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CHAPTER I

THE PROBLEM

The purpose of this study is to analyze the group of

writings generally referred to as the utOpias. These writ-

ings encompassed a period of over two thousand years. In

them one can find some of the greatest ideas and ideals of

mankind. The writers of these works included some of the

most important men of their times. These men, while writ-

ing the utOpias were also making important contributions in

other fields.

The utOpias contained important ideas on almost

every aSpect of human life including education, government,

religion, the nature of the family, the role of women, the

nature of work and its role in society. The Specific pur-

pose of this study is to analyze the educational theories

and practices contained in the utOpias.

This study will attempt to describe the nature of

the educational philOSOphies of the utOpian writers, and of

the preposed educational ideas, which have been introduced

into educational practices.

Statement g; the problem. It is the purpose of this
 

study, (1) to create a definition of the term "utOpia", (2)

to determine the nature or the educational philosophy“.

contained in these utopias, (3) to determine educational



2

practices which were preposed in these utOpias, and (4) to

indicate practices which might be utilized in the future.

Importance g: the study. The writers of the utOpias

have been men of great vision and many of the ideas con-

tained in their work have been put into practice. However,

in the main, little credit has been given to them. This,

in part, is due to the fact that the term utOpia implies

phantasy and this unfortunate connotation has caused the

utOpias to have been neglected as a source of serious

study. A study of utOpias is important educationally,.for

they were the source of many educational practices. Andrews

stated:

The systematic study of utopias cannot but be

fruitful of results. Fantastic though many of the

systems are, each is nevertheless a mirror of the pre-

vailing thought of the period in which it is written

and a key to the ideals of the best men. To write

properly the history of utopias from the time of Sir

Thomas More to the present is to write the history of

the progress of human thought in the last five

centuries.1

The major utOpias contain a great deal of material

directly or indirectly related to education. It is impor-

tant in the field of scholarly research to fix the ante-

cedents of ideas, institutions, arts and practices. The

importance lies in the clarification of issues related to

intention and goals, and to the establishing of the origins

1 Charles M. Andrews, Famous Utgpias, (New York:

Tudor Publishing Company), p. x.



of related or subsidiary ideas, institutions, arts and

practices.

Very little work has been done on the utOpias. An

overview of them is needed. It is hoped that such an over-

view will contribute significantly to an illumination of one

of the important areas of the philOSOphy and history of

education.2 Further, it will serve to offer a partial cat-

alogue of significant proposed contributions to education.

The study will also contribute to deepen the understanding

of the historical factors in the develOpment of idealism, as

idealism is the fundamental philosophy found in the utopias.

The writer's interest in.ph§ problem. The writer

became interested in the problem several years ago while he

was a student of sociology and political science at the

University of Notre Dame. The writer's interest in ideal-

ism, nurtured on Plato, led to a study of UtOpian Socialism.

Utopian Socialism, like all utOpian thought, is deeply con-

cerned with education. The utopian movement is committed to

the preposition that social improvement cannot be brought

about without the complete cOOperation of all educational

agencies. It was natural then, that the writer's interest

in the utopian movement plus his interest in the history and

2 A report of their importance in the Community-

School concept was done by James A. Dickinson, Antecedents

9; the Community-smog; Concept in the UtOpian Theories, in

the National Society for the Study 3?_Education, 52nd

Yearbook, Part II, p. 238.



ph11030phy of education should lead to an interest in the

tapic of this dissertation.

Utogias selected for the study. There are many

writings referred to as utOpias. It is possible to propose

a list of utOpias so broad as to include some of the Old

Testament writers. However, it would be impractical to

include all of the utOpias in this study. The basis for

selection of the utopias to be used in this study is the

emphasis they place upon education. 0f the major utOpias

only those Which are primarily concerned with educational

practices and theories were selected. They include the fol-

lowing: Plato's Re ublic, More's Utogia, Andreae's

Christignopglig, Campanella's 9l31.9§.£E§ gun, Bacon's Ag!

Atlantis, and Bousseau's Social Contract, and Emile.

$§§.El§B of the dissertation. The history of uto-

pias and an analysis of the concept of utOpia will be

treated in chapter II. The following chapters will deal

with Specific utOpias. Each of the chapters will also

include relevant facts in the lives of the writers. The

chapter will treat the educational areas pertinent to each

utopia. Each chapter will conclude with a summary of edu-

cational philOSOphies and practices which are in Operation

at the present time, and will indicate those ideas not yet

accepted, but which bear consideration for future adoption.





 

CHAPTER II

UTOPIA

In order to establish a criterion effectively to

determine the works which can be called utOpias, a clear

understanding of the concept must first be presented.

In general the writers of the utOpias were dealing

with problems relative to their times. They intended to

offer solutions to the difficulties they saw in the social-

political order about them. The writers were men of great

vision. However, what establishes their uniqueness is that

they chose this particular method, namely, the writing of

the utopias, to eXpress their schemes of social justice.

It is necessary that the term first of all be divor-

ced from any unrealistic taints. The utOpias are not biting

satires written for the amusement of children. They are

serious attempts, by serious and well informed men, to

effect a better human life.

The concept pf Utogia. The first characteristic of

this concept is optimism. The utOpias were written in times

of crisis. It would appear that the vast majority of the

nmn during these periods of stress were content to observe

the situation and to merely "view it with alarm”! Some men,

5
.

however, held hOpe for the future. Their unbounded faith in i

the future was based upon their faith in the ability of human



nature to perfect itself. These men sought perfection in

society and in mankind. Optimism is based upon the idea

that human nature can be changed. Pessimism considers hu-

man nature intrinsically depraved, incapable of profiting

from help. It feels that at best, men can live together in

an armed truce. Society, for the pessimists, is a place

where men, due to the fallibility of human nature, are

forced to live together in a compromised situation. Thus

While Hobbes posited a new type of state in his Leviathan,

it is no sense of the word a utOpia. Hobbes felt that

society is merely an inescapable refuge for weak men to

survive in an otherwise difficult world where life is

"...short, nasty and brutish."

‘ Optimism, or hepe is fundamentally faith in the

future. The utopists could eXpect help only in this quarter,

but the future was not a fantasy used to soften the pain of

their existence. It was a positive force, a right and a

duty, imposed upon them, and requiring their constructive

help in ordering it properly.

Characteristic of this concept is criticism 9:.ggigt-

ing_g9nditions. The utopists had a strong belief in the

need for social justice. In examining their contemporary

society they were appalled by the social injustice that was

rampant. No more succinct analysis of modern capitalism is



given than in Bellamy's {Looking Backward.l The whole

school of UtOpian SoCialism is a modern revolt against

economic injustice. Its particular form of utOpian philos-

Ophy culminated in a pattern of revolutions to establish a

new social order dedicated to the removal of economic and

social injustice.

Criticism of the status quo is not a prerogative of

the utOpists alone, but is criticism on the highest plane

possible in the sense that these authors offered a solu-

tion to the elements that they criticized?

The success of the utOpias lies in this criticism

of the status quo coupled with solutions. Thus another

characteristic of the concept is originality. The writers

had set up entirely new nations, and erected governmental,

educational, social and economic institutions of a com-

Pletely novel character. Freshness of outlook, practical-

ity of the suggestions and originality of ideas are

characteristic of the writers.

Nbvelty was not sought for itself. The originality

of the utOpists was based upon their idea that they were

offering goals to society that would actually, and in time,

become part of the social scheme. They were writing con-

structive plans for social improvement. based upon justice,

¥

I Edward Bellamy, Lookin Backward, (New York,

Ticknor and Company, 1888.5
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and restricted to a particular form due to the nature of

the circumstances in which they found themselves.

The last characteristic of the concept is a require-

ment that the author be committed to idealism. It is

idealism.committed to practical results. Epicurus Spoke of

the highest caliber of disciples being those who carried

out Stoicism and aggressively sought to establish it. The

utopists also coupled activity with their idealistic en-

deavors. Two of the men who wrote gave their lives for

their beliefs, another was imprisoned, and all were

persecuted.

In the minds of some the concept of utOpia tends to

be synonymous with idealism. However, coupled with the

characteristics of o timism, criticism, and belief in the

construction of a new social order, utopism becomes a Spec-

ial form of idealism.

lgggs Common to the Utopias.

The proclivity of the utOpian writers to center

their imaginary states around Specific elements is of im-

portance to this study, for while each utOpia offers much

that is unique, there are certain elements that are common

to all. On the general philosophical level these common

ideas consist of the following:

1. Freedom is fundamental to an ideal state.



2. The state is primarily religious.

3. Education is the basic institution in the state.

4. Justice is the prime function of the state.

UtOpists hold that only in the milieu of freedom can

each human being reach his potential. Liberty, in the uto-

pian scheme, was not unconditional, it was definitely

related to a code of obligations. The sanctions were pri-

marily of a religious nature. The deterrent to immoral

behavior lies in the citizen's awareness of his reaponsi-

bilities to the overall good of the state. Thus, while the

approbation of society acts as a legal sanction, behavior

fundamentally rests upon knowledge of the good. The promo-

tion of good citizenship produces the endurance of the state.

The educative agencies have the prime function of producing

good citizens. Every aSpect of the citizen's life is touched

and in some way battered by the educational system. Success

in every aSpect of life is the aim of education. The

schools include courses designed to assist the occupants of

utopia in filling their leisure time, in developing their

aesthetic qualities, in making a success of their marriages,

and in many other ways. Every man, woman, and child is

helped to choose the right occupation. Justice for the uto-

pists is defined as each worker performing the type of work

for which he is best suited.

These visionary writers are in accord concerning



10

certain general elements in their educational systems.

This concurrence is found in the following areas:

1. Systematized and formalized schools.

2. Well-defined curriculum.

3. Equal educational Opportunities for women.

4. Character education.

5. Compulsory education.

6. Adult education.

7. Selectivity and guidance.

8. Vocational education.

It is the purpose of the following several chapters

to indicate the Specific contribution in the above categor-

ies by each of the utopian authors. In the main these

writers emphasized the vital nature of education.

Thg_§istory of UtOpias.

The history of utopias, as does the history of wes-

tern civilization, begins with the Greeks. The epoch which

produced the Republic has had consequences felt to this

day. The setting of Plato's Republic was Greece. The pen-

insula of Greece extends into the Mediterranean Sea, like

"...a skeleton-like hand stretching its crooked fingers

out.*2 It was dotted with city-states such as Locris,

Euboea,.Aetolia, and Phocis. The most important city-states

__

2 Will Durant, The Story 9; Ehilosophy, (New York:

Pocket Books, Inc. 1954), p. l.
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were Athens and Sparta. The Persian War of 490-470 B.C.

established Athens as a center of commerce. During this

war Sparta's campaigns were on the land, while Athens' cam-

paigns took place on the sea. After the war Athens used

her large navy for commerce. DeveIOping into a busy com-

mercial port, Athens thus had access to many new ideas as

traders from all over the Mediterranean came to Athens.

Such sciences as astronomy and mathematics were develOped

and encouraged to assist in solving the increase of problems

due to the eXpanding navy. Increasing prOSperity brought

leisure. Men who enjoyed this leisure began to contemplate

problems that were wider in scOpe than any they had con-

sidered before. The traders who came to Athens brought new

ideas. Their travels Opened up new vistas. Aristotle

describes this Situation:

For when their wealth gave them a greater inclina-

tion to leisure, and they had loftier notions of

excellence, being also elated with their success,

both before and after the Persian war with more zeal

than discernment they pursued every kind of knowledge.
5

The fifth century B.C. was the greatest period in

Greek history. Its effects are felt to this day. Among

important events the most significant were the Golden Age;

the Peloponnesian War; and the impetus philOSOphy and

science received from Socrates, Plato and Aristotle. Among

k

3 Aristotle, The Politics, (Richard McKeon, editor,

New York; Random House, 15415, p. 1514.
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other things, the Golden Age produced the cultivation Of the

intellect and the development of democracy. An important

philOSOphical law was also formulated at this time. This

was the law Of moderation which allowed the father of the

Golden.Age, Pericles, to say, "Our love of what is beautiful

does not lead to extravagance; our love of the things of the

mind does not make us soft.“4 But war came and as it has

always done it brought important changes in the Greek scheme.

Kitto states, ”This war was the turning-point in the history

of the Greeks."5 The invasion of Attica by Sparta was a

calamity. Coupled with this was another scourge almost as

bad in its effects for it took the life of Pericles. This

was a plague that swept over Attica.

The most crucial effect of the war was the end of the

city-state. I

The PelOponnesian War virtually saw the end of the

city-state as a creative force fashioning and fulfills

ing the lives of all its members. During the fourth

century Greece steadily moves towards rewrways of

thought and a new way Of life; so much so that to

those who were born at the end of this century, the age

of Pericles must have seemed as remote, mentally, as

the Middle Ages do to us.6

‘ 4 Thucydides, The Peloponnesian Wag, Baltimore, Md.;

Penguin Classics, 1954), p. 118.

5 H.D.F. Kitto, The Greeks, (Baltimore, md.; Pelican

Books, 1954), p. 136.

 

6 Kitto, ibid., p. 152.
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The last period of this century was characterized in

Athens by a peOple weak and disheartened by war. The gov-

ernment fluctuated between an oligarchy dominated by Sparta,

and a democracy bent on destroying all elements representing

the past association with Sparta. This democracy indicted

and tried Socrates. Socrates chose to die, but his indict-

ment was a symptom of the restored democracy.

This avenging democracy was in effect mob rule. It

set out to change the nature of government. The choice of

the holders of high seats of government and of the courts

was done by alphabetical rotation. From this difficult

milieu a challenge arose. The challenge centered about the

role of the citizen with respect to political virtue and

about replacing the polis with a new form of government.

This was the Situation at the time of Plato. The Republic

was written to answer the challenge.

The breakdown in the Greek institutions and life

stirred Plato to suggest reforms. Plato's answer to this

challenge was a utOpia. He used Greek forms in order to get

his message across, but he used a new approach in his

Republic. This approach was to use a scientific attitude to

determine methods and means to arriving at a social order

designed to meet the challenge Of the deterioration of the

Greek world. Plato's inventiveness and originality was in

part due to his approach towards social and political



14

problems, which was to use a scientific attitude.

Plato originated the concept that the institutions of

the state, such as government, education, marriage, etc.,

could be critically examined, and solutions could be offered.

Thus, the Republic stands as a monument in this tradition.

This tradition is in effect the utOpian tradition.

As the glory of Greece went into gradual decline a

new power was arising in the west. By the first century

before Christ, Rome was the ascended power in the west. For

two hundred years the Pax Romans was known in the area bor-

dering the Mediterranean. The concept of one rule for one

peOple as visualized by Cicero was put into effect. Per-

haps the seeds of its own destruction were contained in the

Roman.Empire. In the second century the decline began. No

one cause can be given for the decline. In part it was

economic. After the mighty campaigns Home was content to

allow its eastern domains to carry on the majority of manu-

facturing. In part it was social. There was tremendous

cleavage between the classes. It was divided into a tre-

mendously wealthy small elite and a large mass of poor

people. Cultural and intellectual pursuits were abandoned.

At no time during the period Of this decline, even up to

the sacking Of Rome itself, were the people aware Of the

situation and the possible effects.

However, during this decline one agency grew in
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vitality and strength. This was Christianity. "Neither

contempt nor ostracism, nor outright persecution, stopped

the march of Christianity.'7 The fourth century marked the

ascendancy of Christianity. Christianity began the fourth

century by being persecuted everywhere, and ended the cen-

tury as the official state religion. This century produced

the great Church fathers St. Ambrose, St. Jerome, Leo I, and

St. Augustine. The Edict Of Milan and the Nicene Creed were

also written in this century.

In 410 A.D. this mighty empire was ravished. The

destruction was so complete that it required a thousand

years for western civilization to be restored. The pagans

blamed this destruction on Christianity. They said that the

Roman deities were outraged by Christianity being made the

official religion.

St. Augustine elected to answer this criticism. He

devoted the first eleven books of the City of God to this

answer. The remaining fourteen books are concerned with an

idealistic plan for a way of life that would allow man to

enter the City of God.

The City of God is a positive utOpia whose theme was

essentially Christian idealism. St. Augustine saw many

evils, but the chief evil he identified was paganism. The

 

William Ebenstein, Great Political Thinkers, (New

YOrk; Hinehart and Company 19545, p. 168.
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City of God is among the first of the classical Christian

theological tracts. However, it is more than a theological

answer to paganism. It is a classic in the utOpian tradi-

tion dedicated to the preposition that human society can be

erected upon a foundation of social justice. When this

foundation is realized the City of God will be on earth.

With the fall of Home the world withdrew to its cave

like a hurt animal. Until the fifteenth century the manor

was the sole world to its citizens. The major reason.being

that there was no longer any protection. Without the might

of Rome it was impossible to enforce peace. Commerce was

ended. Each manor practically became self-sufficient.

Between the twelfth and fifteenth centuries two

major events changed this pattern. The Crusades from the

twelfth century on Opened up inter-regional trade. Among

other things this trade introduced the minting of money.

Italy profited most from this trade. Italy acted as a

middleman for all business transactions. This increase in

commerce requiring money and banks produced deep changes in

western society. Among the changes was the development of

cities. The urban pattern as we know it was born. The

cities became industrialized. Workers left agricultural

occupations, went to the cities, and became skilled trades-

men .

The second important event that occurred was the
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Black Death. This plague occurring in the middle of the

fourteenth century caused the death of millions of persons.

Whole cities were virtually wiped out. This reduction in

pOpulation plus the increase of industrialization produced a

need for manpower. The institution of serfdom vanished.

Free labor came into its own. However, this was not a sud-

den development, but rather a gradual process.

The changes from the twelfth century to the fif-

teenth were principally economic and social. In the

fifteenth century the changes encompassed all of men's

relations, and at that same time humanism reached its zenith.

It became diffused throughout western culture. Men turned

from a concern with the after-life to a preoccupation with

this life. For example, art had served religion during the

Middle Ages. During the Renaissance art became free of its

religious ties, devoting itself to subjects of a warm na-

ture.

Among the crucial changes that took place was the

separation Of Church and State.

The answer to the problem “what is the end of the

state?” had been given by the Church. Some men, such as

Marsilio of Padua, Hues and Machiavelli, led a movement

Which stated in effect that the end of the state is power.

The state was divorced from religious values. The state

itself developed a system of values independent Of religion.
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The Church for the previous thousand years had been

the prime vital agency in the western world. It had con-

verted the barbarian invaders, and civilized them. The

Church had also maintained literacy.

But abuses had crept into the Church. In the six-

teenth century there was a tremendous religious revolution.

This Protestant Reformation was not only concerned with

correction of religious abuses, it was also symptomatic of

the changing Spirit of the times. However, humanism and

nationalism were, also, equally reSponsible for the Refor-

motion.

The Church reacted with the Counter-Reformation. The

Counter-Reformation corrected abuses, gave a new vital

Spirit to the Church, but also produced a more strict super-

vision Over its members. The ultimate sign of this strict-

ness was the Inquisition. Though the Counter-Reformation

corrected many of the faults of the Church, it came too late.

By this time Germany and England had accepted Protestantism.

The break with the Church was led in England by

Henry VIII.’ The immediate cause of the Split was the POpe's

refusal to grant Henry a divorce. In 1555 Henry had himself

declared the supreme head of the Church of England. It was

in.1555 that Henry had Thomas More beheaded for refusing to

give him allegiance as head of the Church of England.

More had been a close friend to Henry. He performed
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his post of Lord Chancellor dutifully. During the last

years of his life he was shocked by the deterioration in the

religious and political life of England. The peOple were

apathetic in regards to religion. Henry was usurping power

and creating an absolutistic police state. More was stimu-

lated to write a criticism of the abuses he saw about him.

He went beyond the level of criticism. In the Utooia he

wrote a treatise of governmental, religious and educational

reform. The UtOpia is an eloquent plea for religious tol-

eration, democracy in government, and education for citizen-

ship.

The conditions that existed in England were reflected

on the continent. Two men embroiled there in the chaotic

conditions wrote UtOpias. One was Campanella, who was

imprisoned by the Church in Italy. Rather than being dis-

illusioned by his treatment he wrote one of the most hOpeful

and visionary utOpias, the Qipy 9; pp; gap. Andrea in

SWitzerland felt that fundamentally the answer to the social

problems remained in Christianity. His ChristianOpolis is a

treatise upon an ideal society fundamentally Christian and

essentially democratic.

Towards the end of the sixteenth century another man,

Francis Bacon, wrote a utOpia called the'Npg Atlantis. In

this work Bacon followed the tradition of Plato in utilizing

the scientific method to analyze the problems he saw about
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him, and to determine solutions.

The seventeenth century was characterized by its gen-

eral Secular nature. The gradual secularization of the

crucial issues in the political, social and economic Spheres

that had begun the previous century reached their climax in

the seventeenth century. This movement was led by the im-

petus to discover the natural laws which controlled these

phenomena. Politically the seventeenth century was char-

acterized by attempts to establish an absolute monarchical

rule. Social and economic life was believed to be con-

trolled by natural law. The eighteenth century saw the

repudiation of this theory. The natural law of Hobbes and

Locke which had motivated socio-political life in the seven-

teenth century repudiated this theory. This "natural law”

Was challenged by such men as Bentham, Burke, Hume, Montes-

quien and Rousseau in the eighteenth century.

Thus the absolutism of the seventeenth century was

replaced by naturalism of the eighteenth century. Rousseau

personifies this philOSOphy, writing two utOpias, the Social

Contract and.§pi;§, expounding naturalism.

By the seventeenth century the Social Contract was

written.to answer the problem of political Obligation.

Rousseau was concerned with maintenance of the citizen's

individual political rights and destiny while still remain-

ing a part of commonwealth. Essentially the question was
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how could man exercise his inherent right of freedom and

still associate with the whole of society. In the Social

Contract Rousseau upholds the idea of the sovereignty of the

people and makes governmental institutions subordinate to

the will of the people. The Epilg is an educational utopia

which deals with the problem.of creating good citizens.

Rousseau is the last of the classical utopists. At

the end of the seventeenth century the idea entered the new

phase of Utopian Socialism.

This took its direction from.the doctrine of Rousseau

that man is born good and that society makes him.bad. The

movement concerned itself mainly with improving the lot of

the common man. The nineteenth century saw the tremendous

growth of industrialization. ‘Working conditions Of the

laboring class were indescribable. Children of six worked

in British mines. Life was devoid of any refinement. The

Jungle conditions described by Hobbes were, in effect, the

lot of the laboring classes. The UtOpian Socialists cen-

tered their crusade with improvement Of conditions of the

lower economic classes. Like the classical utopists, some

of them wrote utopias, but the majority of them put their

schemes for social betterment into practice.

The first important Utopian Socialist was the Comte de

Saint-Simon. He took part in the American Revolution and

Witnessed the French Revolution. The loss of the influence
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cf the Church and the breakdown of political-social agen-

cies enabled the citizens of France to propose a new social

order. Saint-Simon proposed reforms based upon his scien-

tific analysis of social development. He proposed a

society based upon a.single law, namely that all men should

love the brotherhood. He felt that the workers would band

together and accept and put into practice his reforms.

The organization of the workers, proposed by Saint-

Simon, received assistance in its formation by others.

Among the most important was Robert Owen. Owen's utopian

society followed Plato's closely. He held that education

was the main influence upon one's life. In his proposed

community he wanted the children taken from.their parents at

the age of three and raised by educators. In 1826 in New

Harmony, Indiana, Owen established a utopian society. New

Harmony was designed to remove the three main evils Owen saw

in society, namely private property, religion and marriage.

New Harmony lasted less than three years. Owen left New

Harmony almost immediately after he set it up. It had

collapsed primarily because it had attracted drifters and

crooks.8

m

8 See Barry W. Laidler, Social Economic movements,

(New York, Thomas Y. Crowell Company 1948) and also Edmund

Wilson, To The Finland Station, (Garden City, Doubleday &

Co. 19537?
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There were many other utopian communities estab~

lished in the United States. The greatest period of the

establishing of these communes was between 1840-1860.

There were about fifty such communities at that time.9

Among them was the Icarian Community founded by Etienne

Cabet who wrote the utOpia Voyage 2n Icarie. Another col-

ony was the Oneida Community founded by John Humphrey Noyes.

One of the industries connected with the Oneida Community,

the Community Plate, is still in existence. As late as

1942 another utOpian community was founded in Georgia. It

is the Koinonia Farm. The most significant fact about it is

that it is interracial.

Utopian Socialism as a significant force begins to

play a secondary role with the advent of Scientific Social-

ism. This was begun by the publication of the Communist
 

Manifesto by Marx and Engels in 1848. In this book Harx

and Engles attack the Utopian Socialists with the following

comment:

They still dream of eXperimental realization of their

social utOpias, of founding isolated phalansteres, of

establishing "Home Colonies", or setting up a "little

Icaria"~-pocket editions of‘all New Jerusalem-wand to

realize all these castles in the air, they are compelled

__

9 Henry Steel Commager, Living ggeasiin.America,

(New York, Harper Bros., Inc.).



to appeal to the feelings and purses of the hour-

geoise.lO

The nineteenth century was also characterized by the

tremendous growth of a philosophy which held that the role

of governments was to enact laws to produce social justice.

John Stuart hill best exemplifies this Spirit.

The end of the nineteenth century also saw the writ-

ing of the last Utopia. This was Looking Backward by
 

Edward Bellamy.

The utOpias had served an important function for over

two thousand years. This function was to keep alive the

idea that social justice could be enacted in human society.

They served to keep before men the concept of an ideal com-

munity, for which men could strive. With the advent of

Utopian and Scientific Socialism their role was finished.

The next several chapters will attempt to survey the

Specific utopian goals, particularly in education, and the

last several chapters will indicate to what extent they have

been realized.

‘ 10 Karl Marx and Friedrich Engels, The Communist

manifesto, in William Ebenstein, Great Political Thinkers,

(Princeton, Rinehart and Company 19545, p. 669.





CHAPTER III

THE NATURE OF THE CONCEPT IN THE REPUBLIC

Plato was the author of the first major utOpian work

to be considered in this study. The Republic is perhaps the

best known of his works and has had the most influence upon

subsequent philosophy.l Bertrand Russell states that any

history of philOSOphy must of necessity devote most of its

Space to an analysis of Plato. He said:

Plato and Aristotle were the most influential of all

philOSOphers, ancient, medieval, or modern; and of the

two, it was Plato who had the greater effect upon sub-

sequent ages. I say this for two reasons: first, that

Aristotle himself is an outcome of Plato; second, that

Christian theology and philosophy, at any rate until

the thirteenth century, was much more Platonic than

Aristotelian.2

Plato's utOpia was the pioneer attempt to actualize

innovations in the social order. In order to effect the new

order he had to systematize several ideas. These ideas are:

(l) a theory of the state: (2) a theory of knowledge; (3) an

educational system; (4) a theory of psychology.

3

Plato lived between 427 and 347 B.C. Little is

l
Bertrand Russell, 5 Histcr ‘2; Western Philgsgphy

(new York, Simon.and Schuster: iozs§, p. 104. '

2 Russell, ibid., p. 104.

3 ”Plato son of Ariston and Perictine, was born in

428/7 B.C. and died at the age of eighty or eighty-one, in

148/7. Both parents came from distinguished families.“

Francis MacDonald Cornford, Egg Republic 9; Plato, New York,

Oxford University Press, p. xx.
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known of Plato's early life. ”The actual history of Plato's

life," said Taylor, “up to his sixteenth year is almost a

blank.“4 His later life was molded and shaped by his master

Socrates, as it was shaped by the changes taking place in

the Greek social scheme. These changes were partially due

to the Peleponnesian War.

The death of Socrates, or martyrdom as Plato consid-

ered it, resulted in Plato's change of plans for his occupa-

tional future. For several years after his friend's death

he traveled as far as Africa, Italy, and possibly even to

India. Upon his return he founded the Academy: "The found-

ing of the academy is the turning-point in Plato's life, and

in some ways the most memorable event in the history of

western Entrepesn.science.“5 This point marked the beginning

of his fruitful years as d philosopher.

PLATO'S REPUBLIC

Division of time in the develOpment of philosophical

thought is difficult to make. However, it is possible to

state that the history of rational thought began.when man

investigated his world from the standpoint of a critical

attitude. Thus we may state that the Greeks stood on the

4 A. E.Taylor, Plato, The Man and His warn,

(London; Methuen & Company, 1949), p. 5.

5 A. E. Taylor, ibid., p. s.
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threshold of a new era. Previous to this era men saw the

world as a place occupied by irascible forces and unpredic-

table demons. The Pre-Greek world was a world comprised of

myths, myths that were constructed upon the worst elements

of human nature. Gods, who controlled men, were prone to

select favorites among mankind, were often seducers, charla-

tans and even murderers.6 The Greeks scrutinized the world

in terms of deducable laws, laws that would enable man to

predict, because these laws were universal. Among the first

books that attempted to analyze man's social relations to

other men was Plato's Republic.7 Plato assumed that the

laws which determined human relationships and institutions

could be discovered, and more important, could be manipu-

lated.

The central problem of the Republic was the nature of

justice, and the factors that would actualize it in the state.

Plato holds that the cement which bound society together was

Justice. It would appear that Justice was the ideal to which

individuals and the state should aSpire, but justice was not

only a goal it was also a method of achieving true harmony in

__

6 Plate discusses this in the Republic and uses the

anthropomorphizing of the gods as a basis for the rejection

of Homer and Hesiod in his schools.

7 William.Ebenstein, Great Political Thinkers,

(Princeton, Rinehart and Company, 19545, p. 2.
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8

society.

Justice was essentially individualistic for it im-

plied that unless every man's potentialities were reached

justice would not exist. While justice was essentially

every man performing the task he was best able to do, it

was also reciprocal in that the state and the person had

reaponsibilities and obligations to each other. The major

obligation of the state to the person rests in the neces-

sity of educating the citizens, for:

”Education," said Sabine, "is the positive means by

which the ruler can shape human.nature in the right

direction to produce a harmonious state. A modern

reader cannot fail to be astonished at the amount of

Space devoted to education, at the meticulous care

with which the effect of different studies is discussed,

or at the way in which Plato frankly assumes that the

state is first and foremost an educational institution."9

Thus education was the means by which the philOSOpher

king could shape human nature in order to produce a harmon-

icus state. Plato held that virtue was knowledge and that

8 ”Social justice (in the Re ublic) may be defined as

the principle of a society, consisting of different types of

men who have combined under the impulse of their need for

one another, and by their combination in one society, and

their concentration on their separate functions, have made a

whole which is perfect because it is the product and the

image of the whole of the human mind.“

Ernest Barker, Greek Political Theory, Plato and His

Eggdecessors, (New York, Henry Holt and Company, 1925), p.

9 George H. Sabine, g Histcr 9;: Political snoopy,

(Henry Holt and Company, 1955 , p. 55.
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knowledge could be taught. It appears logical to state that

all efforts to attain the ideal state are possible, utiliz-

ing a good educational system; contrarywise no matter what a

state does if it neglects education it can never be improved.

In order to secure the ideal of justice which would in

turn result in a harmonious group, each citizen must be

“guided“ into the social class and social occupation for

which he was best suited. Plato stated:

We have laid down, as a universal principle, that

everyone ought to perform the one function in the

community for which his nature is best suited.

That principle is justice.lO

The functions or occupations necessary for the main-

tenance of the state fell into three classes: (1) tradesmen,

or workers; (2) auxiliary, or the military; and (3) guar-

dians, or governmental leaders on the policy making level.

This classification was consistent with Plato's idea of

justice.

”When each order,“ said Plato, “as Tradesman, Auxiliary,

Guardian-~keeps to its own prOper business in the

commonwealth and does its own work, that is justice and

what makes a just society£“ll

Plato justified this division of functions by means

0f Psychological evidence. The state in actuality was a

1° Plate, 22. cit., p. 127.

11 Plato, op. cit., p. 129.
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reflection of the three functions of the personality: (1)

deliberative and governing; (2) executive; and (5) pro-

ductive. The three parts are found in every personality,

however they are found in varying amounts. This variation

lakes social life possible and consequently must be reflec-

ted by various occupations and social classes in society.

We must admit that the same elements and characters

that appear in the state must exist in every one of us;

where else could they have come from.12

Plato felt that the character of a society is in

reality the manifestation of the character of its peeple.

Thus a society that is war-like is composed of people who

are by nature aggressive, hostile and irritable.

It would be absurd to imagine that among peoples with

a reputation for a high-Spirited character, (that) the

states have not derived their character from their

individual members.13

The class lines were rigid and well defined and there

was no intercourse between them. The services of each group

were integrated so that the state could function harmon-

iously, but the socio-cultural relations of each group, in

many aSpects, was diametrically opposed. For instance, in

the proposed working class, family life was to follow

traditional lines, that is, the citizens were to practice

monogamy, rear and be responsible for their own children.

12 Plato, _p. cit., p. 152.

15 Plato, gp. cit., p. 132
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They would own private preperty and progress materially

according to their own individual efforts. In the elite

power group the pattern changes, in that family life was

non-existent. All wives were held in common and children

were reared by the state, never to know their parents. The

guardians would practice a form of communism, they would

never own.pr0perty, and even their social life was to be

communal as they lived in barracks and took their meals at

common.tables.

13% 9E KNOWLEDGE

Plato's Theory of Knowledge had four facets, each in

turn contributing to the whole. The elements are: (l)

udtimate truth, (2) Opinion, (3) virtue, and (4) the nature

of the seeker of knowledge.14

The knower, said Plato, apprehended the world in two

different ways due to the fact that the mind is constructed

to view data the senses receive in terms of appearances, and

essence. Data perceived in terms of appearances is called

opinion. The essence of an object is absolute and unchang-

ing reality. Data concerned with essence is knowledge. To

know “things" is to know only the external characteristics /

Of a particular object. Two men viewing the same object may

see different material. Thus, for example, an object that

1‘ Plato, 22. cit., p. 121.
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is beautiful to one may be ugly to another. Knowledge Of

beauty consists not in knowledge Of beautiful things, which

is mere Opinion, but in knowledge of the essence Of beauty

itself, of the absolute nature of beauty per se. Knowledge

of appearances is sense-knowledge, it is what Kant referred

to as a posteriori knowledge. Opinion states the character

istic of something, it affirms sense-data, it is apodictic.

0n the other hand knowledge "knows" reality, it understands

the inner, true meaning Of something, it is infallible. By

its very nature knowledge can never be wrong for it is

apperception Of the ”real" truth, that is true "idea" or

”form". Opinion can be wrong, for while it can know what

“is net", it can never really know what ”is”, as that is

knowledge. Opinion is somewhere between what is and what is

not. Thus, Opinion knows things that have Opposite charac-

teristics, and it deals with things in a state Of flux.

Russell said:

All particular sensible Objects, so Plato contends,

have this contradictory character; they are thus ins

termediate between being and not-being, and are suit-

able as objects Of Opinion, but not Of knowledge.15

In a sense Opinion may be compared to eXperiences

one receives in a dream. The things one dreams about are

not completely real, but on the other hand not wholly non-

existent. Opinion then, in summary, is of things that seem

15 Russell, 2p. cit., p. 121.
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to exist. Knowledge is of things that are unique, absolute,

unchanging, above the world Of the senses, above the tem-

poral, into the realm of the eternal.

Plato's theory Of forms stated that there were

general "ideas" that were necessary in that language must

have general concepts in order tO convey meaning. For ex-

ample, all particular subjects belonging tO a class possess

characteristics common to all.16 The general class or form,

exists independent of the individual's participation in the

class. The form is eternal. The individuals that come into

existence or disappear do not affect the form. A particular

house exists which possesses certain appearances and appur-

tenances which may be enchanting, insignificant, or down-

right irritating, depending upon the Observer, but all men

understand the general classification Of ”houseness" which

exists as an independent idea. That houses are built or torn

down does not affect the idea Of "house” which is eternal.

The forms being absolute automatically exclude Opposites,

thus beauty excludes ugliness. Beauty, per se, cannot be-

come ugly, but particular beautiful Objects may becOme ugly,

or may appear ugly to different people. Particular Objects

must also have a beginning and an end. Thus such things can

never be objects Of knowledge. Rather they are Objects Of

 

16 David Ross, Plato's Theory 9; Ideas, (Oxford

Corendon Press, 1951).
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opinion; knowledge deals with the eternal forms. Forms con-

stitute the real world, consequently knowledge Of forms was

for Plato true wisdom.

The doctrine of forms was important to Plato who held

that by knowing the forms we know the Good. He felt that

men must know what is objectively good in order to have a

criterion with which to judge actions, the state, etc.

While all men should endeavor to know truth, that is, the

good, not all men are capable Of an intensive and broad

18

understanding of it. Those men and women who, due to

17 John Wild, Plato's Theory Of Man. (Cambridge,

Mass., Harvard University Press, l94§7.

 

18 Plato describes the variations in learning, that

is, between the level Of knowledge and Of Opinion thusly:

Here is a parable to illustrate the degrees in which

our nature may be enlightened or unenlightened. Imp

agine the condition Of men living in a sort Of caver-

nous chamber underground, with an entrance Open to the

light and a long passage all down the cave. Here they

have been from childhood, chained by the leg and also

by the neck, so that they cannot move, and can see

only what is in front Of them, because the chains will

not let them turn their heads. At some distance higher

up is the light of a fire burning behind them; and

between the prisoners and the fire is a track with a

parapet built along it like the screen at a puppet-

show, which hides the performers while they show their

puppets over the top. New behind this parapet imagine

persons carrying along various artificial objects,

including figures of men and animals in wood, or stone,

or other materials. The prisoners so confined would

see nothing except the shadows thrown.by the firelight

on the wall. Suppose one of them were set free, and,

when he had come out into the light, find his eyes so

full of its radiance that he could not see a single
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their superior intelligence will benefit by years of study

and who will achieve the ”vision of the truth“ are the ones

chosen to join the ranks of the philOSOpherS (the lovers Of

truth). Knowledge is necessary not only because it gives a

standard, but it is important because it was necessary for

virtue. Plato contended that right actions stemmed from

knowledge, and that lack Of knowledge was a lack Of virtue.

Indeed Sabine states that '...the fundamental idea or the

Bepublic...is...the doctrine that virtue is knowledge.“20

Since knowledge is fundamental to the right-ordering of the

state and for the well being Of the peOple it is needful

that all should pursue it. A right-ordered society depends

upon the harmonious relations among its citizens, just as a

right-ordered personality depends upon the harmonious re-

lations Of one's desires.

one of the things he was told were real? He would need

to grow accustomed to images and things themselves.

wa imagine what would happen if he went down again to

take his former seat in the Cave. Coming suddenly out

of the sunlight, his eyes would be filled with darkness.

If he delivers Opinions again on the shadows the other

prisoners will laugh at him and say that he had gone up

only to come back with his sight ruined.19

19 Plate, 9p. cit., p. 251.

20 Sabine, gp. cit., p. 41.

21 Grube says: Great importance is attached in the

Republic to order and harmony in the soul. This is nec-

essary, not only to the philOSOpher for whom all.virtues
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Good actions are produced by reason. Reason pro-

duces harmony by initiating self-control and temperance.

Reason internalized justice, making justice nO longer just

the factor producing a harmonious state, but also the harm

monious ordering of the soul.22

Knowledge Of the Good is the basis for the new

society as well as for the new citizenry. Goodness is

achieved by logical investigation, it is real in that it is

the ultimate form.

What is the good? It must be first of all estab-

lished that the “...good does not constitute a separate

realm of values.- It is the universal Object of desire."25

Plato divided the Good into two related sections:

(1) Human Goodzand (2) Supreme Good. Human Good is Often

considered to be pleasure, but Plato emphatically denied

this point of view, and called those persons who believed

this confused, for there are also pleasures which are

are truly one since they all inevitably follow from his

wisdom and knowledge of Forms, but even the lowest class

must possess sophrosyne (sic) and justice.

G.M.A. Grube, Plato's Thought, (London, Methven and Company

Ltd. 1935), p. 226.

22 Plato said: "It will be the business or reason

to rule with wisdom and fore-thought on behalf Of the

entire soul.“ pp. cit., p. 140.

25 Raphael Demos, The PhilOSOphy of Plato,

(Scribner's and Son, Inc. New York, 1939): p. 51.
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24

intrinsically bad, or whose effects are bad. Human Good

is essentially knowledge. It is a type of insight coupled

with wisdom and while it is understanding of the physical

laws it is also enlightenment concerning the moral order.

Virtue is an essential aSpect Of the human good, but it is

virtue in action, unless there is right action there is

little or no knowledge, for Plato said:

You have Often been told that the highest Object

of knowledge is the essential nature of the Good, from

which every thing that is good and right derives its

value for us. I need not tell you that, without that

knowledge, to know everything else, however well,

would be Of no value tO us, just as it is of no use to

possess anything without getting the good of it. What

advantages can there be in possessing everything ex-

cept what is good, or in understanding everything else

while of the good and desirable we know nothing? 25

The highest Good is the supreme form, it is God.

Plato's theological definition of the Good led the Early

Church Fathers to call him “almost a Christian",26 for he

defined the Good as the ultimate in moral goodness and ins

eluded such forms as justice, courage, etc. He further

referred to the Good as the author of human good and as

 

24 Plate, 2p. cit., p. 215.

25 Plato, _o_p. cit., p. 215.

26 St. Augustine states Of Plato: "He saw that the

causes of things were sought for by them--which causes he

believed tO be ultimately reducible to nothing else than the

will of the one true and supreme God."

St..Augustine,.2h§ City pf QQQ, (New York, Modern Library

1950), p. 246.
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27

truth. The vision of the Good comes only to a few; after

years of training in philOSOphy there is a sudden illumina-

tion, an immediate apprehension of the Good. When one

receives the vision Of the Good one suddenly sees the pat-

tern for the world, for Plato held that God's plan becomes

clear. He said:

The objects of knowledge derive from the Good not

only their power of being known, but their very being

and reality; and Goodness is not the same thing as being,

but even beyond being, surpassing it in dignity and

power.28

The techniques that must be utilized in the training

preparatory to the vision Of the Good were, said Plato, the

Special province Of education.

PLATO'S SYSTEM OF EDUCATION

Education was the most important agency in the state,

said Plato, and thus it was axiomatic that it must not be

left in the hands Of individuals. Private systems of edu~

cation cannot be relied upon tO serve the whole interests.

They will be swayed by the dominant interests of those who

support the schools. The suggestions Of state-supported

schools, compulsory education, and state-controlled schools

were among the major contributions made by Plato. By in-

sisting upon universal education for the children it was

.h

27 Plato, pp. cit., p. 75.

2228 Plate, . cit., p. 220



i

 



39

possible to effectively screen the superior students and

train them for posts Of leadership and responsibility. Fur-

ther, it was possible to assist all the pupils in job

selection.

Education began early in life in the Republic. The
 

state assumed responsibility for the training Of the children

at the age Of three. The children were taken from the home

and spent their time in gymnastics and music. The importance

of gymnastics was to aid in the development of a healthy body,

for Plato held to the dictum "a healthy mind in a healthy

body". State supported schools were also charged with in-

suring the health of the nation. It was not Plato's inten-

tion to develop a race of prize fighters and athletes.29

After the age of ten the student entered into a more

 

29 Nettleship said: "At first sight it would seem

that 'music' and 'gymnastic' were related to one another

as mental to bodily training, and this was no doubt the

ordinary way Of distinguishing them; but Plato, while him-

self adopting the popular phraseology at first, afterwards

corrects it by asserting that the soul, and not the body,

is the primary Object Of 'gymnastic' as well as Of 'music',

and appeals to fact that exclusive devotion to physical

exercises affects the character no less markedly than ex-

clusive devotion to literary and aesthetic culture. The

truth is, that 'music' education, not the soul merely, but

Specifically the 'philosophic' part Of the soul, through the

nmdium.of the eye and ear, while 'gymnastic through bodily

exercises, not only produces bodily health and strength, but

disciplines the psychological element of spirit."

R. L. Nettleship, The Theory 93 Education ip_glato's

Republic. (London, Oxford University Press, 1939), p. 30.
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30

intensive and more developed program Of studies.

All the students at the age of twenty underwent

tests and examinations for the purpose of determining which

students would benefit from further education and which

students should be guided into vocational pursuits. Again

at thirty-five these students who were still in attendance

at the centers of advanced education were tested and super-

ior students were then trained for governmental leadership.

SYSTEMATIZED AND FCRMALIZED SCHOOLS
 

In the Republic there is the suggestion for the

world's public school system.

Plato's proposed school system was under the juris-

diction Of one of the most important Officials in the

state, the minister of education. This Office was filled

by men Of the highest caliber for the future Of the state

depended upon them. "Such a presiding genius will be al-

ways required in our state if the government is to last."31

The director of education had control over all the aspects

 

30 "In general it may be said of the curriculum,

that: Plato proposed to extend the educational system to

include a series of mathematical studies, arithmetic, ge-

ometry, astronomy, and music, and finally logic, or the

science of thinking and Of final truth. He recognized the

Practical values Of such studies, but his main purpose was

to teach the meaning and the method of attaining truth as

distinct from more Opinion."

H. G. Good, 5 Histor Of Western Education, (New YOrk,

hhcmillan Company I953T: p. 31.

31 Plato, pp. 913., p. 676.
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Of the schools. Plato stated, "Students are not likely to

make discoveries without a director."32 The director was

not absolute in his role or his decisions, the community

assisted him. The Republic revealed:

Men...would be tOO proud to accept the director's

guidance. They would be amenable only if the whole

community were to conceive a reSpect for such work and

give the director its support. The problems might then

be solved by continuous and energetic investigation.33

The aim Of the schools and of the minister Of educa-

tion was to induce the spirit of justice and of goodness

into the minds and hearts Of the students. The schools

could produce good citizens by giving than knowledge of the

moral and physical order and Of the supreme Good, and

assisting them to develop the habit Of self control.

The administrators of the schools could not intro-

duce change into the schools. It appears that Plato was

distrustful of change, and that once the ideal state was

realized Plato would have it continue along rigid lines.

Change was expressly forbidden by Plato. He said:

Those who keep watch over our common wealth.must

take the greatest care not to overlook the least in-

fraction Of the rule against any innovation upon the

established system.of education.34

 

37- Plato, _p. 233., p. 21.6.

33 Plato, pp. gip., p. 246

34 Plato, pp. cit., p. 115.



42

The aim of the schools was to raise each person to

the highest intellectual level that each was capable Of

attaining. Education promoted a love of cultural pursuits,

but further it created men who were led by reason. Without

reason life was not better than that led in the jungle by

beasts. Mere important, since Plato held that virtue was

knowledge, the schools were charged with developing good-

ness among all. Plato said:

Suppose a person does nothing else than cultivate

the body and hold all Off from any sort of culture;

then, even if there was something in him capable Of

desiring knowledge, it is starved Of instruction and

never encouraged to think for itself by taking part in

rational discussion or intellectual pursuits of any

kind; such a man ends by being wholly uncultivated and

a hater Of reason. He gains his ends like a brute

beast, and he lives in a dull stupor Of ignorance with

no touch of inward harmony or grace.35

Plato recognized the fact that women were not barred

from social standing.36 That they were constitutionally

handicapped was recognized and dealt with in the following

statement; "men and women alike possess the qualities

35 Plato, 2p.‘gip., p. 101.

36 Aristophanes wrote a play based upon this concept

of Plato's entitled "The Eoclesiazusae." Eugene O'Neill,

Jr. called this play a utopia stating that in it the women

"...seized power, and established a community of property as

a Panacea for all the social and economic ills which beset

Athens in the first two decades of the fourth century."

Eusens O'Neill, Jr. "Tpg_0om lete Greek Drama." (Random

House,.New’YOrk, 1938), p. l583.
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which make a guardian; they differ only in their compara-

tive strength and weakness."37

All citizens of the state attended school for part

of their lives, while a few attended it for most of their

lives.

All children attended school for two basic reasons:

(1) Only through the cultivation of the intellect could

superior citizens be produced; and (2) Every person could

benefit to some degree from education, therefore it was

their right to it. Plato said: "Our own account signi-

fies that the soul of every man does possess the power of

8

learning the truth and the organ to see it with."3

CURRICULUM IN THE REPUBLTQ

The curriculum proposed in the Republic was closely

related to the various stages of education, e.g. elementary,

secondary, and higher education.

In the elementary school the techniques used to con-

vey the course material were based upon the Platonic idea

that forced knowledge was no knowledge at all; rather

interest and free inquiry on the part of the students

37 Plato, 92. 933., p. 717.

38 Plato, ;p. cit., p. 232.
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replaced the more common, stern methods. Plato said:

All branches of the preliminary education which is

to pave the way for Dialectic should be introduced in

childhood; but not in the guise of forced instruction,

because for free man there should be no element of

slavery in learning. Enforced exercise does no harm

to the body, but enforced learning will not stay in the

mind. So avoid compulsion, and let your children's

lessons take-the form of play. This will also help you

to see what they are naturally fitted for.39

The courses taught during the elementary stage

included: (1) gymnastic, that was, all forms of physical

exercise and some training in military pursuits such as

marching, use of arms, etc.; (2) grammar, which for Plato

included reading and writing, learning and reciting epic and

lyric poetry; and (3) the humanities, under which were

grouped, music, literature, mathematics, cultural pursuits

and some science.

In this first period of education the main.problem

was to control the basic physical drives.4o Plato held that

during this period of the student's life the physical will

tended to dominate; thus reconciling both aSpects of the

child's personality would be a real challenge to the teach-

er. Ihe problem was solved by relating both areas in ”due

preportion' in the soul. This is the often mentioned

 

39 Plato, 220 Cite, p. 258.

40 Durant says: “With minds freely growing and

bodies made strong by Sport and outdoor life of every kind,

the ideal state would have a firm psychological and physio-

logical base broad enough for every possibility and every

development.“ Durant, 22. git., p. 26.
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”theory of harmony", or Iall things in.moderation.'

The education of the child began before his full use

of the body develOped. Children were told stories before

they could indulge in physical exercise. In the main these

stories were to convey ethical ideas. The education of

childhood should lay a foundation of character which will

not have to be cut away as years go on, but will invite and

sustain the superstructure of manhood.

The first course in the elementary school was liggg-

gpggg, and also in a sense was the most important course,41

for it gave a foundation in the pursuit of goodness and

truth. There were two types of literature, true literature

and false literature. The works of Homer and Hesiod were in

every sense of the word the bible of the Greeks for42 they

contained the source of all information about the Hellenic

gods. These were the very books that Plato attacked the

most eXplicitly and uncompromisingly. He said:

Most of the stories now in use must be discarded,

including the stories in Hesiod and Homer, and the poets

in general, who have at all times composed fictitious

tales and told them to mankind. The worst faults found

in them is the misrepresentation of the nature of the

 

41 Plato devoted almost exclusively the section on

elementary education to literature and music.

42 NettlBShip, Jo Cite, p. 500
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gods and heroes. The stories are ugly, immoral and

false.43

Since children could not distinguish the allegorical

sense from the literal, the works of literature incorpor-

ated in the courses had to be closely watched to see that

they conformed to truth. ”Falsehood in the stories" said

Plato, "must be above everything.'44 The stories in the

main consisted of the deeds of heroes, and of heroic actions

from which the children could draw moral precepts, and from

which it was heped they would learn right behavior. The

stories tried to promote the positive virtues, indicating

that goodness always comes as reward to right actions and

Justice.

The content of literature was important and equally

as important for Plato was the form of the stories. The

students presented all the stories in dramatic recitations,

and they attempted to imitate realistically the pronuncia-

tions and actions of the characters. This imitation to a

certain extent would cause the student to identify with the

character, and because the imagination of children was fer-

tile, the identification could leave an indelible mark upon

the personality and character of the students. He said:

45 Plato, 22e Cite, pe 69

44 Plate, gp. cit., p. 74
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The students should from childhood upward, impersonate

only the apprOpriate types of character, men who are

brave, religious, self-controlled, generous. You must

have noticed how the reproduction of another person's

gestures or tones of voice or states of mind, if per—

sisted in from youth up, grows into a habit which

becomes second nature.45

Music was an important part of elementary education

in the Re ublic, for by means of Special techniques util-

ized in its instruction Plato hoped to inculcate a sense of

rhythm and harmony which he claimed had a Special social-

izing influence. Plato stated:

Musical empression and rhythm, and grace of form and

movement, all depend on goodness of nature, that is a

nature in which goodness of character has been well and

truly established. And the absence of grace, rhythm,

harmony is nearly allied to baseness of thought and

empression and baseness of character; whereas their

presence goes with that moral excellence and self-

mastery of which they are the embodiment.46

The elementary stage ended at about ten years of age,

and secondary education began, and continued to the age of

eighteen. The curriculum of the secondary school was ex-

actly the same as that of the elementary school, e.g. the

divisions of physical science, grammar and the humanities.

However, these courses were taught on a higher level. At

eighteen the students, both boys and girls received military

*—

5

Plate, 2p. cit., p. 83

46 Plate, 92. cit., p. 89
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training, and also at this time they were tested to deter-

mine their abilities in regards further education, or

occupation. The program of studies followed a pattern

related to age:

Stage Age Program

I. Elementary school 3 years to 10 Literature,

muSic.

gymnastic.

II. Secondary school 10 years to Same as

17-18 above with

addition of

mathematics.

III. Military and 17 years to 20 No studies

physical training during this

period.

IV. College or voca-

tional education.

Most students were

apprenticed, a few

went on for advanced education.

V. Dialectic 30 years to 55-40 Principles

of morality.

VI. Practical eXperience 55 Years to 50 Practical

experience

in govern-

mental

positions.

VII. Philosopher 50 years Individual

study in

philoSOphy

in order to

gain the

”vision of

the Good.“

Higher education was concerned principally with

mathematics. The first course was arithmetic. The
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fundamentals of arithmetic were taught in elementary school.

using such means as counting apples, in secondary school it

was

the

the

the

related to military problems, but on the college level

theoretical aSpects were emphasized. Plato felt that

theory of numbers would be used to assist the student in

science of reality.

Since the preperties of number appear to have the

power of leading us towards reality, these must be

among the studies. The soldier must learn them in

order to marshal his troOps; the philOSOpher, because

he must rise above the world of change and graSp true

being, or he will never become proficient in the cal-

culations of reason.47

Plato held that ability in arithmetic was related to

intelligence, but that those persons who were not endowed

with a great deal of intellect could also profit from

studies in mathematics.

"Peeple with a talent for calculation,“ said Plato,

”are naturally quick at learning almost any other

subject, and training in it makes a slow mind quicker,

even if it does no other good.'48

Geometry, both plain and solid, was the next subject

studied in the college. Plato called it, “...the knowledge

of the eternally existent.“49 Plato evidently held that

 

47 Plate, pp. cit., p. 241

48 Plate, 2p. cit., p. 242.

49 Plato. 9-20 Cite, pe 244.
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mathematical objects were absolute and unchanging. Geometry

studied these eternal objects in order to attain truth, for,

'...it will draw the soul towards truth and direct upwards

the philosophic intelligence which is now wrongly turned

earthwards."50

Astronomy was taught as a part of pure mathematics,

and Plato hoped that the study would teach the students to

think abstractly, and he felt that that was important for

military purposes and for agriculture and navigators.

The last subject in the college course was harmonics

and was taught, as was astronomy, as a part of mathematics.

Its value lay in its use as a practical example in measure-

ment, and it was useful '...as a means to the knowledge of

beauty and goodness."51

After the ten year period of higher studies in

mathematics the students, who were 30 years of age, under-

went a series of tests to determine which would go on to the

next level of advanced work-~the school of Dialectic.62

50 Plate, 22. cit., p. 244.

51 Plato, 22. cit., p. 250.

52 In the analogy of the cave the study of mathe-

matics might be compared to the period when the prisoner is

leaving the cave and sees, for the first time real objects,

however, the objects will still appear in shadow due to the

fact that the prisoner's eyes have not become completely

accustomed to the light. The period of dialectic is com-

parable to the time when, after the prisoner's eyes are
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Plato described this period thusly:

Here, the summit of the intelligible world is reached

in philOSOphic discussion by one who aSpires, through

the discourse of reason unaided by any of the senses, to

make his way in every case to the essential reality and

perseveres until he has graSped by pure intelligence the

very nature of Goodness itself. This journey is what we

call Dialectic.55

At this time the student came to grips with reality.

he can freely discuss philOSOphical ideas. Previous to this

time he was not allowed freedom of inquiry, he was not

allowed to question such ideas as honor, justice, etc., nor

was he allowed~to debate the moral and political law.

Dialectic was the highest form of thinking. It was a

result of the years of training in the afore-mentioned sub-

jects of gymnastics, humanities, sciences, mathematics.

Dialectic was the end of formal training. Plato stated:

We may conclude that our account of the subjects of

study is now complete. Dialectic will stand as the

caping-stone of the whole structure; there is no other

study that deserves to be put above it.54

After the completion of the school of dialectic,

and after satisfying the requirement of fifteen years of

practical government experience, the philOSOpher returned

to the academic life and Spent his life in individual study

culminating in the vision of the Good.

accustomed to the light, he sees things as they really are.

5

Plate, pp. cit., p. 252.

54 Plato, 22. cit., p. 255.
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CHARACTER EDUCATION

In Republic there were many references made to devel-

oping and living a virtuous life. The Platonic theory of

knowledge included as fundamental the idea that virtue was

knowledge, and that lack of knowledge resulted in wrong

actions. The Specific virtues that Plato wished to incul-

cate in his students were not extensive. The list included

truthfulness, of which Plato said, ”...a high value must be

set upon truthfulness. If anyone is caught not telling the

truth the rulers will punish him for introducing a practice

that is fatal and subversive in the state."55 Self-control,

which was essentially '...obeying the governors, and gov-

erning the appetite for the pleasure of eating, drinking,

and sex,'56 is included in the list along with courage,

justice, and ggggpggg. The last virtue on the list, and in

some ways the most important, was temperance, described as

a form of orderliness, "A control of certain pleasures and

appetites.”57 It was a kind of harmony in the soul, the

passions were in balance with reasonand the demands of

society, it was thus a form of interaction between the

55 Plate, 22. cit., p. 78.

56 Plato. fl. Cite, p. 780

57 Plato, 22e Cite, pe 124e
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person and the society. In one discussion of temperance

Plato implied that it incorporated all the virtues and due

to the fact that he related it to harmony, tended to make it

58

the supreme virtue.

Plato was particularly concerned with the setting in

which education took place and in his own school the setting

was a grove of trees, the Akademeia. In the Republic the

schools were to have the same flexible and informal atmos-

phere and the teachers were to be persons who were kind,

tolerant, capable of creating enthusiasm and, very important,

they were persons who by their own high standards were cap-

able by their actions of making the children desire to

imitate them. Plato described the environment in the fol-

lowing passage:

We must supervise craftsmen of every kind and forbid

them to leave the stamp of baseness, license, meanness,

unseemliness, or painting and sculpture, or building,

or any other work of their hands. We would not have our

students grow up among representations of moral deformity,

as in some foul pasture where, day after day, feeding on

every poisonous weed they would, little by little, gath-

er insensibly a mass of corruption in their very souls.

Our young people must dwell in a wholesome climate where

influences from noble workers constantly fell upon eye

and car from childhood upward, and imperceptibly draws

them into sympathy and harmony with the beauty of

reason.59

Imitation was another technique to assist the student

58

Plate, 22. cit., p. 126.

59 Plate, gp. cit., p. 90.
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to develop character. From the time they began their pre-

school training and continued through the secondary school,

the students were to be exposed to teachers of highest

caliber. They also read stories of heroes and saw plays

wherein the characters were also persons of great moral

standing. Plato said:

They should, from childhood upward, impersonate

only the apprOpriate types of character, men who are

brave, religious, self-controlled, generous. They

are not to do anything mean or dishonourable, no more

should they be practiced in representing such behavior,

for fear of becoming infected with the reality. You

must have noticed how reproduction of another person's

gestures or tones of voice or states of mind, if per-

sisted in from youth up, grows into a habit which

becomes second nature.60

Plato would have one of the main aims of the school

to be the teaching of goodness. He said, "What advantage

can there be in possessing everything except the good, or

in understanding everything else while of the good and

6

desirable we know nothing?”

SELECTIVITY AND GUIDANCE

The central theme of Plato's educational philoSOphy

revolved around the problem of selection and guidance. It

was important that every man in the state he helped in

O Plato, .92. Cite, pe 85e

61 Plato, pp. cit., p. 215.
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choosing the occupation for which he was best suited. It

was more important that the best man was chosen to adminis-

ter it. The future of the community depended upon its

rulers. Plato told us:

There must be selection. Let us note among the

guardians those who in their whole life show the

greatest eagerness to do what is for the good of their

country, and the greatest repugnance to do what is

against her interests. They will have to be watched

at every age, in order that we may see whether they

preserve their resolution, and never, under the in-

fluence either of force or enchantment, forget or cast

off their sense of duty to the state.62

Selection was based upon character and intelligence.

Such qualities as gentleness, faithfulness and devotion for

advanced education and leadership.

Selection and guidance for the citizens of the state

was primarily occupational selection and guidance. It was

concerned with every man doing the work for which he was

best suited. This is what Plato meant by justice. He des-

cribed it in the following passage.

Further, we affirmed that Justice was doing one's

ewn.business and not being a busybody; we said so again

and again, and many others have said the same to us...

Then on this view also Justice will be admitted to be

the having and doing what is a manfls own, and belongs

to hin.65

Fundamentally selection was based upon the principles

6

2 Plato, op. cit., p. 667.

63 Plate, 2p, cit., p. 696.
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of psychology. Plato erected the first rules by which men

and women could be assisted in achieving a high degree of

occupational performance. He also set up psychological

rules for selecting women for different occupations and for

guiding them in all aspects of their life. The rules he

used as an aid in guidance were:

1.

3.

Selection should depend only upon the psycholog-

ical aSpects of personality which were directly

related to a Specific occupation, all other

personality characteristics were superfluous.

Women possessed the same characteristics as men,

differed in physical strength only. They had

equal rights to education and occupations.

All students would profit from a basic education,

but after a point some students would no longer

profit due to lack of abilities directly related

to education. These students could profit from

other types of education particularly vocational

education.

Plato discussed this problem in the following

quotation:

Why we valiantly and pugnaciously insist, that dif-

ferent natures ought to have different pursuits, but we

never considered at all what was the meaning of sameness

or difference of nature, or why we distinguished them

when we assigned different pursuits to different natures

and the same natures...Men and women alike possess the

qualities which make a guardian; they differ only in

their comparative strength or weakness...Y0u will admit

that the same education which makes a man a good guar-

dian will make a woman a good guardian; for their

original nature is the same.64

64

The last factor Plato set up to be considered in

Plato, gp. cit., p. 714.
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selection and guidance was that of interest. he recognized

the that that e person could have superior abilities. but

not have an interest in advanced studies.

Platt>eummericed his stand on selection by stating:

There ere the points which you must consider; those

who have most comprehension. and who are more steadfast

in their learning, and in their military and other

appointed duties, when they have arrived at the age of

thirty will have to be chosen by you out of the select

class, and elevated to higher honour; and you will have

to prove them by the help or dialectic. in order to

learn which of them is able to give up the use of sight

and the ether senses, and in company with truth to

attain absolute being.65

13:3: 0 °s 21wthis; 1. if. ‘59!)ch

Plato was the first writer to presentwe system of pay-

chology.66 his theories regarding psychology had certain

impli ca a. ions for educati on .

Plato felt that experiences began in the intra-uterlnc

period. he stated that expectant mothers were to have a

peaceful prenatal period and should engage in cultural pur-

suits. Plato never stated how this could be beneficial.

Plato believed that the psyche was a growing, living,

dynamic thing. fhus the training of children in early life.

in part, determines their future~-for good or for evil.

Plato said. “The beginning is always the most important

“—

65 Pl.t°| JO 6:“... P. 7960

66 Durant states that Plato. in the‘figggglig anticl.

pated psychoanalysis. 600 Uurent..29. clip, 9. sh.
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part, especially in dealing with anything young and tender.

That is the time when the character is being moulded and

easily takes any impression one may wish to stamp on it."67

Plato indicated in the Republic that the individudl

personality, as the state, was composed of three parts.

The first or lowest level of personality was the con-

cupisccnt.69 This stage not only implied the desire for

erotic outlet, but like the "Id" it was a force or stage

which encompassed all the physical desires. It was ap-

petitive, it sought gratification, it resembled the amoeba

in that its purpose was controlled by its appetites. This

stage does not mean that it was barbaric or primitive. It

could develop sophistication. The gourmet who has pressed

duck and champagne is basically no different than the fol-

low who has pig hooks and beer; both are satisfying the

appetitive phase of their existence.

This first level may be further broken down to two

divisions: l. The level of good appetites, that is, de-

eiree that are good for the body, or which may be developed

67 Plato, 22, gig., p. 68.

68 The three levels of the soul compared to the three

occupational levels. Plato contended that by the very nature

of their soul men.could be placed in a certain political or

occupational group. These three levels are distinct group-

ifige allowing fcr*nc shading or blurring of the edges between

on.

69 Plato, 92. 9331., p. 131.
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for the good of the state; and 2. bad appetites, which

lead for example to lawlessness, crime, and brutality. The

majority of men exist on this concupiscent level and for

them Plato has little to say or to offer. The problem is

to tame them, to make them fit into society. Justice de-

mands that they be made into useful citizens, this must be

done by regulation. A basic weakness of Plato's was that

he would regulate the lives of the 'lower' classes without

their consent. There is a wildness to this concupiscent

stage, and it must be smoothed and civilized. How? By

harmony and rhythm that has been nurtured and educated.

The absence of grace, rhythm, harmony is nearly

allied to baseness of thought and expression and base-

ness of character; whereas their presence goes with

that moral excellence and self-mastery or'which they

are the embodiment.70

Harmony will rule over this part of the soul, for it

is good for the desires to acknowledge the rule of reason.

This rule or reason over the strong desires is temperance.

"Temperance means a kind of orderliness, a control or

certain pleasures and appetites."7

The second stage of the soul is that of passion or

spirit. Passion is different than desire, in that it is

related to reason. In the war between reason and desire,

 

0

Plato, op. cit., p. 89.

71 Plato, gp. cit., p. 124.
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passion is on the side of reason.

We were supposing this spirited element to be some-

thing of the nature, of appetite; but now it appears

that, when the sole is divided into factions, it is far

more ready to be up in arms on the side of reason.72

For Plato passion seemed to be a conscience, as it

attempted to do good. It was similar to courage for whatever

was good for the state, that is, whatever was derived to en-

hance the institutions of government, was the same as that

which enhanced the individual and this quality was courage.

The last stage, and the highest of the three, is

that of reason. Reason is different than the first two in

that it is a love of wisdom. Plato realized that the other

two forces were in all men. The wise man satisfied the

desires, not too much or too little, but in moderation

before he left for the realm of ”...solitude of pure ab-

'straotion, free to contemplate and aspire to the knowledge

of the unknown whether in the past, present, or future.73

This is the realm in which by training and reason one

attains the truth.

The goal of the first stage was material gain. The

second stage sought £2223 for its end. This stage always

implies pursuit, pursuit of knowledge. Knowledge must be

72 Plato, 92. 933., p. 138.

73 Plate, 91. 91.31., p. 715.
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seught after; for if all knowledge were known the possessor

would in fact be a god. Man, because of his nature, can

enly seek after and love knowledge, he never truly possesses

it.

In the Rgpgblic the person who existed on this level

was a philosopher. He was not unaware of the previous

stages; he had tested then.and rejected them'because of the

"sweetness of learning and knowing truth." Plate hells

that this tasting of the lower levels was good for the

philosopher because it gave him experiences and understand-

ing of the problems and conditions of the lower classes.

Plato was emphatic in his belief that the philoso-

pher had the pleasantest life, for the greatest delight is

in attaining knowledge, and can only be known by his. The

pleasures of knowledge are permanent, while those of the

senses are variable, subject to change and this range of

intensity produces unhappiness. The philosopher is des-

cribed as one who-loves knowledge or wisdom.

An important consideration is that the philosopher

is not only a gatherer of facts, but he lived the "good

life," he was not addicted to the "mean” qualities that the

two lower elasses possessed. He lived on a loftier plane.

Plato attempted to simplify and catalogue human

nature, human needs, and human.social life. He proposed a

personality triad of psychological elements, andattempted
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to develop this triad into a system composed of three main

personality types. To reduce all humans to three types, and

then to relegate these restricted types to Specific occu-

pations and positions within the state is an example of

Plato's arbitrary attitude towards human rights. However,

to attempt a critical study of personality itself was an

innovation in the area of psychology.

.EDUCATIONAL IDEAS FOUND IN’PRACTICE TODAY

The Republic contained and contributed several ideas

to the area of education that have been wholly or in part

actualized.

The first major idea related to education was Plato's

suggestion of the division of schools into primary, secon-

dary, college, and graduate school. There exists in the

United States closer adherence to Plato's plan than is found

in the school systems of other countries. However, the

Spirit of Plato's suggested plan of divisions is followed in

all countries; that is the separation of schools by age,

according to students and educational material. For example

the movement towards universal educational systems in EurOpe

has tended to produce schools that correspond to divisions

of elementary education, secondary education, college edu-

cation and graduate school.74 However, the European school

 

7‘ Arthur Henry Moehlman and Joseph s. Boucek, Com-

parative Education, (nee York, Dryden Press, 1951), p. 9ff.
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systems do not follow the contemporary American plan of pro-

viding twelve years of public schooling, divided into

elementary and secondary education.

Platonic idea of compulsory education is becoming

actualized impetus, which came about particularly after

World war II. Such countries as China, Czechoslovakia, Ger-

many. Japan, Norway, Russia and India, have preposed and

adepted schemes of compulsory education.

To understand the role of women in Greece is to

realize how shocking was Plato's thesis for equality of the

sexes in education. Women were in the subordinate position,

they were little better than slaves. Plato proposed that

women be given educational benefits on a par with male edu-

cation, and that female education should equip women to

accept the highest positions they were capable of attaining

both in the government as well as in other occupations.

Plato realized that to grant women equal education would

raise their status and make them co-equal partners in all

endeavors with men. Modern educational philosophy has, in

the main, accepted the fact that women should have the same

Opportunities as men.

Closely allied with Plato's idea of a structured

school system was the concept of the educational program

75 Moehlman and Roucek, 1pm., p. 51711:.
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under the administration of the government, reserving ulti-

mately certain prerogatives with the peeple. The countries

of Asia, EurOpe, as well as the United States have followed

Plato's suggestion of a public school system under the con-

trol of public officials who hold office either through

public election or by appointment. In the United States the

main direction is given to public schools by reserving most

of its control to the local community. However, in other

countries for example England and France, the direction is

more remote being vested in the central government.

The curriculum, proposed by Plato, was based upon the

idea that knowledge of certain subjects, and in particular,

mathematics including arithmetic and geometry, astronomy,

music and logic, would help in the pursuit of truth. The

study of the humanities, character education, as well as

gymnastics was also suggested by Plato as being important in

the intellectual growth of the individual. Plato's pro-

posals were incorporated into the educational programs of

the medievalists, and until the renaissance, were the main-

stay of the curriculum. Modern educational practices still

utilize Plato's proposed classes with the exception of

character education, mainly on the university level, and now

they are not required classes, as Plato heped they would be,

but are electives.
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SUMMARY AND CONCLUSIONS

The Republic was an important contribution to the

field of education. While there are inconsistencies and

weaknesses in the work, there were also many proposals of

value.

In the field of philosophy Plato has made many orig-

inal contributions. Pertinent to the area of education was

his theory of knowledge. Plato felt an intense dislike for

Opinion; truth must be the goal of the wise man. Truth can

be ascertained by using the correct method. Truth resides

in the eternal forms. The correct education enables one to

know the forms.

The central problem of the Republic was the nature of

justice. Justice is essentially a harmonious relationship

existing within the individual and within the state. Ul-

timately it is every man performing the job or function to

which he is best suited. Psychologically it is the balance

of the three levels of the soul, the concupiscent, passion,

and the reason level. Education was the means Plato util-

ized to insure justice.

The whole school program preposed by Plato was set up

to give men the techniques to search for and to discover

truth. The school was not only charged with giving men a

method of inquiry, it was to help them secure justice. In
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order to insure securing his aims Plato posited a curriculum

based upon the study of mathematics, logic, astronomy, and

music. Gymnastics were included in the course of studies

because Plato believed in develOping the body to insure a

healthy mind.

Advanced graduate work was offered to those students

who were selected after careful consideration. Ultimately

the students who Spent their life in the pursuit of know-

ledge, the philosophers, were selected to govern the state.

The Republic has certain fundamental problems and

contradictions, the two most important being the use of

myths, and the nature of democracy in Plato's proposed new

state.

Plato was in the main Opposed to democracy in that

the division of classes he proposed assumed that only the

small elite class had the ability to make governmental de-

cisions. Plato stated that ruling is an art similar to

shoemaking or medicine. The shoemaker must have the

natural abilities and the Specialized work. He does not by

any stretch of the imagination possess the capacity or

educational training required to engage in masonry. Using

this theory of Specialization.PlatO said that ruling is

also an art, and that unless a man possessed the abilities

and training, he could not make wise decisions concerning

the administration of the state. Essentially then, the
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state was controlled by a small aristocracy which was selec-

ted upon the basis of high intelligence as determined by

tests. Further there was the assumption that the working

classes were inferior to the elite group of philOSOpher-

rulers. Ebenstein says:

The Platonic craftsman is thus inferior, in two ways,

to the philOSOpher: first, his material is limited and

finite, and subject to casual or aesthetical laws the

knowledge of which is relatively easy, compared with

the material of the philosopher—mankind and the cosmos,

the laws of which are most difficult to discover and

gra8p. Second, the knowledge of the craftsman never

attains the height of wisdom and understanding that the

philOSOpher reaches in his study of ultimate values,

intrinsic forms, and cosmic laws. The knowledge of the

craftsman is only an intermediary state, raw material

that goes into the process of learning and acquiring

wisdom to which the philosoPher is subjected in the

Republic.76

In the Republic the governing class was inherited.

The class lines were rigidly drawn. This is the central

thesis of Karl Papper. Popper stated that in the Republic

class lines were rigid, that there was no social mobility.77

In the main Plato was anti-democratic in the area of polit-

ical obligation. However, it must be pointed out that Plato

was emphatic in his demanding promotion to the upper class

upon the basis of merit and ability. Plato posited a myth

concerning the classes, which in effect stated that nature

 

75 Ebenstein,_gp. cit., p. 7.

77 Karl Pepper, The Open Society and Its Enemies,

(London, George Routledge and Sons, 1947).
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supported the idea of class by pre-determining the character

of men according to three types. WinSpear says of Plato:

He simply makes the aristocratic assumption that the

'inequality' which resulted from social and economic

conditioning corresponded exactly (more or less) to an

inequality based on nature. He argues that 'nature'

had fitted some men to rule, and some to be ruled, some

men to follow, others to lead, some men to be slaves,

some to be free. He is doing simply the same thing,

though in a less subtle way that some modern intelligence

tests are striving to do: viewing inequality as innate,

and intelligence as a kind of fixed and static posses-

sion.78

Plato emphasized the fact that all men are brothers.

He says:

we shall tell our people this fable, that all Of you

in this land are brothers; but the god who fashioned you

mixed gold in the composition of those among you who are

fit to rule, so that they are of the most precious qual-

ity; and he put silver in to the Auxiliaries, and iron

and brass in the farmers and craftsmen. Now, since you

are all of one stock, although your children will gen-

erally be like their parents, sometimes a golden parent

may have a silver child or a silver parent a golden one,

and so with all the other combinations. If a child of

golden parents is born with an alloy or iron or brass,

they must, without the smallest pity, assign him the

station preper to his nature and thrust him out among

the craftsmen or farmers. If, on the contrary, these

classes produce a child with gold or silver in his com-

position, they will promote him, according to his value,

to be a Guardian or an Auxiliary.79

The myth was used by Plato to persuade the peOple that

social mobility was possible. Knowing the value Of analogy,

 

78 Alban D. Winspear, The Genesis 2£_Plato's Thoughts.

(New York, S. A. Russell Company, 1956), p. 225.

79

 

Plato, pp. cit., p. 107.
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and dealing with the total pOpulation.Plato merely found the

myth '...something in the way of those convenient fictions,

a single bold flight of invention, which we may induce the

community in general."80 Cornford stated:

This phrase (cenvenient fictions) is commonly ren-

dered by 'noble lie,’ a self-contradictory expression

no more applicable to Plato's harmless allegory than to

a new Testament parable or the Pilgrim's Progress, and

liable to suggest that he would countenance the lies,

for the most part ignoble, now called prepaganda.81

However, Pepper contradicts the idea that the myth

was merely a harmless allegory, for he states in effect that

Plate merely gave lip service to social mobility. For

Pepper the myth is a ”propaganda lie", which he calls the

”Myth of Blood and Soil.“

Plato is defended by Ronald Levinson who states that

POpper is using phrases that have Nazi overtones.82 Levin-

son holds that the use of the myth was to deveIOp a sense

of loyalty to the state. The use of myths was necessary

according to Levinson.

The ruling elite possessed authority because of their

SuPerior knowledge. For only persons of superior intelli-

gence could attain truth. Further this select group could

8° Plato, 2p. g;§., p. 106.

81 Cornford, pp. cit., p. 106.

82 Ronald B. Levinson, In Defense pf Plato, (Cambridge.

Harvard University Press, 19537? p. 82 ft.
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also achieve higher knowledge. By rigorous and extended

training in philosOphy the rulers were able to attain the

highest truth of all, the knowledge of the Good. Plato

stated that the good was characterized by an understanding

of the moral and physical order in the universe. However,

this knowledge was desirable for all.

The fundamental thesis of the Republic that knowledge

and education are beneficial to all the citizens of the

state, and that all must partake in a comprehensive and

universal school program, is among the most significant of

Plato's contributions and after 2,000 years it is still an

important message.



CHAPTER IV

THE NATURE OF THE CONCEPT IN THE UTOPIA

There is a time-Span of almost 1,800 years between

the writing of the Republic and the publication of the

UtOpia. During this period of eighteen centuries it appears

that the concept of utOpia, previously developed by Plato

and utilized with the expectation of procuring a change in

the social structure, disappeared. The early medieval per-

iod produced a form of utopia which was dedicated to the

idea of escape, escape from the problems that appeared to be

insolvable. St. Augustine, in the Qipy pf Egg placed utopia

in the next world. To St. Augustine and to many others, the

city of man appeared wicked, a place where many men had

deveIOped an attitude of cynicism and "worldliness". Med~

ieval ideology posited a construct which emphasized that the

People who rejected the city of man and followed the way of

Christ could assuredly expect their reward in the Kingdom of

Heaven.

Problems pertaining to social life in England were

eSpecially marked. The people during the late medieval

Period underwent a great deal of suffering and dislocation

because of the economic changes that were taking place.

This was due to the fact that in England the pattern of

caPitalism developed first into agriculture and trade and
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only later and more slowly did it develOp into industry.

The inevitable consequences of these economic changes re-

sulted in a new class structure. A large proletariat

developed. The proletariat were the disinherited. Tenant

farming became extinct in England. Neel became a major

source of income. A system of enclosures, pastures for

sheep, became wideSpread. The tenant farmers were dis-

placed and unemployed. WideSpread unemployment, rapidly

rising prices, political and moral corruption, savage

repressive laws against the poorer class, and constant wars

between states arising out of the breakdown of feudal so-

ciety characterized the early sixteenth century. There was

a general sense of bewilderment and despair. Even that

institution that appeared most stable, the universal and

undivided Church, was passing, and there seemed nothing to

take its place. Related to this decay, however, was the

growth of a new class, the merchants. This new bourgeoisie,

confident of its growing power, Offered stability and order.

In order to entrench themselves in the Tudor world the mer-

chants mapped out a new world utilizing internal stability

and a secure world market.

This world. characterized by a large class of rest-

less poor, an emerging bourgeoisie, a lessening of Church

Power, and a change in political philosophy, was the world

in which Thomas Here grew to manhood. It was a world of
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conflict and contrast, of despair and hOpe, of idealism and

corruption, of increasing wealth and increasing poverty, and

a world of growing nationalism.

More was a member of the merchant class, and as

Kautsky pointed out, often its Spokesman.l His father was a

prominent lawyer and later a judge. More himself was a

guest for many years in the home of Archbishop Morton, the

chief minister of Henry VIII. In Spite of his attraction for

the life of the scholar More became a lawyer. He became a

member of Parliament, and he also acted as a Spokesman for

the city of London. Because of his ability he was increas-

ingly called into the service of the crown, and finally in

1529 he became the first layman to be appointed Lord Chan-

cellor. He resigned this office in 1552 because of Henry

VIII's church policy. Almost immediately after his resig-

nation he was incarcerated in the TOwer, and in July, 1553,

he was beheaded on a charge of treason. Certain aSpects of

Abre's life will be discussed in greater detail as they are

germane to parts of the UtOpia which will be dealt with

later. However, it will be well to say something of his

character and intellectual background.

More associated with the ablest and most brilliant

1

Karl Kautsky .ghpmas More and His Utopia (new

York, Russell and Russell. 1948Y, p. 14 ff. '
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men Of the Renaissance age. Among his close acquaintances

were John Colet, Thomas Linacre, William Latimer, and

2 More was also a member of the king's family at aErasmus.

time when the greatest minds of England and the Continent

graced the English capital.

Many of More's friends had studied in Italy and had

come under the influence of those ardent scholars who had

devoted their lives to the recovery and study of Greek lit-

erature and philOSOphy. The interest in Greek caused the

study of Plato to be revived. It also prompted Erasmus to

publish a new Greek translation of the New Testament. An-

other aSpect of this 'new learning' was a revived interest

in the Fathers of the Church. More was particularly inter-

ested in St. Augustine.

This new learning, collectively called Humanism,

though it was an original doctrine, still possessed many of

the ideas and terminology of Scholasticism. However,

Humanism surpassed the dogma of Scholasticism by rejecting

such dogmas as that of original sin and Satan. Humanism

substituted the idea that man and the world can be infinitely

improved.

The medieval period can be described in part as a time

2 E. E. Reynolds, Thomas More, (New York, Doubleday
and Company, 1958), p. 15.
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of renunciation. Men looked for a utOpia of escape. The

contemporary attitude was essentially that this life was

wicked and that men must renouce the concupiscent pleasures,

arranged by Satan for their downfall. Heaven promised eter-

nal bliss. Men could rationalize the injustice and meanness

of their lives by holding to a reward system in the future.

However, Humanism refused to accept such a doctrine. Hu-

manism develOped a new attitude that stated in effect that

this life must be made good. The old beliefs in the idea of

Satan, and the intrinsic baseness of mankind were replaced

with the idea that stated mankind could be improved. Hu-

manism held that the social conditions of men were subject

to continuous improvement. Humanism, in the hands of a man

like More, prOposed happiness for all men, not just a few

men in the elite group.

The Humanists were greatly drawn to the study of

Greek and Latin. The works of Plato in particular were re-

discovered by these sixteenth century thinkers. The

Republic, which emphasized justice--which meant the placing

of each man in the job for which he was best suited, and

the recognition of the rights and duties of each class, was

certainly a starting point for More's idea of a model com-

monwealth. The Republic also contained ideas regarding a

fixed and perfect constitution, an elaborate educational

system, and a concept of a religion calculated to serve
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social stability. These ideas were accepted by More and

were incorporated into his gpppia. However, More did not

accept Plato's ideas per se, merely inserting them in his

book. The Utopia is a logical, step by step, analysis of

the principles upon which the perfect state should be based.

One major aSpect of More's book which differed from Plato's

was that UtOpia was a nation not merely a city-state. An-

other important consideration was that More presented a

classless society, whereas Plato felt that justice demanded

a stratified community. More realized that no matter how

noble the intention of an elite were there would always be

the tendency of the upper class to OppreSS the weak major-

ity. This oppression would be intensified if the majority

were without preperty. The problems of prOperty, class, and

the relations of the state are the core of the first book of

the Utopia.

The UtOpia was written by More in 1515 and was pub-

lished the following year.3 The Utopia was divided into two

sections. The first section was an analysis of More's con-

temporary society. The second half of the book described

the land of UtOpia.

More understood his contemporary world. He paid

 

5 At the same time More was writing the UtOpia Luther

wrote his 95 Thesis, and Machiavelli wrote the Prince.
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close attention to the tendencies and conditions that exis-

ted during that time; because of this it was possible for

More to make predictions concerning the future.

_MQRE'S PLAN FOR THE IMPROVEMENT OF THE HUMAN'COMMUNITY

More began his plan for improvement of society by

examining the causes of the develOpment of social classes,

the growing poverty of the prepertyless citizens, and the

problems of decay within the Church.

The first point discussed by More concerned the in—

equalities of the English economic system. From what More

said in the Utopia it would appear that the crime rate,

particularly in the area of thievery, was high in contem-

porary England. A large segment of the lower class, the

tenant farmers, were diapossessed from their lands through

the policy of enclosures. These tenant farmers were unable

to locate employment, hence they turned to stealing. In

Spite of the almost daily hangings of thieves, men continued

to steal in order to eat. The situation was analyzed by

More:

Great and horrible punishments are appointed for

thieves, whereas much rather provision should have been

[31c] made that there were some means whereby they

might get their living, so that no man should be driven

to this extreme necessity, first to steal and then to

die for 1t04

 

4 Thomas More, Utopia, (London, J. M. Dent and Sons

Ltd., 1951), p. as.
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Labor was diSplaced also by creating new labor saving

devices. Decreased wages, diSplaced labor, plus increased

profits for the wealthy elite produced misery and discontent

for the great mass of English citizens.

The small wealthy upper class of More's England lived

in great luxury. More said that "...the unreasonable covet-

ousness of a few hath been the undoing of England."5 The

wealthy class had lost all contact with the poor people.

The precepts of Christian charity, which More held dear,

were ignored by the moneyed elite. Ostentatious display and

as was a morbid concern with pleasure, were part of the life

of the upper class.

In order to bring human happiness and social justice

into human society More offered several proposals in the

UtOpia.

The abolition 9; property was his first proposal. In
 

order to promote a classless society and the equality of all

citizens, More intended his society to be based upon a form

of communism, which included abolition of private property

 

5 More, ibid., p. 28.

6 More was opposed to the type of pleasure pursued by

the wealthy class because he considered it mere concupis-

cence. In the UtOpia he repeatedly praised the right type

of pleasure-~which for him meant good health, a right con-

science, and the joy derived from learning.



79

and the establishment of common possession of all commodi-

ties.7 More believed that the problem of crime, poverty,

and class hostility would be eradicated. However, More was

overly idealistic in assuming that all men would renounce

their natural impulses in individual matters in order to

promote the aims of the whole society.

Plato's communism influenced More, but there are

several evident differences between Platonic communism and

UtOpian communism in the application of principles. In the

Republic only the soldiers and the guardians lived a com-

munal life, while in the UtOpia all the people followed a

communal existence. In the former the soldiers and guar-

dians were exempt from manual labor. This was not true in

Utopia, where all citizens were craftsmen. In Plato's pro-

posed state the government was aristocratic, but in UtOpia

the government had strong democratic aSpects.

More based his ideas of the promotion of the public

weal upon the elimination of desire. The UtOpians were

taught to disdain material possessions. For example, since

money was not needed in a communistic economy,8 gold was

7 More intended the list of commodities to include

not only food, drink, clothing, and shelter, but also work,

leisure, and education.

8 Exchange with foreign countries was carried on by

means of barter.
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considered inferior to iron. In UtOpia children's play-

things were made of gold, and an adult who used gold as an

ornament would be considered retrogressive.

The anti-materialistic society of More was perhaps

carried to extreme, as for example in the matter of dress.

More felt that dress was a matter of class cleavage and dis-

sensions. All of the citizens of UtOpia wore similar gar-

ments, made of white wool, the only difference being the

design, one type for women and another type for men.

Another aSpect of More's forced social-relationships

was the common dining halls. There can be little criticism

of the efficacy of taking meals in common; it would save

duplication, time, and resolve many kindred problems. More

appeared to be more interested, however, in the fact that

eating together would produce primarily cultural results.

It was a means of inculcating morals, Spurring discussions,

developing character and generally lifting the cultural

level.9

More imbued the UtOpia with the idea that there

 

9 More said in an Optimistic but naive statement:

The young and the old sit together in the dining

halls, the reason is that the gravity of the old peeple,

and the reverence due them, might restrain the younger

from all indecent words and gestures.

More, _p. pi1., p. 106.
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should never be any personal rivalry in the new state. Indi-

viduals were never compared. Each person was protected by

the state, and encouraged to develOp along his own lines of

interest and abilities.

The second preposal of More, a democratic form pf
 

ggvernment, contained elements of autocracy. This was un-
 

doubtedly due to his own position in the English hierarchy,

but it was also based upon his interest in behavioral

engineering.lo More was naively unaware that his UtOpian

government could under the wrong auSpices degenerate into a

form of benevolent absolutism which would in turn crush

individual opportunity. More attempted to balance a pater-

nalistic government with democracy by requiring a represen-

tative assembly and, at certain times, voting by all

citizens. An example of the paternalism of the state was

Ithe control of marriage and reproduction. More felt that

child bearing and rearing were too important to be left to

the whims of individuals. More appeared to have had little

faith and trust in pe0ple, for example, he wanted the child

to identify with the group, to feel a genuine affection for

all, and not for just his parents, who might actually harm

g

10 More wanted to be sure that his prOposed society

could be controlled, in times of stress, by a few men who

had virtually absolute power. These men could at other

times rig the social conditions to achieve certain ends.
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his personality because of personal eccentricities. The main

task of the government was to provide a social climate in

which equal Opportunity could exist. There was, in UtOpia,

no organized mediocrity to hold back the good. Spontaneity

was encouraged. Each person was permitted much freedom of

develOpment. What rank did exist in Utopia was based upon

intellectual attainments. The governmental leaders, as in

the Republic, were men chosen because of their superior

knowledge. More naively assumed that once the state was

established along his prOposed lines the government would

have little function.

The third prOposal was concerned with religious
 

belief. The UtOpia was committed to the idea of religious
 

toleration. Any person could believe in religion or
 

choose to deny religion, according to his conscience. How-

ever, the majority of UtOpians followed a Specific religion.

This religion was completely rationalistic. This is a re-

flection of More's whole attitude, for the ideal state was

based upon reason alone: it was a philosophical city.

Both Plato and More agreed in employing only reason to

arrive at fundamentals. There were no religious truths

arrived at in the UtOpia by revelation. It is conceiv-

able that More's rationalistic religion was a criticism of

Catholic England. The gtgpig could have been in part an

attempt to shame the Christians of the 16th century by
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showing what an ideal state pagans could produce by reason

alone.11

The last preposal, and the one with which More was

most concerned, concerned education.

1H;EDUCATIONAL PROGRAM

More's educational philosophy is part of a unified

whole. The central doctrine of the UtOpia was a praise of

pleasure.12 More said that pleasure was good and honest in

itself. Since pleasure or happiness resided only in what

is good and honest it must not involve the loss of a greater

15

pleasure,l4 consequent pain or sorrow, or injury to one's

 

11 Perhaps More felt that the Utopia would indicate

to his contemporaries that his ideal state was subject to

change, because it could be surpassed by divine revelation.

12 More considered learning as being the greatest

pleasure and it might be advantageous to see what he meant

by pleasure. He wrote the Utopia in Latin because the

scholarly writing of his time was done in that language.

He used the term "voluptas” which has appeared in all trans-

lations as ”pleasure". In Latin the word I'voluptas“ has two

meanings; the first signified physical or sense enjoyment,

and the second mental enjoyment. More also used the term to

convey the idea of religious joy in contemplating God's

handworks. See in particular p. 84 to p. 94.

15 Happiness does not rest in all pleasure, but only

in that pleasure that is good and honest. More, pp. cit.,

p. 84.

14 More, _p. cit., p. 84.

15 More, 2p. cit., p. 87.
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neighbor, as for example in portioning out the commodities

of life.16 The norm for what is good lay in.what is

natural; for example, the previously stated UtOpian disdain

for gold was based upon the fact that gold of its own

nature was a thing unprofitable to man, for nature has given

to gold no Special use without which man cannot easily sur-

vive.

More lauded certain forms of bodily pleasure. In

this category be included a controlled form of sense pleas-

ure and a state of physical well being or health. The

Utopia contained many references to hygiene. For example,

the UtOpians had hoSpitals, utilized quarantine,l7 con-

trolled diet, and required healthful, clean conditions in

the city.18

The chief pleasures for More, however, were the

pleasures of the soul. The first of these pleasures was the

self-rewarding exercise of virtue. Virtue was defined as

"...a life ordered according to nature, and that we be

hereunto sic ordained of God. And that following the

course of nature, is ruled thus by reason."19 Living a

16

17

More, pp. cit., p. 72.

More, pp. cit., p. 88.

18 More, _p. cit., p. 61.

9

More, _p. cit., p. 85.
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virtuous life would lead to true happiness, More said, for

the rewards were a serene consciousness of one's own moral

excellence, a happy memory of one's conduct in the past and

an unshakable hOpe for bliss in the future.20 More did not

demand that one disassociate oneself from the community or

from comfort to lead the good life. He said:

A virtuous life is a joyful life for when nature

biddeth thee to be good and gentle to others she com-

mandeth thee not to be cruel and ungentle to thyself.21

The second great pleasure of the soul comes from

learning.22 Learning was the most important activity in

the UtOpia. More said that good citizens, those who had

contempt for false pleasures and who loved true pleasures,

were formed "partly by education and partly by good liter-

ature and learning."25 More did not indicate what the

difference between education and learning was; it would

appear that the distinction was not important to him. What

More meant by education would probably be termed informal

education today, and learning or formal education would be

 

20 More, pp. cit., p. 85 ff.

21

22 In order to provide ample time for learning the

citizens' manual labor was reduced to a minimum of six

hours a day.

25

More, 220 Cite, p. 850

More, 2p. cit., p. 92.
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under the auSpices of a regular school.

One main reason for More's concern with education was

because the UtOpia was to a large extent More's appraisal

and criticism of contemporary Scholastic education. More,

as well as Andreas, Campanella, and Bacon, found Scholasti-

cism distasteful. More's criticism of Scholasticism

eXpressed itself in a condemnation of the dialectical

sephistry and subtle diaputations of the Schoolmen. In the

Utopia More said:

The UtOpians have not devised one of all those rules

of restrictions, amplifications, and suppositions, very

wittily invented in the small logicals which in EurOpe

our children in every place do learn.24

Added to this, More also stated, ”But as the UtOpians are in

all things they be almost equal to our old ancient writers,

so our present Utopian scholars and logicians in subtle in-

ventions have far passed and gone beyond them.“

These two quotations taken together indicate that

More equated the UtOpian's develOpment of logic with that of

the Greek philOSOphers, and in particular Aristotle. More

wanted to exclude the use of the innumerable medieval com-

mentaries and accretions that made up a large part of the

study of logic and philos0phy in the schools of More's

 

24 More, 22. cit., p. as.

25

More, pp. cit., p. 85.
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contemporary England and on the continent. He wanted the

Utopian schools to utilize the works of the early Greek

writers. He seems to have wanted none of the Scholastic

teachings of logic in.Utopian schools which were based upon

the small logicals.26 The students in the schools of More's

contemporaries were required to commit the small logicals to

memory even though they did not understand them. Having

taken the course of studies of logic in his school days,

More found the memorization of the small logicals particu-

larly distasteful.

He felt that the reform schools prOposed in the

Utopia had to get away from the subtle inventions of the

Schoolmen (as particularly evidenced in the small logicals)

and had to return to Aristotle in whose works there was an

instrument sufficient to meet and solve the problems of

intellectual life. More was perhaps the leading advocate of

the return to the Greek writers, but he received the complete

support of his fellow Humanists. Such men as Erasmus and

 

26 The small logicals were very important in history

of logic, philOSOphy and education in western EurOpe. The

men who did the most to develOp the small logicals were

Duns Scotus and William of Ockham. The universities of

Paris, Cologne, Vienna, Freiburg, Leipzig, Ingolsadt, and

Tubingen used the works of Duns Scotus and Ockham as a text.

Bertrand Russell, A Histor of Western PhiIOSOphy, (New York,

Simon and Schuster, 19455, p."588, and Will Durant, The Ae

of Faith, (New York, Simon and Schuster, 1950), p. 915“fffig
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John Colet, close friends of More, were exponents of the

return to the Greeks.27

The success of any program of educational reform

rests upon the attitude of the citizens toward it. More's

solution to this problem was to involve virtually every cit-

izen of UtOpia in education. The UtOpians felt that learn-

ing was man's greatest pleasure. More described it in this

manner:

The citizens Spend few hours in work, they withdraw

from bodily service to the free liberty of the mind and

the garnishing of the same. For herein they suppose the

happiness of this life to consist.28

The citizens of UtOpia committed themselves to the

prOposition that learning was fundamental to happiness and

pleasure. Thus it became necessary for More to arrange the

school system so that they could participate. The students

were divided into three classes; (1) all children of school

age (since education was compulsory and universal in

UtOpia);29 (2) a few talented persons, scholars by pro-

fession, who were free from work to devote themselves

27 Discontent with the subtlety of the Schoolmen had

been in evidence for several centuries; notable among the

critics were John of Salisbury and Peter of Blois. See

Durant, ibid., p. 958.

More, pp. cit., p. 69.

29 More, 2p. cit., p. 82.
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5O

exclusively to study; and (5) a large part of the pOpula-

tion who devoted part of each day to education.51

THE CURRICULUM OF THE SCHOOLS IN UTOPIA
 

More began his discussion of the curriculum of Uto-

32 Thepian schools by proposing a program of classics.

classics for More meant almost exclusively the literature of

Greece.

On the one hand More's eSpousal of the Greek books

was a positive contribution in the area of educational re-

form. However, it appeared to be More's main contribution

to the content of learning, at least for those students, the

scholars and adults, for whom he stated that learning was

the most precious aSpect of their lives. Certainly More's

idea that education must be engaged in by the majority of

the pOpulation, is a sound idea, but it is another thing to

prOpose a curriculum to fit the needs of all adults, a cur-

riculum which More neglected. He undoubtedly felt that

30 More, pp. cit., p. 67.

1 More, _p. cit., p. 82.

5

2 The general humanistic program of Erasmus and Colet

for intellectual and education reform which influenced More

also demanded the elimination of the practices and works of

the Schoolmen and a return to the classics.
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cultural enrichment was an important aspect of education

and that the Greek books offered, among other things, the

best source for cultural education. However, it was naive

of More to assume that all students would find the desire

or interest to spend a large part of their day pursuing

the Greek classics. Further, More never substantiated his

doctrine that the Greek books would provide all the citi-

zens with an instrument sufficient to meet and solve the

intellectual problems of life.

More began his list of Greek books with the philoso-

phers Plato and Aristotle. Plato was an important force in

Renaissance philosophy. His influence was unsurpassed even

by Aristotle.33

to Plato. More's obligation to Plato was particularly

The Humanists were particularly indebted

great. The idea of the 119.911.“. as well as some of the par-

ticulars contained in it came from the W.

Certain factors must be taken into consideration when

considering the fact that More proposed the erecting of a

curriculum on Plato's works. Four centuries separate us

from More's period. One of the difficulties in trying to

understand a past period is the effort needed to forget the

changes in thought that have taken place between that period

L

3

Etienne Gilson TheS irit of Medieval Philoso hz,

(New York, Charles Scribners one, 197mm, p. 1.M}. R
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and our own. In an attempt to reach an approximate appre-

ciation of More's point of view of regarding Aristotle as

inferior to Plato, we must attmnpt to obliterate the

influence of Aristotle in the intervening centuries.31’

More indicated in the Utopia that the works of Plato were

the most important and Aristotle's works were placed in a

subordinate position in the list of Greek books. The fact

that Aristotle was unappreoiated by More, and by the Human-

ists in general, was probably because Aristotle was the god

of the Schoolmen. Another point to be considered was that

More and his fellow Humanists were in revolt against the

shoddy Latin found in the schools, the Church, and in all

books published during the sixteenth century. In the

I_I__t_9p_i_a More expressly forbade any Latin in the schools.”

The Latin translations of Aristotle that More saw and that

influenced him so strongly were inferior because the Latin

was poor and because the works were incomplete. More

stressed the point that no translation was as good in re-

gards to influence and style as the original Greek. His

insistence on including only the Greek books in his program

shows that by 1515 the Humanists felt that in Greek writing

_‘

3" See in particular Richard McKeon's introduction to

the Works 2;; Aristotle, (New York, Random House, 1941), p. vii,

and Russell, 92. cit., p. 101.

35 More, 91. 9_:_l_t_., p. 91,.
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one could find all that was worth knowing and preserving.

More, in keeping with the spirit of the Renaissance was de-

manding a return to the Emery source_s_.36

There is a contradiction in More's statement that all

learning took place in the vernacular, for he emphasized

the study of Greek. He gave no adequate reasons for his

insistence of Greek studies. There is no mention in the

9.29212. of the Greek books being translated. Contrarywise

there is evidence that the Utopians held the study of Greek

in great esteem, for More said:

When the Utopians heard me speak of the Greek liter-

ature or learning they made earnest suit unto me that I

would teach and instruct them in that tongue and learn-

ing. Therefore in less than three years' space there

was nothing in the Greek tongue that they lacked. 37

. More did not state if all the citizens studied Greek

or if it was included in the schools. However, More wanted

all the citizens to study the Greek classics. A basic

36 The demand for a return to the original and

primary works has already been seen in More's dislike for

the innumerable commentaries of the Schoolmen. The fact

that More did include Aristotle in his list of books was

also meant to be a strong suggestion to the Schoolmen to

rid themselves of the useless and needlesst complex com-

mentaries and return to the original treatises of Aristotle.

The Schoolmen could then earn their title of Aristotelians

by studying all the works of their defied Aristotle in Greek.

37 More, 21;. 93., p. 95.
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inconsistency existed, which.More did not resolve; it con-

cerned the improbability of the student's ability to read

the classics without a knowledge of Creek.

More stated that the poetical works of Aristophanes,

Homer, Erupides and Sophocles would be included in the list

of Greek classics. The books of Thucydides, Herodotus and

Herodian were a component of the history section. In the

area of science Hippocrates' and Galen's works in medicine

were included as well as Theophrastus's work involving

plants. This list of Greek books was the sum total of the

classic literature Hbre.meant to include in his educational

reforms. It was a.meager list for a program.of advanced

education.

The utopian writers did not write books or propose

schemes that were tangential departures from.the social

base. Inere, as well as the other utopists, attempted in

his utopia to suggest a method for the introduction of new

ideas and elements into social life. These ideas would re-

quire new and different ways of living. Mbre's luxuriant

imagination produced many novel ideas, but he realized that

in order to get the support of society he could not disturb

society too deeply, or reject all that was good in social

life.nerely because it was traditional. Thus the backbone

of the curriculum.of the schools of Utopia remained the
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quadriviumf58

The only course that More appeared to be concerned

59 As haswith enough to discuss in any detail was logic.

already been indicated More wanted a return to the logic as

was contained in the works of Aristotle. Fundamentally More

wanted to subordinate subtlety to utility in the area of

logic.

In summary, More felt that by returning to a study of

classical science and knowledge the Utopians could release

themselves from the sterile preoccupation the EurOpean

thinkers had with dialectic and universals. Of course More

weighted the argument in favor of the Utopians by making

them, unlike EurOpe, a non-Christian country. Thus the

UtOpians were not forced to reconcile pagan authors with

Christianity. For example, while the Church frowned upon

scientific research the UtOpians were committed to scien-

tific investigation. In fact the Utopians penetrated into

the mysteries of nature. More said, "The Utopians think

that the contemplation of nature and the praise thereof is

40
to God a very acceptable honor.“ Thus in part the UtOpia

was a plea to widen and to extend the frontiers of

 

58 More, 22. cit., p. 85.

59 More, pp. cit., p. 85.

40 More, 92. git., p. 84.
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scientific and all knowledge and the first step was to mas-

ter classical Greek science.

EDUCATIONAL OPPORTUNITIES FOR WOMEN

The idea that women should have equal rights and

privileges was commonly held by the utOpists. More followed

Plato by proposing that women should have equal Opportunity

in the area of education and politics. More felt as Campan-

ella did that women should become priests provided that they

were qualified.41

Education was compulsory for both sexes in the

UtOpian primary and secondary schools. More said, "All of

their children are instructed in 1earning,“42 and again

More stated, “Both childhood and youth are instructed and

taught of them.”4?J A two year term at the farm was required

after the completion of secondary school, after which time

women who qualified were allowed to attend the schools of

higher learning. Eventually those women who showed aptitude

for studies were allowed to join one of the highest ranks in

the state, the rank of teacher-priest.

The equality of women was qualified. More offered

 

41 More, op. cit., p. 125.

42 More, 93. cit., p. 78

45 More, pp. cit., p. 79.
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women the possibility of holding various offices, but be

limited the number of women who could hold the office, and

he raised an extremely difficult requirement:

"The Priests are men,“ said More, ”except they be

women for that kind is not excluded from the priesthood,

howbeit few be chosen, and none but widows and old

women.”44 ‘

In the elementary and secondary school, girls took

the same course of studies as the boys.

More must be given credit for being among the first

in preposing equality for women in social life. And even

though the equality prOposed by More was in a qualified and

limited form, nevertheless it was a new and startling con-

cept for a sixteenth century bourgeoise leader.

More could not entirely release himself from the

bonds of sixteenth century religious and social views re-

garding the role of women. In the Eggpig the primary role

of women was described as that of wife and mother. Thus

More prOposed that women would take a great deal of course

work in the area of homemaking. The occupational choice of

women tended to be restricted primarily to sewing, cooking.

and tending young children. However, the fact that More

said women had equal Opportunity to attend school was an

important contribution to social progress.

 

44 More, gp. cit., p. l25.
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.QHABACTER EDUCATION IN UTOPIAN SCHOOLS

When More prOposed a program of educational reform he

was determined to include a course in character education in

the curriculum. He wrote:

The wholesome and virtuous opinions wherein they were

brought up even from their childhood, partly through

learning and partly through the ordinances and laws Of

their weal-public, augment and increase their courage.45

More did not, however, state what the content or

method of the courses in character education would be. It is

possible to infer what More felt good character and right

behavior should be from his statements concerning virtue.

More rejected any attempt to develOp a system Of vir-

tue that would have been a radical departure from the Chris-

tian community of which he was a member. Thus he stated that

the UtOpian system of ethics was the same as that of contem—

porary sixteenth century England. He said, “In that part of

PhilOSOphy which entreateth of manners and virtue their

reasons and Opinions agree with ours."46 (e.g. England).

Moreover, More stated that the Utopians arrived at the proofs

for their moral system not through revelation, but by means

of reason. He eXplained, "The principles of the Utopian

system of values, morals and religion are believed and

 

45 More, pp. cit., p. 114.

46
More, gp. cit., p. 85.
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granted by proofs of reason.“47 More used a rationalistic

basis in selecting a guide for character development and

arrived at a simple rule for virtuous conduct. “...virtue

is a life ordered according to nature."48 More hoped that

peOple would further be motivated to secure the same joy and

happiness for other men once they had secured their own

happiness.49 Just how this could be accomplished More did

not disclose.

More attempted to create a program of character edu-

cation without the sanctions Of religion. He listed a moral

code, but he gave no philosophical basis to substantiate it.

The list forbade suicide, premarital sexual relations, steal-

ing, lying, adultery, divorce, disobedience to superiors,

intolerance and sloth.

The UtOpia has references to some devices to promote

character development apart from the courses in the schools.

These devices included statues Of people who were noted for

piety and these replicas were placed throughout the city.50

Games were played by the Utopian children that were devised

to indicate a moral lesson. Through the participation in

games the children were supposed to draw the moral of unity

47 More, 9 . g;t., p. 85.

43 More, _gp. cit., p. as.

49

50

More, gp. cit., p. 85.

More, 2p. cit., p. 105.
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and accord versus disunity and disharmony and good versus

evil. Another technique was utilized at the common dining

room where ”...the UtOpians begin every dinner and supper

with readings that pertain to good manners and virtue.”51

More's proposal regarding character education was

handicapped by several limitations. The failure to define

exactly Of what character education should consist and how

it should be taught are the most outstanding. However, up

to the time Of the writing Of the Utopia character educa-

tion was the province of the priests who performed as

teachers of character education with the absolute sanctions

Of the Church. The fact that More prOposed to his contem-

poraries that character education should become part of the

curriculum Of a secular system of education was a highly

novel proposal.

ADULT EDUCATION IN UTOPQ

The unity Of More's ideas and the integration of his

educational reforms into the overall plan for social, pO-

litical and economic change is best seen in the area of

adult education. The Utopia contained the suggestion that

the vast majority of the citizens spent part of each day

in educational pursuits.

51 More, pp. cit., p. 74.
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More prOposed an economic basis for UtOpian society

that would permit each citizen a maximum of leisure time to

Spend in cultural and educational pursuits.52 The social

life of the state revolved about the school.53

Moreover, cultural and educational eXperiences were

incorporated into the daily life of the Utopians through

means other than formal techniques embodied in the schools.

For example, during the common meals persons were selected

to read from various books; afterwards the readings were

discussed by the elders with the young peOple contributing

their ideas.54 Musical renditions were heard after every

dinner55 for the purpose Of improving musical appreciation

among the citizens. More did not indicate how effective

this technique was, but it would appear that this was an-

other example Of More's naivete, for he held the fundamental

tenet that merely eXposing people to art, culture, and

knowledge would make them devotees. He did not adequately

reason out the problem of motivation in educational pursuits.

52 More, pp. 5339., p. 69.

53

Campanella called his school system the very cen-

ter of the state, and Bacon referred to his school as the

eye of the kingdom.

54 More, pp. cit., p. 74.

55 More, pp. cit., p. 74.
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The fact that he did not do this weakens his arguments.

The average day of the vast majority of the UtOpians

began by attending one of the many lectures that were

Offered.56 The UtOpians attended the lectures according to

individual preference. NO restrictions were made in regard

to attendance, tests, or credits. It appears that peOple

attended the lectures for the sheer joy of learning. More

appeared to believe that people would participate in learn-

ing activities for the pleasure of Learning.

v0CATI ONAL EDUCATI oN__1y__mg_a_g3_v£11293};

More's idea of what the role of education should be

in the lives of the Utopians was consistent. He felt that

the school should provide courses which, to a large degree,

were designed to furnish each student with the theory and

practical eXperiences required, in part, to master a

Specific occupation.

All the students of UtOpia learned a minimum of two

trades. The first trade in which each and every student

was required to become proficient, was agriculture.

"Husbandry is a science common to them all," More

said, ”both men and women. In this they be all

instructed even from their youth, partly in their

56 More, 92. cit., p. 65.
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schools, and partly in the country."57

More had several reasons for requiring all the stu-

dents to take the academic course in agriculture which

included an apprentice program. One reason was economic.58

During harvest time most of the citizens, except those ex-

cused because of their studies, or because Of their health,

went to the farms and assisted in the farm work.59 The two

years of farm work required Of each student in the agricul—

ture apprentice program also supplied a continuous source of

workers on the large state owned farms.

Another reason for More's insistence upon students

knowing the fundamentals of agriculture was not directly

related to large-scale farming itself. More felt that

peOple would develOp a Spiritual sense by working the soil,

raising crOps, (both vegetable and floral), and by Seeing

the rhythm in the cycle of seasons, and they would satisfy

a deep felt need to be at one with nature. From.this appre-

ciation of nature, More argued, people would become close to

the God Of nature.

Every adult in Utopia had a private garden. The cit-

izens' gardens were located between the houses. The gardens

 

57 The economy of UtOpia was based upon agriculture.

Farm products were the only commodity eXported to other

nations.

8

More, gp. cit., p. 58.

59 More, pp. cit., p. 58.
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contained some vegetables and many flowers. Utopian fame

ilies spent part of each day in their gardens. This activ-

ity was very important, according tO.More, for it supplied

not only a sense of creative activity, but enabled the

Utopians to profit by exercise, relaxation, and recreation

as well. It also gave the family an opportunity to engage

in an activity together since they spent so much of their

time with the community.

One area of interest to the Utopians, but which

negated Here's idea of communal living was the interest in

private gardens. more said that "...Utopians set great

store by their gardens."60 The family pride in the garden

was further abetted by the competition between families,

and by competition between neighborhoods and even cities.

These gardens were one of the major pleasures Of the Uto-

pians .61 More said:

Truly you shall not lightly find in all the city

anything that is more commodious than their gardens,

either for the profit of the citizens or for pleasure.

 

60 More, pp. pi_t_., p. 61.

61 The Utopia contained several inconsistencies, as

has already been po nted out. One major inconsistency was

More's statement that learning was the Utopian's chief

pleasure and that the gardens were their chief source of

pleasure. Here, pp, cit., p. 61.
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Therefore it may seem that the first founder Of the

city minded nothing so much as these gardens.62

MORB'S EDUCATIONALZIQEAS FOUND IN PRACTICE TODAY

I It is the writer's thesis that many utopian educa-

tional proposals have been injected into the mainstream of

present day educational philosophy and practice.

Many Of More's educational ideas are found in prac-

tice today. The principal institution in the state of

Utopia was a well defined and elaborate school system.

More's concept of a school system directed by a department

within the government devoted to education, and divided into

elementary, secondary, college and adult education levels

has been realized in most of the western world.” The

development Of this particular practice began in America in

the early part of the last century.“

Compulsory education, which More felt was important,
 

6

is now accepted in the United States 5 and in many parts of

the world, as for example in England, France, Germany and

Italy.66

 

62 More,opp. _c___it., p. 61.

63 Arthur Henry Moehlman and Joseph S. Roucek

_pgative Education, (New York, Dryden Press, 1951’, p. 2.

61' H. G. Good, A__ Histor of Western Education, (New

York, Macmillan Company, 1933). p. l.

65 Good, ibid., p. 450.

66 Moehlman and Roucek, pp. pip” p- 29.
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Education presented in the vernacu_l_a_p was a concept

proposed in the Utopia and is accepted today. More believed

in the most efficient utilization of the available resources

of men and materials, thus vocational education was a major

technique used in the schools to equip men with skills that

utilized their abilities. Today vocational education is a

part of may school systems in the United States as well as

in many foreign countries.67 For example, the following

countries among others have occupational training programs:

Canada,68 Germany69 and Italy.70

Science, for More and the other utopists, was a vital

part of the curriculum because it was one of the chief means

of exploitation of the natural resources. Science is also

an important part Of the modern school system in America as

well as in the rest of the world.” The years following

World War II have produced an increased awareness of the

importance of the sciences, but perhaps the greatest impetus

came in 1957 with the launching of the first earth satellite

L

67 Moehlman and Roucek, pp. p_i_t_., p. l66

68 Moehlman and Roucek, pp. pip” p. 171.

69 Moehllan and Roucek, pp. p_i_§., p. 320.

7° Moehlman and Roucek, pp. p_ip., p. 21.7.

71 Moehlman and Roucek, _Op. p_i_t_., p. 6.
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by Russia. There are certain indications that America in

the near future will give financial encouragement to schools

offering science courses and to students specializing in the

sciences, particularly on the university level.

MORE'S EDUCATIONAL IDEAS THAT HAVE NOT RECEIVED COMPLETE

ACCEPTANCE AS m

In the United States some of More's educational ideas

have not been accepted72 and among the major ideas are:

More's suggestions of extensive adult education, and free

colleges.

To a large degree an extensive system of continuing

adult education, (which would be possible in a small polis

as.More envisaged), will be difficult to establish in the

United States. One reason for this lies in the size Of the

American population and the extent Of her land area, coupled

with the diversity of occupations. These factors preclude

 

72 Among the minor ideas which have not been accepted

and which because they possess little merit will probably

never be accepted except perhaps on a small scale are: (1)

dormitories for all schools, (2) state nursery care for the

very you child; (3) teachers who function also as religious

leadersgn?4) Greek classics as basic text in all colleges;

(5) compulsory basic vocational education course in agricul-

ture; (6) uniform dress for all students; (7) courses in logic

in elementary and secondary schools; (8) science courses

based upon classical Greek concept and.method; (9) common

meals for all students with moral and cultural readings.
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the possibility of assembling people, (as they were assem-

bled in the Utopia in common halls) for the purpose of

education. However, the philosophy of adult education as

suggested in part by.More, may be to a large degree realized

by developing a positive attitude regarding the worth of

education and by using various techniques, as for example

extensive use of television and radio. It is now possible

in many cities for adults to secure the first two years of

college in their homes by taking television courses spon-

sored by local colleges, but in the main the audience con-

sists of curious adults watching the program to satisfy in

part, a need for continuing education. Many public service

and educational programs are scheduled on television and

radio and are financed by such organizations as the Ford

Foundation. Some informal techniqueZBmight be tried also

and one means may be, for example, the creation of a Federal

television station that would utilize exclusively cultural,

educational and experimental presentations.

 

73 Persons granted a loan by the Department of Health,

welfare, and Education for the purpose of teacher training

may have the debt cancelled at the rate of 1/5 Of the total

amount every year they remain in teaching. If they continue

in teaching for five years half of the debt is automatically

cancelled. National Defense Education Act of 1958, A Summagy

of the Committee On LabOr and Public Welfare United States

Senate; Septemfier 3;.1gig, (WaShingtOn, D. 5. United States

Government Printing Of ice, 1958), p. 1.-
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The idea of gppp,university:trainipg'for the.more able

student has not gained public acceptance to date. There is,

however, a trend among some institutions towards free college

education. many junior colleges offer free tuition to resi-

dent students, as do the junior colleges Of California.

Congress granted loans in 1958 for those students majoring in

the sciences and in teaching.

It is doubtful however, that free college education

will ever become universal. A careful study should be made

to discover the attitude of Americans toward this question.

Perhaps the majority of citizens would not be in favor Of

free college education.

LJMITATIONS OF THE‘UTOPIAn SUMMARY AND CONCLUSIONS

Thomas more has proposed a reform state that was, in

the main, ascetic and primitive. UtOpia was a country erec-

ted upon the concepts Of social justice, communal property,

the use of the scientific exploitation of natural resources

and the value of education.

Many of MOre's ideas were original. They were the

product of a fertile imagination and they transcended his

time. However, Here was a product of his era and thus

possessed many of the intellectual limitations of his time.

NO man can perceive all the social changes that will develop,

but a social reformer should be able to anticipate some of
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the changes and incorporate provisions regarding them.

More's gpppia suffered from many weaknesses, due in part to

his failure in adequately perceiving the unfolding of social

processes, and in part due to his limited view.

More Spoke highly of freedom in the gpppgp, but nev-

ertheless it would be difficult to attain freedom under the

social, economic and political conditions he proposed. The

Opportunity to make choices was limited. For example, the

children had virtually no freedom in the schools as regards

choosing their own curriculum.74 The children followed the

set curriculum of the quadrivium. There was a lack of vari-

ety of course offerings to meet the interests Of the pupils.

In point Of fact, conformity was prized among the Utopians.

All the citizens wore exactly the same attire, undistin-

guished by design, color, or ornamentation. Occupations

were few in number and most citizens were relegated to agri-

cultural pursuits. Political choice was limited, as it was

in the Bppppllp, to the selection of governmental Office

only by members of the small rank of Scholars. Choices for

marriage partners were also limited by the state. More was

handicapped by being unable to differentiate between what he

wanted human being to be and what they actually could be.

Thus another limitation of More's work was an inadequate

 

74 The only exception was vocational education.
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concept of human nature. More felt that the imperfections of

human life stemmed from an imprOper society and not from hu-

man nature itself. By creating the right society More felt

that human happiness was possible. He failed to perceive the

role of the human mind and Spirit in the role of creating the

right type of social environment. More also failed to recog-

nize that there were certain personality traits, related-in

part to intelligence, that are virtually impossible to over-

come. These traits include the desire for Ownership, privacy,

and choice. Further there appear to be some individuals who

are not amenable to social codes and mores, and More does not

indicate how these persons would be integrated into his so-

ciety.

More failed to comprehend the basic laws Of learning.

He left out all provisions for interest and motivation. He

also failed to present a discussion as to the situation most

propitious to learning, such as the type Of school buildings,

the use Of audio-visual materials, and the nature of the pro-

gram of instruction which he would include in his educational

program.

More failed to understand the fact that life is a con-

stant struggle and probably always will contain some type of

struggle. Life cannot be completely planned. Accidents occur

Which create conditions in which men survive or fail. More

prOposed a social order in which all struggle was eliminated,
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every want was satisfied. MOre failed to realize the moral

struggle, he did not see that merely removing temptation

would not necessarily produce good people. There must be

alternatives before there can be freedom and good men.are

produced by making the right Choices, with.of course the

proper foundation in character education.

A.major error of the gppp;p_was the presenting of the

reform.state as a going concern. .More felt that his yppppp

was the ultimate in social speculation. more found it diffi-

cult if not impossible to conceive of progress beyond his

projected state. He felt that a perfect unchanging state

was possible. MOre did not realize that a state of social

perfection, forever fixed, was impossible. Perhaps more was

too generously endowed with.the idea that anything, includ-

ing perfection, was possible if people only willed it. JMore

did not see that Utopia is a state of mind and not a social

state.

.Albeit the Utopia possessed several limitations it

did contain much of value. The important contributions to

the history Of mankind.were many. .Among.More's contribution

to the development Of the concept of utopia were his ideas

advocating the eguality p_1_‘_ _tpp _sp_xpp. While More recognized

biological differences between.the sexes and.made provisions

and allowances for them.he also was aware of the fact that

half of the population could not be placed in an inferior
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role regarding social, political and educational opportun-

ities. IMOre saw clearly that the economic situation could

be realized only when every person, regardless Of station in

life or of sex, participated in the economic life of the

state by working. It was possible to limit the work day by

engaging women in the economic order along with the men.

Rppggious ppleration was advocated by mere. MOre was

able to rise above his times by proposing freedom of belief

and Of conscience. The idea that the pngical environment

ppplpd pp controlled was contained in the m. More pre-

sented the idea that man and nature could be exploited for

the best interests Of society. The exploitation followed

definite rules laid down in the gpppgp. In the area of

health more advocated preventive medicinp_and eugenics. More

was very concerned with diet and exercise and felt that hu-

man health would be improved by controlled diet. He felt

that common dining halls would benefit man through scientific

controlled diets.

IMore felt that the.most significant institution within

the state was education. This chapter has attempted to show

the important ideas relative to education contained in the

Utopia.



CHAPTER.V

THE NATURE OF THE CONCEPT IN THE CITY OF THE SEE

Tommaso Campanella was born in Italy in 1568 of poor

and illiterate parents. He died in 1639. When he was four-

teen he Joined the order of Dominicans. Young Campanella

was influenced by Telesio who was an advocate of experimental

philosophy. Campanella developed a philosophical system that

was in the main rationalistic. He refused to accept Thomis-

tic philosophy, which he felt was based upon authority rather

than upon logical proofs.

Campanella's beliefs brought strong opposition from

the Church and in 1593 he was sent to prison for heresy. He

was released in 1629 by Pope Urban VIII, and returned to Rome

where he actively campaigned for a return to the principles

of primitive Christianity. He firmly hoped that the Catholic

1
Church would become naturalistic-rationalistic. .He felt

that the Jews, Protestants, and Moslems could be won for the

Faith by dint of argument and proposed a plan whereby Spain

and later France could erect a universal theccratic state

based upon a renovated Catholic Church.

‘—

1 Campanella grounded his religious concepts upon the

theological ideas expressed hy'Platc and more. Campanella's

ideas included:(1) the rejection of supernatural revelations;

(2) the idea that God can be made known through the act of

reasoning; and (3) the embodiment of naturalistic-ascetic

principles of goodness.
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Tommaso Campanella wrote over 100 books,2 mainly in

the area of philosophy, but the best known work is his City

of the Sun.

gggtheR THE IMPROVEMENT OF THE HUMAN COMMUNITY

The Citygof the Sun contained the idea that the state

was primarily an educational institution and it was con-

trolled by an intellectual aristocracy of learning. Campan-

ella followed the tradition which Plato and More originated

which made teachers the rulers of the state.

The reform state proposed by Campanella was essen-

tially communal. His philosophy for the new state rested

upon the supposition that whatever was good for the state

would be good for the people. The people forfeited certain

individual rights and in return they received a high material

standard of living. The morality behind the exchange of

individual choice and freedom for material security was not

debated by Campanella. He obviously assumed that the idea of

 

2 The only work which has been translated from the

Italian into English and published in this country is the City

of the Sun. The City of the Sun was first translated by

fiorely at the beginning of the century. The translation was

unsatisfactory in many respects. The second translation was

done by‘William.J. Gilstrop and is included in Glenn Negley

and J. M. Patrick's The Quest for Utopia, (Henry Schuman, New

York, 1952), p. 43. The only book published in English which

deals exclusively with Campanella is Francisco Grille,

Tonnage Campanella in America. (New York, S. F. Vanne Co.,

1934). ,
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exchanging liberty for concrete security was highly academic

in view of the material poverty of his time.

The primary aspect of communal life in the City of

the Sun was the elimination of all privately owned property.

Campanella felt that private ownership of property was a

disturbing element in personal and social relationships. He

believed that the disruptive effect of privately owned prop-

erty upon social solidarity could be eliminated only by

means of communism,

The philosophical basis for the abolition of private

preperty rested upon the supposition that privately owned

3 while elimination of self-

I,

possessions beget selfishness,

ishness would produce love for the whole community.

material goods were distributed on an equal basis.

Every person received what he needed. "The citizens in the

City of the Sun get whatever they need from the community,

3 ”Private property owes its origin and development to

each individual's having his own house, wife, and children.

From.this arises selfishness; for in order to raise a son to

riches and honors and leave him.as heir to much wealth, each

of us becomes either desirous of seizing control of the state

or greedy, contriving, and hypocritical. But when.men have

rid themselves of selfishness, there remains only love for the

community.‘ Campanella, ibid., p. 322.

‘ Campanella felt that love‘was a psychological drive

and that if its object, property, was removed the drive‘would

attempt to secure its object in the whole community.
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and no one is denied anything he needs."5 In order to re-

ceive more than the minimum of material needs, however, the

citizen had to demonstrate devotion to the state. Rewards

were reserved for those who sacrificed all individual goals

and desires and devoted themselves to promoting the good of

the state.

Campanella proposed a pattern of heterosexual social

life that was in the main similar to the plan prepesed by

Plato. Marriage was a threat to the whole community since

it implied private possession. Campanella eliminated mar-

riage in his proposed state and substituted the community of

women e 6

Even though the citizens of the City of the Sun re-

garded wanen as comon property, licentiousness was not

permit ted. Campanella wrote:

The inhabitants of the City of the Sun had their

women in canon as regards both obedience and bed, but

not at any and every time as is the case of beasts,

that mate with whatever female is available, rather

they do it only by permission and as a matter of pro-

creation.7

Campanella felt that human reproduction was the

 

5 Campanella, 9p. _c_i_t_., p. 323.

6 "The citizens of the City of the Sun determined to

lead a philosophic life in semen. The community of wives

is the custom among them. All things are held in semen, so

that no one can apprOpriate anything for himself.“

7 Campanella, 22. 93.3., p. 333.
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concern of the state. In fact genetics was an advanced

science in the City of the Sun. "The noble art of breeding

is held in the highest esteem.ameng them."8 The magistrates

were experts in genetics and they decided which of the citi-

zens of the City of the Sun could mate and with whom.

The politics of the City of the Sun possessed non-

democratic elements. In a democracy the state is actually

the servant of the individual, but in Campanella's utopia

the individual existed for the state, as for example in the

aforementioned area of marriage and reproduction Campanella

said:

The beginning of offspring is managed for the good of

the state and not of individuals. The magistrates must

be obeyed.9

Campanella was either unaware of basic psychological

factors underlying the emotions of love and the drive for

possessiveness, or he refused to admit them in order to pro-

mote an absolute state. Campanella created a.monolithic

state in order to produce the goods and benefits needed to

insure the greatest good for the greatest number.10

 

8 Campanella, op. _c_i_t_., p. 336

9 Campanella, _gp. cit., p. 331.

10 For example, Campanella defended his position re-

garding marriage in this manner: "This function of breeding

humans has reference to the state and not to individuals,

except in so far as they are menbers of the state. And since

individuals generally bring forth children wrongly and rear
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Campanella believed first of all that artificial con-

structs regarding rank and privilege should be eliminated.11

He hoped to accomplish this in the main by two methods: (1)

material necessities basic to life and all social activities

were held in common; and12 (2) promotion was gained only by

merit and ability. Campanella described the life of the

citizens in the following quotation.

Communal life makes all at the same time rich and

poor; rich since they have everything, poor since they

own nothing. At the same time they are not slaves to

things; rather, things serve them.13

Individuals considered for promotion in the City of

the Sun were required to have superior intelligence, educa-

tion and character.1L WOmen as well as men could aspire to

the advanced governmental positions. Campanella listed the

qualifications for promotion as follows: the individuals

 

them wrongly, to the great detriment of the state, this

function is scrupulously committed to the magistrates as the

main basis of the state." Campanella, op, cit., p. 322.

11

12

Campanella, op. cit., p. 327.

Campanella, 92, 313., p. 327.

13 Campanella, 92. cit., p. 333.

1‘ Only teachers were considered for promotion to the

highest ranks. Campanella, gp. cit., p. 31.0.
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were required to be learned in several trades and skills, in

the natural sciences, in history, law, astronomy, physics,

mathematics, agriculture, and philosophy.

In the City of the Sun high standards of health, diet,

cleanliness and safety were established.15 For example, one

of the major reasons for Campanella's insistence upon regu-

lated birth control was to insure that the best, e.g. the

healthiest children, would be produced. All meals were eaten

in common and the food was prepared and supervised by dietic-

inns and physicians. Cleanliness was very important.

Campanella stated:

Great stress is placed upon cleanliness in the streets,

in the living quarters, in utensils, in clothing, in the

workshops, and in the warehouses.l6

Political and intellectual freedom was fostered in

the City of the Sun. Campanella said, "The citizens engage

in constant and eager disputation and argument with one

 

15 An interesting aspect of the healthful conditions

of the citizens is the fact that they did not have to endan-

ger their health by taking long and arduous trips on foot or

horseback. The inhabitants of this utopia.which was proposed

in the sixteenth century had the choice of two modes of

transportation. They could fly, for ”...they have already

discovered the art of flying, ”or they could ride in cars

propelled by the wind, as, ”They use wagons fitted.with sails

which are borne along even by a contrary wind through a skill-

ful arrangement of wheels against wheels. Campanella, _c_p.

pip,, p. 335 and 346.

16 Campanella, _2. 91.3., p. 328.
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1

another." 7

The political philosophy of Campanella was based upon

a form of representative democracy. Campanella followed

closely the plan of government advocated by More and predated

Rousseau's Social Contract. Every citizen in the City of the

Sun had the right to criticize the governmental leaders and

their policies. Campanella described it thusly:

At every new moon and every full moon they call a

council. All who are twenty years or more are admitted

to it. Each one is asked to tell what is wanting in

the state, which magistrates are carrying out their

duties well and which badly.18

In addition to the general bi-monthly councils there

1

were great councils held by the magistrates. 9 Each magis-

trate was elected to represent a hundred citizens.20 The

magistrates in turn elected the ruler and the heads of the

three main divisions of the government: (1) the department of

education, genetics, clothing and food; (2) the department of

military affairs; and (3) the department governing the

2

sciences. The rulers and the three division leaders "...

meet every day and they correct, confirm, and execute matters

 

17 Campanella, 92. 933., p. 31.5.

18 Campanella, 22, gi§,, p. 338.

19 Campanella, pp, 323., p. 338.

Campanella, 2p, gig,, p. 338.

21 Campanella, 92. cit., p. 338.
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which were decided at the general councils."

The magistrates were elected for various terms, but

the ruler and the three department heads, once elected,

stayed in office for life. Campanella naively described the

rule in relation to the method of replacing the men in the

top four offices as:

The first four will give up their office when one is

found who is wiser, more gifted, and purer than them-

selves. They are so sensible and honorable that they

gladly yield to a wiser man and learn from.him.23

Campanella failed to take into consideration the way

human nature wasZL in actuality; he romanticized human na-

ture to the detriment of his political ideals.

Campanella has written a utopia whose main purpose

was to propose a form.of social life that would give to

each person a most hygienic, cultural and.secure life.

Leisure‘was spent in cultural and educational pursuits.

Every individual's personal comfort and health.was the con-

cern of the state. Possibly the most important aspect of

 

2

Campanella, _p, cit., p. 338.

23 Campanella, op, cit., p. 338.

2‘ The inconsistencies, ambiguities, and lack of per-

ception in regards to human nature in the political philoso-

phy have induced exponents of divergent political opinions

to accept Campanella as an early advocate of their system.

The utopian writers evidently considered human nature more

honorable than other authors considering human nature.
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Campanella's utopia is the fact that he considered the state

as primarily an educational institution.

EDUCATIONAL PHILOSOPHY IN THE CITY OF THE SUN

Campanella, as a representative of utopian thought,

considered education to be the most important single insti-

tution within the state. The ruler of the City of the Sun

was euphemystically named "Metaphysic".25 The three assis-

tants who were also heads of the three main governmental

agencies were called ”Power", "Wisdom”, and "Love", a direct

substitution for the theological Trinity.

The chief goal of the people was to ”...1ead a

philosophic life in common'.‘26 Thus Campanella described

the life of the citizens of the City of the Sun:

In the City of the Sun each one has to work barely

four hours a day. The rest of the time is spent in

pleasant learning, debating, reading, storytelling,

‘writing, walking, and exercising of mind and body.27

Campanella's pedagogical aims must be considered in

terms of his goal for education which was to produce cul-

tured, civilized people. moreover, Campanella realized

that an educational philosOphy which emphasized the

25 This figure was copied after the political and

religious role of the Pope. Campanella, 92. cit., p. 320.

26

27

Campanella, pp. _<_3_i_t.., p. 322.

Campanella, pp. cit., p. 333.
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humanities terthe exclusion of the practical problems of

life would be sterile.28 Campanella felt strongly that in

order to provide for the‘whole man the schools must of

necessity include courses in vocational training.

The school system was a projection of Campanella's

social and moral philosophy. Campanella felt that the

schools would produce an enlightened citizenry who would

have learned the techniques required to live together in a

harmonious and ethical society.

Education in the City of the Sun began at the age of

one year. All the children between.the age of one and.three

were placed in groups under the supervision of a teacher.

The next division of education was composed of all children

between the ages of three and seven. At the age of seven

the student entered the formal phase of education. This

phase continued until the student graduated.

Those students who possessed academic ability and

aptitude continued their education at the universities af-

ter they completed the secondary school. These students

who were not engaged in.formal university education could

 

28 Campanella was committed to the proposition that

science possessed techniques necessary for and.applicable to

the improvement of society. Science had a two-fold interest

for Campanella. Science enabled.men to exploit nature; it

also supplied the means to construct and engineer a society

that would supply the whole population with the material and

spiritual means to make life, if not idyllic, at least con-

en .
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choose to continue their vocational education at training

centers which were located in each city.

Virtually all adults attended lectures each day. The

lectures took place in special halls, laboratories, or in

the botanical gardens. As in More's Utopia the citizens of

the City of the Sun heard educational readings during their

principal meals, and.musical renditions were given at the

close of the mealtime.

. .A system.of rewards was set up to encourage students

to perform to the best of their abilities. The rewards con-

tained two elements: (1) appeal to the senses and appetite;

and (2) social recognition. Every evening at the meals

those students who, in the opinion of the teachers, had per-

formed well during the class periods, were praised by the

elders, and further the diligent students received extra

portions of food and delicacies. Campanella was emphatic in

stressing the fact that the rewards were not exclusively

delivered only to the bright students. Intelligence was not

the determining factor in judging the issuing rewards; the

student who tried the hardest was also considered in the

awarding of honors.2

One facet of the school system that facilitated

 

29 Campanella, pp, 333., p. 328.
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education according to Campanella's belief was the fact that

all students lived in dormitories located along the sides of

the schools.30 This would mean that the students would be

under the complete control of the teachers.

Campanella's theories regarding schools included pre-

school training, the full utilization of audio-visual

materials, compulsory education on all levels, and the be-

lief that schools should erect a positive system of rewards.

me CURRICULUM OF THE SCHOOLS IN THE CITY OF THE SUN

Unlike More and Rousseau, Campanella incorporated, in

the City of the Sun well defined proposals regarding our-

riculum. However, Campanella felt as Plato did, that once a

curriculum was erected it should not be changed. This is a

recognizable weakness in the works of Campanella and Plate.

However, it is understandable when one realizes that when

these writers proposed their reform societies they felt that

they had reached the ultimate in a human state.

All children fran one to three years of age in the

City of the Sun attended classes in which they were taught

the alphabet. This teaching was aided by having the children

walk around walls wherein the letters were inscribed.

The next period included children between the ages

30 Campanella, pp. cit., p. 327.
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of three and seven years and consisted.mainly of an exten-

sive course in gymnastics to develop the body. The second

course of study during this period consisted of an elaborate

survey of all the trades and occupations within the state.

The purpose of the occupational survey course was to deter-

mine the trend and.interest of each student in regard to

the choice of his future occupation. Campanella insisted

upon the maxim that interest must be the first consideration

in determining one's life work. However, he also felt that

one's life long occupation must be selected on the basis of

oneis abilities and talents. It is not an easy'matter to

determine the choice of a trade, and Campanella did not

foresee or indicate any interest in a form of occupational

testing. Therefore, it is understandable that he would do-

vote four years of his curriculum to an occupational survey.

The main criticism, however, rests upon Campanella's assump-

tion that children between the age of three and seven could

possibly indicate a mature judgment in regard to occupa-

tional choice.

The child at the age of seven entered a broad.pro-

gram.of studies that ended only with the completion of those

studies. This program.of study was not divided into sections

or schools such as elementary, junior high or senior high

school. Campanella envisaged a developmental curriculum,

which expanded the course content of the preceding school's
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course of studies.

The student began the program.with an extensive study

of mathematics. The study of mathematics continued through4

out the entire program.terminating when the student gradua-

ted. At the same time the student began to study mathematics

he also began the study of science, a study which lasted

throughout the entire educational program.

There is the suggestion in the City of the Sun that
 

the students alternated their studies with courses in gym-

nastics and with community service. "While some are taking

physical exercise," said Campanella, "or‘busying themselves

with public services or functions, the others are engaged

in attending the lectures.”31

Campanella implied that there was a division between

two areas. The first area corresponded‘tozmodern elementary

and secondary school, and the second corresponded to a col-

lege program reminiscent of Plato's concept of advanced

education wherein the advanced studies did not end with a

four year program, but instead continued until the student

could no longer profit from a higher education.

Essentially the curriculum, based upon the twelve

 

31 Campanella, 22, cit., p. 324.
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divisions of knowledge,32 was aimed at producing wise, free

and civilized citizens. Campanella attempted to develop the

course content in such a manner that liberty, knowledge, and

culture would be the end result, but while this was his

stated aim he did not relate how he would actualize it.

Campanella was too deeply engrossed in specific prob-

lems of education to see the broad value of foreign languages.

Only a few scholars in the City of the Sun studied the var-

ious foreign languages. The.majority of the students did not

take languages as part of their course of studies.33

An important idea contributed to the development of

curriculum was Campanella's insistence upon the fact that

students should cross departmental lines in their studies.

In addition to science, which all students studied, everyone

studied history, politics and philosophy.34

All students took courses in vocational education.

Apprentice training was part of the occupational training.

 

32 Astrology, cosmology, geometry, history, poetry,

logic, rhetoric, grammar,.medicine, physics, politics, and

ethics. Campanella,-pp. cit., p. 320.

33 Campanella,‘gp. 23p,, p. 326.

34 Campanella, pp, gi§., p. 327.
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Students with a low intelligence received vocational train-

ing in one area, the area of farming. This was done mainly

by means of apprentice training received on the farms.

Campanella said, "Boys with retarded mentality are sent to

the farms, and when they have improved, some are brought

back to the city."35

EDUCATIONAL OPPORTUNITIES FOR WOMEN IN THE CITY OF THE SUN

The utopists have been united in their efforts to

initiate equal political, social, and educational opportun-

ities for women.

Campanella stated explicitly that women had equal

opportunities at least in the area of education. The gig;

of the Sun related, "Both sexes are educated together in

all arts."36

Campanella felt that if women had equal rights in

regard to education, it necessarily followed that women

should attain equal opportunities in regard to occupations.

Thus in the City of the Sun women held jobs on the basis of

their ability rather than by virtue of their sex. However,

Campanella limited the jobs that required great physical

strength to men.37 Individual differences were recognized

 

35 Campanella, pp. p_i_t_., p. 321.

36

37 Campanella said, "Men and women alike fellow the

Campanella, pp. 3.3., p. 324.
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in other occupations else. For example, needlework was per-

formed exclusively by women.

An inconsistency in Campanella's thinking appeared

when he stated that women should have equal educational ep-

portunities, but he did not regard women as being equal

socially. Primarily women had one role, to bear children.

The function of motherhood was negated by Campanella for as

soon as children were born they were removed to state nurser-

ies. Women who could not have children were relegated to the

lowest social class in the state.58

Freedom of choice in the area of marriage and family

was denied to women. However, in the area of politics and

education women were permitted virtually equal opportunities,

but this is in keeping with Campanella's idea of having each

person become as productive as possible in order to promote

the welfare of the state, not because he was concerned with

individual freedom.

 

mechanical and the theoretical occupations, with this differ-

ence, that the occupations which require more hard work and

those in which one has to go some distance are practiced by

men.” Campanella, 92o Me, Do 3270

38 “If a woman does not conceive with one man she is

mated with others, and if at length she is found to be barren,

she is made available for communal use, but she is not given

the honorable standing of married women in the Council of Pro-

creation in the temple.” Campanella, pp. 5gp., p. 530.





131

WCTER EDUCATION IN THE CITY OF THE SUE

With the possible exception of vocational education

there was not any area in the utopian educational schemes

where there was more harmony of opinion than in the agree-

ment of the need for courses in character education.

Therefore, the utopists in general included in their writ-

ings well developed techniques for character education.39

Fundamental to Campanella's philosophy of character

education was the idea, initiated by'Plato, that‘wrong acts

were a direct resultant of a lack of knowledge. Campanella

said, "People commit sins through lack of wisdmm, or pos-

sibly by lack of love. Indeed, an individual sins out of

ignorance.”0 It was imperative that people live good lives,

for Campanella felt that wrong actions would ultimately

 

39 The reform.writers made a point of developing their

ideas extensively in the area of religion also. Rousseau

inserted'what appeared to be a complete essay on his relig-

ious beliefs, The Creed of a Savozard Priest, in the Emile.

Plato developed original and penetrating‘ideas related IE part

to religion in the Re ublic, and.the Timeaus, has had profound

effects upon Christian theology; .Andreae's Christianoaolis

was primarily a religious statecievoted to producing highly

moral citizens. In the New Atlantis as well as in More's

Utopia there was the development of theological systems and

provisions for furthering the moral development of the people

by means of character education and religious sanctions.

 

1'0 Campanella, 22. _c_i_t_., p. 31.3.
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destroy the state. "The sins of the people,“ said Campanv

ella, ”will redound to the disadvantage of the state.'41

The basic contention of the utOpists regarding

character education was the agreement that it be positive.

Peeple must know the good, and further they must perform

right actions not through fear, but through a desire to lead

virtuous lives. Campanella stated emphatically that all

moral acts must be performed through a right will. Fear

per se was condemned in the City of the Sun. Fear was not

used as a motivation to produce virtuous acts. Campanella

stated, ”The citizens of the City of the Sun have learned

to put fear aside completely.'42

The utopists in general related religious sanctions

to character education. All of the prOposed reform states

contained detailed theological constructs. The medieval

concept of the 'great chain of being' which stemmed from

Plato had a great effect upon Campanella. From the 'chain

of being' concept Campanella derived support for his author-

itarian ethical system.

Campanella selected a limited list of virtues which

 

4‘1 Campanella, _gp. cit., p. 544.

42 This concept further develOped by Rousseau ultim~

ately influenced Kant resulting in the categorical impera-

tive. See Ernest Cassirer, Rousseau, Kant, Goethe,

(Princeton, Princeton University Press, 19475, p. 55.
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he felt should be taught in the character education courses;

he included magnanimity, fortitude, chastity,” wisdom,“

charity, sobriety, and cheerfulnessf5 Throughout the city

there were tablets dedicated to each of the virtues and

inscribed with a definition of the virtue and means to en-

courage the development of good behavior.

The curriculum of the schools included specific

courses in character education.47 Campanella stated that

the courses in the main emphasized the philosophical basis

for virtues and the theological basis for good and evil."8

The text for the courses in moral development appeared to be

St. Augustine's City of God. However, in general Campanella

felt that such injunctions as were used during his time were

not only useless but detrimental to character development.

The most detrimental injunction was the idea of hell which

used fear as a vehicle. Students in the City of the Sun who

 

43

4‘

Campanella, pp, git., p. 334.

Campanella, pp, gig.,.p. 323.

‘5 Campanella, 22, gip., p. 340.

46 For example, a man or woman who remained a virgin

until the age of twenty-seven received special awards. This

is inconsistent with Campanelle's position that procreation

was a basic need for the survival of the state.

['7 Campanella, 92. 91.33., p. 328.

1’8 Campanella, _qp. _c_i_t_., p. 31.0.
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misbehaved were corrected with love and tenderness}.9 Before

any punishment could be meted out, however, the culprit was

first made aware of his commission or omission. The technique

was not merely punitive, but rather a form of educative

process in moral development.

VOCATIONAL EDUCATION IN THE CITY OF THE SUN

Campanella was concerned with creating a reform state

that would raise labor to a new dignity. Moreover, Campan-

ella felt that it was the duty of the state to inaugurate

economic policies that would make work easier and make each

man more productive.

Campanella's attitude toward work prompted him to

insist that all persons in his reform state should receive a

vocational education50 that would make them productive and

proud of their work.

Several times in his book the City of the Sun, Cam-

panella stated that a person who learned several trades

received the highest honors the state could bestow. ”A

person who has learned several trades and knows how to prac-

tice them well is considered noble and outstanding."51

 

['9 Campanella, pp. _c_i_t_., p. 323.

50 Campanella (and More) required that all citizens

of the new state take the basic course in agriculture.

51 Campanella, pp. cit., p. 324.
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Persons who became very adept in any occupation were made

vocational teachers.52

Campanella held that society must have a high regard

for all occupations. Tablets and pictures were displayed

throughout the city lauding each and every occupation.53

Extra praise was reserved for the more toilsome occupations,

so that the students who chose onerous Jobs were not rele-

gated to a lower social class, thus farming was particularly

5

held in high regard. 4

EDUCATIONAL PSYCHOLOGY

The basic thesis of Campanella's psychology was the

idea that love must be the cement of all social unions. He

felt that motivation and discipline should not be based upon

fear, but rather upon love. Children who are motivated pos-

itively, that is, by love, are in a better position to achieve

goals set for them. Love, gentleness and tenderness secure

goals that fear cannot produce.55

The two major premises of Campanella's educational

psychology regarding learning were: (1) learning would not

take place by mere memorization; and (2) learning would not

 

Campanella, 2p. cit., p. 354.

5 Campanella, _p. cit., p. 356.

54 Campanella, pp. cit., p. 334.

5 Among the chief goals that Campanella felt would be

attained was the inculcation of the love of learning.
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take place if books were the only source of material used.

In speaking of the educational systems of his time Campanella

leveled the following criticism:

To gain knowledge in our time much servile labor and

memory work is required, so that a man is rendered un-

skillful; since he has contemplated nothing but the

works of books and has given his mind with useless re-56

salt to the consideration of the dead signs of things.

Campanella believed in utilizing nature. For ex-

ample, children were sent out into the woods not only to

play, but to see plants and trees actually growing. Books

were important methods of instruction in More's scheme, but

in the City of the Sun they were not the basic source. The

world of nature was more important.

Campanella, along with all the utopists, believed

that motivation must be positive. Learning had real sig-

nificance when it solved practical situations. Students

dealt with material from the real world which they actually

experienced. They were compelled to see the educational

data they were eXposed to in terms of its ability to solve

problems. Campanella felt that rewards in the form of rec-

ognition of success or rewards gained from social approba-

tion was added impetus to learning.

56 Campanella, pp. cit., p. 286.
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AUDIO-VISUAL MATERIALS AND METHODS

Campanella felt that education and teaching had to

rely upon the senses. This being so, it is only natural that

the use of visual materials be one of the main sources of

education.

The first and primary visual tool was the one afforded

by the walls which surrounded the city. The interior of the

first wall was painted with mathematical figures. Alongside

the figures an explanation was printed. The exterior side

of the wall had a painting of the whole world. Along with

this painting of the world there was a printed plaque for

each country which included the country's history, its cus-

toms both private and public, its laws, and its language.

The second wall had pictures painted on its inside

depicting precious and common stones, minerals, and metals.

Wherever possible an actual specimen was included. On the

outside of this wall there were pictures of all the seas,

rivers, lakes, and streams of the world. Included with these

were paintings of various fluids, as for example, oils.

Printed alongside of the representation were the chemical con-

stituents of the liquids. On t0p of one wall there were vials

containing the fluids. The last of the pictorial representa-

tions on the second wall were of hail, snow, storms and thun-

der. Along with these productions there were stone repre-

sentations of these phenomena.
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The third wall had a picture and a Specimen in a Jar

of every tree and herb grown in the world. Next to each

Specimen there was a tablet with the chemical constituents

and the medicinal prOperty of each. The exterior of the

third wall had pictures and Specimens of all the various

fishes. The tablets alongside each listed their habits,

commercial value, breeding habits and other pertinent in-

formation.

The fourth wall Showed all the different kinds of

birds and their habitat. The pictures were accurate in dis-

playing them correctly as to size, color, nature, manner of

living, etc. On the exterior of this wall there were pic-

tures of all the insects in the world. The written explan-

ations alongside the pictures included the habitat, uses,

and poisonous qualities of each. Also this side of the wall

had pictures of all types of reptiles.

The fifth wall had pictures of all remaining varie-

ties of the animals found in the world. The animals were

shown in their natural habitat.

The sixth wall showed all the mechanical arts. The

tools used in each were also depicted. The use of the tools

in different nations of the world was also shown. Along with

each instrument or tool a statue of its inventor was dise

played. Campanella elaborated in the following quotation:

On the sixth interior are painted all the mechanical
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arts, with several instruments for each and their manner

of use among different nations. Alongside the dignity

of such is placed, and their several inventors are named.

But on the exterior all the inventors in science, in

warfare, and in law are represented.57

The education of the children was begun with their

walking along the walls. All the citizens of the city also

walk around in their leisure time. However, they walked

about freely, whereas the children were led by a teacher who

discussed the various representations. The use of charts,

Specimens, mock-ups, diSplays, and pictures to assist learn-

ing is basic to this educational system. All of the citi-

zens, regardless of age, were constantly motivated towards

an understanding of the world, and of the useful arts by

direct sense impression.

CAMPANEQQA'S EDUCATIONAL IDEAS FOUND IN PRACTICE TODAY

Among the more important educational ideas prOposed

by Campanella and which because of their practicality are

part of modern educational practice the following are most

Significant.58

A system of educational_psychology which emphasized
 

 

57 Campanella, pp. cit., p. 280.

58 Many of the ideas expounded by Campanella were

also held by his utopian predecessors, thus such ideas that

have been actualized were discussed in chapters III and IV.
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sense eXperience was prOposed in the City of the Sun. The

direct result of this position was to erect a school system

wherein there was less reliance upon books as the primary

source of information and more use of direct eXperience.

Present day schools follow this program of Campanella's by

emphasizing for example, the use of laboratories in science

classes, field trips for social science classes, and other

techniques that bring the student into direct contact with

data. The use of various visual diSplays, including posters,

drawings, zoos, museums, and botanical gardens was a natural

outcome of Campanella's educational psychology. There has

been a trend in modern school to utilize visual education.59

Campanella felt that vocational education was funda-

mental to the utOpian idea that available resources,

including men and materials, must be efficiently and com-

pletely utilized. Many modern schools include vocational

 

59 See Charles F. Schuller, The School Administrator

and His Audio-Visual Program, (Department of Audio-Visual

Instruction, National Education Association, Washington,

D. C. 1954) W. A. Wittich, and John G. Fowlkes, Audio-Visupl

Paths to Learning, (Harper and Brothers, New York, 1945)

Varney C. ArnSpiger, Measuringpthe Effectiveness of Sound

Motion Pictures_p§ Tepphing_Aids, Columbia University, New

York, 193?} Audio-Visual Mategials of Instruction, Forty-

Eighth Yearbook, Part I, U. of Chicago Press, Chicago, 1949)

Ben Wood and Frank Freeman, Motion Pictures in the Class-

room, Houghton Mifflin Co., New York, 1929). fi_'
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education in the curriculum; the occupational courses cper-

ated on two levels: (1) training youth for future work; and

(2) training those already employed who desire to raise

their level of professional skills. Germany includes voca-

tional education courses,60 just as Italy, Australia, and

the United States.61

Campanella believed that formal education should

start early in a student's life. Thus, in the City pf the
 

Spp he prOposed a program of pro-school training that sug-

gested in many reSpecuSthe modern kindergarten. He

included in his program some training in the alphabet and

numbers and a great deal of organized play which was in-

tended to develOp the body.

Campanella insisted that the curriculum of the

elementary and secondary School include courses in physical

education. Modern practices in the United States have

tended to include more organized Sports in physical educa~

tion classes, whereas in EurOpe the movement has been closer

to Campanella's idea of pure gymnastics. For example, cer-

tain European countries have extensive gymnastic programs in

which all the youth participate; the Sokols in Czechoslo~

vakia and the Falcons in Poland.

 

60 Harry W. Laidler, Social—Economic Movempnts,

(New York: Thomas Y. Crowell Co., 19457:“p. so.

61

 

Moehlman and Roucek, _p, cit., p. 166. ff.
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Academic recognition of the superior students was

prOposed in the City of;thp_Sun. Contemporary honor lists

and honor societies in secondary Schools and colleges may be

traced, in part, to suggestions such as Campanella's regard-

ing the rewarding of high ability students.

Campanella was consistent with his stated aim that

education was the most important activity for every person

in his proposed state. He set up a school program that was

compulsory and universal. Virtually every nation in the

west and many countries such as India, Japan, and China,

also have universal and compulsory school laws.62 Equal

educational Opportunities for women was an integral part of

Campanella's universal educational program, a factor also

included in contemporary educational systems.63

The fundamental tenet of Campanella's philosophy was

that every individual had the right to realize his potene

tialities. Campanella believed in equal opportunity and

equal status for all the citizens of his new state. In

order to give equal opportunities and to allow each person

to develOp his abilities he prOposed a school program that

included vocational education, the sciences and humanities.

In effect Campanella believed in a comprehensive school

 

62 Moehlman and Roucek, pp. cit., p. 571. ff.

63 Moehlman and Roucek, pp. cit., p. 167. ff.
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system; in part the modern comprehensive secondary school has

grown out of such suggestions as contained in the City of the
 

Sune

CAMPANELLA'S EDUCATIONAL IDEAS NOT FOUND IN PRACTICE TODAY

Campanella prOposed several ideas in the area of edu-

cation that have not as yet been actualized, but which bear

consideration for possible adeption.64 Changing emphasis in

education during the past two years is leaning in the dir-

ection Campanella prOposed, for example several of Campan-

ella's suggestions are similar to those contained in the

Conant Report.65 For example, because of Campanella's

belief in the efficacy of science as a means to exploit

 

Several of Campanella's ideas not realized as yet

appear, because they have little value, never to be actual-

ized. They include the idea that all students should live

in dormitories attached to the Schools, instruction in the

alphabet before the age of three, and intense concentration

in a survey course that would last from the age of three to

seven, during which time the Student was eXpected to make an

intelligent and critical choice concerning his future occu-

pation. The use of dormitories is not feasible from an

economic standpoint as well as the fact that it would have

detrimental effects upon the family structure. Psychologi-

cal studies (see for example Arnold Gesell and Francis Illg,

The Child From One To Five, chapter one, and The Child Frpp

Five to Ten, (New York, Harper and Bros., 1946). p. 15.

have indicated that children in the main, cannot be expected

to profitably engage in reading before the age of six and

one half. To eXpect a child of seven or less to make in-

telligent choices regarding occupational choice is manifest-

ly naive. '

 

 

5 James B. Conant, The American High School Todgy,

(New York, McGraw Hill Book Co., Inc. l959).
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nature and assist in ordering the right type of society he

required all the students in the City of the Sun to take

courses in mathematics and science throughout their school

life. However, Campanella naively did not see the problem

of ability grouping in these courses. Conant, in recommen-

dation 19,66 stated that all students should take courses

in science and mathematics. (Conant, however, would have

the students grouped by ability.)

Campanella prOposed a program that in general was

based upon a system of required classes for all, for exp

ample, vocational education, courses in language arts, etc.

This prOposal is similar to Conant's recommendation 3,67

wherein Dr. Conant prOposed a system of required programs

for all students.

In the City of the Sun all students were required to

perform certain work for the good of the state. A period

of public service performed by modern students bears study.

To utilize this practice today the school would have to act

as a coordinating agency resolving Legal, social, health,

and moral aSpectS related to public service and place stu-

dents in activities that would meet the need of the com-

munity as well as provide a learning Situation for each

 

65 Conant, ibid., p. 75.

67 Conant, ibid., p. 47.
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student.

Campanella was concerned with the fact that there

Should be no gap between the academic disciplines.68 Came

panella realized that interest would lead certain students

to specialize, but he wanted each student to have an under-

standing of the humanities as well as the sciences regard-

less of their major area of concern. In the past EurOpean

schools had a tendency to lessen the gap between the dis-

ciplines,69 while education in America, particularly higher

education, tended to produce Specialists.7O However, in the

last several years there has been a movement towards the aim

proposed by Campanella. There is a trend towards narrowing

the gap between the disciplines. Many colleges are now

requiring, in the form of basic colleges, a period of stud-

ies in the foundations of the sciences, social sciences,

and liberal arts.

The last prOposal made by Campanella, (and after

careful Study might be included in contemporary pedagogical

practices), was the idea that superior students receive

 

68 Good stated, “The City of the Sun was Opposed to

narrow Specialization and favored instead an encyclOpedic

and more general knowledge and training." Good, pp. cit.,

p. 174. -

59 Current History, Vol. 35, No. 204, June 1958.

70 Jacques Barzun, The Teacher in America, (Garden

City, Doubleday and Co., 19547 and Thorstein Veblen, The

Highpr Learning in America, (New York, Sagmore Press Inc.,

1957 . '
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social recognition. Campanella believed that high ability

students who performed at the peak of their abilities should

receive recognition not just within the school, but through-

out the state. Awards, within the students' community,

might be set up as for example in the form of banquets, or

other honors. Recognition of superior attainment might be

made a permanent part of the student's diploma as suggested

by Dr. Conant.71 As Dr. Conant pointed out this recognition

should also include those who have indicated superior attainr

ment in the vocational and commercial arts field.

SUMMARY AND CONCLUSIONS

Utopian prOposals share, along with any new idea, a

requirement to be critically examined in regard to their

value not in terms of their novelty, but in terms of their

power to materially contribute to social betterment. There

was much that was impossible in Campanella's scheme, never-

theless the theme that is recurrent in the City of the Sun

is that men can by themselves prevent social disaster.

Campanella prOposed much that was of value, as for example

that iggg 9; legal and constitutional right, the advocacy

of the fullest possible utilization 9: both human and
 

 

l Conant, gp. cit., p. 50.

72 Conant, pp. cit., p. 67.
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natural resources, and the stress upon the application 9;
 

science 59 society. Campanella believed that men could con-

trol not only the natural environment, but could of their

own free will change their society, by learning and cone

trolling the laws of human nature. Campanella felt that

most of the laws of human behavior were subject to verifi-

cation im the same manner as were, for instance, the laws of

physics. The agencies of the City were based upon psycho-

logical laws. This chapter contains, in the way of

illustration, a detailed analysis of scientific and psycho-

logical laws applied by Campanella to the family and

marraige. Rather than relegate reproduction to a capricious

social pattern of behavior Campanella was the first to pro-

pose scientific principles of eugenics. He was the prophet

of the modern eugenic movement.

Laidler stated that among the most important ideas

of City of the Sun is the idea that:
 

The government is in the hands of the aristocracy of

learning, elected by the peOple, and the chief of the

temporal and Spiritual affairs of the state must be inr

formed concerning practically every branch of knowledge

known to that day.75

The factor of sociability in the City of the Sun

reaches the high state that Plato prOposed for his guardians

and magistrates, and by virtually the same means, and that

 

73 Laidler, op. cit., p. 57.
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is a benevolent brotherhood based upon commonality of prop-

erty and elimination of family life. Campanella failed to

recognize the importance of family and social life; his

advocacy of holding women in common and the destruction of

marriage is impossible if for no other reason than it is in

direct opposition to the social custom of monogamy,74 and

for the subsequent parental feelings engendered by the birth

of children. Equally naive was Campanella's suggestion that

citizens could exist in a society that made privacy vir-

tually illegal. Dormitory and barrack life is useful in

situations of emergency, but the need for privacy and seclu-

sion appear to be deep-seated in human nature and provisions

for them must be made in any efficient society. Campanella

could only perceive of peOple in terms of groups, never as

individuals. He denied the right to individuality and made

each person a cog in the machine, a cog that was expendable.

He advocated compulsory participation in every social activ-

ity even education. For example, it appeared that every

adult was required to attend daily lectures. No provision was

made to arouse interest. Everybody attended the same lecture

at the same time. As a whole Campanella prOposed a primi-

tivistic, agrarian and thoroughly communistic society relieved

only by possessing Christian theology and ethics. However, if

 

7

4 Found at least in the western world.
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for nothing also we owa to Campanella the idea that anything,

including the perfoctability of human nature and the state,

was possible 11' man would only will it.
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CHAPTER VI

THE NATURE OF THE CONCEPT IN CHRISTIANOPOLIS
 

The Christianopolis, published in 1618, is the work

of a man who was able to put into practice in his own life—

time many of the ideas contained in his utopia. It has been

said of Andreae that he was:

One of the first to divine the dawn of a new epoch in

the history of human civilization and to give eXpression

to the secret hopes and aSpirations of his time by the

creation of a utOpia.l

The seventeenth century has been called by Whitehead

the century of genius.2 What is the nature of the man who

could, in this period of intellectual greatness, analyze

the needs of his time and prOpose one of the few truly or-

iginal utOpias ever written?

Andreas was born on August 17, 1586. He attended the

university at Tubingen where he specialized in languages,

history, and mathematics. Andreae was well versed in Latin.

Greek, Hebrew, French, Spanish, Italian, and English. Math-

ematics held a great deal of interest for Andreae. Prior

 

1 Felix Emil Held, Christianopolis, An Ideal Statgwgf

The Seventeenth Centur ,(New York, Oxford University Press,

1916) a p. 10.

 

2 Alfred North Whitehead, Science and the Modern

.HQEAQ (New York, The New American Library Co., 1958), p. 59.
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to the publication of his utOpia Andreae published a series

of lectures dealing with mathematics, the Coliectanea'ygth-
 

ematica.3 Andreae also correSponded with Kepler throughout

the latter's life. Mathematics held an important position

in Andreae's educational reforms, as they did in Plato's

Republic. Andreas traveled for several years after leaving

the university. He visited Switzerland, among other places,

where he was impressed with the social conditions of the

country. Andreas went to Calw in 1620 as a minister of a

Lutheran church. He attempted to put into practice many of

his ideas and in particular those related to social and

educational reform. For example, he founded a mutual pro-

tective association among the workers in the factories in

Calw. This association functioned into the nineteenth

century. Andreae died in 1650.

ANDREAE'S PLAN FOR THE IMPROVEMENT OF THE HUMAN COMMUNITY

Christianopolis began with an analysis of the world

situation. Andreae was distressed with the condition of

man. He felt that the church, the government, the peOple,

and even the universities of his time, were characterized

by unscrupulous ambition, greed, gluttony, license, and

'...other mastering vices at which Christ violently

 

Only the Christianopolis has been translated into

English and published in this country.
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shuddered, but in which men delighted."4 The fault that was

most reprehensible was pride, for Andreae considered it the

forerunner of a closed mind.

Andreae proposed a new society, a society that would

elevate man to the level that Andreae felt God intended for

man. Andreae intended for ChristianOpolis to be a theo-

cratic utopian state. The dominant theme of Andreae's book

is that Christianopolis was the realization of the City of
 

God on earth. The citizens of this utOpian community would

have to have the highest moral character. They would have

to possess a great deal of knowledge, and lastly they would

have to be able to operate in a free manner within the

limits of moral, natural, and community law. Andreae pro-

posed that the “right” type of education could produce the

desired type of citizens. It is the purpose of this chap-

ter to examine what Andreae meant by the ”right" type of

education. However, since schools do not Operate in a

vacuum, it is important to note the social conditions

Andreae proposed to initiate.

Plato and Campanella eliminated the idea of fondly

life from their utopias, but contrarywise Andreae believed

that the family was the foundation of the state.5 The

4

Johann Valentin Andreae, Christianopglis, (New

York: Oxford University Press, 19165, p. 155.

5 Andreae,l_p. cit., p. 258.
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foundation of family life resided in the piety of the part-

ners. The demand for piety was also the basis for mate

selection. In a sense piety was the dowery the Spouse

brought into the marriage, for moral goodness was one of

the most prized possessions in the state. The primary func-

tion of marriage was to produce children.6 Andreae took

Christ's injunction against adultery literally and stated

that adultery could take place even in a marriage where the

partners allowed passion to motivate their behavior. A

person could make a sin out of lawful practice; by distort-

ing them. Thus, sex in marriage was to be used for repro-

duction and not to be an end in itself. Mutual love

tempered with Christian piety was to be the rule within the

family of ChristianOpolis.

Because women tend to outlive their husbands, Andreae

included courses in the area of vocational education for

widows. Andreae was the first of the utOpists to be cone

cerned with widowhood and with the aged in general. The

aged were given honor and reSpect in the prOposed new state.

They received Special foods, housing and care. Special

seats were reserved for the aged at the banquets, enter~

tainments and other festivals. Young peOple were taught to

 

6 Andreae, op. cit., p. 261.

7 Andreae, 22. cit., p. 263.
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show respect and Special consideration for the elderly.

Andreae was the first utOpist to describe and propose

facilities for the care of the sick. The ChristianOpolis

contained an original medical concept. It was the idea of

a hygienic, aseptic hOSpital.8 The hOSpital staff included

dietitians, surgeons, and physicians. Operations were per-

formed under the most sterile conditions. Special workers

trained in psychology and theology were assigned to the

hOSpital; their job was to work with the patients and to

attempt to cheer them, to help them see that Sickness was

part of the divine plan, and to accept it philosophically.9

Everything that took place in ChristianOpolis was

seen in theological context. The religion of the citizens

of Andreae's new state was Protestant and closely allied

to the Lutheran Church.10 The citizens assembled three

times a day, morning, noon, and night, for devotional

prayers and Scriptural readings. All the peOple regardless

had to attend the prayer meetings which lasted for a half

11

hour. Andreae stated that while private prayers were

 

8 Andreae, 2p. cit., p. 274.

9 Andreae, 22. cit., p. 274.

1° Andreae stated in his book that the hero of the

church in ChristianOpolis was Doctor Luther.

ll Andreae, op. cit., p. 159.
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acceptable, the best form of prayer and the type preferred

by God was public prayer. Throughout the city there were

tablets imprinted with the creed and theology of the state

reli sion 012 The citizens were constantly reminded of their

duties in regard to Christian charity and Christian fellow-

ship.

Net only was Christian charity evidenced in the

treatment of the sick, but also in the care of the aged,

and in the economic pattern of the state.

Basically ChristianOpolis had an agrarian economy.

Agriculture fitted into the utOpian scheme of things be-

cause it represented the closest tie any man could have with

nature. Agriculture for Andreae was also a truly egalitar-

ian occupation. Christianopolis utilized a communal basis

for the distribution of goods. No form of money or monetary

exchange was used. Goods were stored in central storage

facilities. Distribution was based upon need. Unlike the

inhabitants of the City of the Sun the citizens of Chris-

tianOpolis had a great deal of privacy. They lived in

private homes and ate their meals in their own homes, but

they drew their provisions from the public store-houses.

The homes were not owned by the inhabitants and from time

 

12 Andreae, 22. cit., p. 177.

13 Andreae, 22. cit., p. 159.
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to time the state required that people change residences so

that they would not form too deep an association with mater-

ial things.

The gowsrnment of Christianopolis was based on a form

of representative democracy. The constitution.was based

upon three fundamental precepts; "...squality, the desire

for peace, and the contempt for riches."lk

The governmental leaders were chosen by the citizens.

Those elected to office had to be of the highest caliber.

The leaders were reminiscent of Plato's philosopher king in

that the members of Christianopolis expected its chief and

senate to be the intellectual elite of the state.

The state was ruled by a triumvirate elected in a

general election.15 Andreas said:

The triumvirate is the safest form of government

when it admits only the best in the state and those

experienced in public affairs, since one must work up

through all steps of virtue to it.16

The three men were responsible for the various div-

isions of the state. The first was concerned with educa-

tion, the second with religion, and the third with justice.

Each man had a group of advisors to assist him in making

decisions and carrying them.out. The leaders who were

 

1‘ Andreae, op; cit., p. 237.

15 Andreae, _p. g_i_1;._., p. 171..

16 Andreae, pp. g;g., p. 174.
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selected had to have the highest character and intellectual

qualities for they were enjoined to “...propagate the Gospel,

to protect their subjects, to ennoble the youth, adorn the

land, and to increase the number of dwellers in heaven."17

The purpose of the state was to supply the spiritual,

economic, social and cultural fulfillment for the citizens.

Andreae felt that education would produce a cultured, moral

citizenry who would live in peace, follow virtuous lives

and.who would.reproducs moral, intelligent, healthy child-

ren. Andreae charged education with a heavy burden. The

remainder Of this chapter will examine the educational sys-

tem of the proposed reform state, in order to indicate how

education would produce the desired type of citizens, and

to what extent the ideas have been actualized.

EDUCATIONAL PHILOSOPHY IN THE CHRISTIANOPOIIS

The basic theme of the Christianopolis was that a

superior system.of education will tend to produce superior

citizens.18 The role of the schools was to foster moral

development, encourage the pursuit of the humanities, teach

an occupation, and develop and expand the sciences.

 

l7 Andreas, 92, gi§,, p. 17A.

18

.A superior person was defined by Andreas as one who
was God fearing, pious, moral and a devotee of science and
the humanities, see Andreas, _p, cit., p. 148.



158

Andreae stated that education was the central activ-

ity of the state.19 The physical center of the proposed

state was occupied by a large building. The streets Of the

city led to the center, since the city was designed to form

a‘wheel; the hub comprised the largest building in the

metropolis and the streets formed the Spokes.20 The hub

contained the college, the secondary and primary school as

well as the administration offices, the laboratories and

other related offices.21

Andreae, standing as he did in the new epoch, attemr

pted to formulate an educational philosophy that utilized

the scientific method as a touchstone. Andreae was the

first of the seventeenth century writers to apply the sci-

entific method to evaluate and to propose new educational

methods and content, as well as to apply the method to

develop a new theology, a system of government and a new,

social and economic life.

Fundamentally Andreae's creed was stated in the

Christianopolis thus: I

Unless you analyze matter by experiment, unless you

 

19 Andreae, 92. _c_i_t_., p. 173.

2° Andreas included a map with the edition of his

book showing this pattern.

21 Andreas, _p. cit., p. 173.
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improve the deficiencies of knowledge by more capable

instruments you are worthless.22

Andreae made science a tOOl and a criterion for the

expansion of knowledge, just as Bacon did. Andreas said,

"You must test nature, everything that the earth contains is

subjected to the laws and instruments of science."23 A

questioning mind for Andreae was the end result of educating?

Christianopolis was a utopia that was not static, it grew,

and.science helped to point the way to live in a changing

world. Science possessed the tools to exploit nature.

Science, for Andreae, was the means to discover a new phil-

osophy containing a rational theology that would create

sound principles to regulate and order society; for ultimr

ately Andreae desired to create a scientific thsocracy.

Science was for Andreae the criterion for erecting his

curriculum, and it was the mmin constituent of the curricu-

lum.

Andreae felt that the aim of the perfect state, of

the perfect educational system, and of God's purpose for

man, could only be realized if man examined the underlying

principles of the good in terms of scientific principles.

 

2

2 Andreae, 22. cit., p. 154.

23 Andreae, pp, gi3,, p. 154.

2‘ Andreae and.Rousssau were the only utopists who

admitted to change in their writings.
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THE SCHOOL SYSTEMQIQI THE CHRISTIANOPOLIS

The educational system was under the direct supervis-

ion of a member Of the triumvirate. Thus the director of

learning included in his duties the control of the school

system as well as a major share of the governing of the

state.” The director of learning had several assistants.26

The assistants were reopensible for their own departments.

The first department was responsible for the cur-

riculum. The curriculum department had twelve sub-depart-

ments. They were mathematics, biological science, natural

science, philosophy, ethics and theology, music, grammar,

history, political science, languages, and the professional

schools which included medicine, law and nursing.

The remaining departments included; vocational edu-

cation, audio-visual materials, character education, labor-

stories, libraries, museums, and botanical gardens.27

The school system was divided into four sections;

pro-school, elementary school, secondary school, and the

university. Children began their education at the age of

 

25 Andreae, _qp. _c_i_t., p. 186.

26 Andreas, 22. 52.3., p. 166.

27 Andreae, pp. cit., p. 209.
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six.28 At this age they were taken from their parents and

placed under the supervision of teachers who also were in

charge of the dormitories. The young boys were placed under

the direction of married men teachers, whose wives were also

teachers who directed the young girls. The students lived

in small groups with the teacher directing all their activ-

ities, social as well as educational.

The secondary school was located in the central col-

lege building. However, there were vocational education

shops, science laboratories, and other specialized school

buildings throughout the city that were used in conjunction

with the secondary school curriculum.

Andreae stated explicitly that the school plant

29 He was concernedshould be clean, large, and attractive.

about the fact that it appeared to be a natural law that

people desired to raise their children under the best pos-

sible conditions; they endeavored to give their children

the best foods, plenty of rest, etc. Why then, were people

content with inferior forms of education? Andreae's utopia

was different, for it: A

Considered the most important of all duties to be

education, thus they have furnished elaborate schools

 

23 Andreae, 92. cit., p. 208.

29 Andreae, 22. cit., p. 205.
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that they might declare their love and care for these,

their children.30

Andreae felt that the people of his time while in-

sisting that they loved their children, shut them up in

schools that were ”...unhealthy, and even a dirty prison.”31

The schools of Christianopolis were, "...open, sunny, and

happy, so that with the sight of pictures, even, they at-

tract the children, fashion the minds of boys and girls, and

advise the youths."32

.Andreae held that the development of the finest

schools, teachers, and equipment available was an invest-

ment that would be realized when the children took their

place in society as moral, cultured and productive citizens.

The teachers of Christianopolis were selected by the

citizens on the basis of rigid qualifications. The quali-

fications included scholastic ability, dignity, integrity,

33
enthusiasm, energy, and kindness. Andreae elaborated

upon the personal qualities of the teachers in the following

quotation:

 

3° Andreae, 22. cit., p. 206.

31 Andreae, _p. cit., p. 206.

32 Andreae, 22. cit., p. 206.

33.Andreae, 92, git,, p. 207.
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The teachers must excel others in reverence toward

God, uprightness toward their neighbor, in moderation

and virtue, in skill and wisdom, and must have the

highest power of Judgment for instruction and education,

as well as a recognition of the personality and problems

of their pupils. They must prefer to spur their charges

on as free agents, with kindness, courteous treatment,

and a liberal discipline rather than with threats, blows,

and like sternness.34

The school day began with a prayer. The day was then

divided up for each student so that it included classromm

work, study periods, (which were held in the morning for

boys and in the afternoon for girls), vocational education

courses, and gymnastic classes and exercises.

THE CURRICULUM OF THE SCHOOLS IN THE CHRISTIANOPOLIS

The.most significant contribution to the history of

educational ideas and reform.made by Andreae was in the

area of curriculum.deve10pment. The curriculum is the basis

of the school, and it would appear obvious that the ana-

lystical character of Andreae's mind would naturally lead

him to question and develop the essentials in education.

Fundamentally, Andreae was a practical man, as indicated

earlier he put his ideas into practice as in the case of the

worker's cooperative and the elementary school which he

founded. The curriculum proposed in the Christianopolis

reflected Andreae's practical nature, for it is essentially

 

3‘ Andreae, pp, gig,, p. 207.

35 Andreae, op. cit., p. 210.
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dedicated to problem solving. Essentially the curriculum

eSpoused the scientific method. Even the subject of theol-

ogy was subjected to scientific verification, or at least

Andreae felt he subjected it to the method of scientific

inquiry. Andreae stated:

What a narrow thing is human knowledge if it walks

about as a stranger in the most wholesome creations and

does not know what advantage this or that thing bears

to man, yet meanwhile wanders about in the unpleasant

crackle of abstractions and rules, none the less boast-

ing of this as a science of the highest order! It

should rather be the aim, after something has been

accomplished with that theory, to prove its practical

value to men.56

In the elementary school the curriculum was composed

of courses in the following subjects; character education,

grammar, mathematics, music, history, science, and gymnas-

tics e37

The secondary school curriculum was the same as the

elementary school curriculum with the addition of biology,

chemistry, physics, languages, and advanced courses in

38

mathematics, for example, geometry.

Andreae discussed the curriculum.of the university in

great detail. The most original contribution was the inclu-

Sion of courses in political science in the curriculum and

 

56 Andreae, 2p. cit., p. 198.

37 Andreae, pp. cit., p. 198.

38 Andreae, pp. cit., p. 210.
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the idea of a professional college including a medical

school and a school of nursing.

l. The curriculum in the secondary schools.

The first course which Andreae included in the cur-

riculum was grammar. Grammar was taught at all levels, but

in the secondary schools Latin, Greek, and Hebrew were

taught in conjunction with it. Andreae Specifically stated

that these three languages were to be taught as part of the

work in grammar,39 because he felt these languages were

practical in that they helped to train the mind in formu-

lating thought.4O For example, he felt that Latin possessed

the ability to make the mind incisive because of its gram-

matical rules and usage.41

Students in the secondary schools were taught cour-

ses in Speech, for Andreae felt that “...Speech is an

indication of thought."42 Andreae believed that by

improving one's ability to Speak the thought processes

would likewise be improved. Andreae stated that the basic

rule for oratory was that all Speeches and conversations

should be simple and direct.43

 

9 Andreae, 2p. cit., p. 211.

40 Andreae, 9p. gi3., p. 214.

41 Andreae, 2p.,gip., p. 213.

42 Andreae,'gp. git., p. 212.

45 Andreae, pp. cit., p. 215.
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The secondary school curriculum included a course in

logic. This was, in the main, a study of the scientific

method. Andreae's views regarding this course are eXpressed

in the following passage:

The students learn to apply the scientific method to

every variety of human affairs, to classify whatever is

given them, then to form syllogisms that they may see

what is necessarily true, what is possible, and where

some fallacy of judgement lurks.44

Andreae's description of the course of logic leads one to

assume that he felt that if the student, and ultimately the

citizen, knows the method of attaining the truth, (that is

the scientific method), he need have no higher authority to

appeal to than his own reason. The citizens of utopia were

free because they have knowledge of the truth. They knew

truth because they have the means to test it. Andreae said,

”Let us in truth love the truth, for man has within him the

great treasure of judging truth."45 Andreae represents the

intellectual tradition of the 17th century which was in

revolt against the type of authority diSplayed by the Church

and by existing monarchies. In effect, Andreae wanted to

erect an authority of reason which when aided by scientific

method could arbitrate all intellectual, moral, religious

 

4‘ Andreae, pp. cit., p. 215.

45 Andreae, pp. cit., p. 216.
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and ethical diSputes.

Mathematics was a necessary course because as Andreae

said, "If you consider human need there is no branch of

knowledge to which mathematics does not bear some impor-

tance."46

The study of arithmetic and geometry was a pre-

requisite to the study of music. Andreae included the study

of religious poetry in the course of music. The students

were taught to sing in chorus because the choral groups were

part of the daily prayer meetings.48

Physics included astronomy and was taught in the last

year of the secondary school. -Belated to physics were

courses grouped under what Andreae called natural science.

These courses included geology, with emphasis on.miner-

ology49 and courses related to the building and construction

trades.

Biology and chemistry were important in the cur-

riculum'because they gave man the tools to exploit nature,

and formed the basis for the study of genetics, disease,

46 Andreae, pp. cit., p. 219.

47 Andreae, pp. cit., p. 219.

48 Andreae, pp, cit., p. 225.

49 Andreae, pp. cit., p. 231.
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and sanitation, factors which Andreae considered important

in creating the perfect state.50

The final course in the secondary school was history.

Andreae felt that no other subject was more distorted than

history. Historians had changed history so that countries

would appear in the best light, but in Christianopolis his-

tory was taught objectively; "...everything was written

down very plainly, and the citizens confess all their doings,

even their faults, frankly in order that posterity may know

the events of the past without disguise.”51 History was

taught in order that principles could be derived from the

lessons of the past that would be applicable in solving

current problems.52

2. The curriculum in the university.

The courses included in the secondary curriculum

were also part of the university curriculum. However, these

courses were offered on an advanced level. Andreae stated

without giving reasons that the high school and college pro-

gram cffered no electives.

Language courses, in Christianopolis, were taken by
 

all students. The foreign language department included

 

50 Andreae, pp. cit., p. 281.

51 Andreae, pp. cit., p. 252.

52 Andreae, pp. cit., p. 282.



169

both modern and classical languages. Andreae envisaged a

reform state that was not as isolated from the world as was

the City of the Sun. Thus, modern languages were of assis-

tance in commerce and in exchanging ideas with foreign

countries.

Philosophy was required of all students because of

its ontological Significance and as an adjunct to science

and social life. Andreae divided philOSOphy into ethics,

metaphysics, theology, and logic.

Students studied Christian ethics because Andreae

felt that it was to be their “...guide in all human virtues,

in prudence, justice, moderation, bravery, and kindred

qualities.”53 Basically the study of ethics was to give to

each person the proper attitude and the preper means to

live a well regulated life, for ultimately happiness was

individualistic, and if the citizens collectively were uns

happy the state would suffer. Andreae tells us:

This is true, no one else is to blame for our

unhappiness except ourselves, we must pray God that

we may live a moral and well regulated life.54

Metaphysics was the study of the ”...true, the good,

55

the beautiful, unity and order.“ Andreae included the

 

55 Andreae, _Re Cite, Do 236.

54 Andreae, pp. cit., p. 286.

55 Andreae, pp. cit., p. 216.
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study of first causes, cosmology, and aesthetics in the

course of metaphysics.

Logic was primarily the study and application of the

scientific method.

Theology, referred to by Andreae as ”...the queen of

all that human beings possess, and the mistress of phil-

asephy,"56 was a required subject for all university stud-

ents. It was inevitable that Andreae would make theology a

required course for the develOpment of the various pro-

posals incorporated in the Christian0polis were based upon

supernatural foundation and purpose. The entelechy of

ChristianOpolis was Christianity. The theological course

was divided into three areas.57 The first area was Bibli-

cal interpretation and typology. The students studied the

literal meaning of the Bible, but they also studied the
 

Bible from a tropological, allegorical, and anagogical point

of view. The second general area covered in the course was

_ppditation. The last area was apologetics. This appears to
 

be the most important field. While the state of Christian-

OpOliS permitted religious freedom Andreae was anxious about

heresy. The students were taught the foundations of their

 

56

Andreae, pp. cit., p. 240.

57 Andreae, pp. cit., p. 240.
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religion.and were eXpected to defend it. Andreae never

named his branch of Christianity. He revealed:

The citizens of ChristianOpolis avoid names of sects

eSpecially, nor do they at all willingly pronounce

them; and though they love to hear the name of Lutheran,

yet they strive first of all to be Christians.58

Political science,59 including political history,

theory, and government was a major contribution which

Andreae, among others, made to curriculum develOpment.

Andreae prOposed the revolutionary idea that men could learn

the techniques by which to govern other men. It is impor-

tant to note that the times in which Andreae lived were

suffused with the idea of the divine right of kings. If the

ChristianOpolis contained no other idea than that of the
 

scientific study of government, it would still justify its

inclusion in the list of classic utOpias.6

The last major idea develOped by Andreae in this

area was the idea of a professional school attached to the

university. The college in ChristianOpolis contained the

schools of medicine, nursing, law, and pharmaCY.

The school of medicine also included a well-develOped

58 Andreae, pp. cit., p. 241.

59 Andreae used the term "political science” in his

book and gave it essentially the same meaning that it has

today. See Andreae, pp. cit., p. 258-

60 Andreae, pp. cit., p. 166.
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section of surgery. Andreae had many original ideas related

to medicine, including the idea of hygiene and asepsis, diet

as a cure for many illnesses. Psychosmatic medicine, as

well as the idea that surgery was a vital adjunct to medi-

cine, were proposals made by Andreae.

A school of pharmacy was included in the graduate

school and operated in conjunction with the school of medi-

cine.61 A School of nursing was part of the overall health

program of ChristianOpolis. In the main, the School of

nursing graduated female nurses, but it appeared that men

were also trained.62

A school of law was prOposed by Andreae. He stated

that students trained in law entered the governmental ser-

vice, for there was little need for tort, contract, or

criminal litigation in ChristianOpolis. Andreae felt that

the school of law Should be a graduate school of political

science and he stated that the students should study polit-

ical history and rules of government, rather than study

65

legal precedent or a corpus juris.

Andreae prOposed a curriculum that supposed each

course was important and therefore he eliminated electives

 

61

62

Andreae, pp. cit., p. 198.

Andreae, pp. cit., p. 248.

65 Andreae, pp. cit., p. 246.
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from his school system. The curriculum contained courses in

the sciences and in the humanities, for Andreae decided that

his school would produce well-rounded citizens. He said:

The citizens of ChristianOpoliS want firmly-rooted

natures and they obtain these through a liberal educa-

tion; in this way the memory is strengthened, power of

judgement is strengthened, power of judgement is drawn

forth, individual frankness is fostered, and work is

gradually adapted to the talents.64

Andreae was aware of the fact that a curriculum that

did not provide an elective system would have difficulties

in meeting the needs of the students because of their dif-

ferent abilities, interests and levels of attainment. His

solution was to devise a curriculum that contained every

provision for every contingency. He was unable to perceive

the time when any individual would, because of the accumula-

tion of knowledge, be unable to absorb it all. He naively

stated that the citizens of ChristianOpolis:

Provide themselves with all the liberal arts, and

they love to arrange them rationally and in orderly

manner, and when there is need when a problem arises,

draw them forth one at a time from their several places

and use them to solve the need.65

Throughout Andreae's discussion of this prOposed

curriculum he made the purpose of the courses teleological

in very explicit terms. The solution of prOblems,and the

 

64 Andreae, pp. cit., p. 211.

65 Andreae, pp. cit., p. 125.
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ability to live harmoniously in the new polis, were secon4

dary benefits derived from the course of studies. The

glorification of God and the salvation of the soul was the

primary goal.

EDUCATIONAL OPPORTUNITIES FOR WOMEN IN CHRISTIANOPOLIS
 

Andreae stated that women would have equal education,

as well as occupational, social and political Opportunities

in his new state. Andreae's particular contribution was not

only to offer equality of opportunity for women, but he went

even further and insisted that the state be more solicitious

of their welfare, eSpecially in the areas in which they*were

most eXposed to the whims of chance, namely pregnancy, child-

birth, widowhood, and old age. The curriculum included

courses to help women in these areas.

Education was compulsory in Christianopolis for both

sexes. Women attended the secondary school, and those who

possessed ability entered the college.66 Andreae stated

that women should be given the opportunity of becoming

teachers. However, Andreae made it plain that the ultimate

end of women was to become mothers and wives. The idea is

rampant in the ChristianOpolis that education, both in the

humanities and sciences, would endow the citizens with the

 

66 Andreae, pp. cit., p. 66.
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intellectual tools needed to adjust to life, to entertain

one's self as well as to entertain others, and in addition

to entertain new ideas. It is thus axiomatic that women must

have the greatest amount of education they were capable of

receiving if they were to fulfill adequately their role in

the family as well as be able to enjoy and share equally

full political and economic status.

It is possible to discover the attributes Andreae de-

sired in women by analyzing the character of the two women

he set up as models. The first woman Andreae chose to have

the female citizens of ChristianOpolis emulate was Mary, the

mother of Christ. Mary possessed the attributes of a peace-

ful nature, a loving diSposition, and a prOper attitude

during her widowhood, along with many other fine qualities.

The second woman that Andreae used as a model was Monica,

the mother of St. Augustine. Her qualities included dedi~

cation to the church, generosity towards her children,

peace with her husband, charity and loyalty, intelligence

and wisdom, and as in the case of Mary, she possessed the

preper attitude towards her widowhood. The foregoing list

of virtues did not imply that Andreae desired women to be

docile or meek. Rather, he preferred a strong sense of

Christian humility.

Andreae argued forcibly that women in the state of

widowhood must be given assistance.
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In the main, the schools had the duty to equip women

with the skills needed in the last phase of their life.

While it would appear from a cursory examination of the dis-

cussion of widowhood in the Christianopolis, that widows'

skills were needed in such positions as dormitory super-

visors, and a more thorough investigation indicated that the

real reason for the employment of these women was psycho-

logical. Andreae felt that employment was the best means to

overcome grief.

Andreae was imbued with the philOSOphy of Plato, and

the idea of justice and harmony which.was rampant in the

fipppplgp, was in turn reaponsible for the concept of bal—

ance in the Christianopolis. Every citizen had a responsi-
 

bility to the whole. The polis was the life of the citizens,

even community prayer was considered more efficacious than

solitary prayer. Thus, a woman (or man) was eXpected to

continue to be active, to perform her role, in order that

the whole might continue.67 Paramount in.utopian psychol-

ogy was the idea that each person must seek his own happi-

ness, for an unhappy person can neither be good nor

effective. The utOpian law prOposed, "One must be happy

first, then one can be good." Thus widows who were busy

and who felt they were needed and wanted had a chance to be

We."

67 Andreae Spent a great deal of time discussing

widowhood because remarriage was virtually forbidden in the

Christianopolis.
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happy-

Widows had the Opportunity to attend school68 and to

study nursing, midwifery, or other skills such as sewing,

cooking, and diet management. They could work in the nur-

series or in the dormitories. These women could also attend

the university preparatory to becoming teachers.

Certain sections of the gprippiapppplgp seem to be a

handbook on some aSpectS of nursing, for Andreae gave a

complete description of the needs and care of pregnant

women. He believed, "The crowning accomplishment of women

was hearing of children."69 He was inconsistent in his atti-

tude toward women, for ultimately he preferred women to be

docile, clean, healthy wives capable of bearing many healthy

children rather than intellectually equal members of the

state.

CHARACTER EDHQATION IN TflElQEBl§IlA§@EQLL§ 

Is it possible for a state that ignores the moral

training of its citizens to survive? To this question each

of the utopists emphatically answered, "N0!” Andreae con-

sidered character education as one of the most important

courses in his prOposed curriculum. He referred to it as

 

68

 

Andreae, pp. cit., p. 265.

22
69 Andreae, . cit., p. 261.
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70

practical theology.

A course in moral and character education was included

in the studies in the elementary school, secondary school, as

well as in the college. The course was divided into the

areas of exegesis, eschatology, and rules of conduct.

The major part of the time Spent in the course was

devoted to defining the good, for Andreae was imbued with the

Platonic idea that knowledge of the good would tend to pro-

duce right performances. The greatest good possessed by any

citizen was virtue.71 The elite arrived at their station

in ChristianOpolis not through the accumulation of material

goods, but by assidious cultivation of virtue. As has al-

ready been indicated the dowry brought to the marriage was

piety. Following the Greek tradition Andreae defined moder-

ation as the chief virtue.72 The remaining virtues which

were taught in the schools included patience, devotion,

loyalty, knowledge, chastity, truth, honor, and fraternity.

The list of virtues seems to agree with those virtues held by

Christian tradition. However, Andreae emphasized frater-

nity75 and this was probably due to the fact that his new

70 Andreae, pp, pip., p. 242.

71 Andreae, pp, pp;., p. 258.

72 Andreae, _O_p. 543., p. 258.

73 Andreae, pp. cit., p. 140.
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state was based upon the concept of inter—personal contact.

Two powerful influences on good behavior were the re-

Spect for and the status achieved by virtuous conduct.74

Citizens who excelled in good conduct were held in esteem

as models from which the students could pattern their own

lives. The general moral tone of the pOpulace, Andreae

naively assumed, would cause the young people to emulate

the behavioral patterns prescribed for them.75 Throughout

the city tablets which were imprinted with moral rules,

were attached to buildings, posts, etc.76

There was no system of punishment incorporated in

the judicial system of the prOposed state. Andreae felt

that punishment was usually meted out in society not to cor-

rect the wrongdoer, but to revenge the wronged party.77 He

stated that if punishments were to be set up they should be

relative to the individual, for to erect a standard form of

punishment ignored the very important psychological frame-

work on which Christianopolis operated, namely that each

74 Andreae, pp. cit., p. 165.

75 The moral quality of the community idealized in

the ChristianOpolis undoubtedly influenced its counterparts

which were actualized in the nineteenth century, in par-

Eécular Brook Farm, New Harmony, the Oneida Colony, and

uvco.

 

76

Andreae, pp. cit., p. 175.

77 Andreae, pp. cit., p. 164.
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person was different. It was felt that punishment should

.fit the individual and not the offense. Another thing that

bothered Andreae was the fact that his contemporary society

classified the destruction of property as the most heinous

crime of all, whereas offenses against the person, including

murder and rape, were considered as less important.78

Andreae was horrified that property was treated as more

important than people. The wrongdoer in ChristianOpolis was

made to see, by means of reason, the errors that had been

committed and to desire to correct his behavior. The worst

possible punishment was excommunication and banishment.

Ultimately Andreae believed that the success of char-

acter education rested upon each person being educated to

the point where he would take pride in controlling concup-

iscence.80 Each student was taught that in cultivating a

dignified, cultured nature, in dominating desire, he would

be able to participate with greater joy in the fellowship of

the polis. Andreae insisted that a ”refined soul” would

feel "unSpeakable joy“ in renouncing worldly pleaSure.

78 Andreae, pp. pip” p. 165.

79 Andreae, pp. ppp., p. 256.

Andreae said, ”It is far easier to tear out the

first elements and roots-of vice than to lop off the mature

stalks.“ Andreae, pp. cit., p. 165.

81 Andreae, pp. p23,, p. 165.



181

Andreae failed to see that his idea was impossible, for this

pattern of behavior is possible of achievement only by a

handful of mystics and not by a large state.

Fundamentally the students were taught that the

transitory pleasure of acquiescing to concupiscence was neg—

ligible to the long term joy of cultivating a virtuous.

nature.

VOCKTIONAL EDUCATION IN THE CHRISTIANOPOLIS

A fundamental tenet in the utOpian philOSOphy is the

dignity of labor, consequently each classic utOpian scheme

included a system of vocational education.

The philOSOphical basis upon which the courses of

vocational education were devised, held that work was not

merely a means of production, it was a way in which men and

women could BXpreSS their creative, inventive, and artistic

abilities. Andreae said:

Work is done not always because necessity demands it.

but in order that the human soul may have some means by

which it and the highest prerogative of the mind may un-

fold itself through different sorts of machinery, or by

which the little Spart of divinity remaining in us, may

shine brightly in any material offered.82

Several utOpistS dignified labor by instituting one

basic form of employment for all citizens, usually agricul-

tural work. Andreae differed from the utOpian tradition in

82 Andreae, 22. Cite, p. 1570
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that he utilized the technique of involving the whole polis

in work. He said:

The whole city is, as it were, one Single workshop,

but of all different sorts of crafts. If the supply of

material is sufficient the workmen are permitted to

indulge and give play to their inventive genius.85

The elementary school's program included manual arts

for boys and domestic arts for the girls.84 It wasn't until

secondary school that students could take courses in the vo-

cational area of their choice. Each student, male and fe-

male, took a series of courses to prepare him for a job

since each person in ChristianOpoliS had to work.

Before a student chose the occupational area in which

he majored, he went through a period of counseling and guid~

ance. During the period of vocational guidance the student

was made to realize that his occupation was not a mere live-

lihood for himself, but it was an important function for the

whole community and a way of glorifying God.86

Added to the particular work of each person were

duties which were relative to the overall functioning of the

state and in which every citizen engaged. For example:

 

85 Andreae, pp. cit., p. 161.

84 Andreae, pp. cit., p. 157.

85 Andreae, pp. cit., p. 157.

86 Andreae, pp. cit., p. 250.
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”There are also public duties," said Andreae, "to

which all citizens have obligation, such as guarding,

harvesting of grain, working roads, erecting public

buildings, draining ground, etc., which are imposed on

all in turn according to age and sex, but not very often

nor for a long time.“87

Thus in a sense public work, which included agricul-

tural employment, was used by Andreae, as it was by More and

Campanella, to elevate the dignity of labor and to eliminate

class and status symbols based upon employment.

Andreae stated explicitly that the same amount of

intelligence was required for the occupation of a mechanic,

88

for example, as was needed for employment in the sciences.

However, he felt that some men for various reasons became

Specialists in their jobs, and these men in Christianopolis

89

were the teachers of their Specialties.

Women worked also, but in the main their courses were

related to the domestic area, and jobs such as those that

entailed sewing or cooking were reserved exclusively for

90

them. .

Andreae wrote in his ChristianOpolis that education

had to prepare men to live effectively in their chosen so-

ciety. In order to educate the whole man, the schools had

 

87 Andreae, pp. cit., p. 168.

88

Andreae, pp. cit., p. 157.

89 Andreae, pp. cit., p. 157.

90 22

Andreae, . cit., p. 157.
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to impart to him the techniques which would enable him to

live a cultured, moral and useful life. Vocational educa-

tion was included in the curriculum because Andreae felt

that it gave men the training needed in becoming useful, and

it also supplied the materials for creative expression.

AUDIO-VISUAL MATERIALS AND METHODS IN THE CHRISTIANDPOLIS

Andreae included a system of visual methods and

materials in his educational system. He did not believe, for

example, that a museum should exist as a separate building,

apart from the daily life of the people. He wanted the whole

city itself to be a museum which would include art treasures,

educational diSplayS, etc.

There were tablets diSplayed throughout the city

Which bore the inscriptions of moral precepts, laws, and

commentaries of significant scientific, historical, or edu-

cational interest.

It would have been impractical to diSplay some things

in the Open area of the city. Therefore, Andreae prOposed

several buildings which correSponded to our modern concept

of the museum,91 in that many historical remains, fossils,

relics, etc., were preserved there. However, these build-

ings were also libraries. Located near the libraries were

1 Andreae, pp. cit., p. 195.
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the buildings which housed the printing and binding shops.92

Laboratories were an important adjunct to the school

of science. Chemistry work rooms were housed in a Special

building. The laboratories included facilities for analyz-

ing the properties of metals, minerals and vegetables. P

Another building held the laboratories which were devoted to

the study of biology. Connected with this laboratory was

the anatomy area which was used by the medical school.

The study of mathematics also had its own laboratory which

contained rooms devoted to the study of astronomy. A plan-

etarium was also included,95 and a Special laboratory was

reserved for physics.96

The city was laid out in such a manner that botani-

cal gardens and zoological parks were diSpersed throughout

the area. The citizens wandered throughout the gardens and

zoological parks, leisurely investigating the Specimens

found there.

 

92 Andreae followed Luther in believing that each

citizen should have his own cepy of the Bible. Thus, one Of

the chief duties of the printing Office was the publishing

of the Bible.

95 Andreae, pp. cit., p. 196.

94 Andreae, pp. cit., p. 199.

95 Andreae, pp. cit., p. 204.

96 Andreae, pp. cit., p. 200.
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ANDREAE'S IDEAS FOUND IN'PRACTICE TODAY

The ChristianOpolis contained several worthy educa-

tional ideas that have been accepted in modern pedagogic

practices. The first educational prOposal was concerned

with the School plant. Andreae stated that the school must

first of all conform to certain aesthetic and hygienic

standards. Included in the health standards were require-

ments related to the cleanliness, amount of light and air

admitted, size, and location. The aesthetic requirements

included the very important idea that the school must be

attractive. The building itself, as well as the surrounding

grounds, enhanced the general learning atmOSphere. Pleasant

surroundings promote the desire to learn.97

andreae insisted that teachers must be well trained.9

The critical Shortage of teachers after World war II tended

to slow down the movement towards higher academic and per-

sonality requirements for teachers. However, there has been

a general trend toward the realization of Andreae's goal,

particularly in the past one hundred years. Teacher train-

ing in the United States, Canada, EurOpe and Russia has

97 See Gordon W. Allport, Personality A Psychological

Interpretation, (New York: Henry Holt and Co., 1945), p. 151.

98 This included training in their subject field as,

well as in the areas of methods, educational philosophy and

psychology.
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been approaching the stage where teachers must possess the

bachelor's degree or its equivalent.‘

Andreae introduced two new courses in the Christian-

opolis: (1) a course in speech; and (2) a courselin '

political science. While these courses are a part of most

mmdern college and secondary school curriculum, their novel-

ty is overshadowed by Andreae’s most important educational

idea. The Christianopolip contained, in basic form, the

plans for the modern university, compoSed of several col-

leges. Among the colleges Andreae suggested were those of

medicine, pharmacy, and.nursing. This was a completely new

idea, but it required several centuries before it was actu-

elized.99

Andreae, standing at the dawn of a modern science,

and perceiving the dangers ofpa society or educational pro-

gram too deeply committed to only one branch of knowledge,

proposed that the schools balance the scientific studies

with the humanities. The history Of western education from

Andreee's time to the present has fOllowed his precept;

modern educational ideals still attempt to educate the whole

man by balancing the humanities with the sciences.

WN03;FOUND IN PRACTICE

In the main, the major educational ideas contained in

 

99 See Held, pp. pi_t_., p. 101.





188

the Christianopolip that have value, but which are not yet

actualizedloo include the inclusion in the curriculum of a

coursb in logic as well as a required course in the scien-

tific method offered at all school levels. Andreae wanted

to teach his students how to think, therefore he insisted

that the courses in logic and scientific method be taught

in the elementary and secondary schools as well as in the

colleges. Related to these courses was a class in ethics.

Andreae not only wanted.men to know ppp;to think, but he

wanted them.to thinkjgpli. .Another course that Andreae

felt should be required for all students was speech.

Andreae perceived a relationship between thinking well and

speaking well. The problem of speech has to a great extent

been neglected in the area of communication. Wendell John-

son,101 in the area of semantics, attributed virtually all

neurosis to the problem of inadequate Speech. If the

schools are to be concerned with the problem of mental

health there must be more concern over the inclusion of re-

quired courses in the area of speech.

 

100 Ideas proposed by Andreae and which will probably

never be incorporated in educational practice include dorms

itory life for all students, the idea that teachers must

marry teachers, apologetics as a required course in college,

and teachers also being governmental functionaries.

101

'Wendell Johnson, People in gpandaries, The Seman-

tics of Personal Adjustment, TNew YOrk and LondOn: Harper

Brothers, 19L , p. 24 .
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W

Andreae realized the potential dangers of a restric-

ted form of government. He placed the future of the state

in the hands of the people. In placing the 'instrument for

the welfare of the community in the people Andreae was first

obliged to stress the role of education. Utilizing educa-

tion as one of his main techniques to improve the state and

to help it realize its destiny Andreae had to create a new

philosophy of education. He hoped to remove dull, repeti-

tive, pedantic and stultifying elements from.his proposed

school system. Andreae was among the first to attempt to

erect a school system that would educate the whole man; he

proposed a system of education that was essentially dynamic

and practical. Each student was to be fitted for life.

The role of the school was to develop the physical qualities

along with vocational and domestic skills, moral discipline,

social skills and lastly the perceptive powers.

,Andreae has proposed, in his Christianopolis many

radical ideas which were related to men's social, economic,

and political life. The ideal state that he envisaged was

deeply concerned with the good of the citizens. Andreae

stated that the most important single agency within the

state was education. The chief role of education was to

produce cultured, free citizens. Freedom.hnplied economic

independence, political choice, moral self-direction, as
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well as the right to make independent decisions.

The curriculum in the Christianopolis was compulsory

and rigid. Each student had to take the sequence of cour-

ses offered in the humanities and sciences. Andreae naively

felt he had devised the perfect curriculum.and he would not

permit the students to choose courses. He ignored individ-

ual differences and would not tolerate an elective system

for example, in order to promote his idea of the perfect

citizen.

Economic independence was assured by requiring that

each student should take vocational education courses.

Professional schools Offered work leading to specialization

in medicine, law, nursing, and pharmacy. The overall atti-

tude presented in the Christianopolis is one of dignity and

honor and.work. Status was not based upon one‘s employ-

ment, but rather upon one's moral and intellectual attain-

ments.

It was imperative that each citizen be engaged

actively in determining governmental policies. Andreae

proposed that in his free society each person was to take

courses in political science in order that they might par-

ticipate in an intelligent manner.

The motivation for right behavior, Andreae insisted,

must come from the individual himself. Character education
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is, in the main, the development of a sense of responsibil-

ity toward God, one's community, and one's self. As a guide

to character development courses were included in the

schools. Tablets throughout the city illustrated.the vir-

tues and religious teachings. Community worship incited

people's religious spirit. However, Andreae insisted that

man:must participate religiously as well as in other spheres

of activity, always as a member of a group. He denied the

individual the right of contemplation from whence comes the

great well-Spring of strength needed to live according to

one's moral convictions.

The school system proposed by Andreae rested upon

the premise that education must produce citizens who not

only were adept in the humanities, but in the sciences as

well.

Psychologically sound principles of sense involve-

ment were basic to Andreae's method of teaching.

Audio-visual materials and methods were an integral

part of the schools; laboratories, libraries, museums,

gardens, and art studies were utilized in daily instruction.

Andreae's genius was reflected in his attempts to

put them into practice during his lifetime. The proof of

the inherent practicality of his concepts lies in the

integration of his concepts in.modern school systems.

Andreae was an idealist, an optimist who was inspired by a
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deep religious faith. The fundamental Christian idea of

faith, hope, and charity permeated his work and thus the

Christianopolis is one of the most religious of all utopias.



CHAPTER VII

THE NATURE OF THE CONCEPT IN THE NEW ATLANTIS
 

Many philOSOphers and scientists of the late fif—

teenth and early sixteenth centuries felt that Aristotel-

ianism offered intellectual restrictions and consequently

they desired a new method with which to investigate nature.

Francis Bacon in the New Atlantis prOposed a new system for
 

the investigation of natural phenomena and initiated the

modern tradition of empiricism and utilitarianism.

Bacon was born in 1560, into a family that possessed

wealth and position. His father was Lord Keeper of the

Royal Seal. Bacon entered Cambridge at the age of twelve,

and matriculated in the school of liberal arts. He com-

pleted his studies at Cambridge and then went to London

where he pursued the study of law. He entered the ranks of

those persons engaged in state services, and under Elizabeth

and James I he progressed to the highest state offices until

he was dishonorably dismissed in 1621. During his retire-

ment he Spent his time in study, experimentation and writing.

He considered his life-work to be an attempt to diSpossess

Aristotle as the seer of science and to replace this great

prephet by setting up a new system of philOSOphical inquiry.

The Egg Atlanpis consisted largely of a prOposed

curriculum which rested basically upon Bacon's outline and
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plan for science. This utopia is the fruition of Bacon's

succinct description of his philOSOphy--knowledge is power.

iiflléfiifidfiifiilfimpph_193

Bacon felt, as all the utOpists did, that the improve-

ment of society could only take place when men gained

sufficient knowledge. Bacon devoted his energies to the

advancement of the philOSOphy of education, to developing

and perfecting a method of inquiry.

Bacon's first basic premise was that knowledge would

solve all social problems.1 Though this attitude is some-

what naive Bacon attempted to utilize the schools in the

solution of human problems.2 The search for knowledge was

the chief concern of all the citizens in the New Atlantis.

He called the college "...the very eye of the kingdom of

New Atlantis."4 He said that there was no other activity in

the state that was as important as the pursuit of knowledge

5

which took place at the college. The role of the

-.——.-—.——_.—-—-- ---.——- —_

l E. A. Burtt, _The__M_e_taphysi_c_al__ Foundationsnof _hpdern

§gien£§. (Garden City: Doubleday Anchor Books, 19513, p.

125.

 

2 For example the schools were constantly determining

means to improve health, tranSportation and diet, etc.

3 Referred to as Solomon's House after the fictional

founder of this intellectual utOpia.

4 Francis Bacon, New Atlantis, (New Yerk: Walter J.

Black Co., 1942), p. 258.

5 Bacon, ibid., p. 270.
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university was "...to determine the knowledge of causes,

the secret motions of things; and the enlarging of the

bounds of human knowledge, to the effecting of all things

possible.”6

Bacon believed that knowledge must be disseminated

not only to all members of the kingdom, restricted only by

the ability to learn, but promoted throughout the world.

Thus Bacon was among the first to attempt to eliminate the

narrow provincial attitude of the scholars of his time who

held to the superiority of their knowledge. Bacon singled

out in particular the Scholastics as representative of

over-Specialization and unwillingness to exchange ideas.

Bacon stated that the community of scholars in the New At-

lantis exchanged ideas with other countries regarding "...

the sciences, arts, manufactures and inventions, all new

books, instruments, and patterns in every kind, and of the

affairs of state."7

Bacon attempted to break from the Aristotelian~

Scholastic tradition by first of all stating that knowledge

must not be concerned with final causes, but only with

efficient and formal causes.8

w-—~—

6 Bacon, ibid., p. 288.

7 Bacon, ibid., p. 272.

8 Though Bacon removed the search for final cause as
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The state of New Atlantis was essentially a community

of scholars, every person learning and contributing what he

could to the general fund of knowledge. The method of in~

quiry in the pursuit of knowledge was Bacon's major contri-

bution to the history of ideas. Bacon prOposed an elaborate

system of scientific discovery, the inductive method.

Science for him was essentially a co—Operative enterprise

by scholars that utilized all the departments and facili-

ties of the college. Research and publication was the

fundamental role of the university. Bacon stressed empir-

icism and eXperimentation in his method of inquiry. He was

concerned primarily with the study of nature and of human

nature, and in particular group dynamics.

Bacon differed from his utOpian predecessors in re-

gard to the use of the home as an educational agency.

Plato and Campanella made the state an educational institu-

tion primarily by means of the elimination of the family.9

 

a problem in philOSOphy he was not attempting to erect a

system that was irreligious. He felt that religion.was the

basis for any well-ordered society. He was not anti-relig-

ious but was concerned with the removal of superstition

from religion. For example he said, "Miracles and wonders

shall cease by reason that you shall discover their natural

causes.” Bacon, ibid., p. 245.

9 The new Atlantis was similar to the Christian-

090115 in terms of the social pattern. The family was the

primary unit; the state being erected upon this unit. The

family pattern was essentially authoritarian. The oldest

living male was the head of the family and this rank was
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Bacon felt that the home should train the child in character

education and moral growth. Obedience and piety were to be

taught by the parents. The schools had no reaponsibility

in teaching character education. Though the role of the

home in character education was basic, Bacon mistakenly

ignored the role of the school in this matter. Loyalty to

the state was inculrated at an early period in the life of

the child. Civic responsibility was also solely taught in

the home where the parents taught the child civil obedience.

mm.MTHBEJ-.- LIT- .*.___.U.B.Bl_.U_ mammalianATLANTE

Bacon prOposed a system of course study that was

aimed at develOping the potential of each student. Bacon

adhered to utopian tradition and constructed a curriculum

that would develOp the whole man. However, he was not con-

sistent with his avowed aim. The course content of the

school system of the New Atlantis was based upon more

 

not merely titular. In order to stabilize the family pat-

tern the state utilized celebration; each male who had

thirty living descendants was lauded at the 'Feast of the

Family'. The purpose of the ceremony was to instill pa-

triotism and civil as well as familial obedience. The feast

was essentially religious, but the state intervened by

financing the celebration. The king provided the father

with a gold emblem which accorded him privileges. The

state encouraged family unity and large families by means

of this festival. Bacon, ibid., p. 274.
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extensive course work in the area of science than in any

other discipline. As a point of fact courses in languages

and the humanities were a minor part of the curriculum.10

The science division was the most important area in

the school according to Bacon. Unlike his utOpian prede-

cessors (and subsequently Rousseau), Bacon did not consider

the Western heritage and in particular the classical writ-

ings as being important in designing a curriculum.

Bacon's prOposed curriculum was consistent with his educa-

tional philOSOphy which stated in effect that knowledge

must be practical; therefore the Ngw Atlap§i§ contained

the most descriptive and original list of new courses in

the area of science ever offered to that time.

Bacon divided the department of science into four

main divisions: (1) zoology; (2) botany; (3) physics and

chemistry; and (4) geology. The function of the depart-

ment of science was primarily research.

The division of zoology, said Bacon, included

courses in ornithology, histology, embryology, microbiol-

ogy, parisitology, genetics, and herpetology.ll Courses

were offered in hydroponics, agriculture, and grafting

under the heading of bgtapy. The main purpose of the

 

0

Bacon, ibid., p. 288.

11 Bacon, ibid., p. 288.
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department of botany, said Bacon, was to produce new types

of plants, and to Speed up the growing time and to increase

the yield of existing types of plants.12 In addition to

courses in physics and chemistry courses were offered in
 

meteorology, thermodynamics, SpectrOSCOpy, mechanical arts,

aeronautics,13 acoustics and astronomy.14 The last area,

geology, included courses that were essentially practical

and were an adjunct to the botany department. They were;

petroleum geology, gems and gem materials, sedimentation

and stratiography.15

A medical college was planned by Bacon. The work of

the institution was basically to find means and techniques

to improve health and curb disease. A germ-free laboratory

was prOposed, as an adjunct to microbiology, in the study

of disease.

A course comparable to modern social psychology was

introduced by Bacon in his curriculum and this new science

dealt primarily with experimentation in human behavior.

Bacon felt that every phenomenon could be studied and the

laws of its behavior could be made known and consequently

 

12 Bacon, ibid., p. 291.

15 The citizens of the New Atlantis had airplanes.

Bacon, ibid., p. 298.

14 Bacon, ibid., p. 294.

15 Bacon, ibid., p. 288.
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manipulated by his new science. Thus he offered the sub-

ject of social psychology, which dealt with the laws of

social behavior, its purpose the manipulation of groups in

such a manner that the best society would emerge. Bacon

did not indicate that there were to be any moral injunctions

as to the limits the social scientists could transgress in

their construction of group behavior.

The girls were required to take courses in home

economics and the course included the study of food prepar-

ation, child management, clothing construction, nutrition,

experimental cooking and baking.16 Bacon attempted to teach

home economics under scientific conditions and therefore

utilized laboratories. EXperiments were constantly per~

formed with the intent to improve the existing method of

food preparation and the construction of clothing, or to

introduce variety.ll7 The women of New Atlantis were encour-

aged to view household duties as a vitally important func-

tion which insured the welfare of their families and

subsequently that of the state; the study of home duties on

the college level was planned to help encourage this attitude.

Bacon included courses in grammar and composition and

foreign languages in the department of humanities. However,

 

6 Bacon, ibid., p. 295.

17 Bacon, ibid., p. 294.
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it is evident from Bacon's emphasis on the nature of the

science curriculum, and his mere passing reference to the

liberal arts, that science was to be the main study in his

schools. Further it was the only hOpe for the solution of

human problems. Bacon in the utOpian tradition stated his

belief that the school must educate the whole man, but the

curriculum which he proposed indicated that his school pro-

gram was inconsistent with his stated belief.

AUDlO-VISUAL METHODS AND MATERIALS

Bacon was committed to the preposition that educa-

tion must utilize all the senses. He believed that if he

were to produce the high level of creativity which he had

prOposed for his scholars, then opportunities would have to

be present for direct sense-eXperiences, for example

manipulation of materials. He attempted to utilize labor-

atories and field trips in the teaching of every subject in

the science curriculum. He naively assumed that there were

no Opportunities for the use of audio-visual materials in

the liberal arts.

Laboratories were essential in the teaching of

science, declared Bacon, because they permitted the study

of data maintained under controlled conditions. Bacon

used, for example laboratories that utilized wind tunnels,

acoustical chambers, ovens and refrigerators, and
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telescOpes in his study of physics.18

Caves and artificial mines were used in the study of

geology. Soil and rock Specimens were present in each geo-

logical classroom. The buildings were surrounded by lakes

which contained both fresh and salt water which were used by

students of geology as well as by students of ichthyology.lg

Extensive gardens abounded in New Atlantis. Every

known variety of tree, herb, bush, and grass was grown?0 in

orchards next to the botanical gardens. The gardens and

orchards served as a place for experimentation in Speeding

up the growth of plants and trees as well as means of cul-

tivating new types.

Zoos were prepounded by Bacon not only as localities

which housed unusual and rare types of animals, but also

where breeds could undergo experimentation for improvement.

Animals anatomically similar to man, as for example apes,

were raised in the zoos which insured a ready source of

these animals for use in dissection in the medical school.

Bacon felt that rooms should be provided wherein

 

18

One example of an impractical laboratory was a

tower one half mile high with which to study winds and at-

mOSpheric pressure. Bacon, ibid., p. 289.

19 Bacon, ibid., p. 290.

2° Bacon, ibid., p. 291.

21 Bacon, ibid., p. 292.
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artificial storms, including hail, rain and snow could be

reproduced for the advancement of the study of meteorology.

Becon, though unacquainted with the germ theory, had

some insight into the cause of disease; he stated that the

study of medicine utilized one laboratory among which was

one that was germ-free.22 The germ-free laboratory was used

to carry on eXperimentation in the cure and prevention of

disease. Bacon was convinced that refrigeration would pre—

serve certain materials.25 Laboratories that contained

facilities for refrigeration were also part of the medical

school.

The school of home economics and mechanical arts

also used laboratories and workshops for experimentation and

for means of improvement.24. Large botanical gardens and

enclosures were used by the school of home economics as

sources of experimentation with new types of grains and new

strains of wheat.

Bacon was very much interested in the study of psy-

chology and proposed that psychology be taught as a labor-

atory subject. Laboratories utilizing instruments related

 

2 Bacon, ibid., p. 290.

25 In actual life Bacon's experiments with refrig-

eration resulted in his death; he contracted pneumonia.

24 Bacon, ibid., p. 294.
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to the senses, for example, sound, sight and smell, were

included by Bacon to delude human senses in order to under-

stand how persons get sense impressions.25

Bacon's concern for the utilization of audio-visual

materials in his new school system was reflected in the

placement of the audio-visual department under the direction

of three men who functioned directly under the director of

the school system.26 The function of this group was not

only to supervise the audio-visual materials, but these

persons were charged with the reSponsibility of develOping

new materials and methods. Bacon stated that this group

would work with the various schools and colleges and assist

them in devising applicable materials.

Bacon.has enlarged upon a utOpian theme in the 5E3;

Atlantis. This theme states in effect that the ears are

not the only means, or the best means of learning. He felt

that the other senses of sight, taste and touch must be

utilized in instruction and his position was emphasized in

the New Atlantis that learning, at least in the sciences,

must utilize laboratories, field trips, and other sources

of audio-visual materials and methods.

BACON'S IDEAS FOUND IN PRESENT DAY PRACTICE

 

25 Bacon, ibid., p. 297.

26 Bacon, ibid., p. 299.
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The New Atlantis contained several ideas that have

in part influenced modern educational practices. Bacon saw

clearly that the changing social and intellectual con-

ditions of his time must necessarily be accompanied by

innovations in the educational practices. He felt that the

new social order he was proposing must have as its single

most important agency a school system that would provide

philOSOphy, direction, and goals for man. Thus in the Egg

Atlantis Bacon prOposed what has come to be actualized as

a university. The university as prOposed by Bacon was the

center of culture for the state, but more than that, it

was the agency of a coordinated approach to the solution

of human ills. Bacon stated that if the university empha-

sized the role of the sciences it could accomplish many

things. A few of the accomplishments of modern universi-

ties which Bacon predicted are: curing of diseases, pro-

longation of life, relief of pain, improvement of Species of

plants and animals, the use of hyponotism in medicine, imp-

rovements in soil and seeds, creation of new types of

threads and materials, acceleration of germination and

growth of plants, and new types of foods.

Bacon incorporated suggestions for a large, general,

scientific library, botanical gardens, laboratories and

museums. Modern universities generally have followed

Bacon's proposals. However, the first immediate actual-
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ization of his idea of a university was in the founding of

27

the Royal Society of London. Modern scientific societies

28

stem from Bacon's New Atlantis.
 

Bacon conceived several new subjects as part of the

curriculum of the university. Bacon devised the science of

social psychology because he felt that society could only
 

function well if it was administered scientifically. Mic-

robiology was proposed for the first time by Bacon as
 

scientific study of microscOpic life utilizing microscOpes

and germpfree laboratories and is now a basic course in

the science curriculum of modern colleges. Other courses

outlined by Bacon included parisitolqu and hydroponics.

HydrOponics has since become a serious study in accordance

with pOpulation growth, because of its possible alternative

to soil crOps as a source of much of the world's food.

Bacon is perhaps most renowned for the reconstruc-

tion of man's attitude towards himself, the world, and

ultimately towards God, for as Whitehead stated, ”Bacon

 

27 ”There is no doubt that Bacon's project for

Solomon's House in the New Atlantis was directly reSponsi-

ble for the constitution of the Royal Society in London."

Lewis Mumford, The Condition of Man, (New York: Harcourt,

Brace and Co., 1944), p. 245.

28 Ralph S. Bates, Scientific Societies in the

United States, (New York: Columbia University Press,

1958;, p. 2.
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remains as one of the great builders who constructed the

mind of the modern world.“29

Bacon's first step in the develOpment of his ration-

ale was the removal of final causes.‘50 He prOposed a system

of free scientific inquiry unhampered by teleological ques-

31

tions of good and bad and concerned primarily with the

progress of mankind as a whole. In part'the New Atlantis
 

was an attempt at solving the problems of education by

means of the inductive method. John Dewey stated that Ba-

con's educational reforms, which he said emphasized the

struggle for freedom of action and inquiry, were reSponsi-

ble in part for modern epistemology.52 The basic aspect of

Bacon's attitude towards the world was practical; the

 

29 Alfred North Whitehead, Science in the Modern

World, (New york: New American Library of World Literature,

Inc., 1958), p. 44.

 

50 Vincent Edward Smith,_£hi1050phical Physics,

(New York: Harper and Brothers, Inc., 1950), p. 155..

 

31 Bertrand Russell stated: "The whole basis of

Bacon's philOSOphy was practical: to give mankind mastery

over the forces of nature by means of scientific discoveries

and inventions. He held that philOSOphy should be kept sep-

arate from theology, not intimately blended with it as in

scholasticism. He accepted orthodox religion; he was not the

man to quarrel with the government on such matter. But he

thought that reason could show the existence of God, he re-

garded everything else in theology as known only by revela-

tion.“ Bertrand Russell, A History of Western PhiloSOphy,

(New York: Simon & Schuster, 1945). p. 542.

32 John Dewey, DemocracyWanngdugatign, (New York:

Macmillan & Co., 1916), p. 542.



208

inductive method as outlined in the New Atlantis was the

55

forerunner of modern pragmatism. Dewey stated:

When William James called Pragmatism a New Name for

and Old Way of Thinking, I do not know that he was

thinking expressly of Francis Bacon, but so far as

concerns the Spirit and atmOSphere of the pursuit of

knowledge, Bacon may be taken as the prophet of a prag-

matic conception of knowledge.34

While Bacon's inductive method emphasized the practi-

cal consequence of knowledge, it also promoted the role of

the individual as being fundamental. Bacon stated that all

learning, regardless of the fact that it may have been

true, must have been tested by the personal eXperience of

the individual before it was true for him.

SUMMARY AND CONCLUSIONS

Bacon, in the New Atlantis moved away from Plato's

idea of the philOSOpher king, (that is, a man of universal

knowledge ruling the state), and substituted rule by Special~

ists and technicians. Bacon's solution to the raison d'etre

of utOpian writing, social justice, was to prepose a country

based upon freedom and justice for all citizens. As a

utopist Bacon believed that human nature was capable of

 

35 Butler pointed out that the inductive method is

not identical with pragmatism, but the premises of induc-

tive logic are similar to the pragmatic position. Butler,

.92. cit., p. 404.

54 John Dewey, Reconstruction in Philosophy, (Boston,

Beacon Press, 1948), p. 58.
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becoming magnanimous given the right social, political and

economic setting. He proposed a reform in the structure of

society based upon the laws deduced by scientific inquiry

into human society and aided by the improvement of material

goods through the eXploitation of nature by science. Bacon

didn't particularly emphasize education, rather he saw it

as a means to an end. The end being the perfect state

erected upon the principles of science. The New Atlantis

was included in this study but it doesn't have the force of

the other utOpias since education wasn't the basic agency of

the state. The primary purpose of the college was research

rather than teaching. Bacon desired to promote scientific

research. Bacon was the most important eXponent of the mod-

ern era of science.35 However, his enthusiasm over the

possibilities of science led him to excesses. He felt that

science alone could perfect human nature and build the per-

fect world. He was directly reSponsible for laying the

framework for what has become the cult of science.56 Further

by denying the role of final causes, partially as a benighted

attack upon Aristotle, Bacon in part denied man the use of

 

35 Basil Willey, The Seventeenth Century Background,

(New York: Doubleday Anchor Books, 1955 , p. 52 ff.

56 J. w. N. Sullivan, The Limitations of Science,

(New American Library Co., 1955).
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philosophy to aid science in solving social problems. His

naive faith in science and his dislike of scholasticism

prmnpted Bacon to ignore the western tradition, both Bibli-

cal and classical. For example, the school curriculum

proposed by Bacon was virtually exclusively scientific, un-

relieved and unsupported by the classical writings as for

example, More's curriculum in the P321131-

Though Bacon was limited by his adherence to science

as the wherewithal of human endeavors he was able, by virtue

of his position as a Renaissance scholar and prophet of

modern thought, to promote the ideal of security,37 comfort,

health, and dignity in life.

In order to promote social justice by means of scien-

tific advancement Bacon introduced the concept of a state

supported university which was dedicated to experimental

science. Other utopists advocated a canmunal life based

upon material possessions, but Bacon proposed a communal

life of knowledge. The government was instituted to insure

the welfare of the people and Bacon stated that this could

only come about if knowledge was free and available to all

citizens. The state of New Atlantis became an educational

37 For an analysis of the effects of economic scour-

ity without a corresponding philosophical basis for the

utilization of wealth see John K. Galbraith, The Affluent

Society, (Boston: Houghton Mifflin Co., 1958!. '—
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institution in the utopian tradition. The utopists have

repeatedly argued that education was the most important

agency within the state. Bacon was no less an advocate of

the role of education. His emphasis upon providing audio-

visual materials and facilities for utilizing the senses in

education was an example of his concern in the improvement

of education. He believed that coordinated activities of

the university held the solution of human progress. He was

committed to the proposition that men discovering the truth

would automatically become free. The M Atlantis was

basically an attempt to promulgate Bacon's thesis that the

pursuit of truth could be accomplished by means of the

advancement of science.



CHAPTER VIII

THE NATURE OF THE CONCEPT IN THE gchpppgpjpppg AND

THE _ngLE

Jean Jacques Rousseau was the last writer of a major

utOpia. To a large extent his political writings helped

produce the French Revolution, while in the area of educa-

tion many of his ideas have been applied and accepted. His

two utopias, the Emile and Social Contrapt, while concerned

with different topics, are supplemental to the central prob-

lem of education. It is virtually impossible to understand

one without having read the other.

Rousseau was born in 1712 in Geneva, Switzerland.

His mother died in childbirth and this occurrence he felt

Was the beginning of his many troubles. He was reared by

his father, who like Jean Jacques was highly sentimental,

imaginative, and overly-sensitive. In the evenings he and

his father often read the sentimental and romantic novels

characteristic of the period. Jean Jacques also read

Plutarch's Lgygs at a very early age.

During the period of his tenth to his sixteenth year

he lived with a Calvinist minister, was apprenticed to an

engraver, and finally ran away because his master subjected

him to beatings. He moved to Savoy where he met a Catholic

priest who fed him and discussed theology with him. Rousseau
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decided to become a Catholic. When he was sent to Annacy, a

nearby town to meet Madame de Warens he had expected to meet

an old lady, but to his surprise she turned out to be twenty~

eight years old and good looking. Even though he was eigh-

teen at the time he called her "mother", and she called him

her ”little one": Rousseau Spent nine years with her and

during this time he persuaded her to purchase a farm. This

period had a great effect upon him, and he Spent most of his

time walking around the farm and reading. He left Madame de

Warens for a while and upon his return he found a rival in-

stalled. He then left for a teaching position as tutor to

small children. He Spent a very disagreeable year with them

and left. This was the extent of his teaching eXperience.

He moved to Paris where he was entertained and sup-

ported by many women due to his good looks and endearing

ways. There he met Therese le Vasseur, who appears to have

had a very low intelligence. She could not count money or

tell time. However, Rousseau Spent thirty-five years with

her and from this union they had at least five children. AS

each child was born it was sent to an orphanage.

When he was thirty-seven years old an incident occur-

red which changed the course of his life. On the way to

visit Diderot, who was imprisoned for writing books unpOp-

ular with the government, Rousseau saw the announcement of an

essay contest Sponsored by the Academy of Dijon. The subject
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was, ”Has the prOgreSS of the arts and sciences contributed

to the corruption or to the purification of morals?" The

t0pic impressed him deeply. He wrote an essay takihg the

position that the arts and sciences had corrupted morals

and mankind. Rousseau won the contest and the idea of the

noble savage came into existence.

He became famous. He moved to the country and in the

cottage where he lived with Theresa he was able to capture

the security he remembered from his time with Madame de

Warens. During this period he wrote the_New.Hglgi§§, the

aerial 99113393 8nd the Emile -

The parliament of Paris declared Emile subversive and

decreed that the book should be burned and Rousseau hanged.

Instead of receiving acclaim and awards he was forced to

flee the country.

The last sixteen years of his life were Spent in fear

and poverty. He died on July 2, 1778, at the age of sixty-

Six and was buried in the Pantheon next to Voltaire.

ROUSSEAU'S PLAN FOR Triimggoyppmpr OF THE. HUMAN commuNITY
 

Bacon by means of the inductive method was reSponSi-

ble for the philOSOphical basis which developed into the

concept of the sovereignty of the individual; it remained

for Rousseau to present an elaborate plan for the improve-

ment of the human community utilizing this concept. An
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additional and correlated problem confronted Rousseau im-

mediately, the problem of educating the sovereign citizens

so that they could reach their potentiality within the

state.

Rousseau wrote the.§§ll§ at the same time that he

wrote the Social Contract. The works are closely related,

each dealing with different aSpects of the same problem,

the essential liberty of natural man which should be safe-

guarded by education--and protected by the lawmaker.

Rousseau began the Social Contract with this basic
 

statement:

The social order is a sacred right which serves as a

foundation for all others. This right, however, does

not come from nature. It is therefore based upon con-

vention.l

The two ideas in the above quotation, that man can

only reach his potentiality in civil society, and that each

individual must retain his sovereignty while a member of

the state, are the core of Rousseau's philOSOphy.

Rousseau viewed, with some nostalgia, the state of

nature, wherein man belonged only to himself. However,

Rousseau stated emphatically in both the Emile and §9§$§$

Contract that the state of nature was only an intellectual.

construct and never to be taken as a real condition to which

1 Jean Jacques Rousseau, Social Contract, (New York:

Tudor Publishing Co., 1940), p. 4.
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'man could aSpire. Human society was man's rightful heritage.

Freedom was the essential ingredient of the state of nature

that moved Rousseau. He posed the question in this manner,

”How can men live in society, obey the laws of the state,

and still retain personal freedom?" Since freedom may be

defined as the privilege of following the dictates of one's

conscience the solution for Rousseau became simply to have

each man follow the law that he was in part reSponsible for

inaugurating. Only by becoming an active and intelligent

citizen could each person attain self-direction. Rousseau

realized that if sovereignty was to reside in the people and

not in the government each citizen would have to take an

active role in governing. The uncompromising nature of

Rousseau's concept of democracy would never permit the dele-

gation of authority by the peOple to the state. The general

will of the people should be the governing agency.

In Book II of the §gcial antract Rousseau, in Speak-

ing of the inalienable and indivisible sovereignty of the

peOple, stated that if all the peOple discussed together the

results would be efficacious.

Each man must Speak out his Opinion. It necessarily

fOllowed that each man must have knowledge and virtue; this

is the role of education for Rousseau.

 

2 Rousseau, ibid., p. 24.
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‘Self-direction is the keynote of Rousseau's works,

for if good-government is self-government good citizens are

self—directed citizens.

ROUSSEAU'S PHILOSOPHY OF EDUCATIQE

Rousseau's philOSOphy of education was derived prin-

cipally from his belief that education must deal with life,

and that it must be practical.

"Life is the trade I will teach my pupil," Rousseau

said. "When he leaves me he will not be trained in any

occupation, but he will be a man. The real object of

our study is man and his environment. True education

consists less in precept than in practice. We begin to

learn when we begin to live.“3

In the Emile Rousseau presented in part a synthesis

of the ideas of some of his utOpian predecessors, notably

Plato, St. Augustine and Bacon. However, in the main the

Emile, while original, is a lengthy and inconsistent pre-

sentation of Rousseau's thoughts concerning his philoSOphy

and psychology of education. That this book is a landmark

in the develOpment of educational ideas is best eXplained

by the fact that Rousseau's inconsistencies, contradic—

tions, and naivete have been ignored and the truly fine and

original ideas have been extracted for incorporation into

modern pedagogical practices.

5 Jean Jacques Rousseau, Emilg, (New York: E. 0.

Button and Co., l950), p. 5.
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It is altogether fitting that,Rousseau, who was in

part reaponsible for the French Revolution, should prOpose

a revolutionary philOSOphy of education. The term revolu-

tionary may be applied to Rousseau's work in two ways, the

first dealing with his original ideas, and the second with

his notion that education must be prepared to operate in a

period of political and social upheaval. Thus a reason

for the acceptance of his ideas was the fact that he pro-

posed ideas that agreed with the temper of the times.

In terms of the educational ideas prOposed by

Rousseau the most revolutionary of all was the concept that

education must be based upon a study of the whole, natural

child.

The first dictum Rousseau presented was that educa-

tion must train the senses, it must give to the student a

knowledge of natural objects and forces.

Thus a basic condition of Rousseau's theory of

education was the learning must come about by eXperience.

"I am.never weary of repeating," said Rousseau,

"let all the lessons of young peOple take the form of

doing rather than talking, let them learn nothing from

books which they can learn from eXperience.“5

4 ”The crisis is approaching, and we are on the edge

of a revolution." Rousseau, gggg,, p. 157.

5 Rousseau, 2p. cit., p. 214.
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Rousseau presented a detailed method of structuring

situations that would enable the student to have the right

types of eXperiences for obviously there must be some means

and standard for selecting the proper and educative emper—

iences from the student's social milieu. Learning by means

of eXperience necessitated a peculiar type relationship

between the student and the teacher. Rousseau's solution

to this problem was unrealistic. The tutor Spent his whole

life with only one student.6 The teacher controlled the

environment completely:7 even to the extent of practicing

deceit to structure the learning situation. One example

of a learning through-eXperience situation involved the

nature of prOperty rights; Rousseau allowed the pupil to

plant some beans in a seed bed previously prepared by the

gardener. The gardener, upon perceiving the Sprouting beans

among his maltese melons, tore out the beans. Rousseau

stated that the pupil would immediately perceive that there

are certain prOperty rights, gained by labor and possession.

Rousseau failed to see that the student might blame him and

dislike him for not telling him ahead of time that there

were watermelons planted in that area.

 

6 Rousseau, pp. cit., p. 19.

7 Rousseau, 9p.‘git., p. 59.

8 Rousseau, 9p. cit., p. 84.
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Rousseau, in writing the Emile, made it quite clear

that he was not prOposing merely formal rules of learning

and behavior, but was giving rules of existence which must

be appreciated for their practical and Spiritual value.

They were variations of the single theme, which so con-

stantly recurred in his writings, to live in keeping with

our true nature. The culmination of Rousseau's ideas was

the develOpment of his idea of good taste.

Each of the utOpian writers selected a single, cen-

tral idea around which he constructed his system. For

Plato it was Justice, for More it was the pursuit of pleas-

ure, Campanella sought economic security, Andreae found it

in Christianity, Bacon saw science as the center of his

system, for Rousseau it was naturalism, but naturalism de-

velOped along Specific lines, that is to the level of mature

taste.

Rousseau, in his naive deification of the natural

man, was faced with the problem develOping an educational

program that would produce his desired natural student;

but who also would possess the ability to live in the world.

Thus the dilemma presented to Rousseau dealt with the prob-

lem of reconciling simplicity with sophistication.

Rousseau's solution was his philOSOphy of taste.

The study of taste naturally followed from the study

of sociology. Taste for Rousseau was the develOpment of the
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power to Judge, in the area of morals and social behavior in

order to fill one's life with good things, and thus to be

happy.9 Taste was not to be concerned with mundane things:

“It must be observed," said Rousseau, "that we are

not here concerned with what we like because it is

serviceable, or hate because it is harmful to us. Taste

deals only with things that are indifferent to us, or

which affect at most our needs; taste is not required to

Judge of these, appetite only is sufficient."10

—.

Taste was also relative, for “...taste has local rules which

make it dependent upon the country we are in.“11

However, there existed certain fundamental rules that

applied to taste. The first law, Rousseau was quick to

state, was that taste was not general, that is the vast

majority of peOple had poor taste. The reason for the abun-

dance of poor taste was that fashion and fads destroyed

taste. The models of good taste were to be found in nature.

Clothing styles for example, that bound the body and restric

ted movements were contrary to the dictates of good taste,

and nature which required free and unhampered physical move-

12

ment on the part of the individual. It was therefore

self-evident that luxury and bad taste would be inseparable,

Rousseau stated it thus:

 

9 Rousseau, 9p. cit., p. 505.

10 Rousseau, gp. cit., p. 305.

ll Rousseau, pp. cit., p. 505.

12 Rousseau, 9p. cit., p. 506.



222

.Luxury acquires power and makes us love what is rare

and costly; this so-called beauty consists, not in fol-

lowing nature, but in disobeying her. Wherever taste

is lavish, it is bad.13

It was also axiomatic for Rousseau that good taste

implied good morals. The lavish ostentation which was

implicit in bad taste produced corruption of the moral life

by having created artificial pleasures and which demanded

over-stimulation of the sensual. Contrived stimulation,

evidenced in society particularly in the area of sexual be-

havior, was a necessary concomitant to the abandonment of

the way of nature. Once a social group, either primary or

secondary, permits luxury and ostentation, it no longer

becomes a matter of merely condoning bad taste it de facto

defies it. The corruption of what was once simple and good

becomes the object of the highest regard by the elite group.

An inherent danger recognized by Rousseau was that the sub-

ordinate social groups would attempt to surpass the elite

group in excesses. Excess, elaboration, and stimulation

were related to the luxurious living of the upper classes,

envy and emulation was the role of the lower classes; immor-

ality and unhappiness the inevitable consequences for all

groups.

Rousseau prOposed a solution. He initiated a Specif~

ic educational program that would produce good taste.

l5 Rousseau, pp. cit., p. 306.
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Students who trained in this program need not have retired

to simple cultures in order to pursue good taste. They

could live, said Rousseau, even in that haven of bad taste,

Paris, and still not be corrupted.

Rousseau found in the classics a basis for his pro-

gram to develOp pure and wholesome taste. Rousseau agreed

with More in establishing the classics as the keystone of

the curriculum. Rousseau said that the incorporation of the

books which have withstood the test of time was fundamental

because:

There is certain simplicity of taste which goes

straight to the heart; and this is only to be found in

the classics. In pratory, poetry, and every kind of

literature, Emilel will find the classical authors as

 

l4

Rousseau attempted to do in the Emile what Plato

did in the Republic; he proposed to study the macrocosm

by means of the microcosm. He said:

I have decided to take an imaginary pupil to

assume on my part the age, health, knowledge, and

talents required for the work of his education, to

guide him from birth to manhood. Rousseau, pp. pip.,

p. 19.

Several authors have attempted to justify Rousseau's erecting

the conditions surrounding Emile, which included a permanent

tutor, the absence of parents, etc., as merely a device to

facilitate the demonstration of his principles. It is impos-

sible to Justify Rousseau's position, because it is complete-

1y unrealistic; it was fundamentally anomalous, in that it

prOposed to erect a system of education whereby a teacher

Spent at least twenty-five years with one student, where only

Wealthy and healthy students could participate, and where the

teacher practiced deceit utilizing highly structured learning

Situations, and culminated in the teacher's selection of his
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he found them in his study of history, full of matter

and sober in their judgement.15

Rousseau has been criticized because, it is asserted,

he relied completely, in his theory of learning, upon the

technique of discovery. This is, however, not the case,

for while Rousseau did emphasize the role of discovery in

learning he was emphatic in praising the value of ancient

and accumulated learning.

Rousseau insisted that the classics for some students

should be read in the original Latin and Greek.17 He gave

no reason for this idea.

 

pupil's bride. These factors would result in an education-

al system that would not be universal or progressive and

which would be forced to depend upon too much isolation.

(See in particular: Matthew Josephson, Jean-Jacques Rousseau,

(New York: Harcourt Brace and Co., 19527, p. 18ff, F. C.

Green, Jean-Jacqpes RousseauL_A Critical Study of His Life

and Writings, (Cambridge: Cambridge University Press,

1955), p. 226., and Robert R. Rusk, The Doctrine of the

_ggeat Educators, London: Macmillan and Co., Ltd., l926),

_B a“. p

_ 16 Principally by William Henry Hudson, Rousseau and

Appuralism in Life and Thought, (Edinburgh:. T. Clark Co.,

1905). p. issrf.

Thomas Davidson, Rousseau and Education According to

Nature, (New York: Charles Scribner's and Sons, 1898) and—

John W. Chapman, Rousseau--Totalitarian or Liberal, (New

York: Columbia University Press, 1956}, p. l42ff.

17 From this statement it is possible to assume that

Rousseau would have included in the list the works of Plato,

Aristotle, AristOphanes. Rousseau Specifically named the fol-

lowing: XenOphon, Cicero, Pliny, Thucydides, Herodotus, Com-

mentaries of Caesar, Plutarch, to be part of the list of class—

ical authors he proposed..
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Rousseau felt that the student would have a deep love

for the classics, and would learn more from them concerning,

among other things, the nature of good taste; however, he

also permitted the student to read modern literature if for

no other reason than to reaffirm his judgment in the super-

iority of the classics.

From the study of the classics Rousseau hOped his

student would learn to love beauty, which he said was the

foundation of good taste. However, to insure the develOp-

ment of good taste it was necessary to align the student's

intellectual growth closely to nature. Good taste for

Rousseau was essentially a habit; a habit which resulted in

choosing suitable, beneficial, and moral pleasures.

Good taste operated in all areas of human activity.

Good taste was the result of the prOper type of education

and it produced the truly happy individual, that is, the

individual in harmony with nature. Rousseau summarized his

philoSOphy of taste succinctly:

 

18 Rousseau, pp. cit., p. 509.

9 Rousseau, pp. cit., p. 311.

20 Rousseau gave profuse examples of good taste in

the following areas: food and dining, clothing and attire,

travel, home furnishing, and friendship. Rousseau, pp. cit.,

p. Sllff.
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Let our tastes change with our years, let us no more

meddle with age than with the seasons. We should be

ourselves at all times, instead of struggling against

nature; such vain attempts exhaust our strength and pre-

vent the right use of life.21

Rousseau prOposed educational goals that were far

reaching in scOpe; he hOped his system of natural education

would make man free, productive and morally good. In the

.Egilp and Social Contract Rousseau offered for considera-

tion Specifically the following aims: civic competence,

vocational orientation, preparation for family living, and

health and physical fitness.

ROUSSEAU'S PSYCHOLOGY OF EQQQATIQN

Rousseau's educational psychology, closely related to

his philOSOphy of education, has been one of the major for-

ces in contempory pedagogical theory and practice.

. The Epilp is, from a purely technical aSpect, ram-

bling, discursive, and lacking in internal organization;

however, the main plan of the work conformed closely to

Rousseau's concept of periods in the psychological develOp-

ment of the personality. The overall plan of the Epilp

was to have each chapter conform.to a develOpmental period.

Rousseau presented within each chapter the data by which

he attempted to demonstrate his principles relating to the

21 Rousseau, pp. cit., p. 316.
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psychological phenomena underlying his system of education.

The categorization of psychological phenomena according to

stages has validity; however, Rousseau over-emphasized the

periods of mental growth. He either failed to recognize,

or simply ignored the fact that mental growth is develop-

mental and evolutionary and not characterized by end-stop

stages unrelated to either the preceding or subsequent stage.

The first stage of personality develOpment according

to Rousseau comprised the period between birth and two

years of age. Within each develOpmental period Rousseau

attempted to promote at least one major aspect of mental

develOpment that would make the period unique. In defining

the need structure of the infant Rousseau said that love

was crucial to the child's development. Rousseau's state-

ment regarding the role of love was contradictive because

he was unwilling to eXplore thoroughly the consequences of

his position regarding nature. An example of romantic over-

emphasis was Rousseau's statement regarding the natural role

of the mother in feeding:

When mothers deign to nurse their own children, then

there will be a reform in morals; natural feeling will

revive in every heart; there will be no lack of citizens

for the state; this first step by itself will restore

mutual affection.22

Love is a major force in personality develOpment at any

22 Rousseau, pp. cit., p. 13.
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stage; it is Specifically important in the early formative

years. In recognizing this fact Rousseau made a major con-

tribution which Freud a hundred years later presented to

the world as original. However, Rousseau contradicted him-

self by demanding that the infant also be raised in a stoic

environment.

"This is nature's law," said Rousseau, "why contra-

dict it? Accustom infants to the hardships they will

have to face; train them to endure extremes of tempera—

ture, climate, and condition, hunger, thirst, and

weariness.23

Rousseau was inconsistent in his attempts to pro-

mulgate a parallel system of love and stoicism in rearing

children. However, the depth of his insights and the

fervor with which he presented them, as for example in de-

tailing the minutest aSpect of nursery life, indicated a

genuine interest in the good and sanctity of childhood. In

his precepts for the prOper care of children, Rousseau

emphasized breast feeding, loose and comfortable clothes,

absolute freedom of movement, and prOper ventilation.24

Rousseau attempted to imbue his audience with a fear

of fear. He was insistent that the child should never know

fear. Rousseau presented an elaborate set of devices and

 

23 Rousseau, pp. cit., p. 15.

24 Rousseau, pp. cit., p. arr.
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advice regarding control the parents should utilize in struc-

turing the child's environment so that fear producing

situations and events would be virtually eliminated.65

Rousseau also composed a system of discipline that was not

based upon the element of fear, that is by having the pun-

ishment result as a natural consequence of a Wrong act.

Rousseau assumed that the fundamental law of nature

was that strength had survival power; and while he was cog-

nizant of the fact that education must 'denature' man in

order for society to exist, he continued to pursue the idea

that strength was important. Rousseau said:

All wickedness comes from weakness. The child is

only naughty because he is weak; make him strong and

he will be good; if we could do everything we should

never do wrong.26

Possibly the most important aSpect of the infant's

personality develOpment is the progression from the state of

a young animal to that of a member of society. Rousseau

would have the child learn to surrender part of his personal

liberty, and to understand that this partial surrender need

not entail unhappiness. This would be accomplished by a

gradual process of education. Rousseau emphasized the fact

M-.——~--~ '~.—-q——.—-

25 ”By slow and careful stages children can learn to

fear nothing." Rousseau, pp. pit., p. 31.

(W

‘6 Rousseau, pp._pit., p. 33.
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that this process of rational introduction to socialization

could not begin too early; actually he said it must begin

before the child learned to talk.

Summing up his rules for this first personality-epoch

Rousseau said:

The Spirit of these rules is to give children more

real liberty and less power, to let them do more for

themselves and demand less of others.27

The period between two years of age and twelve was

considered by Rousseau to be the second personality—epoch.

This is the stage of negative education. Here, said

Rousseau, we must lose time, in order to gain it.28 What

did he mean by this seeming paradox? In point of fact

Rousseau actually glorified idleness during this period;

however, there are many elements of value for a progressive

psychology of learning. To begin with Rousseau said:

Nature would have them children before they are men.

If we try and invert this order we shall produce fruit

immature and flavorless, fruit which will be rotten

before it is ripe...treat the student according to his

age.29

Once the point had been established that children

were not miniature adults it was possible to deduce the

laws of mental growth that were relative to them. The laws

“7--.. —._._— ._ --- ___..m

Rousseau, pp. pip., p. 35.

28 Rousseau, pp. pgp,, p. 57.

9

Rousseau, pp. pip., p. 54.
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pertaining to children to the age of twelve, said Rousseau,

were based upon the principles of negative education.

The child should be brought to the age of twelve

strong and healthy, but unable to tell his right hand

from his left. He should be free from prejudices and

habits. Leave childhood to ripen in children. In a

word, beware of giving anything they need today if it

can be deferred without danger to tomorrow.30

Rousseal resolved the paradox by stating that he

realized students would not be brought up in complete iso-

lation. Rousseau wanted this 'waste of time' to take place

in the state of nature. The major skills develOped by

students during this period fall in the general category of

'scoutcraft'. Since Rousseau held that education was made

for the child and not contrarywise the needs and the

interests of the child were of paramount importance in de-

termining the content of his education.

The basic need-structure of the child, said Rousseau,

must be kept simple. The teacher must have a definite

ability to be able to determine ”real" needs from periph-

eral-socially induced needs. Rousseau said:

The surest way to make a child miserable is let

him have everything he wants; for as his wants increase

in proportion to the ease with which they are satis—

fied, the teacher will be compelled, sooner or later,

to refuse his demands, and this unlooked-for refusal

will hurt him more than the lack of what he wants.3l

 

50 RouSSeau, pp. p;§., p. 59.

31 Rousseau, pp. cit., p. 51.
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In addition Rousseau said, "Nature has made children

‘helpless and in need of love, but she did not make them to

be obeyed and feared."

Children rebel if their felt needs are frustrated,

but Rousseau was adamant that punishment should not be cap-

ricious or arbitrary but should be a natural consequence of

the act. Thus in a particularly naive example he prOposed

that a student who breaks a window should be required to

sleep in the room containing the damages glass.

The role of interests incorporated several secondary

considerations, among which the most important was the

ability of the child to rationalize his interests. The

problem of knowledge for Rousseau hinged in part upon the

nature of language. Rousseau considered the intellectual

abilities of students in the two to twelve year group to be

severely limited. He said:

Of all man's faculties, reason, which is compounded

of all the rest, is the last to develOp, and cannot be

used in children's early training. To make a man

reasonable is the c0ping stone of a good education, and

yet some profess to train a child through his reasonl33

For Rousseau an interest could only become actualized

The reason children cannot

We think

upon its being verbalized.

reason is because they have a limited vocabulary.

 

52 Rousseau, pp. plp., p. 52.

35 Rousseau, pp. pip., p. 53.
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with words. Rousseau followed Campanella closely and anti-

cipated modern semantics, and in particular he anticipated

PF

34

Korzybski, Johnson, and Lewin, when he stated that the

whole nature of thought was integrally related to language

and the meaning of words. Rousseau stated a profound in-

sight in this area when he felt that personality took its

unique character from the type of language native to one.

He said:

Every language has its own form, a difference which

may be partly cause and partly effect of differences

in national character.36

A country such as Indonesia whose language does not

contain words of precise definition cannot have a scientific

develOpment, thus this country will be handicapped in the

modern scientific period.

The child during this period, according to Rousseau,

was extremely curious. Two problems arose for Rousseau,

how to direct this avid curiosity along beneficial lines,

and how to keep it within socially approved limits.

The problem of socially approved behavior was vastly

04 See Alfred Korzybski, ppiepppwpndWSppgpy; An Intro-

Mductioaiaflanflris totelian. 5..; 25 terms. andMGsraraLSeaantisa . __

(Lancaster: Science Press Inc., l9417: Wendell Johnson,

Peepls.in..qu.ar.drisa.”the__._5eaant.i_c_s_ .of Pers oral amusement .

(New York: Harper and Brothers, 1946) and Kurt Lewin, A

.Qypamic Theory of Personalgpy, (New York: McGraw-Hill Inc.,

19353.

 

 

5 Rousseau said, "Minds are formed by language."

56 Rousseau, pp. pip., p. 73.
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over-simplified by Rousseau. He said that the most impor-

tant ethical lesson for the young student to learn, in order

to alleviate distress in his dealings with others, was the

nature of property rights. Rousseau naively stated: ”The

first idea a student must learn is not that of liberty but

of property."57

Rousseau's belief that prOperty rights were funda-

mental in social relationships represents on his part a

basic break with the utOpian tradition of collectivism.

Instead he proposed a scheme of violent individualism.

The problem of curiosity was to a large degree the

center of Rousseau's psychology of learning. He encouraged

teachers to practice deceit in order to utilize curiosity

effectively. He said:

This child, without knowledge, strength or wisdom,

is entirely at the teacher's mercy; the teacher is

master of the student's whole environment. The teacher

can make of the student what he pleases. Let the

student think he is master while the teacher is really

the master.38

The role of the teacher in Rousseau's scheme of education

was undemocratic. Rousseau artlessly assumed in his Arcad-

ian school that the teacher would always guide the student

along lines that were best for him, following of course,

Rousseau's principles. For example, in directing the

 

57 Rousseau, pp. cit., p. 62.

58 Rousseau, pp. cit., p. 84.
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student's curiosity the teacher could indicate to the stu-

dent the techniques for controlling desire and thus the

student would know hOW’tO attain happiness. Rousseau stated:

True happiness consists in decreasing the difference

between our desires and our powers, in establishing e

perfect equilibrium between the power and the will.39

Rousseau did not believe in the transfer or learning.

He stated in general of all learning of this period:

All knowledge gained on this level is on the sense-

tion-level, nothing penetrates to the understanding.

The memory of students under twelve years of age is

little better than their other powers, for they always

have to learn over again, when they are grown up, what

they learnt as children.40

Rousseau believed that a child under twelve years of

age was, if not immoral, at least amoral. With the excep-

tion or property rights Rousseau felt it was impossible to

teach the child anything regarding ethical conduct. Only by

aPPealing to the child's strong ego feelings could any posi-

tive ethical behavior be produced. In regard to character

development Rousseau also applied the principles of negative

education. Rather than attempt to inculcate moral habits

the teacher should try to shield the child tram evil.‘1

Rousseau disagreed with Locke's idea of constantly reasoning

39 Rousseau, pp.‘g;§., p. 44.

0

Rousseau, pp, cit., p. 72.

41

Rousseau, pp. cit., p. 125.
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#2

with children.
Because children had no reasoning powers

Rousseau would have had the child live in e moral vacuum.

e somewhat late

that

It is true that some forms of reasoning er

in developing.
However, Rousseau failed to realize

the process must begin some time,

y-epoch consisted of the years

and the sooner the better.

The third personalit

between twelve and fifteen. This period Rousseau felt comp

prised the two main events in the student's education; the

development
of the intellectual

powers, and the beginning

of vocational education.

Rousseau proposed that upon the student's twelfth

birthday his negative education he immediately terminated

and suddenly he be exposed to positive education. He based

this proposal upon Aristotle's faculty psychology, in which

he ardently believed, statingl'3 in effect that the different

feculties of the mind“ developed st different age periods.

Rousseau said in the Emile:

It is impossible to teach sooner than the student

is ready and able to understand.45

 

‘2 Rousseau, pp, ppp,, p. 53.

['3 Rousseau, pp. p_i_t_., p. 155.

4‘ For Rousseau those included: (1) sensibility,
(2)

intelligence, and (3) will.

‘5 Rousseau, pp. ppp., p. 165.
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The teacher must wisely determine the level of difficulty

and need of the material to be presented to the student.

Rousseau said, "Beware of anticipating teaching that which

demands more maturity of mind.”l'6 However, the teacher must

be aware of the psychological laws of learning operating

during this period of mental growth. Thus the teacher never

forces the student to learn, the teacher merely suggests to

the student what he should study, relying upon the student's

need and desire to select subject matter. The most important

injunction Rousseau levied upon teachers at this stage was to

utilize as little as possible the lecture method. He said:

I do not like verbal explanations. Young peeple pay

little heed to them, nor do they remember them. Things:

Thingsi‘ I cannot repeat it too often. ‘We lay too much

stress upon words; we teachers babble, and our scholars

follow our examples.47

He preferred that students learn from the classics

and from.nature. _Rousseau was inconsistent in that he did

not follow his advice concerning over-verbalizing to

studentsf'8 There is great value in realizing and pointing

out as he did that spoken injunctions, prohibitions and

 

‘ERouhsseau, pp. _c_i_t_., p. 165.

['7 Rousseau, 92. 31.3., p. 11.3.

‘8 Rousseau was also practical enough to state:

"reach by doing whenever you can, and only fall back upon

‘words when doing is out of the question.” Rousseau, gp. cit.,

p. 144. "—-
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platitudes are a virtual meaningless substitution for the

more meaningful experiences gained by activity, example and

visual apprehension.

The last stage of mental growth began at the fif-

teenth year and ended at the age of twenty. This period

Rousseau felt should develop the psychological mechanism

basic to moral and social conduct.

It was a major error on Rousseau's part to assume

that students could.not begin to appreciate the laws of

moral and social conduct before their fifteenth year; fur-

ther the means with which he proposed to teach the rules of

conduct were naive.

Rousseau based the whole of his projected ethical

system upon what he felt was the basic psychological need

of the adult, self-love. Rousseau, as Hobbes, was vitally

concerned with human survival. He attempted to justify his

emphasis upon this point by saying:

Self-love is always good, always in accordance with

the self order of nature. The preservation of our own

life is specially entrusted to each one of us, and our

first care is, and must be, to watch over our own life.49

Rousseau felt that the need structure could be divided into

two areas: (1) basic needs; and (2) peripheral needs. The

chief role of education was to give the student the knowledge

 

‘9 Rousseau, pp. 913., p. 171..
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whereby he could achieve happiness by limiting his periph-

eral needs, that is to enable him to live simply and

naturally. Rousseau, in grounding his system of education

upon his principles of psychology, naturally utilized his

theory of needs as the basis for educational proposals. The

teacher, said Rousseau, must ever keep in mind the basic

need structure of his student and center his material upon

it.

Rousseau's analysis of needs is fundamentally shallow.

He failed to recognize this fact and attempted to base the

laws of moral and social conduct Upon it. He said that be—

cause the child's basic need is self-love any person who

ministers to the child becomes an object of love also.

"The child's first sentiment is self-love,“ said

Rousseau, "his second, which is derived from it, is love

of those about him: for in his state of weakness he is

only aware of people through the help and attention

received from them."50

It was impossible to recognize any form of altruism or

charity in Rousseau's idea of psychological motives, because

the source of every action was essentially selfish. The

basic cement of marriage itself was based upon selfishness,

because marriage gratified the sex impulse. The second basic

human need, said Rousseau, was sex. Any person who gratified

one's sex needs was automatically loved, according to

50 Rousseau, 9p. cit., p. 174
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Rousseau's exaggerated romanticism, because they assisted

the person in gratifying his own needs. Thus the most sub-

lime union between humans, marriage, becomes a mere volup-

tuous relationship between two independent and detached

persons who have struck up a convenient partnership to

satisfy certain basic sex drives.

It was impossible for Rousseau to erect any sort of

social relationship upon his shallow ideas of selfishness.

He was forced to prOpose some basis for human interaction.

Sympathy, he said, was the foundation of all human social

relationships. Rousseau presented several naive maxims re-

garding pity.

It is not in human nature to put ourselves in the

place of those who are happier than ourselves, but

only in the place of those who can claim our pity.

We never pity another's woes unless we know we may

suffer in like manner ourselves. The pity we feel

for others is preportionate, not to the amount of the .

evil, but to the feelings we attribute to the suffer-

erS e51

Rousseau has taken one of man's noblest sentiments, sym-

pathy, and degenerated it into selfish pity and upon this

pity has attempted to erect a system of moral conduct.

Thus, according to Rousseau, the student enters young

adulthood with no other source of altruism than a mild form

of horror over the misfortunes of others, because it may in

turn happen to him. Rousseau would have every student enter

 

51 Rousseau, 9p. cit., p. 197.
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adulthood without even the rudiments of social conscience.

Rousseau said that the intellect becomes a source of

enjoyment for the young adult; he believed that one of the

chief duties of education was to teach the student to enjoy

himself by himself. This was done by two means, one necessi-

tated teaching the student a trade, the other means was to

develop the pleasure of the mind. Rousseau stated that

thinking was what he wanted to teach so that students could

find happiness in enjoying the pleasures of their minds.52

Thus the last step in stages of personality-epochs was, for

Rousseau, the development of the intellectual powers and of

good taste.

While Rousseau attempted to present a detailed

account of his ideas concerning personality-epochs, in real-

ity he merely prOposed a system of educational psychology

that was dirorderly and was based upon an idea that child-

ren should be considered as mere sensuous beings, controlled

by sensuous instincts and not amenable to reason. Rous-

seau's system of psychology was tainted by romanticism.

Rousseau emphasized the sacredness of childhood. He based

education upon the needs and interests of the student. He

felt adult behavior could be explained on the basis of

childhood experiences.

 

52 Rousseau, pp. git” p. 217.
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Because of Rousseau's theories regarding educational

psychology it was impossible for him to erect a curriculum

that was rigid, conforming to schedules and rules rather

than to the needs and interests of the child. Rousseau

subordinated curriculum to the child. Courses of study

existed only in so far as they could aid the student.

However, Rousseau felt that there were some courses

that had value, and that students should be eXposed to

them.

Following Plato he first of all felt organized gym~

nastics should be engaged in by students. He stated in

the Emile:

To learn to think we must exercise our limbs, our

senses, and our bodily organs, which are the tools of

our intellect; and to get the best use out of these

tools, the body which supplies us with them must be

strong and healthy. Not only is it quite a mistake

that true reason is develOped apart from the body, but

it is a good bodily constitution which makes the work-

ings of the mind easy and correct.55

Among the academic courses Rousseau felt were impor-

tant was geography. Obviously the world of nature being so

important to Rousseau's scheme it was imperative that the

student should study it. Following Bacon's inductive

method Rousseau would have the student study his known

world first.

 

55 Rousseau, 2p. cit., p. 90.
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fThe student's geography,“
said Rousseau, "mustbegin with the town he lives in and his father's

country hourse, then the places between them, therivers near them, and then the sun's aSpect and how tofind one's way by the sun's aid."54

Rousseau included visual—arts instruction in geogra-

phy. The students had the reSponsibility
of making maps.55

Science was included by Rousseau because it was a

means to learn the secrets of nature. Rousseau prOposed

the analytic as well as synthetic method in nature study.56

He believed strongly in the student performing eXperiments.

History was studied utilizing the 'great man' idea

rather than studying events. The reason for this was that

Rousseau hOped students would benefit from reading the

lives of important individuals. Such books as Robinsgn

Crusoe and Plutarch's Lives were prOposed texts because

they indicated how some men overcame great difficulties.

Literature, including the classics, was an important

course as has already been indicated, because it helped

develOp good taste.

54 Rousseau, op. cit., p. 134.

55 ”Let students make their own maps. a very simple
map at first, containing only two places; others may be .

added from time to time, as he is able to estimate their dis-

tance and position.” Rousseau, op. cit., p. 154.

Rousseau, 22-.212-2 p. 135.
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Rousseau included two courses in curriculum develop-

ment; sociology and sex education.

Sociology was first prOposed as a serious study by

Rousseau.57 The prOper study of mankind necessitated, said

he, not mere reliance upon books, but rather scientific ob-

servation. Observation required field trips. Rousseau was

emphatic in his statements that travel was essential in

anthrOpological studies.58 Rousseau's insisknce upon

grounding his pupil in the principles of sociology was

based upon his idea that in order for a person to live

effectively and happily in society one must know the laws

that govern society.

Sex education was first introduced into the main-

stream of education by Rousseau in the Emile. Rousseau

recognized the fact that education, in order to be effec-

tive, must be complete. It must educate the whole man.

Feeling as he did, that sex was a basic need, it is

axiomatic that students must be given instruction in its

functions and obligations.

The first condition Rousseau raised was the person-

ality period in which education should begin. He said as

soon as the child became curious about sex he should be

 

FE? Rousseau, 99. cit., p. 4l4ff.

58 Rousseau, 2p. cit., p. 4l5ff.
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introduced to sex education and not be put off with fairy

stories or lame excuses.59 However, he stated, “Let your

answers regarding sex to your young children be always grave,

brief, decided, and without trace of hesitation."60 Sex

education was treated from the standpoint of its physical

and mental aSpects and was divorced from moral aSpects.

Rousseau felt that the major control for concupiscence

should be by means of the develOpment of modesty. Associa-

ted with modesty were controls of nature itself, which

Rousseau felt were effective, but which he could not ade-

quately eXplain except to postulate certain concepts which

modern psychology calls sublimation.

The limited number of courses prOposed by Rousseau

did not imply that these would be all the student would

ever study. They were the ones Rousseau felt were most

important. He did state that the needs of the child would

determine subjects to be studied, for example, an interest

in rocks might lead to geology, stars to astronomy, measur-

ing to mathematics. Fundamentally the courses were

designed to meet the needs of the child.

 

59 ”We cannot teach children the danger of telling

lies to men without realizing, on the man‘s part, the dan-

ger of telling lies to children. A single untruth on the

part of a teacher will destroy the results of his education."

Rousseau, 9p, git., p. 177.

60 Rousseau, 92, cit., p. 177.



EDUCATIONAL OPPORTUNITIES FOR WOMEN

Rousseau was not, in the area of female educational

Opportunities, in the utOpian tradition. The weakest and

most inconsistent area of his prOposed educational reforms

was in the area of female education. At no time was he

able to overcome his inherent fear of women.61

Rousseau stated that, in the main, women were the

same as men in regard to similarity of biological needs and

intellectuaizabilities. Actually he said that the women

were more like men than they were different. In only one

area could he find difference; that of the reproductive

system. He ascribed all personality differences to sex

differences; thus men were strong and active, women weak

and passive. He stated that women were actually stronger

in inter-personal relationships because of man's strong sex

drive. He believed that women's supremacy was due to their

being sex outlets for men. This attitude was the basis for

his whole concept of female education and psychology.

Rousseau was particularly apprehensive of the amount

63

of role-reversal he saw in contemporary France. He felt

61 The Freudians, whom Rousseau anticipated in so

many ways, would state that he had a complex regarding

vagina supremacy.

62

himself.

A statement upon which he later contradicted

53 He said, ”In the present confusion between the

sexes it is almost a miracle to belong to one's own sex."

p. 556.
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there was a Specific role for women and that education must

prepare them for it. He attacked Plato's position regard-

ing the educational, social, and political status of women.

This is consistent with Rousseau's stand; Plato was among

the very first to elevate the role and dignity of women.

Rousseau said:

Plato, in getting rid of the family, found there was

no place for women in his system of government, so he

was forced to turn them into men. He gave them the

same occupations as men, a scheme which could only lead

to intolerable evils.64

From the proofs of nature Rousseau drew this conclusion:

Nature means women to think, to will, to love, to

cultivate their minds as well as their persons; she

puts these weapons in their hands to make up for their

lack of strength and to enable them to direct the

strength of men.65

The role of women was marriage and motherhood; female

66

education was directed towards this purpose. Women could

only be truly happy in their 'rightful' role, thus their

education had to include the means by which to make their

future husbands happy.

The first course in Rousseau's prOposed curriculum

for women was devoted to making them strong and healthy:

it was physical education. However, while gymnastics were

 

64 Rousseau, 9p. cit., p. 526.

‘55 Rousseau, pp. cit., p. 327.

66 Rousseau, 2p. cit., p. 528.
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primarily used by boys to develop muscles and make them

strong, Rousseau wanted physical education to develOp grace

in girls. "Women should be strong enough," said Rousseau,

"to do anything gracefully; men should be skillful enough

67

to do anything easily."

Fundamental to the female curriculum were courses in

the home making arts: cooking, sewing, interior decorating,

and child care.68 Rousseau felt that art and drawing were

very important courses for girls, probably because they

tend to make girls artistic. Female education, said Rous-

seau, must be practical, not only because their role was

primarily as homemakers, but because they could not graSp

the things male minds could. Rousseau's male chauvinism is

best indicated in this quotation:

The search for abstract and speculative truths, for

principles and axioms in science, for all that tends to

wide generalisation, is beyond a woman's graSp; their

studies should be thoroughly practical. It is their

business to apply the principles discovered by men. A

woman's thoughts, beyond the range of her immediate

duties, should be directed to the study of men, for the

works of genius are beyond her reach.69

In the area of religion Rousseau was even more ex-

plicit in his undemocratic attitude towards women. He

67 Rousseau, pp. cit., p. 329.

68 Rousseau, pp. cit., p. 531.

69 Rousseau, pp. cit., p. 549.
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refused women freedom of choice in religious matters. They

had to follow their husband's religion.7O

Rousseau's attitude towards women was purely sensual-

istic. In essence he regarded them as Simple, not existing

for their own sake, but for men. Thus it was irrelevant to

him if women ever develOped and realized their own person-

ality, for the husband molded the wife to his will and

desires. Women were, according to Rousseau's scheme, never

the equal of men, they were never Spiritual beings with

full rights and privileges. He was not interested in teach-

ing women to think, therefore he gave no Specific and well

defined course of studies for them.

ROUSSEAU'S PRINCIPLES OF CHARACTER EDUCATION
 

Character education was important to Rousseau because

it was the final develOpment of the qualities that enabled

man to live effectively in society.71 In point of fact

character education was a major adjunct to taste. Funda—

mentally character education for Rousseau meant self-

discipline, but not decorum, good taste but not altruism,

chastity but not charity, pity but not brotherhood, sym-

pathy but neither faith nor good-works.

 

7O Rousseau, 9p. cit., p. 340.

71 Rousseau, 9p. cit., p. 45.
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Rousseau reiterated the truism that a child cannot

benefit from character education or make moral decisions

before he can reason. However, Rousseau felt that the

ability to reason did not come until about fifteen years

of age. Upon reaching the age of reason, Rousseau stated,

the basis for ethical education must utilize the mechanism

of self—love.72

Character education, for Rousseau, was taught in

two ways: (1) by example; (2) by reading the classics

and the lives of great men, for example, Socrates, Christ,

and Plutarch's Lives. The student73 would emulate their

deeds and solve problems in the manner of the heroes

.m-
‘5 - .n u...— vo- —---——~—.---—-"

72

Rousseau did not follow the utopian tradition

in regard to utilizing religious sanctions in character

education. Rousseau did inject a section on religion and

theology in the Emile under the guise of the creed of a

Savoy priest. Rousseau's theology is inexact and confused.

He attempted to follow Descartes by proceeding from doubt

to faith. Rousseau said that the knowledge of God was com-

mon to all men and was strictly intuitive. Rousseau's faith

was a form of religious optimism for he held in the Emile

that the world was orderly and good per se. He stated that

divine justice necessitated a life after death in order to

adjust the inequalities of this life. Rousseau said that

eternal happiness was a result of one's reflecting upon

one's good deeds. Hell was a place of torment because one

was forced to reflect upon his bad deeds. Rousseau be-

lieved in free will, and said that God would not help those

that did wrong. Rousseau, 9p.‘g;t., p. 228ff.

75 Rousseau felt that it was harder to teach girls

character education. Thus he felt that their education in

this area must begin before boys and must be more intense.

Rousseau, Op. cit., p. 540.
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of history. In summary Rousseau felt that character edu-

cation was necessarily related to good taste. Good taste

incorporated, as one important adjunct, civility as well as

aloofness from evil.

PRINCIPLES OF VOCATIONAL EDUCATION
  

Rousseau was eXplicit in his philOSOphy of vocation-

al education. Every student, regardless of background or

anticipated station in life must learn a trade, said

Rousseau. Because manual.labor is "closest to nature,"74

the student should choose his basic trade in this area.

Rousseau would have each student choose a basic trade in the

manual arts to insure employment if he did not succeed in

his choice of occupation in the professions.

Farming was Rousseau's first choice among the occu-

pations. Rousseau, as did the preceding utopists, felt

that working close to the soil, in the state of nature, was

an ennobling experience. It gave man a sense of indepen-

dence and a feeling of contact with the supernatural. More

and Bacon would have each citizen own a garden, Rousseau

would have the whole world a garden where each person could

wander freely. Regarding farming Rousseau said:

Agriculture is the earliest, the most honest of

trades, and more useful than all the rest, and therefore

74 Rousseau, 9p. cit., p. 158.
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more honorable for those who practice it.75

However, while Rousseau preferred agriculture to other

occupations he did not require, as did More for example,

that all students must first of all learn farming; actually

he wanted his student76 to learn any trade in order to be

independent if he lost his income, but more important to

diSpell any prejudice felt towards the working classes.

Rousseau prOposed certain criteria for the selec-

tion of a job for his student. Female choice was limited to

the home arts. For example, a girl might choose to become

a tailor, seamstress, nurse, cook, or a teacher. In gen-

eral, Rousseau would have women choose tasks that were per-

formed indoors, that utilized their Special abilities,

(for example, the ability to sew), and which required

little physical strength. Thus it was axiomatic that the

requirements for male jobs would be that they be performed

outdoors and that they require physical exercise. Rousseau

stated:

 

75 Rousseau, 2p. cit., p. 158.

76 Rousseau prOposed in his limited form of educa-

tion that the students he would have would all be from

wealthy homes. He said that the children of poor families

did not need his form of education, what they needed in the

area of learning they would get from their parents. He felt

that the peasant parents, since they were closer to nature,

would not need tutors since they were less likely to make

mistakes as the wealthy class did.
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Give a man a trade befitting his sex, to a young man

a trade befitting his age. Sedentary indoor employ—

ments, which make the body tender and effeminate, are

neither pleasing nor suitable. An unhealthy trade I

would forbid my pupil, but not a difficult or dangerous

one.77

Rousseau felt that each student should be acquainted

with the general terms, tools, and functions of most other

trades. However, in choosing his trade the student should be

motivated by interest and ability.

Rousseau prOposed that vocational education would be

carried out exclusively by the apprentice method. He was

prejudiced against traditional school systems. The idea

never occurred to him that schools could teach vocational

education.

BOU_SS_EAU_'§ EDUCATIQNAL .1PEAS- FQUPJRJN PRACTICE. _TQDAX

Rousseau has been called one of the major figures in

modern educational reform.78 He eXpanded traditional edu-

cational ideas, for example, in the area of vocational

education, character education, and curriculum develOpment.

The range of his ideas has been great. His ideas

have run the gamut of every aspect of education, but

h- __ s

- ——.—-

77 Rousseau, 9p. pit., p. 162.

78 For example, "Rousseau was a prophet of a new

educational theory. _Emile. in the history of literature,

was one of the books which has had the most profound effect

and its influence has been wide and lasting." Hudson,

29. gig,” p. 201.
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perhaps his major contribution has been in the area of the

philOSOphy and psychology of education.

To a large degree modern educational theory is the

result of Rousseau's pedagogical ideas. To begin with his

ideas toward the child were revolutionary. His idea that

all education must be based upon an experimental knowledge

of child psychology has permeated modern educational prac-

tice.

The fundamental tenet of Rousseau's philosophy was

the sacredness of childhood. Rousseau was able to compre-

hend this axiom because he was among the first to break

away from the Renaissance conception of man as a learning

and remembering animal. He Saw education, not as merely a

means to ingrain knowledge and facts, but as a technique of

imbuing culture, taste, discipline and vocational and civic

competence. The purpose of education was to create well

rounded human beings. The denunciation of bookishness and

arbitrary methods of discipline that began with Rousseau,

are accepted theorems of modern education. Modern educa—

tional practices accepted Rousseau's major tenet and made

it fundamental: education must be progressive. Natural

education must be a process of growth and unfolding, to be

helped by professional educators but not hampered by them.

In the area of curriculum develOpment Rousseau pro-

DOSed three courses. The first which was not consistent with
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his position was the use of the classics in history, liter-

ature and in develOping character.79 The second course

prOposed by Rousseau was sociology. Rousseau stated that

the study of sociology was to be treated as a science of

human group behavior. Many secondary schools, as well as

all colleges, include courses in sociology in their curric-

ulum.

The third course prOposed by Rousseau was sex edu-

cation, including fandly relationships. There is an

acceptance in modern schools, of courses dealing with

family and sex relationships. Such courses as "Home and

Family Living" are taught in many American high schools.

3.911%ijSJPUQAIIQAAL.IDEA.S__ NOTIFOLJIQIA’. BRAQTJQE.£99.81

Rousseau had several ideas concerning education that

have not been accepted as yet, but which have merit.

The first major idea that has not been completely

 

.—--

79 For a more detailed discussion of the use of the

classics in modern educational practices see chapter IV.

80 Several of Rousseau's ideas have not been ac-

cepted because of their inherent impracticality; they

include: a system of character education based upon self-

iShness, limiting education to a few, e.g. the wealthy and

healthy, an isolated and controlled educational environment,

a teacher system where the teacher Spent at least twenty-

five years with one student, a system of female education

that was inferior to the male system.
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exploitegl is the movement of the school plant into the out-

doors which is not practical in any extensive form, but for

some specific groups it offers many advantages. For example,

the problem of juvenile delinquency might in part be solved

by recourse to outdoor living. The largest percentage of

delinquents come from the center of the city, the area of

transition, crowded homes and streets. Young boys, as Rous-

seau so aptly pointed out, have :1 great deal of energy; in

the city there ere no outlets for their energy. Even energy

that has hostile elements could be controlled in the woods,

for example, in cutting down trees. Boredan by routine

school practices, or in a job, lack of outlets for creative

or physical energies, all contribute to juvenile delinquen-

cy. During the depression of 1929-1938 the Federal Govern-

ment had a program, the Civilian Conservation Corps, for

young men. This program took unemployed boys from the

cities and put them to work in the Federal and State forests

building roads, planting trees, cutting timber, and other

conservation work. Many of these camps, abandoned during

World War II, still stand. A Federal and State program or

 

8]“ There is a movement in several urban school sys-

tems to take whole classes for camping trips lasting up to

several weeks. Some schools' systems, for example Dearborn,

Michigan, have purchased school camps. Teachers specially

trained in camping education spend their time at the camp

rather than in schools. However, this program has not es

yet won general acceptance.
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matching funds supporting camps along the lines of the 000

program would appear to be an effective means of curbing

delinquency instead of the present program.of sending young

offenders to overcrowded penal institutions. It would be

cheaper and more efficient to use such camps than to build

more walled prisons. Ftrther, a large percentage of boys

who are not amenable to classroom learning and activities

and who are not actually delinquents, but potential delin-

quents, could be sent to such camps thereby relieving the

schools of those students who are discipline problems and

who lower the academic level of the class.

.A second suggestion Rousseau made concerned the area

of vocational education. And while Rousseau was overly one

sided in his statements, there is some merit in considering

at least in part, some of his recommendations. Rousseau

felt that vocational education should not be carried on in

the school but should be in the form.of an apprentice pro-

gram, He felt that only on-the-job training should be the

basis of training in the trades.82 The problem that needs

exploring is whether or not the factory needing the skill

might not do a better job than the school. This does not

apply to all areas, as for example typing, shorthand, etc.

 

82 Rousseau did not discuss training in the profes-

sions, only in the manual trades.
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where the job-candidate must know rudimentary skills in order

to be considered. There are areas however, where unneces-

sary duplication takes place, or where the school uses out-

of-date practices that hinder the student in actually

performing the job. There are certain practices, different

with each manufacturer, that the school could not in its

limited time be able to teach. While it is not advocated

that all vocational education be removed from.the schools,

careful re-evaluation of the school's role in vocation

education should be made.

SUMMARY AND CONCLUSIogs

Rousseau was a writer of profound importance in many

fields. lFor example, Ernst Cassirer referred to him as a

major figure in the development of modern aesthetic

83 Babbitt called him.the father of the modern novel

31.

theory.

' Rousseau has been called the father of modern

85

and play.

liberalism, and Stuart Chase said, "Two bloody revolu-

tions, the American and the French, were fought about slogans

83 Ernst Cassirer, An Essa on man, An Introduction to

Philosophy of Human Culture, (New York: ‘Dodbléday and Co.,

A , p. l .

81. ‘
Babbitt, 92, cit., p. 268ff.

85 John W} Chapman, Rousseau--Totalitarian or Liberal?

(New York: Columbia University Press, 1956).
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derived from.Rousseau." Rousseau has had a deep effect

upon subsequent philosophy. For example the opening state-

87 was derived from.ment of Kant's Critique 2£.§g£g_gggggg

the Emilgfg In addition to Kent, Rousseau had a direct

influence upon Basedow, Pestalozzi, Froebel, and Monte-

ssori.89

This dissertation has been primarily concerned with

Rousseau's contribution to the field of educational reform.

Rousseaufls major contributions were in the area of the

philosophy and psychology of education.

Rousseau conceived of personality growth as taking

place in manifestly arbitrary epochs. He divided these

epochs into four major stages: (1) the first two years of

life; (2) two years to twelve years; (3) twelve years to

fifteen years; and (A) fifteen to twenty years of age.

The first period was characterised by a great need

for love, and the demand by Rousseau that the child be given

 

3" Stuart Chase. The: 111112111. 91‘ “193.93. (New York:
Harcourt, Brace, and Co., 1938), p. 237.

8? Immanuel Kant, Critique of Pure Reason, (New*York:
Willey Book Co., 1943). p. 1-

88 See Rousseau, 92, cit., p. 218 and Ernst Cassirer,

Rousseau,pKant and Goethe, (Frfhceton: Princeton Univer-

sityPress, 1947). Po 55-

89 Green, gp, 935,, p. 264.
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complete freedon.of movement. The second stage Rousseau

stated should be dominated by his principles of negative

education. Here one gains time by losing it. The child's

heart is shielded from.vice, and he learns to love the world

of nature. The third period was concerned with intellectual

education and vocational education. The last stage was

dominated by learning moral and social rules of conduct.

In considering the Emilg_it is obvious that it re-

flects Rousseau's personality.90

The Emilg was proposed by Rousseau to be a realis-

tic case history. However, it is never possible to believe

this fact. The book is inconsistent, excessive and icono-

clastic. Any system, including that of education, that is

proposed should be practical, it should take into consider-

ation the ordinary, mundane, and normal aspects of the

average situation. Rousseau did just the opposite. For

example his student would be taught in isolation by a tutor

who would spend at least twenty-five years with his student.

The tutor was enabled, apparently without the existing

presence of parents, to structure the educational situation

in order to present learning eXperiences. Rousseau believed

that the student would never be able to see through the

teacher’s contrived situations. However, Rousseau did see

 

90 See Jean-Jacques Rousseau, The Confessions, (New

York: Pocket Books Inc., 1957).
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and stressed as being important, that the student must

learn through consequences, and in the area of discipline

he felt that punishment should be a natural consequence of

his acts.

Rousseau never was able to realize that the student

must become an integral unit of his contemporary social sys-

tem» He did not realize that freedom.was a natural intel-

lectual development that had to exist in an area of choice.

He saw the child as a mere sensuous being, and not capable

of reasoning. Thus he failed to see a major aspect of

education which is to give the child an intellectual basis

in order to make right decisions in a moral and rational life.

Rousseau, by removing reason and ccnscience from the student's

world, removed the very foundation of the social order into

which the child would some day have to participate.

Rousseau's effort to subjugate women and.make them

an instrument of men was undemocratic and attacked the fun-

damental premise of not only the utopian tradition, but the

whole tradition of the west. In effect the whole system.of

Rousseau was, at least in the area of education undemo-

cratic, for he limited his system.to only the wealthy and

healthy.

By positing the basic motives for social intercourse

as more self-interest he was opposed to the very heart of
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liberalism, Those such as Chapman,91 who attempted to paint

Rousseau as a liberal have ignored this fundamental tenet in

which he whole-heartedly believed.

It is possible to level many legitimate criticisms at

Rousseau, particularly after a 150 years have elapsed; hows

ever, he stands as a major figure in the area of educational

reform and the last of the classical utopists. The subse-

quent stage of utopian writing, the utopian-socialists,

derived their impetus and ideas from.Rcusseau. ,He termin-

ated one period and began another in the history of ideas.

This chapter has dealt with his ideas and contributions in

the area of education, Rousseau's major concern.

-—_-—_77__—-—_-

1 Chapman, g2. cit., p. 142.
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CHAPTER II

SUMMRRY AND CONCEUSIONS

The classical utopias were‘written not only in the

spirit of liberalism, but in a genuine atmosphere and.feel-

ing of radicalism.1 The*writers were dissenters and icono-

claets. Utopian beliefs hinged upon the idea that human

institutions had failed to promote social justice. There-

fore, the utopists felt these institutions would.have to be

eliminated and replaced by new agencies and.modes of living.

The reorganization of the political construction of the

state was the first proposal each reform writer made. How-

ever, each proponent of change felt that education was the

primary and efficacious agency in the production of good

citizens. Thus each classical utopist necessarily devoted

most of his analysis and presentation to educational reform.

SUMMARY OF THE CONCEPT

The term classical utopia was meant to convey the

idea of a reform scheme that was complete in every detail

I The traditional liberal movement operates in the

main within the political framework of the state, whereas

the radical movement operating within.the social-cultural

configuration demands an end of the political, economic,

educational and even in some cases religious institutions

within the state, and the inauguration of new institutions.

Thus while the anarchist wants no government, the radical

wants government, but it must be in a new and different form.
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of human life. This included political, economic, and in-

tellectual spheres of activity. It appeared significant

that those utopias which were most complete devoted much

space to detailed programs of education. Utopian litera-

ture in the main has been neglected. The term itself has

developed a traditional meaning of unrealistic phantasy.

There has been no serious attempt to analyze the concepts

contained therein. A study of the classical utopias

appeared fruitful particularly in the area of education.

This dissertation has attempted to trace the antecedents

of some modern educational practices in the history of

ideas contained in the writings of the utopists.

The right to dissent has been often denied to men.

The utopian writers used a particular form to promote their

iconoclastic ideas. Their radicalism was contained under

the guise of works of fiction.

The‘writings of the utopists had several points

which were held in common. Each writer was concerned basic-

ally with social justice. Because of the inequalities,

deficiencies and corruption of the times in which he lived,

each utopian was essentially critical of the status quo?

 

2 William.Jmmes said, "The utopian.dreams of social

justice are analogous to the saint's belief in the exis-

tence of the kingdom of heaven. They help to break the edge

of the general reign of hardness and are slow learners of a

better order.” William.James, The‘Varieties of Reli ious

Esperience, (New York: modern Eibrary Co., I§0§5, p. 352.
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But, criticism per as may be the property of any intelli-

gent cbserver. The utopians offered something new. They

gave original contributions in the area of solutions to the

problems confronting mankind. The majority of the reform

writers were in the main idealistic and.had tremendous

faith in the future perfectability of the human race.

The attitude of utopianism, while embodying radical-

imm and iconoclasm, reflects a strong faith in the per-

fectability of the human race and an attainment of social

justice through social change induced by governmental and

educational agencies.

WY or UTOPIAN WRITINGS

Plato, in the Republic was concerned with the prob-

lem of justice. The state he proposed was to have sole

responsibility in administering justice, which in general

meant that every person perfommed in the occupation to

which he was best suited. Education was for Plato the most

important institution within the state. Plato initiated

certain pedagogical postulates and they included; (1)

education should be under the jurisdiction of the central

government with the responsibility for the overseeing of the

schools given to the minister of education; (2) education

should be compulsory: (3) women should have equal rights in

education; (4) schools should be divided into primary,
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secondary, and higher divisions; and (5) schools should be

responsible for character education.

The Republic was an attempt to insure a rational

society. The critical problem of obligation, Plato felt,

that is obligation to one's self and to society, could be

solved only by developing an enlightened citizenry. All

students, being potential citizens, must receive a common

education. The general education was a liberal education.

While all students received vocational training Plato held

that education in the humanities enabled citizens to have

the cultural support needed to make wise and good decisions.

The {33911.2 written by More followed the Platonic

tradition which emphasized the intellect. Moral and in-

tellectual freedom were rights all men should have, said

More. The function of the schools was to produce citizens

of cultural tastes and occupational efficiency. The state

had the responsibility to mitigate poverty, waste and in-

efficiency. More believed, as Plato did, that education

was the only means vherebymen could secure the techniques

that would make them free. The schools of Utopia were

charged with the search for truth. More, in the utopian

tradition, believed that only truth could promote freedom.

Specifically More developed the following educational prin-

ciples: (1) teachers should be of the highest moral and

intellectual caliber, as befitted the guardians of the
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youth; (2) reading was the primary source of learning; and

(3) true pleasure resulted from intellectual pursuits.

More ensued up his educational philosophy thusly:

”The pleasure of the mind lie in knowledge, and in that

delight which the contemplation of truth carries with it."3

Christianopqui; was a reform writing which followed

the utopian tradition, but with emphasis upon Christian

principles. As the p_i_y_:_l_1_1_gM was a visionary work

steeped in Roman Catholic theology, and Pilgrim's Progress

was representative of Puritanism, the Christianopolis was

a work following the religious teachings of Luther. The

schools in Christianopolis; said Andreae, should teach

Christian values, incorporating liberal and humanistic

ideals. Andreae initiated a broad, comprehensive curricu-

lum which included not only the liberal arts, but also the

sciences and vocational education. Courses were taught

with the idea that the end of man was to secure glory in

the next world. Thus, Andreae differed with such material-

ists as Bacon. Andreae in the Christianopolis posited the

following principles: (1) a system of educational psychol-

ogy, based upon the idea of individual differences, and

(2) that audio-visual materials and methods were among the

most important tools of education.

 

3 More, _p. cit., p. 191.
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Campanella, in the City of the Sun, followed the

utopian tradition making freedom the greatest good and chief

aim of man. The schools of the City of the Sun had the
 

prime function of teaching man to be free. Freedom was not

license; it was not undisciplined, said Campanella. Rather

it was the right of free inquiry and deliberate choice.

Training in the liberal arts helped one to make wise decis—

ions. Campanella felt that occupational training enabled

the citizen to attain economic security.

In the City of the Sun the following postulates

were developed: (1) the curriculum included character

education and vocational training; (2) learning took place

primarily by means of the senses, thus audio-visual mater-

ials and methods were a vital part of the teacher's method;

(3) pro-school training and adult education were an impor-

tant function of the school system; and (1.) education was

compulsory and state supported.

Bacon held that the improvement of man's physical

and social conditions was the highest requirement of moral-

ity and thus the duty of the state. The schools in the 3.2!

Atlantis had the prime duty of developing citizens who

could produce for themselves and the community the good

things of life. Knowledge was the single most important

thing in life, for it could produce new inventions and

riches. The schools were the repository of knowledge. The
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schools could give man control over the forces of nature by

teaching the sciences. Thus the curriculum in the Eg!_’

Atlantis was essentially scientific. The educational prin-

ciples contained in the New Atlantis included: (1) the
 

purpose of education was to give a knowledge of natural laws;

(2) colleges had the primary duty of research and publica-

tion; and (3) the coordinated activities of the college were

aimed at the improvement of human life.

The Social Contract and Emile, the works of Rousseau,

have had far-reaching effects upon modern education. The

Emilg,focused pedagogical attention.upon the child. Rous-

seau proposed several education ideas. They were: (1)

education should be child-centered; (2) education should.be

based upon psychological principles; (3) education should

deal with real, life situations; (4) reading should be an

essential part of education; (5) discipline should be

taught, but it must be natural discipline; (6) female edu-

cation should be related to adult roles; (7) vocational

education should be part of the curriculum; and (8)

education should aim.at cultivating good taste.

Rousseau emphasized certain areas related to educa-

tion. They were the sacredness of childhood, mild discipline,

self-instruction, the value of simplicity, faith in God, and

the belief that what is natural is good.
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MOWM: CONmBUTIONS, LIMITATIONS AND CCNGLUSIONS

The central idea of this dissertation has been that

the value of the utopian ideas did not rest in their sheer

originality and novelty, but in the fact that they have

contributed to the improvement of social life, and in par-

ticular to the improvement of educational practices.

Several of the utopian educational ideals have been trans-

lated into reality. The utopists were quick to realize

that the improvement of educational practices could not be

actualized without changing all aspects of human social

life. Thus, for example, the reform writers were among

the first men to propose the abolition of drudgery and the

dignifying of labor. They also believed in religious tol-

eration. The idea of the short working day, reduced for

example to four hours by Campanella, was original with the

utopists. These writers were among the most advanced

social thinkers of their times, but it is virtually impos-

sible for their schemes to be put into practice in their

entirety. However, such concepts as the social theory of

property, wherein the role of the state was envisaged as

the prime agency in promoting cooperation among its citi-

zens and promotion of the good of all, helped subsequent

reformers actualize a state conducive to common good. The

concept of the equality of the sexes is traceable to the

utopists. Perhaps one of the most significant of the
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concepts produced by these reform writers was that of

eugenics. The utopists believed in the perfectability of

the human race, and they had tremendous faith in man's

ability to surpass the limits of his biological nature;

but they did not limit their hope to the use of the will

alone. The movement of preventative medicine received in

part impetus from.each of the utopian writers. The idea

of a medical school and.a nursing school was incorporated

in the works of Campanella and Bacon. Geriatrics was first

proposed by Andreae. However, the.most significant contri-

bution.made by these men was their idea that education was

the most important institution within the state.

The utopists were limited in their viewpoints.

Perhaps their most outstanding error was their inability to

understand human nature as it actually is. They did not

begin reform that was based on a concept of human nature

as it was; rather they idealized humans. They assumed

that people would live in the new society in a spirit of

cooperation and good will, each citizen taking full respon-

sibility for his actions and.for the good.of the state.

Although the utopists did take into consideration

the different levels of intelligence and.range of abilities

of the students in their proposed school system and conse-

quently provided different curriculums in.the schools for

students, several utOpists proceeded to erect a state that
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was undemocratic in that rank and status was to be based

solely on intellectual attainment.

The utopists erred in presenting their idea as the

ultimate in reform states. They felt that they had pro-

posed the perfect affluent society. Therefore, they.made no

provision for change. Plato in fact stated explicitly that

the school system of the Republic should not change. The

utopists lacked a clear understanding of the techniques of

directing society. For example, they invariably used the

device of the reform state existing on an island and limi-

ted in population and.physical area.‘ The utopists held '

the idea that a perfect state was possible on earth. They

refused to accept the Christian tradition wherein each per-

son takes up his cross and emulates Christ with the

expectation of eternal reward in the next life. They down-

graded the idea of social evolution. They felt that they

had the answer to problems facing their contemporary society.

However, the spirit of utopianism is that if‘the will

is strong enough and patience is practiced, perfection in

human affairs is possible. ‘Thus while the state of utopia

will never exist the spirit of utopianism is inextricably

bound up in idealism.

 

4 Bacon, however, proposed that a science of group

dynamics be instituted for the control of society, but he

also limited his state to a small group living on an island.
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The philosophy'g£.education of the utopists contain~

ed the ideal that all persons regardless of age, sex, or

status.had the right to education to their full capacity.

The state had the duty to insure this right by issuing

compulsory school attendance laws. Further they felt that

the state had a duty to see that the schools turned out the

best possible citizens by educating the whole man; that is,

the utopists believed that education must lead to the de-

velopment of cultured citizens who possessed civic canpe-

tence as well as a sound vocational orientation, a basis

for successful family living, and an understanding of the

techniques for health and physical fitness. The utopists

held that the schools must encourage the students to de-

velop habits of critical thinking. A critical.method of

inquiry (later referred to by Bacon as the scientific

method) was deemed.important because the utopists believed

that the solutions to man's problems could be found in

thisworld,5 and that the schools must teach the techniques

to solve human problems.

The gtructure g§_the schools was first conceived by

Plato and subsequently followed by the remaining utopists

in the basic plan of an elementary school, secondary

5 Indicating a strong tendency on the part of the

utopists to rely as little as possible upon any theological

orientation.
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school, and college. The utopists believed that the secon-

dary school should give vocational training to those

students who would not go on to advanced studies, nor who

displayed little interest in scholastic achievement. Those

students who prepared for college work should receive, said

the utopists, special studies of a college preparatory na-

ture. The utopists also stated that each student should

receive a general education so that all the students would

have some similarity in educational background and thus

feel a sense of brotherhood with the whole community. Sev-

eral different proposals were made regarding this general

education. More, for example, felt it should be based

upon the classics. Other utopists such as Andreae and

Campanella included basic vocational arts subjects in the

area of general education. Since the utopists felt that

education was the most important agency within the state it

was axiomatic that they would take the control of the school

out of the hands of private individuals and place the con-

trol under a governmental department. However, there

existed a general feeling among the utopian writers that

the direction of the schools should rest at least in part

with the community. The reform writers stated that the

needs of the community must be reflected in the curriculum.

Several contributions were made in the area of gur-

riculum by the utopists. The whole program which is
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followed in the schools of science of the modern university

was first conceived by Francis Bacon. He also advocated

the study of what is now referred to as social psychology.

Rousseau and Andreae promoted courses in political science.

The systematic study of the homemaking arts was an orig-

inal idea of the utopists, as were the courses in nursing

arts and medical sciences. The systematized study of the

physical arts was proposed by the utopists who felt that

exercise not only was conducive to health, but promoted

agility and grace.

Equality of educational opportunity for women was

a utOpian dream. The utopists were among the first to ad-

vocate equal opportunity for women in all activities and

in particular in the area of education. Indeed the

utopists were of the opinion that if a woman possessed the

ability she should be considered for leading governmental

positions. Rousseau was the only writer who placed a

limit on the extent of female education. The remaining

utopists stated in effect that women could attend school,

even graduate school, as long as they profited by atten-

dance.

Each utopist wrote explicit directions for the

inclusion of courses in vocational education in his reform

schemes of education. A few of the utopists, notably

more, Andreae and.Campanella felt that all students, in



276

order to promote a genuine feeling of democracy in the

contact with all types of future workers, should take a

basic course in agriculture and spend some time on the

farms. These three utopists shared the feeling that this

work in agriculture would encourage a love of nature.

This system of agricultural apprenticeship supplied the

state with a chief source of available labor. The utop-

ists were adamant in the belief that all citizens should

‘work. They'wmre also concerned with the Problem of grant-

ing increased dignity to labor. The utopists felt that

if everybody worked, a four or six hour work day would be

possible. The reform writers all agreed that the citizens

of their future states should have a great deal of leisure

time and that this leisure time should be spent in the main

in educational pursuits.

.A natural concommitant to increased leisure time

was gdult education. There is, for example, in the work

oijore and Campanella a suggestion that adult education

be made compulsory. The utopists proposed a.form of formal

or informal adult education, including courses in the hu-

manities as well as classes designed to increase occupa-

tional efficiency.

Character education was considered a.vital aspect of

the school. However,*while some of the utopists, notably

jMore, Andreae, and Campanella proposed actual courses in
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character education, all agreed that the most important

method of teaching moral and character development was by

means of imitation. In particular they felt that the stu-

dents should.have teachers who were worthy of emulation.

Contemporary society has lost sight of this utopian idea

in that there is little premium paid or prestige attached

to the teaching profession. More persons of high caliber

would be attracted to teaching today if the rewards were

greater.

The utopists emphasized the idea that all learning

took place through the senses. Therefore, they stressed

audio-visual materials and methods. Such adjuncts to

teaching as museums, laboratories, zooz, parks, gardens

and enclosures, libraries, murals and pictures were pro-

posed by the utopists. ,Andreae prOposed that the whole

city be made into one vast educational edifice by painting

educational murals cm the walls.

The educational psychology of the utopists stated

in effect that education.must be adapted to the natural

desires and wishes of the child. The utopists were con-

cerned with discipline and considered it efficacious only

if it was meted out in a fair'manner and its purpose was

understood by the child. Levels of understanding were con-

sidered when planning the curriculum. The reform.writers

believed that the course content of their schools must be
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on the level of the child's achievement. For example,

play was considered as an educational tool in teaching the

young; lessons for young children which were presented in

an enjoyable manner were thought to be very effective by

the utopists. In general the utopists felt that learning

‘was not best under the lecture method. In the main they

felt that in using a continuum to display effective learn-

ing and teaching techniques, the lecture method would be

at one end of a scale and the reading of the classics

would fall at the superior end, with visual education util-

izing pictures, laboratories, etc., as a close second in

effective teaching techniques.

The contributions of the utOpists have not been a

major influence in the field of education. However, their

ideas have been in part actualized. Perhaps one of the

most significant lessons contained in the spirit of uto-

pianism, aside from the basic demand for excellence, is

that the radical schemes of today's dreamers must not be

discredited, for the possibility exists that their hopes

and schemes may become part of the mainstream of future

thought e
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