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ROUSSEAU’S PHILOSOPHY (OR PHILOSOPHIES?)
OF EDUCATION

Peter M Collins*
Marquette Unwersity
Milwaukee, Wisconsin

The complexity of Jean Jacques Rousseau becomes evident 1n the severe
contrast within his views upon education One of the central issues
raised 1n his educational theory is the relationship between education for
indwviduality and education for citizenship Part of the foundaton of
this question lies quite obviously mn social and political philosophy,
more specifically, 1n matters pertaning to man and the state In this
paper Rousseau's theory of education 1s investigated with specific attention
to his interest 1n forming the individual and the citizen Some of the
apparent contradictions are traced to their philosophical roots ( n
Rousseau’s own wrnitings) The attempt to answer the question of whether
Rousseau 1s propounding two distinct philosophies of education, or
whether he did reconcile them appears to clarify somewhat the thrust
of his thought in these matters It also provides a partial explanation
for the tremendous influence he has exerted on the modern mind
Rousseau addressed himself to a perenmal philosophical-educational
question Even though he himself may not have provided a completely
satisfactory response, his clarification of the difficulty, as well as his
efforts to resolve 11, apparently are stll felt today

Someone not familiar with the wnitings of Jean Jacques Rousseau scarcely
would be inclined to accept the fact that the following pairs of assertions
concerning education flowed from the pen of the same person, particularly
when read m their onginal context

Purposes (a) Emile The purpose of education 1s to assist the boy to develop
in accord with nature, to learn to hive so as to attain manhood (15,pp 14-15)
(b) Minor Wntings Education should produce citizens who are patnotic
by inclination as well as by necessity (16,p 97)

Agencies (a) Emile There are three educators — nature, men and things
They must lead to a common goal Nature is the most fundamental educator
and 1ts goal 15 the goal of education because 1t (nature) 1s independent of
us and cannot be modified (15, pp 11-12) (b) Minor Wnitings Public
education, as prescribed by the government and directed by government.
appointed officials, 1s one of the basic requirements of popular government
and the most important responsibility of the state (16, pp 4142).
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Curnculum™ (a) Emule Unul ‘the age of reason (about age thirteen), the
child will do night, not by following the prescriptions of persons, but by
hving i accord with nature His present interests must dominate the
educational scene (15, pp 40, 52) (b) Minor Wnuings The form and the
order of the child’s studies should be determined by law (16, p 98)

-Methods (a) Emile The education of the young child should be purely
negative 1t should consist not in the inculcation of virtue and truth, but 1n
protecting the heart from vice and the mind from error, 1t should keep the
mind mactive as long as possible while exercising the body and the senses,
and 1t should avoid verbal lessons in favour of expenience In order to let
childhood nipen, expernence and feeling should emerge as the real teachers
(15, pp 4042) (b) Minor Wntings In order to promote patriotism, the
virtues of, courage and-justice should be preached and taught by famous
warriors and upnght judges (16,p 42)

Authonty (a) Emile The child should act not out of obedience, but only
from necessity, he should not be given any orders nor allowed even to
mmagine the legitimacy of human authonty (15, pp 37-39) (b) Mmnor
Writings Instruction without authority and example 1s fruitless (16, p 42)

Discipline  (a) Emile Children should be left free to develop themselves in
a surtable atmosphere, this 1s founded on the principle that the natural
inchnations are always nght, that the human heart harbours no ongmnal
perversity (15, pp 16, 40, 42) (b) Minor Wriings Children must be
accustomed to disciphine from an early age (16,p 99)

Social onentation (a) Erule  Although the boy, at the age of fifteen, 1s
famihiar with the relationships between man and things, he neither knows
nor cares about the relationships between man and man The importance
of this 1s seen 1 that civilized man 1s a slave (15, pp 15, 93) (b) Minor
Writings Children should be made to play together in public, moved to
nvalry and emulation 1n seeking a common end From an early age they
should become accustomed to equality and fraternity, and to hiving under
the public eye and seeking public approbation They should learn to desire
only what the community wants and to become-the defenders of the
country (16, pp 4142,'99)

How senously>opposed are these aspects of educational theory, one
tending to support direct education for individualism, the other direct
education for citizenship? Can they be reconciled? Has Rousseau reconciled
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them? Does he provide philosophical bases for each? If so, do these
philosophical principles form a consistent pattern? Or, has Rousseau
formulated two distinct phulosophies of education? Finally, what has this
eighteenth-century French philosopher contributed to the ‘modern mind’?
These and related questions will be considered in an attempt to better
understand the philosophy and educational theory of Jean-Jacques Rousseau
and possibly some philosophical and educational alternatives.confronted
today .

. EDUCATION FOR INDIVIDUALISM

Since Rouseau’s Emule has been thoroughly analyzed by various
commentators, only a bnief summary and elaboration of selected principles
will be provided An attempt will be made to ascertain the relationship
between these educational ideals and pertinent philosophical principles

Educational theory

To understand Rousseau’s view of education in Emule means to
comprehend ‘negative education,’ as he uses the term  Fundamental to that
notion are his assertions that 1t 1s much more important to exclude vice and
error from the child’s life than to mculcate virtue and truth, and that the
essential thing 15 to make the young child a good healthy amimal, especially
by allowing him as much freedom as possible According to Rousseau,
education ought to consist less in precept than in practice, with attempts
to develop reason occurnng much later than was the ordinary custom
In fact, he claims that the educator should ‘do the opposite of what 1s
usually done and you will almost always be right (15,p 41)°

This kind of education 1s child-centered the process of education is to be
focused upon the conscious needs of the chuld This basic concept, however,
must be understood 1n light of Rousseau’s view of the stages of development
(corresponding to the five ‘books’ of Emule) infancy (ages 0-5), boyhood
(6-12), the approach of adolescence (13-15), adolescence (16-20), and
marriage .

The child at each of tl{ese various stages has very different characternstics
than he has at other stages, Rousseau maintains Two examples will illustrate
this mmportant pomnt One 1s the principle of the ‘ntnnsic worth of the
child’, this concept 1s related to, but distmct from, the principle of the
goodness of the child at birth It signifies that the child 1s not a mimature
adult, but a bemng with charactenstics somewhat unique to children, a
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being of wnherent worth and digmty for what he 1s now, not only for what
he will become later (15, pp 5-6) The author of Emile explains that
‘childhood has 1ts place in the scheme of human life We must view the
man as a man, and the child as a child (15, p 34) ’ One practical reason he
adduces to support 'this contention 1s that children may not live to attain
manhood and so will have prepared unnecessanly for that state and will
have lost what happiness they could have expenenced as children (15,p 33)
For educational theory this demands that the goals of education be
formulated in terms of the present, not the future Paradoxically, one prepares
for the future by refusing to look at the future, since one becomes a mature
adult by lhving through each stage of his development For educational
practice this means that the methods of educating adults are not those
employed with children (15,p 118)

A second example supporting Rousseau’s view that students differ
radically at vamous stages concerns the development of reason (at about
age thirteen) What constitutes the function called. reasomng? Rousseau
contrasts sensation, which produces images, and reason, which produces
1deas Two differences appear Firstly, sensing 1s a purely passive process,
and reasomng 1s an active one, and secondly, images are ‘exact pictures of
sense-given objects (15, p 46),” while 1deas are ‘notions of the objects deter-
mined by their relations (15, p 46) * In other words, sensing 1s a passive
process of ‘seeing’ individual sense objects, reasoning 1s an active process of
comparing those sense unages (15, pp 4647) This enables Rousseau to
define an 1dea as ‘a sort of mixed or complex sensation (15, p 91)° The
awakeming of reason coincides with the imtiation of Emile’s reading
Although Rousseau tends to deny or dimimish the sigmficance of books
(15, pp 72-73, 83) he does give Emile a copy of Robinson Crusoe (and later
other books) 1n light of the fact that he can now reason The promotion of
reading does not appear to be an exception to his persistency in attributing
a certain priority to sense awareness (15)

At this point we will forego a systematic elaboration of the chronological
development of Emile in order to pursue an analysis of four topics regarding
Rousseau’s direct education for individualism as expressed m Emule
References are made to these four considerations (aims of education,
educational agencies, curnculum and methods and teacher-student relation-
ship) in the contrasts portrayed m the introduction to these remarks, as a
result, this description will be relatively bnef

In Emile we find that the pnmary aim of education 1s to develop a man
(15, p 14) Rousseau has no intention of directly preparing his young

’
/
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pupil for a particular kind of work, rather, by prepanng him for manhood
alone, he will necessarily be enabling him to undertake fruitfully the duties
of a particular vocation (15,p 13)

That 15 not the whole answer to the question of educational aims, of
course Perhaps even a more fundamental goal is happmess, that 1s, to
hive well (which demands becommg a man) Furthermore, there are defimte
means to these ends, which means can be taken as ends, 1n a sense To
become a man, one must hive 1n accord with nature, to be accomphshed
through conformmg one’s life to one’s ‘oniginal inclinations (15, pp 11-12).
These inchnations are sought by means of the cultivation of one’s senses and
feelings (only the senses and feelings prior to approxumately age thirteen,
pnmanly the senses and feelings after the onset of ‘reason’). , A very
significant path to this intermediate goal 13 the provision of freedom,
enabling the child to do as he desires (within certain limits) '

Therefore, the aims of Rousseau’s education for individualism include,
1n order of timmediacy, the following to provide an atmosphere of freedom,
to assist in the cultivation of the senses and feelings, to facilitate hving 1n
accord with nature, to enable the reahization of manhood, and to enhance
the possibility of happiness in hife The last of these goals entails sociability
as well as individuality, which raises one of the central questions in these
considerations .

The second topic, concerning the agencies of education, 1s integral to the
actualization of educational goals According to Rousseau in Emile, there
are three educators — nature, men, and things The education of nature,
men, and things are 1dentified, respectively, with the 4nternal development
of or faculties and organs,” the ‘use we learn to make of this development,’
and that which ‘comes to us from our expenence of the things that affect
us (15, p 11)’ Human persons can controi the first of these three not at
all (or nearly so), the third to a imited extent, and only the second sigmf-
icantly (although that 1s doubtful) (15, p 12) The foremost educator
1s nature — for two reasons firstly, the goal of education 1s nature’s own
goal, and secondly, only nature, among the three, 1s not able to be modified,
which makes 1t the basis for determining the direction of the other two.
Among men who educate, the father 1s the natural tutor of his sons (185,
pp 18-19)

The curnculum 1s the third of these considerations in Rousseau’s
education for individuality (15) What should be taught the young boy
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obviously varies somewhat as he grows older, however, there are some
underlying principles, one of which 1s the centring of what is learned upon
the conscious needs of the individual This is the basis for a second
principle the necessary indefiniteness (withun limits) of the contentsof
one’s education Because the foundation of education is the student’s
expenences and feelings m the particular situation, the educator hesitates to
predefine what 15 to be learned In light of the latter’s awareness of develop-
mental psychology and the needs-of this particular individual, he must help
the student meet situations as they unfold As a result, the kind of
knowledge most important for the teacher 1s knowledge of the child (and
hus environment)

Until the activation of the boy’s ability to judge (or reason), the only
object of awareness 15 that which can be sensed or experienced through
the feelings The child 1s put into contact with the natural environment,
not books After he begins to reason (about age thirteen), he 1s exposed to
books and (eventually) such studies as art, history, literature, social science,
and religton However, at all times the pnority of sensation and feeling
must be borne n mind This, along with the student-centredness and the
relative indefiniteness of the curriculum, 1s allimportant

The fourth and final educational concern m this category, teaching
methodology and teacher-student relationships, overlaps some of the above
commentary (15} Probably the most obvious method employed 1s the
exposure of the child to the natural environment, planned in a manner
conducive to his discovery of nature i accord with his own interests and
capabilities As experience 1s gamned m this manner, and as the child
matures phystcally and mentally, he 1s confronted with words 1n the form of
books and discusston wath the tutor

Regarding the sub-topic of authonty and discipline, the picture has been
clartfied 1n our discussion of goals or aims the child 1s to be permtted to
follow hus natural instmets and feelings Freedom 1s a key 1n the process of
human formation However, the tutor 1s not completely permissive — he 1s
a guide who manipulates the environment 1n such a way as to invite the
free response of the growing individual This environment, of course, for
many years 1s 1solated from society, only dunng adolescence (16 to 20
years of age) do the social sentiments develop and provoke relationships
with one’s peers

One additional comment 15 in order the educational principles discussed
above appertain to a boy, not a girl Because Sophie differs from Emule in
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her passivity and weaker intelligence, she 1s to be introduced to society at
an early age and taught authontatively She 1s to please Emile after they
meet and marry

The reader must keep in mind that these remarks were not intended to
analyze exhaustively and mn chronological order the education of Emule
An effort was made only to summanze some of the central principles in
Roussean’s education for imndividualism to facilitate later a companson with
prnciples regarding education for citizenshup Before turning to the latter,
we must seek out some philosophical prnciples pertinent to Emile

Philosophical principles

A few directly relevent philosophical pninciples (some of which have
been discussed) are found i Emule, others regarding the natural man and
the civilized man are analyzed by Rousseau 1n the two early essays,
‘Discourse on the Arts and Sciences’ (1750), and ‘Discourse on the Ongin
and Foundation of Inequahity among Men’ (1758) These topics and
sources, along with a discussion of some Rousseauian views on the role
of feeling, form the basis for an attempt to locate some philosoptucal
foundations of education for individualism according to Rousseau

Although Emile 1s a treatise m education and 1s not a major source of
Rousseau’s philosophy, 1t 18 not devoid of philosophucal principles For
example, one can consult 1ts imtial sentence ‘Everything1s good as'1t comes
from the hands of the Maker of the world but degenerates once 1t gets into
the hands of man (15, p 11)* ‘Everything,’ of course, includes ‘the child,
who 1s born good (‘state of nature’) and 1s corrupted 1n society (‘state of
civihzation’) This principle 1s distinct, although not separable, from the
notion of the intnnsic worth of the child, as indicated above The point of
the former 15 the complete goodness of the child and all his inclinations,
the burden of the latter 1s the fact that the child s not a mimature adult,
but a being of worth and digmty in lus own nght — this, in itself, does
require some goodness, of course

A third philosophical pnnciple in Emile concerns the meamng of ‘to
know’ The connotations of ‘reason,’ ‘reasoming,” and ‘judgment’ are
hughly sigmficant for Emile’s education (Ths, too, has been the object of
some discussion above, and more will be said in analyzing the Discourses )
Fourthly, the principle of utihty 1s proposed in the famed educational
writing  Although 1t 1s explamed only in the context of the process of
educatien, the view 1s that man should act on the basis of that which 1s
useful to hum here and now (15,p 81)
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Fmally, the prionty of feelings over reason 1s foreshadowed in Enule,
again n the context of ‘rassing up aman ’ In the development of the child,
feeling definitely assumes chronological precedence (15, p 21) Even older
and more mature persons should give careful attention to thewr feelings,
according to Rousseau (15,p 127) He prowvides the following reasons natural
law 1s not ascertained by reason alone, but the real teachers are experience
and feeling (15, pp 81, 105), natural nght must be based on natural needs
of the human heart (15, p 105),and the passions are the primary instruments
for human preservation (15, p 97) The specific nature and kinds of feelings,
and therr relationship to reason will be elaborated below

These five principles are closely related to Rousseau’s principles on man,
knowledge and society expressed m the two early discourses The first,
Discourse on the Arts and Sciences (18) was published 1n response to an
essay contest sponsored by the Academy of Dijon Rousseau describes the
manner 1 which he became aware of this contest and his own immediate
reaction

I was on my way to see Diderot, then a prisoner at Vincennes I had a
copy of the Mercure de France in my pocket and I took to leafing through
1t along the way My eyes lit on the question of the Academy of Dyon
which occasioned my first piece of wnting If anything was ever hke a
sudden inspiration 1t was the impulse that surged up m me as I read
that Suddenly I felt my mind dazzled by a thousand lights, crowds of
lively 1deas presented themselves at once, with a force and confusion
that threw me into an inexpressible trouble, I felt my head seized with
a vertigo hike that of intoxication A wiolent palpitation oppressed me,
made me gasp for breath, and being unable any longer to breathe as I
walked, I let myself drop under one of the trees of the wayside, and
there I spent half an hour in such a state of agitation that when I got up
1 perceived the whole front of my vest moistened with my own tears
which I had shed unawares Oh, Sir, if ever I could have written even the
quarter of what I saw and felt under that tree, with what-clanty should
I have revealed all the contradictions of the social system, with what
force would I have exposed all the abuses of our institutions, mr what
simple terms would I have demonstrated that man 1s naturally good, and
that 1t 1s through these institutions alone that men become bad *

The essay won for 1ts author the first pnze and instant fame (2)

* Cited from a letter to M De Malesherbes, Montmorency, January 12, 1762, n
Rousseau (11) This letter 1sno 1249 1n Rousseau (10) Cf also 3, 19



ROUSSEAU'’S PHILOSOPHY OF EDUCATION 59

The conclusion of Rousseau’s immediate response, just cited, provides
the theme for the Furst Discourse (18) His mission was the criticism of
civilization, the reason for this becomes evident with an awareness of the
goodness and happmess of the ‘natural man’ But what 1s this kind of
man? One of his fundamental characteristics 18 a consistency of inner
feehngs and desires, and external appearances — human authenticity
Rousseau decries the affectations and superficialities of ‘civilized man’
Social rules and customs, rather than inclinations, seem to prompt human
actions, resulting 1n the mnevitable prohferation of such vices as insincenty,
suspicions, fears, coldness, reserve, and betrayal, all of which are hidden
under the veil of politeness and urbamty Only the semblance of virtue
remains (18, pp 36-38) 3

What brought about this corruption, which has been accompanied by
the dissolution of man’s goodness and happiness? How has he effected his
own degradation? Rousseau gives various examples which link the cultivation
of the arts and sciences with the disintegration of morals and subsequent
slavery and unhappwness (18, pp 4042, 50-53) He leaves no doubt
regarding his opinion of the source of these ills * our souls have been
corrupted 1n proportion to the advancement of our sciences and arts toward
perfection (18, p 39)’ The arts and sciences have ansen from vice and
cultivate vice, causing society irreparable loss of time (18, pp 4849)

The wider background for incipient social evils 1s civihzation itself,
mnsofar as 1t has provided the luxury which enables men to pursue know-
ledge (18, pp 46, 54) Therefore, civilization has provided luxury, which
has promoted the development of the arts and sciences, which has stimulated
a false sophistication and artificiality among human beings, which 1s directly
associated with corruption of taste and morals, which invites slavery and
unhappiness The end result 1s the de-humanization of man

Rousseau’s mntent 1n the First Discourse, to estabhsh the prominent role
of the arts and sciences n the dissolution of morals and human happiness,
1s logically related to the prionty of feeling over reason, mentioned brefly
above True philosophy, the path to real happiness, consists in communing
with oneself and histening to the voice of one’s conscience i the silence of
his passions because the principles of the good life are engraved 1n all hearts
(18,p 64) .

{

Undaunted by opposition to his first essay, Rousseau decided to compete

for another pnze offered by the Diyon Academy, the question to be
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confronted this time was, ‘What 1s the ongin of mequality among 'men,
and 1s 1t authonzed by natural law? (17, p 99)° Although not a prize
winner, the Second Discourse was published 1n 1758 The purpose of the
writer was to comprehend the ‘meaning of man,’ for the source of mequality
cannot be known unless one first understands human bemgs (17, p 91)
The attainment of that knowledge must be sought, according to Rousseau,
by attempting to ascertain the difference between man’s ornginal attributes
and his acquired artificialities (17, pp 92-93) Thus helps to explain why
the Second Discourse 1s devoted to an elaborate account of how, man
has passed from the ‘state of nature’ to the ‘state of civiization’

.

The author formulates one of the central questions as follows

. And how will man manage to see himself as nature formed hum, through
. alt the changes that the sequence of time and things must have produced
i his onginal constitution, and to separate what he gets from hus own
stock from what circumstances and his progress have added to or
changed in hus primitive state? (17,p 91)
In order to gain awareness of the natural man, we must know correctly
a state which no longer exists, which perhaps never existed, which probably
never will exsst  (17,p 93)’ By what means might that project be under-
taken?

In an effort to know the natural man, one must distinguish between
histoncal truths, on one hand, and ‘hypothetical and conditional reasonings’
on the other (17, p 103) In other words, the search 1s not for the true
ongin of man, but his onginal nature, which appears to demand an analysis
of the most fundamental operations of the human soul (17, p 95) Such
a study cannot be descriptive, but must be philosophical (17, pp 95, 102)
It 1s undertaken by means of natural reason, independently of religious
dogmas (17, pp 97,103, 180)

What, then, 1s man in the state of nature? In the ‘Preface’ Rousseau
detects two ‘pre-rational’ pnnciples (17, p 95) — an interest in one’s self-
preservation and well-being, and a compassion for others — both ntelligible
independently of man’s soctabiity In the body of the essay, first the
physical aspect and then the metaphysical and moral dimension of the
natural man are surveyed Regarding the former, we find extensive
similanties between man and brute Living amidst the wild animals, men
would develop strong and agile bodies, able to subsist by means of skill 1f
not strength (17, pp 105-106) :
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' Prescinding from “the purely physical realm of man’s being, one finds
three differences between man and brute One of them 1s a merely
quantitative distinction — that concerning understanding

Every animalhas 1deas, since 1t has senses, 1t even combines 1ts 1deas up
to a certain point, and in this regard man differs from arbeast only in
degree  Some philosophers have even suggested that. there 1s more
difference between a given man and another than between a given man
and a given beast'(17,p 114) ¢

The second charactenistic of man — namely, his freedom — .distinguishes
him from animal 11 a more basic way Companng animal and man on this
point, Rousseau claims that the former chooses by means of instinct and the
latter through an act of freedom (17,p 113) In elaborating thus, he asserts
a non-matenalistic doctrie of man

Nature commands every animal, and the beast obeys Man feels the same
mmpetus, but he realizes that he 1s free to acquiesce or resist, and 1t 1s
* above all in the consciousness of this freedom that the spintuality of his
soul 1s shown For physics explains in some way the mechanism of the
senses and the formation of 1deas, but in the power of willing, or rather
of choosing, and 1n the sentument of this power are found only purely

spiritual acts about which the laws of mechanics explain nothmg (17,

p 114)

A third difference between man and.brute amimal lies in man’s faculty of
self-perfection  This faculty, with the aid of circumstances, bears.the
burden of developing all the others, 1t pertains to the species as well as the
individual By contrast an animal becomes in the first few months what 1t
will be all 1ts hife, furthermore, 1ts species remains fundamentally unchanged
(at least over long periods of time) (17, pp 114-115) ‘

Instinct alone suffices for living 1n the state of nature, cultivated reason
1s necessary only to live mn society (17,.pp 127-128) Because of his
unenlightened condition, the physical needs of the natural man coincide
with his desires ‘good’ 1s found 1n nounshment, a female, and sleep, ‘evil’
1s specified as pain and hunger (17, p 116) In other words, virtues and
vices are to be understood 1n the physical sense, the former associated with
that which contributes to preservation of self, and the latter with that which
hampers 1t (17, p 128) The natural man 1s preoccupied only with hus
present existence and 1s not given to worrying about the future (17,p 117)




62 PETER M COLLINS

Rousseau says, presuming we are destined to be healthy, * I almost dare
affirm that the state of reflection 1s a state contrary to nature and that the
man who meditates 1s a depraved ammal (17, p. 110).”

The author of the Second Discourse distinguishes, in the sentiment of
love, between the moral and the physical, the latter being a general desire
of one sex to unite with the other (17, p. 134), and the former designating
that which determines the desire and directs 1t exclusively toward one
particular object, or which at least provides a greater degree of energy for
the preferred object The natural man 1s hmated to physical love, 1n that
so-called moral love 1s founded on certain notions of mert and beauty and
on comparisons incomprehensible to the savage (17, pp 134-135)

The general status of the man in nature 1s summed up by Rousseau
himself

Let us conclude that wandering m the forests, without industry, without
speech, without domicile, without war and without haisons, with no
need of his fellow-man, hikewise with no desire to harm them, perhaps
never even recogmzing anyone individually, savage man, subject to few
passtons and self-sufficient, had only the sentiments and intellect suited
to that state, he felt only his true needs, saw only what he believed he
had an interest to see, and his intelhgence made no more progress than
his vamity If by chance he made some discovery he was all the less able
to communicate 1t because he did not recogmze even his children Art
penshed with the mventor There was neither education nor progress,
the generations multiphed uselessly, and everyone always starting from
the same point, centunes passed 1n all the crudeness of the first ages,
the species was already old, and man remained ever a child (17,p 137)

Finding mmequality to be hardly perceptible in the state of nature 17,
p. 140), the author sets out to show how mequality onginates and develops
In moving from this ongmal state to the development of inequality, he
describes a key principle servitude develops from the dependence of man
upon man Thus, the ongin of man’s bondage seems to lie 1n the social
situation 1tself, The immediate founder of civil society was the first person
to appropriate property effectively (17, p 141) The idea of pnvate
property, of course, depended upon a succession of pnor 1deas, especially
that of the interrelationshup of a man with other beings, the development
of language and mind, and the establishment and differentiation of families
(17, pp 143-148) ) , \
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The enlargement of reason and arousal of vanity gave rise to competition
and nivalry, opposition of interest, and the hidden desire to profit at the
expense of others, gradually, there grew demands of civility, [aws to protect
that civility, and pumshment to enforce the laws (17, pp 150-160)
Inequality, slavery, and musery soon accompanied these changes (17,
pp 151-152) Along the same hLne, the author attnbutes to these
phenomena the orgamzation of society, entailling the subjection of the
human race to a few ambitious m\dwlduals (17,p 160)

The progress of equality 1s succinctly summanzed m three stages
the estabhshment of law and the right of property, authorzing the status of
nch and poor, the institution of the magistracy, promoting the division of
strong and weak, and the changing of legitimate power nto arbitrary
power, resulting in the classes of master and slave This thurd epoch marks
‘the last degree of mnequality and the imit to which all others finally lead,
until new revolutions dissolve the government altogether or bring 1t closer to
its legitimate institution (17,p 172),’ (cf also pp 177-178)

In two bnef passages, Rousseau summarizes and concludes the Second
Discourse The first contrasts the natural man and civilized man

What reflection teaches us on this subject, observation confirms perfectly
savage man and civihzed man differ so much in the bottom of their
hearts and inchnations that what constitutes the supreme happiness of
one would reduce the other to despair The former breathes only repose
and freedom, he wants only to live and reman 1dle, and even the perfect
quietude of the Stoic does not approach his profound indifference for
all other objects On the contrary, the citizen, always active, sweats,
agitates lumself, torments himself mncessantly in order to seek still more
laborious occupations, he works to death, he even rushes to 1t in order
to acquire immortality He pays court to the great whom he hates, and
to the rich whom he scorns He spares nothing in order to obtain the
honor of serving them, he proudly boasts of his baseness and thexr
protection, and proud of hus slavery, he speaks with disdain of those who
do not have the honor of shaning 1t (17, pp 178-179)

A final statement closes his essay
It follows from this exposition that inequality, being almost null in the

state of nature, draws 1ts force and growth from the development of our
faculties and the progress of the human mind, and finally becomes stable
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and 'legitioate by the establishment of property and laws It follows,
further, that moral mequality, authonized by positive right alone, 1s
contrary to natural night whenever 1t 15 not combined mn the same
proportion with physical inequality a distinction which sufficiently
determines what one ought to think in this regard of the sort of
inequality that reigns among all civihized people, since 1t 1s manifestly
against the law of nature, in whatever manner 1t 1s defined, that a chld
command an old man, an imbecile lead a wise man, and a handful of men
be glutted with superfluities while the starving multitude lacks necessities
(17, pp 180-181)

The last distinct topic 1n the consideration of Rousseau’s philosophical
principles underlying his education for individuahsm 1s the nature of feeling
and 1ts relationship to reason It will be analyzed very breifly since 1t has
been discussed above

Rousseau persistently mantained that the most fundamental impluse
m man 1s selfJove (15, p 97), an nnate desire to preserve and enhance the
self (15, pp 40, 44) It 1s the only in-born passion and 1s the source of all
others, which are (in a sense) only modifications of 1t (15, p 97) * The
feeling or impulse of selflove 15 not to be confused with egoism The
latter 15 a feelmg of preference of oneself over others, which arises only 1n
society, the natural man cdid not make comparisons (8, p 197, cf also
6,pp 174,184,15,pp 97,102)

A second feeling sigmficant 1n human development 1s compassion, a pre-
reflective emotion of nature which comes into' play when man takes note
in some sense of his fellow human beings It moderates love of self in
individuals, contributes to the preservation of the species, and, 1n the state
of nature, takes the place of laws, morals, and virtues Although distinct
from self-love, compassion 1s a denvative of 1t, 1t 1s simply an extension of
the concern for self to a concern for others, partially as a result of seeing
the needs of others as similar to one’s own demands (6, pp 174-184,
15,pp 97,102,17,pp 131-133)

The verb ‘to feel’ 1s sometimes assumed by Rousseau to signify the
mmmediate apprehension or intwition of the good, as in his statement,
‘What I feel to be night 1s nght, what I feel to be wrong 1s wrong (6,
p. 249)°

*This point 1s found 1n 1ts entirety 1n Foxley’s translation of Emile (6)



ROUSSEAU'S PHILOSOPHY OF EDUCATION 65

Closely related to the last sigmfication of feeling 1s the relationship
between feelings, morality, and consctence  According to Rousseau,
morahty 18 not only founded on one’s natural feelings but 1s precisely the
unhampered development of man’s natural feelings (2, pp 93-94,6,pp 61,
173,215,15,pp 44,97,113) This presumes, of course, that man’s natural
desires and mmpulses are totally good, rendenng the impediment of his
natural dnives an evil  Conscience 1s an mnate principle of justice and
virtue, restding 1n the heart, by which one determines his own actions or
those of others to be good or evil (6, p 252) It appears that feelings are
the basis of morality by the very definition of morahty All morality 1s not
merely based upon feeling, but, perhaps more accurately, 1s 1dentified
with the development of feeling The ultimate basis 1s, of course, self-
love, because that 1s the onginal and most fundamental impulse and the
source of all others :

: What 1s the relationship between feeling and reason in regard to morality,
according to Rousseau? Unquestionably, the emphasis 1s upon feeling as
a guide to living, however, there 1s some role reserved for reason Feeling
18 mnnate, while intelligence develops later He seems to indicate that the
function of the latter 1s to awaken the feehngs, which are the impeccable
guides to good Therefore, feeling enjoys a double priority over reason —
chronological (because 1t arses first) and substantial (because 1t 1s more
fundamental) (6,p 253)

One commentator claims that the doctrine of the prionty of feelings over
reason constitutes a magor contribution of Rousseau to the ‘making of the
modern mind (5)° In reacting aganst an and rationahsm (2, p 96)
Rousseau apparently became unique in the history of ideas for his appeal to
feeling The two followng comments bear this out :

To feel — that 1s the thing with Rousseau, and that 15 the henitage he
bequeathed to the world . The English moral sentimentalists had
reasoned about a moral sense and about feeling, they had by rational
criticism shown that reason was not everything ‘Rousseau 1s different
He 15 all feehng He peels off man’s skin to leave his nerves raw Reason
15 victious, but feehng is good, thunking 1s antthuman, but impulses are
‘natural > ‘Let us lay 1t down as an incontrovertible rule,” he insists,
‘that the first impulses of nature are always nght; there 1s' no onginal
sin 1n the human heart > Rousseau appealed to feeling as no one before
him had done, and that 1s why Morley sums this pomnt up by observing
that ‘this was not merely a new doctrine | 1t was a battle cry ’
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Rousseau creates his new morality on feeling, and for this reason he 1s
termed by Kant the ‘Newton of the moral order ° His morality s fresh,
indeed, but it 1s built on the shifting foundation of impulsive feeling,
so that night and wrong change as rapidly with hum as does his impulse.
Right and wrong, after Rousseau, are more closely connected with good
or bad digestion than ever before in history Objective night and wrong
gtve way to your emotional impulses What you feel is right, accordmg
to Rousseau, 1s right sunply because you feel 1t 1s so (5,p 191)

Philosophy of/and education

The first consideration regarding Rousseau’s educatton for individualism
1s the relationship between the philosophical and educational principles
already discussed One can proceed from the philosophy to the education
or vice versa We will follow the former pattern, and, in doing so, attempt
first to identify each philosophical principle and then immediately its
educational consequent(s) The pnnciples will be explicated only to the
extent necessary to clarify the pertinent relationship(s)

+ First, the total goodness of the child at birth (therefore, in another
sense, 1n the state of nature) supports a central feature of Rousseau's
‘negative education,” namely, the freedom and flexibility accompanying
child-centredness The child 1s not only allowed, but also prompted
(within hmmts), to pursue the fulfillment of his desires in the natural
.environment Since all his instincts are good m themselves, what he chooses
on the basis of them will inevitably prove beneficial Ths can be tested
by assummng an opposed view of man if the child i1s fundamentally
depraved, strict and nigid codes of behavior must be devised, and he must be
coerced through verbalization and physical pumshment to observe them in
order to root out and overcome the evil tendencies and attain the good

Secondly, the intnnsic worth of the child as a child, that 1s, the fact
that he 15 a being of worth and dignity in humself, not merely n his
potential for becoming an adult, affects the purposes and methodology of
education Because of the child’s umqueness and worth as a child, the goals
of education must concern pnmanly the present, not the future In fact,
because the child must be developed in each stage of his existence as a
preparation for the next level, one prepares for the future by disregarding
the future 1n favor of attention to the present Furthermore, this view
of the child demands an alteration of curmculum and methods to smt each
stage Thus will be elaborated immediately below 1n regard to knowledge,
which vanes sigmficantly for child and adult
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Thirdly, the meaning of ‘to know’ hinges upon the meaning of ‘reason’
and the capability of one’s reasoning powers As already clanfied, until
about age thirteen the child 1s able only to sense and, thus, to form images,
with the development of reason, he 15 able to compare sense images to form
ideas Therefore, in his early years he will be restricted exclusively to
learning through sensible objects The role of the teacher will be to provide
an environment of things appropnate to his interests and maturation When
he becomes capable of reasoning, he gamns an interest in reading and
listening, perhaps in order to compare his own cbservations with those of
others As a result, he 1s provided with books (books giving an account of
experiences similar to his own — so, Robmnson Crusoe first), and he also is
enlightened through conversation with his tutor These obvious changes
bear a relationship to further curricular innovations, such as the teaching of
history, literature, and religion, as he matures

Fourthly, the pnionty of feelings over reason, so clearly an essent:al
feature of Rousseau’s philosopliy, 1s not unrelated to the meaning one
attaches to the relativity of truth His view explains, i1n some measure,
the need for a child-centred education with its flexible curnculum Because
of the flux of emotional states, the educator must be preoccupied primarily
and constantly with the child in order to ascertain his (the child’s) desires
The curriculum, what the child learns, will vary with his desires, which may
change rather frequently and radically A concern for an objective truth
comprehended through reason and ordered in a somewhat pre-defined
curriculum holds a secondary place, 1f any Presuming that the curriculum
18 a version of the truth adapted to the abilities of the learner, the truth
viewed as constantly changing means seeing the curriculum in the same
manner '

Fifthly, man has a free will — at least in the state of nature He 1s able to
choose and become responsible for his destiny Thus justifies the freedom
provided by the educator in an effort to promote the child to become
himself, an authentic human being The spiritualistic, non-mechanistic
and non-deterministic dimension of man 1s linked with his free will and 1s
promoted 1n education as just described A

Sixthly, and closely related to the last point, the natural man possess a
faculty of self-protection This, too supports the child-centredness and
concomitant freedom in education mentioned above Along with the 1nnate
goodness of man 1n the state of nature, 1t provides a basis for freedom m
that the chuld will do instinctively not only what 1s good for himself, but
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that which renders hun an even better person

The principle of utility 1s the seventh consideration The cntenon put
forth for behaviour, namely, usefulness or satisfaction of present needs,
becomes an underlying criterion for the curriculum Linked to the previous
philosophical principles, 1t contributes to the substantiation of the child-
centred negative education already descnibed

The eighth pnnciple, the 1dentification of morality with the development
of one’s feehings (especially self-love), means for moral education, or
education for character, the untrammeled cultivation of one’s instincts,
and that demands, again, the freedom of a child-centred educational process

Ninthly, the corruption of man through sociahization, which entails
prnivate property and the arts and sciences, dictates an early childhood
education away from society This does not necessarily mean complete and
continuous dissociation from one’s peers In fact, another side of this philo-
sophical principle appears to be the social nature of man In Emile the
social instinct did develop, and, 1n tume he found himself 1n a well known
social institution — marnage Perhaps, then, the child 1s kept away from
soclety only 1n order to become a better citizen But this touches upon one
of the central 1ssues of Emile — how will 2 man who has been educated
exclusively for himself get along with other people (15, p 14)? — and
one of the major questions of this paper — can Rousseau’s theores of
education for individualism and education for citizenship and their
respective underlying phulosophies be reconciled?

Finally, the differences between male and female, Rousseau-style,
account for very different kinds of education for each As noted, Sophue
1s less aggressive and less intelligent than Emile In Book V (the last chapter)
of Emule, the education of Sophie 1s descnibed — she 1s placed 1n a domestic
situation and taught the duties of the home and the art of pleasing in a
manner appropmnate to her docithty She 1s to distingwish good and evil on
the basis of what she 1s told to do that which 1s commanded 1s good, that
which 1s forbidden 1s evil (15, pp 146-147) She should assume her mother’s
religion, and later her husband’s (15, p 144)

In concluston, 1t 1s mportant to note that some of these philosophical
principles might well support educational tenets other than those depicted
Furthermore, some of these educational theones might find partial justi-

“fication 1 philosophical doctrines not presented here  Nevertheless, the
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principles elucidated are circumscribed within the spint and teaching of
Jean-Jacques Rousseau, and there' 1s a bond or consistency between the
philosophy and the education His education for individualism does find
some philosophical substantiation in his own doctrines

EDUCATION FOR CITIZENSHIP

This side of Rousseau’s educational theory also will be summanzed
briefly 1 light of the principles clarified at the outset An effort will be
made to search out some philosophical principles pertinent to education
for citizenship as described by Rousseau in his so-called ‘minor educational
wntings > Again, an effort will be made to correlate the education and the
philosophy

Educational theory

The same four topics followed m analyzing education for mndividuality
will be used here — they are axms or goals of education, educational agencies,
curriculum, and methods of teaching and teacher-student relationship

The pnmary aim of education, according to Rousseau 1n “‘Considerations
on the Government of Poland and on the Reformation of It Projected in
April, 1772, 1s clearly nationalistic —1t 15 to form patriotic citizens (13,p 97)
Other goals are exphcitly or implicitly included as means to the formation of
loyal countrymen For example, educators attempt to acquaint students
with the herntage of their forefathers, that 1s, with the values and ideals
which inspired them (14, p 42) Thardly, an objective closely related to this
one 1s to familanize students with current conditions in and facts about their
country, especially its laws (13, p 99, 14, pp 4142) Fourthly, students
should be subjected to rules and regulations at an early age so as to inculcate
a respect for authonty (13, p 92, 14, p 42) Rousseau explicitly stated
another goal to promote sociahization at an early age in order to foster a
spit of equality and fratermity (13, p 99, 14, p 4142) Finally, another
specific objective of the educational process 1s to motivate, particularly
through personal example, the kind of behavior which best will promote
the mterests of the country (14, p 42)

Whereas the education of the individual, as such, requires the ‘cooperation’
of three educational agents (man, nature, and things), the direct formation
of a citizen 15 accomplished pnmanly through the state (13, p 98, 14,
pp 4142) In the principles from the ‘mmnor wntings’ introducing these
remarks, the role of the parents 1s not emphasized, however, Rousseau does
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leave open the possibility of domestic education, at least within hmitations
(13, p 99) At any rate, this education 1s unquestionably the most
important responsibiity of the state (14, p 42}, and the curnculum should
be determined by law (13, p 98) He refers explicitly to mother, father,
and children 1n one passage, but the first 1s a simile for ‘homeland,’ and the
last two must be understood 1n the context of patriotism — fathers and sons
of the nation (14, pp 4142)

The curriculum, as just indicated, must be formulated and ordered by
the state (13, p 98) The content (what will be taught) will be hughhghted
by the experience and capabilities of the rulers and the courage and virtue
of the citizens (14, p 42) In other words, hustory will hold a central place
in the curriculum, particularly the history of the nation taught in such a
manner as to glorify 1ts past Probably a course in government would
be ncluded since the young students must be taught the laws of the state
(14, pp 4142) Play and games would also be organized for groups of
children (13, p 99) Regardless of other subjects which might be offered,
the form and sequence of the studies 1s an 1mportant responsibility of the
lawmakers (13, p 98) Apparently, then, the curniculum would be divided
into academic and non-academic components, with the former focusing on
history and government, which are intended to inform students of their
national hentage and current laws and leaders, to mould favourable attitudes
toward their country, and to prompt action on 1ts behalf

Finally, the methods and teacher-student relationship in directly
educating a citizen also appear to differ significantly from those suggested
in Emle For example, whereas verbalization 15 de-emphasized in one
mstance, the famous warriors are brought in to ‘preach courage’ (14,p 42)
n national education One would also assume that lectuning and discussion
would hold a prominent place when the ‘upnght judges grown white in
their office teach justice (14, p 42)* The examples of these and others
would also be significant 1n the formation of the young Another contrast
1s seen 1n the freedom afforded Emie and the authorty of discipline
exercised 1n the direct reanng of a citizen In regard to the latter, children
from an early age must become accustomed to discipline through strict
enforcement of rules and laws (12, p 42,13,p 99)

Although parents may arrange for part of the education of their children
1n the home, the state and 1ts magistrates formulate educational laws and
policies and superintend education Furthermore, the children must join
thetr peers 1n public for games and exercises which are intended to cultivate
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notions and attitudes of equality, fraternity, nivalry, and discipline A spint
of commumty must be enhanced to imsure the development of patriotism
(14, pp 4142)

Rousseau explicitly adverts in ‘Considerations on the government of Poland
and on the Reformation of It Projected 1n April, 1772’ to the lack of details he
1s prescribing for this public education (13,p 100) However, he leaves no
doubt that 1t 1s to be pubhic education, that 15, under the general auspices of
the state and, more specifically, under public officials appotnted by the highest
political authonity (14,p 41) On the public schools (which he calls ‘colleges’)
rests the hope of the republic The outcome sought 1s a united citizenry

Without pursuing further details of Rousseau’s ‘education for citizenship,’
we will seek some philosophical principles (primarily 1n connection with
the Social Contract) to substantiate this kind of education

Philosophical principles

The philosophical fame achieved by Jean Jacques Rousseau has been
achieved prnimanly through the Social Contract, his treatise mn political
philosophy A bref clanfication of the problems and purposes of that work
will indicate 1n introductory fashion its pertinence to the educational
principles analyzed under ‘Education for Citizenship ’

Whether to condemn the social order or attempt to justify 1t (2) — this
18 the broad problem rased in the Socwal Contract, and 1t 1s due to the fact
that, while man 15 bomn free, he becomes enslaved The first option,
condemnation of society, 1s ruled out since ‘the social order 1s a sacred nght
whach 1s the basis of all other nghts (12,p 6)’ Consequently, the justification
of the legittmacy of the social order becomes a central concern of the Social
Contract The foundation of the social order 1s netther force (for that would
violate free will) nor natural right (for the state of nature 1s distinct from the
state of society), but agreement or convention and, therefore, some form of
assoclation This human bond, to be stabilized 1n some form of contract,
18 not to be merely a means of protection, but the possibility of obeying
oneself and remainng free 1 a social condition One recogmzes ths, of
course, as the perenmal attempt to reconcie the indiidual good and the
common good, authornity and freedom, law and liberty, the fundamental
problem approached and resolved (to Rousseau’s satisfaction, anyway)
in the Social Contract

The essence of the social compact 1s expressed by Rousseau as follows
‘Each of us puts tus person and all his power m common under the supreme
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direction of the general will, and, 1n our corporate capacity, we recerve each
member as an mdmvisible part of the whole (12, p 15)* .The result of this
contract 1s the creation of a public person (or body politic) designated by
various names — the State, the Sovereign, a Power, the people (citizens or
subjects) — depending upon the connotation intended

Three key terms arise mn a further analysis of the social contract —
sovereignty, general will, and freedom The first signifies ‘nothing less than
the exercise of the general will (12, p 22)° While every citizen has a
particular will, 1t 1s hus civic duty to conform his private will to the general
will of the sovereign, of which he 1s a member But, what 1s this general
will? By what means 1s 1t known? How is 1t related to a particular will and
the sum of paricular wills? Answers to these questions provide some basis
for grasping the signification of the third term, freedom

Somewhat extensive attention will be devoted to the concept of the
general will for two reasons —its importance in the Social Contract (2,p 91)
and 1ts sigmficance for Rousseau’s theory of national education (4, p xxv)
Perhaps 1t will be helpful in ascertaining what 1t 1s, to determine, first of all,
what 1t 1s not It 1s not a decision expressed in a majonty vote of the
assembly  For subjecting one’s will to a majonty vote could conduce to
tyranny and intolerance While the conclusion drawn from counting votes
will not necessarily provide for the common good, the general will 1s
infalhble (2, pp 103-4,9, pp 25-26) The distinction between the ‘will of
all’ and the ‘general will’ must be maintained The former 1s simply a sum
of particular wills (9, p 25), the latter 1s the will of a umversal subject, the
sovereign people, and 1s always directed to the common good Without
further qualifications the two cannot be i1dentified (regardless of the out-
come of any vote taken to ascertain the sum of particular wills)(2,p 104)

Because the general will 1s ¢ the sum of the differences’ (9, p 25) of the
citizens voting independently, one means to the expression of that will 1s the
obliteration of partial societies each citizen should think his own thoughts
without relymg upon those of other mndividuals and groups If partial
societies do exist, they should be as numerous as possible and equal Only
these precautions, says Rousseau, guarantee the proper enlightenment of the
general wall (9, pp 25-26) It follows that 1n a situation 1n which no partial
assoclations exist in the society, or if those that do exist are as numerous as
possible and are not unequal, and the people are voting in an enhghtened
manner, the general will and the.will of all coincide, and a majonty vote
mevitably prescribes the common good (2, p 107) Therefore, there are
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some circumstances 1n which ‘counting votes’ will not provide the general
will, and there are other circumstances in which ‘counting votes’ waill
provide the general will, the basic criterion 1s the enlightenment of the people

Perhaps 1t would not misrepresent Rousseau to suggest that the negation
of all partial societies, and the existence of partial societies as numerous as
possible and equal are fictions Even assuming that such circumstances
possibly could be attained, how mught they be detected? We stull find
ourselves with the fundamental question, by what means can we ascertain
the general will and, thus, the common good? Rousseau himself admuts
that ‘Of 1tself the people wills always the good, but of itself 1t by no means
always sees 1t The general will 1s always in the right, but the judgment
which guides 1t 1s not always enlightened  the public wills the good 1t
does not see (9, p 34) "’ In the same vein, Copleston comments as follows

The individual, impelled fundamentaily by self-love (not, we may recall,
to be 1dentified with egoism in a morally depreciative sense), naturally
seeks his own good, though 1t does not necessanly follow that he has a
clear 1dea of its true nature The ‘public person’ which the social
contract brings into existence also seeks mevitably its own good, the
common good But the people do not always understand where their
true good hes Hence they stand in need of enlightenment in order
that the general will may be properly expressed (2,p 104)

The last of the three key ideas in our analysis of the social contract
1s freedom, which should be considered in the context of a comparson
between the natural man and the civilized man, the contrast descnbed
in the Second Discourse It appears that for the natural man political
society 1s an evil, whereas we find the author claiming (in the Social
Contract) that civiized man’s nature 1s fulfilled in the social order Is
this a pure contradiction? Perhaps not Even though the tone and
emphasis are sigmficantly vamed, that can be explamed partially in hght
of the fact that, in the Second Discourse, Rousseau has n mind the
extant soclety, particularly France, while in the Socwual Contract he is
reflecting upon the 1deal society, the situation as 1t ought to be
Furthermore, along with extolling the benefits man acquires by means of
the social contract, he laments that the abuses of his new circumstances
degrade him  One also must keep 1n mind that, in the Second Discourse,
Rousseau was concerned with the ongins of inequality, and in the other
work with the benefits attamned through a societal environment., One of these
benefits 15 the substitution of ‘civil’ and ‘moral’ hberty for ‘natural’ hiberty
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It 15 noteworthy that Rousseau sees this transformation as beneficial (2,
pp 99-100, 9, pp 18-19) . -
B O

What are civil liberty, moral hiberty, and natural hiberty? The last 1s
realized by man in the state of nature and signifies the unlimited nght to
everything which he attempts to obtain and succeeds m obtaining, 1t 1s
limited only by the strength of the individual Civil liberty refers to the
propnetorship of all that one possesses (7, p 253) and 1s limited by the
general will Over and above natural liberty and civil liberty 1s moral hiberty,
acquired 1n the civil state, and apparently defined as ¢ obedience to a law
which we prescribe to ourselves (9, p 19) ' Therefore, natural liberty 1s
lost by the social contract, but a lugher kind of freedom 1s gained Although
some perverted forms of government may enslave human beings, that 1s
accidental to the state, as such The State, 1n its essence, 15 an inestimable
benefit to man (2,p 101)

Thas bnef summary does not represent an attempt to adequately review
Rousseau’s complete doctrine of the social contract and the difficulties
therein, principles were selected and explained to serve as a possible basis
for a philosophical substantiation of his view of education for citizenship

Philosophy offand education

The relationship between the philosophy and the education will be
pursued again by distinguishing particular philosophical principles and
seeking their respective educational implications The first of three aspects
of Rousseau’s philosophical doctrine 15 the intrinsic legitimacy of the social
order and the concomitant social nature of man What does this mean for
education” It appears to be directly related to portions, 1f not all, of the
educational theory discussed in this section For example, 1t serves to
justify the central purpose of education — to form patriotic citizens — as
well as the subsidiary goals, such as to inculcate knowledge of the past and
present culture, to enhance respect for authonty, to promote socialization
at an early age, and to provoke the kind of behaviour befitting one who
assumes responsibility for the common good

Secondly, this phiulosophical view of man and society 1s not unrelated to
the delegation of authonty for education to the state, which has the care of
the common good and will estabhish public schools to ennch social harmony
and well-bemg Thirdly, 1t has a bearing upon a curnculum which should
include history and government taught by famous leaders and govern-
ment officials, if possible and practical Fourthly, the fact that man
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1s a social beingis an inherent aspect of the demand for children to participate
in exercises and games with other children in order to become imbued with
the spint of equality, fraternity, and community welfare Undoubtedly,
Rousseau’s acceptarice of the reality of the social order and the social nature
of man substantiates certain dimensions of his theory of national education

The second of these three general philosophical principles concerns the
view of moral liberty analyzed above The role of law 1s highly sigmificant
in the definition, obedience to a law which we prescribe to ourselves
Although this principle cannot be separated from Rousseau’s theory of the
general will, some observations on education can be made at this point
First of all, even though the law 15 prescribed to ourselves, 1t 1s a law and
ought to be obeyed Obedience to external authonty might be commanded
— Rousseau doesn’t say 1t like this —1n hight of the fact that the law (general
will) 1s not readily known, and one would expect the wiser persons to be
more aware of 1t than others, thereby clothing them (the wiser) with some
authonty This attitude of respect for external authorty, then, should be
mculcated by the school And since the wisest and noblest man must obey
the law, self-discipline (or obedience to mternal authonty) is always
prescribed  One could conclude that, for most persons, heeding external
authornty 1s helpful, 1f not essential, to the development of self-discipline,
the latter 1s the end of the use of extrinsic authority Secondly, in regard
to the fact and reality of law and 1ts necessity for becoming free, one sees
in education the usefulness of acquainting students with exemplars among
famous leaders of the past and present in order to excite emulation of those
renowned patriots

Finally, among these three principles 1s one of the most central as far as
education 1s concerned directly The general will has been described as the
infallible means to the common good, and 1t 1s the source of the laws (7)
The absolute need to confront and conform to the general will in order to
be good and happy 15 an mmportant pont (2, p 90, 7, pp 259-260)
However, as we have noted, even though the general will 1s infallible and
necessarily desired by all, 1t 1s not, by that fact, known by all (9, p 34)
Apparently, 1t can be known only with great difficulty (The concept itself
was never clearly developed ) (2, pp 105-106) Ths provides us, then, with
the basic reason for the fundamental purpose of public education - to
provoke awareness of the general will The nature of that will even suggests
that the process of seeking 1t be public In the ‘Discourse on pohtrcal
economy,” the general wil 15 linked with public education through a
consideration of virtue Virtue 1s nothing other than the confornmty of
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particular wills to the general will (7, p 260, 2, p. 88) The reign of virtue,
then, will depend, n part, upon the effectiveness of public education in
securing' this conformuty (2, pp 88-89) This raises the age-old questions of
whether: virtue can be taught and, if so, how, but the need for public
education, according to Rousseau, 1s clear

The same qualifications made in concluding the pfulosphy of education
for individuahsm n regard to the relationship between the specific
philosophical and educational principles also govern these considerations
Agam, all the prninciples may be attmbuted to the spint, if not the actual
terminology, of Rousseau, and there does appear to be positive relation-
ship between the philosophy and the education Rousseau’s:‘education
for citizenship’ does have some basis 1n his philosophical teachings

EDUCATION FOR INDIVIDUALISM AND CITIZENSHIP? OR FOR CITIZENSHIP?

We are now prepared to reiterate and attempt to answer some of the
basic problems posed at the outset of this paper Can the two educational
theories, education for individuality and education for citizenship, be
reconciled? « Has Roussean reconciled them? Does he provide philosophical
bases for each? If so, do these philosophical principles form a consistent
pattern?”  Or has Rousseau formulated two distinct philosophies of
education? Finally, what has Rousseau contributed to the ‘modern mind*?

. Regarding the third question, whether each of the two aspects of
educational theory has a philosophical foundation n Rousseau’s own
doctrines, solid evidence m the affirmative has been provided The
consistency of the two patterns of philosophical thinking 1s a more difficult
issue  However, that already has been discussed at some length  The
corrupting tendencies of society contrasted with the inherent worth of the
soctety and reality of man’s social nature, and natural liberty compared to
moral and civil hiberty constitute large questions in the interpretation of
Rousseau  As already indicated, the tone and emphasis of the various
passages tend to create apparent contradictions However, considering
Rousseau’s differing purposes, the context of s remarks, and the fact
that he was confronting a nchly vanegated reality in controversial areas
tends to modify the sharpness of the differences

Has Rousseau really provided us with two separate theories of education?
That question will be broached, first of all, by considering Enule alone
This famous treatise 15 largely responsible for Rousseau’s reputation as the
apostle of individualism 1n education The strong emphasis i1n Emile upon
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the upbringing of the mmdividual, as such, 1s obvious, however, formation for
social living 1s not overlooked (1, pp 181-182) The eighteenth-century
philosopher of Romanticism does call Plato’s Republic ‘the finest treatise
on education ever written (15, p 13)’ and, in the same paragraph, bemoans
the fact that communal education (in Plato’s sense) does not and cannot
exist 1n hus own time because there are no longer any real fatherlands and
real citizens (15, p 13) This makes quite wntelligible Boyd’s comment

The sﬁggestlon given in the opening sections of the Emile 1s that as
things are the mmdividualized education here set forth 1s the only natural
education If society is unnatural, he tells us, we must choose between
making a man and making a citizen we cannot make both There are,
he says, two kinds of education, communal {or public) education,
mndividual (or domestic) education in seeming opposition, but not
really opposed Emile 1in France gets the individual training to make the
best of his native powers, because citizenship 1n great nation states like
France and England (according to Rousseau) mvolves the sacrifice of the
natural individuality, which 1s everyone’s birthnight If Emile had been
born 1n Geneva, or in a city state like Plato’s Republic, or if the modern
state could be reformed so that 1ts citizens could preserve their orginal
nature, 1t would be different Education would then make both man and
citizen (1,p 170)

Furthermore, Emile was being prepared from infancy for entrance into
society And he was introduced to Sophie and married her — not exactly
an antt-social phenomenon Two conclusions appear Furstly, a system of
national education would be natural and therefore desirable in a healthy
society even for the author of Enule, perhaps only because of adverse
conditions 1s the young boy kept away from social living at first And
secondly, the final end of education 1s the formation of a social being
(and a citizen, 1n some sense) despite the emphasis upon individuality

What other considerations provide for further reconciliation of the
educational views expressed 1n Emile and in the ‘mmor writings™ First of
all, Rousseau’s clientele must have influenced him

‘When he was discussing education with his patronesses or planning for
the upbrnging of Emile, pnvate education was his theme when
speculating about government, 1t was public education i the interests
of the community as a whole In the latter case education 1s not treated
by him as a separate 1ssue but only in the context of some form of
social orgamzation (1,p 183)
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Secondly, as already noted, in Emile pnivate education for the individual was
demanded 1 light of some degenerated (according to Rousseau) societies of
Rousseau’s direct expenence, public education was portrayed when contem-
plating 1deals (as he did when wnting to Polish leaders on education) Thurdly,
one might conjecture that teaching and iving the predominance of the feelings
over reason, as Rousseau did, makes more plausible the impassioned ‘case’
which he makes for the apparently contradictory educational tenets Along
these lines, 1t might be argued that he felt very strongly in both directions
(toward individuality and citizenship) and tended to over-emphasize at one
time and another what were, even for him, two sides of the truth Finally,
perhaps Rousseau has rendered a contribution by reflecting upon different
aspects of a reality never viewed completely by any one person the question
he confronted was the educational dimension of the perennial philosophucal
1ssue of the individual good and the common good, being for oneself and
bemg for others

Although these considerations tone down the harshness of the seeming
conflict, the question still remamns, did Rousseau actually reconcde these
divergencies for hunself? On this point Boyd seems to say yes and no He
says ‘yes’ n the following terms

Rousseau would certainly have maintained that there was no funda-
mental contradiction m his different proposals that what contradiction
there 1s anses m the attempt to fit a child for a society which does not
allow him to live his own proper life and that 1n a good society the
difficulty would not exast (1,p 194)

He also says ‘no’

But n effect the two educational 1deals never come together and never
can come together If the nation-states are as bad as Rousseau depicts
them, the natural man of his making can never possibly become a citizen
if hus 1deal-states created by the indoctrination of the young are as good
as he thinks them, they have no room in them for real persons with
powers of responsible choice (1,p 195)

Perhaps Rousseau really was not as absorbed with the problem as the
rattonalists to whom he was objecting would tend to be

Finally, what does all this mean for us? Rousseau has wittingly or
unwittingly contributed a dialectic which should mspire us to rethink
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the questions with which he has contended and the conclusions he has
drawn  According to Boyd, there 1s truth n both assertions, namely,
that education must form good individuals and good citizens, but Rousseau’s
mstake was in fathng to transcend the either-or (1,p 197)

The quest for the most approprniate kind of education for all persons,
to render them more fully human mdividuals and citizens, must be
continued  So, too, must the search for the philosophical groundwork
of the education ed:fice

REFERENCES

1 BOYD, W Editor’s Eplogue 1In Rousseau, J J, The Emile of Jean Jacques
Roussequ Edited by W Boyd Classics in education No 10 New York Teachers
College Press, Columbia Unwersity, 1962

2 COPLESTON, F A hstory of philosophy Volume VI Modern phiosophy
Part 1 The French Enlghtenment to Kant Garden City, NY Doubleday, 1964

3 EBY, F The development of modern education New York Prentice Hall,
1952

4 FRANKELL, C Introduction InRousseau,] J, The social contract New York
Hafner Publishing Co , 1954

§ NEILL, T P Makers of the modern mind (2nd ediuon) Milwaukee, Wisconsin
Bruce, 1958

6 ROUSSEAU,J ] Emule Translated by Barbara Foxley, London Dent, 1911

7 ROUSSEAU, J ] A discourse on political economy In Rousseau, ) J, The
socual contract and discourses London Dent, 1913

8 ROUSSEAU, ) J A discourse on the ongin of inequahity In Rousseau, ] J,
The social contract and discourses London Dent, 1913

9 ROUSSEAU, J ] The socul contract and discourses London Dent, 1913

10 ROUSSEAU, J J Correspondance générale de J J Rousseau, (Vol VII)
Edited by T Dufour and P P Plan Paris Armond Colin, 1927

11 ROUSSEAU, J J Citizen of Geneva Selections from the letters of Jean
Jacques Rousseau Translated and edited by C W Hendel New York Oxford
Umversity Press, 1937

12 ROUSSEAU, ] J The socul contract Edited by C Frankell New York
Hafner Publishing Co , 1954

13 ROUSSEAU, ] J Considerations on the government of Poland and the Refor-
manon of It Projected in Apnl, 1772 In Rousseau, J J, The minor educational
writings of Jean Jacques Rousseau Edited by W Boyd Classics in Education, No 11
New York Teachers College Press, Columbia University, 1962

14 ROUSSEAU, J J Polucal economy In Rousseau,] J, The minor educational
writings of Jean Jacques Rousseau Edited by W Boyd Classics in Education, No 11
New York Teachers College Press, Columbia University, 1962

15 ROUSSEAU, ) J The Emile of Jean Jacques Rousseau Selections Edited by
W Boyd Classics in education No 10 New York Teachers College Press, Columbia
Unwersity, 1962




80 PETER M COLLINS

16 ROUSSEAU, ] ] The minor educational writings of Jean Jacques Rousseau
Edited by W Boyd Classics in Education, No 11 New York Teachers College Press,
Columbia Unwersity , 1962

17 ROUSSEAU,]J ] Discourse on the origin and foundations of inequality among
men By a citizen of Geneva In Rousseau, J J The first and second discourses
Edited by Roger D Masters New York St Marun’s Press, 1964

18 ROUSSEAU, J ] Discourse which won the prize of the Academy of Dyjon
in the year 1750 on the question proposed by the Academy Has the restoration of the
sciences and arts tended to purify morals? By a citizen of Geneva In Rousseau, ] J,
The first and second discourses Edited by Roger D Masters New York St Martin's
Press, 1964 '

19 SPURLIN, P M Rousseau in America, 1760-1809 University, Alabama
Unwversity of Alabama Press, 1969



