an unexamined life is not worth living,""
then thinking accompanies living when it concerns itself with
such concepts as justice, happiness, temperance, pleasure, with
words for invisible things which language has offered us to
express the meaning of whatever happens in life and occurs to us
while we are alive.
Socrates calls this quest for meaning eras, a kind of love which
is primarily a need-it desires what it has not-and which is the
only matter he pretends to be an expert in." Men are in love with
wisdom and do philosophy (philosophein) because they are not
wise, just as they are in love with beauty and "do beauty," so to
speak (philokalein, as Pericles called it),23because they are not
beautiful. Love, by desiring what is not there, establishes a relationship with it. To bring this relationship into the open, make
it appear, men speak about it in the same way the lover wants
to speak about his beloved.24 Since the quest is a kind of love
and desire, the objects of thought can only be lovable things-beauty, wisdom, justice, etc. Ugliness and evil are excluded by
definition from the thinking concern, although they may occasionally turn up as deficiencies, as lack of beauty, injustice, and
evil (kakia) as lack of good. This means that they have no roots
of their own, no essence of which thought could get hold. Evil,
we are told, cannot be done voluntarily because of its "ontological status," as we would say today; it consists in an absence, in
something that is not. If thinking dissolves normal, positive concepts into their original meaning, then the same process dissolves
these negative "concepts" into their original meaninglessness,
into nothing. This incidentally is by no means only Socrates'
opinion; that evil is a mere privation, negation, or exception from

the rule is the nearly unanimous opinion of all thinkers." (The
most conspicuous and most dangerous fallacy in the proposition,
as old as Plato, "Nobody does evil voluntarily," is the implied
conclusion, "Everybody wants to do good." The sad truth of the
matter is that most evil is done by people who never made up their
mind to be either bad or good.)
Where does this leave us with respect to our probleminability or refusal to think and the capacity of doing evil? We are
left with the conclusion that only people filled with this er6.s, this
desiring love of wisdom, beauty, and justice, are capable of
thought-that is, we are left with Plato's "noble nature" as a prerequisite for thinking. And this was precisely what we were not
looking for when we raised the question whether the thinking
activity, the very performance itself-as distinguished from and
regardless of whatever qualities a man's nature, his soul, may
possess-conditions him in such a way that he is incapable of evil.

Among the very few positive statements that Socrates, this lover
of perplexities, ever made there are two propositions, closely connected with each other, which deal with our question. Both occur
in the Gorgias, the dialogue about rhetoric, the art of addressing and convincing the many. The Gorgias does not belong to the
early Socratic dialogues; it was written shortly before Plato
became the head of the Academy. Moreover, it seems that its very
subject matter deals with a form of discourse which would lose all
sense if it were aporetic. And yet, this dialogue is still aporetic;
only the last Platonic dialogues from which Socrates either disappears or is no longer the center of the discussion have entirely lost

this quality. The Gorgias, like the Repu61ic, concludes with one
of the Platonic myths of a hereafter with rewards and punishments which apparently, that is ironically, resolve all difficulties.
Their seriousness is purely political; it consists in their being
addressed to the multitude. These myths, certainly non-Socratic,
are of importance because they contain, albeit in a nonphilosophical form, Plato's admission that men can and do commit evil voluntarily, and even more importantly, the implied admission that
he, no more than Socrates, knew what to do philosophically with
this disturbing fact. We may not know whether Socrates believed
that ignorance causes evil and that virtue can be taught; but we do
know that Plato thought it wiser to rely on threats.
The two positive Socratic propositions read as follows: The
f i t : "It is better to be wronged than to do wrong9'-to
which
Callicles, the interlocutor in the dialogue, replies what all Greece
would have replied: "To suffer wrong is not the part of a man at
all, but that of a slave for whom it is better to be dead than alive, as
it is for anyone who is unable to come either to his own assistance
when he is wronged or to that of anyone he cares about" (474).
The second: "It would be better for me that my lyre or a chorus I
directed should be out of tune and loud with discord, and that
multitudes of men should disagree with me rather than that I,
being one, should be out of harmony with myself and contradict
me." Which causes Callicles to tell Socrates that he is "going mad
with eloquence," and that it would be better for him and everybody else if he would leave philosophy alone (482).
And there, as we shall see, he has a point. It was indeed philosophy, or rather the experience of thinking, that led Socrates to
make these statements-although, of course, he did not start his
enterprise in order to arrive at them. For it would be a serious mistake, I believe, to understand them as the results of some cogita-

tion about morality; they are insights, to be sure, but insights of
experience, and as far as the thinking process itself is concerned
they are at best incidental by-products.
We have difficulties realizing how paradoxical the first statement must have sounded when it was made; after thousands of
years of use and misuse, it reads like cheap moralizing. And the
best demonstration of how difficult it is for modern minds to
understand the thrust of the second is the fact that its key words,
''being one" it would be worse for me to be at odds with myself
than in disagreement with multitudes of men, are frequently left
out in translation. As to the first, it is a subjective statement,
meaning, it is better for me to suffer wrong than to do wrong,
and it is countered by the opposite, equally subjective statement
which, of course, sounds much more plausible. If, however, we
were to look at the propositions from the viewpoint of the world,
as distinguished from that of the two gentlemen, we would have
to say what counts is that a wrong has been committed; it is irrelevant who is better off, the wrongdoer or the wrong-sufferer. As
citizens we must prevent wrongdoing since the world we all share,
wrongdoer, wrong-sufferer, and spectator, is at stake; the City has
been wronged. (Thus our law codes distinguish between crimes,
where indictment is mandatory, and transgressions, where only
private individuals are being wronged who may or may not want
to sue. In the case of a crime, the subjective states of mind of
those involved are irrelevant-the one who suffered may be willing to forgive, the one who did may be entirely unlikely to do it
again-because the community as a whole has been violated.)
In other words, Socrates does not talk here as a citizen who is
supposed to be more concerned with the world than with his own
self. It is rather as though he said to Callicles: If you were like me,
in love with wisdom and in need of examining, and if the world

should be as you depict it-divided into the strong and the weak
where "the strong do what they can and the weak suffer what they
must" (Thucydides)-so
that no alternative exists but to either
do or suffer wrong, then you would agree with me that it is better
to suffer than to do. The presupposition is if you were thinking, if
you were to agree that "an unexamined life is not worth living."
To my knowledge there exists only one other passage in Greek
literature that, in almost the same words, says what Socrates said.
"More unfortunate (kakodaimonesteros) than the wronged one is
the wrong doer," reads one of the few fragments of Democritus
(B45), the great adversary of Parmenides who probably for this
reason was never mentioned by Plato. The coincidence seems
noteworthy because Democritus, in distinction from Socrates,
was not particularly interested in human affairs but seems to have
been quite interested in the experience of thinking. "The mind
(logos)," he said, makes abstinence easy because "it is used to getting joys out of itself (auton ex heautou)" (B146). It looks as
though what we are tempted to understand as a purely moral
proposition actually arises out of the thinking experience as such.
And this brings us to the second statement, which is the prerequisite of the first one. It, too, is highly paradoxical. Socrates
talks of being one and therefore not being able to risk getting out
of harmony with himself. But nothing that is identical with itself,
truly and absolutely one like A is A, can be either in or out of harmony with itself; you always need at least two tones to produce a
harmonious sound. To be sure, when I appear and am seen by others, I am one; otherwise I would be unrecognizable. And so long
as I am together with others, barely conscious of myself, I am as I
appear to others. We call consciousness (literally, "to know with
myself") the curious fact that in a sense I also am for myself,
though I hardly appear to me, which indicates that the Socratic

"being-one" is not so unproblematic as it seems; I am not only for
others but for myself, and in this latter case, I clearly am not just
one. A difference is inserted into my Oneness.
We know of this difference in other respects. Everything that
exists among a plurality of things is not simply what it is, in its
identity, but it is also different from other things; this being different belongs to its very nature. When we try to get hold of it in
thought, wanting to define it, we must take this otherness (alteritas) or difference into account. When we say what a thing is, we
always also say what it is not; every determination, as Spinoza has
it, is a negation. Related to itself alone it is the same (auto [i.e.,
hekaston] h e a u t ~tauton: "each for itself the same"),26 and all we
can say about it in its sheer identity is "A rose is a rose is a rose."
But this is not at all the case if I in my identity ("being one") relate
to myself. This curious thing that I am needs no plurality in order
to establish difference; it carries the difference within itself when
it says: "I am I." So long as I am conscious, that is, conscious of
myself, I am identical with myself only for others to whom I
appear as one and the same. For myself, articulating this beingconscious-of-myself, I am inevitably two-in-one-which incidentally is the reason why the fashionable search for identity is futile
and our modern identity crisis could be resolved only by losing
consciousness. Human consciousness suggests that difference and
otherness, which are such outstanding characteristics of the world
of appearances as it is given to man as his habitat among a plurality of things, are the very conditions for the existence of man's
ego as well. For this ego, the I-am-I, experiences difference in
identity precisely when it is not related to the things that appear
but only to itself. Without this original split, which Plato later
used in his definition of thinking as the soundless dialogue (erne
ernaut~)between me and myself, the two-in-one, which Socrates

presupposes in his statement about harmony with myself, would
not be possible.27Consciousness is not the same as thinking; but
without it, thinking would be impossible. What thinking actualizes in its process is the difference given in consciousness.
For Socrates, this two-in-one meant simply that if you want to
think you must see to it that the two who carry on the thinking
dialogue be in good shape, that the partners be friends. It is better
for you to suffer than to do wrong because you can remain the
friend of the sufferer; who would want to be the friend of and
have to live together with a murderer? Not even a murderer.
What kind of dialogue could you lead with him? Precisely the
dialogue which Shakespeare let Richard I11 lead with himself after
a great number of crimes had been committed:
What do I fear? Myself? There's none else by.
Richard loves Richard: that is, I am I.
Is there a murderer here? No. Yes, I am:
Then fly. What from myself? Great reason whyLest I revenge. What, myself upon myself?
0 no! Alas, I rather hate myself
For hateful deeds committed by myself.
I am a villain. Yet I lie, I am not.
Fool, of thyself speak well. Fool, do not flatter.
A similar encounter of the self with itself, undramatic, mild, and
almost harmless in comparison, can be found in one of the contested Socratic dialogues, the H+pia.s Major (which, even though
not written by Plato, may still give authentic evidence of Socrates).
At its end, Socrates tells Hippias, who has proved to be an especially empty-headed partner, "how blissfully fortunate" he is
compared with himself who, when he goes home, is awaited by a

very obnoxious fellow "who always cross-examines [him], a close
relative, living in the same house." Hearing Socrates give utterance to Hippias' opinions, he will ask him "whether he is not
ashamed of himself talking about a beautiful way of life when
questioning makes it evident that he does not even know the
meaning of the word 'beauty' " (304). In other words, when Hippias goes home he remains one; although he certainly does not
lose consciousness, he also will do nothing to actualize the difference within himself. With Socrates or, for that matter, Richard 111,
it is a different story. They have not only intercourse with others,
they have intercourse with themselves. The point here is that
what the one calls "the other fellow" and the other "conscience" is
never present except when they are alone. When midnight is over
and Richard has joined again the company of his friends, then
Conscience is but a word that cowards use,
Devised at first to keep the strong in awe.
And even Socrates, so attracted by the marketplace, must go home
where he will be alone, in solitude, to meet the other fellow.
I chose the passage in RichardZZZ, because Shakespeare, though
he uses the word "conscience," does not use it here in the accustomed way. It took language a long time until it separated the
word "consciousness" from "conscience," and in some languages,
for instance in French, such a separation never happened. Conscience, as we use it in moral or legal matters, supposedly is
always present within us, just like consciousness. And this conscience is also supposed to tell us what to do and what to repent
of; it was the voice of God before it became the lumen naturale
or Kant's practical reason. Unlike this conscience, the fellow
Socrates is talking about has been left at home; he fears him, as the

murderers in Richard III fear their conscience-as something
that is absent. Conscience appears as an afterthought, that thought
which is aroused either by a crime, as in the case of Richard himself, or by unexamined opinions, as in the case of Socrates, or
as the anticipated fear of such afterthoughts, as in the case of the
hired murderers in Richard III. This conscience, unlike the
voice of God within us or the hmen naturale, gives no positive
prescriptions--even the Socratic daimonion, his divine voice,
only tells him what not to do; in the words of Shakespeare, "it fills
a man full of obstacles." What makes a man fear this conscience is
the anticipation of the presence of a witness who awaits him only
ifand when he goes home. Shakespeare's murderer says: "Every
man that means to live well endeavors ... to live without it," and
success in this endeavor comes easy because all he has to do is
never to start the soundless solitary dialogue we call thinking,
never to go home and examine things. This is not a matter of
wickedness or goodness, as it is not a matter of intelligence or stupidity. He who does not know the intercourse between me and
myself (in which we examine what we say and what we do) will
not mind contradicting himself, and this means he will never be
either able or willing to give account of what he says or does; nor
will he mind committing any crime, since he can be sure that it
will be forgotten the next moment.
Thinking in its noncognitive, nonspecialized sense as a natural
need of human life, the actualization of the difference given in
consciousness, is not a prerogative of the few but an ever-present
faculty of everybody; by the same token, inability to think is
not the "prerogative" of those many who lack brain power but
the ever-present possibility for everybody-scientists, scholars,
and other specialists in mental enterprises not excluded-to shun
that intercourse with oneself whose possibility and importance

Socrates first discovered. We were here not concerned with
wickedness, with which religion and literature have tried to come
to terms, but with evil; not with sin and the great villains who
became the negative heroes in literature and usually acted out of
envy and resentment, but with the nonwicked everybody who has
no special motives and for this reason is capable of injnite evil;
unlike the villain, he never meets his midnight disaster.
For the thinking ego and its experience, conscience, which "fills
a man full of obstacles," is a side effect. And it remains a marginal
affair for society at large except in emergencies. For thinking as
such does society little good, much less than the thirst for knowledge in which it is used as an instrument for other purposes.
It does not create values, it will not find out, once and for all,
what "the good" is, and it does not confirm but rather dissolves
accepted rules of conduct. Its political and moral significance
comes out only in those rare moments in history when "Things
fall apart; the centre cannot hold; / Mere anarchy is loosed upon
the world," when "The best lack all conviction, while the worst /
Are full of passionate intensity."
At these moments, thinking ceases to be a marginal affair in
political matters. When everybody is swept away unthinkingly by
what everybody else does and believes in, those who think are
drawn out of hiding because their refusal to join is conspicuous
and thereby becomes a kind of action. The purging element in
thinking, Socrates' midwifery, that brings out the implications of
unexamined opinions and thereby destroys them-values, doctrines, theories, and even convictions--is political by implication.
For this destruction has a liberating effect on another human faculty, the faculty of judgment, which one may call, with some justification, the most political of man's mental abilities. It is the
faculty to judge particulars without subsuming them under those

general rules which can be taught and learned until they grow into
habits that can be replaced by other habits and rules.
The faculty of judging particulars (as Kant discovered it), the
ability to say, "this is wrong," "this is beautiful," etc., is not the
same as the faculty of thinking. Thinking deals with invisibles,
with representations of things that are absent; judging always
concerns particulars and things close at hand. But the two are
interrelated in a way similar to the way consciousness and conscience are interconnected. If thinking, the two-in-one of the
soundless dialogue, actualizes the difference within our identity as
given in consciousness and thereby results in conscience as its byproduct, then judging, the by-product of the liberating effect of
thinking, realizes thinking, makes it manifest in the world of
appearances, where I am never alone and always much too busy to
be able to think. The manifestation of the wind of thought is no
knowledge; it is the ability to tell right from wrong, beautiful
from ugly. And this indeed may prevent catastrophes, at least for
myself, in the rare moments when the chips are down.

