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The Ideal of the Educated Person*
By Jane Roland Martin

R. S. Peters calls it an ideal.1 So do Nash, Kazemias and Perkinson who, in their
introduction to a collection of studies in the history of educational thought, say that
one cannot go about the business of education without it.2 Is it the good life? the
responsible citizen? personal autonomy? No, it is the educated man.

The educated man! In the early 1960s when I was invited to contribute to a book
of essays to be entitled The Educated Man, I thought nothing of this phrase. By the
early 1970s I felt uncomfortable whenever I came across it, but I told myself it was
the thought not the words that counted. It is now the early 1980s. Peters's use of the
phrase "educated man" no longer troubles me for I think it fair to say that he intended
it in a gender-neutral way.3 Despite one serious lapse which indicates that on some
occasions he was thinking of his educated man as male, I do not doubt that the ideal
he set forth was meant for males and females alike.4 Today my concern is not Peters's
language but his conception of the educated man -or person, as I will henceforth
say. I will begin by outlining Peters's ideal for you and will then show that it does
serious harm to women. From there I will go on to argue that Peters's ideal is inadequate
for men as well as women and, furthermore, that its inadequacy for men is intimately
connected to the injustice it does women. In conclusion I will explore some of the

requirements an adequate ideal must satisfy.
Let me explain at the outset that I have chosen to discuss Peters's ideal of the

educated person here because for many years Peters has been perhaps the dominant
figure in philosophy of education. Moreover, although Peters's ideal is formulated in
philosophically sophisticated terms, it is certainly not idiosyncratic. On the contrary,
Peters claims to have captured our concept of the educated person, and he may well
have done so. Thus, I think it fair to say that the traits Peters claims one must possess
to be a truly educated person and the kind of education he assumes one must have
in order to acquire those traits would, with minor variations, be cited by any number
of people today if they were to describe their own conception of the ideal. I discuss
Peters's ideal, then, because it has significance for the field of philosophy of education

as a whole.
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1. R. S. Peters, "Education and the Educated Man," in R. F. Dearden, P. H. Hirst, and R. S.

Peters! eds., A Critique of Current Educational Aims (London: Routledge & Kegan Paul, 1972), pp.

7, 9.
.2. j ~aul Nash, Andreas M. Kazemias, and Henry J. Perkinson, eds., The Educated Man: Studies
In the ristory of Educational Thought (New York: John Wiley & Sons, 1965), p. 25.

3.1 For a discussion of "man" as a gender neutral term see Janice Moulton, "The Myth of
the N tutral 'Man'," in Mary Vetterling-Braggin, Frederick A. Elliston, and Jane English, eds.,
F~mini m and Philosophy (Totowa, NJ: Littlefield, Adams, 1977), pp. 124-137. Moulton rejects the

view t at "man" has a gender-neutral use.
4.1 Peters, "Education and the Educated Man," p. 11. Peters says in connection with the

concept of the educated man: "For there are many who are not likely to go far with theoretical
enquiries and who are unlikely to develop much depth or breadth of understanding to underpin

and transform their dealings as workers, husbands and fathers" (emphasis added).
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R. S. PETERS'S EDUCATED PERSON

The starting point of Peters's philosophy of education is the concep~ of the
educated person. While granting that we sometimes use the term "education" to refer
to any process o,~ rearin~, ~~inging up, instructing, etc... Pet~rs disti~g~ishes this very
broad sense of education from the narrower one In which he IS Interested. The
concept of the educated person provides the basis for this distinction: whereas
"education" in the broad sense refers to any process of rearing, etc., "education" in
the narrower, and to him philosophically more important, sense refers to the family of
processes which have as their outcome the development of an educated person.s

Peters set forth his conception of the educated person in some detail in his book
Ethics and Education.6 Briefly, an educated person is one who does not simply posses~
knowledge. An educated person has a body of knowledge and some kind of conceptual
scheme to raise this knowledge above the level of a collection of disjointed facts which
in turn implies some understanding of principles for organizing facts and of the "reason
why" of things. Furthermore, the educated person's knowledge is not inert: it char-
acterizes the person's way of looking at things and involves "the kind of commitment
that comes from getting on the inside of a form of thought and awareness"; that is to
say, the educated person cares about the standards of evidence implicit in science or
the canons of proof inherent in mathematics. Finally, the educated person has cognitive
perspective. In an essay entitled "Education and the Educated Man" published several
years later, Peters added to this portrait that the educated person's pursuits can be
practical as well as theoretical so long as the person delights in them for their own
sake, and that both sorts of pursuits involve standards to which the person must be
sensitive.7 He also made it clear that knowledge enters into his conception of the
educated person in three ways, namely, depth, breadth and knowledge of good.

In their book, Education and Personal Relationships, Downie, Loudfoot and Telfer
presented a conception of the educated person which is a variant on Peters's.8 J cite
it here not because they too use the phrase "educated man," but to show that alternate

philosophical conceptions of the educated person differ from Peters's only in detail.
Downie, Loudfoot and Telfer's educated person has knowledge which is wide ranging
in scope, extending from history and geography to the natural and social sciences and
to current affairs. This knowledge is important, relevant and grounded. The educated
person understands what he or she knows, knows how to do such things as history
and science, and has the inclination to apply this knowledge, to be critical and to have
curiosity in the sense of a thirst for knowledge. Their major departure from Peters's
conception -and it is not, in the last analysis, very major -is to be found in their
concern with knowledge by acquaintance: the educated person must not merely have
knowledge about works of art -and, if I understand them correctly, about moral and
religious theories -but must know these as individual things.

Consider now the knowledge, the conceptual scheme which raises this knowledge
above the level of disjointed facts and the cognitive perspective Peters's educated
person must have. It is quite clear that Peters does not intend that these be acquired
through the study of cooking and driving. Mathematics, science, history, literature,
philosophy -these are the subjects which constitute the curriculum for his educated
person. In short, his educated person is one who has had -and profited from -a
liberal education of the sort outlined by Paul Hirst in his famous essay, "Liberal
Education and the Nature of Knowledge." Hirst describes what is sought in a liberal
education as follows:
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first. sufficient immersion in the concepts. logic and criteria of the discipline
for a person to come to know the distinctive way in which it 'works' by pursuing
these in particular cases; and then sufficient generalisation of these over the
whole range of the discipline so th~t his experience begins to be widely
structured in this distinctive manner. ,It is this coming to look at things in a
certain way that is being aimed at, not the ability to work out in minute
particulars all the details that can ~ in fact discerned. It is the ability to
recognise empirical assertions or aesthetic judgments for what they are. and
to know the kind of consideration on which their validity will depend. that
matters.9

If Peters's educated person is not in fac~IHir$t's liberally educated person, he or she
is certainly its identical twin.

Liberal education, in Hirst's view, calt1sists in an initiation into what he calls the
forms of knowledge. There are, on his count, seven of them. Although he goes to
some lengths in his later writings on the topic to deny that these forms are themselves
intellectual disciplines, it is safe to conclude that his liberally educated person, and
hence Peters's educated person, will acquire the conceptual schemes and cognitive
perspectives they are supposed to have through a study of mathematics, physical
science, history, the human sciences, literature, fine arts, philosophy. These disciplines
will not necessarily be studied separately: an interdisciplinary curriculum is compatible
with the' Peters-Hirst ideal. But it is nonetheless their subject matter, their conceptual
apparatus, their standards of proof and adequate evidence, their way of looking at
things that must be acquired if the ideal is to be realized.

".

II. INITIATION INTO MAL~ COGNITIVE PERSPECTIVES

What is this certain way in which the educated person comes to look at things?
What is the distinctive manner in which that person's experience is structured? A body
of literature documenting the many respects in which the disciplines of knowledge
ignore or misrepresent the experience and lives of women has developed over the last
decade. I cannot do justice here to its range of concerns or its sophisticated argu-
mentation. Through the use of examples, however, I will try to give you some sense
of the extent to which the intellectual disciplines incorporate a male cognitive perspective,
and he~ce a sense of the extent to which Hirst's liberally educated person and its
twin -Peters's educated person -look at tt1ings through male eyes.

Let me begin with history. "History i$ past politics" was the slogan inscribed on
the sel'r]mar room wall at Johns Hopkins In the days of the first doctoral program.1o In
the late 1960s the historian, Richard Hpfstaedter, summarized his field by saying:
"Memory is the thread of personal idelljltity, history of public identity." History has
defined itself as the record of the public and political aspects of the past; in other
words, as the record of the productive processes -man's sphere -of society. Small
wonder that women are scarcely mentioned in historical narratives! Small wonder that
they have been neither the objects nor, the subjects of historical inquiry until very
recently! The reproductive processes of ~ciety which have traditionally been carried
on by women are excluded by definition 1rom the purview of the discipline.

If women's lives and experiences have been excluded from the subject matter of
history, the works women have produced have for the most part been excluded from
literature and the fine arts. It has never been denied that there have been women
writers and artists, but their works have not often been deemed important or significant
enough to be studied by historians and critics. Thus, for example, Catherine R. Stimpson
has documented the treatment accorded Gertrude Stein by two journals which exert a

9. In Paul Hirst. Knowledge and the curr#ulum (London: Routledge & Kegan Paul, 1974), p.
47.

10. Nancy Schrom Dye, "Clio's American paughters," in Julia A. Sherman and Evelyn Torton
Beck, eds., The Prism of Sex (Madison: Unive~sity of Wisconsin Press, 1979), p. 9.
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powerful influence in helping to decide what literature is and what books matter.11
Elaine Showalter, pursuing a somewhat different tack, has documented the double
standard which was used in the nineteenth century to judge women writers: all the
most desirable aesthetic qualities -for example, power, breadth, knowledge of life
humor -were assigned to men; the qualities assigned to women, such as refinement:
tact, precise observation, were not considered sufficient for the creation of an excellent
novel.12

The disciplines are guilty of different kinds of sex bias. Even as literature and the
fine arts exclude women's works from their subject matter, they include works which
construct women according to the male image of her. One might expect this tendency
to construct the female to be limited to the arts, but it is not. Naomi Weisstein has
shown that psychology constructs the female personality to fit the preconceptions of
its male practitioners, clinicians either accepting theory without evidence or finding in
their data what they want to find.13 And Ruth Hubbard has shown that this tendency
extends even to biology where the stereotypical picture of the passive female is
projected by the male practitioners of that field onto the animal kingdom.14

There are, indeed, two quite different ways in which a discipline can distort the
lives, experiences and personalities of women. Even as psychology constructs the
female personality out of our cultural stereotype, it holds up standards of development
for women to meet which are derived from studies using male subjects.15 Not surprisingly,
long after the source of the standards is forgotten, women are proclaimed to be
underdeveloped and inferior to males in relation to thesle standards. Thus, for example,
Carol Gilligan has pointed out that females are classified as being at Stage 3 of
Kohlberg's six stage sequence of moral development because important differences
in moral development between males and females are ignored.16

In the last decade scholars have turned to the study of women. Thus, historical
narratives and analyses of some aspects of the reproductive processes of society -

of birth control, childbirth, midwifery, for example -have been published.17 The exist-
ence of such scholarship is no guarantee, however, of its integration into the mainstream
of the discipline of history itself, yet this latter is required if initiation into history as a
form of knowledge is not to constitute initiation into a male cognitive perspective. The
title of a 1974 anthology on the history of women, Clio's Consciousness Raised, is
unduly optimistic.18 Certainty, the consciousness of some historians has been raised,
but there is little reason to believe that the discipline of history has redefined itself ~o
that studies of the reproductive processes of society are not simply tolerated as
peripherally relevant, but are considered to be as central to it as political, economic
and military narratives are. Just as historians have begun to study women's past,
scholars in literature and the fine arts have begun to bring works by women to our

11. Catherine R. Stimpson, "The Power to Name," in Sherman and Beck, eds., Prism, pp.
55-77.

12. Elaine Showalter, "~men Writers and the Double Standard," in Vivian Gornick and
Barbara Moran, eds., Women In Sexist Society (New York: Basic Books, 1971), pp. 323-343.

13. Naomi Weisstein, "Psychology Constructs the Female" in Gornick and Moran, eds.,
Women in Sexist Society; pp. 133-146.

14. Ruth Hubbard, "Have Only Men Evolved?" in Ruth Hubbard, Mary Sue Henifin, and
Barbara Fried, eds., Women Look at Biology Looking at Women (Cambridge: Schenkman Publishing
Co., 1979), pp. 7-35.

15. Carol Gilligan, "Women's Place in Man's Life Cycle," Harvard Educational Review 49, 4
(1979): 431-446.

16. Carol Gilligan, "In a Different Voice: Women's Conceptions of Self and of Morality,"
Harvard Educational Review 47,4 (1979): 481-517.

17. See, for example, Linda Gordon, Woman's Body; Woman's Right: A Social History of Birth
Control in America (New York: Viking, 1976); Richard W. ~Iertz and Dorothy C. Wertz, Lying-In
(New York: Free Press, 1977); Jean Donnison, Midwives and Medical Men: A History of Interprofes-
sional Rivalries and Women's Rights (New York: Schocken Books, 1977).

18. Mary Hartman and Lois W. Banner, eds., Clio's Consciousness Raised (New York: Harper
& Row, 1974).

SPRING 1981



IDEAL OF Ti-tE EDUCATED PERSON 101

attention and to reinterpret the ones we have always known.19 But there is still the gap
between feminist scholarship and the established definitions of literary and artistic
significance to be bridged, and until it is, the initiation into these disciplines provided
by a liberal education will be an initiation into male perspectives.

In sum, the intellectual disciplines into which a person must be initiated to become
an educated person exclude women and their works, construct the female to the male
image of her and deny the truly feminine qualities she does possess. The question
remains of whether the male cognitive perspective of the disl~iplines is integral to
Peters's ideal of the educated person. The answer to this question is to be found in
Hirst's essay, "The Forms of Knowledge Revisited."2O There he presents the view that
at any given time a liberal education consists in an initiation into existing forms of
knowledge. Hirst acknowledges that ,new forms can develop and that old ones can
disappear. Still, the analysis he give~ of the seven distinct forms which he takes to
comprise a liberal education today is based, he says, on our present conceptual
scheme. Thus, Peters's educated person is not one who studies a set of ideal, unbiased
forms of knowledge; on the contrary, that person is one who is initiated into whatever
forms of knowledge exist in the society at that time. In our time the existing forms
embody a male point of view. The initiation into them envisioned by Hirst and Peters
is, therefore, one in male cognitive perspectives.

Peters's educated person is expected to have grasped the basic structure of
science, history and the like rather than the superficial details of content. Is it possible
that the feminist critique of the disciplines therefore leaves his ideal untouched? It
would be a grave misreading of the literature to suppose that this critique presents
simply a surface challenge to the disciplines. Although the examples I have cited here
may have suggested to you that the challenge is directed at content alone, it is in fact
many pronged. Its targets include the, questions asked by the various fields of inquiry
and the answers given them; the aim~ of those fields and the ~'ays they define their
subject matter; the methods they u~e, their canons of objectivity, and their ruling
metaphors. It is difficult to be clear pn precisely which aspects of knowledge and
inquiry are at issue when Hirst speakS of initiation into a form of knowledge. A male
bias has been found on so many levels of the disciplines, however, that I think we can
feel quite confident that it is a property also of the education embodied in Peters's
ideal.

III. GeNDERIZED TRAITS

The masculinity of Peters's edu~ated person is not solely a function of a curriculum
.in the intellectual disciplines, however. Consider the traits or characteristics Peters
attributes to the educated person. Feelings and emotions only enter into the makeup
of the educated person to the extent that being committed to the standards of a
theoretical pursuit such as science, or a practical one such as architecture, counts as
such. Concern for people and for interpersonal relationships has no role to play: the
educated person's sensitivity is to the standards immanent in activities, not to other
human beings; an imaginative awarern~ss of emotional atmosphere and interpersonal
relationships need be no part of this person's makeup, nor is the educated person
thought to be empathetic or supportive or nurturant. Intuition is also neglected.

19. See, for example, Carolyn G. Heilbrun, Toward a Recognition of Androgyny (New York:
Alfred A. Knopf, 1973); Patricia Meyer Spacks, The Female Imagination (New York: Avon, 1975);
Ellen Moers, Literary Women (New York: Anchor Books, 1977); Elaine Showalter, A Literature of
Their Own: British Women Novelists from Bronte to Lessing (Princeton: Princeton University Press,
1977); Ann Sutherland Harris and Linda Nochlin, Women Artists: 1550-1950 (New York: Alfred A.
Knopf, 1976); Elsa Honig Fine, Women and Art: A History of Women Painters and Sculptors from
the Renaissance to the Twentieth Century (Montclair and London: Allanheld & Schram/Prior, 1978);
and Karen Peterson and J. J. Wilson, Women Artists: Recognition and Reappraisal from the Early
Middle Ages to the Twentieth Century (New York: New York University Press, 1976).

20. In Paul Hirst, Knowledge and the Curriculum, p. 92.
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Theoretical knowledge and what Woods and Barrow -two more philosophers who
use the phrase "educated lInan" -call "reasoned understanding" are the educated
person's prime characteristics:21 even this person's practical pursuits are to be informed
by some theoretical perspectives; moreover, this theoretical bent is to be leavened
neither by imaginative nor intuitive powers, for these are never to be developed.

The educated person as portrayed by Peters, and also by Downie, Loudfoot and
Telfer, and by Woods and Barrow, coincides with our cultural stereotype of a male
human being. According to that stereotype men are objective, analytic, rational; they
are interested in ideas and things; they have no interpersonal orientation; they are
neither nurturant nor suppo~ive, empathetic or sensitive. According to the stereotype,
nurturance and supportiveness, empathy and sensitivity are female attributes. Intuition
is a female attribute toO.22

This finding is not really surprising. It has been shown that psychologists define
moral development, adult development and even human development in male terms
and that therapists do the same for mental health.23 Why suppose that philosophers
of education have avoided the androcentric fallacy?24 Do not misunderstand! Females
can acquire the traits and dispositions which constitute Peters's conception of the
educated person; he espouses an ideal which, if it can be attained at all, can be by
both sexes.25 But our culture associates the traits and dispositions of Peters's educated
person with males. To apply it to females is to impose on them a masculine mold. I
realize that as a matter of fact some females fit our male stereotype and that some
males do not, but this does not affect the point at issue, which is that Peters has set
forth an ideal for education which embodies just those traits and dispositions our
culture attributes to the mal~ sex and excludes the traits our culture attributes to the
female sex. ,

Now it might seem that if the mold is a good one, it does not matter that it is
masculine; that if the traits which Peters's educated person possesses are desirable,
then it makes no difference that in our society they are associated with males. Indeed,
some would doubtless argue that in extending to women cognitive virtues which have
long been associated with men and which education has historically reserved for men,
Peters's theory of education strikes a blow for sex equality. It does matter that the
traits Peters assigns the educated person are considered in our culture to be masculine,
however. It matters because some traits which males and females can both possess
are genderized; that is, they are appraised differentially according to sex.26

Consider aggressiveness. The authors of a book on assertive training for women
report that in the first class meetings of their training courses they ask their students
to callout the adjectives which come to mind when we say "aggressive woman" and
"aggressive man:' Here is the list of adjectives the women used to describe an

21. R. G. Woods and R. St. C. Barrow, An Introduction to Philosophy of Education (Methuen
& Co., 1975), Ch. 3.

22. For discussions of our male and female stereotypes see, e.g., Alexandra G. Kaplan and
Joan P. Bean, eds., Beyond Sex-ro/e Stereotypes (Boston: Little, Brown, 1976); and Alexandra G.
Kaplan and Mary Anne Sedney, Psychology and Sex Roles (Boston: Little, Brown, 1980).

23. Carol Gilligan, "Women's Place"; I. Broverman, D. Broverman, F. Clarkson, P. Rosencrantz
and S. Vogel, "Sex-role Stereotypes and Clinical Judgements of Mental Health," Journal of
Consulting and Clinical Psychology 34 (1970): 1-7; Alexandra G. Kaplan, "Androgyny as a Model
of Mental Health for Women: From Theory to Therapy," in Kaplan and Bean, eds., Beyond Sex-
role Stereotypes, pp. 353-362.

24. One commits the androcentric fallacy when one argues from the characteristics associated
with male human beings to the characteristics of all human beings. In committing it one often
commits the naturalistic fallacy because the traits which are said to be natural to males are held
up as ideals for the whole species.

25. I say if it can be attained by all, because it is not entirely clear that the ideal can be
attained by anyone insofar as it r~quires mastery of Hirst's seven forms of knowledge.

26. See Elizabeth Beardsley. "Traits and Genderization," in Vetterling-Braggin, et al., eds.,
Feminism and Philosoph~ pp. 11'7-123. Beardsley uses the term "genderization" to refer to
language while I use it here to refer to traits themselves.
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aggressive man: "masculine," "dominating," "successful," "heroic," "capable," "strong,"
"forceful," "manly," Need I tell you the list of adjectives they used to describe an
aggressive woman?: "harsh," "pushy," "bitchy," "domineering," "obnoxious," "emas-

culating," "uncaring,"27
I submit to you that the traits Peters attributes to the educated person are, like

the trait of aggressiveness, evaluated differently for males and females. Imagine a
woman who is analytical and critical, whose intellectual curiosity is strong, who cares
about the canons of science and mathematics. How is she described? "She thinks like
a man," it is said. To be sure, this is considered by some to be the highest accolade.
Still, a woman who is said to think like a man is being judged to be masculine, and
since we take masculinity and femininity to lie at opposite ends of a single continuum,
she is thereby being judged to be lacking in femininity.28 Thus, while it is possible for
a woman to possess the traits of Peters's educated person, she will do so at her peril:
her possession of them will cause her to be viewed as unfeminine, i.e., as an unnatural
or abnormal woman.

IV. A DOUBLE BIND

It may have been my concern over Peters's use of the phrase "educated man"
which led me to this investigation in the first place, but as you can see, the problem
is not one of language. Had Peters consistently used the phrase "educated person"
the conclusion that the ideal he holds up for education is masculine would be unaffected.
To be sure, Peters's educated person can be male or female, but he or she will have
acquired male cognitive perspectives and will have developed traits which in our society
are genderized in favor of males.

I have already suggested that Peters's ideal places a burden on women because
the traits constituting it are evaluated negatively when possessed by females. The
story of Rosalind Franklin, the scientist who contributed to the discovery of the structure
of DNA, demonstrates that when a woman displays the kind of critical, autonomous
thought which is an attribute of Peters's educated person, she is derided for what are
considered to be negative unpleasant characteristics.29 Rosalind Franklin consciously
opted out of "woman's sphere" and entered the laboratory. From an abstract point of
view the traits she possessed were quite functional there. Nonetheless she was
perceived to be an interloper, an alien who simply could not be taken seriously in
relation to the production of new, fundamental ideas no matter what her personal
qualities might be.3O

But experiencing hostility and derision is the least of the suffering caused women
by Peters's ideal. His educated person is one who will know nothing about the lives
women have led throughout history and little if anything about the works or art and
literature women have produced. If his educated person is a woman, she will have
been presented with few female role models in her studies whereas her male counterpart
will be able to identify with the doers and thinkers and makers of history. Above all,

27. Lynn Z. Bloom, Karen Coburn, J()an Pearlman, The New Assertive Woman (New York:
Delacorte Press, 1975), p. 12.

2B. For discussion of the assumption that masculinity-femininity is a bipolar dimension see
Anne Constantinople, "Masculinity-Femininity: An Exception to a Famous Dictum"; and Sandra L.
Bem, "Probing the Promise of Androgyny" in Kaplan and Bean, eds., Beyond Sex-role Stereotypes.

29. Anne Sayre, Rosalind Franklin & DNA (New York: W. W. Norton & Co., 1975). See also
James D. Watson, The Double Helix (New York: Atheneum, 196B); and Horace Freeland Judson,
The Eighth Day of Creation (New York: Simon and Schuster, 1979).

30. It is important to note, however, that some colleagues did take her seriously as a scientist;
see Sayre, ibid. Adele Simmons cites historical evidence of the negative effects of having acquired
s~Ch traits on women who did not opt out of "woman's sphere" in "Education and Ideology in
Nineteenth-Century America: The Response of Educational Institutions to the Changing Role of
Women," in Berenice A. Carroll, ed., Liberating Women's History (Urbana, IL: University of Illinois
ePress, 1976), p. 123. See also Patricia Meyer Spacks, The Female Imagination (New York: Avon

ooks, 1976), p. 25.
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the certain way in which his educated man and woman will come to look at the world
will be one in which men are perceived as they perceive themselves and women are
perceived as men perceive them.

To achieve Peters's ideal one must acquire cognitive perspectives through which
one sex is perceived on its own terms and one sex is perceived as the Other.31 Can it
be doubted that when the works of women are excluded from the subject matter of
the fields into which they are being initiated, students will come to believe that males
are superior and females are inferiqr human beings? That when in the course of this
initiation the lives and experiences of women are scarcely mentioned, students will
come to believe that the way in which women have lived amj the things women have
done throughout history have no value? Can it be doubted that these beliefs do female
students serious damage? The woman whose self-confidence is bolstered by an
education which transmits the message that females are inferior human beings is rare.
Rarer still is the woman who, having been initiated into alien cognitive perspectives,
gains confidence in her own powers without paying the price of self-alienation.

Peters's ideal puts women in a double bind. To be educated they must give up
their own way of experiencing and looking at the world, thus alienating themselves
from themselves. To be unalienated they must remain uneducated. Furthermore, to be
an educated person a female must acquire traits which are appraised negatively when
she possesses them. At the same time, the traits which are evaluated positively when
possessed by her -for example, being nurturant and empathetic -are excluded from
the ideal. Thus a female who has acquired the traits of an educated person will not
be evaluated positively for having them, while one who has acquired those traits for
which she will be positively evaluated will not have achieved the ideal. Women are
placed in this double bind because Peters's ideal incorporates traits genderized in
favor of males and excludes traits genderized in favor of females. It thus puts females
in a no-win situation. Yes, men and women can both achieve Peters's ideal. However,
women suffer, as men do not, for doing so.

Peters's masculine ideal of the educated person harms males as well as females,
however. In a chapter of the 1981 NSSE Yearbook I argued at some length that Hirst's
account of liberal education is seriously deficient.32 Since Peters's educated person is
to all intents and purposes Hirst's liberally educated person, let me briefly repeat my
criticism of Hirst here. The Peters-Hirst educated person will have knowledge about
others, but will not have been taught to care about their welfare, let alone to act kindly
toward them. That person will have some understanding of society, but will not have
been taught to feel its injustices or even to be concerned over its fate. The Peters-
Hirst educated person is an ivory tower person: a person wh,o can reason yet has no
desire to solve real problems in the real world; a person who understands science but
does not worry about the uses to which it is put; a person who can reach flawless
moral conclusions but feels no care or concern for others.

Simply put, quite apart from the burden it places on women, Peters's ideal of the
educated person is far too narrow to guide the educational enterprise. Because it
presupposes a divorce of mind from body, thought from action, and reason from feeling
and emotion, it provides at best an ideal of an educated mind, not an educated person.
To the extent that its concerns are strictly cognitive however, even in that guise it

leaves much to be desired.
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V. EDUCATION FOR PRODUCTIVE PROCESSES

Even if Peters's ideal did not place an unfair burden on 'women it would need to
be rejected for the harm it does men, but its inadequacy as an ideal for men and the JOE
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de\31. See Simone de Beauvoir, The Second Sex (New York: Bantam Books, 1961) for an

extended discussion of woman as the Other.
32. Jane Roland Martin, "Needed: A Paradigm for Liberal Education," in Jonas F. Soltis, ed.,

Philosophy and Education (Chicago: National Society for the Study of Education, 1981), pp. 37-
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injustice it does women are not unconnected. In my Yearbook essay I sketched in the
rough outlines of a new paradigm of liberal education, one which would emphasize
the development of persons and not simply rational minds; one which would join
thought to action, and reason to feeling and emotion. I could just as easily have called
it a new conception of the educated person. What I did not realize when I wrote that
essay is that the aspects of the Peters-Hirst ideal which I found so objectionable are
directly related to the role, traditionally considered to be male, which their educated
person is to play in society.

Peters would vehemently deny that he conceives of education as production.
Nonetheless, he implicitly attributes to education the task of turning raw material,
namely the uneducated person, into an end product whose specifications he sets forth
in his account of the concept of the educated person. Peters would deny even more
vehemently that he assigns to education a societal function. Yet an examination of his
conception of the educated person reveals that the end product of the education he
envisions is designed to fit into a specific place in the social order; that he assigns to
education the function of developing the traits and qualities and to some extent the
skills of one whose role is to use and produce ideas.33

Peters would doubtless say that the production and consumption of ideas is
everyone's business and that an education for this is certainly not an education which
fits people into a particular place in society. Yet think of the two parts into which the
social order has traditionally been divided. Theorists have put different labels on them,
some referring to the split between work and home, others to the public and private
domains and still others to productive and reproductive processes.34 Since the publicI
private distinction has associations for educators which are not germaine to the present
discussion while the work/home distinction obscures some important issues, I will
speak here of productive and reproductive processes. I do not want to make terminology
the issue, however. If you prefer other labels, by all means substitute them for mine.
My own is only helpful, I should add, if the term "reproduction" is construed broadly.
Thus I use it here to include not simply biological reproduction of the species, but the
whole process of reproduction from conception until the individual reaches more or
less independence from the family.35 This process I take to include not simply childcare
and rearing, but the related activities of keeping house, running the household and
serving the needs and purposes of all the family members. Similarly, I interpret the
term' 'production" broadly to include political, social and cultural activities and processes
as well as economic ones.

Now this traditional division drawn within the social order is accompanied by a
separation of the sexes. Although males and females do in fact participate in both the
reproductive and productive processes of society, the reproductive processes are
considered to constitute "woman's sphere" and the productive processes "man's
sphere," Although Peters's educated person is ill-equipped for jobs in trades or work
on the assembly line, this person is tailor-made for carrying on certain of the productive
processes of society, namely those which require work with heads, not hands. Thus
his educated person is designed to fill a role in society which has traditionally been

33. For an account of education as production see Jane Roland Martin, "Sex Equality and
Education: A Case Study," in Mary Vetterling-Braggin, ed., "Femininit~" "Masculinity," and "An-
drogyny" (Totowa, N. J.: Littlefield, Adams, 1982). It should be noted that an understanding of the
societal role for which Peters's educated person is intended illuminates both the sex bias and
the class bias his ideal embodies.

34. For an interesting discussion and criticism of the two-sphere analysis of society, see
Joan Kelly, "The Doubled Vision of Feminist Theory: A Postscript to the 'Women and Power'
Conference," Feminist Studies 5, 1 (1979): 216-227. Kelly argues that a two-sphere analysis
distorts reality and that feminist theory should discard it. I use it here as a convenient theoretical
device.

35. I am indebted here to Lorenne M. G. Clark, "The Rights of Women: The Theory and
Practice of the Ideology of Male Supremacy:\ in William R. Shea and John King-Farlow, eds.,
Contemporary Issues in Political Philosophy (New York: Science History Publications, 1976), pp.
49-65.
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considered to be male. Moreover, he or she is not equipped by education to fill roles
associated with the reproductive processes of society, i.e., roles traditionally considered
to be female.

Once the functionalism of Peters's conception of the educated person is made
explicit, the difficulty of including in the ideal feelings and emotions such as caring and
compassion, or skills of cooperation and nurturance, becomes clear. These fall under
our culture's female stereotype. They are considered to be appropriate for those who
carryon the reproductive processes of society but irrelevant, if not downright dys-
functional, for those who carry on the productive processes of society. It would therefore
be irrational to include them in an ideal which is conceived of solely in relation to
productive processes.

I realize now, as I did not before, that for the ideal of the educated person to be
as broad as it should be, the two kinds of societal processes which Peters divorces
from one another must be joined together.36 An adequate ideal of the educated person
must give the reproductive processes of society their due. An ideal which is tied solely
to the productive processes of society cannot readily accommodate the important
virtues of caring and compassion, sympathy and nurturance, generosity and cooperation
which are genderized in favor of females.

To be sure, it would be possible in principle to continue to conceive of the educated
person solely in relation to the productive processes of society while rejecting the
stereotypes which produce genderized traits. One could include caring and compassion
in the ideal of the educated person on the grounds that although they are thought to
be female traits whose home is in the reproductive processes of society, they are in
fact functional in the production and consumption of ideas. The existence of genderized
traits is not the only reason for giving the reproductive processes of society their due
in an ideal of the educated person, however. These processes are themselves central
to the lives of each of us and to the life of society as a whole. The dispositions,
knowledge, skills required to carry them out well are not innate, nor do they simply
develop naturally over time. Marriage. childrearing, family life: these involve difficult,
complex, learned activities which can be done well or badly. Just as an educated
person should be one in whom head, hand and heart are integrated, he or she should
be one who is at home carrying on the reproductive processes of society, broadly
understood, as well as the proouctive processes.

Now Peters might grant that the skills, traits, and knowledge necessary for carrying
on reproductive processes are learned -in some broad sense of the term, at least -
but argue that one does not require an education in them for they are picked up in the
course of daily living. Perhaps at one time they were picked up in this way, and perhaps
in some societies they are now. But it is far from obvious that, just by living, most
adults in our society today acquire the altruistic feelings and emotions, the skills of
childrearing, the understanding of what values are important to transmit and which are
not, and the ability to put aside one's own projects and enter into those of others
which are just a few of the things required for successful participation in the reproductive
processes of society. ..

That education is needed by those who carry on the reproductive processes IS
not in itself proof that it should be encompassed by a conception of the ~duca~ed
person however, for this conception need not be all-inclusive. It need not be all Inclusive
but, for Peters, education which is not guided by his ideal of the educated person

36. In saying that an adequate conception of the educated person must reject a sharp
separation of productive and reproductive processes I do not mean that it must be committed to
a specific philosophical theory of the relationship of the two. An adequate conception of the
educated person should not divorce mind and body, but it does not follow from this that it must
be committed to a specific view of the mind-body relationship; indeed, the union of mind and
body in a theory of education is quite compatible with a dualistic philosophical account of the
relationship between the two. Similarly, a theory of the educated person must not divorce one
kind of societal process from the other even if the best account of the relationship of productive
to reproductive processes should turn out to be dualistic.
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scarcely deserves attention. Moreover, since a conception of the educated person
tends to function as an ideal, one who becomes educated will presumably have achieved
something worthwhile. Value is attached to being an educated person: to the things an
educated person knows and can do; to the tasks and activities that person is equipped
to perform. The exclusion of education for reproductive processes from the ideal of
the educated person thus carries with it an unwarranted negative value judgment about
the tasks and activities, the traits and dispositions which are associated with them.

VI. REDEFINING THE IDEAL

An adequate ideal of the educated person must give the reproductive processes
of society their due, but it must do more than this. After all, these processes were
acknowledged by Rousseau in Book V of Emile.37 There he set forth two distinct ideals
of the educated person, the one for Emile tied to the productive processes of society
and the one for Sophie tied to the reproductive processes. I leave open here the
question Peters never asks of whether we should adopt one, or more ideals of the
educated person.38 One thing is clear, however. We need a conception which does not
fall into the trap of assigning males and females to the different processes of society,
yet does not make the mistake of ignoring one kind of process altogether. We all
participate in both kinds of processes and both are important to all of us. Whether we
adopt one or many ideals, a conception of the educated person which is tied only to
one kind of process will be incomplete.

An adequate ideal of the educated person must also reflect a realistic understanding
of the limitations of existing forms or disciplines of knowledge. In my Yearbook chapter
I made a case for granting them much less "curriculum space" than Hirst and Peters
do. So long as they embody a male cognitive perspective, however, we must take into
account not simply the amount of space they occupy in the curriculum of the educated
person, but the hidden messages which are received by those who are initiated into
them. An ideal of the educated person cannot itself rid the disciplines of knowledge of
their sex bias. But it can advocate measures for counteracting the harmful effects on
students of coming to see things solely through male eyes.

The effects of an initiation into male cognitive perspectives constitute a hidden
curriculum. Alternative courses of action are open to us when we find a hidden
curriculum and there is no reason to suppose that only one is appropriate. Let me say
a few words here, however, about a course of action that might serve as at least a
partial antidote to the hidden curriculum transmitted by an education in male biased
disciplines.39 When we find a hidden curriculum we can show it to its recipients; we
can raise their consciousness, if you will, so that they will know what is happening to
them. Raising to consciousness the male cognitive perspective of the disciplines of
knowledge in the educated person's curriculum is no guarantee, of course, that educated
females will not suffer from a lack of self-confidence and from self-alienation. Yet
knowledge can be power. A curriculum which, through critical analysis, exposes the
biased view of women embodied in the disciplines and which, by granting ample space
to the study of women shows how unjust that view is, is certainly preferable to a
curriculum which, by its silence on the subject, gives students the impression that the
ways in which the disciplines look at the world are impartial and unbiased.
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37. Jean-Jacques Rousseau, Emile (New York: Basic Books, 1979, Allan Bloom, trans.). See
alsq Lynda Lange, "Rousseau: Women and the General Will," in Lorenne M. G. Clark and Lynda
Lange, eds., The Sexism of Social and Political Theory (Toronto: University of Toronto Press, 1979),
pp. 41-52; Susan Moller Okin, Women in Western Political Thought (Princeton: Princeton University
Press, 1979); and Jane Roland Martin "Sophie and Emile: A Case Study of Sex Bias in the History
of ~ducational Thought," Harvard Educational Review 51,3 (1981): 357-372.

38. I also leave open the question of whether any ideal of the educated person should guide
and direct education as a whole.

39. For more on this question see Jane Roland Martin, "What Should We Do with a Hidden
Curriculum When We Find One?" Curriculum inquiry 6, 2 (1976): 135-151.
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Now it might seem to be a relatively simple matter both to give the reproductive
processes of society their due in an ideal of the educated person and to include in
that ideal measures for counteracting the hidden curriculum of an education in the
existing disciplines of knowledge. Yet given the way philosophy of education conceives
of its subject matter today, it is not. The productive-reproductive dualism is built not
simply into Peters's ideal but into our discipline.40 We do not even have a vocabulary
for discussing education in relation to the reproductive processes of society, for the
distinction between liberal and vocational education which we use to cover the kinds
of education we take to be philosophically important applies within productive processes:
liberal and vocational education are both intended to fit people to carry on productive
processes, the one for work with heads and the other for work with hands. The aims
of education we analyze -critical thinking, rationality, individual autonomy, even crea-
tivity -are also associated in our culture with the productive, not the reproductive,
processes of society. To give the reproductive processes their due in a conception of
the educated person we will have to rethink the domain of philosophy of education.

Given the way we define our subject matter it is no more possible for us to take
seriously the hidden curriculum I have set before you than the reproductive processes
of society. Education, as we conceive of it, is an intentional activity.41 Teaching is toO.42
Thus, we do not consider the unintended outcomes of education to be our concern.
Moreover, following Peters and his colleagues, we draw a sharp line between logical
and contingent relationships and treat the latter as if they were none of our business
even when they are the expected outcomes of educational processes.43 In sum, we
leave it to the psychologists, sociologists and historians of education to worry about
hidden curricula, not because we consider the topic unimportant -although perhaps
some of us do -but because we consider it to fall outside our domain.

The redefinition of the subject matter of philosophy of education required by an
adequate ideal of the educated person ought not to be feared. On the contrary, there
is every reason to believe that it would ultimately enrich our discipline. If the experience
and activities which have traditionally been considered to belong to women are included
in the educational realm, a host of challenging and importarlt issues and problems will
present themselves for study. If the philosophy of education tackles questions about
child rearing and the transmission of values, if it develops accounts of gender education
to inform its theories of liberal education, if it explores the forms of thinking, feeling
and acting associated with childrearing, marriage and the family, if the concepts of
coeducation, mothering and nurturance become fair game for philosophical analysis,
philosophy of education will be invigorated.

It would also be invigorated by taking seriously contingent as well as logical
relationships. In divorcing educational processes from their empirical consequences
and the mental structures which are said to be intrinsically related to knowledge from
the empirical consequences of having them, we forget that education is a practical
endeavor. It is often said that philosophy of education's concerns are purely conceptual,
but the conclusion is inescapable that in analyzing such concepts as the educated
person and liberal education we make recommendations for action. For these to be
justified the contingent relationships which obtain between them and both the good life
and the good society must be taken into account. A redefinition of our domain would
allow us to provide our educational theorizing with the kind of justification it requires.
It would also allow us to investigate the particularly acute and very challenging value
questions that arise in relation to hidden curricula of all kinds.

40. On this point see Jane Roland Martin, "Excluding Women from the Educational Realm."
41. See, for example, Peters, Ethics and Education.
42. See, for example, Israel Scheffler, The Language of Education (Springfield, IL: Charles C

Thomas, 1960), Chs. 4, 5.
43. For a discussion of this point see Jane Roland Martin, "Response to Roemer," in Jerrold

IR. Coombs, ed., Philosophy of Education 1979 (Normal, IL: Proceedings of the 35th Annual Meeting
of the Philosophy of Education Society, 1980).
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In conclusion I would like to draw for you two morals whic:h seem to me to emerge
from my study of Peters's ideal of the educated person. The first is that Plato was
wrong when, in Book V of the Republic, he said that sex is a difference which makes
no difference.44 I do not mean by this that there are inborn differences which suit males
and females for separate and unequal roles in society. Rather, I mean that identical
educational treatment of males and females may not yield identical results so long as
that treatment contains a male bias. There are sex differences in the way people are
perceived and evaluated and there may well be sex differences in the way people think
and learn and view the world. A conception of the educated person must take these
into account. I mean also that the very nature of the ideal will be skewed. When sex
or gender is thought to make no difference, women's lives, experiences, activities are
overlooked and an ideal is formulated in terms of men and the roles for which they
have traditionally been considered to be suited. Such an ideal is necessarily narrow
for it is rooted in stereotypical ways of perceiving males and their place in society.

For some time I assumed that the sole alternative to a sex-biased conception of
the educated person such as Peters set forth was a gender-free ideal, that is to say
an ideal which did not take sex or gender into account. I now realize that sex or gender
has to be taken into account if an ideal of the educated person is not to be biased. To
opt at this time for a gender-free ideal is to beg the question. What is needed is a
gender-sensitive ideal, one which takes sex or gender into account when it makes a
difference and ignores it when it does not. Such an ideal would truly be gender-just.

The second moral is that everyone suffers when an ideal of the educated person
fails to give the reproductive processes of society their due. Ideals which govern
education solely in relation to the productive processes of society will necessarily be
narrow. In their failure to acknowledge the valuable traits, dispositions, skills, traditionally
associated with reproductive processes, they will harm both sexes although not always
in the same ways.45

in
re
~e
~d
,ill
ut
)n

19
of
is,

44. This point is elaborated on in Jane Roland Martin, "Sex Equality and Education: A Case

Study."
45. I wish to thank Ann Diller, Carol Gilligan, Michael Martin and Janet Farrell Smith for

helpful comments on earlier versions 01 this address which was written while I was a Fellow at
the Mary Ingraham Bunting Institute of Radcliffe College.
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