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The Humanities

by

James H. Hiner

Two different applications of "integrity" are sought, evidently, in

courses of study bearing the designation "humanities." One is the

notion of "underlying relationships" between most, or perhaps all,

of the traditional disciplines. According to John E. Dietrich, of

Michigan State University, "We must eradicate the ancient notion
that disciplines are distinct, neatly packaged entities .... We should
seek the underlying relationships which are paramount since we
cannot teach coverage and . . . since we must avoid duplication. We
just cannot afford to waste the students' time." 1 "Integrity" in this

first sense means that there is some kind of unity within subject

matter traditionally broken up and kept in semi- or even total isola-

tion called "disciplines." One intention of a humanities course should
be to discover this subject matter and draw it together. This is a
matter for discovery, however, not fiat.

Another meaning of "integrity" is present in the following argu-

ment: "If humanists do not have the courage to speak out for the

imaginative and the humanistic intelligence (which means, among
other things, making intelligent statements about value), then they

are not humanists at all, but merely technicians of dead and living

languages."2

I find some ambiguity in Arrowsmith's argument, in that I wonder
how one is to take the phrase: "making intelligent statements about
value." Arrowsmith's tone seems charged with a moralistic fervor,

almost as though he were asking humanities to do the work of ethics

or religion or both. I am not certain, that is, whether the kind of

statements he wants are to be addressed to the critical intelligence

or to the moral will. Does he want the humanists to say that one can
learn about value from study of the humanities; or does he want one
to say that the lessons of such-and-such a work should be learned

because they will lead to good conduct or moral behavior? Other
uncertainties spring to mind. Is Arrowsmith asking that the instructor

be as moral as the imaginative work he's holding up for observation;

and does Arrowsmith expect the instructor to know as much about

value, beauty, and the good as the artist whose work he is presenting

to the class?

Supposing that Arrowsmith does mean something like this—that

the instructor himself is to be an agent of moral integrity—is he there-

fore to think of himself as a higher authority than the student, telling

the student what values are to be found where?

1"Education in Transition—A Challenge," a speech delivered to the Milton
College faculty, Sept. 1966.

2William Arrowsmith, "The Shame of Graduate Schools " Harpers, March
1966.
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In this matter of integrity, then, I draw the following inferences

:

1. None of the problems implicit in the relationship of educator

to educated is eliminated by teaching "the humanities" rather, than,

say, art, literature, or history, etc.

•2. One can accept the notion of "underlying relationships" among
the disciplines and yet reject the notion that the humanities must
work directly on the moral will of the instructor or the student.

3. I doubt, though, that one can avoid the question of value en-

tirely. I think that there is a postulate of value in the very concept

of "underlying relationships." And certainly the question of value

has entered as soon as one says that it is better to study "relation-

ships" than "neatly packaged entities."

4. Given the likelihood that any curriculum—including one desig-

nated "humanities"—tends to be tied into neat packages by the edu-
cator, and given the proximity of value to the concept of humanities,

there is a twin source of danger at the very outset of any humanities

course or program: it may be corrupted from the start by the edu-

cator's imposition of arbitrary limits, limits reflecting either the in-

structor's sense of order or his sense of value.

The dangers of "humanities" are reflections of its values. If one
feels that "the destiny of the world is determined less by the battles

that are lost and won than by the stories it loves and believes in,"3

one would naturally like to single out the best "stories" and pass them
on to the student. To think in this way, however, is possibly to ac-

cept the idea of value without the idea of underlying relationships.

When one learns that these "stories" appear in quite unsuspected
places and in forms even quite remote from "stories," one has begun
to think in the terms of the humanities.

Bernard Shaw said something similar to the above quotation, but
said it in a way more compatible to the humanities: "The world is

finally governed by forces expressing themselves in religion and laws

which make epochs rather than by vulgarly ambitious individuals who
make rows."4 One doesn't have to accept the intelligence's contempt
for the "vulgarly ambitious" to recognize the impact of the notion

of "forces expressing themselves." If one would learn to recognize

and seek out the variety of expressions of those forces—the disorderly

as well as the orderly rightly approved by Shaw—one would have
the basis for a humanities curriculum as well as a caution against its

abuse; for at least I imagine one would want to handle "forces"

cautiously.

In the absence of some such unifying concept, one falls into hap-
hazard organization. The following description of one of three general

3H. C. Goddard, The Meaning of Shakespeare (University of Chicago), vol.

11, p. 208.

4Preface to St. Joan.
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education programs at Plattsburg State University (New York) seems
to me representative of this kind of hazard:

Humanities: A three-year (Freshman-Junior) 18 semester

credit hour, interdisciplinary, cross-cultural (primarily

Western emphasis) program. The program proceeds pri-

marily in a chronological fashion with special concepts,

topics, etc. identified for the purpose of emphasizing the

relationships among the several humanistic studies and how
the content of these studies speaks to the human condition.

The reading materials are primarily that which is commonly
considered literature, historical description and analysis, and
philosophical. The disciplines integrated are literature, his-

tory, art, music, theatre, and philosophy. 5

The prose, even with the excuse of catalogue jargon, is atrocious:

the alliterations are unconscious and the syntax inexcusable. The
passage could have been written by any practiced educator in a

comatose state, and this in itself tells us perhaps all we need to know
about what to expect from such a course. (Though it goes without

saying that instruction is regularly better than one would be entitled

to expect from course descriptions—else all educators would be shot.

)

And if the prose betrays the weakness of the impulse in a general

way, the passage's continued appeal to "the disciplines" betrays its

dubious value as a statement about "humanities."

The humanist's temptation to continue thinking in terms of disci-

plines should be put down. "There is a difference," says Russell

Thomas, "between saying that the humanities are philosophy, religion,

literature, the arts, or any combination of these . . . and saying that

humanistic study will find most of its subject matter in the products

of these several arts." 6 This statement seems to be on the way to

freeing the subject matter of the humanities from that of the separate

disciplines.

Yet the attraction of the disciplines lingers on, and the reason it

does is accounted for (usconsciously) in Mr. Thomas' next remark:
"They [i.e. . . . the products of these several arts] are indeed the

works of men which, more than any other of human activities, record
man's aspirations and values." There are two attitudes represented

here, and both lend support to the confusion between "the humani-
ties" and "the separate disciplines": the first is the moralist's concern
for "aspirations and values," a concern that seems capable of thinking

of values in terms of heights only, and that seems to be suppressing

any intrusion of either the swamplands or the great rolling plains of

value. The second is the intellectual's conviction that certain activities

(namely religion, philosophy, literature, the arts) "more than any
other" activity record the values the humanist is looking for.

5From "News and Views: A Digest of exciting new developments on the
frontiers of General and Liberal Studies." The author of the Digest is not
named.

6"The Humanities in American Undergraduate Education," College English,
27:93 (Nov., 1965).
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By keeping company only with the moralist and the intellectual,

the humanist is liable to ignore the popular artists, for example—the

"merchants of unfulfilled desires," as one critic has called them. He
might, too, pass over 'the merchants of unfulfillable desires,' that is

the avant garde. He would surely be apt to set aside the virtuoso, the

dandy, and the inventor of the can-opener.

There is, of course, some justification for going in ignorance of all

these. Insofar as man's activities are anchored to necessity or teased

beyond the possible, education has a right to ignore them. But then

the activity intrinsic to a given discipline—be it philosophical or tech-

nological or prophetic—is not the concern of "the humanities;" this

is the point Mr. Thomas was trying to make and the point I am now
trying to underscore. There is a subject matter for "the humanities"
that is distinct from every separate discipline. Humanities is not a

consort of disciplines, but a different discipline. If this is not the case,

then there is nothing much but the convenience Mr. Dietrich spoke
of to ground the case for humanities. It is a flimsy ground. But if it

is the case that humanities belongs, as it were, to no discipline, but
that it may find its subject matter wherever man has left records of his

"aspirations and values," then probably it can find its subject matter
as often in the design of tools and bathtubs, dreams and demons, as

in all those "higher" activities alluded to by Mr. Thomas and Mr.
Arrowsmith.

One more problem requires some analysis before we can set out

to find the subject matter of the humanities. Once again statements

by Mr. Thomas furnish the argument. There are three propositions:

(1) the products of art may be put to non-humanistic uses, (2) the

products of scientific inquiry have humanistic uses; and, (3) there

is a distinction, nevertheless, between humanistic and scientific ac-

tivities.

Briefly, Mr. Thomas (following Richard McKeon) argues that to

analyze a work of art as a statement of truth is to make a non-
humanistic use of humanistic subject matter: "The kind of analysis

which Freud makes . . . where a work is analyzed as 'a . . . source of

knowledge concerning the operations ... of the human mind and the

subconscious," for example. As an illustration of the opposite—the

humanistic use of non-humanistic subject matter—one might appeal

to the post-Darwinian universe of discourse in the works of Dreiser

or James T. Farrell. To test the 'truth' of esthetic statements or the

'value' of truths appears to be the discrimination between non-
humanistic and non-scientific uses of the respective subject matter.

We find ourselves committed, then, to the idea of use or activity;

committed, that is, to the idea of the "humanistic use" of a large

—

perhaps infinitely large—and heterogenous subject matter. By the

concept of "humanistic use" we are evidently committing ourselves

first of all to a certain kind of activity rather than to a restricted sub-

ject matter. And perhaps we shall have to say, finally, that we can't

determine our subject matter until we have performed a certain kind
of activity. Perhaps the subject matter of "the humanities" exists only

as a suspicion to be founded or a hypothesis to be examined—the
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examining and the founding to be carried out by the activity we call

"humanistic."

But on what can this activity engage? What facts converge on what
hypothesis? What evidence arouses what suspicions? One cannot study

"everything." But can one study just "anything"?

Before rejecting out of hand the notion of studying just anything,

one should be aware that it contains a high degree of psychological

validity. "The most engrossing way to read is to refuse to have any-

thing to do with prescribed lists, and to read from one thing to the

next," says Harold Taylor. 7 This 'most engrossing way' might con-

ceivably be the most efficient, the least waste of time for the student.

By refusing prescribed lists one might save both the student's interest

and his time, and thereby satisfy the criteria of both Mr. Taylor and
Mr. Dietrich.

But understood as catering to idosyncratic taste, the idea of reading

from one thing to the next is full of dangers. Yet, if this perversion

of the idea can be overcome, it seems to me to contain considerable

value. And the perversion, I believe, is overcome if one reads from
one thing to the next in search of, say, underlying relationships. This

would place the search for that kind of integrity where it properly

belongs: on the student; it would serve to lessen the distance between
the authority of the instructor and the dependence of the student;

and, with luck, it might provide a neat lesson to both to the effect

that relations lie as often in untrodden as in well-trodden ways.

Still, such a method is not to be taken as an adequate definition

of humanistic activity. Humanistic activity cannot be inferred from
pedagogy alone, though one naturally wants any valid activity to sug-

gest or carry with it some implications or method. If, however, one
will think of humanities as something all sentient persons engage in,

rather than as exclusively a subject to be taught, firmer grounds for

both subject matter and method may be discoverable.

"Humanities" in this primary sense of something all sentient per-

sons engage in I take to be 'the calling of man.' s By "sentient per-

sons," I understand those who make commitments, commitments to

implicit or explicit actions; commitments which therefore are hazard-

ous and liable to error. Since these commitments are registered in

man's tastes, aspirations, and values, to study the humanities means
to examine those tastes, aspirations, and values as evidence of the

sort of commitments they contain.

And what do tastes and so on bear witness to besides commitment?
Well, first of all they bear witness to error: to the error entailed in

the present by the past; to the error on the future implicit in the

present. They bear witness to the activity of sentient persons who ac-

7On Education and Freedom, Abelard-Schuman (1954).

8See Michael Polanyi. The Study of Man, Chicago Phoenix Books (1963),
pp. 41-70.

9Bernard Shaw, preface to St. Joan.
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cept or reject the implications of life prepared in some past and
pointed towards some future; an activity carried on, furthermore, ac-

cording to a series of postulates—that acts may be right or wrong,
possible or impossible, desirable or undesirable.

In the primary sense, as defined, humanities is very apt to be car-

ried on not unconsciously but uncritically. "The fashion in which we
think changes like the fashion of our clothes, and ... it is difficult, if

not impossible, for most people to think otherwise than in the fashion

of their own period."9 The assumption behind Shaw's description of

what Bacon called the idols of the theater is that it would be a good
thing if most people would learn to think in ways different from the

fashion of their own period. To apply that assumption to the teaching

of humanities means to treat the subject or activity as iconoclastic.

Yet the desire to be iconoclastic may itself be one of the idols of our
present theater of ideas. It can, therefore, be thought of as a com-
mitment registering man's tastes and values. But without critical im-
plementation, without other criteria, the iconoclastic approach is not

a sufficient rationale for a study of the humanities. Humanistic ac-

tivity means more than simply man's occasional desire to break
traditional molds. There is no more solid ground under the feet of

the iconoclast than under the traditionalist; perhaps less.

The iconoclast, however, provides a clue to the meaning of human-
istic activity—in what I shall now call the secondary sense. For in

setting out to smash the icons, or symbols, of a period—or of some
group within that period—he tells us indirectly something of the

power of those symbols: they focus and, as it were, perpetrate the

fashions in which men think, aspire, and evaluate. The iconoclast

tells us indirectly what the dandy, the esthete, the philosopher, for

example, tell us directly: that certain expressions or certain objects,

or both, have the force of commitment behind them and call forth

commitment in response. When Shaw's Don Juan says that the artists

"led me at last into the worship of women," he provides one piece of

direct evidence of this force. Another and different sort of evidence

is implicit in Herbert J. Muller's remark: "In the account of the

world given by nineteenth-century science, a machine was a much
more satisfactory thing than a human being."10 In addition, Muller's

remarks may remind us once again that not all of man's tastes and
aspirations are caught and congealed in art and art's objects.

The distinction between humanities in the primary and the second-
ary senses perhaps can be apprehended in Giedion's "two categories

of historical facts." The one he calls "constituent," the other "transito-

ry." The transitory are those that "lack creative force and invention;"

the constituent are those "marked by creative force and invention."11

Humanistic activity in the transitory sense is carried on in perhaps all

of man's waking hours, and both plays on and is played on in turn

by "creative force and invention." With sufficiently sophisticated tech-

niques it can be, and has been, studied.

10Science and Criticism. Yale, 2nd ed., (1963), p. 241.

"Siegfried Giedion, Mechanization Takes Command, Oxford (1948), p. 389.
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We leave the marks of our culture, with some residue of tastes and
so on, in voice inflection and bodily posture, in practices of greeting

and eating, in syntax as well as in sin. The distinction between transito-

ry and constituent, between what I have called humanities in the

primary and the secondary sense, is not always clearly marked or

easy to determine. One of the things the study of culture is doing is,

in fact, constantly enlarging the area of those forces we learn to call

"constituent." In the study of humanities, we have, as more than one
distressed humanist has admitted, an embarrassment of riches. This

no doubt helps account for the fact that the humanities often follow

the social sciences in constructing "a kind of education grab-bag."

("Though the integration of social studies ... is greatly to be desired,

and has been achieved in certain schools and colleges, it is surely not

accomplished by taking bits of history, economics, government, and
social philosophy and assembling them in a kind of education grab-

bag." 12
) But this embarrassment is also a challenge to create some-

thing far more integral in the study of humanities.

I said several pages back that I thought there was a postulate of

value in the very concept of underlying relationships. And I have said

that I regard humanities, first of all, as an activity : specifically an ac-

tivity of registering in one's tastes, aspirations, and values, a com-
mitment to further actions carrying additional significance. There
seems to be something circular here, but I doubt that it is totally ob-
scure. The definition of humanities as an activity implying further

activity is not as circular as it sounds. To paint a picture—or, for that

matter, to buy one—is of course an act; but it also implies or expli-

cates a kind of world in which, presumably, acts like it can be carried

out. In short, in expressing one's taste, one expresses one's purpose
(understanding by "purpose" an intention to realize some end). Of
course I do not mean that all acts or intentions are fully thought out

or finally realized. Their tentativeness is, in fact, their unavoidable
hazard.

And I have said that the humanities is an activity that in parts or

on occasions is "marked by creative force and invention;" and by
its force, therefore, assumes a dominating role—whether or not we
are completely aware of the domination—in man's life. I want now
to try to draw these three notions closer together and to point to some
further implications for the study of humanities.

I can begin by wondering why there should be something of value

in the very concept of underlying relationships. The thought that

there might be suggests a coherence theory of value. This can be quite

an arid theory. It may lead to the practice of isolating every art,

every activity, from every other art and activity—lead, that is, in a
direction just the reverse of what I have been urging. In the effort

to find a value for art—in the work of the New Critics, for example

—

it may be thought necessary to express relationship in terms of self-

12James Gutman, "Integrity as a standard of valuation," in Schutte and
Steinberg, eds., Personal Integrity, Norton (1961).
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sufficiency, and to find the justification for any art or activity in the

mechanics underlying and peculiar to that art. That many artists and
critics have felt the need to be this reductive in their application of

underlying relationships is certainly the case, and therefore something

for humanistic study to consider. But it is not what I mean by "under-

lying relationships," and if it is what others mean, it is doubtful

whether it can support anything but the grab-bag arrangement of

studies.

Underlying relationships are sometimes conceived in biological

—

that is, organic—terms. Giedion's practice of distinguishing constitu-

ent and transitory historical facts is founded on a biological metaphor:
"The distinction becomes necessary if . . . one sees history, like biolo-

gy, as concerned with the problem of growth and development—not

to be confused with progress."13 As a matter of fact, one can speak
of underlying relationships as a vitalist or a mechanist, as a Shavian

or a Darwinian; one can also think of it in terms either of idealism

or corporatism—and perhaps in still other fashions, each of which
means by "underlying relationships" the determinants of their own
exclusive systems. Muller finds the practice quite marked in present-

day science: "The trend ... is indicated by the constant recurrence

of such terms as 'continuity,' 'evolution,' 'interrelation,' 'integration,'

'systematic,' 'field,' 'pattern'—all summed up in the concept of dy-

namic, organic wholes."14 All such systems may be taken together

as evidence of at least one thing: the considerable value that is as-

signed to the concept, itself, of underlying relationships. The concept
evidently is felt as meaningful or valuable by all who use it; and this

is certainly one reason the humanist takes it as basic to his study,

too.

But in addition it should be possible to justify the concept without

appeal to its uses by any particular art or science. I think this is

possible. "All meaning," says Polanyi, "lies in the comprehension of

a set of particulars in terms of a coherent unity." 15 The discovery

of meaning, in other words, is the discovery of relationships. It is

valuable because it makes choice and therefore acts possible. In-

tentions and purposes, and therefore acts, are fashioned according

to how one discovers meaning. The discovery and assignment of mean-
ing, I suggest, is always an incipient act, providing the grounds for

choice or intention, purpose and end. The charge that some persons

are unable to discover or unwilling to make assignments of meaning
anywhere within their world is not necessarily a contradiction of my
argument. Nevertheless, for their benefit, I can express the argument
in different terms: the discovery of meaning or the failure to make
that discovery, either one is always an incipient act, leading on the

one hand to intention-purpose-end and on the other to the gratuitous

act-absurdity-chaos. In short to metaphysics or 'Pataphysics.' One can
also play a bit loose with "meaning" and simply say that some find

13Mechanization Takes Command, p. 389.

14Science and Criticism, p. 241.

15Michael Polanyi, The Study of Man, Chicago, Phoenix Books (1963), p. 49.
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meaning in nonsense, just as some discover purpose in absurdity and
ends in chaos. One then probably must revise Polanyi's proposition

to read : 'All meaning lies in the comprehension of a set of particulars

in terms of a coherent or incoherent entity.' At which point one throws

up his hands in despair.

The intrusion into humanistic activity of an art and philosophy,

which in proclamation and practice denies the traditional grounds of

meaning and value to which the humanities appeal for justification,

is nevertheless not an absolute catastrophe. In the first place it serves

as a marked reminder that the humanities' belief—meaning lies in

coherence and value in meaning—is a hypothesis, not a truth. It puts

hypotheses about "underlying relationships" to the test. If all the

anti-humanists, dadaists, 'Pataphysicians,' and so on are wrong, the

humanists (to paraphrase J. S. Mill) are offered this chance to

strengthen their hypothesis; if right, we may change our error for

what seemed their heresy. If the arts of the absurd are marked—as

they seem to be—by "creative force and invention," then either we
who supposed this force had to be the product of coherence are

wrong, or the absurdists are wrong in imagining their inventions were
without coherence. In either event, the humanities are in a most en-

viable position; they should flourish on the examination as never
before. For these reasons, the absurd should certainly be included

in the study of humanistic activities.

But there are more reasons than these. For the most part, students

of the humanities have in the past acted like tourists aboard ships

making ports of call. Seeking evidence of man's aspirations and
values, we have, as it were, sailed among the islands of desire. We
have followed guided tours, accepting pretty much without question

our Baedeker's estimate of the height of the islands above sea level.

And we have accepted the peaks as "marked by creative force and
invention" without giving much if any attention to the characteristics

of the ocean floor. I shall say that we should think as oceangraphers
for a while—and then abandon the metaphor.

We deserve the challenge and rebuke of the absurd. It is the price

we shall have to pay for our extreme selectivity in the past. We should
bear the charge happily, realizing that what we are being invited to

do is to enlarge our understanding of underlying relationships.

"Two historical phenomena are simultaneous, or have a determin-
able temporal relation to each other, only in so far as they can be
related within one 'frame of reference' . .

." 16 This statement repre-

sents Panofsky's way of warning the art historian against the abuse
of relationship: chronology is not the determinant. Neither as Panof-
sky also warns—is subject matter: "The re-creative experience of a
work of art depends . . . not only on the natural sensitivity and the

visual training of the spectator"—training, that is, which would enable

16Erwin Panofsky Meaning in the Visual Arts, Doubleday Anchor Book
(1955), p. 7.
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him to identify subject matter
—

"but also on his cultural equip-

ment." 17

Panofsky's analysis, though, is capable of much wider application

than to the study of art only. The concept "frame of reference," for

example, must be applicable to determining relations among any
historical phenomena. In addition, "frame of reference" has an in-

teresting doubleness. On the one hand it refers to the "cultural equip-

ment" of anyone as beholder: anyone who is expressing tastes, aspira-

tions, and values is doing so through some perhaps determinable

frame of reference. On the other hand, the work of art—and, by ex-

tension, anything marked by creative force and invention—is charac-

terized by its own "cultural equipment" or frame of reference. Panof-

sky calls this a work's "content," to distinguish it from its form and
idea: "It is the basic attitude of a nation, a period, a class, a religious

or philosophical persuasion—all this unconsciously qualified by one
personality and condensed into one work .... That which a work
betrays but does not parade" (p. 14).

These "basic attitudes" (Panofsky elsewhere calls them "cultural

symptoms" or "symbols"—see Meaning, p. 41) are, I believe, the

frame of reference wanted for the study of humanities. This does not

mean that one abandons thinking of the forms or ideas (themes) of

the separate arts, but that one distinguishes, compares and contrasts,

forms and ideas in order finally to identify basic attitudes "of a na-

tion, period, class," and so on. Learning "that which a work betrays

but does not parade" becomes, perhaps, the single best way of finding

out whether one is in the present or has ever left the past. Discovering

that these basic attitudes can turn up (prove to be "underlying rela-

tionships," that is) in works otherwise distinguished by their form,

idea, or both—in objects as separate as typewriters and oil paintings,

or in events as distant as art shows and revolutions—should be proof

to the student that in expressing tastes, aspirations, and values, he
may be expressing more than merely conscious purpose. Considering
the variety of ways in which basic attitudes conceal themselves should
amount to a demonstration that relationships exist, that neither ob-
jects nor events nor choices are limited to themselves alone; such a
lesson, perhaps, being the value which we began looking for; the

value implicit in the concept of underlying relationships. Perhaps the

only value that can be passed on to the student without turning the

lectern into a pulpit. "Ideas," as Richard Weaver said, "have con-

sequences." 18

17Meaning in the Visual Arts, p. 16.

18Richard M. Weaver, Ideas Have Consequences, Chicago, Phoenix Book
(1948).
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The Influence of Religion on The

Political Process in Burma

by

Johnny Campbell

Introduction

In a traditional society, religion is one of the dominant forces which
tend to weld the society into a cohesive group. Its dogmas, tenets,

and doctrines are accepted largely without questioning and exert

great influence on the lives and behavior of the group. When, however,

a traditional society interacts with a more dynamic society and sub-

sequently undergoes profound socio-economic and political changes,

the influence of religion on the society tends to become less preva-

sive, less encompassing. The degree to which religion, as a binding

social force, is displaced by secularization, depends on a host of fac-

tors, but in most instances, "wherever the modernization process has

had an impact, it has contributed to secularization." 1 Professor Von
der Mehden avers that secularization has meant

a loss of the power of religion in India, Indonesia, and Paki-

stan, and the Middle East. The modern political elite, in

accepting western ideologies and nationalism as guides to

national policy, has tended to erode the influence of the

formerly powerful clerical groups. Burma, as well, can be
described as a nation in which religion is becoming isolated

from political decision-making, but with far less determina-

tion than her neighbors. 2

In Burma the Ne Win Government, which has moved increasingly

toward strong-arm tactics to accomplish its objectives, is finding that

the power of religion is still formidable. "The monks, roughly a tenth

of all Burmese adult men, remain the one substantial element that

resists assimilation into the new military society, and Ne Win has
taken great pains to treat the priesthood with care and overt sympa-
thy, remembering no doubt their important political role before the

war." 3 In 1963, the Ne Win Government passed a National Soli-

darity Act which abolished political parties and required all religious

organizations to register with the Government. According to the New
York Times, "Moslem, Christian and other religious groups agreed
to comply. But the 20,000 member Association of Young Buddhist
Monks threatened to form suicide squads to demonstrate their oppo-

1James S. Coleman, The Politics of Developing Areas. (Princeton, 1960) p.

537.

-Fred Von der Mehden, "Buddhism and Politics In Burma," The Antioch
Review XXI (Summer, 1961) p. 166.

3John Ashdown, "Burma's Political Puzzle," Far Eastern Economic Review,
XLV, September 17, 1964, p. 516.
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