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THE ENDS OF EDUCATION
Jane Fowler Morse
Practical, Theoretical,and Technical Excellences

In the moral and intellectual domains, the ends of education have
remained much the same since Aristotle’s formulation: to fulfill hu-
man potential for excellence in civic virtue, intellectual understand-
ing, and technical or productive skills. Although some educators might
add goals in the affective domain, Aristotle thought happiness con-
sists in realizing human excellence by perfecting virtue and intellect,
so he would not add goals dealing with emotional or spiritual devel-
opment. In modern times we have also extended the right to be edu-
cated, which Aristotle limited to members of the polis, to all people.
For Aristotle, human excellence falls into these three areas: to live in
society, to know things, and to do or to make things. The first is
concerned with justice and self-development; the second with theo-
retical knowledge of both abstract and empirical subjects; and the
third with being skillful in the productive arts. The methods of edu-
cation, therefore, are means to these ends. They would consist first in
inculcating moral values, second in teaching theoretical subjects, and
third in developing technical skills.

The first domain of human excellence — civic virtue — corre-
sponds to the ancient conceptrpaéig (praxis) is derived from a
verbpaocow (prassg meaning “to pass over or through territory,”
and therefore”to fare well or ill.” From this it comes to mean “to
achieve, effect or accomplish.The associated noun in Greek is
Tpayua (pragma. Often used of public business in classical Greece,
the word is the root of “practical,” “practice,” “pragmatic,” and re-
lated words in English. The ends to be accomplished by humans in
the first realm are pragmatic, having to do with how to live with
oneself, which is the topic of ethics, and how to organize societies,
which is the topic of social and political philosophy.

The second domain of human excellence — having theoretical
knowledge — comes from the Greek w@gadopia (theorid), derived
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from the verlBewpew (theored meaning “to be sent as an envoy to
an oracle of the godheo9.” From this, the verb comes to mean “to

be a spectator at the games; to look at or beldlthé associated
noun,Bewpla (theoriad), is the root of “theory” and “theoretical” in
English. Theoretical knowledge is sought for its own sake, for, as
Aristotle remarks, “All men by nature desire to knéwAtistotle
considers a life spent seeking theoretical knowledge, the contempla-
tive life, to be the highest expression of human excellence, since he
thinks human beings are primarily rational creatures.

The third domain of human excellence — having skills in the
productive arts — corresponds to the classical Greek condggyxvof
(techng. Originally a noun meaning “an art or a skilléchnehas
both a positive and a negative sense, as an art may be employed ei-
ther skillfully or cunninglyt It is the root of the English words “tech-
nology,” “technical,” and “technique.” The third domain of educa-
tion combines the fine and useful arts. Since the Greeks did not dis-
tinguish them as we do, | have caltedhne‘the productive arts” in
this paper. Some of these involve making things, others, doing things.

An understanding of Aristotle’s four causes is also useful in
analyzing educational policy. The final cause is that purpose for which
a thing is done; the formal cause is the blueprint or outline of the
thing; the efficient cause is the agent or source of motion by which a
thing is done; the material cause is the stuff out of which a thing is
made. Since education is a purposeful activity, the final cause of edu-
cation is that human beings fulfill their potential for excellence in the
practical domain, the theoretical domain, and the technological do-
main of human action.

Aristotle’s goal in educating an Athenian citizen is to produce
an Athenian who possesses virtue to apply to the practical matters of
living. This person has a disposition to do the good because he has
been habituated to doing the good. It is the business of those who
teach to accustom children to like what they ought to like, so they
can act according to the right rule, willingly, from preference. Ac-
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cording to Aristotle, the continent man may act moderately by rea-
son, but the truly virtuous man acts as he ought by preference. Liking
to act according to the rule of moderation actualizes children’s po-
tential for excellence in the practical domain.

Secondly, it is the business of the educators to arrange the con-
ditions so that children can develop their potential for theoretical ex-
cellence. There are relatively few geniuses, but many people are ca-
pable of the theoretical thinking necessary to practice various profes-
sions that require some theory. Many professions have both a practi-
cal and a theoretical component. In some the practical component is
predominant; in others, the theoretical component predominates. Phi-
losophy, higher mathematics and physics are largely theoretical. Music
performance, surgery, and cooking require technical skill, but include
a component of theoretical knowledge as well.

Finally, education develops the skills of making things and do-
ing things. There are many kindstethne as diverse as computer
programming, carpentry, diagnosing iliness, sewing, or getting plants
to grow. Technical skill may contain a component of theoretical knowl-
edge, but there is an element of hands-on practicality in productive
activities. These skills entail cultivation, but of capacities different
from theoretical understandifdhe fine arts also fall under the tech-
nical, requiring practice.

Aristotle understood the three competencies which an individual
could develop, but held the productive arts in lower regard than the
pursuit of theoretical knowledge. Everyone needs civic virtue, even
artisans, but not everyone will be competent to rule under most exist-
ing conditions. Aristotle applied his analysis of the ends of education
to a restricted group, the male citizens of Athens. Nevertheless, he is
correct in his general conception of the ends of education, that is, to
develop people’s potential for various kinds of human excellence.
Later writers on education universalize Aristotle’s conception of edu-
cation to include all people as citizens of the world, equally fit sub-
jects for development.

The Ends of Education
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Like theoretical knowledge, the productive arts are also sought
for their own sake. A fine performance or a well-wrought urn are
satisfying to the maker as well as to the user. Even less elegant works
of art or skill that exhibit the progress of the maker are satisfying,
regardless of the uses to which they may be put or the audiences they
may please. A child may well take satisfaction in playing her recital
piece well, even if she isn’t ready for a Carnegie Hall debut.

These are the three excellences to be developed in fulfilling the
potential of human beings: first, moral training to develop the poten-
tial to be good members of society: second, theoretical study to de-
velop the rational capacity; and, third, technical practice to enhance
the productive capacity of human beings. Education of the moral ca-
pacity starts immediately at birth as habituation and culminates when
the individual’s potential to fulfill his or her role in society responsi-
bly is developed as well as might be. Education of the rational capac-
ity encompasses all the subject matter of the liberal arts and sciences,
crowned by philosophy, the practice of formal abstract thinking, as
the coordinator of the disciplines. Practical skill applies the theoreti-
cal conclusions of the arts and sciences to enhancing and improving
human life, while technical skill produces the goods and services
useful in this endeavor. In Aristotle’s teleological view, practice of
these excellences constitutes happiness, which is activity of the soul
in accordance with the intellectual and moral virtues that humans are
capable of perfecting.

Kant transforms Aristotle’s final cause into a transcendental
ideal. Fulfilling human potential is open-ended, although it is not
merely a romantic whimsy. An ideal is something at which we aim as
a goal, even if we cannot fully finish its accomplishment. Such an
ideal would result from practicing Kant’s categorical imperative,
which demands that we always treat other people as ends in them-
selves and never as a means to our end, that we always act under a
maxim that we would be willing to universalize, and that we act as
members of a global community. Kant's universal ethic accords to
all people the right to fulfill their potential to the highest degree pos-
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sible, which entails recognizing their autonomy. In its most inclusive
and general form, the ideal is to allow all human beings to fulfill
their potential for excellence in practical, theoretical, and productive
knowledge under their autonomous control. Kant's addition of au-
tonomy as an educational goal introduces a new element to appropri-
ate educational practice based on Aristotle’s formula.

Human potential varies. Since the end of education is to fulfill
the potential of each individual, whatever that may be, success is to
be measured by the degree to which a person’s accomplishments come
close to that fulfillment, not by an external criterion which measures
their accomplishments against those of another person, or some arbi-
trary standard. The standard is an ideal which sets a goal challenging
whatever has been accomplished. Instead of classifying children by
abilities (or disabilities), we should use categorical identification sys-
tems only to place children in programs designed to help them fulfill
their potential.

Moral excellence, Kant adds, includes the exercise of autonomy
as a necessary component of a full human life. Therefore to reach
their full potential, people must become autonomous adults. The ideal
must aim towards students becoming responsible for their own defi-
nition of themselves by the time they are adults. Such a view of the
ends of education is consistent with an ideal that democracy is the
best form of government. Thus we must add to the Aristotelian ends
of education Kant's condition that autonomy be practiced. The final
cause of moral education is to allow human beings to become au-
tonomous as well as fulfilled.

As Dewey points out, children also need to learn to value their
own social effectiveness. What they do as individuals matters, but it
also matters to their social group, since people are social. Dewey
claims that all education is, at basis, education in ethics, since all
activity is undertaken in relation to othérghis lesson can be pro-
moted in education at all levels. Students need to respect each other
and teachers need to respect students as members of a learning com-
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munity who know what is effective in their own learning process.
Although the teacher possesses the technical knowledge of what and
how to teach, nevertheless, good teachers seek feedback from their
students, who alone can reveal whether they have understood the
lesson. Many abuses in both education and society in general would
be reformed by a proper perception that people ought to be autono-
mous, accompanied by educative practices that foster autonomy.

Although Aristotle thinks that human beings are most fully hu-
man when reason rules over the passions, since Freud, we often at-
tribute to the passions a power to rule over reason. Yet Aristotle as-
serts that the reason ought to govern the passions. We admit that some-
times instinctual or passionate behavior takes over, but we also agree
that in many situations Aristotle is right. He thinks rational individu-
als ought to govern their behavior by right rule, which results in con-
tinent people, people who can rationally choose to do the right thing.
However, Aristotle thinks it is more reliable if people choose to be
moral by preference, which he believes is established by habituation
early in life. His moral education inculcates moral virtue through
training children in good habits, offering them the opportunity to prac-
tice in living by the rule of moderation. Although we now recognize
that passions run deep, we would do well to clarify what role reason
does play in moral education. Kant, on the other hand, thinks that
morality is rational. Autonomy, which is understood intellectually, is
the basis of morality and ethical behavior results from following a
rule, the categorical imperative. He does not suppose that training
plays a large role, and the perfectly moral person is the one whose
intention, or will, is to do the right thing, regardless of what he or she
desires to do.

Even though theoretical knowledge alone does not instill mod-
eration, there are both practical and theoretical components of mo-
rality. Younger children cannot reason sufficiently yet, which is why
Aristotle thinks moral education begins by establishing a disposition
to act by habituation or training. Since such dispositions form in very
young children, it is crucial that education begin early. Reformers
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who would like to reduce random violence in the schools while in-
creasing principled, autonomous behavior among the youth must begin
their reforms at the level of day care and early childhood education,
in fact, even in the home, where all teaching begins. Later, educators
must increase opportunities for students to act autonomously as they
become capable of using reason to foresee the consequences of their
actions. As students advance in their cognitive capacity, they become
better at deliberating about the consequences of their actions and can
be allowed more power to control them.

Aristotle’s distinction between the productive and theoretical
uses of reason neglects the complexity of modern technology, which
requires correspondingly complex theoretical knowledge. Intellec-
tual virtue is not only exemplified in the contemplative life which
Aristotle envisioned as the highest, but also in complex productive
activity. Consequently, since theory and technology are interlinked,
Aristotle’s view is superseded by the idea that technical skills are
also worthy. Dewey’s pragmatism, which links theory and practice,
provides the corrective for Aristotle’s scorn of manual arts.

We also need people skilled in technology, in both the fine and
the useful arts. Art is better when it produces insight into the human
condition. We criticize artists whose technical capacity is flawless
but who have nothing to say, that is, whose art is not expressive of
human meaning. Many other technical excellences include theory
and practice as well. Even where there is a large component of manual
dexterity, trades still produce valuable goods and services. These need
not be relegated to a lower status. Humans, distinguished by their
tool-making ability, ought to have the highest regard for people who
are able to make and to manipulate tools as well as for those who
know what underlies the use or manufacture of tools. Tools must be
put to good uses, which involves moral virtue. Technical excellence
therefore ought to be considered among the excellences that humans
can cultivate to fulfill their potential. Human excellence can be theo-
retical, moral, or technical, and inevitably combines all three
excellences to some degree.

The Ends of Education
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In addition, people need to understand technology because it
has a tremendous impact on human life. Humans produce technolo-
gies, and humans control them. The responsibility to make technol-
ogy serve good purposes is incumbent on all people everywhere; tech-
nological knowledge is a part of having that ability. We cannot sim-
ply do away with technology, but we can have it serve good pur-
poses, including preserving the ecological balance in the natural world
so that our grandchildren can know what a frog is.

Finally, Dewey’s contribution to the ends of education requires
that all people be treated equally as members of a global society re-
gardless of their gender, class, race, or nationality. In other words,
respect is accorded to those who fulfill their potential in intellectual,
moral, and productive capacities, not to those who belong to a cer-
tain group by chance. The end of education is global. This is the only
way to overcome the provincialism implicit in the practices of groups
who think it is morally acceptable to help their friends and hurt their
enemies. Clearly, in a world where one people slaughter another be-
cause they are different culturally, where many cultures are repres-
sive towards people because they are women, where racial prejudice
creates differentials in such basic factors as infant mortality and av-
erage salary, we have not eliminated bias based on group member-
ship. This goal, however, is already implicit in the formulation of the
end that all human beings be educated to fulfill their potential. The
end of education implies that people will be members of a global
polis® whose relations will be reciprocal and who act autonomously
as members of a kingdom of erifls.

The Four Causes in Educational Reforms

It seems to me that there are two kinds of mistakes that educa-
tional reformers can make concerning the ends of education. One is
to fail to formulate the proper ends for education. The other is to
neglect final cause in favor of material, efficient, or formal causes.
Reforms in materials, methods, or curriculum should not be imple-
mented for their own sake, but only because they are conductive to
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some end. When educational reformers lack a clear view of what
they are trying to accomplish, whether the ends suggested by Aristotle
and expanded by Kant and Dewey that | have outlined above, or some
other set of ends, they may fail because they lack the vision that could
inspire as well as inform practice. Reform that focuses on subsidiary
causes without considering purpose can easily go astray. Public edu-
cation in the United States is concerned to implement lasting reform
that brings improvement in its train. Despite this concern, reform
movements, from Conant’s of the nineteen fifties to Madeline Hunter’s
of the nineteen eighties, have been short-lived. Flourishing at teacher
in-service workshops for a few years, they vanish, to be replaced by
a new fad. A general understanding of how these fail to incorporate
the ends of education may help to understand and remedy the cyclic
nature of educational reform in the public schools.

An example which is pervasive in American education is Be-
haviorism. Because behaviorism is a technology, a way of eliciting
desired behaviors, it is unconcerned with final cause, why we should
educate people. Behaviorism subordinates other causes to efficient
cause; it is a methodology, a technology of behavior. As a technol-
ogy, behaviorism provides a means of eliciting whatever behaviors
someone might specify. All learning follows the stimulus-response
model. Positive reinforcement increases desired behaviors; negative
reinforcement decreases or extinguishes undesired behaviors. Teach-
ers arrange contingencies and schedule reinforcements, but the pur-
pose for which they implement these strategies lies outside the sys-
tem. Since any reinforcer which increases the likelihood of the action’s
being repeated is as effective as any other reinforcer that has the same
results, it doesn’t make sense to distinguish kinds of positive rein-
forcers. If students like the consequences of the action, they repeat it.
Although behaviorism shares the Epicurean acknowledgement that
pleasure motivates people, a Skinnerian has no philosophical grounds
for choosing katastematic over kinetic pleastire.

In the Skinnerian model, all learning is the same: pigeons learn
by positive reinforcement, as do children and adults. Benjamin

The Ends of Education
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Bloom’s bookHuman Characteristics and School Learnprgvides

a good example of the implications of this for educational practice.
Since he assumes that everyone learns in the same way, Bloom con-
cludes that educational differential comes about from different rates
of learning. His concept of mastery learning would allow each stu-
dent to proceed at his or her own pace through packets of materials
that teach the same contents, in the same way. If students did not
master the material the first time, they would be redirected by the
packet to a second presentation. Eventually everyone would learn
the same material, only it would take longer for some than cothers.
This approach reduces the complexity of teaching to one model, and
proposes one solution, based on a methodology of teaching. The
method itself ignores the social aspects of learning. It solves the prob-
lem of prejudice based on educational differential, but at the cost of
failing to acknowledge real differences and oversimplifying the com-
plexities of what is essentially a social task: teaching and learning.

Another difficulty with Skinner’'s model, since behavior modi-
fication is essentially manipulative, is that it cannot provide an ad-
equate account of autonomy. Intermittent reinforcement works best
on more cognitively advanced subjects. However, it is impossible to
reinforce oneself sporadically. A subject cannot manipulate him or
herself, just as a person cannot play a competitive game of chess
with him or herself, or fool him or herself. This makes the model
inappropriate for any learning that is self-directed.

Another problem with the influence of behaviorism on educa-
tion is the concomitant strategy of writing measurable goals and ob-
jectives. Formulating goals and objectives that are measurable re-
sults in limiting the kinds of goals that teachers can write. For in-
stance, since appreciation is hard to measure, a goal stating that stu-
dents will appreciate literature is unacceptable. Being measurable
comes to mean being easily tested and recorded; the behavior to be
elicited must be observable, which is often taken in a naive, literal
sense. Being observable turns out to mean being quantifiable, in prac-
tice. Since what constitutes accomplishment of the objective must be
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specified beforehand in the individualized educational plan commonly
used in special education, the standard of measurement is preselected,
but may turn out to be inappropriate. This encourages teachers to
substitute some easily recorded, measurable, specific goal for one
which may be more significant but harder to document. The kind of
global goals that could be visionary are not amenable to this treat-
ment. Socrates pursues a transcendent goal — knowledge of the Form
of the Forms. Such knowledge may be unreachable, but how will he
know if it is, unless he tries to reach it? Behaviorism ignores final
cause, which can distort practice.

In American education, another pervasive way of talking about
reform is very like the Sophists of antiquity. Periodically, govern-
ment reports warn us that our public schools lag behind those of our
rivals: the Soviets during the post-Sputnik era of reform, the Japa-
nese or the Germans now. We are encouraged to want the goals of the
Sophists: power, fame, and riches, or worldly success in general.
Success in the marketplace is taken to mark educational success. The
rhetoric proclaims that we must be competitive so that we can oc-
cupy first place among the nations. Schools must improve so that we
can keep our competitive edge, which means we must dominate world
markets. If riches are our goal, and we judge merit by wealth, then
we won't care how we get it. The idea is to wield power, not to gov-
ern wisely; to look good, not to be good; to make money, not to cre-
ate value. This view of education makes the simple mistake of wrongly
identifying the final cause of education as power, wealth, or fame.
But power is only desirable if it is used for good purposes, wealth is
only good when it is properly distributed, and fame should come to
the wise rather than the notorious. Students should want to become
politicians to be statesmen and stateswomen, doctors to heal the sick,
or lawyers to bring justice to the downtrodden. Instead, the reason
they give is that they want to be powerful, rich, or famous. These
cannot be universal goals of education, since someone must be richer
or more powerful than someone else to be successful in these com-
petitive terms. We all chuckle when we hear Garrison Keeler’s joke
about the children of Lake Woebegone, who are “all above average,”

The Ends of Education
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but, as Jonathan Kozol points out, having one group of children be
above average requires that another group somewhere else be below
averageé?

Contrary to the rhetoric of the government reports, schools in
poor neighborhoods continue to get worse while rich schools im-
prove, according to Kozdt. Marxist theorists Gintes and Bowles
analyzed the actual correlation between years of schooling and so-
cioeconomic status, finding that all the rhetoric about equal opportu-
nity seems to be mostly that: rhetoric. Years of schooling and school
success are found to have significantly less value in predicting adult
socioeconomic status than the socioeconomic status of one'®birth.
Given this reality, some critics have become cynical about intentions
to reform. For instance, Ira Shor,@mitical Teaching and Everyday
Life, argues that the junior college system was designed to provide
“custodial care” for the unemployed workers that Marx called the
industrial reserve army. He even accuses the builders of the junior
college system of creating parasitic institutions to stimulate the
economy artificially by spending money on suppte®thers, crit-
ics of repressive regimes such as Paolo Freire, offer similar accounts
of the oppression imposed by educafibRconomic success for a
few is inconsistent with the universal scope of the ends of education.
Fulfillment of the potential of all members of a global society is in-
consistent with rhetoric about any particular nation or group being
first.

The free school movement, current in the sixties and seventies,
proposed radically changing the structure of schools to allow devel-
opment of the creative powers of the child. Theorists of this move-
ment believed Piagetian child psychology to recommend educational
practices that allow the child to blossom by a process of natural matu-
ration. Their belief in the desirability of natural maturation as op-
posed to any system that encouraged the child to follow the direction
of another led them to establish schools with very little structure.
Their guiding axiom is to leave children alone and they will develop
in a better way because it will be natural. David Elkind criticizes the
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pushing of our youth by a culture that forces children into adult modes
and adult activities much too soon in his bddie Hurried Child'®

The happiness of the child is paramount to A.S.Neill, whose schoaol,
described inSummerhilt®served as a paradigm for freeschoolers.
Although freeschoolers may take the theory of inherent patterns of de-
velopment too far, their model is the essentially humane model of
Rousseau'&mile® Their mistake is twofold: first, mistaking a natural
process of growth for the end of a purposeful endeavor, and secondly,
reforming the structure of the school, rather than the goals or purpose.

The deschoolers of the early seventies carry this further, pro-
posing that “school is dead.” Ivan lllich and Everett Riemer’s solu-
tion to the problems of repressive schools is to abolish school as we
know it and start again with a system of informal educational net-
works? Although the movement offered trenchant criticism of the
system, its genesis is reactive. The essence of its vision is derived
from what is wrong with the standard educational model. Although
there are valuable aspects of the deschoolers’ reactions, they depend
on the existence of the wrong thing to which they are responding,
rather than a positive vision of what we ought to aim for instead. We
need to tear down useless old structures, but also must build up vi-
able new ones to replace them.

Humanistic education is a kind of reform movement. Writers
like James Herndofi,John Holt?® Ken McCrorié* and Jonathan
KozoP® engage in an essentially romantic rebellion against the So-
phistic view. These writers describe poor facilities, inhumane condi-
tions, and heroic efforts of some students and teachers to overcome
them. This approach is idiosyncratic. Its accounts are narratives of
the author’s (or someone’s) personal experiences in a particularly
bad school. Reform depends on an heroic individual willing to do
battle against terrible odds. This doesn’t reform the system, just that
person’s classroom, temporarily. Such writers may well be sympa-
thetic with the ends of education identified here, but they focus on
efficient cause, thinking charismatic leaders will reform education.
Although, again, we certainly need leadership, we also need a sense
of purpose. Reform is harder to institute widely and permanently when
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it depends on someone’s personality as efficient cause. Dedicated
teachers have a tremendous impact, but they cannot reform educa-
tion single-handedly.

Another kind of mistaken focus takes content to be the end of
education, sometimes a very specific content. E.D. Hirsch’s massive
list, in his best-selling book on cultural literacy, is subtitithat
EveryAmerican Needs to Knatf This wrongly identifies content as
the final cause of education. Published in response to public demand,
his companion volum&:he Dictionary of Cultural Literacy/,com-
pounded the error by undertaking to identify the items on the list in
definitions two or three sentences long. More recently, a new series
lists what your child should know grade by grade.

Hirsch’s epistemology informs his idea of listiffgde proposes
that we need to learn parts of everything so that we can recognize
that part when we meet it in a larger context later. Hence, it is valu-
able to teach little children the names of the characters in
Shakespeare’s plays so they will recognize them when they read
Hamletwhen they are in high school. His view is formulated from a
theory of perception; it is a variety of the perception-is-knowledge
type of epistemology which Plato criticizes in ffieeatetusAn epis-
temology based on appearances cannot account for how we know
that what we perceive is what it appears to be. Hirsch’s epistemology
fails to address how we know the discrete parts of anything in the
first place.

The mistaken focus on content seems to be a phenomenon of
the conservatism of the nineteen eighties and nineties. Allan Bloom,
in The Closing of théAmerican Mind: How Higher Education has
Failed Democracy and Impoverished the Soulkofy’s Students®
asserts that diluting the standard classical curriculum with “relevant”
authors, including black, female, and third world writers, has resulted
in a generally lower level of education among undergraduates at the
elite universitie$® Bloom concentrates on particular ideas that he
wants to teach, not the skill of analyzing a text. However, history
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teaches us that ideas change. Although some authors may have had
much influence, it is absurd to suppose that a certain body of knowl-
edge constitutes an education. Presumably one could finish master-
ing it and be done. On the other hand, if students learn to figure out
what the philosophical assumptions of influential authors are, then
they will be in a position to assess what they think of anyone’s pre-
suppositions. They will also have a clearer idea of how philosophical
positions have affected society. Development of such skills does not
require reading a particular set of authors.

Many discussions about reading the so-called “canonical” au-
thors have resulted from the idea that education constitutes master-
ing a certain content. Some people contend that there is not enough
time to sacrifice the classic texts that everyone ought to read for some
lesser works just because they are “politically correct.” Each age sees
what it wants to see; our revisions of the canon are a necessary part
of this reinterpretation. History mur view of the past. It cannot be
the past itself. As Kant tells us, we always see things as we see them,
never as they are in themselves.

Another mistake takes mastery of content for what is interest-
ing or useful about that content. Being able to regurgitate some as-
signment differs from truly understanding the material. Not only is it
silly to merely repeat everything some person said as the only pos-
sible source of truth, it is also harmful because it perpetuates any
errors there might be. This happened to Aristotle in the middle ages.
We can also go wrong the other way, and abandon what is good in an
author because there are some things we disagree with, which hap-
pened to Aristotle in the late nineteenth and early twentieth centu-
ries. However, it would be better to retain what is useful or appli-
cable and discard what is not. Human knowledge accumulates gradu-
ally by sorting out ideas. The continuity of human thought is much
too valuable to theorize anew each generation. But it is also impor-
tant to be able to recognize what needs changing and be able to change
it. Change for the sake of innovation is as absurd as conservatism for
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the sake of tradition.

Postmodernism takes cultural diversity to override the common-
alities of culture, making a universal ethic like Kant's categorical
imperative seem arrogant at best, impossible at worst. But the point
of Kant's ethical principle is that it is applicable globally. His third
formulation of the categorical imperative requires that we always act
as if we were members of a kingdom of ends. This would certainly
include respecting other people’s cultural traditidterpetual Peace
shows how thoroughly Kant believed this; if everyone followed the
categorical imperative, there would be no need for war, since the
only justified wars are wars of self-defense, and no one would attack
if all nations acted morally.

Cultural diversity can coexist with Kant’s universal morality,
however, in the conventions of any society which differ but are not
contrary to the universal ethic. Ethnic practices exemplify conven-
tions consistent with a universal ethic. Cuisine, music, costumes, lan-
guage, folk art, and various kinds of manners and practices are mat-
ters of convention, worthy of respect as long as they are not demean-
ing to anyone, members of the group or otherwise. Aquinas has a
nice way to discuss this issue; he says that human law must accord
with the divine law, but can regulate human actions in ways not con-
trary to divine law. Multicultural takes national cultural practices to
be more important than what is common to human societies. Although
this may seem to be the way to correct a rampant nationalism that
disregards the importance of cultural differences, and even seeks to
obliterate other cultures because of their supposed inferiority, there
is plenty of scope for a celebration of difference. The conventions
people choose to practice are a matter of their preferences. Richard
Rhoads formulates a similar idea in the conclusion of his bbek,
Making of the Atomic BomtRhoads recommends a strong United
Nations but suggests relegating the idea of nationality to something
like national theme parlk&Nationalism is deeply ingrained in hu-
man beings, or else we wouldn’'t have as many troubles over this
issue as we perennially have. But nationalism, rightly interpreted, is
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also consistent with a universal principle of morality by which people
can agree upon what is right. | maintain the ends of education are
universal, consistent with a universal morality, and allowing scope
for cultural diversity. Mistaking promotion of nationalistic purposes
for the ends of education makes a global view impossible.

Another mistake occurs when the formal organization of edu-
cation takes precedence over the accomplishment of the ends of edu-
cation. Thinking that reform lies in changing the schedule of a school
without examining what is accomplished by the changes is fruitless.
Unless schedule changes serve the ends of education, they are merely
formal. We don't rearrange how students spend their time for the
sake of a schedule change alone. Students need the chance to prac-
tice autonomy, but most schools are organized with few opportuni-
ties. A schedule that allowed students more chances to practice au-
tonomy would promote the ends of education. Curriculum is impor-
tant in so far as it allows students to acquire the theoretical and tech-
nical knowledge they need to practice excellence. But they need the
chance to develop into autonomous human beings, too.

Another formal aspect of education,grading, presents additional
problems. Grades are often mistaken for final cause; yet, at best, all
they can do is measure accomplishment of school tasks that relate to
final cause in various ways. Grades also serve as motivation, an as-
pect of efficient cause. Distinction between grades as a measure of
achievement and as motivation may help. Grades that measure
achievement by a criterion-referenced standard, provided the stan-
dard is properly set, provide a measure of the level of mastery of a
subject by different people. Grades which measure achievement by a
norm-referenced standard merely rank students according to how they
did on a particular measure in reference to a particular group of people
at a particular time. Grades of this sort are affected by the composi-
tion of the particular group, the appropriateness of the task, whether
the teacher succeeded in teaching the subject matter, the difficulty of
the test, and the time it took the student to accomplish the tasks set by
the test. On the other hand, curriculum-based assessment measures
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student progress against a professional projection of a satisfactory
rate of advance for that student. A portfolio contains a cumulative
record of a student’s best work. Grading is an aspect of formal cause
which should foster the ends of education we hope to achieve, but it
is not an end in itself.

Other recent reform movements have concentrated on teaching
methods. Madeline Hunter’s teacher effectiveness training is an ex-
ample which was popular in the public schools in the nineteen eight-
ies. Hunter rightly advises that teachers need to seek formative feed-
back, as well as give it to students. She has devised useful stratagems
like signaling, which insure that teachers will immediately address
the failure of students to get a point, instead of waiting until they fail
a test. She faces the issue of teaching all the students in a class, in-
stead of counting it a success if some understand what is being taught.
However, Hunter does not address more than her claims cover —
teacher effectiveness. She does not analyze student effectiveness, so
to speak, nor the appropriateness of the content, nor the goals. But
clearly final cause is more important; people have to know where
they are going before they can decide how to get there.

Hunter does not suggest that her method is the only theory rel-
evant to education, but over-zealous administrators who like the
simple clarity of her model use lists of “Hunter’s behaviors” to be
exhibited by teachers as an evaluation instrument. This changes the
model from a useful one that addresses a part of the efficient cause of
education to a merely formal model which may or may not address
the issue of effectiveness. a similar mistake consists of using lists of
“Bloom’s verbs®? to judge what level of knowledge a teacher is
addressing when she writes objectives containing verbs. This reduces
what might be a useful analytical tool to a mindless exercise in for-
mality. The effective schools movement is subject to a similar error.
Administrators may focus on the appearance of success, aiming to
reproduce the statistics of schools judged to be effective on some
external criterion like test scores, drop out rates, or placement re-
sults, which do not, by themselves, indicate real success. When gov-
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ernment officials report that our schools are failing, based on com-
paring scores on standardized examinations with other countries, they
make a similar mistake.

Even well-intentioned reforms like inclusion can lead us away
from what we want to accomplish if they become the end rather than
the means of achieving the end. Inclusion, properly implemented,
would undoubtedly contribute to fulfilling the potential of many spe-
cial education students. But when inclusion is implemented merely
by placing those students in a regular classroom without the support
services needed to make it work, it may actually subvert the end and
retard the progress of those it is intended to help. We need to formu-
late ways of implementing inclusion that are actually based on as-
sessing whether or not the method chosen contributes to the goal.
This will require thoughtful restructuring of the present system.

A new fad of the nineteen-nineties is “outcomes-based educa-
tion.” This requires that a teacher do what good teachers have always
done: figure out what the students should learn, teach it to them, and
evaluate whether they learned it. The problem is that listing the out-
comes often goes astray. Sometimes, outcomes are listed as course
content. There is nothing wrong with listing content, but that is mate-
rial cause, not final cause. If we are going to talk about curriculum,
we ought to be clear that curriculum is content and content is not
purpose. Other planned “outcomes” make other mistakes. In plan-
ning the district outcomes, schools address global goals. One example
states: “We will successfully teach all studeritsThe emptiness of
this utterance should be apparent. The intentions are good, but for-
mulating such a claim is absurd. It does nothing towards accomplish-
ing such a goal, and indeed, may disguise a deceptively thin pro-
gram.

A transcendental ideal is not a statement about future facts. Such
a statement can only be a guess, at best. We can'’t claim empirical
knowledge about the future. Hume points out to us, we can only as-
sume that the future will be like the past. A transcendental ideal is an
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ideal towards which to strive. Unfortunately the whole outcomes-
based idea mistakenly encourages teachers to think in terms of future
facts instead of striving toward ends. “Outcomes-based education” is
especially damaging when the real threat is this: if students don’t
accomplish the outcome, they must repeat the process until they do
(which, by the way, ignores the question of whether the process is
appropriate). The result of this implicit threat is to set the expecta-
tions low, so as to be assured of “success,” especially where no addi-
tional time is allotted to already overworked teachers to carry out
additional work. The temptation is to design easy examinations if the
teacher has to reteach the material and re-administer the examination
until everyone passes. “Outcomes-based education” is right in its in-
tention to offer every student the chance to accomplish certain goals,
but this is only successful if the outcomes are rightly determined and
the conditions needed to carry them out provided. Again, if guidance
from final cause is missing, concentration on instrumentalities may
go astray.

In the first part of this paper, | have suggested what sorts of
things we could say about the final cause of education, building on
Aristotle’s formulation, adding autonomy from the work of Kant,
and extending these ends to a global society as Dewey insists. We
may want to reformulate these ends, adding goals relating to emo-
tional maturity or spiritual development. Whether we are satisfied
with what | have developed or not, we ought to formulate the ends
for which we engage in the purposeful venture of educating our youth.

I think the final cause of education ought to be stated as a transcen-
dental ideal. The formulation | have suggested is that education should
actualize the potential of all people in the practical, theoretical, and
technological spheres, including recognition of the autonomy of citi-
zens in a global society.

In the second part of this paper, | have examined various re-
form movements which pass through our public schools every few
years. | have tried to suggest that their cyclic nature may result from
addressing only some part of the causes of education, the formal cause,
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the efficient cause, or the material cause, or parts thereof, while fail-
ing to address final cause adequately. Clearly final cause determines
the others. We must know why we are doing something before we
can ascertain in what order, by what method, and with what materials
we should pursue our purpose. My hope is that this analysis, brief
though it be, will provide a framework by which to analyze educa-
tional change with a view to developing lasting and cumulative re-
forms in American public education.

State University of New Yor&eneseo
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