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ABSTRACT
Bernard Lonergan' s Philosophy for Education
In this thesis, Lonergan's critical realism is examined and
applied to critical thinking, critical pedagogy and research
methodology.

The purpose of this study is to establish a critical focus

for education which can be applied to a wide range of problems
confronting educators.
Lonergan's philosophy 1s grounded in the natural and
spontaneous drives of human consciousness.

Because human

consciousness is polymorphic, it has different but interrelated levels.
There is an empirical consciousness that experiences its surroundings
through the senses.

There is an intellectual consciousness that

inquires into its experiences and finally, a rational consc10usness that
wants to know if its explanations of its experiences are correct or not.
Examples from science, mathematics and common sense are ·used to
illustrate this pattern.
Critical thinking and judging occur on the level of rational
consciousness.

Understood in this way, critical thinking becomes the

act of grasping prospective judgments as virtually unconditioned.
Judging is simply expressing what one has grasped as virtually
unconditioned.

Reflection on this process leads one to the self

affirmation of the knower--the judgment that one is a knower who
iii

arnves at knowledge through acts of expenencrng, understanding
and judging.
If critical thinking is grasping prospective judgments as
virtually unconditioned, teaching in a critical manner must have a
similar focus.

Rather than an indoctrination into rules of logic and

ways of spotting logical fallacies, critical pedagogy becomes an
empowering activity wherein students are encouraged to appropriate
their own rational consciousness and become rationally self
consc10us.

A group of rationally self-conscious people is called a

Cosmopolis.

Such a group is not motivated by self-interest or bias,

but wants to do the most intelligent and reasonable thing in all
circumstances. Cosmopolis is an effective model for classroom
organization.
If true statements about the world are arrived at through the
threefold process of experiencing, understanding and judging, any
research method which claims to systematically seek the truth must
be grounded in such a process.
focus.

All method, therefore, has a critical

An examination of quantitative and qualitative research

methodologies shows how these differing approaches can both be
grounded in Lonergan 's philosophy.

Such a common ground offers

each school a way of understanding and evaluating the findings of
the other.
iv
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I. INTRODUCTION
The thought of Canadian philosopher and theologian Bernard
Lonergan ( 1904-1984) is gaining increased attention in the scholarly
world.

The university of Toronto Press is currently publishing his

collected works.

Twenty-two volumes have been projected for the

whole works with six volumes already published.
were over 150 doctoral dissertations on Lonergan .

By 1985, there
Surprisingly ,

there are none applying Lonergan's ideas to critical thinking, critical
pedagogy or research within education.

The aim of this thesis is to

establish a critical focus in education using the thought of Bernard
Lonergan.

It will be argued that the foundations for such a critical

outlook exist not in a set of self-evident principles from which other
principles can be deduced but within the spontaneous and dynamic
unfolding of human consciousness.

The implications of such an

outlook for critical thinking, critical pedagogy and research
methodology are demonstrated.
functional specialties

Lonergan develops a set of eight

from his notion of transcendental method, and

specific attention is made to those functional specialties which give
Lonergan' s methodology its critical focus.
Attempts to develop a critical focus in education may not be
met with widespread enthusiasm.

Paul Feyerabend and others, will,

2

oddly enough, argue against the notion of reason being used as a
focal point in education or anything for that matter.

Given such an

intellectual atmosphere, this paper begins with a brief statement
considering the current philosophical climate regarding the role of
philosophy in general and the consequent position and value of
reason itself, which is the main tool used by any methodology.
II. PHILOSOPHICAL BACKGROUND
The history of the philosophy of education has largely been a
history of philosophy.

Classical and Romantic attitudes towards

education can, for the most part, be traced back to Aristotle and
Rousseau.

But the possibility of doing such an historical search

presupposes a subject matter called education to be investigated .
What happens when the possibility of defining education with any
certitude is removed?

More significantly, what happens when the

possibility of defining anything is questioned?

The worst dream a

teacher or a student can have is one wherein education is a ghostly
spectre that has neither form nor content.

Without the possibility of

knowledge, there is no chance for definition, and without definition,
policies are illusory .
defining policy.

To have a policy requires the possibility of

If policies within education are to avoid fads, they

3

cannot be arbitrary.

Policies must be founded on knowledge claims

that are themselves not arbitrary.

But unfortunately, our post-

modern philosophical and literary climate has left education with
few foundations from which to work.
The traditional foundations upon which knowledge was based
have fallen into disrepute.

Whether it be a "structure of

consciousness, the context of ordinary language or an ideal speech
situation," 1

the foundation for any knowledge claim rests upon

another claim, and that claim in turn depends upon still another for
its truth, and so on.. Ultimately, the quest for foundations leads one
to either an "infinite regress, logical circle or ungrounded breaking
off of the process of giving reasons". 2
criticism the Munchhausen

H. Albert calls this three-fold

Trilemma which begins with those

principles of deductive logic which are found wanting .3

Not unlike

Kant with his antinomies of pure reason, Albert believes that
beginning with pure reason ends in a rigid limitation of pure reason.

1

Richard D. Winfield, Overcoming
New York, 1989) 17.

Foundations (Columbia University Press:

2 Karl-Otto Apel, "The Problem of Philosophical Foundations in Light of a
Transcendental Pragmatics of Language," Philosophy: End or
Transformation. eds. Baynes, Bohman, McCarthy (MIT Press:
Massachusetts,
1987) 255.
3 H. Albert, Treatise on Critical Reason, trans. (Princeton University Press:
Princeton, 1985) 14.
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Policies within education that are based upon judgments, therefore,
are decided upon by social fiat or proclamation.

If this is the case, how should children be schooled m science,
language arts, history or anything else?
the future of religious education?

Within this scenano, what is

If any knowledge claim is

indefensible and one position as acceptable as the next, should we
not be teaching children the art of persuasion and survival rather
than some mistaken method of arriving at truth or moral norms?

If

teaching entails moral education because of a preexistent
relationship between student and teacher, how do we morally
educate children, and which morals do we choose and why?
More fundamentally, how should one go about researching
these problems?

Rather than being true problems, are these

perplexities just the results of being lost in an unfamiliar land, of not
knowing our way about (Wittgenstein)?

Must we join Foucault and

dismiss our old Platonic notion of truth and embrace power? Or
should we accept Lyotard's paralogy and reject all forms of
metadiscourse?

Does our real problem lie in the belief that we have

a way of arriving at a solution to our problem?

If philosophy is seen

as a rational way to solve problems but is actually the cause of our
problems, should we not dispense with philosophers and philosophy

5

of education?

Feyerabend cannot wait for the burial of reason:

"Reason, at last, joins all other abstract monsters such as Obligation,
Duty, Morality, Truth and their more concrete predecessors, the Gods,
which once used to intimidate man and restrict his free and happy
development: it withers away. "4
Contrary to these philosophers of susp1c10n, there are a number
of philosophers of recovery who are not so pessimistic about the
future of reason and philosophy.

Unlike Rorty, Habermas calls for a

transformation of philosophy rather than its elimination. Instead of
acting as an usher (Platzanweiser) or judge, Habermas sees
philosophy as a stand-in or place marker, a Platzhalter. 5

Within this

scheme, the role of philosophy is that of an "interpreter on behalf of
the life world. 116

Unlike Gadamer's textual subjectivism, Ricoeur

maintains that through an analysis of narrative, his hermeneutic
project can make objective claims about texts:

"a text is, on the one

hand, an expansion of the first unit of present meaning, which is the
sentence.

On the other hand, it contributes a principle of transsential

organization that is exploited by the act of storytelling in all its
4

P. Feyerabend, Against Method (Free Press:

New York, 1975) I 80.

5 Jurgen Habermas, "Philosophy as Stand-In and Interpreter," Philosophy:
End or Transformation (MIT Press: Cambridge, Mass.) 299.
6 lb.id.. 299.

6

forms." 7

Ricoeur's notion of interpretation is close to but not as

complete as Lonergan's functional specialty of interpretation.
According to MacIntyre, objectivity in interpretation is simply
the best explanation at the time.

Truth is that which is judged to be

the case at a particular period in history and if it is the best
explanation so far, then it is true.

The failure of the Enlightenment

project has forced us into this historicism which, according to
MacIntyre, is not relativistic but simply historical. 8

Again, although

it is a close approximation to Lonergan's functional specialty of
interpretation, Maclntyre's definition does not distinguish historical
claims from different levels of consciousness.
MacIntyre, Habermas and Ricoeur are three philosophers
among many who dislike the old foundations of philosophy .

But

unlike Rorty , Derrida, Lyotard and Foucault, they would rather use
philosophy to develop new foundations than see the demise of
philosophy altogether.
Lonergan developed a transcendental philosophy which takes
account of both schools of thought.

Within the narrower realm of

philosophy of education, his cognitional theory offers a flexible
7

Ricoeur, "On Interpretation," Philosophy:

End or Transformation 358 .

8 Alasdair MacIntyre, "The Relationship of Philosophy to History," Philosophy:
End or Transformation (MIT Press: Cambridge , Mass. , 1987) 417 .
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means of empowering students to create and discover new ideas
which are developed from within an active and dynamic
consciousness.

His transcendental method respects history,

individual experience, the pure desire to know and its objective
reality.

Lonergan's method provides teachers with a critical

pedagogy which encourages independent thinking, experimentation
and personal responsibility .

His method distinguishes acts of

experiencing, understanding and judging within human cognition.
These distinctions correct and modify existing theories about many
concepts in education, especially critical thinking, critical pedagogy
and research.
III. CRITICAL THINKING
A.

The Problem
Many contemporary educational" theorists believe that

increased attention is needed to the development of higher order
thinking skills and the propensity of students to use them.

For these

theorists, this translates into dialogue not only about the nature,
goals and objectives of critical thinking but also about the notion of
the student as a critical thinker.

Unfortunately, many researchers

responding to the need restrict their discussions about critical

8

thinking to the mental manipulation of certain logical techniques:
rules of inductive and deductive logic.

Pedagogically, this means

having students do a variety of exercises in formalizing and
symbolizing sentences in an artificial language, organizing them into
a syllogism and performing deductions on them for the purposes of
recognizing valid and invalid arguments.

This results in a spot the

fallacy or pure skills approach to the teaching of critical thinking.
Moreover, students capable of doing exercises in formal logic are
assumed to be critical thinkers.
Before one can answer the question, How might one best teach
critical thinking? one must ask the prior questions:
thinking?

Why is that critical thinking?

thinking truly is?

What is critical

And is that what critical

After having answered these questions, one can

progress to other related questions :
specific or subject-neutral?
invariant or field-specific?

Is critical thinking subject-

Is critical thinking, therefore, domain-

If field-specific, is the epistemology

underlying critical thinking specific to that particular field, context or
subject as well?

If so, what does one know when one computes the

square root of two or discovers the law of free fall or feels a pain m
one's chest?

Most importantly, how does one know that one's

subject-specific epistemology is correct or mistaken?

These related

9

questions anse from a more central one:

What is critical thinking?

Until one has answered this central question, the other questions will
remam

B.

unanswered.

History and Current Status of the Problem
The problem surrounding the definition of critical thinking is

complex.

Before one can look at the history of critical thinking and

the problems associated with it, one must begin with a definition of
the term.

We can begin with our common experiences of how the

term is used in daily living.

Critical can means roughly

discriminating or discerning.

To say that a student is being critical m

the relevant sense means that she is not accepting everything she
reads or hears without first identifying the reasons for the belief and
evaluating the weight of those reasons.
number of other things.

Being critical can also mean a

The following abilities are commonly

associated with being critical because they all act upon an already
existing object of thought:
the ability to distinguish between logically valid and invalid
inferences;
the suspension of judgment in the absence of sufficient
evidence for support of a position;
an understanding of degrees of belief;

10

an ability to see similarities and analogies that are not obvious;
an ability to transfer specific problem-solving skills to areas
other than those the skills were learned in;
an ability to structure informally presented problems m a
manner that allows one to solve them;
understanding the difference between conclusions, assumptions
and recognizing the fallibility of one's own opinions, the
probability of bias in those opinions, and the danger of
differentially weighing evidence according to personal
preferences. 9_
Why are these skills and character traits associated with critical
thinking?

What is particularly critical about them?

Answers to

these questions require an examination of the history of the problem.
A complete historical survey of the term critical would amount to
nothing less than another set of volumes on the history of
philosophy.

The discussion here will be restricted to the relatively

recent focus given to critical thinking within the field of education.
Since the pre-Socratics, thinkers have tried to identify, isolate
and reconstruct the main components of human cognitional process
of which critical thinking is one component.

Vincent Ruggiero has

9 Raymond S. Nickerson, "Why Teach Thinking," Teaching Thinking Skills:
Theory and Practice (W.H . Freeman and Co .: New York, 1987) 29.
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listed over 40 texts directly concerned with the issue of critical
thinking published before 1950.10

The problem, therefore, is

hardly just a contemporary phenomenon.
It was not until the early sixties, however, that the specific
word critical in the expression critical thinking received senous
attention within educational circles.

In 1962, Robert H. Ennis wrote

"A Concept of Critical Thinking " and published it in the Harvard
Educational Review.

Often called a pioneer in the area of critical

thinking, Ennis defined it as the "correct assessing of statements." 11
Through an exhaustive battery of skills, techniques and the
tendencies to use them, Ennis identified a number of skills which are
necessary for the correct assessment of statements .

He

soon

· realized, however, that possessing the skills to think critically 1s not
enough to ensure that one will actually use them ; one needs the
tendency to do so.

Since then, Ennis has reworked his definition of

critical thinking to read: "Critical thinking is reasonable, reflective

1 O Vincent Ruggiero, Teachin&

York,1988)

11 R. H. Ennis,

Across the

Curriculum (Harper and Row :

"A Concept of Critical Thinking," Harvard

32, no. 1, 1962, 35 .

Educational

New

Review

12

thinking that is focused on deciding what to believe or do." 12 This is
his most recent, published definition of critical thinking. 1 3
Still, the pure skills approach to critical thinking dominated the
academic scene in critical thinking circles until the early 1980's.
Richard W. Paul, writing in 1982, argued that because of Ennis's
overpowering list of critical thinking skills , his skills plus tendencies
approach is reduced to a pure skills approach once again .

This

results in a critical pedagogy which teaches the student merely to
identify fallacies, argument forms and other matters that fall within
the scope of formal logic.14
Paul considers this critical thinking in the weak sense and
argues that it should be replaced by critical thinking in the strong
sense: 15

"In place of atomic arguments, one focuses on argument

networks (world views); in place of conceiving of arguments as

12 R. H. Ennis, "A Taxonomy of Critical Thinking Dispositions and Abilities,"
Teaching for Thinking. eds. J. Baron and R. Sternberg (W. G. Freeman: New York,
1987) 9-26.

l 3 Ennis published a paper in Educational Philosophy and Theory (Vol. 23, #1 ,
1991) which applies this definition to the teaching of science: " An
Elaboration of a Cardinal Goal of Science Instruction:
Scientific Thinking" .
14 Harvey Siegel offers a solid criticism of Paul's position in Educating
l 5 R. W . Paul, "Teaching Critical Thinking in the Strong Sense:

Reason.

A Focu s on
Self-Deception, World Views, and a Dialectical Mode of Analy sis ," In formal
Logic Newsletter 4 , #2 , 1982, 3.
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susceptible to atomic evaluation, one takes a more
dialectical/dialogical approach." 16
Paul's intentions are admirable.

By focusing on the multi-

perspectival nature of knowledge one can move more quickly
towards a delocalization of knowledge.

This reflects Karl Mannheim's

concern about the potential rigidity and absolutism within thinking.
But Paul's focus on the dialectical/dialogical arises from a distinction
he makes between monological and multilogical thinking. 1 7
Monological thinking occurs from within one point of view or frame
of reference, and multilogical thinking transcends singular reference
frames and points of view.

Consequently, many problems in

mechanical engineering, medicine and mathematics are monological
problems.

Ethical, legal and constitutional problems, on the other

hand , are multilogical--they require a variety of viewpoints in order
to be solved.
The problem with Paul's position 1s that, while it encourages
dialogue, it lacks an explicit theory of judgment which allows him to
distinguish between monological and multilogical thinking, and
therefore to replace atomic arguments with argument networks.
16

!..hld., 3.

17

R. W . Paul, "Some Vocabulary and Distinctions: 31 Principles of Critical
Thinking ," unpublished (Sonoma State University)

The

14

validity of a dialectical/dialogical approach

IS

not independent of

those judgments which make the existence of differing world views
possible.

Paul appeals to judgment to deny judgment--to atomic

arguments to deny atomic arguments. 1 8
John E. McPeck suggests that both Ennis and Paul are trying to
do what cannot be done.

Since thinking is always about something, it

is necessarily subject-specific.

It follows, therefore, that "there is no

set of supervening skills that can replace basic knowledge of the field
in question." 19

This leads McPeck to suggest that critical thinking is

"the appropriate use of reflective skepticism within the problem area
under · consideration". 2 0 Appropriate refers to McPeck's
epistemologies in use.

Because thinking

IS

always subject-specific,

the critical component in critical thinking is supplied by his notion of
reflective skepticism--it evaluates that which one is thinking about.
The weakness of McPeck's position, however, is that reflective
skepticism is reduced to a basic logic that one must use to evaluate
any subject-specific epistemology.

1 8 It is important to note that according to Lonergan, deductiv e infe rence s ,

induction and dialectical 'moments' are all illustrations of the natural,
immanent and operative form of reflective insight itself.

19 J . D . McPeck, Critical

1981) 53.

20

Thi.ct.. , 6.

Thinking and Education (St. Martin ' s Press :

Ne w York ,

15

In Teaching Critical Thinking, McPeck has recently modified his
view slightly to suggest that critical thinking has two components:
knowledge component and a critical component.

a

By knowledge

component, he means "knowledge-based skills whose general range
of applicability is limited by the form of thought or kind of
knowledge being called upon. "21

The critical component "consists of

the ability to reflect upon, to question effectively, and to suspend
judgment or belief about the required knowledge composing the
problem at hand. 1122

Interestingly, McPeck suggests that the critical

thinking component is "parasitic upon the knowledge component
since the epistemic status (i.e. its certainty and its vulnerability) of
the different kinds of knowledge varies considerably." 2 3
In Lonerganian terms, McPeck seems to be confusing acts of
understanding with acts of reflection and the subsequent
qualitatively different insights that occur on both levels.

According

to Lonergan, the knowledge component is made possible after it has
been subjected to the critical component.

There are only objects of

thought until judgment transforms them into objects of knowledge.

21

J. D. McPeck, Teaching Critical Thinking (Routledge:

22 McPeck, 28.

23 McPeck, 28.

New York, 1990) 28.

16

Knowledge exists only after a judgment has been made.

This will be

more thoroughly addressed later in this thesis.
Nevertheless, to say that thinking is always about something,
and therefore always subject-specific, is different from saying that
there is no subject-neutral type of thinking.
thinking?

Can I not think about

Trudy Govier defines critical thinking as "thinking about

another product of thought (an argument, claim , theory , definition ,
question, problem, hypothesis), a comparison, synthesis,
simplification and much else, in a special, skeptically deliberative
evaluative way. 1124

By thinking about thinking, good and bad

patterns of thinking can be identified:
begging the question, etc.

conditional arguments,

Such thinking, although specific to

thinking itself, can point out errors in subject-specific thoug~t that
was missed by those thinkers within that specific subject.

McPeck's

critical component addresses another product of thought:

that

thought which constitutes his knowledge component.

McPeck's

critical component qualifies what kind of knowledge is to be deemed
questionable.

Epistemologies in use, therefore, is evaluated by a

24 Trudy Govier, "Critical Thinking in the Armchair, The Classroom and The

Lab."
unpublished paper quoted by J.A. Blair: Some Challenges for Critical
Thinking
(Christopher Newport College:
Newport News, VA. Christopher
Newport College Press, 1985) 70.

17

subject-neutral epistemology which 1s supplied by the critical
component m McPeck's system.
One significant problem with the approaches described above is
their assumption that a student's ability to think critically will make
him a critical thinker.

Our ordinary experience tells us that, although

we may be able to think critically, we rarely exercise those critical
skills when it comes to buying a new car, voting for a certain
politician or sacrificing a luxury in order to meet someone else's
need.
This prompted Harvey Siegel to avoid any definition of critical
thinking, and instead to characterize the nature of a critical thinker:
"A critical thinker is one who is appropriately moved by reasons ."25
To be moved by anything is to recognize the impact and therefore
the significance of that which is movmg me.

To be moved by reasons

is to be aware of the significance of reasons.

To be appropriately

moved by reasons is to be aware of the value of reasons m a way
which is consistent with reason itself.

Such consistency requires that

reasons be the essential concern of rationality.
to be reasonable.

This is what it means

If reasons were not the essential concern of

rationality , one could reasonably ask,

25 Harvey Siegel, Educating

For what reasons?

Reason (Routledge:

A critical

New York, 1988) 32 .
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thinker, therefore, "must have a good understanding of, and the
ability to utilize, principles governing the assessment of reasons. "26
But this ability to engage in critical thinking does not ensure that one
will be a critical thinker:
A critical thinker must not only be able to assess
reasons properly ... she must be disposed to do so as
well... A critical thinker must have a willingness to
conform judgment and action to principle. 2 7
This willingness is a critical attitude which "is inclined to seek
reasons and evidence; to demand justification; to query and
investigate unsubstantiated claims. "28
attitude "a love of reason."

Binkley calls this critical

According to Siegel, "we want our

students to value good reasoning, and to be disposed to believe and
act on its basis.

This is the heart of the critical attitude . " 2 9

F. Schrag criticizes Siegel's two central notions:

the ability to

properly assess reasons and the critical spirit. Displaying some fear
of logocentrism, Schrag feels that reason assessment and the critical
spirit are not so closely linked:
26

lb.iii.. 35.

27 Ibid ., 35 .

28

lb.id., 39.

29

lb.id. , 39.

19

Are painters, composers and poets and psychiatrists
"moved by reasons" when they work?

They certainly

need a critical attitude, but does that mean that they
assess the "force of reasons"?

Could a mellifluous tone, a

bold contrast, a change in posture be a reason?... I think
Siegel's exposition suggests that the primary context in
which critical thinking operates is that of oral or written
discourse. 3 o
Schrag suggests that philosophers of critical thinking have
focused exclusively on the language, mental activities and theories of
critical thinking to the neglect of the creative possibilities within
thinking:

"I propose that we liken thinking to an activity which is

the cognitive equivalent of territorial exploration. "3 l

Rock-climbing,

white-water canoeing and enqurance hiking all involve specific and
general skills but no "skills of exploration per se." 32

The skills

associated with Schrag's focus on exploration are not critical in
nature.

Rather, they are mental acts more closely associated with

postulating, hypothesizing or considering.

The critical moment comes

after there has been something identified that can be effectively
30 F. Schrag, Thinking in Schools and Society (Routledge:
3 1 Schrag, 6.

3 2 Schrag, 6.

New York, 198 8) 27.
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questioned, to use Schrag's terms.

Like many philosophers of critical

thinking, Schrag does not differentiate between specific types of
mental acts, and this creates confusion.

Hypothesizing about X is

different from evaluating the truth of X.
Matthew Lipman, on the other hand, explicitly relates critical
thinking to an act of judgment:

"By 'critical thinking', I mean

thinking that is self-correcting, sensitive to context, guided by
criteria, and conducive to judgment. The twin pillars of critical
thinking are reasoning and judgment."33

Lipman refers to judgment

as "settlements or determinations of what was previously unsettled,
indeterminate or in some way or other, problematic_·.. 34

Lipman

defines reasoning as, "thinking that is either determined by rules
that have been approved by judgment or guided by criteria m a way
that necessarily involves judgment. "3 5

Although Lipman's focus on

the role of judgment in critical thinking is similar to Lonergan's,
Lipman is not entirely clear about how judgment guides reasoning or
what the relationship is between acts of inquiry and acts of
judgment.

If the relationship is heuristic, why does Lipman not

3 3 Matthew Lipman, Thinking m
Cambridge, 1991) 65.
3 4 Lipman, 17.
35 Lipman, 65 .

Education (Cambridge University Pres s:
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examme the role of intentionality m his discussion of algorithmic vs.
heuristic thinking?3 6
Despite the merits of Lipman's Philosophy for Children
program, his philosophical reflection on critical thinking has neither
the depth nor the thoroughness which we will find in Lonergan .
Lipman does not discuss the significance of specific types of
questioning or the relationship between questioning and
consciousness.

Nor does Lipman expand his notion of judgment into

a research methodology.

If McPeck is right, the world is in a state of constant conflict
without the possibility of any resolution.

If Paul is correct,

knowledge of things located in space and time is impossible.

What is

Schrag's notion of territorial exploration looking for, and how will he
know when he's found it?

More importantly, how will he justify to

another that what he has found truly is what he says it is?
Bernard Lonergan, on the other hand, defines critical m
relation to acts of experiencing, understanding and judging and the
qualities of reasonableness, intelligence and attentiveness.
Moreover, he defines each term, identifies the relationships among
them and what one knows when one is attentive, intelligent and

36 Lipman , 58 .
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reasonable.

Not unlike Siegel and Lipman, Lonergan is concerned

about the importance of reasons and being reasonable.

But unlike

either Siegel or Lipman, Lonergan situates acts of critical thinking
within the spontaneous and dynamic unfolding of human
consciousness--ultimately, rational consciousness.
IV. ESTABLISHING THE GROUNDS FOR A CRITICAL FOCUS IN
EDUCATION
A.

Cognitional Structure
In order to establish the grounds for a critical focus rn

education using the philosophy of Bernard Lonergan, one must begin
with his position on knowing.

Such a position allocates a central role

to critical reflection and judgment, and therefore suits our purposes
very well.

In order to establish such a critical focus , one must

examine Lonergan's position on knowing and see how critical
reflection is structured and not independent from other, non -critical
mental activities.
For Lonergan, knowing is a human activity made up of unique
but inter-related parts that operate · together within a structure. In
other words, knowing is structured.
that makes knowing possible.
Lonergan have in mind?

For Lonergan , it is the stru cture

But what kind of structure does

A building is a structure with walls that
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keep things in without letting anything out.

It is built on a

foundation that supports the walls with beams that hold everything
in place.

Everything is determined and nothing new can be added to

the structure once it is completed.
structure?

Is this Lonergan's notion of

If so, how is he not a determinist?

If he is a determinist,

what happens to concepts such as freedom, creativity or morality?
Is his structure operating within a closed system , and therefore , just
another form of Hegelianism?

If it is not closed, where is the point of

opening that prevents premature closure?
Lonergan does not want to isolate the act of critical
reflection from that which it acts upon.

He realizes the need for

logic but he also recognizes the danger of logicism .

Lonergan

wants to maintain the unity between insight formation and
insight evaluation.
Lonergan, therefore, sees any structure as a unified whole
with each part being essential for the existence and survival of
the whole.

Although composed of different parts, the whole

cannot function as a whole without each part.

This means that

each part of a whole is necessary and, therefore, to be seen not
in isolation from the rest but as one part existing through and
with other parts:
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Each part is what it is m virtue of its functional relations
to other parts; there

IS

no part that

IS

not determined by

the exigencies of other parts; and the whole possesses a
certain inevitability m its unity, so that the removal of
any part would destroy the whole, and the addition of
any further part would be ludicrous.

Such a whole is a

structure. 37
In other words, a structured whole has parts whose functions are
determined by their relationships to one another.

For the whole to

be unified, the needs of one part must be met by the functions and
exigencies of another.

The diversity of these functions al low for the

structure to be self-maintaining.3 8
Lonergan believes that some structures are inevitable because
of their natural drive to be "self-assembling, (and) selfconstituting. ,.39

In other words, some structures are dynamic.

The

body has structured itself in such a way that it is what it is by virtue
3 7 Bernard Lonergan, "Cognitional Structure,"
Herder: New York, 1967) 222.

Collection, (Herder and

3 8 At this point, many parallels can be made between general sy stem s th eory
and Lonerganism . Capra argues that the new scientific view of realit y is
based on a consciousness of the essential interrelatedness and
interdependence of all phenomena.
For Capra, systems arc internally
dynamic, self-constituting, self-renewing and self-organizing.
If any part
of the whole is absent or malfunctioning, the whole cannot exi s t.
Lonergan ' s theory of knowing is quite similar in the se re gard s .
39 _Lone rgan , Collection , 222.
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of its ability to be self-structuring, and it survives and thrives
because of it.

The circulation of the blood is a different biological

activity from respiration and digestion, yet each needs the other to
function properly; they exist only if they exist interdependently.

In

a similar way, seeing, hearing, smelling, imagining, understanding,
reflecting and judging all function differently but together make
knowing's self-structuring possible.
Unlike those who argue that structure restricts the possibilities
of know ledge, Lonergan argues that by nature, knowing is a
structure with the three interdependent activities of experiencing,
understanding AND judging.

Rather than being a closed system like

most structures, Lonergan's structure is dynamic and open by virtue
of its appeal to expenence and structured by virtue of the fact that
knowing has a form which begins but does not end with experience.
Lonergan identifies a cognitional structure which underpins
both the abstract formulations of mathematics and the concrete
judgments of empirical science.

If such a structure exists, then there

1s a common method that accounts for the claims of both rationalists
and empiricists.

The corresponding notions of being that both

schools arrive at, therefore, may be complementary and true within
a higher viewpoint. .
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Given that Lonergan's cognitional theory is a structure, one can
ask, What are its properties and why are they so structured?
Where does critical thinking fit in?

and

Most importantly, How does this

structure result in knowledge of the world?
It has already been mentioned that Lonergan considers
knowing as a unique type of mental activity with the inter-related
components of experiencing, understanding and judging.

But what

stimulates the movement of the process from experience to
judgment?

Lonergan claims that knowledge has its origins in

experience which unleashes the unrestricted desire to know, a desire
that wonders why things happen, that poses questions which
promote inquiry and terminate in knowledge .
As desire, it is emotional and as emotional it 1s qualitatively distinct
from the rational.

Because knowing originates within an unrestricted

desire to know and such a desire is an emotion, Lonergan' s
cognitional theory is not purely rationalistic. 4 0
Through an experience of sensible or imagined data, one may
daydream or one may ask questions.
4 o In

Initially, questions for

regards to feelings, he distinguishes between non-intentional states
(such as fatigue, irritability, bad humor which have causes) and intentional
responses which answer to what is intended, apprehended or represented .
These later feelings relate us to objects and they give intentional
consciousness its mass, momentum, drive, power without which, our
knowing and deciding would be paper thin.
Method
in Theology, 31.
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intelligence are asked, What is it?

and Why is it?

mind, inquiry into the data usually ensues.

Within an active

This is at the level of

understanding and insights arise on this level.

If an insight into the

data occurs which answers the questions for intelligence, the insight
is formulated with the use of an appropriate symbolism .

As in

science and in mathematics, symbolism is important- -it is not
arbitrarily chosen.

Imagine finding the square root of MLCCVII as

opposed to 1707 or graphing the static thrust curves of model rocket
formulae with Roman numerals.
After a moment of insight has occurred and the insight has
been formulated into an hypothesis using the appropriate
symbolism, one still needs to affirm or deny its validity .

Because

insights are common but correct ones not so common , one asks if the
insight one has arrived at is correct or not.
asks a question for reflection, Is it so?

In Lonergan 's words , one

These questions follow upon

questions for intelligence and can only be answered Yes or No.
answers Yes, one judges the insight to be correct.

If one

At the levels of

experience and understanding , therefore, one does not yet know
what is or is not the case.
where knowledge exists.

For Lonergan , it is the level of judgment
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For Lonergan, critical reflection is epistemic.

Prior to

judgments, there are insights into the data of experience.

But these

insights are not yet objects of knowledge--they may become objects
of knowledge through an act of critical reflection.

The question then

arises, What is an insight?
B.

Insight

1.

Scientific Insight
In order to develop a critical focus in education immune to the

arguments of radical post-analytic thought, one must see that for
Lonergan, critical reflection and judgment operate upon insights by
an appeal to the dynamic of human consciousness and not a set of
abstract propositions.

Before such an illustration can be given, one

must see how insight functions in science, mathematics and common
sense.
Lonergan selects examples from the history of science because
they most clearly reflect that process where people strive to discover
the properties of the world they inhabit. One wants to explain what
is happening and subsequently, one forms an hypothesis to explain
the experience.

Similarly, one wants to know whether or not one's

explanation is accurate so one tests it and then makes the necessary
revisions.
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As an illustration, Lonergan uses the example of Archimedes
who was once asked by King Hiero to see if a certain dishonest
blacksmith had added lead to the royal, golden crown.

Archimedes

set out to solve the problem and while relaxing in the baths of
Syracuse, he had an insight: weigh the crown in water.

This idea sent

him running naked through the streets shouting Eureka! Although
Lonergan is not concerned with the principles of displacement and
specific gravity, this example offers an insight into insight.
Insight:
1.

comes as release to the tension of inquiry,

2.

comes suddenly and unexpectedly,

3.

is a function not of outer circumstances but mner
conditions,

4.

pivots between the concrete and the abstract,

5.

passes into the habitual texture of one's mind. 4 1

Although the typical scientist's satisfaction in success 1s more sedate,
everyone has a "drive to know, to understand, to see why, to
discover the reason, to find the cause, to explain. "42

When a

moment of insight occurs, the tension characteristic of inquiry 1s
released.

Moreover, because insights occur unpredictably, a student

cannot have them by following methodological rules.
4l

Lonergan, Insight. 4.

42

Lonergan, Insight, 4.

If this were the
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case, men of genius would be mere hacks. 4 3

More importantly,

insights are the origins of rules.
Because many visitors to the baths at Syracuse felt the
temperature of the water and its buoyancy, and only Archimedes
grasped the notion of displacement and specific gravity, insight is
dependent more upon native endowment or inner conditions than
outer ones.

Water, tubs and metals and so on are necessary but not

sufficient for insights to occur.

There must be an inquirer with the

ability and desire to solve the problem at hand.
The insight that solves such a problem is not restricted to the
person having it or the time or place in which it arose.

Although

Archimedes' problem was concrete, his solution went beyond the
concrete.

His desire to solve the problem given to him by t~e king

led him to focus on the immediate and immanent intelligibility
. before him and later to formulate his discovery into a number of
abstract laws and principles which are applicable to places and times
beyond ancient Greece.

This demonstrates a universal quality of

insight:
... by its very nature insight is the mediator, the
hinge, the pivot.

43 Lonergan, Insight, 4.

It is insight into the concrete
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world of sense and imagination.

Yet what is known

by insight, what insight adds to sensible and
imagined presentations, finds its adequate
expression only in the abstract and recondite
formulations of the sciences. 4 4
An insight, therefore, penetrates the concrete and transcends the
particular situation in which the insight arose.

The vehicle which

communicates the insight to other situations is its formulation.
Lonergan uses _a nother example from the history of science to
demonstrate the . nature of an insight.

Galileo's experiments with free

fall illustrate that he was concerned only with the immanent
intelligibility of a free fall and not in the final cause of falling bodies,
the different kinds of materials that fall or the different agencies
that produce falls.

By intelligibility Lonergan means the content of a

direct insight, the component that is absent from our knowledge
when we do not understand and present when we do understand. 45
Rather than merely describing, this intelligibility explains.
Such an explanation is concerned with the similarities of things in
their relation to one another.

44 Lonergan , Insight. 6.
4 5 Lonergan , Insight. 20 .

Lonergan distinguishes between things
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m their relation to us and things in their relation to one another.
Things in their relation to us involve description and may be similar
in shape, colour, taste, odour, texture or weight.

Although science

appeals to these similarities, it cannot remain content with them .
Science requires explanations and therefore is more interested rn
things in their relation to one another.

Things, therefore, may be

grouped together, occur at related times , be proportionate to one
another and "such proportions may form series of relationships such
as exist between the elements in the periodic table of chemistry or
between the successive forms of life in the theory of evolution . "46
Galileo had a hunch that the intelligibility of a free fall may
have something to do with the relations between two things : distance
. and time.

By doing field work, he measured falling objects and

discovered that they fell a determinate distance in a determinate
interval of time.

His measurements verified the general rule that the

distance traversed is proportional to the time squared.

He related

two things to one another--distance and time--and explained the
rates of free-fall.
The accuracy of this formulation , however, increases only as
one approaches a frictionless environment.

4 6 Lonergan , Insight. 37 .

In his search for the
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nature of a free fall, Galileo, therefore, had to suppose the existence
of a vacuum; something that only exists beyond an atmosphere and
therefore, not on Earth.

Interestingly, the closer one gets to an actual

vacuum, the more accurate is Galileo's formula.
Galileo's insights into the data before him arose m response to
an inquiring attitude and involved the use of both imagination and
supposition.

His insights were acts of understanding that functioned

as a pivot or hinge between the abstract and the concrete.

Although

they were insights into the concrete, their application went well
beyond the parameters of the particular situation in question.
Both Archimedes and Galileo knew their insights had to be
critically examined, tested and either discarded or revised.

The laws

formulated from the insights, therefore, were not enough by
themselves to constitute knowledge--verification was needed .
raises a significant point for the epistemology of science:

This

laws of

free-fall and principles of hydrostatics are not sensed, they are
understood and as understood, subjected to judgment.

The role of

judgment is central to Lonergan' s epistemology, and supplies that
feature which gives it its critical focus.

For the moment, the

important point to be considered is that insights in science occur not
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on the level of experience but of understanding and in response to an
inquiring attitude which poses questions for intelligence.
2.

Mathematical

Insight

These two examples from empirical science strongly suggest
that scientific insights are possible.

But what about insights which do

not arise from sensible experience?

What about subjects like modal

or deductive logic or mathematics which do not appeal to sensible
data for their substance?
distinction?

What about the synthetic-analytic

Because of its accuracy and precision, Lonergan uses

examples from mathematics to demonstrate that insights from all
subject areas are acts of understanding that arise in .response to
sensed or imagined data.
Not unlike the scientist, the mathematician has an unrestricted
desire to know which motivates her to also inquire into things
imagined or observed:

"Imagine a cartwheel with its bulky hub, its

stout spokes, its solid rim.

Ask a question, Why is it round?" 4 7

What is really being asked is What is roundness?

Or rather, what ts

the immanent reason or ground of the roundness of the wheel?
Hence a correct answer will not introduce new data such as carts ,

4 7 Lonergan ,

Insight. 7.
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carting, wheelwrights or their tools. 48

In response to the question,

imagination presents a clue:
Let the hub decrease to a point; let the nm and
spokes thin out into lines; then if there were an
infinity of spokes and all were exactly equal, the
rim would have to be perfectly round; inversely,
were any of the spokes unequal, the rim could not
avoid bumps or dents. 4 9
The wheel is round, therefore, because the distance from the centre
of the hub to the outside of the rim is always the same.
cartwheel, points and lines cannot be imagined.
vacuum, they must be supposed:

But unlike a

Not unlike a perfect

"The imagined dot , has magnitude

as well as position, but the geometer says, let us suppose it has only
position. "50

Similarly, with a line one supposes that it has length

without breadth.

These suppositions, in conjunction with the image

of the cart-wheel, allow the geometer to recognize necessity and
impossibility regarding the nature of a circle:

4 8 Ibid. 7.
49 Lonergan, Insight. 8.
50

1..bld., 8.

"if all the radii are
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equal, the curve must be perfectly round; and if the radii are
unequal, the curve cannot avoid bumps or dents. "51
While insight grasps necessity and impossibility, conception
expresses generally what is essential to having the insight.

From the

empirical data, conception expresses what insight has provided for it
through an image without which there would be no law of falling
bodies, circle, etc.
Arriving at an insight into the nature of a circle began with a
question about something observed, Why is the cart-wheel round?
Then there was a clue provided by the imagination:
the cart-wheel's spokes.

the equality of

The geometer then supposed points without

magnitude and lines without breadth .

This led to the resulting

concept that all lines leading to the centre of the circle must be equal
if the circumference is smooth.

If this is the case, there must also be

relationships between the radii, circumference, lines, etc., and these
relationships determine the meanings of the terms and further
potential relations to be formulated.
For this and every other insight, therefore, there is a "circle of
related terms and relations, such that the terms fix the relations, the

51 Lonergan , Insight, 8.
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relations fix the terms, and the insight fixes both. 115 2

In other words,

if one recognizes the necessary and sufficient conditions for
roundness, one grasps not only the circle, but also the point, the line,
the circumference, the radii, the plane and equality. 5 3
Although not as exciting as discovering the
principles of hydrostatics, this mathematical
illustration offers a further insight into insight. By
reflecting upon the means whereby one arrives at
the definition of circles, principles of hydrostatics,
gravity or friction, one can see a pattern emerging:
Empirical presentations, then, are the material
presupposed by inquiry ... Similarly, what is inquiry?

It is what arises upon empirical presentations and
leads on to insight and conception .

Insight is what

answers inquiry about empirical presentations and
what grounds conception.

Conception ... expresses

_the insight that satisfies the inquiry into empirical
presentations.5 4

52 Lonergan, Insight, 12.
53 Lonergan, Insight, 12.
54 Lonergan, Understanding

and

Being. 45 .
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We have, therefore, a nest of related terms whose definitions are
linked in such a way that understanding one leads to an
understanding of them all.

For example, the idea of a free-fall leads

one to a consideration of friction, gravity and space.

By relating

these terms to one another there arises a habitual accumulation of
insights that result in different fields of mathematics and empirical
science.
In summary, Lonergan argues that knowing is a structured
activity with the three different but inter

related components of

expenencmg, understanding and judging.

Although only the first

two have been considered, it is clear that experience stimulates the
desire to know which responds by asking questions for intelligence .
At the level of experience, acts of sensing, perceiving and imagining
provide the data that understanding operates upon to recognize
patterns and develop explanations.

Acts of intelligence such as

mqmry, understanding, formulating, and conceiving, function to
formulate the insights that lead to a higher viewpoint which explains
wider fields of data.

3.

Insights from Common Sense
Obviously, science and mathematics are not th e only areas

wherein insights are found.

Our entire lives are not spent in th e
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laboratory or at a calculator.

Most of our time 1s spent completing

small tasks that need immediate attention and have short term
results.

The problems that arise through daily living, therefore, are

practical concerns.

They do not need the establishment of

correlations between observable sets of data or the identification of
invariance in mathematical expressions among competing schools of
geometry.
Common sense, rather than science or geometry, 1s concerned
with the problems of daily life.

It is one's common sense that solves

those immediate practical problems encountered through living.
important questions are, therefore, What is common sense?

The

and Does

the man of common sense arrive at insights in a manner similar to
the scientist or mathematician?
Unlike the scientist and mathematician, common sense IS
concerned not with universally valid knowledge but with the
concrete and the particular.
as it arises.

Its function is to master each situation

Common sense has no use for a technical language and

no tendency towards a formal mode of speech.5 5

The only

interpreter for common sense, therefore, Is common sense.

55 Lonergan, Insight. 177.

Common
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sense restricts the drive of intelligence and limits its range of
questioning:
Indeed, the supreme canon of common sense is the
restriction of further questions to the realm of the
concrete and particular, the immediate and
practical.

To advance in common sense is to

restrain the omnivorous drive of inquiring
intelligence and to brush aside as irrelevant, if not ·
silly, any question whose answer would not make
an immediately palpable difference. 5 6
Common sense is not concerned with questions that lead to
definitions, formulations or conceptions.

It wants to get the task at

hand completed in the most efficient manner possible with the least
expenditure of time and energy.

Common sense, therefore, is not a

cloak of ignorance soon to be illuminated by scientific thought.

It has

an objective field of its own, a set of questions specific to its manner
and field of operations.

It is intelligent yet it does not seek the intelligibility sought
after by science.

Common sense is more of an unformulated

intelligibility that wants to know for the sake of daily living.

56 Lonergan, Insight, 178 .

Like
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science, common sense forms a core of insights that are improved
upon by further insights.

But unlike science, common sense does not

formulate these insights into a system.

Insights are related to one

another for the purpose of improving one's daily living .

Common

sense is practically motivated and pragmatically sanctioned.
Common sense, however, is not afraid to generalize.

It makes

generalizations and analogies constantly in its daily operations .

In

analogies and generalizations, the link is the "cognitional law that
similars are similarly understood ... 57

If every time I do X, Y occurs,

I will generalize from those experiences and expect Y to happen

If I constantly encourage my students to question

whenever I do X.

the validity of my ideas, I will expect criticism from my students
whenever I raise a personal opinion about anything.

If such

criticism follows when I bring up future arguments, I will
communicate to my colleagues that students will think critically if
they are expected to.
The ground of common sense, therefore, is both proximate and
remote.

Its proximate ground is the particular:

particular time.

my demands at a

Its ground is also remote--the communicated

insights of the tradition, including the insight that children will think

5? Lonergan, Insight, 315.
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critically if they are expected to.

In further encounters with

students, teachers assume the truth of this insight.

The insight 1s

passed on and becomes a part of the tradition of teaching.

The

remote ground of common sense within the teaching profession then
claims that children can think critically and teachers can expect them
to.
But this creates a problem for common sense.
sense but there is also common nonsense.

There is common

A community of

individuals operating at the level of common sense operates within
an unformulated core of habitual insights which may be in error.
The mistaken insight that all children can be critical thinkers if they
are expected to be is believed by members of the education
community.

But now, one is out of the realm of common sense and

operating within the boundaries of science .
valuable,

Common sense, however

must realize its limitations and accept the world of theory

even when it may be practically disruptive to do so.
Another significant point to be made is that like sc1ence and
mathematics, common sense arrives at insights which by themselves
are not yet knowledge.

As understood and not yet judged, such a

core of unformulated habitual insights remains an object of thought
and not yet an object of knowledge.

Without reflection and
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judgment, insights become part of an habitual but unformulated core
of insights that can lead a tradition into decline.
Experiencing and Understanding:

C

A Summary

At this point, a brief review of where we have come from
order so that we can see where we are going.

JS

m

If a critical focus m

education is possible, it must involve but transcend experience and
understanding.

Otherwise, one is left being able to describe positions

but unable to critique them.

From such a perspective, anything is

possible and everything is permissible.
Lonergan has suggested for our critical consideration that
knowing is a structured activity with three distinct but inter-related
parts :

experiencing , understanding and judging.

and understanding have been investigated so far.

Only expenencmg
Acts of

experiencing such as sensing , perceiving, and imagining present data
to be understood through inquiry, understanding and formulation .
Acts of understanding are qualitatively different from acts of
experiencing.
At the level of understanding, insights are formed.
JS

An insight

a creative act of intelligence which offers an explanation into why

things happen, what things are and why they are so constituted .
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They pivot between the abstract and the concrete and make
generalization a possibility.
Insights occur unexpectedly and, once they have occurred, pass
into the habitual texture of one's mind.

In other words, once one has

performed a series of experiments in biology for oneself, certain
biological insights come much more easily and with less effort.
Similarly, the difficulties of solving differential equations in calculus
dissolve after one has mastered the calculus for oneself.
Common sense, mathematical and scientific insights anse rn
response to an inquiring attitude.

Common sense is concerned with

the practical and sanctions the pragmatic.

Mathematics and the

sciences gravitate towards the theoretical.

The unrestricted desire to

know compels the inquiring mind to pose questions for intelligence:
What is this?

Why is it that?

The desire is only satisfied after

inquiry into the data has been made and an insight has been
formulated with the appropriate symbolism.
But we still have not shown how critical reflection is crucial in
knowledge creation, and this is central to our attempt to develop a
critical focus in education.

At this point, all we can say is that

common sense, science and mathematics inquire into the nature of

45
things and produce explanations.

We must now see how Lonergan

determines which explanation is correct.
D.

Judgments and The Virtually Unconditioned
Until now, we have only looked at two levels of Lonergan's

cognitional structure:

experience and understanding.

The following

pages will examine the third level of Lonergan's cognitional theory:
judgment.

It is significant for our purpose of establishing a critical

focus for education since it is on the level of critical reflection that
one arrives at true judgments about the world.
As questions for intelligence lead to the discovery of insights,
questions for reflection lead to the development of judgments.

After

one has answered a question for intelligence, one wants to know if
one's insight is correct.

One asks a question for reflection:

Is it so?

The answer to this question is Yes or No, It is or It is not. 5 8

These

answers can also be modal, "they can be qualified in as many ways
as one pleases--possibly, probably, certainly, I don't know, we'll see.
However, they are all of the basic type, It is and It is not. ,,5 9

The

problem for Lonergan and the critical thinking movement is how one
gets from the question, Is it?

5 8 Lonergan, Understanding
59 Lonergan, Understanding

and
and

to the answer, It 1s.

Being. 111.
Being. 112.
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Lonergan maintains the transition 1s made by an act of
reflective understanding.

Objects of thought are transformed into

objects of knowledge by an act of reflective understanding.
understanding are different from acts of reflection.

Acts of

Galileo had an

insight that a certain relationship between time and distance
determined the rate of falling bodies.
insights are a dime a dozen .
be tested.

But as Lonergan himself says,

In other words , Galileo's insight had to

This testing or verification comes through an act of

reflective understanding that wants evidence.
This act recognizes certain evidence as being sufficient for an
insight to be true.

But what constitutes sufficient evidence?

do I have sufficient grounds for believing anything?

When

Lonergan

himself asks, "What are the scales on which evidence is weighed?
What weight must evidence have if one is to pronounce a Yes or a
No?"60
Lonergan argues that the evidence is sufficient for a claim
when that claim is grasped as a virtually unconditioned. 61
'virtually', Lonergan means 'almost certainly'.

By

He makes a distinction

between the virtually unconditioned and the formally unconditioned.

60 Lonergan, Insight. 279.
6l Lonergan, Insight. 280 .
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Unlike the virtually unconditioned, the formally unconditioned has
no conditions whatever like God.

The virtually unconditioned,

however, has conditions but they are fulfilled.
bodies is true only under certain conditions.

Galileo's law of falling
The definition of a circle

is true given the fulfilment of certain conditions.

My claim that my

director is in his office is true only under certain conditions.
The correctness of a statement is not to be found on the levels
of experience or understanding.

According to Lonergan, objects· of

thought become objects of knowledge when they are grasped as
being virtually unconditioned.

But what is the virtually

unconditioned and where is it to be found?
The virtually unconditioned itself, has three inter-related
parts: (1) a conditioned (2) a link between the conditioned and its
conditions and (3) the fulfilment of the conditions.6 2

Within the

general activity of judging, the virtually unconditioned lies between
an act of reflection and an act of judgment.
Smith in his office?

Such a question for reflection can only be

answered by Yes or No.
one.

I ask the question, Is Dr.

I answer, Yes.

But my claim is a conditioned

It is true only under certain conditions--namely that Dr. Smith

1s m his office.

At this point I go and see if Dr. Smith is in his office.

6 2 Lonergan, Insight. 280.
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I see a man sitting there who looks exactly like Dr. Smith .
that Dr. Smith is in his office.

The condition is fulfilled.

I conclude

Notice that

the fulfilment of the conditions rests on the level of sensible
presentations.

With the fulfilment of this condition, I conclude that

Dr. Smith is in his office.

The proposition, Dr. Smith is in his office,

has been grasped as a virtually unconditioned and the judgment that
Dr. Smith is in his office can follow .
If we were to put this in a syllogism, it would look like this:
•

The conditioned:

•

The link between the conditions and the conditioned:

Dr. Smith is in his office.
Dr.

Smith is in his office if when I look inside his office, I see Dr.
Smith sitting there.
•

The fulfilment of the conditions:

I see Dr. Smith sitting m his

office.
It could be true that the person I think is Dr. Smith 1s actually a
clever impostor who wants to fool me into thinking that he is
actually Dr. Smith and that Dr. Smith is really at home watching the
hockey game.

But I can ask if such an alternative explanation is

more probable than my own .
to fool me?

Why would Dr. Smith go to such ·efforts

Why would he not just leave a note on his door saymg

that he was not in?

These questions make the altern a tiv e
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hypotheses less credible than my own and therefore worth rejecting.

It is to be noted that the judgment that Dr. Smith is in his office
is true, independent of time and place.

The individual judging in this

case has achieved what Lonergan calls cognitional selftranscendence. 63

The knower now knows something that

regardless of who knows it or where or when it is known.

true

IS

It will

always be true for everyone that Dr. Smith was m his office at the
particular time I saw him in his office.
Using a more complex example, Lonergan illustrates the nature
of the virtually unconditioned by using a form of deductive
inference: If A then B. But A. Therefore, B.
material and alive, X is mortal.
Therefore, men are mortal. 6 4

Simply, If X

IS

a

But men are material and alive.
The conditioned is Men are mortal.

It

Is true only with the fulfilment of certain conditions and it is linked
to those conditions:

If X is material and alive, X is mortal.

Again, the

fulfilment of those conditions rests on the level of presentations:
observes X to be material and alive.

The conclusion, Therefore men

are mortal, IS a virtually unconditioned.

Reflective insight grasps this

pattern and makes the judgment that men are mortal .

63 Lonergan, Method in Theology, 45.
6 4 Lonergan, Insight, 281.

one
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It must be remembered that reflective understanding can only
operate on something that one has formulated and presented for
critical examination.

One has already asked a question for

intelligence and now one wants to know if a particular insight 1s just
another bright idea or a correct, bright idea.

If the idea is correct, it

will be correct only under certain conditions and the fulfilment of
those conditions.

If they are fulfilled, the insight under consideration

Is correct.
If they remain unfulfilled, further pertinent questions may

anse and force one to either revise or disregard the insight in
question.

Lonergan calls such insights vulnerable, and they must be

refined if they are to become invulnerable. 65

The judgment that Dr.

Smith is in his office is invulnerable if it is grasped as virtually
unconditioned.

It remains vulnerable if further, pertinent questions

anse which cannot be answered by the prospective judgment.
In summary, a prospective judgment is grasped as a virtua11y
unconditioned

1.

when reflective insight

grasps a conditioned which Is
a.

the content of an act of understanding, or thinking,
or formulating,

65 Lonergan, Insight. 284-285
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b.

as scrutinized by the questioning of critical
reflection,

c.

and thereby revealed as m need of evidence,
support or argument;

2.

grasps the link between the conditioned and its
conditions which
a.

can be established differently m different
contexts,

b.

for example, by an act of understanding,
or conceiving, or defining;

3.

grasps the fulfilment of conditions which
a.

can occur differently in different contexts,

b.

for example, as the content of sensation, or
imagination, or thought. 66

A judgment, therefore, is virtually unconditioned if (1) it is
conditioned, (2) its conditions are known, and (3) the conditions are
fulfilled. 6 7

All statements are conditioned.

fulfilment of certain conditions.

They are true given the

With the fulfilment of those

conditions, the judgment, It is so, naturally follows.
66 Michael Rende, Loner&an
New York, 1991) 64-65.
67 Lonergan, lnsi&ht, 280.

on

Conversion

(University Press of America:
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Science, mathematics and common sense all grasp or fail to
grasp judgments as virtually unconditioned.
planetary motion true?
length x width true?

Are Kepler's laws of

Is the formula of the area of a rectangle
Did my house get broken into last night?

If the

conditions for the fulfilment of these propositions are present,
reflective understanding will grasp them as virtually unconditioned.
Has Lonergan found something that is true or is his notion of
the virtually unconditioned just another bright idea?
experiences?

Do I have

Do I ever understand anything I experience?

Do I

accept everything I hear or read, or do I occasionally question my
sources?

These questions are questions for reflection.

Between them

and the following judgments that they are true or false, rests a grasp
of the virtually unconditioned.

One cannot deny the activities of

expenencmg, understanding and judging without appealing to
expenencmg, understanding and judging. A denial of the whole
process can only involve one in contradiction and incoherence.

E

Deciding
Lonergan realizes the need to act upon what one has judged to

be the case.

After one has grasped a statement as a virtual I y

unconditioned and made a judgment, one must decide what to do
about it.

After having judged something to be true, it is only natural
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to act on it.

Not to act 1s being hesitant and as the proverb says, He

who hesitates is lost.
On the level of decision-making, one reflects upon possible
courses of action, chooses one and carries it out. 6 8

After one has

asked a question for intelligence and a question for reflection, one
asks a question for deliberation such as Is it worthwhile?

One

decides that it is or is not, and acts accordingly.
One can decide that X is the right thing to do and still not do it.
One, however, can decide that X is not the right thing to do and do it.
According to Lonergan, neither is acceptable.
course of action.

Neither is a responsible

If my boss wants me to accept a belief that I feel is

racist, I have a responsibility to critically reflect on the position and
. accept it or reject it.

I can accept it because it is easier or

professionally advantageous to do so.

But if I attend to my

experience, intelligently understand what is being said and
reasonably affirm or deny it, the evidence may dictate what truly
should be done.

By letting the evidence speak for itself, I may be

asked to decide on a course of action which is not in the best
interests of my career.

68 Lonergan, Method in Theology, 9.
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Nevertheless, the activities of reflecting, grasping the virtually
unconditioned and judging give us a ground for our critical focus in
education.

Since it is at the level of critical reflection that

propositions are grasped as virtually unconditioned, and such an act
is the moment when all insights are affirmed as correct or not, any
discipline--including education by definition--possesses a critical
focus.
F.

The Self-Affirmation of the Knower
All judgments about the world are made from the vantage

point of the knower, but the knower is quite rarely self-affirmed.
The self-affirmation of the knower is Lonergan 's term for the act
wherein we judge ourselves capable of arriving at true statements
about the world through a basic understanding of oneself.
Knowledge of Lonergan's cognitional structure is not just knowing
what someone else said about· human knowing.

It is knowing about

one's own way of knowing and how that knowing shapes what one
knows.

The self-affirmation of the knower is a judgment that the

self arrives at knowledge through experiencing, understanding and
judging.

The self, therefore, can be properly called a knower.

This basic knowledge of oneself as a knower is not just another
moment of self-discovery.

It is a judgment that the self performs
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certain mental acts and through that performance establishes for
itself a vantage point from which to survey all fields of knowledge.
According to Lonergan, the self-affirmed knower has an
understanding of human understanding and, therefore, a potential
understanding of all that is to be understood.

This is a rather

significant claim and given the fact that Lonergan maintains that
knowledge 1s a product of critical reflection , it is deeply significant.
Firstly, the self-affirmation of the knower is a judgment that
one must make for oneself.

The reader, therefore, cannot simply

accept Lonergan's account of cognitional structure or my
interpretation of it as the truth. She must

affirm it for herself.

Everything that has been read to this point still remains only an
object of thought.

It is not yet knowledge.

must be reasonably affirmed .

For it to be knowledge, it

For Lonergan, intuitive glimpses of the

truth are not reliable accounts of knowledge.
So, how can we reasonably affirm Lonergan's cognitional
theory?

How is the self-affirmation of the knower possible?

Such an

affirmation is a judgment and as a judgment it involves the virtually
unconditioned.

Because it involves the virtually unconditioned ; there

must be a conditioned, a link between the conditions and the
conditioned and a fulfilment of those conditions.

In this case, the
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conditioned is the statement, I am a knower in Lonergan's sense of
the term. The link between the conditions and the conditioned is the
statement, I am a knower if I perform acts of sensing, perceiving
imagining, understanding and judging.
conditions is given in consciousness.

The fulfilment of these
So it is in consciousness that one

finds one's evidence.
By consciousness, Lonergan means "an awareness immanent m
cognitional acts. 1169

Cognitional acts carry with them a concomitant

awareness of the action.

By seemg, one becomes aware of not only

the seen but the seemg.

Similarly, by hearing, one becomes aware of

not only the heard, but the hearing.

Unlike cognitional acts,

unconsc10us acts such as digestion, respiration and the growth of
one's beard, do not have a concomitant awareness associated with
them.

Consciousness is a quality particular to cognitional acts.
Within consciousness, one can recognize the existence of a

variety of mental operations that can be grouped according to their
basic functions:

experiencing, understanding, judging, and deciding.

These basic functions carry with them different levels of awareness:
the empirical, intellectual, rational and responsible.

69 Bernard Lonergan, Insi~ht. 322.
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Each level is different yet related to the prev10us one.
to all data is a function of empirical consciousness.

Attentiveness

On this level we

"sense, perceive, imagine, feel, speak and move." 7 0
Similarly, understanding occurs on the intellectual level, where "we
inquire, come to understand, express what we have understood,
(and) work out the presuppositions and implications of our
expression ... (and on the rational level,) we reflect, marshal the
evidence, pass judgment on the truth or
falsity, certainty or probability of a statement. "7 l

Finally, there 1s

the responsible level of consciousness wherein we are aware of
"ourselves, our own operations, our goals, and so deliberate about
possible courses of action, evaluate them, decide and carry out our
decisions. " 72
Consciousness supplies Lonergan with the data he needs to
affirm the self as a knower.

I am a knower if I perform acts of

sensing, imagining, understanding and judging.

Within

consciousness, the existence of these acts is verified.
imagine?

Do I inquire?

Do I see?

Have I ever had an insight?

everything I hear or am I ever critical of my sources?
70 Bernard Lonergan, Insight, 9.
71

Bernard Lonergan, Insight. 9.

72 Bernard

Lonergan,

Insight. 9.

Do I

Do I accept
The
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verification fulfils the conditions within the proposition I am a
knower if I perform acts of sensing, imagining, understanding and
judging.

I therefore grasp the proposition that I am a knower as

virtually unconditioned and can make the judgment that I am a
knower.
The implications of the self-affirmation of the knower are both
direct and indirect.

The direct implications are:

if I am a knower

necessarily, and the means whereby I became a knower made it
possible for me to be a knower, then those means share a degree of
necessity:

"The contingent, if you suppose it as a fact, becomes

conditionally necessary, and this piece of elementary logic places the
merely factual self-affirmation in a context of necessity ... 7 3

In other

words, simply doing it shows one that it is--one cannot deny_
something that is actually performed.
Also, if being a knower is a fact, then all that made me a
knower is factual as well:

"Accordingly, if it is a fact that I am a

knower, then empirical, intelligent and rational consciousness,
cognitional process, and all that it implies are factual too." 7 4 It is
important to remember that Lonergan is not trying to argue that

73 Lonergan, Insight, 329.
74 Rende, 69.
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these mental activities are necessarily the case, just that they are
actually the case.
perspective.

Lonergan is not operating from a purely analytic

He is beginning with the activities of knowing as they

are performed.

Not unlike Einstein, Lonergan believes that

knowledge of science is best achieved through observing what
scientists do and not by listening to what they say they do.
Secondly and indirectly, if the way I know facts is a fact , then
that which I call a fact will be conditioned by the way I come to
know facts.

Rather than a society, culture, religion, diet, or Zeitgeist,

determining what is a fact, the individual knower, while considering
the mediating role of these influences, has the freedom to judge what
is and is not a fact.

It is a fact, therefore, that from the vantage point

of the self-affirmed knower, there exists a critical focus which is
truly foundational to all knowledge claims--including those made m
fields of education.
But "just as insight can be desired so too it can be unwanted.
Besides a love of light, there can be a love of darkness." 7 5

Lonergan

is not blind to those prejudices that notoriously vi ti ate theoretical
investigations.7 6

Despite the existence of a funded capital of truths

75 Lonergan, Insight, 191.
76 Lonergan, Insight, 191.
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that promote progress, there exists also a funded capital of
falsehoods that promote decline.

Pedagogues who want to

indoctrinate a child into a particular belief, i.e. that the holocaust
never happened, would be less likely to encourage them to make
their own judgments about the issue and less likely to spur them
onto an affirmation of such a possibility.
If the self-affirmation of the knower and those conditions
which made such an affirmation possible are true, future instances of
knowing will be conditioned by Lonergan's cognitional theory.
Within education, the consequences of such a position extend into the
realm of curriculum, instruction, measurement and evaluation , policy
formation , administration , etc .

Although deserving of study in their

own right, these topics go beyond the parameters of this thesis .
But is Lonergan correct?

Am I a knower?

Do I know myself

and others in the manner outlined by Lonergan?
Lonergan such a denial is somewhat confused.

According to

If I deny that I am a

knower, I am involving myself in contradiction.

If I say that I know

that I am not a knower, I am being incoherent.

If I admit that there

is at least one thing I do know--that I am a knower, then that which
allows me to be a knower, is also knowable and true .

The skeptic

who denies he is a knower is putting forth a piece of knowledge as
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evidence to support his claim that he Is not a knower.

Such a claim

appeals to what he is denying.
G.

The Self-Appropriation of The Knower
If the vantage point affirmed in the self-affirmation of the

knower is the foundation upon which rests our critical focus, one
must actively make it one's own--one must absorb it.

It is not any

good for education to agree that such a position is valid and do
nothing about it.

For Lonergan, the whole purpose of affirming

oneself as a knower is to make the activity of knowing one's own.

It

is simply acting upon what one has judged to be the case about
oneself.
This act of appropriation Is distinct from but subsequent to an
act of self-affirmation.

It is just a natural outcome of the judgment

that one is a knower in Lonergan's sense of the term.
action which must be consciously performed.

But it is an

It is the decision to act

upon what one has reasonably affirmed to be true.
It

is making that viewpoint from which one can understand all

that is to be understood one's own.

Lonergan summarizes it well:

Thoroughly understand what it is to understand,
and not only will you understand the broad lines of
all there is to be understood but you will also
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possess a fixed base, an invariant pattern, openmg
upon all further developments of understanding. 77
Self-appropriation is the self taking possession of this invariant
pattern of operations.

It is simply acting upon what one has

affirmed about one's own way of knowing.

Consciousness

appropriates itself and becomes self-consciousness, and as reflective,
it becomes rational self-consciousness.

Self-appropriation, therefore,

1s the natural objective of self-affirmation.

To appropriate one's own

rational consciousness is to establish for oneself a critical focus or
outlook.

It is the act whereby one actualizes the critical focus that

exists potentially in all knowers.
As one cannot completely appropriate oneself overnight or
ever, for that matter, maintaining a critical focus in education or any
field , does not occur immediately .

Self-appropriation is gradual and

something that deepens every time we advert to ourselves as people
who experience, understand and judge, understand ourselves as
people who experience, understand and judge and affirm ourselves
as people who experience, understand and judge.7 8 As
appropriated, the self continues to grow in knowledge of oneself and

77 Lonergan, Insight, XVIII
78 Lonergan , Understanding and

Being. 37.
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reality while the cognitional structure which makes such growth
possible, remains unchanged.
Education is similarly disposed.

Fidelity to a critical focus as

grounded in one's rational self-consciousness can only result in a
deeper understanding of the entire enterprise.

Just what it means to

teach, learn, think and research, can only be continually clarified and
developed within a consciousness that is self-appropriated .
Infidelity to one's rational self-consciousness can only lead one into
internal self-contradiction.
V. CRITICAL THINKING REVISITED

A.

Introduction
Since the rationally self-conscious knower provides us with a

critical focus with which to approach all areas of knowledge , I would
like to apply it to some significant areas in education--particularly
critical thinking, critical pedagogy and research.

This section will

focus on critical thinking.

It is my argument that critical thinking is best understood as a
rational activity motivated by the desire to know that begins with a
question for reflection, grasps a prospective judgment as an instance
of the virtually unconditioned and terminates in a judgment.

This
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three-fold process occurs within the level of rational consc10usness.
It has knowledge of the world, oneself, and the development of a
critical spirit as its goals.

Becoming a critical thinker involves

making this process one's own and is essentially a movement from
rational consciousness to rational self-consciousness, from using
reasons to arrive at truth to an awareness of the importance of doing
so.
Making judgments in isolation from everything that produced
them, therefore, is not the essence of critical thinking.

Rather, as the

natural outcome of grasping the virtually unconditioned, judging is
one element in a process that involves questioning and a weighing of
the evidence.

Critical thinking, therefore, is a three-fold process of

questioning --asking questions for reflection, grasping the virtually
unconditioned , and judging. Each element in the process is necessary
for the existence of critical thinking.

Without any one part, critical

thinking is, at best, mere supposing.
As one can see, Lonergan is not a reductionist.

To understand

what it means to be critical is to see critical thinking existing in a
relationship with other products of thought.

Critical thinking is

linked to the insights and experiences one has and the kind of person
one 1s.

This suggests that critical thinking cannot be concerned only
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with the formation of true judgments.
more personal affair.

Critical thinking is a much

It is coming to know oneself.

This self-

know ledge provides a basis for knowing what is known and what can
be known .

By making this process one's own or, as Lonergan calls it,

appropriating oneself as a knower, one moves from the realm of
critical thinking into the realm of being a critic al thinker.
As a critical thinker, one has established ownership over what
one knows and how one has come to know it.

The focus here is not

on performing a certain kind of activity, but rather on being a certain
kind of person.

Being a critical thinker ensures that one's judgments

about the world are more likely to be true than false because one has
a desire to know what is truly the case and is not easily influenced
by bias which may cloud one's judgment.
B.

Critical Thinking and Questioning
Critical thinking begins with a question --a question for

reflection such as, Is it true?

Unlike questions for intelligence,

questions for reflection do not intend an explanation of an
expenence.

They want to know if the proposed explanation 1s true .

Critical thinking as critical begins with a question whose answer can
only be given in the form It is or It is not.
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This is significant, smce some argue that critical thinking is

If that is true then critical thinking would

only problem-solving.

have to begin with a question for intelligence, one that seeks an
explanation of an experience or possible solution to a problem.
being critical does not mean being imaginative.

But

Reflecting is a

different activity from understanding, formulating or conceiving.
There is a qualitative difference between formulating an hypothesis
which best explains the data and critically reflecting on whether or
not the hypothesis is true.

Questions for reflection want to know if

the hypothesis is true, not what hypothesis may be true.
While remaining distinct from questions for intelligence,
questions for reflection are linked to them.
such as What is it?

and Why is it?

reflection such as Is it?

Questions for intelligence

intend answers that questions for

operate upon .

The answers given to

questions for intelligence are reflected upon by questions for
reflection.

This suggests from the very outset that although critical

thinking begins with a question for reflection, it does not operate in a
vacuum--it acts upon answers given to it from intelligent inquiry.
This interdependence avoids the trap that logical positivism
has fallen into.

Unlike many logicians, Lonergan does not believe

that being critical is the ability to formalize arguments into atomic

67
sentences, symbolize those sentences and then perform deductions
upon them.

This is a far too restricted outlook on human rationality.

Not unlike many natural language advocates, Lonergan believes that
language is far too complex in its meanings to be reduced to atomic
sentences.

Because questions for reflection arise through the use of

language, they are also too complex to be limited by the criteria of
formal logic.
This range demonstrates the liberty which questions for
reflection offer the critical thinker.

As a critical thinker, a student

has the capacity to question any accepted belief, be it scientific,
cultural or common sense.

Earlier insights may not be capable of

answering certain questions for reflection .

When this occurs, a

higher viewpoint may need to emerge which accounts for data
already explained and data as yet unexplained .
Questions for reflection facilitate the movement to a higher
viewpoint.

Because questions for reflection remain unsatisfied with

a given explanation or belief, they stimulate the creative flow of
human thought to produce a better explanation.

Because Lavoissier

questioned the validity of Priestley's phlogiston theory of
combustion, the existence of oxygen was explored as an alternative.
Because Newton asked if Aristotle's theory of motion was true, the

.
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study of gravity became a possibility.

Creativity needs critical

reflection to stimulate it to reach higher levels of achievement, and
questions for reflection need the higher viewpoints established by
creative thinking for its material on which to operate.
Professional educators have been known to stifle the free flow
of questioning.

Accepted beliefs and practices in schools are

resistant to change.

Traditional ways of doing things may remain the

way things are done simply because things have always been done
that way.

But is that the way things should be done?

Is there a

better way to teach, evaluate performance, or organize a school?
Without a structure which gives these questions the freedom to be
raised, less efficient and productive ways of educating people are
accepted as being better than newer ways which may never get the
opportunity of being developed.
Without questions for reflection and an environment which
encourages their development, the critical thinking movement has
little chance for survival.

In the absence of questions for reflection,

critical thinking may never get the chance to evaluate existing
policies and procedures.

The daily business of teaching goes on

without anyone questioning whether or not it should.

Students are

taught that the holocaust never happened, that white people don't
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belong m the Arctic or that the economics of supply and demand
should run the marketplace.
Although questions for reflection are necessary for the
emergence of higher viewpoints, the critical thinker is not
condemned to a life of perpetual questioning.

Questions for

reflection can be correctly answered and when they are, the issue 1s
settled.

It is to be remembered that when no further pertinent

questions arise, a reflective insight is correct.

This means that one

can question accepted beliefs and actually find them true.
lack of further questions for reflection is a good thing.

Here, the

After one has

arrived at this point, one must cease the process of questioning and
move into the realm of doing.
The important point is that through the dynamic process of
question and answer, false insights can be corrected before they
become policy.

Without such a correction, systems are allowed to

deteriorate and ultimately to break down before any change occurs.
Education is one such system that can be led into decline.

But

if

critical thinking is emphasized in the schooling of children, questions
for reflection can isolate a given belief and ask whether or not it is
correct.

This can prevent incorrect insights from being developed

- - - - - __ _ __J
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into policies.

Correct insights, therefore, have a greater chance of

governing the administration of education.
By beginning with a question for reflection, critical thinking can
select from among a number of possible insights, a correct one which
in turn can be developed into a sound policy in education.

Questions

for reflection help identify bias and personal prejudice and eliminate
them from one's judgments.

They stimulate the flow of creative

thought by revealing the limitations of accepted theories and spur
creative thinking to formulate higher viewpoints.

As well, the

absence of further pertinent questions can contribute to the
correctness of a certain viewpoint.
But the question not yet answered Is, How does critical thinking
move from a question for reflection to a judgment that X is or Is not
true?

What is that unique act of critical reflection that can

discriminate between objects of thought to determine which one 1s
an object of knowledge?

How does critical thinking select, from a

number of possible insights, a correct one?
C

Critical Thinking and the Virtually Unconditioned
Applying our critical focus already established in the self-

appropriation of the knower, Lonergan answers these questions by
situating critical thinking within the act of grasping the virtually
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unconditioned within rational consciousness.

Without isolating

critical reflection from acts of experience and understanding or the
person having them, Lonergan avoids the idealism that Siegel fears.
Siegel claims that critical thinking must be non-epistemic because he
sees the relationship between judgments about the world and the
world as a one-way street:

judgments about the world are made by

what one sees in the world, and knowing the world amounts to
taking a good look at it.
But such a position 1s dangerous to the critical thinking
movement. If one begins with the premise that knowing is like
looking and the better one looks, the more one knows, true
statements about the world will be restricted to what I can see, hear,
smell, taste or feel.

Within this narrow set of criteria, historical facts,

principles of nuclear physics and even the existence of other minds,
have no foundation in reality.

By asking a question for reflection,

Lonergan can ask Siegel if his notion of critical thinking is simply an
empirical one and therefore flawed.

Rather than being parasitic

upon acts of understanding, critical thinking may even complete
them.
Again, this completion occurs by graspmg prospective
judgments as virtually unconditioned.

Because objects of thought are
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developed at the level of understanding, they are not yet objects of

It should be remembered that one knows X only after

knowledge.

one has grasped X as a virtually unconditioned.

Sensing, perceiving,

imagining, inquiring, understanding and formulating X is not yet
knowing X.

X is known only after one has critically reflected upon X,

and after an act of reflective understanding, judged X to be true.
The act of making a judgment is a necessary but not sufficient
condition for the experience of critical thinking.

When one makes a

judgment one is simply going one step further in the natural
progression of human thought.

If I make the correct judgment that

the world is round, then say the world is flat, I am simply reducing
my readership to the simple-minded.

If I say that the world is

round after correctly judging it to be so, I am only being consistent.
If the sufficient condition for critical thinking is the act of

grasping the virtually unconditioned, then such a judgment itself will
be virtually unconditioned.

This means that if critical thinking is

best understood as an act of grasping the virtually unconditioned, it
will be so under certain conditions and those conditions will be
fulfilled.

Simply put, when I critically reflect on something, I want to

know if it is true.

I look at the evidence, grasp a proposition as
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virtually unconditioned, and when no further questions anse, I can
be reasonably sure that my insight is true .
Is this how I critically reflect on things , or does my critical
reflection accept anything that comes along?
as the next?
insight?

Is one insight as good

Is the negation of this insight as good as the negated

Do I demand the fulfilment of those conditions which make

my judgment true?
come my way.

If I do not, I must accept all judgments that

If I do, where do I find the fulfilment of those

conditions which forces me to accept Lonergan' s notion of critical
thinking?
Again, the conditions are fulfilled in consciousness.

If I attend

to my experience of critical thinking , I can see that being critical
means reflecting on a proposition and looking for the fulfilment of
those conditions which make it true.

Do I naturally desire a

sufficient reason for believing something?

Do I see statements m

need of support and base my belief on whether or not that support 1s
there?

By simply attending to the performance of critical thinking,

one can recognize the fulfilment of the conditions of the conditioned
statement, Critical thinking is best understood as grasping the
virtually unconditioned.
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To what else could critical thinking refer?

Is there actually a

better description of critical thinking than Lonergan' s?

One could

accept such an alternative if and only if it is truly a better
description of critical thinking.
has identified?

But is this not the process Lonergan

One could argue that Lonergan 's account is

incomplete if new evidence arose which questioned his theory.

But

this new evidence could only arise if further, pertinent questions
needed to be raised.

A new insight would occur and that insight

would be affirmed as being better than Lonergan 's.

But is this not

the entire process Lonergan painstakingly develops in Insight?
In this application of Lonergan 's cognitional theory to critical
thinking, we have argued that critical thinking is best understood as
the act of grasping prospective judgments as virtually unconditioned.
According to Lonergan, this mental act lies between asking questions
for reflection and making judgments.

It involves a conditioned

statement that is true only with the fulfilment of certain conditions.
I have said that critical thinking begins with a question for reflection,
and while that is a necessary condition for critical thinking, it is not
sufficient.

The uniquely critical moment in critical thinking is when

a statement has been grasped as a virtually unconditioned.
wanted to know if a. given position is true.

One has

A question for reflection
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has been asked, and now the evidence is determined as being either
sufficient or insufficient for the truth of the proposition.
Lonergan is simply drawing our attention to a natural activity
everyone performs when beliefs are not accepted at face value.
approach is neither strictly empirical nor exclusively rational.

His
He

wants to find a common ground that both schools use to make
judgments.

His common ground is the active dynamism of human

consciousness.

Empiricist and rationalist notions of critical thi11king

both ask questions for reflection, both grasp judgments as virtually
unconditioned, and both make judgments.
other is wrong!

But each school says the

Lonergan wants to say that both are partially right.

The error comes in when both are exclusive, i.e. when both
schools absolutize their positions.

Critical thinking needs acts of

understanding based on experience.

However, acts of understanding

are incomplete without critical thinking.
The subject-specifists, therefore, are not altogether wrong, but
neither are the generalists.

Critical thinking is always thinking about

something but it is also thinking about something in a particular way.
One can examine that particular way through the process of raising
questions, grasping statements as true and making judgments .
McPeck and Barrow claim that their judgments about the subject-
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specificity of critical thinking are virtually unconditioned.
Ennis feel the same way.
themselves.

Siegel and

McPeck and Barrow, however, contradict

If all thinking is subject-specific, then all judgments

must be about specific things.

Positive or negative statements about

the general nature of anything are therefore, impossible, including
statements about critical thinking.

Siegel and Ennis are in a position

to say what critical thinking is but McPeck and Barrow are not.

Not

unlike the empiricists, the subject-specifists commit the fallacy of
self-referential contradiction--they make claims which their truth
criteria do not permit.
Lonergan' s notion of critical thinking, on the other hand, is
internally consistent.

All judgments proceed from a grasp of the

virtually unconditioned.

Our position on critical thinking was

developed by raising a question for reflection and grasping its
answer as virtually unconditioned.

If the answer is true, it will have

conditions that will be fulfilled, and the fulfilment of those conditions
will be available to one's consciousness.

Lonergan has not made the

empirical judgment that only things verified through one's senses
can be called true or correct.

Such a statement would only contradict

itself and would therefore be internally inconsistent.
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The question yet to be asked is, Why bother with critical
thinking?

If critical thinking is grasping statements as virtually

unconditioned, why have anything to do with it?

Maybe we would

be better off simply going about the daily business of living and not
worry about whether or not our beliefs are true.

Maybe public

education would be more effective if students did not try to be
critical thinkers.

These questions lead us to a

discussion about the

aims and goals of critical thinking.
D.

The Aims of Critical Thinking

1.

Knowledge of the World

If critical thinking transforms objects of thought into objects of
knowledge, by nature, human knowing has a critical focus.

It would

seem that critical thinking, therefore, cannot be simply the passmg
interest of a few who study it in universities.
important for education as reading or writing.

Rather, it is as
Understanding what

others have written is not knowing what is or 1s not the case.

Such

knowledge develops only after the individual has made a correct
judgment.

I read in order to know what someone has said, but I

judge in order to know if what someone has said is true.
An empiricist notion of truth would disagree with us at this
point.

This position would argue that judging only interferes with
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the process of acqmnng knowledge.

But this position must argue

that knowing is like looking and anything that interferes with
looking (such as critical thinking) should be eliminated.

Some critical

thinking specialists believe this and argue that critical thinking must
be non-epistemic.

If they are right, critical thinking is at best a

check for accuracy and coherence.
creative about critical thought.
the accumulation of knowledge.

There is nothing, therefore, that 1s

Thought itself becomes an obstacle to

It is to be remembered that for

Lonergan knowledge is arrived at through the process of intelligent
inquiry and reasonable affirmation.

According to Lonergan, without

critical reflection, there is no knowledge--just unaffirmed insights.
2.

Knowledge of Oneself
Since our critical focus has its foundation in a consciousness

that has been affirmed and appropriated, self-knowledge becomes as
important as knowledge of the world .

By thinking critically about

how one arrives at knowledge of the world, one discovers oneself in
_the process.

One sees oneself as an experiencing, understanding and

judging person who naturally inquires into one's experiences, has
insights into them and affirms or denies them.
By reflecting on this process, one discerns umque levels of
consciousness that together constitute a personal unity that remains
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intact throughout all its diversity.

Through one's expenences, one

becomes aware of an empirical level of consciousness that is
different from the intellectual level of consciousness that asks
questions about what one has experienced .

If one is authentic, one

recognizes a third level of consciousness that wants to know if the
given explanation of the experience is correct.

In turn, this level of

rational consciousness is different from the one that wants to know
what to do about what one knows.

It is the responsible level of

consciousness that decides on courses of action to be taken or plans
to be developed or dropped.

The purpose of this brief review of the

unity of consciousness is to show that for Lonergan, self-discovery
occurs through an attentiveness to the performance of a number of
diverse mental acts and not just taking a vaguely defined inward
look.

3.

The Appropriation of Oneself
Lonergan goes one step further than Harvey Siegel who

correctly suggests that the ability to think critically does not ensure
that one will be a critical thinker. 7 9

Like many, Siegel supports the

notion that the ability to perform acts of critical thinking does not
entail their utilization--one must be moved to do so and one can only

7 9 Siegel, Educating

Reason,

6.
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be so moved if one is aware of the importance not only of reasons
but of being reasonable.
Such an awareness of the importance of reasons 1s a function of
rational consciousness taking possession of itself and becoming
rational self-consciousness.

At this point, the subject has

appropriated her own cognitional process.

She has made explicit

what has been latent--conscious of what was beneath the surface.
Within such an horizon, our rationally self-conscious subject 1s aware
of the central position reasons play in the acceptance of any belief
and is, therefore, a critical thinker.
From such a perspective a number of problems dissolve.

To

begin with, a critical thinker is not a mass of unconnected sensations
and experiences.

A critical thinker knows that seeing, hearing,

smelling etc . do not determine one's sense of self.

Knowledge of self

and the world is not determined by taking a good look.

A critical

thinker is aware that different mental acts occur on different levels
of consciousness, and each level is interdependent with what
precedes and follows it.

As an appropriated self-knower, a critical

thinker 1s aware of the many levels of consciousness and rejects the
fallacy of phenomenalism or radical emp1nc1sm.
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The act of self-appropriation empowers the student to rely
upon his own capacity for making judgments.

It liberates the

student from a rigid dependence on what others call knowledge.

In

this sense, rational self-consciousness is the cornerstone of any truly
liberal education.
The self-appropriated knower recogmzes the danger of
passivity .

Within a democracy, passive acceptance of democratic

principles does not ensure their continued existence.

There are

active forces which focus on control and the limitation of freedom
through the exercise of power.

Advertising firms, lobbyists and the

government itself often try to influence public opinion in a way that
1s harmful to a democracy.
These forces are usually self-interested and motivated by bias.
They are less interested in liberty than personal gain .

Educating for

a democratic citizenry, therefore, must take a much more active role
by encouraging the critical acceptance of democratic principles.

The

rationally self-conscious subject must think critically about
advertising campaigns, government initiatives or the aims of certain
interest groups.

Without such an active approach to democracy, one

cannot guarantee the maintenance of the principles which sustain
that democracy.

82

E

Developing a Critical Spirit
In this section, I shall use Lonergan's self-appropriated knower

to develop a more complete notion of the critical spirit than
presently exists.

Few, if any, critical thinking theorists discuss the

role of consciousness, and no one talks about rational selfconsciousness as being constitutive of the critical spirit.
Lonergan situates the critical spirit within that level of
consciousness which seeks sufficient reasons for specific beliefs-rational consciousness.

On the level of rational consciousness, the

desire to know seeks sufficient evidence.

As such, one's critical spirit

raises questions for reflection, and grasps the virtually
unconditioned.

It is a spirit of critical reflection and not intelligent

supposition--concept criticism and not concept formation.
If the critical spirit is a desire for the unconditioned, then it

desires specific things.

It sees statements in need of support and

seeks the conditions that support those statements and the fulfilment
of those conditions.

For example, the critical spirit is not Newton's

law of motion but rather, the desire to evaluate it and judge whether
or not it is better than Aristotle's theory of motion.

The critical spirit

is not the autocratic model of leadership itself but the desire to
critique it and determine whether or not it is better than the
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collaborative model.

The critical spirit

IS

neither the statements that

need support nor the conditions that support those statements.

It is

the desire for these things.
Consistent with Lonergan 's cognitional theory, is the notion that
the critical spirit is not just the desire for the unconditioned, but also
an awareness that one has this desire.

This awareness is essentially

the transformation from being rationally conscious to the awareness
that one is so moved--the movement from mere rational
consciousness to rational self-consciousness.
An example of this is the courtroom lawyer who needs
sufficient evidence to convict someone.
When he

IS

He is rationally conscious.

aware that he seeks evidence to support his beliefs , he

rationally self-conscious.
spirit unappropriated .

Mere rational consciousness is the critical

Rational self-consciousness is the critical

spirit appropriated and given free reign to work effectively in the
formation of one's beliefs.

The critical spirit, therefore, is both the

desire for the unconditioned and the awareness that one has this
desire.

This nuanced notion of the critical spirit goes beyond

anything presently written about it.
Siegel identifies the desire for sufficient reason as central to
the critical spirit but does not take the discussion any further.

He

IS
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admittedly points out that more work IS needed on the notion of the
critical spirit.
complete.

Lonergan' s psychology of the critical spirit is more

He identifies the ground of the critical spirit, its focus and

place in human consciousness.
The critical spirit, however, does have its limitations.

It

promotes inquiry and questioning but does not allow one to question
questioning:
The critical spirit can weigh all else in the balance,
only on condition that it does not criticize itself.

It

Is a self-assertive spontaneity that demands
sufficient reason for all else but offers no
justification for its demanding.

It arises fact-like, to

generate knowledge of fact, to push the cognitional
structures of intelligence to unreserved affirmation
of the unconditioned. It occurs. It will recur
whenever conditions for reflection are fulfilled. 8 O
As a natural desire, the critical spirit is simply there.
to justify itself.

It drives or pushes one to make inquiries, seek

reasons and modify beliefs.
questions.

It does not try

It cannot deny itself by refusing to ask

Inquiries occur and will always recur.

80 Lonergan, Insight, 332.
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Not only does the critical spirit encourage reflection, it pushes
one to be creative.

When existing theories are inadequate, it drives

one to develop better theories.

The critical spirit, therefore, not only

operates on existing objects of thought, it stimulates the creation of
new ones.
Subject-specifists such as McPeck and Barrow have difficulty
with the notion of the critical spirit.

They deny the existence of

generic skills or dispositions. McPeck and Barrow themselves
diligently inquire into the problem of epistemological subjectspecificity, make judgments about the issue and decide that courses
in critical thinking perpetrate a dangerous fallacy and should be
eliminated.

But if the basic qualities of the critical spirit are the

desire to assess reasons properly and the awareness that one 1s so
moved, McPeck and Barrow demonstrate the nature of the critical
spirit in their criticism of it.

They have an interest m the problem, a

desire to find the correct solution and a willingness to act on their
beliefs.
Ennis's list of critical thinking dispositions offers an account of
McPeck's and Barrow's desire, but fails to explain its ground or
development.

Ennis rightly argues that a critical thinker uses her

critical thinking skills because she is disposed to do so.

But it is not
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clear exactly what Ennis means by a disposition, where it comes from
or how it relates to judgments about the world.
Lonergan, on the other hand, offers an account of the critical
spirit which is consistent with his cognitional theory.

His account of

the critical spirit is constructive and sensitive to past achievement.
Applying the critical focus established within a subject who is
rationally self-conscious, the critical spirit can be described as a
desire--an unrestricted desire to know which is rationally selfconsc10us.

With such a critical focus, Lonergan' s thought can

demonstrate what the critical spirit is, where it comes from, and how
it participates in the creation of new knowledge.
VI. LONERGAN AND CRITICAL PEDAGOGY

A.

The Question
In this section, I will apply the established critical focus to the

mam work of education, namely teaching.

This application will

outline the basic characteristics of a critical pedagogy grounded m
Lonergan' s philosophy.

It is reasonable to assume that teaching · critical thinking should
be determined by the nature of critical thinking.

In other words,

teaching in a critical manner should find its guidance and direction m
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a correct theory of critical thinking.

Since critical thinking involves

both principles of reason and consciousness, there immediately arises
a distinction between teaching critical thinking and teaching in a
critical manner.

One can teach the principles of critical thinking,

introduce students to the philosophy of Bernard Lonergan, lead them
through the more arduous moments in Insight, raise possible
objections to his thought and attend to the experience of the process.
This may be called teaching critical thinking.
critical thinking.

It is not teaching for

Teaching critical thinking involves subject-matter.

Teaching for critical thinking involves the way in which subjectmatter is appropriated.
Teaching for critical thinking is inconsistent with those
traditional and information-processing models of instruction that
separate the student and the teacher.

Although necessary for the

teaching of critical thinking, giving students information on critical
thinking is not sufficient when teaching for critical thinking.
Teaching in a critical manner, on the other hand, is both necessary
and sufficient when teaching for critical thinking .

The question then

becomes, what does it mean to teach in a critical manner?
Using our established, critical focus, teaching in a critical
manner becomes an activity wherein students are encouraged to
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become critical thinkers--to become rationally self-conscious by
appropriating the dynamism of their own consciousness.

Such a

notion stresses the formation of judgments and reflection on that
process rather than indoctrination into schools of formal or modal
logic.
B.

Perspectives on the Question
Whitehead maintained throughout his life that "it must never

be forgotten that education is not a process of packing articles in a
trunk. "81

Paulo Freire also commented that an undue emphasis on

preexistent knowledge in education leads to "the banking concept of
education. 1182

Henry Giroux defines pedagogy as a "deliberate

attempt to influence how and what knowledge and identities are
produced within and among particular sets of social relations.

It can

be understood as a practice through which people are incited to
acquire a particular moral character." 8 3

It 1s my contention that a critical pedagogy encourages not just
the transmission of knowledge but its critical acceptance or rejection.

8 l Alfred N. Whitehead, The Aims of Education and Other Essays (The Free
Press: New York, 1992) 38.
82 Paolo Freire, Pedagogy of the Oppressed (Seabury Press: New York, 1970) 58 .
8 3 Henry Giroux, "Popular Culture and Critical Pedagogy," Critical Pedagogy.
The State and Cultural Struggle (University of New York Press: New York,
1989) 239.
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Moreover, until the student subjects information to criticism, he
cannot be said to truly know.

Until he either directly or indirectly

verifies the potential knowledge, by either testing that information
himself or assuming it in pursuit of further insights, the insight
remains only potential knowledge.
According to Giroux, pedagogy "is a concept which draws
attention to the processes through which knowledge is produced .1184
A variety of theorists (e.g. Simon, Clifford and Marcus, McLaren) has
recently argued that a critical pedagogy must make the means
available whereby students are encouraged "to understand why
things are the way they are and how they got to be that way; to
make the familiar strange and the strange, familiar. "85

These

writers see teaching as a practical and political activity which
reorganizes attitudes and theories about the self and the world m a
specific manner.
Siegel's philosophy of teaching, on the other hand, is developed
m reference to the desire for sufficient reason.

He defines teaching

m a critical manner as "that manner of teaching that models and
reinforces the critical spirit". 8 6

Teaching in a critical manner,

8 4 Giroux, "Popular Culture and Critical Pedagogy", 239.
85 Giroux, "Popular Culture and Critical Pedagogy", 241.
ss Siegel, Educating Reason. 45 .
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therefore, reqmres an educator to "always recognize the right of the
student to question and demand reasons; and consequently
reco gmzes an obligation to provide reasons when ever demanded." 8 7
Unlike Marxists such as Giroux, Siegel suggests that reason and not
social conflict is the final court of appeal--that rationality and not
social movements that determine what is truly the case.
Scheffler and Siegel are in agreement on thi s issue.

Scheffler

rightly states that teaching "requires us to reveal our reasons to the
students and, by doing so, to submit them to his evaluation and
criticism. "88

This presupposes that the teacher has reasons for the

beliefs he holds and that he and the student have the ability to
reflect critically on those reasons .

If the teacher's ideas are to be

submitted to the student's critical reflection, Scheffler suggests that
"listening is now not inert but active; appreciation is no longer
mesmerised by surface qualities, but grasps these qualities as
outcomes of judgment, as created by intelligence. 118 9

It is obvious

that intelligence, reason assessment and judgment are central
features of both Scheffler's and Siegel's positions on teaching in . a
87 Siegel , Educating

Reason, 45.

88 Israel Scheffler, The Lan~uage of Education .(Charles Thomas:
Illinois, 1960) 57 . (As quoted in Educating Reason)

Sprin g field ,

89 Israel Scheffler, "Making and Understanding ," Praise of the Cognitive
Emotions (Routledge: New York , 1991) 31.
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critical manner.

It is strange, therefore, that neither of these men

discusses the relationship of any form of consciousness to these
mental acts.
Probably the theorist in the field of critical thinking whose
ideas are closest to Lonergan's is Matthew Lipman.

His Philosophy

for Children program is an excellent example of how to improve the
quality of critical thinking in our schools.

He contrasts the "standard

paradigm of normal practice" with the "reflective paradigm of critical
practice":
The dominant assumptions of the standard paradigm are:
1.

Education consists in the transmission of knowledge from
those who know to those who don't know.

2.

Knowledge is about the world, and our knowledge of the
world is unambiguous, unequivocal, and not mysterious.

3.

Knowledge is distributed among disciplines that are nonoverlapping and, taken together, are exhaustive of the
world to be known.

4.

The teacher plays an authoritative role m the educational
process.
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5.

Students acquire knowledge by absorbing information, i.e.
data about specifics; an educated mind is a well stocked
mind.

In contrast, the dominant assumptions of the reflective
paradigm are:
I.

Education 1s the outcome of participation m a teacherguided community of inquiry, among whose goals are the
achievement of understanding and good judgment.

2.

Students are stirred to think about the world when our
knowledge of it is revealed to them to be ambiguous,
equivocal, and mysterious.

3.

The disciplines in which inquiry occurs are assumed to be
neither non-overlapping nor exhaustive; hence their
relationships to their subject matters are quite
problematic.

4.

The teacher's stance

IS

fallibilistic ( one that is ready

to concede error) rather than authoritative.
5.

Students are expected t_o be thoughtful and reflective and
increasingly reasonable and judicious.

6.

The focus of the educational process

IS

not on the

acquisition of information but on the grasp of

93
relationships within the subject matters under
investigation. 90
The teaching of critical thinking, similar to the practices of most
formal logic professors, belongs in the standard paradigm of normal
practice.

Teaching for critical thinking is situated in the reflective

paradigm for critical practice.

This distinction is at the heart of what

it means to teach in a critical manner.

However, for all its merit,

Lipman's model, like most reflective models of teaching, neglects the
relationship between rational self-consciousness and being critical.

C

Teaching With a Critical Focus
In this section, I shall develop the relationship between

teaching in a critical manner and consciousness .

Particularly, I want

to show how teaching in a critical manner is essentially teac~ing for
the development of the student ' s rational self-consciousness or
critical spirit.

This position on teaching is entirely consistent with

the critical focus so far established.
As Siegel has pointed out, being able to think critically does not
guarantee that one will be a critical thinker.

In other words, having

the skills to think critically does not mean that one will use them.

90 Matthew Lipman , Thinking in Education (Cambridge University Pre ss:
Cambridge , 1991) 14.
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There must be a commensurate desire to use them, and it is this
desire that underpins any critical pedagogy.
Basically, teaching for critical thinking is teaching for critical
reflection, the subsequent awareness that arises from attending to
such a process, and the self-appropriation of that reflective process.
Teaching for reflection involves teaching one to seek the virtually
unconditioned in various explanations and theories.

Teaching one to

be aware that such a process naturally exists within consciousness
involves directing students to reflect on the fact that such reflection
occurs.

Teaching one to appropriate the entire process can only

happen through encouragement and role-playing.
This differs significantly from traditional methods of teaching
critical thinking.

The teaching of critical thinking has been largely

the teaching of formal or informal logic and fallacies with some
cursory attention to meta-logic.

This approach is inadequate since it

does not encourage idea formation, and it encourages an unhealthy
skepticism towards ideas that are in opposition to one's own.
Lonergan's philosophy lends itself to a more holistic
understanding of critical pedagogy.

The teaching of critical thinking

involves more than a set of logical rules from which one cannot
deviate.

Teaching someone about critical thinking within a
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Lonerganian perspective would involve teaching someone about the
process of reflecting, grasping statements as unconditioned, and
judging.

It also involves the decision to act upon what one has

judged to be true and following through on that decision.

In other

words, teaching one about critical thinking is more demanding than
teaching one simply to spot the fallacy.
Teaching for critical thinking involves all the operations
associated with making judgments, but it also involves an
attentiveness to the performance of those activities.

The student 1s

led through Lonergan 's philosophy and shown that knowledge is that
which is achieved through an act of verified judgment.

But such a

position must be verified by the individual student if it 1s to be
called knowledge.

The student makes the judgment that knowledge

1s or is not as Lonergan describes it.
But this is not where the teaching for critical thinking ends.

If

the goal of critical thinking is to develop a society of critical thinkers,
and if a critical thinker is someone who is aware of the importance of
reasons and being reasonable, then a conscious awareness of the
importance of reasons is also a goal of critical thinking.

If this

awareness of the importance of reasons stems from one's rational
self-consciousness or critical spirit, then one's rational self-
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consc10usness 1s a necessary part of any thorough definition of
critical thinking.
This suggests that teaching for critical thinking involves
teaching for rational self-consciousness.

After the student has made

a verified judgment about any concept or theory, she is encouraged
to reflect on the process that got her there.

This reflection will

reveal to her a consciousness that seeks sufficient reason for her
beliefs and the beliefs of others.

In other words, she will move from

being rationally conscious to being rationally self-conscious.
This approach to teaching for critical thinking situates the
critical act not within a set of rules but within an active and dynamic
consc10usness.

This consciousness is rational but not rationalistic.

It

strives to be reasonable by delaying assent to a position until it has
been grasped as unconditioned.

It encourages a healthy skepticism

not only regarding the beliefs ·of others but one's own as well.

This

has been a major stumbling block for many teachers of critical
thinking.

Students coming out of critical thinking courses are very

susp1c10us of the beliefs of others but amazingly tolerant of their
own.

Being rationally self-conscious involves a critical acceptance of

one's own beliefs.
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In summary, a Lonerganian critical pedagogy teaches about
critical thinking and it teaches for critical thinking.

It teaches about

critical thinking by teaching students about the process through
which knowledge is produced.

It teaches for critical thinking by

asking students to make judgments about specific theories or
concepts, and to attend to the fact that they do so.

This reflection

reveals a consciousness that seeks sufficient reasons for beliefs and
refuses assent until the unconditioned has been grasped.

Essentially,

this process is the movement from rational consc10usness to rational
self-consciousness--the appropriation of one's critical spirit.
D.

Teaching for Cosmopolis
Within the critical focus established m this thesis , what would a

community of critical inquirers resemble?
rationally self-conscious citizens look like?

What would a society of
In this section, I will

develop Lonergan 's notion of Cosmopolis as an answer to those
questions.
The relationship between teaching in a critical manner and
society has been explored by a number of thinkers .

For example, Ira

Shore has argued that critical thinking must become part of the
fabric of one's society--that society needs critical thinking.91
91 Ira Shore, Empowering

1992) 112.

Education (University of Chicago Press:

By
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98
educating people on how to become critical thinkers, one can
transform society.

Shor' s weakness is that he does not tell us what

society should be transformed into.

Is one transformation as good as

the next?

Can a society be transformed into one that bans critical

thinking?

If not, why not?

thinking?

These are questions Shor does not answer.

Why does a society need critical

Allen Pearson, on the other hand, is quite clear about the kind
of society that needs critical thinking--a democratic one.

He suggests

that education for a participatory democracy cannot be content with
simply maintaining the freedom to make decisions:

"If the strongest

commitment in a society is merely to allow individuals to make
decisions for themselves then the reproduction of the society is not
insured. " 92

The freedom to decide may produce the decision that

the society need not be democratic anymore.

Such a decision would

spell the end of a democracy.
Pearson argues that freedom, while necessary for a democracy,
1s not sufficient.

A democratic citizenry must be able to "make

reasoned decisions about their lives and the direction in which they
would prefer to see their own lives and their society move." 9 3

92 Allen Pearson, "Teacher Education m a Democracy" Educational
and Theory Vol. 24, #1, 1992, 86.
93 Allen Pearson, "Teacher Education in a Democracy" 86.

Philosophy
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Within a democracy, education must "enable its members to make
reasoned and reasonable decisions about the nature of the society m
which they live. "94

In order to ensure its continued existence, a

democracy must not only preserve liberty
critical skills necessary to maintain it.

but also cultivate the

All of this still presupposes

that critical thinking can help us and that those who can think
critically, will.
Lonergan also values critical thinking in a society, but he puts
his emphasis on rational self-consciousness rather than the cognitive
act of critical thinking itself.

In the Lonerganian view of critical

pedagogy, the critical thinker is one who is rationally self-conscious.
She has affirmed herself as a knower, and through introspection, she
has appropriated her rational consciousness.

Such a perspective not

only entails the ability to think critically, but also the desire to do so.
Critical thinkers living with others who have acted in a similar
manner, form a community of rationally self-conscious people who
seek to understand and to make unbiased judgments.
community Lonergan calls a Cosmopolis.

Such a

It is a "dimension of

94 Allen Pearson, "Teacher Education in a Democracy" 86.
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consc10usness, a heightened grasp of historical ongms, a discovery of
historical responsibilities. "95

Cosmopolis is a theoretical construct of consciousness.

It is a

society where people operate not only on a democratic level that
guarantees certain liberties, but also on a level of consc10usness that
naturally seeks the most reasonable alternatives m all things.

Cosmopolis protects freedom but is aware that freedom cannot exist
without citizens who are rationally self-conscious.

This puts

Lonergan at odds with anarchists who see all structures as
limitations.
As a rationally self-conscious community, Cosmopolis puts
ideas first, makes the fruitful ones operative, and is supremely
practical, desiring to protect the future from the rationalizati~n of
abuses that plague unreflective societies. 96 Cosmopolis is built upon
the natural dynamism of human consciousness that moves
cognitional process from an empirical level to a responsible one.
As an environment which protects democracy through the
development of a citizenry's rational self-consciousness, Cosmopolis
has built-in conditions which ensure that all ideas are given a fair

95 Lonergan, Insight, 266.
96 Lonergan, lnsi ght, 264-65.
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hearing.

Firstly, it gives everyone the opportunity to raise further

questions about any issue.

It gives free reign to the self-correcting

process of learning and it has the will to cope with the oscillation of
temperament.

This last point refers to the hysteria that can infect

the masses at certain moments.

Nazism, fascism and other such

movements are unreasonable options and therefore have no support
in Cosmopolis.

For Lonergan, Cosmopolis selects the most reasonable

alternative at all times.
If the development of a student's rational self-consciousness 1s
a goal of critical thinking, any society or educational system that
promotes critical thinking implicitly promotes a number of other
things.

Such a society must be open to all sorts of questions--

including those it finds very uncomfortable.

It must promote the

self-correcting process of learning in its citizenry, and continuously
fight against mediocrity and complacency.

A society that values

critical thinking must also encourage the cultivation of a sound
temperament.

Questions are squelched and ideas often ignored

because people have an unbalanced temperament.

Such a

temperament can either judge too hastily or procrastinate, and never
judge at all.
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It is not enough for a society simply to tolerate the presence of
these conditions.

It must actively develop them.

Without specific

attention to those conditions which promote the development of
one's rational self-consciousness, a society cannot become a

Cosmopolis.

Lonergan's notion of Cosmopolis as a community of

rationally self-conscious citizens has the development of a citizen's
rational self-consciousness as one of its defining characteristics.

Cosmopolis therefore entails the development of those conditions
which encourage people to become critical thinkers.

Those structures

which promote critical thinking are basic to Cosmopolis.

Lonergan' s

notion of Cosmopolis is an illustration of what a classroom of critical
inquirers would look like.

It is a natural and consistent social

development of a foundational, critical focus in education.
VII. ESTABLISHING A CRITICAL FOCUS FOR
RESEARCH IN EDUCATION
A.

The Problem of Methodologies

1.

The Problem and its Proposed Solution
Lonergan' s position on knowing has significance beyond the

areas of both critical thinking and critical pedagogy.

It has a

valuable contribution to make to the whole area of research. If
knowledge is that which is arrived at through an act of verified
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judgment as outlined by Lonergan, any research method which
produces knowledge claims must implicitly follow Lonergan' s
position on knowing.

If quantitative and qualitative research

produce knowledge claims they must be basically Lonerganian.

In

this section, I will demonstrate how qualitative and quantitative
research methods have a common ground in Lonergan' s notion of
method.

Such a common ground will allow different schools of

research to dialogue with one another.

Moreover, this common

ground ultimately rests in an act of critical reflection which ties it m
well to the overall focus of this thesis .
With the recent explosion of different research methodologies,
there is little attention paid to what research methods have in
common.

Almost every area of research has developed its own

methodology in response to the claim that any research method must
develop an approach which best reflects its area of research .

The

natural and human sciences look at different things and therefore
need to use different research methods.

Physicists and historians do

not research the same thing, so they need their own specialized
research method .

The same is true for chemists and literary critics.

All these methods operating independently of one another 1s
not without its problems .

It has discouraged inter-disciplinary
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dialogue, made subject integration more difficult and increased the
workload for anyone involved in research.

Aside from having their

own work to do, researchers are spending a lot of time keeping up to
date on the research in different but related disciplines.
This situation need not exist.

Educational psychologists and

epistemologists could work together towards a mutually acceptable
position on human knowing, rather than wasting a lot of time
discrediting one another.

Sociologists and administrative theorists

could put together a theory of leadership that is specific to schooling
yet broad enough to be used by anyone in administration.
Qualitative and quantitative researchers have a great deal to learn
from each other.
ground is needed.

But in order for dialogue to develop, a common
Where can such a ground be found?

If people are

using different languages to talk to one another, how is talking
possible?
Because Lonergan' s cognitional theory demonstrates how any
human mind arrives at knowledge, and has been developed into a
research method, there exists, potentially anyway, a common ground
for dialogue.

Regardless of which researcher produces the

knowledge, all knowledge is a product of experiencing,
understanding and judging.

Any method of research which makes
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knowledge claims, therefore, must use these three levels of mental
operations.

Hence, all good research attends to the data of

experience, intelligently explains that expenence, and reasonably
affirms whether or not the explanation is correct.

This is Lonergan' s

notion of method in its most basic form, and both qualitative and
quantitative schools of research claim to be thus attentive, intelligent
and reasonable.
Because this thesis is concerned with developing a critical focus
m education, I shall concentrate on how critical reflection as outlined
by Lonergan is fundamental to any school of research.

An outline of

the basic strengths and weaknesses of qualitative and quantitative
research will be given with a description of how critical reflection
and judgment within Lonergan 's methodology is central to all schools
of research .
2.

Qualitative Research
Generally, qualitative research is synthetic, phenomenological

and concerned with the quality of things.

It is strongly inductive

with a dislike for deduction from first principles.

Because of this,

qualitative methods of research claim to secure the existence of those
non-logical

operations which are so central to research:

hearing, smelling, tasting etc.

seeing,

One might argue that such an emphasis
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fails to stress the significance of those logical operations which
consolidate and organize data and which critique existing
explanations.
Giarelli and Chamblis are two philosophers who argue that
qualitative thinking is an "aesthetic activity, or feeling and
appreciation. "9 7

Prior to inquiry, there is a question, and before the

question there is this feeling or, to put it into Aristotelian terms,
wonder or curiosity.

According to Giarelli and Chamblis, inquiry

itself is very similar in nature:
Inquiry is the exploration of questions that anse
and take particular shape in a situation.

The same

may be said for research ... Research is going around,
exploring, looking within a situation, context or
field.

Inquiry, then, is not simply questioning or

searching.

It is questioning or searching with an

intent, with some limits or an object in mind.98
One does not question everything at once.

One inquires into a

specific thing at a specific time and place.

But one does so as a whole

97 Giarelli, James M., Chamblis, J.J., "Philosophy of Education as Qualitative
Inquiry" in Qualitative Research in Education;
Focus and Methods (Falmcr
Press: New York, 1988) 31.
9 8 Giarelli, James M ., Chamblis, J.J., "Philosophy of Education as Qualitative
Inquiry" 32 .
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person who brings to the questioning a specific outlook on the world,
a set of beliefs about oneself and, very importantly, a notion about
the nature of knowledge.
This focus on the whole picture arises from the notion that the
subject of inquiry preexists as a whole and is later looked upon as an
assemblage of parts.

In other words, one begins with the whole and

then determines its constitutive parts.

Thinking therefore must

begin with this unknown, uninvestigated whole.

According to Dewey,

this whole picture "forms that to which all objects of thought
refer. . .In itself it is the big, buzzing, blooming confusion of which
James wrote." 9 9
Qualitative thinking, therefore, is synthetic.

It investigates not

only the real and measurable, but also the possible and that which
cannot be measured.

According to Dewey, all possibilities are

qualitative and for the teacher, the "quality of activity and
consequence is more important...than any quantitative element...Even
if it be true that everything which exists can be measured--if only
we knew how--that which does not exist, cannot be measured." 1 00

99

John Dewey, Philosophy and Civilization, (Peter Smith:

1968) 107.

Gloucester, MA,

lOO John Dewey, "Progressive Education and the Science of Education " M .S.
Dworkin ed. , Dewey on Education (Teacher's College : New York, 1959) 118 .
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Thus, qualitative research has the flexibility to examme not only
what exists, but what does not but could exist.
Some aims of qualitative research are clarity, context fidelity
and the development of consciousness.
focus:

Without clarity, there is no

"One aim of philosophy is clarity, which means linguistic and

logical accuracy and precision, and also focus, which is the quality
that enables the deepening of thought." 1 O1

If there is no focus ,

there can be no movement from an unanalyzed whole into
analyzable parts.

Mo_st importantly, there can be no question.

Without clarity, one . cannot experience that spirit of inquiry which
was key for Aristotle, Dewey and Lonergan.
The same problem arises if I am not aware of the context of my
problem.

Through attention to the surroundings, history, culture and

ideas latent within the problem I want to investigate, I remain
faithful to the unity of the topic being researched:

The qualitative

thinker wants to restore a sense of the whole to which any analysis
of its parts must return.
Dewey posits consciousness as that which makes possible an
understanding of the importance of seeing things in context:
"Consciousness, rooted in context and intent on an object, enlivens

1 0 1 John Dewey, "Progressive Education and the Science of Education" 34.
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the sense of possibility and enables the movement from habit to
reflective thought." 10 2

Such an awareness keeps "inquiry from

becoming mere method." 1 03

Like Lonergan, Dewey is not fond of

the assembly-line notion of method that keeps on producing the
same results over and over.
Attentiveness to clarity, context and consciousness helps
researchers identify their own presuppositions and bias.

Naturalistic

inquirers such as Guba and Lincoln go so far as to suggest a
technique called "practising reflexivity":
(Practising reflexivity) that is, attempting to uncover
one's underlying epistemological assumptions , reasons for
formulating the study in a particular way, and implicit
assumptions, biases or prejudices about the context or
problem; the most appropriate means for this exploration
takes the form of a reflexive journal, kept in the field. 1 0 4
A reflexive journal acts as a mirror, allowing one to see many of
those hidden assumptions which are at work in the daily course of
one's research.

l02 John Dewey, "Progressive Education and the Science of Education" 35.
1 03 John Dewey, "Progressive Education and the Science of Education" 35.

10 4 Egon G. Guba and Yvonna S. Lincoln, "Epistemological and Method~logical

Bases of Naturalistic Inquiry"

in .E..C.Il, vol. 30, no . 4, 248.
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In a recent study, Van Maanen analyzed a number of schools of
qualitative research and found similarities throughout all the
different schools:
1.

Analytic induction:

Qualitative work begins with the

close-up inspection of everyday life--lived experience .
2.

Proximity:

Within qualitative research, emphasis

is placed on concrete occurrences and episodes.
3.

Ordinary behaviour:

Topics of qualitative study are

located within the natural world of the subjects studied.
4.

Temporal sensitivity:

Patterns of collective behaviour

must be seen from both a relational and historical
perspective .
5.

Structure as ritual constraint:

Qualitative research states

as axiomatic that patterns of social activity are arbitrary ,
a result of custom, present circumstances, situated
motives and ongoing action .
6.

Descriptive emphasis:

Qualitative research seeks

descriptions for what is occurring at a given place and
time.
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7.

Shrinking variance:

Qualitative research is geared

towards the discovery and explanation of similarity and
coherence. 1 0 5
This summary shows that qualitative thinking is not all that distant
from its quantitative competitor.
close-up inspection of reality.

Quantitative research begins with a

It has a descriptive emphasis, and is

geared towards the explanation of all phenomena.

Because of its

positivist orientation, however, quantitative research is less likely to
consider the data of consciousness as reliable evidence.
Obviously, qualitative research is an extremely valuable form
of research.

It focusses on the whole picture and prevents research

from mistaking a few parts for the whole.

It strives to protect the

individuality of experience, and the depth of meaning things may
It values accurate and sensitive description, and demands that

have.

things be seen in an historical perspective.
But are there any problems with qualitative research?

Is the

focus on the whole picture too synthetic and therefore not analytic
enough?

Does it stress individuality to the detriment of community?

What room does qualitative research make for the measurability of
things?

Although not all nature can be measured, a lot of it can.

lOS John van Maanen, "Qualitative Research" Qualitative

Publications: London, England, 1985) 255-256.

It

Methodology (Sage
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seems that many of these problems anse when any of the seven
positions just listed is taken to an extreme.
With regards to induction, qualitative research stands
precariously perched.

All science begins with induction but as

research progresses, patterns emerge and these patterns get
formulated into laws and theorems.

These laws and theorems form

the foundations upon which other laws and theorems are deduced.
An overemphasis on one can lead to a neglect of the importance of
deduction.
The balanced qualitative researcher knows these things.

He

will not abandon the general completely in his desire to protect the
particular.

Nor will he deny that he sees patterns emerging from

individual sets of data.
emerge.

He may even predict when they will next

If these predictions are fulfilled, he may even formulate

some general laws of qualitative research that are true across a
variety of disciplines.

3.

Quantitative Research
Qualitative research is concerned with the qualities of things--

their meanings, descriptions, essences, etc.

It is more concerned with

the how, what, when and where of things.

Quantitative research, on

the other hand, is more concerned with the numbers of things- -their
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measurements and amounts.

It follows a strict canon that demands

precision, accuracy, verification and replication.

Only evidence that

can be sensibly verified is allowed to act as evidence for a position.
Our earlier example of Galileo's experiment with the nature of a
free fall gives us a paradigm of quantitative research.

He wanted to

know the actual intelligibility of a free fall and he set out to measure
it.

He demonstrated the error of the old view that the speed of a

falling object varied with its weight.

He then focussed his attention

on two measurable aspects of falling bodies, time and distance, and
found out by experiment that the distance an object falls is directly
proportionate to the time it takes to fall.

He performed this

experiment with a variety of weights at different places and on
different days.

The hypothesis he formulated was confirmed in each

case.
This illustrates several principles of quantitative research.
concerned with actual and measurable intelligibilities.
field work in the form of experimentation.

It is

It requires

It formulates an

hypothesis · that acts as a possible <?xplanation of the phenomena and
this explanation usually takes a numerical form.

It requires the

verification of one's hypothesis in the form of sensible data.

If the

experiment can be duplicated, it is considered valid and reliable.
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Quantitative research focusses on the correlations of things
with one another--the similarities of things as related to one another
and not to oneself.

Galileo wanted to know the nature of a free fall

and he knew it had something to do with the relationship between
time and distance and not the color of the objects falli_ng or where
they fell.
Quantitative research restricts the field of evidence to sensible
experience or hypotheses that can be tested in that experience.
Consciousness or authenticity cannot yet be measured and 1s
therefore excluded from the field of quantitative mqmry.

If an

instrument is developed which can measure consc10usness,
quantitative methods could examine it.

Presently, however, the

study of consciousness must be left to qualitative researchers.
Quantitative research strives to make discoveries that are true
independent of where or when they are made.

Galileo's law of falling

bodies has been verified by many people in different places over the
centuries.

Unlike qualitative research, most quantitative research

aspues to generality--it examines the particular in order to find a
general principle or law that applies across a variety of domains.
Is the assumption · that everything can be subjected to
quantitative measurement, dubious?

If so, does this indicate that
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quantitative research has some weaknesses?

One can count how

many beliefs a group of people hold but that does not explain what
those beliefs mean for those who hold them.

The same criticism

applies when one tries to understand the symbols and rituals
communities accept and cherish.

The meanings of those things

cannot be captured by quantitative methods.
Does quantitative research do justice to the qualities of these
individual experiences, or does it neglect the umqueness of each
experience in light of its quest for general, quantifiable
relationships?

How does one measure feelings without becoming a

behaviourist?

Are these limitations of the quantitative method?

seems that they are but it is also true that since reality is too
complex and varied in nature, one method alone cannot research
everything .
If we all share a common way of thinking and making
judgments about the world, a set of criteria exists to which all can
appeal.

Subsequently, one might be capable of critiquing the

conclusions arrived at by a different research paradigm .

The

question then becomes, What do quantitative and qualitative
research have in common?

It
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4.

Common features of Qualitative and Quantitative Research
Like qualitative research, quantitative research makes

judgments about the truth value of proposed hypotheses.

Although

concerned with amounts and measures of amounts, these judgments
remain just that-- judgments.

Both schools have this feature in

common and this gives us a clue as to where the ground for critical
dialogue between them rests.
If both schools make judgments, about what do they make
judgments?

Obviously, they make judgments about the truth value

of a proposed hypothesis or explanation.

Such an explanation is the

formulation of an insight that arose from one's experience of the
phenomenon that one is trying to explain.

Regardless of whether one

1s measuring streaks on a photographic plate, determining whether
or not Caesar really did cross the Rubicon, or inquiring into the
existence of other minds, everyone experiences, understands and
judges, and these mental operations occur and their occurrence
produces results.
All research begins with an expenence of wonder which
prompts one to ask, Why?

Whether or not it is about a rainbow, the

roundness of a circle or the achievement of students on a test,
research begins with. an experience of wonder which awakens one's
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intelligence.

Unless one is always asleep, this awakening leads one to

inquire into the reason for the experience one just had.

This may

lead to an hypothesis which will or will not be verified in sensible or
imagined data.

It can result in the answer to one's question or the

realization that one needs to ask a different kind of question.

In

either case, inquiry leads to understanding.
But neither qualitative nor quantitative research claims that
every possible insight is true.

Both recognize the need for sufficient

reason before assent is given .

What constitutes sufficient reason will

vary with context but the demand for it remains.

When it is met, the

judgment that the proposed explanation or offered insight is correct,
1s given.

To withhold assent at this stage is unreasonable.

If quantitative and qualitative research share these qualities,
has a common ground for dialogue been discovered and if so, can it
be developed into a method of research itself--grounding all methods
of research?

If this is the case, effective dialogue among research

methods--not just understanding one another's assumptions and
conclusions but critically reflecting on them--exists, and is within our
grasp.
If such a ground for critical dialogue is possible, one need not

surrender to any form of perspectivism, contextualism or emotivism.
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Quantitive and qualitative researchers can work together to arrive at
mutually acceptable solutions to the large number of problems facing
contemporary education.
In the next section, I want to describe how Lonergan' s notion of
transcendental method focusses on those qualities that quantitative
and qualitative research share.

Such a focus grounds all method not

in a metaphysical stance on human nature but on the natural and
spontaneous drives of human consciousness.

B.

Lonergan's Transcendental Method as a Solution to the Problem
of Methodologies

1.

Lonergan' s Notion of Method
We have identified some basic characteristics that both

quantitative and qualitative research share .

If a method exists

which exploits those common traits , and develops them into a
procedure to be regularly followed, we have a methodology which is,
at least minimally foundational.

Lonergan' s notion of method offers

such a foundation since it situates method within an active and
dynamic consciousness which is the origin of all research methods.
His method actually operates as a metamethod by demonstrating
how each method attends to the data of experience, intelligently
inquires into that data and reasonably affirms whether or not the
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given explanation of the data is accurate.

This 1s why Lonergan' s

method is called transcendental--i t transcends particular places,
times and cultures.
I will outline his notion of transcendental method, focussing on
how critical reflection and judgment in Lonergan's method is
common to all methods.

Such a common outlook will constitute the

conditions for the possibility of critical dialogue between qualitative
and quantitative research.
of formulated insights.

Without it, one is left with only a number

These insights may or may not be true.

Lonergan' s method is transcendental m two ways .

It

transcends particular fields of inquiry--it 1s transcendental as
opposed to categorical.

It is also transcendental insofar as it outlines

those a priori structures that make mental activity and receptivity
possible.

It is important to note that it is the structure of knowing

that Lonergan, unlike Kant, focusses on and not any set of contents
which might make knowing possible.
For Lonergan, method is proactive and progressive.

It is "a

normative pattern of recurrent and related operations yielding
cumulative and progressive results." 10 6

Note that method produces

results which yield "new data, new observations, new

106 Lonergan, Method in Theology. 4.
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descriptions ... The field of observed data keeps broadening.

New

discoveries are added to old." 107
By a normative pattern of recurrent and related operations
Lonergan means those mental operations associated with
experiencing, understanding and judging--sensing, perce1vmg,
imagining, understanding, conceiving, formulating, reflecting,
grasping the virtually unconditioned and judging.

All of these

operations are related to one another and these relations form a
pattern.

Whenever it recurs, the pattern is defined as being the right

way of doing things.

It is considered to be the right way of doing things because the
results of such a method are cumulative and progressive.

There

exists not simply the repetition of past achievements but an ever
increasing amount of new discoveries added to the old ones.

Not

only do discoveries occur, each new insight effects a synthesis of the
new insights with the valid old ones.

This progressive aspect of

method is possible because the prescribed patterns of operations
occur and recur:
Method inculcates a spirit of inquiry and inquiries
recur. (Method) insists on accurate observation and

107 Lonergan, Method in Theology, 5.
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description: both observations and descriptions
recur. Above all, it praises discovery and
discoveries recur.

It demands the formulation of

discoveries in hypotheses, and hypotheses
recur. 1 OS
It is the recurrence of these operations that make possible new
discoveries.

Lonergan is traditional in the sense that constant

fidelity to cognitional structure is the source of novelty and not an
abandonment of that set of operations which constitute such a
structure.
Rather than having a set of rules determine what method is,
Lonergan situates his outlook on method in the human mind that
produces rules to be followed.

Anyone suggesting that method 1s

merely a set of rules to be followed runs into difficulty when
progressive and cumulative results are expected.

If rules need to be

modified that is fine since the operations as already identified create
the rules that all methods must follow.

If there is a problem m our

methodology, it may be something to do with our application of those
mental operations and not the operations themselves.

108 Lonergan, Method

in Theology, 4.
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Everyone observes transcendental method to the degree that
one is attentive, intelligent, reasonable and responsible.
Attentiveness is a function of effectively concentrating on the data of
one's experiences through the mental activities of sensing, perceiving
and imagining.

Similarly, intelligence grasps what is essential in data

and formulates those insights into formulae or hypotheses.

But smce

not all explanations are correct, reasonableness is necessary
for the pronouncements of sound judgments about the truth value of
one's explanations.
If one were to develop a set of common directives for both

quantitative and qualitative research based on Lonergan's
transcendental method, it would require that all methods be
attentive, be intelligent, be reasonable and be responsible.

These are

Lonergan' s transcendental precepts, and given the conclusions of the
earlier sections of this thesis, fidelity to them is more likely to
produce sound judgments about the world than not.

It is important to . remember that Lonergan is attending to the
performance of the human mind and how that performance produces
results .

He is not interested in the Cartesian quest for certitude.

Nor

is he interested, as Kant was, in trying to pursue the conditions for
the possibility of knowledge.

Lonergan does not begin with a
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Cartesian skepticism or Hegelian negation.

He starts with the actual

performance of the inquiring subject and how that performance
grounds a method of researching questions about the world.
Ultimately, method is grounded not in mental operations but
the dynamism of human consciousness from which those mental
operations arise.

On deeper inspection, they reveal a subject that 1s

empirically, intellectually and rationally self-conscious.

The original

sense of wonder that stimulates the process of inquiry is a function
of one's empirical consciousness.

The desire to know what is

happening and why demonstrates that one is intellectually conscious.
Finally, the need to know whether or not one's insights into why
things happen are true or not, reveals a rational consciousness that
refuses to believe when evidence is insufficient and demands assent
when it is.

The origin of Lonergan 's notion of method therefore lies

within the consciousness of the active researcher and demonstrates
the common ground of all fields of mquuy:
In unity with all fields, however disparate, is agam
the · human mind that operates in all fields and in
radically the same fashion in each.

Through the

self-knowledge, the self-appropriation, the selfpossession that result from making explicit the basic

124

normative pattern of the recurrent and related
operations of human cognitional process, it becomes
possible to envisage a future in which all workers in
all fields can find in transcendental method common
norms, foundations, systematics, and common
critical, dialectical, and heuristic procedures. I 09
This ground is common because it exists prior to one ' s advertance to
it.

It is ontic--pre-ontological and pre-ideological.

Such a method

actually grounds ideologies instead of being grounded by them.

It

also avoids the trap of determining the results of one's research by
any implicit, metaphysical appeal to essences or substances--as is the
case with most forms of radical empiricism.

Through the act of self-

appropriation the researcher, who is a methodical knower, makes his
own the dynamism of consciousness which is the ground of all
methods.

He does not restrict the field of data to a particular

ideology--whether it be empirical, positivist or idealist.
Transcendental method has four basic functions:
critical, systematic, and foundational.

normative,

Because Lonergan begins with

the performing subject, he is eminently practical, and therefore
concerned about the utility of transcendental method .

109 Method m Theology, p. 24.

Moreover,
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these functions naturally follow from Lonergan 's position on human
knowing.
The four basic transcendental imperatives, Be attentive, Be
intelligent, Be reasonable and Be responsible, place demands upon
the researcher that must be met.
has a normative function.

Transcendental method, therefore,

If one's research method is to arrive at

true statements
about the world, one must be attentive, intelligent, reasonable and
responsible .
Transcendental method has a critical function because all
knowledge is the product of critical reflection that grasps
propositions as virtually unconditioned and pronounces that
something is or is not the case.

As such, transcendental method can

be critical of the conclusions of another research method .

This will

be the focus of our next section where I shall illustrate how Lonergan
explicitly creates a place for critical reflection in method.
Transcendental method is systematic in the sense that there
exists a set of basic operations and relations: "in the measure that
transcendental method is objectified , there are determined a set of
basic terms and relations, namely the terms that refer to cognitional
process, and the relations that link these operations to one
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another." 1 IO

As was discussed earlier, knowing is a structure which,

although open, is nevertheless structured.

In this sense it is

systematic and as such, foundational.
Lonergan _ is not trying to resurrect an outdated architectural
metaphor for knowledge.

By foundational, Lonergan means that his

method underlies or underpins all natural and human sciences.

A

certain unity to all the sciences therefore exists, and as foundational,
Lonergan 's transcendental method is the ground or foundation for
such a unified methodology.

2.

Lonergan' s Notion of Method as Foundational to other Research
Methods.
Is Lonergan 's method truly foundational to quantitative and

qualitative schools of research?

At this point we should ask

ourselves a question for reflection--Is it so?
schools attend to the data of experience.

It seems that both

They also seem to

intelligently inquire into it by posing questions to be answered.
Those possible explanations are formulated into the appropriate
symbols and postulated as being the answers to one's questions.
Moreover, and for our concerns most significantly, neither school
accepts all explanations but both pause to critically reflect on

1 1O Lonergan,

Method in Theolog:y, p. 21.
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whether or not the proposed explanations are true.

Implicitly and

sometimes explicitly, qualitative and quantitative research methods
both seem to be attentive, intelligent, reasonable and responsible,
and therefore are underpinned by Lonergan' s notion of
transcendental method.
Qualitative and quantitative research both claim to be attentive
to the data of experience.

Qualitative research argues that it is most

attentive to the quality of the experience in question--to the unique
individual qualities of the thing, person or event being researched.
Its focus on the meaning of things is attentive to that data of
experience that gets overlooked by any form of research that 1s
concerned with counting and measuring reality.
Quantitative research is attentive to another aspect of
experience, its numerical dimensions, and these qualities lead one on
to insights into the sets of correlations to be made, functions to be
determined, and frequencies to be identified.

Although the nature of

the data is different, both schools claim to be attentive to whatever
experience they are researching.

Both schools constantly refine the

instruments they use to gather data--to improve their ability to
sense, perceive and imagine.
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The criticism one school can offer another at this stage is one of
inattentiveness.

Has the qualitative researcher been attentive to the

full range of data or has she missed something crucial for her
project?

Has there been enough time spent with each individual

subject in the study? Have enough questions been asked of each
participant, or has the desire to quickly complete the project
discredited its findings?

Similarly, inattentiveness is dangerous to

the quantitative researcher.

Because she is working with numbers

and frequencies of numbers, she must be thorough and this means
being very attentive in the collection of her data.

As any physicist

knows, the importance of having refined instrumentation at the early
stages of gathering data is crucial.

Many studies have been shown

later to be invalid because someone failed to attend to significant
data during the early stages of research.

Although the

instrumentation may be different for both schools of research, the
significance of being attentive to the data of experience is shared.
At the level of inquiry, neither school would admit to being
unintelligent.

Both quantitative and qualitative research envisages a

range of possible explanations of the data of personal experience.
Whether one is examining specific instances of teacher burn-out or
student violence, an explanation of their existence is given, usually
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with a suggestion of how to prevent the problem from arising m the
future.

Like Galileo, the quantitative researcher will present a

number of theories that will explain an event and select the one that
best fits the data.

Galileo did that and formulated a law that has

been verified in related research for centuries.

Again, the symbols

and language the two types of research use may be different, but the
intelligent activities of understanding, conceiving and formulating
are shared.
The researcher who is not alive to a range of possible
explanations of events is unintelligent.

This gives us another

criterion for evaluation that one school can use when exammmg the
findings of another.

How intelligent are the explanations offered by

the research in question?

Have they looked at the full range of data,

and have a number of possible explanations been offered?
Moreover, have those explanations been properly formulated?
bias does the researcher have?

What

Have any unobtrusive measures

been used to eradicate the bias--at least partially?

Where the field

of research cannot be questioned, the level of intelligent inquiry into
it certainly can.
The place where qualitative and quantitative research can meet
on critical grounds is the level of judgment.

In Lonergan' s
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transcendental method, reasonableness is that quality which allows
one to critically reflect upon explanations offered by any school of
research.

Simply because we have a desire to know what is truly the

case, we want sufficient evidence.

This desire for sufficient evidence

is one's rational consciousness coming to the surface.

When one

appropriates this dynamic for oneself, one has become rationally
self-conscious .

This point has already been examined in the thesis .

The exciting part comes in its application to method.
A rationally self-conscious researcher will not assent to
anything until there has been a grasp of the virtually unconditioned.
Both qualitative and quantitative research recognize that positions
are conditioned and that assent cannot come until there has been a
fulfillment of those conditions.

This means there must also be a link

between the conditions and their fulfillment.

When all further

pertinent questions have been exhausted, judgments can follow.
A qualitative researcher who examines the experience of a
teacher in Northern Canada will arrive at conclusions that are
conditioned and in need of fulfillment.

When her natural desire for

sufficient reason is satisfied that the conditions are indeed fulfilled,
the judgment can follow that the conditioned statement in question 1s
true.

The particular . conditions that need to be fulfilled will be
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particular to the method she is usmg and the qualities of the
situation she is investigating.
Quantitative research is no differently disposed.

After an

explanation of the phenomenon in question has been given and
formulated in a correlation to be confirmed, critical reflection asks
whether or not it is true.

If it is true the conditions which make the

conditioned true, will be identified.

If the fulfillment of these

conditions meets the demands of one's rational consciousness, an
affirmative judgment can follow.

Galileo still needed to know if the

explanation he gave for the nature of a free fall was accurate.

If the

nature of a free fall is a correlation between distance and time,
certain conditions must be met.
insight 1s correct.

If those conditions are met, Galileo's

Then and only then can the scientific judgment

about the nature of a free fall be given in the terms couched by
Galileo.
At this point, qualitative and quantitative researchers can ask
each other if there are further questions that have not yet been
considered.

If there are no further questions, the judgment stands.

If there are, rational consciousness indicates that certain conditions
have not yet been met.

Because both schools of research involve

humans with human egos, the problem gets complicated.

Competing
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egos that simply want to be heard are not yet rationally selfconscious, and this can block one ' s natural desire for sufficient
reason.

Each school can point out to the other if such a blockage

exists.

3.

Critical Reflection and the Functional Specialties
There thus exists within Lonergan' s notion of transcendental

method a ground for critical dialogue between qualitative and
quantitative schools of research.

His cognitional theory, developed

into a research methodology, makes possible a critical, interparadigmatic dialogue between qualitative and quantitative methods
of research.
Although Lonergan' s notion of critical reflection is basic to his
transcendental method, we have yet to see how critical reflection 1s
actually incorporated into transcendental method.

The following

pages illustrate how Lonergan allocates a special place to critical
reflection in what he calls functional specialties.

First, I will explain

what Lonergan means by a functional specialty, how many there are
and the phases of method.

I will then concentrate on two specialties

which are most relevant to critical reflection and judgment--namely
History and Doctrines.
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Lonergan sets up his notion of functional specialties in response
to the ever widening gap among academic disciplines.

The two

traditional types of s pecialization--field and subject specialization-have made inter-disciplinary critical dialogue very difficult.
Lonergan wants to reestablish the grounds for the possibility of such
dialogue.

He does this by distinguishing and separating the "stages of

the process from data to results ." 111

This yields a methodology

which is designed around the basic functions within human cognition.
These functions are named and their specific responsibilities
identified .

Functional specialization is not bound to specific

disciplines since it grounds the possibility for the existence of those
disciplines .
There are eight functional specialties.

Each specialty is related

to a distinct level of human consciousness, and those levels operate
within two distinct phases--the mediating and the mediated.

The

fallowing chart gives the names of the specialties, their level of
consciousness and the corresponding level of cognitional activity:
4.
3.
2.
1.

Dialectic

Responsible

(deciding)

History

Rational (judging)

Interpretation

Intelligent

Research

111 Lonergan, Method

(understanding)

Empirical (experiencing)
in Theology, p. 125.

5.

Foundations
6.

Doctrines

7.

Systematics
8.

Communications
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Each functional specialty requires all four types of mental activity;
however, each functional specialty relates to a particular mental
activity in a special way.

Research establishes the relevant data;

Interpretation identifies what the authors or speakers meant in

terms of their own time; History determines what was generally
going forward at a particular time, and Dialectic begins to take sides-as when a historian stops merely describing Richard I of England
and starts saying he was a good strategist, bad husband or whatever.
These four functional specialties say what others have said.

The

question of what one is to say about it oneself only comes to the fore
in Foundations.
The mediation of that world view 1s the subject of the second
phase of method--its mediated phase.

In the "mediating" phase,

one's faith or ideology is recovered from the past; in the "mediated"
phase, the subject appropriates it for herself.

In this second phase of

method, Lonergan identifies four additional functional specialties.
Foundations is concerned with the thematization of basic horizons.
Doctrines are the judgments that stem from the personal horizon one

has developed in Foundations. Systematics works out the
appropriate conceptual system, and Communications strives to find
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ways of disseminating to the public what has been built m
Systematics.

As has already been mentioned, the contents of History and
Doctrines are judgments, and therefore products of critical reflection.

As such, they constitute the places where Lonergan allocates a
specific role to critical reflection.

Although, one can argue that the

whole of Method in Theology is about being critical, the functional
specialties of History and Doctrines especially, demonstrate

how

Lonergan develops an explicitly, critical focus in his methodology.
According to Lonergan, having insights and formulating those
insights into concepts is only the beginning.

In applying his method

to critical thinking as such, one must understand what others have
said about critical thinking, and then weave those interpretations
into a general and coherent narrative of what people meant by
critical thinking.

Lonergan uses History because it is the historian

who affirms what was truly going forward at a certain time and
place.

She asks questions such as, Is this what Lonergan meant by

critical? or Is Lonergan heavily influenced by Hegel?

She is the one

who can say with a reasonable amount of certainty what is fact and
what is fantasy.
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History belongs on the level of rational consc10usness, and is a

clear example of how Lonergan allocates a central role to critical
reflection in his methodology.

With such a critical focus in method,

interpretations of events or documents are necessary but not
sufficient for determining correctness.

What people really said and

meant in what context is History; what we should say on the basis of
it is equivalent to Doctrines.
History could be called Verification.

The social sciences want to

know what is the case about individuals or groups.
research, interpret the research and verify it.

These sciences do

Verification involves

the desire to know the truth, which may involve being shaken out of
one's world view into another's while remaining selective and
sensitive to context.

It also involves linking fact to fact to determine
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what really happened while keeping the status of those facts open to
revision. 112
Like the first phase of the functional specialties, the second has
a critical focus to it as well. Like History, Doctrines is specially
related to judging and rational consciousness.

In Doctrines, the

subject, whose nature is articulated in Foundations, makes the
appropriate factual and value judgments--on the basis of what has
been mediated in the other phase.

These judgments can be made by

one person, a community of persons or a culture.

It involves

explicitly attending to those judgments we make that are based upon
the kind of people we have chosen to be.

Doctrines are the

judgments that we make about things that stem from our personal
-horizons.

For example, Cosmologists such as Stephen Hawking

suggest that the uni verse does not need a god to maintain it.

But

l l 2 Lonergan distinguishes between two types of history: pre-critical and critical.
Pre critical history is a type of story that is used to develop a sense of pride in a group.
Stories such as Daniel Boone, the Alamo and others are designed to strengthen and
sharpen the group's sense of itself. Pre-critical history is not concerned with how
happenings and events have been received and remembered in the consciousness of the
group. It is not motivated by the unrestricted desire to know but by values such as
pa trio ti sm.
Critical history, on the other hand, is concerned with what actually occurred. It is
heuristic, ecstatic, selective, critical, constructive, and judicial.
It is heuristic and
ecstatic because history desires to know what really happened and when such a
discovery occurs, it jolts the historian out of his time period into the period he is
investigating. It is selective and critical because certain data are chosen from within
It is constructive since history links insight to
a particular context and evaluated.
insight to form a pattern that tells one what really happened. It is reflective because
insights are always open to revision. Finally, it is judicial because the historian
makes judgments about the past that may be later revised.
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Hawking begins his research without a god, and it is not surprising
that it ends without one.
will likely be agnostic.

At best, Hawking's cosmological doctrines

Doctrines could be called Principles or any

other term signifying the set of judgments that are now to be
believed, soon to be clarified in Systematics and eventually
communicated m Communications.113
An example of their application would go something like this.
The functional specialties are fundamentally about recovering a
message given in the past (mediating phase), and its application to
the present and the future (mediated phase).
studying Dewey on education.

Suppose we are

Then (I) we need to establish the text,

(2) we need to interpret Dewey in terms of his own consciousness,
(3) we need to fit him into a narrative of what was going forward in
education and in general, ( 4) we need to work out how far he was
right, working in good faith, etc.

Next, (5) we need to clarify our own

horizons as clever and decent educational theorists.

(6) We have to

make judgments of fact and value with respect to education.

(7) We

need to get a systematic theory which shows why each of these
judgments is as it is.

(8) We have to bring this down to the level of

113 Like the other functional specialties, Doctrines and Foundations arc dependent on
what has gone before and related to what follows. Foundations make the development
of doctrines possible and Doctrines give expression to judgments of fact and
judgments of value .
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the particular teacher and student, so that they can educate or be
educated more effectively.

Insofar as Dewey is truly seminal in

education, he will help with (5), (6), (7), and (8).
The important point for our purposes is that Lonergan' s
methodology, in the first and second phases, has an explicit critical
focus.

It explicitly attends to the fact that all research methods make

judgments about the results of their own research and the research
of others from within a defined horizon or perspective.

The

functional specialties ofHistory and Doctrines are illustrations of how
Lonergan' s notion of method is critically focussed.
Lonergan is making explicit what lies implicit within any good
research method .

Few researchers would opt unconditionally for

either qualitative or quantitative research.

Lonergan' s notion of

transcendental method and its development into a set of functional
specialties more effectively divides the labour, genuinely encourages
inter-disciplinary dialogue and grounds all research in the one thing
that researchers all share:

a human mind.

140

VIII. THE OUTCOME OF A CRITICAL FOCUS IN EDUCATION:
COMMUNICATIONS
The judgments made and affirmed in History and Doctrines are
of little worth if they are not communicated.

It matters little

whether or not Lonergan' s method has an explicit critical focus
unless one decides to do something about it--to act on it.

Such is the

underlying motivation of Lonergan 's eighth functional specialty,

Communications.

It seems logical to place education within

Communications since one primary aim of a philosophy of education
with a critical focus is not only the communication of correct insights
but also the means of creating and discovering correct insights for
oneself.

Communications 1s concerned with "the genesis of common
meaning".

Communications is the means whereby the meanings of

other cultures, persons, religions, etc., are adapted to a language
which is current and available.

Such an adaptation can act as a

mediator between cultures which in turn may foster better dialogue
among them.
Since Communications is on the level of empirical
consciousness, its aim is to transmit the experiences of one person or
group to another.

This allows one person or group to experience
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what another has passed on.

Communications is the place where that

which has been systematically interpreted is experienced.

It is

essentially the process of educating someone in what that person
previously had little or no knowledge.

Communications not only passes on insights but is also the
means whereby they are acquired and created, which is the basic
task of teaching:
... teaching is the communication of insight.

It throws out

the clues, the pointed hints, that lead to insight... It puts
the further questions that reveal the need of further
insight to modify and complement the acquired store.

It

has grasped the strategy of developing intelligence, and
so begins from the simple to advance to the more
complex.

Deliberately and explicitly, all this 1s done by

professional teachers who know their job. 114

Communications is not primarily concerned with the interpretation
or verification of insights.

Its aim 1s to teach or to pass on

information from one person, group or generation to another.
The communication of these insights involves a variety of
methods.

Both verbal and non-verbal language, questions and even

114 Lonergan, InsighL 174
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moments of silence are the tools available to educators when they
are teaching.

Deeds also are at the disposal of teachers who want to

inspire students to perform well and make modifications where they
are needed:
Far more impressive than talking is doing.
our admiration and stir us to emulation.
how things are done.
them ourselves.

Deeds excite

We watch to see

We experiment to see if we can do

We watch again to discover the

oversights that led to our failures.

In this fashion, the

discoveries and inventions of individuals pass into the
possession of the many, to be checked against their
experience, to undergo the scrutiny of further questions ,
to be modified by their improvements. 11 5

Communications is a logical extension of Lonergan ' s basic position on
knowing.

It is the natural outcome of a research method with a

critical focus since all insights must be subjected to the public
scrutiny of question and answer.

Without the communication of

insights, there can be no public scrutiny, and therefore little if any
critical dialogue.

Without such criticism, there can be neither

development nor progress.

115 Lonergan , Insight. 175
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Few educators would contest this point, but few explicitly

It seems that qualitative and quantitative research fail

attend to it.

to accommodate the unique but significant way one's research is
communicated.

Because of this oversight, insights get overlooked

and policies are formed which reflect such an oversight.

The result 1s

a decline in the quality of insights that could be developed and
communicated.
Has the critical thinking movement suffered from such an
oversight?

I think it has.

Despite the major emphasis critical

thinking is given in the Alberta and N.W.T. curricula, few teachers
know anything about critical thinking let alone how to teach for it.

Is

it a fault of the researchers or a fault of their research method itself?
Do qualitative and quantitative research methods effectively
distribute the labor among those who do the research and those who
communicate the results of that research?

Their insights into critical

thinking are usually communicated to other researchers, and little
gets to the practitioner in the classroom.
IX. IMPLICATIONS FOR FUTURE RESEARCH
According to Lonergan, the self-appropriated knower has a
viewpoint from which all that is to be understood can be understood.
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If such a claim is true, everything that is to be understood about

education is comprehensible in principle to our self-appropriated
knower.

This thesis has examined the nature of critical thinking,

critical pedagogy and research method from such a viewpoint.

But

what else needs to be researched from such a viewpoint?
If knowledge claims are founded on the mental activity

articulated by Lonergan' s cognitional theory, what happens to the
classifications in traditional philosophies of education?

If

conservative, liberal and anarchistic philosophies of education all
claim to be more insightful than the next, but are grounded in
Lonergan 's cognitional theory, why are they at odds with one
another?

Where are the common insights and oversights in all these

systems?

If Lonergan is right, one school or possibly all of them

have overlooked an i mportant insight.

Such an oversight has led

them into the error of mistaking one part of knowing for the entire
cognitional process.

If this is so, a Lonerganian analysis of these

positions could yield a philosophy of education which would
underpin and therefore unify all philosophies of education.

To date,

no one has examined specific schools of educational philosophy from
the perspective of Lonergan' s self-appropriated knower.
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If such a unity 1s possible within the broad scope of philosophy

of education which gives education its foundations, the same is true
for all the diverse departments within faculties of education.
Educational psychology and sociology, curriculum and instruction ,
measurement and evaluation would all have Lonergan' s cognitional
theory and methodology for their twin foundations.

Rather than

restricting the scope of these diverse disciplines, such a unified
approach could broaden it by exposing the sets of as yet unexplored
relations among all fields of inquiry.
If the critical spirit is best understood as rational consciousness

appropriating itself and becoming rational self-consciousness, how
does one teach for it?

As rationally self-conscious, the critical spirit

desires sufficient reason and refuses assent until this desire has been
met.

But how is such a spirit cultivated , and how does one

effectively monitor its development?

Moreover, what strategies are

available to teachers which may help them transform their
classrooms into communities of rationally self-conscious students?
If the critical spirit is best fostered within a community of
rationally self-conscious people or Cosmopolis , what happens to the
traditional classroom model? What happens to the traditional
student-teacher relationship when the classroom becomes an arena
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for the free interplay of question and answer?

Within such a model,

what role does authority play, and how should it be used?

Moreover,

what physical structure best facilitates the growth of a classroom
into a Cosmopolis?

Is it a Roman amphitheatre or rows of desks

neatly lined up facing the front?

There is no research which

examines the relationships between rational self-consciousness,
Cosmopolis and classroom instruction.
If teachers with

critical spirits can encourage students to

become rationally self-conscious, how does one teach teachers to
become rationally self-conscious?

What courses should teachers take

and how should a teacher education program be structured?

More

importantly, how should an entire university program wherein
teachers learn how to teach be structured and administered?
Within the area of administration , the significance of
Lonergan' s notion of leadership in education has not yet been
explored.

If the best human society is a Cosmopolis of critical

mquuers, what characteristics must a leader have to encourage
people to become rationally self-conscious?

How does one lead

people to self-appropriate their own consciousness?
question has not been studied effectively.

To date , this
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Lonergan' s moral theory has not yet been applied to specific
ethical issues in education.

Whether it be student discipline, testing,

punishment or administrative behaviour, the relevance of Lonergan' s
moral philosophy to education remains unexamined.

Whether or not

one believes in the restraints placed on behaviour by religion or
society, or the removal of those restraints altogether, one is still
making moral judgments,

which are intelligently or unintelligently

formulated and reasonably or unreasonably affirmed.

The degree to

which these judgments are intelligent and reasonable determines
their acceptability.

It would be interesting to do a critique of

existing moral theories in education in light of Lonergan 's
transcendental

precepts.

As a Cosmopolis of critical inquirers, researchers are supposed
to be attentive, intelligent, reasonable and responsible .

But how does

one teach researchers to be so disposed, and where does one begin?
There are few courses m faculties of graduate studies that focus on
what different schools of research have in common.

An interesting

study would be to survey what graduate students believed "hard"
research looked like, expose them to Lonergan' s ideas on research
and survey them again to see if their views had changed at al I.

If
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any noticeable change occurs, one may be led to study social
attitudes towards research in the same way.
This thesis clearly demonstrates what Lonergan' s thought has
to offer the field of educational research .

More work needs to be

done on the relationship between the mediating and the mediated
phases of transcendental method and research in education.

Such

research could illustrate how Lonergan attends to problems specific
to particular times and places yet finds solutions to them from a
viewpoint that transcends the present and the particular.

In other

words, Lonergan' s methodology is sensitive to context but not
restric ted to it.
If education 1s largely a matter of imparting knowledge and the
means and dispositions necessary for acquiring and creating new
knowledge, education is implicitly a Lonerganian enterprise.

If

knowledge is produced through the three-fold interrelated activities
of experiencing, understanding and judging, and one arrives at
knowledge by being attentive, intelligent and reasonable, one has the
basics for a transcendental philosop~y of education.

Such a

transcendental approach effectively bridges the gulfs that separate
departments within faculties of education or entire universities.
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Presently, there are ten Lonergan Research Institutes around
the world examining the common ground available to the academic
world through Lonergan's philosophy. 11 6

No one, however, has yet

looked at what such a common ground can offer those interested m
critical thinking, critical pedagogy or research m education.

l l 6 There are Lonergan Research Institutes in Manila, Sydney ,
Melbourne,
Toronto, Montreal, Dublin, Boston, Santa Clara, Naples, and Rome .
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