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There are two human mventions which
may be considered more difficult than
any others — the art of government,
- and the art of education. and people
still contend as to their very meaning

The prospect of a theory of education
is a glornous ideal. and it matters httle
if we are not able to reahize 1t at
once

Immuanuel Kant. Lducation
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Introduction: The
Philosopher and the Diversity
of Educational Issues

Peter J. Sheehan ®

One of the many ways 1n whicii educauion has a unique. role n the
lives of thinking beings is that all aspects of hfe and all avenues of
thought impinge on it in one way or another. The individuals who are
to be educated are enormously complex and various, as are the areas
in -which they might be educated. These tacts constitute the challenge
and the difficulty of educatonal theory—the diversity of the educational
reality threatens, at one extreme, & simplist; theoretical approach which
stresses unity of theory at the cost of an inadequate attention to com-
plexity or, at the other extreme, the breakdown of the study gf education
into numerous unrelated nvestigatons Crittenden’s existing body of
writings shows an awareness of these dangers While wnting 1n general
t~-ms about the nature and value of education, he 1s acutely conscious
of the diversity of educational issues and covers an impressively wide
range of these issues.

This characterisic of Crittenden’s work means that any introduction
to his wntings, or to the selection of his writings included 1n the volume,
must tnevitably be selective. Thus in this introduction [ discuss Crntten-
den’s views 1n four of the five areas in which he has grouped his selected
wnitings, Firstly, analyucal 1ssues about the study of education are,taken
up (Part 1), secondly, 1 ¢ ~wder Cnttenden's general views about the
nature of educauon (Panu il), thirdly, 1ssues about the teaching of

12
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2 Introduction

morality are discussed (Part 1V). while my fourth section considers Crit-
tenden’s views about one area in which social vaiues are intertwined
with the practice of education. namely 1ssues about equality and edu-
cation (Part V) My only justification for not looking at the other area
Cnttenden himself has chosen. other than my own lack of knowledge
in this area. would be the inevitably selective pature of any introduction.
Gwven the diversity of educational issues, there remain important aspects
of Cnttenden’s wnuings which are covered neither by s selection nor
by this introduction As 1 have concewed my task as offering a cntical
mtroduction to some key 1ssues 1n his work. 1 have not hesitated .o
draw on those of Crittenden’s wntings which are not incleded n this
volu

The Study of Education

b rom s or-gins, philosophs has been closely engaged with educational
tssues and indeed some philosophers, ranging from Plato te ohn Dewey.
have centred their wniing on questions ansing out o education Never-
theless phiiosophers have taken up a wide range of positions about the
way in which philosophy and educational ssues are related One of
the most impressive characteristics of the work of Brian Crittenden 1
the attention 1t gwves to reflection on the role of philosophy 1 relation
to educational theory and practice. and the way 1in which his own studies
can be seen o flow from his views of the role of p' ‘osophical inquiry
Cnittenden’s postion here thus provides a useful point of entry for this
sunvey of some of the key aspects of his work

T'o understand Crittenden’s view of the role of philosophical inquiry,
we must start from his distinction vetween educational theory and policy
and the philosophy of education ! *Educational theory and poheyv' s
the erm used to refer to the overall human enterprise of attempting {o
think systemaucally about all aspects of the nature, process, and practice
of education Its basic purpose 1s to provide a body of knowledge and
techmques for effective gurdance of educational practice Crittenden
speaks of three levels wit'un educational theory and policy. The first
level. the *core’ of educational theory. contains two somewhat different
clements (a) the clanficaton of the distinctuve concepts employed 1n
the context of education and the dehneation of the ambit of education,
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and (b) the systematic working out of practical judgments to guide edu-
catiopal practuice. The second level consists of the distincuve fields of
study such as philosophy of education. psychology of education. socio-
logy of education. and so on. These ureas are distinguished by the
charactenistic methods they use and the knowledge they apply. and are
‘of education’ 1n that they concern issues arsing about education, and
ansing in the actual conduct of education. as specified 1n the first level
The third, level consists-of the basic disciplines themselves (philoscphy.
psychology. etc) in so far as they deal with matters of educational sig-
nificance. such as the nature of moral virwe or the structure of mntellec-
tual processes, but treat them for their own sake and not pnimarily in
terms of their educational importance

The content of the philosophy of education 15 tahen to include at
least the following

(1) logical features of the processes of teaching and letirming. and logi-
cal and other questions about methods of crit.cal inquiry and domains
of knowledge

(1) general perspecune en methods ot inquiry and domains of kpow-
ledge.

(m) moral and social philosophical questions about both the processes
and mstitutions of education, the role of values in educaticn and the
question zbout moral education.

(v} aestheties 1 relation to the genetal practice of education,

(v) aspects of the philosopny ot mind and actica which bear on philo
sophical work in relation te the core of educational theory,

(vi) philosophical aspects of methodology i the historieal and saen-
ufic study of education

Thus. 1n this scheme. the philosopher has a contnbution to make to
education theory and practice in varnous way. He bears much responsi-
bility for bas'* questions about the delineation *he enterprise of edu-
cation and 10r basic specification of 1ts na. + detailed studies
involved 1n the philosophy of education cover ..~ . COMPASS. and many
areas of pure philosophy will have an important bearing on educational
issues Further. i hine with an old but sometimes forgotten tadion
datng back to Plato. Crittenden places considerable stress on the specal
posiion of the philosopher in relaion to the systematic working out
of practical judgments to guide educational practice This special pos-
ition denives from the philosopher’s conceptual and logical skills. and

~
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also perhaps from an integrative facthity denved from the intrusion of
philosophical assues into almost all areas of human investigation

It 1s a special feature of Cnttenden’s work that he has analysed the
role of the philosopher in educational theors i some detail 1tas worth
highlighting here some particular aspects of his view of that role. tor
they are very reveahng n relation to the logical coherence of his
wniting )

Firstly, 1t follows from Cnittenden’s analysis that the activities of a
philosopher 1n educattonal theory, or even in the philosophy of edu-
cation. are diverse. even disparate  The philosopher’s role 1v not to
deduce educational principles from an overall system. nor to write 4
detimtive synthesis of educational philosophy Rather there are many
tasks to be undertaken and analyses to be done, the philosopher uses
his special skills and understanding on one occasion to illuminate fun-
damental perspectives on the nature of education. on another to analyse
concepts involved 1n the actual teaching process. and on sull another
1o draw detalled pohcy impheations from a particular educational
theory  This view reflects. indeed even presupposes. a conception of phil-
osophy 1n the contemporary analytic traditen as a problem-solving
disapline, with hmited aims and a strong conceptual aspect. and s hikely
to be uncongemal to a philosopher of a more systema i or metaphysicat
turn ,n{' mind On the one hand. Crittenden explicitly if tentatively rejects
‘metaphyvsical systems that make positive existence claims about the
ultimate nature of things’2, on the other much of the philosopher’s work
within educational theory will not be purely formal. but will 1ssue in
substanual condusions about educational theory and practice !

Secoadiv. as | have already mentioned. Cnittenden’s view places con-
siderable stress on the role of the philosopher in the drawing of practical
imphcations from educational theory Like the philosophical activities
themselves, the areas 1n which practical conclusions are to be drawn
are diverse- from general charactenstics of an educational »ystem and
the determination of the balance 1n an educational system between gdu-
cative and social change goals. to specific aspects of teaching practice
and curriculum design. This role denives not only from the special skidls
the philosopher 15 assumed to possess. but also from the fact that. wathin
educational theory and pohcy. philosophical acuvity 1s harnessed to a
general goal of 4 non-philosopmical nature, namely the overall under-
standing of the educational process and the contribution of that under-
standing to the improvement of the quahty of the process

Aruitoxt provided by Eic:
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The third aspect of the philosopher’s role which 1 want to note also
arses from this harwessing of philosophscal activity to a4 broader goal
Because philosophical activity 1s one of many activities contributing to
the achievement of the broader goal. Cnttenden holds that philosophers
make theyr most valuable direct contnbution to educational theory when
they work in co-operation with teachers, curriculum experts, social scien-
they work in co-operation with teachers. curriculum experts, social saen-
tists, and so on and that it1s a mistak 2 fo organize research 1n education
on the basis of independent applied disciplines The philosopher’s role
is part of a co-operaive enterprise, In which he joins with indivaduals
pOSsessiNg varying experence and theoretical expertise n the pursuit
of a common goal

Fourthly. what 15 (or ought to be) distinctive of thas co-operative
enterpnise is an acceptance of the mamg concepts of gducation as e.nbed-
ded m a complex pattern of human \a\cuvny. andMwith the normative
force which they have within that activity Education 1 net whatever
ts happeming 1n certain areas and mstitutions at any ume. it a goal-
directed process, with norms and values a° the heart of the activity
Thus educational theory studies human processes or institutional
changes not as bare facts, but as part of the normative activity of
educating indivaduats *

Crittenden's work very much reflects these four features It covers
a very wide range of apparenty sepdrate investigations. but 1 drawn
nto a logically coherent pattern by hws underlying conception of the
role of the phitosopher in the educational enterprise An important fea-
ture of his writing 1 his concern with the policy implications ot edu-
cational theory, examples of which are a monograph on tie conception
of moral education 1n the Canadian Mackay Report” and 4 number
of articles on reports leading to and issuing from the Aust:alian Schools
Commission ® All of his wnitings show a broad knowledge of the works
of prychologists and other soaal scientisis. at d include evaluations of
the educational imriications of aspects of the work of figures as diverse
s Durkheim. Skinner. Kohlberg, Bruner. and Damel Bell

It 1 clearly impossible 1noan introduction such as this to survey or
cummarnze such a wade-ranging body of wntings Hence. having indica-
tedd 10 this section thesrationale which ties those wntings into intepral
whole. 1 will 1n subsequent sections concentrate on three aspects of

C nttemden’s work

PAFulToxt Provided by ERIC
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6 Introduction
The Nature and Value of Education

Of the many fundamental aspects of the “core’ e'1cational theory which
are considered in Crittenden’s wnitings. this section conventraies on only
two his discusston of the theory of value dnd of the value of education,
and his specification of the central concept of education

The Concept of Non-Instrumental Value

One of the staring points of Cnttenden’s discussion of both the theors
of value and the value of educanonal activities 1 the distinction between
instrumental and non-instrumental valué © An object or an expenence
is regarded asanstrumentally vaivable if it 1s seen as valuable as a means
of achieving some further end, while something v non-instrumentally
valuable if 1t 1s valued in ity own night. without any reference to furthee
ends which it may be used to achieve Clearly the major phdosophical
isues surround non-instrumental value, for the value of something as
an mstrument can be readily understood in terms of the means-end
relatonship and the value of the end What, then, v it to value
something 10 atself?

Cnttender rejects accounts of value which place stress on the psvcho-
I cal activities of valuing. such as those which assert that "X s valuable”
means ‘| get pleasure. satisfaction. ete from X or "Most people dewire
need. or get satisfaction from X° He argues against the tormer state-
ment, that  ruments about the value of a thing are ewential teatures
of the use of the concept of value, and that the whole poat of these
arguments 18 to establish the intersubjective correctness of a value judg-
ment Further, while, we commonly believe that the things we want or
need are valuable. 1t v by no means absurd tor 4 person to want or
take pleasure in something while wishing he did not and while not v alu-
ing i, nor for a person to recogmre that an object or experence »
+aluable without wanung it Again. in arguments about values 1t makes
sefse to Jaim that certan things which are not widely desired ~should
be widely desired. because they are valuable For these and related
reasons, Cnittenden rejects the two psvchologically onented accounts of
value mentioned above

Positively Cnttenden argues® for a partial analogy between questions
of value and scientfic theones and mathematical argameats which,
while being human creations, are answerabie in respect of their truth
or vahdity to objective conditions independent of the human mind
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Simtlarly questions of value are concerned with determining and apply-
ing appropnate standards of excellence, and an object cannot be said
t be valuable unless 1t meets such standards The constraint, analogous
to the physical world for scientific theonies, on value ideals for man
is that human life must be perfected mn thewr reahzation, and hence
they must take account of the biological and social charactenisuics that
distinguish human beings An experience or object 1 non-instrumentally
valuable if "1t makes a distinctive contribution to the quality of human
hfe. judged 1n tire hight of what humans are and are capable of becom-
g’ and hence 1f its ‘properties are such that to experience 1t 15 to
enhance the quahty of one’s hfe’ " Among the other aspects of this
view which Crittenden stresses are the points that a valuable objest or
experience 1s not necessarily “pleasurable’. that a diversity of objects
and experiences contribute to the quahty of human life, that judging
the relative contribution of different experiences to the quahity of hfe
can rarely be done m g precise fashion. and that saying that an object
is valuable cannot be equated with saving that it contributes e d satisfy -
Ing experience

This conception of value Iivs behind one fundamental aspeet of Crit-
tenden’s educational philosophy which will be referred to on several
oceasions throughout the body of this introduction. namely his commat-
ment to ideals of excellence and of moral value which can be objectively
justitied and which can be agreed upon as a result of rational discussion
and inquiry In terms of the above discussion. itis clear that this commit-
ment 15 grounded at least partly in the view that objective judgments
can be made about whether an object or expertence contnibutes o the
perfecting of the quahty of human hfe. and that these judgments are
independent of questions about ideals This does seem to be a highly
controversial matter Mony would argue that one’s stance about what
constitutes quality in human hte refiects. rather than s the source of.
one’s posttion on moral wsues and inrespect of ideals of exeellence,
while others have said that in such matters we come back to moral
wentiment or feeling or to unarguable moral judgmen' On the other
hand major philosophical traditons base therr approach o moral phil
osophy on a prior discernment of human nature. therr understanding
ot human nature being the foundation of their value systems it s not
ear to me whether or not this s what Crittenden has in nund- While
it does seem to be indicated by the discussion cited above. in his wntings
on moral education? he strenuousiy opposes views which coneeive ot

ERIC 14
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morality as a meany to a non-moral end (such as “quahty of human
life’), partly on the ground that moral considerations cannot be excluded
from the speafication of the end This view, that “certain things are
intrinsically valuable,  such objects exhibit various kinds of excellence
relevant to the capacities and potentiahties of human betngs. fand] one
does not need any further justificaton for engagtng in ihe experience
of these objects’.’* 15 a central aspect of Crittenden’s approach to
educattonal theory. and further elaboration secins to be required

Concepts of Education -

For Cnttenden. as for many other wnters. the broadest notion of edu-
cation 1s that of mttaton of an ndwvidual into the ways of a socety
However he argues that. for senstble discussion of education in modern
commumties. this broad conception needs to be refined 1in two ways
Firstly. 1n societies with even a moderate degree of complexity. education
develops as a speatfic form of activity with distnctive insututions and
occupational groups. and hence the central meaming of the term “edu-
cation’ 15 ied up with the institution of schoohing and the practice of
teaching This 1s not to say that schools may not at any given time
fail to cducate indeed Cnttenden regards the wntngs of the “de-
schoohing group (Ilich. Reimer. etc ) as at least in part a salutary re-
minder of this tact'’ nor that one can necessartly discern this central
meaning of education by looking at (say) present-day scheols But he
holds that this central meamng does emerge it one looks at the schoohng
and teaching mstitutions in long-term historeal perspective and realizes
that the concept “education” involves reference to an ideal These deals
will only be realized in certain key historical episodes. but they are sull
bwilt into our idea of education

The concept of education which emerges from this anvestigation s
claimed to be one which v a complex process of mtiation with these
dimensions

(1) the acquisition of basic hingunstic, logical. and mathematical skills

() an understanging of the best available bodies of theory and methods
of inquiry for explamning humdan and natural phenomena

() an understanding of the main vaneties of behet and theory torinterpret
ing human life and gurding action

(V) an appreciation of the broad range of ways in which human beings
express themselves imaginatively

{(v) the attainment of some proficiency in the art of using concepts. theories,
methods of inquiry, of evaluating. making practical judgments. expressing one-
self imaginatively. and bving as 4 moral agent '!

(\
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In short. and in a statement reminiscent of wnters such as R.S Peters
and PH Hirst, Crittenden holds that “schooling. as an ideal, 15 the sys-
tematic process of mitiaton nto thes  public traditions of knowledge
and understanding™ and that the centrai meaning of education 1s bound
up with this account of schoohng

The second refinement necessary to the broad notion of education
concerns the restriction of the central concept of educaton to hberal
education. which 1s defined as education concerned with knowledge.
skitls, and attributes thought necessary for human beings as such.
irespective of what vocution one may adopt 1n hfe In a later paper.
published as Chapter 3 of the volume, this move 1 treated simply as
a stipulation, Lut m Eanucation and Social Ideals the matter 1s placed
in the context of the discussion of the value of educaton Crnttenden
argues’” that the non-instrumental value of education s to be found
in two sources the value of the discphines (mathemaucs, philosophy.
art. etc ), in that understanding them and therr subject matter is an
enrichment of human hfe, and also n the fact that education not only
ivolves coming to understand various disciphnes but also nvolves the
integration of the various areas of knowledge 1n the mand and hie of
the ndwidual This second aspect 1s one of non-instrumental value, for
the process of integration also ennches the quahty of human hfe The
forms of understanding are broadly defined toinclude the moral. artistic,
philosophical. and religious forms of awareness within the scope of edu-
wtion While education thus has non-instrumental value in two ways.
Cnttenden argues that there 18 no autonomous category of educational
value. and that the values mvolved here can be shown to be a combi-
nation of epistemic, moral. and aesthetic values There will also be a
large number of mstrumertal values assoctated with education. cor-
responding to that wide diveraity of human goals which are made more
achievable by being educated rather than being uneducated But the
central concept of education. where non-instrumental value s to be
found. involves hiberal education in the sense defined above

Space does not allow a further claboration of Cnttenden’s concept
of education While T would not wish to oppose his general thrust. van-
ous questions do suggest themselves birstly | am not fully clear why
Crittenden holds that the central concept of education 15 confin:d o
iberal education i the sense defined In Chapter 3 of this volume,
Crittenden seems to make this purely a matter of stipulaton. but n
carher wrtings a more substantive claim seems to be intended As Crit-
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10 Introduction

tenden himself points out'’. schooling has historically been both liberal
and vocational, and one might hazard the guess that the hberal element
has been reduced more frequently than the vocational How can he,
given his procedure of looking at the charactersties of the school. rule
out some vocational training as part of the central concept of education”
One argument might be that the vocauonal aspects are instrumental
goals of educauion, are goals in the achievement of which education
1 a means, and hence are not essential to educatioa Instrumental goals.
it might be argued. are only contingently related to the means. 1n that
the process which 1s the means take place without the end being
achieved

I do nog know whether Cnttenden wants to rely on this argument,
but m any case 1t ranses 4 further query One might argue that it s
necessary for the quality of human hfe that a person be prepared for
some vocation, and hence that some vocational schooling v non-
mstrumentally valuable Crittenden allows that any particular learmng
episode will be instrumentally valuable in relation to an end. e g under-
standing natural processes!™. as 1t 1v a means to that end Could 1t not
then be claimed that any particular piece of vocatonal traiming will
be instrumentally valuable in relation to the end of becoming prepared
for a given vecation, but that the end of being prepared for some vo-
cation 15 hike understanding natural’ processes 0 that st i of non-
mstrumental value” To take another tack. might not one argue that the
expert and committed practice of law or carpentry 15 an ennchment
of human hfe? If this were o, brinzing a person to competence in these
forms of hfe would. on Cnttenden’s cniteria, be o matter of non-
nstrumental value and so nught be included 1n the central concept of
educaion While these queries are perhaps a httle stramed. they do
suggest areas in which further clanfication would be usetul

A final question concerns the criticism that s often raised of such
views of education—that they are ehistin that they outline a conception
of education of which only a few are capable Cnttenden’s rephv!™
appears to be that every individual needs intellectual. moral. and aes-
thetic understanding for the very Lving of life and that differences of
ability and nterest should be handled by varying the level of treatment
of a common hberal curriculum rather than by abandoning it While
this reply seems to be correct in principle. the 1ssue .« so important
that a fuller discusston seems called for
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On Teaching Morality

One of the most vexed traditional 1ssues 1n both philosophy and edu-
cational theory has been whether, and in what ways, morahty could
or should be taught In contemporary society, with both a plurahty of
moral views and a predominant plurahsuc approach to competing
theories and systems, the question of the way (if any) in which morality
should be taught in schools, especially in schools 1ntiated and supported
by public funds, assumes particular importance. To iake the extreme
views, some would argue that, because of the competing moral stances
in our society, the teaching of morality should have no place within
the schools; while others, perhaps reflecting on the effects of moral nihil-
ism 1n our century, would regard moral formation as the prime function
of the school. These and related 1ssues have been among Crittenden’s
main concerns in a series of articles?”, in his important monograph Form
and Content tn Moral Education, and 1n his recent survey monograph
Beartngs tn Moral Education*' Our discussion of his treatment of these
issues will mainly concentrate on the former volume. 1t must be recog-
mzed that this constitutes a very selective introduction to Crittenden’s
writings on moral educaton

The treatment of moral educatior. in Form and Content tn Moral Edu-
catton starts from the view of the Canadian Mackay Report that moral
education should concern itself with the development of the skills of
moral reasoning rather than with the substantive content of moral judg-
ments. Given that the presuppositions of this view are acceptable, and
in particular that the sharp disunction between moral reasoning and
content can be sustained and that the 1ssues 1n dispute in society concern
only the content of moral judgments. the view offers a solution to the
problem about pluralism and the teaching of morality According to
this view, the proper function of s¢hools 1s to develop the skills of mora!
reasoning but to remain neutral in the broader debates about various
moral theories and prin:iples. once equipped with appropriate reasoning
skills. the student can work out his own position within the conflicting
theones current in soctety

Cnittenden stands firmly opposed to this vtew, and to the conceptions
as to the nature of morality and of moral reasoning which he behind
it In cnticism of this position. Crittenden seeks to establish three points
(a) the specifigation of the area covered by the term ‘morality’ involves
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r erence to the content of moral judgments, and cannot be achieved -
in terms of the isolation of some essenuial features of the notion of
morahty, whether they be formal criteria or theores which treat morahty
as the means to a non-moral end, (b) moral reasoming cannot be learnt
and developed independently of the content of moral judgments,
(c) wide dfferences of view exist about the nature of moral reasoning,
and these have important consequences for the content of moral systems,
so that concentration on moral reasoning provides only an illusion of
moral neutrality 1 will brefly outhne and discuss Crittenden’s
arguments for each of these pomnts m turn. and then consder his
positive views on the nature of moral education and the problems of
pluralism

The Specification of Morality »

In arguing against the attempt to specify the essential features distinctive
of the notion of morahty, Crittenden considers and attempts to retute
in Form and Content in Moral Educanon one example of an attempt
to do this by formal criternia (R M Hare) and three attempts to treat
morahty as a means to a non-moral end (Kurt Baier, John Rawls. and
Philippa Foot) In Bearings in Moral Education he also draws attention
to more recent work (such as that of Warnock?¥) which argues that “the
sphere of morality cannot be adequately wdentfied without reference
to a range of coatent’ ** It s going beyond the scope of thisantroduction
to consider Crittenden’s cnticisms of individual authors. here 1 will just
ilustrate his argument by noting his cntique of one attempt to speafy
the ¢ssential features of morality .

In Chapter 111 of Form and Content in Moral Education, Crittenden
considers the view that the common features of the moral domain are
to be found 1n the purpose which morahty serves, and hence he discusses
positfons which treat moral (; as a4 means 10 a non-moral end, such
as ‘happiness’, ‘human welfare’. or ‘enlightened self-interest’ This gen-
eral characterization covers a very wide range of moral theones, but
for the purposes of discussion we can take as an example the view that
the feature common to moral reasons and judgm ¢nts 1s that they are
concerned with evaluating actions in respect of whether or not they con-
tnbute to increasing the welfare of human beings as a whole. Crittenden
brnings a range of objections to such a view, of which the two most
important are as follows Firstly, the means-end view imphes that the
end of morality (or what constitutes human welfare) must be Wdentfied
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without moral cnteria, and that this means that welfare must be eventu-
ally regarded as the sausfaction of any wants, whatever they are. and
that the only way to convince a person to be moral 15 to show him
that morality 1s the best way of satisfying his wants But we do not
think of moral 1deals (qustice. benevolence. etc) as useful guides for
advancing our interests, nor treat a Just man as one who knows how
to get what he wants Secondly. an effort 1s often made to circumscribe
the wants. the satisfaction of which 1s the goal of moral action. perhaps
10 basic needs such as food. clothing. avoidance of pain, sexual sausfac-
ton and companionshup, and so on Onge we start to distinguish between
needs in this way, the particular needs chosen are no longer non-moral
goals of moral action but coastituents of a patticular moral system In
different moral views or systems. any one of these goals may be dis-
carded and some other preferred Henc tnorality cannot be regarded
as a means to a non-moral end

We need to recall here that what fs at issue 1s not whether these
theones give an adequate account of moral ‘truth” but whether they
succeed n delineating the moral doman It does seem a powerful pont
that. for any posited ‘end’ in a means-end theory. 1t can be disputed
whether this end 1s morally valuable n all or some of its mstances.
whether 1n a given case the end should not be over-nidden by other
moral considerations, and so on For any means-end theory. 1t seems
possible that people with opposing views should meaningfully question
the moral statds of the end. 1f this 1s so. 1t 15 an nadequate delineation
of the moral domain to say that moral reasons and judgments are those
concerned with the achievement of such-and such af~end In con-
sequence of the arguments discussed in the previous paragraphs. Cnitten-
den rejects any attempt to isolate the feature or features common to
all moral discussion, whether that be attempted n terms of formal
chtena or 1n terms of the basic end of all moral judgments

For his own part. Cnttenden advances a view of the specfication
of the moral domain akin to Wittgenstein's famous treatment of the
meaming of the word ‘game’ Morality for Cnittenden 1s fundamentally
disuinguished by reference to certain public practices and nstitutions,
ncluding the range of related normative conceplts, 1deals, and atutudes
These 1nclude aotions and practices such as respect for hfe. love. loyalty.
justice. honesty, generosity, courage. promise keeping. the relationships
involved 1n the family, and sq on No list of these concepts and practices
could be either necessary or sufficient. for a person could be nvolved
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in moral dialogue while ignoring any one of them and a new moral
concept or practice could always emerge If a system is to be called
‘moral’, it must involve a sigmficant number of these concepts and prac-
tices, or ones that are related to them To use Wittgenstein language
(which Cnittenden does not employ), mqralny 1s a form of life, and to
take part in moral discourse 1s to take partin a sigmficant number
of the activities involved 1n or related to this form of life.**

Moral Reasoning and the Content of Moral Judgments

This specification of the moral domain provides the basis for Critten-
den’s.agcount of moral reasoning. The first point 1s that the moral do-
main cannot be isolated independently of the content of some moral
judgments. We cannot claim that a person s involved 1n moral discourse
if he 15 committed to none of the judgments and pracuces typical of
the moral form of hfe; if this were l% case, he would be nvolved 1n
some other actvity, but it could not B recognized as moral discourse.
Secondly. the human practice of morality 1s concerned not just with
;--lgments and actions but (as with other forms of hfe) with the whole
complex of thoughts. attitudes, feelings, dispositions, and so on As with
the imitiation mnto other human pracuces, the developmem of concepts
and the whole host of related atutudes, feelings, and 1deals plays a cru-
aal role. Acquiring the concepts of love, justice, honesty, or geperosity
essentially involves learning from and at least in part coming to share
a community's atutudes of praise or blame, admiration, contempt, and
so on. Learning the concepts of morality cannot be treated as learning
certain purely descriptive mores but involves initiation into a much more
complex human activity. This also relates to the pomnt that we would
not regard a person as morally educated 1f he had the utmost facihity
in regard to logical skills employing moral terms. but no comnutment
whatsoever to any moral judgments.

On the basis of these points, Crittenden concludes that moral judg-
ments consist fundamentally 1n deciding how a situation 1s to be de-
scnbed 1n moral terms, the description nself has the character of an
evaluatioh, and consequently brings to bear a whole range of attitudes
and emotions. Often the correct dcscnptmn 15 not apparent, and detailed
argument and reasoning 1s required before 1t can be decided ‘upon In
general, the perfecting of this activity of evaluative description. and of
the thoughts, reasons. and emotions which are involved 1 it forms a
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crucal part of moral education Devélopment of a person’s ability to
reason morally cannot be achieved n a way which 1s neutral as to the
content of the judgments he makes

Moral Neutrality and Theories of Moral Reasoning

When a philosopher 1s engaged 1n studying the charucter of scienufic
reasoning, 1t 1s patural to suppose that his concldsions will be indepen-
dent of the conient of any particular scientific theory One might even
go so far as to argue tl\ml one of the criteria of adequacy of an account
of scientific reasoning is that 1t 1s independent of any particular theory
content, and hence compauble with every possible theory content A
similar view 1s often held about moral reasoning’ that an account could
be given of the logic of moral reasoning which imposes only logical
res ns on the content of moral judgments The Mackay Report
seems to be among those committed to this view. but Crittenden firmly
opposes 1t. and adduces two main lines of argument

Firstly. in propounding the logical features of moral judgments and
moral reasoning. philosophers are not in fact talking about the uses
of language actually employed by evervday people in diverse moral
practices. systems. and cultures Rather they are setting out an ideal.
the logical features of ‘morahity’ towards which actual uses of moral
language more or less approximace in different cultures. arcumstances.
and,so on Anv such statement of an idea will clearly have some effective
préstripuive force. and will in practuce smply a grading of actual moral
systems 1n order of excellence

Secondly. theories of the logical nature of moral discourse are widely
disputed among philosophers. and these differences of opmion have
broad imphcatons for the content and status of moral behefs For
example, among the different views of the logical status of ‘It s nght

" to do X'. we could disunguish those which treat this as an assertion

of fact. as an imperative. as an expression of emotional acclam for
X. and as an, expresston of approval for X Each of these logical views
would have different imphcations about the role of evidence in relation

, 10 this judgment. about the sorts of reasoning processes which would

be appropriate and so on These disagreements are not about the precise
logical character of reasoning processes otherwise 1solated, buu touch
the very possibihity of the moral reasoning processes which some philos-
ophers regard as important For this reason. as well as because m fact
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different theones of moral reasoning are associated with different moral
systems, moral reasoning cannot be regarded as a neutral retreat from
the controversies surrounding competing moral systems

Pwralism and Moral Education

If Gnttenden 1s nght that (a) morality cannot be defined n terms of
some essential features independent of content, (b) moral reasoning can-
not be learnt independently of the content of moral judgments, and
(c) concentrating or, moral reasoning does not serve to achieve moral
neutrahty, it follows that the Mackay Report account of moral education
and of 1ts role 1 schools 1n a pluralistic society 1s not adequate How
then does Cnttend:n see the role of moral education in the face of
moral pluralism?

The first question clearly concérns the nature of ‘moral plurahsm The
simple fact that people have different moral views has no obvious edu-
cational implications—these arise only when we adopt some stance
towards this fact. While Crittenden distinguishes various things that
moral pluraism might mean, he concludes that what 1t mvolves 1s “the
right to protess one’s moral behefs und to attempt by non-violen: means
to have them shap~ public policy’.*> While he does not claim that logical
imphcations are mnvolved, Crittenden argues that this moral principle
presupposes a number of other moral virtues such as personal freedom,
the toleration of dwversity 1n thought « ' action, fairness and concern
jor the interests of others, and recogmion of the digmity and worth
of each hsman being as a moral agent. Moral plurahism does not then
stand alone, but 1t 1s grounded 1n a moral tradition: consequently there
can be no obection on the basis of moral pluralism to”education 1n
at least the moral foundations of this tradition. Schools cannot be
accused of violating the principle of moral - wralism to the extent to
whicii they teach the substantial moral behefs on which that principle
is 1tself based Further, 1n pursuing 1ts educational purpose, the school
must actively promote the moral values associated with the tradiicn
of cntical ratonahity (for example, honesty, ntegrity, humility, objec-
tvity, iroartiahity) #° Thus Cnttenden finds that substanuve moral edu-
cation can be justified in the face of moral pluralism to the extent that
both the principle cf plurahsm itsclf and the concept of education
involve moral presuppositions, and 1nvolve a commitment O certain
moral virtues On moral 1ssues outside these two areas, the principle
of plurahsm requires that public schools adopt an impartal position.
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It might be objected to this view that only a truncated version of
morality can be jusufied on the basis of the moral presuppositions of
pluralism ~nd of educauion 1tself. and hence that Crittenden's argument
justifies only the teaching of an unduly restricted morahty n public
schools Cnittenden’s response to this objection seems to have changed
1n his recent writings. In Form and Content in Moral Education he'replies
that concentration on the truncated version of morahty 1s a iess than
ideal compromise arrangement, which is nevertheless the most satisfac-
tory response to a complex practical problem: persons who are unhappy
with this compromise should be legally and financially free to establish
alternative schools 27 In Bearings in Moral Education, the suggesuon of
an unsatisfactory compromise 1s gone ** Here Crittenden invokes Straw-
son's distinction®® between ethical 1deals and social morality the latter
consists of the moral demands that must be accepted in a society 1n
order to secure the conditions in which the more inclusive and diverse
ethical 1deals can flourish. He argues that the public school's task should
be restricied to defending the content of social morahity, although schools
might also pursue something of the vision of an ethical 1deal upholding
the tradition of cntical ratonahty These replies seem to me to be nad-
equate, but they can be properly discussed only after we consider h$
broader views about the nature of moral education

The Nature of Moral Education

Although *'.¢ extent of moral educatior which Cnittenden finds jusufi-
able in public schools may be regarded by some as truncated, he does
in the process of his discussion develop a nich conception of moral edu-
cation In general. he argues that one key objective of the school should
be ‘the .nore general mitiauon of human bewngs nto the pracuce of
morality’ *. this process will involve development and rehnement of the
full range of moral concepts, together with the perceptions. attitudes,
emotons. and evaluations on which they are founded anc which are
necessartly associated with them. in addiuion to the development of more
formal reasoning skills Following his own discussion in Form and Con-
tent in Moral Education’'. there are a number of features of this view
which might be highlhighted

(a) He stresses that morality 1s not simply a theoretical matter. and
that the practice of morality 15 a crucial part (but only a part) of moral
education The ideal situation would be for moral development to be a
result of an interacung blend of both theoretical and practical actisity
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(b) This importance of action has several consequences, notably that
study of moral theory in later school years presupposes previous
engagement in the practices of morahty, that the general life of the
school must be consistent with the moral theory being taught, and that
co-operation between paren{s and the school will be crucial if successful
moral education is to be achieved

(¢) While the work of moral education goes on throughout the cur-
nculum (history and social science, for example, providing important
information and insights for moral development), hterature and art
forms generally have a special position in moral education This position
anses from the importance in moral judgment and action of perception,
emotion, and imagination. Under appropriate guidance. Cnitender
argues, experience of literature and art can develop just those aspects
of sensibility which are indispensable 1n the morally educated person

While a comprehensive assessment of Crittenden’s approach to moral
education and moral pluralism cannot be attempted here, [ wili raise
just one issue—the apparent conflict between the rich conception of
moral education outlired above and the more truncated one which 1s
held to be compatible with pluralism One s inclined to ask. for example,
whether the nich conception of moral education is to appiy only to pri-
vate schools, public schools being restricted to the narrower conception
which 1s compatible with pluralism. Given the involvement of moral
issues in the whole curriculum, will 1t be possible in practice to separate
the truncated version from the broad process of moral education? ls
there not a danger that the attempt to make this separation will under-
mine the viability of any process of moral education? Throughout his
wntings, Crittenden takes an ‘objectivist’ approach to moral judgmente,
and stresses the importance of rational argument and discussion in the
achievement of moral understanding and knowledge [f morahity 1 one
among the forms of human undc.standing and knowledge. why 15 not
substantive moral educat.on justified in these terms, just as physics, his-
tory. and social science are justified s part of education by being forms
of human understanding? Or would he be prepared to argue that. to
the extent that there 1s disagreement in the community about aspects
of the physical or social sciences, then to that extent education in these
areas should be truncated? Or 1s 1t that there arc important relevant
differences between moral ‘knowledge’ and other forms of knowledge.
or about the character of the disagreements in this area. which lead
to a different treatment of morahty? On the other hand, it may be that,
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when the context of social morahity 1s further spelt cut, the jusufied
process of moral education may not be so truncated as it appears at
first sight It seems clear that there 15 a major group of queries kere
which need further explanation

These 1ssues are indeed explored further in the important article which
constitutes Chapter 8 of this volume. Crittenden not nly looks again
at 1ssues to do with moral pluralism and the objectivity of moral judg-
ments. but also considers whether moral education should be a separate
umit of the curricutum, analyses the relaton of various disciplines to
moral education and examines aspects of some Integratec curriculum
projects in the social sciences which are relevant to moral education
While the detailed discussion 1n this chapter which explores Crigenden’s
nch conception of moral education through disciphines and programs
1s enormously valuable, 1t seems to me that the general theorzucal
questions outhined above remain

The treatment of pluralism 1s agaic based on the distinction between
soczal morality and comprehcnsive moral systems or ethical ideals Here
soctal morahty ‘consists of the moral standards and practices for protec-
ung and promoting general human welfare among the members of a
soctety'. " However there are two major changes in Crittenden’s treat-
ment of moral pluralism Furstly, this conception of soctal morality 1s
broader than that defined in Beartngs tn Moral Education; n the carher
work, this concept covers the moral demands necessary for alternauve
ethical 1deals to flourish in soctety, while i this volume 1t covers the
“moral requirements for the flourishing of human Lfe n society. The
moral 'mplications of the latter conception are clearly much broader
and much more controversial than those of the former conception Sec-
ondly. Cnttenden asserts that schools ‘are clearly jusufied in advocating
the values of the basic social morahty™ in addition to being justfied
in defending the values implicit 'n the policy of pluralism and in edu-
cation ttself Crittenden does not explain clearly how this additonal form
ot moral content 1 to be jusufied in the face of plural: m. especially
having regard to the controversial aspects :mphicit in the broader concep-
tion of social morality He does, however, re-state his commitment to
the objecuvity of moral judgments, and argue that ‘there are properties
of objects and actions along with facts about human nature and experi-
ence that can provide justifying giounds for claims about what 1s good
and nght for human bemngs' ' It may be his intenuon to jusufy the
teaching of the content of basic soctal morality in terms of the objectivity
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of judgments n this area. certamnly he hclds that. in teaching this
morality, teachers must be prepared to provide the objective grounds
on which the content 1s justified

~
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Equality and Education

In the twentieth century, education has been at the centre of attempts
of social reform, to some extent because reformers have regarded edu-
cation as a fundamental human good which should be more equitably
distributed, but more importantly because education has been seen as
an nstrument n the achievement of social reform. As a consequence,
the concept of equality has played a crucial role n recent reformist
discussions of education This section briefly surveys some aspects of
Cnttenden’s treatment of this theme, with particular reference to his
discussion of the reports of the Interim Commuttee for the Australian
Schools Commission and of the Commussion 1tself

~.

Concepts of Equality

A general egalitarian conception of equahity. variously staung that men
are (have been created) equal, that they should be treated as 1f they
are equal, or that they should be so treated as to become equal, has
occupied a central role in social thought Cnttenden rejects such extreme
versions of the ideal of equality; he pomnts to the manifest diversity
in the needs, abilities, and interests of human beings and argues that
treating 1ndividuals 1n schools as if they were the same would constitute
a grave disservice to all and that attempts to make all the same would
be unjust to many * However he does appear to support a modified
version of an egalitarian 1deal presented by Mortimore ¥ which pro-
poses. as an 1deal, a state of affairs in which each member of society
enjoys the same level of total human good. On this view. equahity 1s
required only in the overall ievel of total good possessed by individuals.
and particular goods will be unequally distributed. while inequality of
treatment will be justified only when 1t promotes equality of total good.
But equality 1s only one ideal among others. and it may on occasions
be over-ridden by other ideals. This position is thus compauble with
vanations in endowments between human beings, but implicitly stresses
the need for special endowments to be placed at the benefit of the society
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and for compensating increases in other goods to less endowed
individuals to occur This contrasts with some liberal-capitalist interpret-
ations of equality, in which individuals with special abilines would be
encouraged to, or at least permitted to, use those abiliies o generate /)
an increased share of other goods (wealth, power, etc.) for themselves

Cnttenden argues®” that one minimum requirement of this 1deal 1s
one principle of equality of opportunity. in the sense that everyone has
an adequate opportunity to possess what 15 desirable for a worthwhile
human life. The opportunity which is provided by the fulfilment of this
principle 1s the opportunity to possess sufficient total good for a worth-
while human life, 1 spite of innate abilities, social position, etc. Equahiz-
ing opportunity 1n this sense requires treaung people unequally, and
will require that society should remave social conditions which stand
in the way of ;ome individuals® achievement of equal opportunity. Ths
goal of equal opportunity, derived as 1t 1s from a general ideal of equality
which 1n turn presupposes a communal rather than competitive concep-
ton of human society, 1s antithetical to the conception of equality of
opportunmity 1n a liberal-capitalist framework. In the latter context,
equality of opportunity will ultimately imply arranging socta) conditions
so tiat each individual’s advancement is constrained only by his native
abiliies, attitudes, and desires; given innate differences between
\ndividuals. this will in turn imply a society in which the total good
is unequally distnbuted. In most of Crnittenden’s discussion of edu-
cational policy, attention 1s primarily focused on this hberal-capitahst
interpretation of equal opportunity, which prescribes that

in so far as 1t 1s physically possible and morally permissible, the conditions

under which individuals compete for the rewards of the system shall be equal,
and thus the rewards shall be distributed 1n proportion to personal ment ™

In Education and Social Ideals he does provide the alternative 1n-
terpretation which he regards as more satisfactory

Equality and the Australian Schools Commission <

In analysing the concepts of equality employed in Sckools in Australa

. Report of the-twigrim Committee for the Australian Schools Commussion

and the first l::)‘%mns of the Schools Commuission, Crittenden detects
four separate themes:*

¢) Each of the reports shows some svmpathy for what he refers to

as the hiberal-capitalist interpretation of equal opportunity, in the fuli-
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blooded sense that schools and other social agencies should attempt to
correct for environmental differences between students, so that ther
effecuve educational opportunities are equal

(1) The reports also lean towards the doctrine of equahty of outcomes,
to some_extent 1n terms of equality of outcomes among individuals, but
primanily in terms of seeking equal average outcomes across each non-
educationally defined sub-group of the society, so that outcomes are
equalized across sex, racial, religious, income, and geographical groups,
and so on Schools in Australia considers this 1dea but appears to reject
it, but the first report of the Schools Commission endorses a simiiar
view

(m) In spite of showing an affinity for both these concepts, the actual
recommendauon of these bodies (particularly of the Interim Committee)
are primanly intended to bring about equality in the condiuons of
schooling, to bring all schools up to a desirable level of educational
nputs within a relatively short time. But this practical aim suggests an
underlying cofgeption of equal opportunity much weaker than in (1)
above, where opportunity 1s defined 1n terms of resource inputs

(v) Despite the references to equality and equal opportunity in
Schoois in Australia, Cnittenden holds that this report 1s more intent
on ensurng. that, as far ks possible, everyone in our society attains a
minmum desirable level of achievement in relation to common edu-
cational objectives On this interpretation, the report misleads when 1t
speaks «bout schools promoting ‘a more equal basic achievement be-
tweer. children* -what 1s intended 1v that all children be brought up
to an adequate level of achievement and this should, but need not. lead
to a more ¢qual achievement pattern

Cnttenden 15 a trenchant critic of the role played in many discusszons
of educational policy including that of the reports mentioned above.
by the liberal-capitalist version of equality of opportunity and by the
doctrine of equality of outcomes In relauon to the former he makes
two main points*!, 1n addition to citing what he believes to be the burder
of recent empirical evidence. that changes in the school are relatively
meffective 1n generating social change. Firstly, even the full-blooded
liberal-capitalist  version, which implies compensatory educational
programs to offset unequal environmental conditions, does nothing to
mzke society more equal What 1t will do, if successful, 15 to base the
inequities in society on natural abihity rather than on inhented wealth
or soctal posttion Poverty, for example, stll remains, even though the
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pattern of incidence of poverty may change Thus those who seek social
reform through equal_educational opportunity in this sense distract
attention from the need for direct measures to attack poverty and other
social problems. Secondly. this version of the principle of educational
opportunity reinforces the unfortunate connection it our society between
education and socioeconomic position. This stress on the instrumental
value of education has already had adverse consequences, such as the
escalation of irrelevant educational requirements in the Job market and.
rather than being made the basis of social planning. this stress ought
to be replaced by a return to the conception of education as a worthwhle
activity 1n its own nght. This 1s indeed the basic thrust of Cnittenden’s
writing on education and equality: hberal education 15 something of
vast importance n its own right, and does rot need to be justified in
terms of equality or other goals; furthef, the ability of the schools to
provide education should not be compromised by the intrusion of
programs designed to achieve non-ed ucational goals; nevertheless. genu-
e provision of widespread liberal education within a society mdy well
have a quite revolutionary impact on that society.

Crittenden nightly points out that, given different natural abiliues be-
tween indwviduals, the goal of equal o .omes across individuals 15 not
achievable. and he also makes other criticisms of this goal In relation
to the more subylg objective that outcomes should be on average
equalized across all non-educationally defined groups, Cnittenden argues
a number of points, although the thrust ®of his argument i less clear
 me * Firstly. the individual 15 the unit in education. and none of
the soctal groups 1n question 1s sufficiently homogeneous in the relevant
characteristics to be treated as the unit in educational prescription. Sec-
ondly. it 1s a mistake to assume that differences in educational outecmes
can be resolved by concentrating on economic and social factors, for
there are roughly the same differences of scholastic performance be-
tween siblings as between social classes or races Thirdly. aiming at
equality of outcomes distorts the nature of education as a human good
As an achievement, education 1s highly complex and nvolves atutudes.
ways of thinking, acting, and feelng, and 15 critcally dependent on the
indwvidual’s response and effort

This treatment of the more sophisticated version of the equality-of-
outcomes goal seems to me to be the least convincing aspect of Critten-
den’s treatment of equality and education. As I understand the goal,
as stated for example by Halsey. it 1s that educational outcomes should
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be equalizc. across every non-educationally defined classification of
students, which is another way of saying that no non-zducational factot
(social, economic, ethnic, etc.) should have a residual effect on outcomes
While' this 1implies many forms of compensatory treatment, 1t does not
umply that the group is made the unit for educational prescription, nor
tha: the equality of outcomes 1s to be achieved by concentrating on
social and economic factors. Further thefe seems to me to be no reason
why this goal of equality of outcomes distorts the nature of education
as a human good-t may be precisely because one values education
in itself and recognjzes 1ts complexity and dependency on motivation,
that one seeks equality of outcomes across all non-educationally defined
groups. Variations in natural ability between individuals provide no
problem for this goal. It 1s possible that natyral ability or interest 1s -
correlated with some non-educational class fications, as Jensen and
others have argued. Even 1f this were so. it docs not necessarily dispose
of this goal, but simply indicates that in certa n cases further compensa-
tory programs may be needed.

~ The Role of Equality in Education
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Aruitoxt provided by Eic:

For reasons such as those outlined above, Crittende: concludes ir. Chap-
ter 10 of this volume that ‘whatever interpretation 1s placed on equality
as a soctal 1deal, 1t seems to have only marginal bearing on the practice
and objectives of education’* The modest place which the principle
does have 1n the practice of education s this

Where two people are equal in characteristics that are relevant to the attain-
ment of what 1s judged to be a desirable level of education. they should
have equivalent opportunities for achieving such an education 4

His own positive approach 1s to stress, firstly, the human right of every
pe. on to an adequate education, to an adequate general mtroduction
to the best traditions of thought, feeling, anc expression available to
the society and, secondly, the importance of providing every student
with the opportunities to derive the best education possible for him,
without 1n any way trying to equalize educational outcomes. This ap-
proach leads naturally to his support for a common curriculum, and
for his endorsement of the fourth of the themes isclated above n the
reports of the Schools Commussion, that policy should aim to bring
everyone up to a mmimum standard of achievement in terms of common
educational objectives. His over-nding principle 1s that the process of
becoming educated 1s to be regarded as valuable in 1ts own nght, and
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should not be seen as a means of achieving socioeconomic or social
reform goals.

Crittenden has not, to my knowledge, attempted to integrate fully
his discussions of equality and educational policy with the more theoreti-
cal statements in Education and.Social Ideals. In that latter work, he
appears to sapport an 1deal of equality in terms of which every
individual possesses an equal overall level of total human good, and
throughout his writings he stresses that education is itself a human good
and is a necessary condition for the possession of some other human
goods. From these two propositions, something would seem to follow
about equality of access to education as a condition of general equality.
Quite what this implication would be is not clear but, given the import-
ance of education as a human good, it is not obvious that it would
be compatible with Crittenden’s conclusion, quoted above, that equality
has only a marginal beanng on the practice and objectives of education.
On the other hand, the more general view would seera to imply that
equalizing the total good possessed by individuals would not necessanly
involve equalizing the educational level achieved by individuals or

groups.

Conclusion: Some Emerging Issues

In outhning some aspects of Cnttenden’s thought in the preceding sec-
tons. vanous issues have emerged as being i need of further elabor-
ation. In this section I bring some of these points together. and examine
the inter-relationships between them.

In the second section, 1t was pointed out that Crittenden’s theory of
education was based on a firm commitment *..at some objects and ex-
penen.es are non-instrumentally valuable, so that their value does not
have to be argued in terms of their relation to some other object or
expenence Throughout his writings. especially those on moral edu-
cation, Crittenden makes 1t clear that questions of value can be rationally
argued about and decided. A question thus arises about the forms of
justification for the claim that a given object or experience 1s valuable
in a non-mstrumental way. His reply 1s that something is intrinsically
valuable if 1t 1s *humanly perfecung [because 1t] exhibits various kinds
of excellence relevant to the capacities and potentalities of human
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beings’ or 1f 1t enhances the quality of human hfe, seen 1n the hght
of what liman beings are and are capable of becoming Thus the two
key aspects of an object or experience being non-instrumentally valuable
would seem to be (1) that 1t contributes to the quahty or the excellence
of human hfe, (n) that this quality of excellence 15 disceryed in terms
of human potentiahties as well as actualities

Now, without wishing to disagree with the basic claipt that some
objects and experiences are of intrinsic value, 1t 1s evident that this foun-
dation of Cnttenden's views on the nature of education needs to be
further explored For example, how do we settle disputes aboat what
constitutes quality or excellence in human hfe” How do we discern
human potentialities, and decide which potentialities are reievant in re-
lation to the quality of hfe” Can such matters be settled obiecuvely
by rational discussion, or have we reached an area where onlv an
mdividual’s moral feeling or intuition 15 relevant” Cnttenden has made
some substantial progress on these issues 1n his discussions of aesthetic
argument as a rational mode of argument which 1s neither deductive
nor inductive. but which mvolves both cogattve ar - flective dimen-
sions and the experience of an object in a particular " Much more
remains to be done

It may seem unduly harsh to pose these questions 1n relation to the
writings of one whose prime concern 15 education, as they are issues
which have haunted moral philosophy for more than two nullenia But
they are intimately related to Cnttenden’s educationat philosophy |
would argue that many of the man 1ssues which anse in relation to
Cnttenden's wrniting can be traced back eventuglly to these questions
Three examples foltow

(1) As detailed earlier, one central theme in Crittenden’s work 1s that
the value of education hes in the imuation of individuals into processes
and forms of hfe which are mtrinsically vajuable, and that quality in
education 1s to be found through preoccupation with the highest human
achievements in the relevant areas €iven this basic position, the content
of one’s concept of education will depend on what view one takes about
what constitutes quahity or excelience in human Lfe (and on the cniteria
and procedures nn2 uses to decde this question), as well as on the way
in which those human excellences to which education is directly relevant
are selected from the total Crnittenden 1s not fully explicit on either
of these 1ssues, but his final position 1s  lear education 1s funda
mentally concerned with mitiation 1to the vanous forms of meaning
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through which human hife and the world are explained. interpreted and
evaluated *
One example of a similar approach which works towards a broader

conception of education can be seen i recent discussion of ‘cultural

necessities’ ¥ This approach would see education as the miation into
the culture of a human community, and wgauld consequently place stress
on aspects which are held to be essential to any culture. While this
approach might seem to have some advantages. for example 1n that
it sees education and intellectual hife generally as more tegral parts
of the life of a soctety, 1t obviously has some major quenes 1o answer
How are these ‘cultural ne{:ssmes' to be discerned? Are they held to
be necessities 1n the sense hat every society has exhibited them, or in
the stronger sense that every society must exhibit them” How do we
deaide what cultural necessities are relevant to education? After adjust-
ing for differences in termimology. these questions are probably not far
removed from those posed above in relauon to Crittenden’s views

() In a world of continuing technological change. high youth unem-
plovment «nd escalaung job credential requirements, onc¢ cructal 1ssue
is the relaion between schoohing and work Cnttenden takes an
uncompror..ising position on this tssue ** Schools should concentrate on
the proviston of hberal education and should largely subordinate other
functions For those who are incapable of, or not interested in, engaging
in the activities of liberal education, alternative mstitutions should be
provided dunng childhood and adolescence. and as soon as they are
old enough they should be free to leave. Schools should provide voca-
tional guidance and the study of the place of work 1 human life should
be an important aspect of the curriculum, but schools should avoid diver-
ung their programs to a form of job tramng.

Some will regard this as an inadequate response 0 a SErious tssie
in social policy. Crittenden’s basic jusufication for his position here v
that hberal educauon mvolves inination nto forms of hfe which are
mntnnsically valuable. and that only the school can provide this imtation
Given the value of the forms of life to which students are being
ntroduced. 1t will be a mistake to compromise 1n relation to these
processes. He has also introduced an tmportant distincuion between one’s
work and one's job-work 1s any sustained effect in prodr-tion of a
worthwhile good or state of affairs and a job 15 work by which one
earns a lving -and has argued that, with increasing leisure. we need
to place increusing stress on fiting people for genuine work which may

O
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or may not involve a Job.* Liberal education 1s necessary to prepare
indivduals for work 1n this broader sense

The point I wish to make here is that a further invesugation of some
of the questions listed at the beginming of this section might lead to
a modification of this position. For example, if we look at what consti-
tutes quality in human hfe and at what the broad range of human poten-
ualiies mnvolve, 1t will be apparent that there are other actwities of
wntrinsic value than those to do with describing, explaining, and evaluat-
ing the world and human life. The question does anse about the role
of schooling in relation to. these other valued activities, and whether
the overall welfare of students may not 1n some circumstances be
advanced by a broader approach.

(m) 1 have discussed at length Cnittenden’s view about the role of
moral education n the face of moral pluralism, and the apparent conflict
in his writings between his rejection of views which delineate morality
as a means to a non-moral end such as human welfare and his defence
of non-instrumental value in apparently similar terms. Here again, two
key aspects of his position —about moral education and about the objec-
uvity of moral judgments-—-would seem to require further eluadaton
of 1ssues surrounding the quality of human hfe and the discernment
of human potentialtties. ’

The task of this intrcduction has been to provide a critical commen-
tary on some of the key 1ssues in Brian Crittenden’s writings. It :s import-
ant that the cntical comments do not make us overlook the tremendous
achievement which these writings represent, nor the very real contri-
butions to educaticnal theory and practice which abound n them. In
his wntings to date, Crittenden has covered an impressive array of 15sues
with notable mtelligence and style. and few contemporary philosophers
of education can claim to have ranged over as broad a compass with
such a combination of onginality and consistency My comments 1n this
introduction are directed only to drawing forth further valuable contn-
butions from him in the future.

Notes and References
(Unless otherwise stated the author in the following references 1s B S

Cnttenden.)

! See Philosophy i1n cducational theory, chapter 2 of this volume. especially
pp 00-00 In Trelation 10 the 1ssues of this section, see also chapter 1 of
this volume. and B.S. Cnittenden (Ed.), Philosophy of Education, New York
Teachers College Press. Columbia Unwersity and Ontano Instutute for
Stuadies 1n Educauon. 1967, (commentary on HS Broudy's paper)
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Preface

The practice of cnitical nquiry 1n our culture began with the ancient
Greeks. 1t 1s mamtfested in various ways in the traditons of ratonal
undestanding that belong to the systematically and self-consciously de-
veloped aspects of culture In broad terins. this book interprets education
as the dehberate process by which human beings enter effectively into
these traditions Thae basic purpose of this education 1s to enable each
individual to understand and appreciate the main contexts of meaning
within which human hfe 1s enacted and. through the masteiy of publicly
tested skills and standards, to exercise independent. catical judgment
What I am referring to has been commonly called liberal education
i\ 1s hiberal 1n the sense associated with its early histonical use. namely.
the education that is fitung for those who enjoy il.e status of free ciizens
(As well as the imperatives of democracy. most people in conteraporary
industrial societies do 1n fact have the lessure that such an education
presupposes ) It 1s also liberal in the morc important sense that 1t
enhances the range and quality of human choice.

Within the tradit.ons of rational understanding and hberal education
there are significant vanat, > In the nterpretation I am supporung.
rationality (and education) s not confined to a purelv mtellectual
activity as though human beings were disernbodied minds or computers
It extends beyond theoretical knowledge to the emotions and the full
scope of imagination, the appreciation of aesthetic form. and the exercise
of moral and other kinds of practical judgment n action The word
‘understanding’ 15 usefully ambiguous n that it connotes not only the
intellectual grasp of underlying principles. the relationship between paits
and s0 on. but also sympathetic awareness of a person or sitvation
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The extremes of rationalism (where. to adapt Yeats, the body s
bruised to pleasure soul) undermine from within the iraditions of
rational understanding and liberal education In part they are respon-
sible for the vanous movements that reject these traditions altogether
Although the latter have always been under threat. the attacks during
the past hundred years seem to have taken particularly virulent and
extreme forms Some have rejected the pamacy of reason n favour
of the primacy of the will. others have supplanted it by an appeal to
feeling. others by ‘domng’ or immediate experience In broad terms, the
revolt has taken both an individualist and collectivist form The first
expresses the desire to achieve absolute freedom from all restraints and
exalts the individual will 1t has been manifested not only 1n political
anarchy, but i nihilistic movements n the arts and morality -and even
n science At the extreme point there are those who--like the writers
i the tradition that runs from de Sade through Poe and Baudelatre
to the present avani-garde—attempt to escape from the tyranny of
langnage and logic into the realm of pure individual cxpression. to make
an ideal of immoranty. and break down the distinction between madness
and sanity 1t 1s not surprising that. in this frame of mind. the act of
someone kithng himself with drugs or alcohel can be haded as a supreme
gesture of rebellion and the achievement of total freedom In a some-
what less dramatic form. the rejection of rational understanding s
evidenced n such symptoms as inconsistent and arbitrary patterns of
moral standards. 1n “pure’ tolerance and pernassiveness, 1n neurotic pre-
occupation with a private, inner self

Onc significant version of the collectivist torm of the revolt in this
century has been the imposttion by the state of an unguestioning con-
formity to a master ideology or group mind (usually snterpreted for
the masse» by an individual or an elite) Dissidents are treated as hereticos
or as msar ¢ In another version- perhaps 1n reaction to the void of
anomic indwidualism - people willingly submit themselves without reser-
vation to the will Hf o group or a chansmatic leader In liberal capitalist
socteties, the pressures towards mindless group contormity often work
in fairly subtle wavs They are present, for example. in the manipulation
of wants through advertising, in mass entertainment. in the obsession
with psychological and physical comfort The last of these has led to
an extraordinary reliance on the purveyors of therapy and other special-
st n our soctety ({t seems that one can't relax. have sex. or go for
a run without consulting the works of an expert)
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Education for ratonal undersianding volves a carei::l balance be-
tween the communal and individual aspects n the development of
human berngs On the one hand. 1t stresses that they acquire their human
character only by learning to participate n public shared worlds of
meaning On the other. in promotng the traditions of rational under-
standing. 1t sceks to develop i each individual the skills and attitudes
necessary for a critical acceptance of these traditions and thus to provide
the basis for independent thought and action

In several of the chapters 1n this book. | have argued that everyone
should have the opportumty to gaim an adequate ntroduction to the
main forms of understanding that make up the cnuicall examined cul-
ture These forms of understanding constitute a common «  culum that
can offset the fragment:ng tendencies of plurahsm while at the same
ume accommodating the particular manifestations that the forms have
taken (¢ g 1n literature and the arts) among different cultural groups
It must be acknowledged. however. that such an education 1s incompat-
ible with any group that refuses to submitits behefs and values to cnitical
inquiry

In an earher work. ’Cruz and Sheeban defend a similar relationship
between educ 1hon and the traditions of reflective culture 1 our society !
They pomnt out that this culture forms the substance of a coinmon cur-
neulum because 1t s concerned with vatues of broad hur.an sigmficance
Thev abo stress that in this currwium, the learning of skills should
not be detached from the related content of behefs attitudes. ar
purposes 1n the varnous modes of the reflective culture

Education as | interpret 1t n this book has both 4 comservative and
a4 reconstructive aspect 1Uis trving to conser f.2 stan fards and attt-
wde, of rational judgment 10 all the mojor a:zas of criure o ensure
that traditions are not clung to bhindly or 1eject d copaciously As |
suggest 1 Chapter 9. the radical possibility for soctai reform s tha:
an education n the man forms ¢ ratonal understanding nught
weriously be attemptad for all citizens If this wea 1o succeed even for
a substantial minonty, there could be far-reachiig consequences for the
quakty of soctal and pohtical ife Among those who aceept the values
of liberal education, it 15 often objected that engagement i such an

1 I\ D'Cruz and PJ Sheehan, Culture and the Schools £ ommission 1n edu-
cational renewal, The 1enewal program  An overview IV D'Crus and
PJ Sheehan (£.ds). The Renewal of Ausiratian Schools (ind ed ) Hawthoin
Vie ACER. 1978, pp7 10 272 4
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education 1s simply bevond the capacity of many people. In varnous
places i this book. 1 have duly acknowledged the difficulties But if
the ability to interpret, appreciate, and judge with cnitical discrimination
in a broad range of human affairs 15 desirable for any human being,
[ believe 1t 1s worth emphasizing as the educational 1deal for everyone
Human societies have always been conspicuous for their failure to
achieve the ideals of justice proposed by phitosophers, but this has not
deterred philosophers from continuing to advocate their ideals. The re-
ality would possibly be worse 1f 1t were not for the challenging and
accusing presence of these 1deals Something simtlar might be sad for
a normative theory of education




Part I: The Study of

"Education

Since the beginning of this century. there has been an enormous expan-
sion in education as a field of study. It now has a place in most universi-
ties as a distinct school or department. Despite its vigorous growth, the
field has been afflicted by some deep problems. Principally these concern
the nature and role of theory m relation to the practice of education
(and the traiming of teachers) and the relationship between educational
theory and the various disciplines on which 1t draws. Should educational
theory be mainly instrumental to the immediate problems of practice”
To the extent that it seeks to be more ambitious, how are explanatory.
interpretative, and prescriptive elements to be combined? What unifying
and distinguishing charactenstics does education have as a field of
study? Is it nothing more than a loose agglomeration of borrowings from
various disciplines?

Some Yyears ago. the study of education retreated from the attempt
to develop a more or less integrated perspective on the basis of certain
foundation disaplines. The desire of educational theonsts to escape from
superficiality, and the consequent low repute in which they were often
held by other academics, ied to the assiduous cultivation of each of
the applied disciplines in 1ts own right There 1s no doubt that this change
has raised the quality of work done 1n the name of history. philosophy.
psychology, etc. of education. But there have been some undesirable
tendencies, such as the splintering effect on education as a field of study.
an orientation to the parent disciplines rather than tc the practice of
education, the use of mappropriate models of inquiry in the quest for
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rigour and reputation. (The last of these has also been a problem for
the ‘pure’ social sciences.)

The first two chapters attempt to treat some of these questions and
ssues affecting educational studies. Chapter | cniticizes the vogue that
positivist methodology has enjoyed 1in much of the psychological and
socrological study of education. In particular 1t draws attention to the
value assumptions made by this methodology about rationality and
human agency, and points out the serious shortcomings (especially for
the study of education) of the ‘value-free’ doctrine that the methodology
in a paradoxical fashion advocates. The chapter discusses some distinc-
tive features of educational theory: its fundamentally normative role
in relation to practice, and certain key concepts in which specifically
educational pheromena are 1dentified and described.

The second chapter examines the structure of education as a field
of study. specifically in relation to the role of philosophy It 1s argued
that education 1s not a distinct unitary discipline nor simply an accumu-
iation of applied disciplines While 1t is a muludisciplinary field, there
15 an integrating core of educational inquiry that employs a range of
distinct concepts and draws on the contributing disciplines in developing
normative theory for the interpretation and guidance of practice. While
this level of inquiry is by no means an exclusively philosophical activity.
it depends crucially upon philosophical skills. Philosophy, psvchology,
etc of education will contribute most effectively to general educational
theory when they respect the distinctive educational context in using
key concepts and 1n framing the problems they investigate

[
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Chapter 1
Values in the Study of Education

It is often supposed that disputes about scientific methodology are
strctly technical matters. Against this view, I wish to argue that they
can involve a much wider range of normative issues’ that they may
even be ideological, in the sense that they import a particular interpreta-
tion of man which has serious consequences for moral and political
action. I shall be concerned specifically with the influence of certain
methodological assumptiuns in the social and behavioural sciences on
the study and practice of education. As an aspect or extension of this
discussion, I shall refer to the policy of treating educaticnal research
as simply a smorgasbord of applied disciplines, and shall suggest some
characteristics of distinctively educational inquiry.!

The Positivist Methodology and its Values
Over the past few decades, certain assumptions about the methodology
appropriate for a truly scientific study of human behaviour and society
have been predominant. Inevitably these assumptions have left their
mark on a large proportion of that vast quantity of educational reseaich
which has been done within the framework of social and behavioural
science. Probably the most fundamental methodological doctrine con-
cerns the characteristics of rational scientific explanation. What has been
widely adopted, 1n effect if not by design, is the epistemology of logical
positivism. According to this view, the ingredients of a rational scientific
explanation consist of formal vahdity along with a set of propositions
venfied by observation.

This doctrine includes the following more specific tenets. It treats
mathematical physics as the model of all scientific inquiry (although
1t does not really provide for the theoretical concepts of physics). It
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exhaustively classifies propositions as being true either 1n virtue of their
logical form or on the basis of observauon. It makes intersubjective
agreement the critical condiion for reliable and unbiased evidence A
specific aspect of this emphasis on intersubjectivity 1s tne preoccupation
with operational definition. Finally the doctrine endorses a logical gulf
between vaiue claims and matters of fact This belief underhes various
accounts of ‘value-free' scientific inquiry

Without attempuing a general criique of these assumptions about the
nature and method of social and behavioural science, 1 wish to ighhght
some of the value judgments that are at least imphcit in them, and
to indicate the effects of such judgments on education, both as a practice
and a field of inquiry.

(1) To nsist, 1n the study of human behaviour and institutions, on
the conditions of knowledge and explanation that may only be satisfied
ir physical science, 1s to devalue a considerable range of other claims
to knowl=dge. Statements of probability have to be treated as infenor
knowledge (laims, historical explanation, unless 1t can trump up general
covering laws, 1s hardly thought to be knowledge at all, 1n general. any
kind of knowledge into which personal expenence enters 1s downgraded
The dechining fortunes of history of education as a field of study clearly
illustrate the influence of this attitude Yet, as Michael Scriven has re-
cently emphasized, 1t provides one of our best sources of knowledge
for the intelhgent planning and implementung of educational prqgrams
For what we can learn from history 1s a range of sigmhicant possibilities
in human affairs ¢

The physical science model also encourages rather narrow vieys on
the nature of explanation It tends to be assumed. for example. that
there 15 such a thing as the explanation which exists independently of
any human context This ignores the fact that there are many levels
and types of explanation for any phenomenon. What 1s appropriate de-
pends on such circumstances as background knowledge and human pur-
poses A sociological or psychological study of a particular aspect of
education may or may not yield educauonally relevant explanations
It 1s often supposed, moreover. that the only worthwhile explanation
15 one that has very speafic predicuve power For this reason. the kind
of theory that provides a ground for predicung only a broad pattern
of likely features s neglected—precisely the kind of theory that s feasible
when one 15 dealing with the enormously complex phenomena of human
society
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Thus last point 1s the fundamental issue, for the most general assump-
tion of the approach | am discussing 1s that individual and social human
behaviour is of the sort that can be adequately studied by the methods
of physical science. Apart from the moral sizaificance of this view (made
quite exphat in, for example, B.F. Skinner’s writing), | am suggesung
here that at the very least 1t downgrades certain types of knowledge
and explanation. The irony of this position is, | believe, that it excludes
what seem to be our only effective ways of understanding when faced
with the staggering complexity of independent variables in the practice
of education or any other human nstutution.

(i) When what can be known to be true 1s made to depend on either
formal logical rules cr observation, there 15 no place for statements that
are true In virtue of the meaning of their terms. The requirement of
observation is also extended to propositions whose truth is not settled
by definition, but which, at the same time, do not need to be established
by experiment. In the Kantian terminology, there 1s no place for syn-
thetic @ priort propositions.

It follows from this belief about what can be known to be true that
conceptual analysis or reasoming is underestimated and neglected A
practical consequence of this neglect in educational (and other) research:
has been the immense effort devoted to the empirical demonstration
of trmsms and mvincible hypotheses, and thé tendency to confuse tech-
nical redescriptions with explanations. The following are examples of
these practices

In ER Hulgard's widely used Theories of Learning, one comes across
these conclusions for education. ‘Brighter people can learn things less
bright ones cannot learn’; ‘a motivated learner acquires what he learns

ore readily than one who 1s not motivated’® BR Bugelski in The
Psychology of Learmng Apphed to Teaching provides even more starthng
examples of the obvious He solemnly advises teachers, on the basis
of the major learning theories of the twentieth century, that they should
‘take the temperamental disposition of the learner nto account’; that
they should ‘not be content with rough approximations where specific
answers o Tesponses are essential for subsequent success’, that they
should not ‘teach a higher level operation without the lower level equip-
ment or background' * From a teacher’s pomnt of view, these utterances
provide no advice but merely state 1n general terms some famihar
pedagogical problems.

Invincible hypotheses abound n the hiterature of educational research
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Here are some 1illustrations taken from research on concept formation
and meamingful learming ‘Cues for a class of sumul can transfer to
other instances within the class ' (But how could they be cues for a
cla»s of sumuli 1f transfer did not occur?) ‘The kind of verbal cues used
by a teacher to direct problem solving affects learning retention and
transfer.” (Could we seriously hypothesize that this would not be the
case?) ‘Meaningful matenal rich 1n association 1s learnt 1n much less
ume than matenal without associations.”

In this general area of research, two psychologists who react against
the prevailing epistemology are nevertheless subject to 1ts influence in
their work. D.P. Ausubel follows the causal pattern of analysis in
attempting to show emprrically that learning can be facilitated when
the material to be learnt is osgamized 1n a logical and meamngful way
and 1s related conceptually to what has already been learnt Jean Piaget
has also expended considerable energy in demonstrating empirically that
among normal human beings there 15 a development n intellectual
capacity. from an ability to deal with simple concrete concepts and
operations to those that are complex and abstract (Given our ordinary
experience and what we mean by the terms ‘concrete’. ‘abstract’,
‘development’, ‘growth’. could we seriously suppose that there might
be no progression of this kind or that the process might go in the
opposite direction?)

Finally, for examples of redescription n the guise of explanation.
there 15 the concept of centration 1n Piaget’s theory and the notions
of reinforcement and stmulus generahizauon in behavioural theory

In the atomism of the epistemology sull prevalent in social and
behavioural science, all connections between events are conungent. and
explanation consists of causal connections which are simply observed
regulariies. These assumptions lead mevitably to distortion us when the
relationship between concept and object or knowledge and perception
is treated as though 1t were a purely contingent one; and they leave
no place for teleological explanations of human behaviour

(m) Given the doctrines of atomism and nure objectivism. and the
efforts of ngorous operationahism to eliminate any reference to mental
states and activities, 1t 1s inevitable that the active role of the observer
in scientific research would be grossly underesimated Yet what we per-
cewve cannot be considered apart from the theories and concepts we
possess. The features that may coatribute to an explanation of a
phenomenon are by no means obvious. there simply to be scen We
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may as yet lack the conceptual resources for an adequate explanation
From among the virtually endless possible correlations in a given case,
we have to deade what may reasonably be expected to constitute an
explanation To claim that A 1s the cause of B 1s a highly selectuve
process. an exercise of judgment ® Again 1t 15 important to notice here
the intrusion of a form of reasoning that 1s not accommodated by the
model of research being discussed

One of the consequences of the above doctrines has been the preoccu-
pation with the logic of built theories Because of the bias against
acknowledging the personal expenience of the invesugator, the logic of
discovery has been neglected This has had serious repercussions not
only for educational research generally, but also for the study and prac-
ice of education in relation to the processes of reasoning that are
involved 1n scientfic and other forms of inquiry

(iv) In the wradition to which 1 am refernng, the stress on operational
defimtion does not simply reflect concern that there should be
observable symptoms and other evidence for the claims we make. Rather
it expresses the conviction that observable phenomena are all that there
s to be studied. In relation to human beings specifically, 1t holds that
all mental actvity can be adequately described 1n terms of observable
bodity movements and environmental conditions In this view, a flushed
face and trembling voice are not siraply the behavioural features that
may justify our concluding that someone 1s angry: they are all that being
angry 1s This policy blurs completely the distinction between a symptom
and what 1t points to. between bodily movement and human action.
It 15 at one with the principle of pure objectivism 1n exorcising man
as subject and person from scientfic 1nquiry He must be treated solely
as an object

In the present context. the most significant aspect of operationalism
s 1ts dismissal of the explanatory value of reasone for acung in favour
of causal explanation on the model of physical science One cannot
adopt this policy consistently without treating the rationality of human
beings as of httle or no account

The devaluing of reasons for acting in the study of human behaviour
has not. of course, been confined to the strict empiricists In their own
ways, psychcanalysts and the vanous exponents of social and historncal
determimism have also discredited the appeal to reasons I should stress
here that | am not denying the significance of environmental and other
conditions 1 the explanation of human behaviour. or suggesung that
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people are Tever mistaken about their real reasons for acting What
I am cnicizing 1s the policy of treating reasons as invariably rationahza-
uons, or of denying that reasons for acting can ever provide a real expla-
nation and assuming that the latter 1s to be found exclusively in the
physical conditions of behaviour. To follow such a hine in social and
behavioural research is to promote a distinct interpretation of man that
has obvious consequences for moral and pohtical action.

Such consequences will often follow even when the reasons given for
acting are not discounted as a matter of general policy, but because
the evidence n the particular case seems to warrant it. Consider, for
example, the explanation of the student protest movement of the 1960s
offered by many social scientsts in the United States. Whether
ideologically committed to the ¢ ipircist methodology or not. they
concluded that the protests were not really because of conceru over vari-
ous injustices, but were a function of such conditions as location and
size of mstitutions—a comforting conclusion for those who would be
embarrassed if the charges of injustice were taken senously.

The most obvious and significant influence of operationalism on edu-
cational rescarch has come through the various behaviourist theories
of learning One specific aspect that deserves some attention 1s the pre-
occupation with behaviourally defined objecuves It has had a serous
« tnotonly on curriculum research but also on the practice of teach-
i .nd learning If the present laison n the United Ktates between
accov  ability and behaviourally defined objectives succeeds. the effect
on teacher traiming #d educational practice will be even more
profound

I am not concerned here with a general cnucism of the policy of
behavioural objectives The point 1 wish to stress 15 that when adopted
as a basic procedure, 1t does carry important normative conscquences
Once the stress 1s on a precisely measurable and 1denufiable behavioura
change 1 the learner. preference 1s inevitably given to those learnin
outcomes that can be treated 1 such a way Yet the outcomes tha
can be precisely measured are usually not the most significent ones from
an educational pomt of view Even i relation to a relauvely specific
skill such as reading. the aspects of achievemen{ that can be precisely
measured form only a part of the educatonal objective Teaching will
also tend to be restricted to just those procedures that effecuvely ehicit
the range of speafic behavioural responses It 15 one thing to rely on
behavioural features as observable signs or aspects of, say. understand-
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ing 1t1s quite a different matter to treat them as the objectives of teach-
mg Ir fact, once this happens, the behaviours induced cease to be
rehable guides to understanding Children can learn to make facial ex-
pressions, give answers, set out the steps 1n a mathematical proof. and
so on, as though they understood

The ‘Value-free' Doctrine

That the social sciences should be ‘value-free’ 1s one of the most distinc-
uve charactenstics of the methodology under discussion Because this
belief 1s so directly related to the topic of this chapter, I shall comment
on 1t more fully The value-free thesis has been preoccupied with moral
and pohitical values To a large extent, it 1s based on the assumption
that the holding of these values 1s a purely subjective matter, that there
1s no public evidence by which a value claim might be tested—in general
terms, the doctrine of the complete separation of facts and values In
the interests of objectivity, ihe social scientist ts to proceed without mak-
ing anv moral or political value assumptions, and the only proper role

_of social science in relation-to such values 1s to describe and explam
in a way that leaves the normauve questions untouched

This pure form of the value-free thesis has recently undergone some
modification In the revised version, 1t 1s acknowledged that a scientint’s
values influence his choice of topics for research, and that values deter-
mine the application of scientific knowledge But the wituation is basic-
ally the same 1t 15 sull supposed that moral judgments do not enter
into the substance of social scientific inquiry, and that the findings bear
no consequences for the values one may hold They simply enable us
to determire the most efficient means to the ends we desire Thiv i
an atutude that has been farrly common 1n educational research In
its crude form. it simply sayvs ‘Let those who have authonty over edu-
cational policy tell us what kingd of end product they want, and we will
devise the most effective med:S\\ngc}ung’ﬂ'\

Up to this point, 1 have commented mainly on the value assumptions
about rationality and knowledge 1n the methodology derived from
logical posiivism The negative view 1t takes on the status of moral
judgment as knowledge 15 u further example of this kind The issue
cannot, however, be confined to the domain of epistemic value, for the
very policy of excluding moral questions as such from the scope of the
soctal sciences mevitably has had a profound effect on moral thought
and practice In this respect. science has conspired. during the present
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century, with certar, otherwise quite alien movements in promoting the
atutude that values are u:ot accountable to public criteria of reasoned
inquiry, but are simply matters of private feeling ® The policy also has
had the practical consequence of ensuring that the prevailing values
of the society are rot disturbed by scientific investigation

Anything like a comprehensive treatment oi the question of moral
values and science 15 beyond the scope of this chapter What 1 wish
to do 1s. first. to draw attention to wavs 1.1 which soctal scienufic theories
do. 1n fact, suppose or faveur certain moral judgments. and second to
indicate oriefly why this must be so

I shall illustrate the first of these points through some examples two
works 1n political theory (discussed at length by Charles Tavler™) and
Durk*21r  educational theory

(1) SM Lipset in his book, Political Man, takes the existence of class
and of class conflict as basic political facts, and disinguishes various
types of society according to the pattern of class .nteraction In one
form of soctety, all the classes are articulate but their conflict s expressed
in wjolence which 1s contained only by ruthless suppression, in another
forvm\of society, on~ group dominates peacefully but only because other
classes have not become articulate. 1 a third form of society. class
interests are fully expressed but conflicts are peacefully resolved through
a political system n which all trzely assent to a government determined
by the majonty, yet constramned by the recognition of nunority nghts
The last describes the democratic political o.der. the one which Lipset
believes —as he tells us at the conclusion of his book —is “the good society
wself n operation’. The crucial pomnt 1o notice here i that 1f the basic
elements of his scientific analysis are correct (1e about the inevitability
of classes and of class conflict), the question of whether democracy 1.
the most desirable form of soctety can hardly be in dout In Lipset’s
theory, the only other options one has :re etther violent or benevolent
repression

(1) In Harold Lasswell's view, social scientific mquiry 15 ‘policy
science’ It 1s concerned with the efficiency of means. and 15 thoueht
to be neutral n relation to the ends that are served. In Power and Society,
v hich he wrote with Abraham Kaplan, 1t 1s stated in the introguction
that they are providing only ‘the empirical propositions of political
wience' a-- not ‘the value judgments of pohitical doctrine” However.
things do not turn out this way n the book For example, one of the
dimensions of vanation used for characterizing a political society s the
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extent to which 1t 1s hbertarian or authoritarian--also a dir .2nsion com-
monly employed 1n measuring **  «chool environment. They apply the

terms n the following way A rule hibertz.ian where imtiauve.
individuahity, and choice are widespread auinontanan f obedience.
conformity. and coercion are char. . As Tavlor points out

the value force here 1s more than . . . n of wording It hies 1n the tvpe

of alternative which 1s presented tc us on the onc hand, a man can be
manipulated by others. obeying a law and standards set up by others which
he cannot judge. on the other har' he 15 developed to the point where
he can judge for himself. exercise Teason, and apply his own standards. he
comes to Tespect himself and 1s more capable of rzspecting others 1f this
s Teally the alternative before us. how can we fail to judge freedom beiter
(ahether or not we believe there are overnding considerations)””

Analogous points may be made 1n relation to other dimensions used
by Laswwell and Kaplan for example. the degree to which a pohtical
order 1s impartial (1€ exhibits justice). the degree to which 1tis jundical
rather than tyranmcal Now, when the authors go on to describe democ-
racy as a pohitical order that 1s libertarian, imparual. and junidical. their
‘empirical propositions’ have made an overwhelming case for the moral
supenonity of democracy as a form of government

The artificiality of the distinction based on value greunds between
means and ends 1s ev.dent when one tries to apply 1t to Lassweil’s work
The kind of conclusion he reaches world have to be stated in this
fashion “If you happen to be committed to democracy. promote the

~velopmeat of the kind of person who can judge for himself, who has
sufficient self-respect to respect others and the like’ Again the point
i that, once you accept that this 1s the sort of person called forn a
democratic s “ciety. you cannot really remain uncommitted to the value
of democracy On this 1ssue. Taylor observes that we can no more be
morally indifferent to a policy suience of tyranny than we can o a
medical science whose purpose is to produce and spread disease

() In the study of education sp=aifically. one of the most comprehen-
ave examples of the interplay between explanatory and normative
theorv 15 provided by the work of Emile Durkheim In his explanatory

cheme. schooling 15 @ stnctly conservative socializing process. an
nstrumert of 4 society’s collective conscience at any. given tme The
edicational system cannot but reflect the <taie of the collecuve con-
wience and so 1t we 'ld be futile to suppose that the school could act
effectively as the primary agent in changing a system of values nr
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reinstating one that had begun to break down But this account s norma-
uve as well. for a society’s collecuve conscience 1s the ulumate source
of moral authomty for the practice of education within that society It
iv the duty of the school to shape the new generaton according to the
wdeal of man that 1s sanctioned by the collective conscience and. even
if the school could + Fecuvely promote a different ideal. 1ts use n this
way would be morally unjusufiable

V/hether Durkhemmian or not many empirical studies have interpret-
ed education as beng predominanidy a process of soudhzation Given
the tvpical basic concepts (such as ‘equilibrium’. ‘organic whole’) and
the model of physical causal explanation. the sociahzation theory 1s
foaded with moral implications In addition to passing judgment on the
kind of les ming that 15 of most worth 1t promotes an 1deal of the self
in which each individual 1 totally dependent on the group Complex
relatonships among human beings are transpose. 1n" - independent
group forces exercising causal influence on individual behaviour In this
wheme of things. 1t 1s difficult to see how we can speak senuibly of
personal moral responubility. or what grounds there could be for
challenging the morahity of the social status quo

I'he secor.d general point | wish to make about the valve-free thess
1 that there are good reasons why serious efforts at explaiming human
behaviour must involve moral judgments Here, I shall mention i sum-
mary form two such lines of reasoning

(1) Human needs. wants, and purposes have such an important bear-
mg on the way people act that some account of what they are must
ha included 1n any framework for explaining human behaviour At the
wame tme, the fulfilment of human needs. wants, and purposes s inextri-
cably inked wath judgments about what s morally good Thus the prion-
ties :n human needs that are assumed i an explanators framework
inevitably determine prionties of moral evaluations Moreover a socidl
wrentist cannot establish a relationship between whac he v examining
and the satisfaction or frustration of human needs. wants, and purposes,
without thereby making an evaluation

(11) Moral beliefs and actions form an tegral and rundamental part
of the phenomena studied by the behavioural and social sciences. but
they cannot be recognized o melu\ed in deseriptions and explanations
unless the social serentist himselt applies criteria for apprasing the moral
character of beliets and actions In this task. it 1v not posstble simply
to rely upon such formulas as “what are communly thought to be moral
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standards by the members of this group’. To understand anything ade-
quately entails cntical evaluation Thus one canniot propgrly understand
human behaviour 1n which moral and other valve judgments play a
crucial role without cntically evaluating the nature and significance of
these judgments

In theorizing about human actions, the only chance of success for
the policy of ‘value neutrality’ would be to study man at a radically
different level as, for example, on the model of a computer or :n terms
of biochemistry. But as one writer notes, ‘to reduce culture to phiysics
is to decompose humamty into parts, and thus into something other
than the study of 1121 or society !

Apart from radically altering the object of inquiry in this way, social
scientists may avoid value assumptions and consequences—at least sig-
nificant ones- -by eschewing the effe: ‘o theorize and by concentrating
instead on piecemeal descriptions (opimon polls, surveys, and the like)
There are. no doubt, some elements of theory and value judgments even
in this activity. but the findings are of such hmited range that they
are often compatible with quite diverse theoretical frameworks Thas
level of tnquiry, which has been very widely practised in educational
research, reflects the desire to live by tne value-free doctrine Such 1n-
quiry may vield very useful results, but in itself 1t does nct develop
educational or any other kind of theory This 15 a severe price to pay
for doctrinal punty

Characteristics of Distinctively Educatioral Research and Theory

I have referred so far to a number of .mportant value preterences that
the methodology 1mplicit m much educational research carries with it
The methodology also shapes the way i which he general nature of
educational research and theory 1 interpreted The most obvious evi-
dence of this influence 1s the attempt to treat educational research as
a strictly non-normatve scientific form of inquiry A large amount of
research has concentrated on statistical descriptions in which, often
enough. the choice of vanables has reflected the effort to avoid moral
issues When the tusk has been the building of significant theory. edu-
cational phenomena have been subjected to the deductive-nomological
model of explanation and prediction appropriate to the subject matter
of physical science

A second feature of the prevailing approach 1s that it provides no
place for dsuincuvely educational theory We are left with nothing more
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than an accumulation of the theones about education that are developed
from the perspectives of the various social and behavioural sciences.
What | have already tried to show 1s that these perspectives, reflecting
as they often do the methodological assumptions of logical positivism,
systematically eliminate the charactenstcs that disnguish education as
a human practice. They either reduce intentions, purposes, and other
mental activities to bodily movements or suppose that the relationship
of mental activities to the observable features of behaviour 1s a purely
causal one. They disregard the criterion of ‘type justification’ that affects
the appropnateness of an explanaiion'?, that 1s, they take no account
of the specific perat of view of those engaged in the practice of edu-
cation. The level of their explanation 1s geared to the requirements of
like-minded social ana behavioural scientists, but not to those of edu-
cators. Finally they import key concepts into the study of education
without regard to the normative cniteria that disunguish the educational
point of view.

in relation to this last practice. the concept of learning itself provides
what 1s probably the most perspicuous example. The use of retention
as the basic criterion 1n so many studies of learming, the effort expended
in demonstrating that learming with understanding 1s preferable to sheer
memonzation because 1t 1s retained longer, the large number of exper-
iments in verbal learning that have used groups of words (or nonsense
syllables) wathout feference to the possibly significant influence cf
grammatical structure, the lack of attention given to the more complex
intellectua! activities 1n science and the arts that are central to deliberate
education (in contrast, for example, to the vast amount of work on 1Q)—
these clearly show how insensitive researchers can te to the normatve
cntena for distinguishing what counts as educational learning from what
might be called learning in various other contexts One may éven doubt
whether learning theonists generally are talking about the same thing
as educators. As one of the commentators on this issue has noted:

Most learning theorsts, given the general pervasiveness of at least a
methodological behaviounism, will see more or less mechanical sumuli and
responses, whereas most educators, given the teleological concepts of ordinary
language, see goals and uctions as purpesive '

Tins state of affairs 1s not restricted to the psychological study of learn-
ing. A specific example may be taken from a sociologist of education,
Robert Dreehen, 1n his work on the contribution of schooling to the
learming of norms ' One of his general claims 15 that children learn
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social norms as much from their direct experiences of the school setting
as from deliberate teaching However, in developing his case, he fails
to disunguish varous types of norm that could be involved, and thus
ignores the differences there might be 1n relation to each type between
learning ncidentally and learning through teaching Nor 1s there any
attention given to the quality of learning To say that a child learns
a norra could mean anything from a subtle form of conditioning in
which behavioural conformity 1s achieved without any conceptual grasp
of the norm, up to0 a clear understanding of what the norm 1s, what
kind of norm 1t 1s, how 1t 1s justified, and how 1t may be applied and
acted upon with due regard for varying circumstances. Not all instances
of learning are educative' some of the ones which could be accom-
modated within Dreeben’s framework should be classed, 1 think, as
miseducative on the basis of moral and educational values

Similar comments could be made on the concept of teaching in edu-
cational research. To descnibe one person’s observable behaviour as
‘teaching’, simply because 1t 15 causally related to an enduning change
in the observable behaviour of another, 15 to overlook the notmative
conditions affecting method and content that must be sausfied 1f an
activity 1s to count as teacning 1n an educational sense Even when the
learning outcome satisfies educational critena, 1t does not follow ti.at
any so-called teaching activity that effectively contributes to the learning
1s acceptable as teaching from an educational point of view We may,
for example. learn tolerance from the rantings of a racist

The alternatve interpretatron of the study of education, imphicit in
these various criticisms, 1s that 1t can and should be treated as a field
of 1nquiry 1n its own nght Several general features of educationat re-
search 1n this interpretation have already emerged indirectly during the
course of the present discussion I shall conclude by staung them here
more exphicitly. but without attempting to face the difficulues of
detail ‘

In the first place, distinctively educational theory Is of a normative
kind Because education 1s a deliberate effort to promote the learning
of behefs, atutudes, and skills thought to be of significant human value,
one cannot study 1t as a human phenomenon without having regard
for what will imp-ove it (Compare, for example, research on practices
mtended to safeguard or restore mental health.) Educational theory 1s
normative both 1n the technical sense of providing prescriptions for the
efficient conduct of education and n the moral sense of defending an
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ideal of what the practice of education should be like, and of criticizing
existing practices and objectives 1n the light of this ideal*> The evalu-
ation of teaching and learning practices, curnculum programs, insti-
tutional arrangements, government policies, and so on forms an essential
part cf educational research, but 1t canaot be simply, or even primanly,
an exercise 1n tests and measurements, however sophisticated the tech-
mques. To be humanly significant. such evaluatons must include argu-
ments and judgments about political, moral, and aesthetic values and
about the kind of learning that 1s worthwhile. Educational theory does
not include every dimension of value. In fact, what 1s educationally valu-
able may be i conflict with other values For example, a certain maxi-
mum class size mght be\ desirable on educational grounds but not
desirable from an economi§ point of view

Secondly the central objec\&fhcrslmcuvely educational research 1s the
range of teaching and learning that belongs to the practice of education
A study of education as education must accept 1s main concepts (teach-
ing and learming and the whole web of concepts that 15 formed around
them) with the normatve force they have in the complexly interrelated
patiern of human actnstrs that comprses ihe precess of education As
in the case of such practices as science and morahty, what counts as
education 15 not simply what 1s bemng done or has been done at any
time 1 the name of education: 1t also 1nvolves ideals. Teaching and
learning that claim to be educational must sausf} the normative cnitena
of knowledge and understanding, and are subject also to moral and
aesthetic standards. The practice of education and 1ts institutional forms
may be studied with or without regard to this context of normative con-
ditions It 15 precisely when this context 1s taken 1nto account that they
form the object of distinctively educational inquiry

Thirdly 1 would suggest that educational research 15 distinguished
from psychological, sociological, and other studies of education by
charactenstics of method Several features have already béen mentioned
n the wicism of alternatives What seems to be the most important
of these features may be summanzed as follows

(1) Given the normative nature of educational theory. 1t 15 obvious
that the procedures of moral and practical reasoning must play a
prominent part in the building of such theory

(n) There 1s also a considerable range of educational questions for
which conceptual and logical analysis, rather than empirical tesung. 15
the appropriate method I have already menuoned the scope of such
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analysis 1n avoiding experiments on nvincible hypotheses. It1s part of
this process to bring to light just what the educational question really
1s 1n a given case and Just what aspects depend on empirical research.
Take. for example. the question of whether learmng by independent
discovery 1s superior to learn'ng by nstruction Clearly there are mary
conceptizal 1ssues here: Can the question 1n its general form be intel-
hgibly raised? Are these the only alternauves? What are the critena
for counting learning as supernor? Is retention a sufficient criterion?
Could anyone seriously propose that independent discovery be accepted
as a general normative principle of learning for human beings?'6

The adequate employment of conceptual analysis depends, among
other things. on recogmizing that ‘analyucity” 1s not simply ~ matter of
logical form but also of meaming relative to a context of use. and that
what 15 being examined 1s not a word game but an actvity of which
language forms an integral part.!?
. Conceptual and logical inquiry also contributes to educational re-
search 1n more positive ways It 1s indispensable for disunguishing cri-
tena and procedures for various processes of reasoning. whether one
i1s thinking ebout a scientific problem or trying to reach a moral decision
or coming to an intelligent appraisal of a poem In relation to the out-
comes of teaching and learning. 1t establishes the truth conditions for
whatever claims are made to the effect that someone now knows or
understands such-and-such This would not be so important 1f methods
of teaching and learning could be adequately mnvestigated in 1solation
from content At least n the educational setting such a division 15 not
feasible for. 1n order to be educative, the acuvities of teaching and
learming must be ntended to 1ssue 1n knowledge and understanding.

In arguing for the disuncuveness of educational inguiry as I have
done. I do not wish to imply that methods and findings of empinical
research do not have an integral place or that the study of education
from the point of view of any social or behaviourdl science may not
contribute to distinctively educational theory If a developmental psy-
chologist establishes that there 15 a typical sequence in the acquisition
of certain conceptual skills. this knowledge must have imphcatons for
teaching and learming, although, in this case. the more speafically edu-
cational 1ssue 15 whether the pattern can be accelerated or changed by
deliberate pedagogical intervention- and. if so. whether such a course
of action 15 desirable. In general, knowing what can be done 15 obviously
crucial n Geading what, 1n the pres#at circumstances. should be done.
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and given the rejection of a total logical gap between facts and values.
knowing what in fact 1s the case or what consequences follow from a
certan procedure may be relevant grounds for a normative decision.
The formation of sound educational policy will commonly depend on
fairly specific causal explanations—but ones that do not ignore the place
of reasons and purposes 1n human behaviour 1 hope that the critical
comments of this chapter have at least indicated the methodolcgical
assumptions that are likely to facilitate or hinder a constructive relation-
ship between empincal research and educatonal theory

If the earlier cniicism of the value-free doctrine 1s. correct. the gap
between educational theory (as normative) and systematic psychological.
socrological, and other (mainly explanator ) theores of education 1s not
an absoluie one The general point I have been getung at 1s that what-
ever methodological decisions one makes in the study of man. they are
fraught with value, 1n these decisions one cannot escape interpretative
assumptions about the nature of man. Values also enter by way of the
key concepts employed. and they do this to a sigraficant degree 1n s0
far as one attempts to build a coherent scienufic theory.

It tollows that social scientific theories of education, even when they
thoroughly reflect the teaets of posiuvistic methodology. are always to
some extent prescriptive for educat,oral practice. Aparn from the obvious
objecuon,éne may raise to crypto-normative theonzing. what I wisa to
stress 1n this context 1s that theortes based on the positivist methodology
such as Skinner's behaviounsm, are not strictly educational theores. pre-
asely because they prescnibe the demal or ehminauon of the character-
istics that would mark cut as distinctively educational the practices of
teaching and learming They are of a kind with theonies that explain
such other practices as morality. religion, science, and literature as bsing
quite different from what those who engage in them suppose them to
be This kind of theorv can only ionically be given the name of the
pracuce 1t in effect interprets as something else

Although I have questioned the methodology typical of this approach.
| have not provided a conclusive argument against the claim that edu-
cation should be interpreted 1n terms of, say, Skinnenian behaviourism
or socialization theory What | have just tried to show 1s that such a
clam 1n effect rejects disuncuvely educauonal theory as being a
misguided enterprise

As a concluding note I should stress the pracucal implication for tramn-
ing 1 educational research of the view I have defended In this view.
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it 1s obviously not sufficient for a person to be tramed in the methods -
and theories of a social or behavioural science. Yet graduate faculties
of education tend to be preoccupied with precisely this kind of trainirg.
They would be happy to hear that their doctoral program in, say, soctol-
ogy of education could not be distinguished from that of a sociology
department except perhaps for a somewhat narrower range of interests.
I do not wish to belittle such an achievement. It 1s immeasurably prefer-
able +. the shallow amateunsm that so often afflicts the study of edu-
cation. But 1t i aot an adequate traming for distinctively educational
research.

At least two additional components are required. First, the study of
experimental methods, research designs, and the use of statistics and
computers should be set 1n the context of a critical reflection on method-
ology that 1s sensitive to the distinguishing charactenistigs of educational
phenomena—not just a general philosophy of psychology and social
science, but philosophy of educational research. This cannot be done
properly without examining the key concepts that are employed in the
practice of education, and their normative theoretical context. Second.
the acquisition of expe 1imental skills should be supplemented by system-
atic work 1n logical and conceptual analysis azd w the procedures of
moral and practical argument.

When all these ingredients are put together, we may expect the kind
of thzory that 1s jngt only empinically well founded but directed to
improving the quity of educational practice.

Notes and References

I In the preparation of this paper, | have been parucularly influenced by and
have drawn on the work of R D Sleep 1n an unpublished doctoral thesis
which | supervised at the University of Toronto The title of the thesis 1s
Epistemology and aims 1n education A study of the foundations and aims
of educational inquiry, 1970 Parts of the thesis have been published as
Theory, methodology, and research on learmng An epistemological tmpasse
in educational nquiry. Focus on Learmng. 1972, 2(1). 5-30
[ also wish to acknowledge the general influence of the chapter by Michael
Scniven, Objectivity and subjectivity in educational research. In Philosophical
Redirections of Educational Research The Seventv-First Yearbook of the
National Society for the Study of Education, Part 1. ( hicago  University of
Chicago Press, 1972, 94-142 | have commented on this chapter in Edu
cational Theory, 1973. 23(2). 166 67

¢ Scnven. opat, pp 15 116

s ER Hilgard. Theories of Learning London Methuen. 1958, p 486
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1 BR Bugelski. The Psichology of I earming Applied 1o Teaching New York
Holt. 1956

> The quotations (in order) are taken trom Journal of Educational Psvchology,
1964. 55(4). p 195, 1tbid 1963, S4(2). p8S. Teachers College Record. 1957,
S8 pp331-32 They are among the many examples discussed in Sleep.
opat. pp 17-20
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In B Cnttenden (Ed } Philosophy of Educanion 1973, Edwardsville. lhinors

Philosophy of Education Society. 1973, 86-93

See L J Waks. Philosophy, education and the doomsday threat. Review of

Educational Research, 1969. 39(5). 615 618 The same author has recently

written more fully on behavioural objectives 1n Re-examining the vahdity

of arguments against behavioural goals. Educanional Theesy 1973, 2)(5).

133 143

I discuss behavioural objectives and wurnculum evaluation 1in Process or

Product in Curriculum Evaluation” in Part Three of this volume

Cf J Shaar and S Wohn, Educauon ard the technologiaal sodety. ven

York Review of Books, 9 October 1969 p 4

In the discusson of the ‘value-free” doctrine 1 am 2speaially indebted to

€ Tavlor, Neutralny 1n political scicnce. In P Lasled and WG Runaman.

Philosophr. Politics and Societs, Oxford Baul Blackwell 1967 25 7. and

I | Knmerman. (Ed ). In The Nature and Scope of Soaa! Saence 4 Crincal

Anthology, New York  Appleton-Centu,y-Crofts, 1969, pp 691 703 The first

argument on the inescapable role of values 1n soual saence 1 based on

Lavlor the second on Knmerman

Similar arguments are also summarily presented by Michael Polanviin The

message of the Hunganan revolution In' M Grene (Fd ) The tnatomy of

knowledge. Amherst Mass  Unnersity o Massachusetts Presse 1409,
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11 Robert Redfield paraphrased by TE Horowitz Fstablishment sociology The
value of being value-free. Inquiry 1963 6 p 137

12 See M Scriven The covening law postion A cntigue and an alternative
analvsis In Knmerman, op ut. pp 96 97

1 H Petrie. The Logical Effects of Theon on Observational Categories and
Methodology in Verbal Learming Theors  Moenograph tor ©5 Othee of
t ducauon. 1970, p 12

5 R Drecben. The contribution ot schoohing to the learming of norms Harvard
fducanonal Review, 1967 312y 211 37

1 See J Bruner The Relevance of Education Harmondsworth Penguin 1974
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Chapter 2
Philosophy in Educational Theory

—

An obvious difficulty one has in approaching this topic 1s that there
is scarcely any firm ground from which to move. The terms | have used
in the title are, to say the least, contentious. The nature of philosophy
is itself a perennial object of philosophical inquiry. During the present
century, it has taken on the status of a major problem particularly among-
philosophers in the British tradition. Very broadly speaking, there were |

first various phases of excessive zeal in cutting philosophy down to what .

was thought to be its proper size, then a growing confdence tempered
by the recent experiences of self-mortification. A good example of this
trend 15 provided by social or poli. ~=1 philosophy. As recently as 20
years ago, people were talking about its death. By 1967, the editors
of Philosophy, Politics and Society (Series 3) were con.dent that it was
ndeed alive and well. In the course of the volume, I beheve there 1s
only one mention of the obituary notice and it happens to be cntical
of the foolish assnmption—that social philosophy should work in 1so-
lation from political science—which led people to think that the demise
of soctal philosophy was even possible.

For a time duning this century, 1t seemed that philosophy worthy of
the name was to be confined to formal logic and the logical reconstruc-
tion of ordinary language in the image and likeness of what was taken
to be the world structure. It was thought that if the latter task were
achieved the cause of most traditional philosophical problems would
be removed. Then philosophy was offered a limited but, it was assured,
useful task in relation to the empirical sciences. It had the purely second-
order formal work of attending to the logical scaffoldings which science
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employed In this scheme the boundaries of meaning were set very neatly
and, so it seemed. conclusively ‘Every intelhigible proposition rests on
sense experience unless it 1s an idenuty’ It folowed that all metaphysical
statements and value assertions were literally nonsense However. from
the begu.ning this position proved difficult to maintain in its pure form
and was subject 1o continual modification

A commen theme in these two vanations on the role of pk~  phy
was the effort to anhlyse language in terms of uitimate irreducibte units.
in the first case. these ulumates were in the world and were to be
reflected m the perfectly formed language. in the second, which rejected
any vahd inference from the structure of language to the structure of
the world, the atomic units were within language itself—the protocol
sentences For a variety of reasons. many philosophegs found both these
versions of reductive analysis unsatisfactory. In particular, it was argued
that they failed to respect the logical complexity of ordinary language
and the vast variety of its uses, and thus did not provide an adequate
method for dealing with the philosophical problems enmeshed in
ordinary language.

This shift of emphasis enlarged but by no means settled the scope
of philosophy Disputes have continued as to whether 1t 1s simply 2
critical activity which has the therapeutic function of uncovering errors
generated by the logical and grammaucal features of language or an
inquiry which yields some kind of knowledge. and. if 1t 1s an inquiry,
whether 1t 15 purely second-order or can also arrive at substantive con-
clusions There have been difficulues about the way in which the
ordinary usage of a term 1s established and its bearing. when known,
on the philosophical inquiry There have also been misgivings about
taking an actual form of language as the“unquestionable datum The
connections of language with experience do suggest thau there might
be questions about 1ts adequacy. partcularly when there are competing
forms of language In other words. there 1s uneasiness about restricting
philosophy to the purely descripuve task of sketching the logical con-
tours and boundarnies of concepts (1o use the popular ymage). about the
extent to which serious philosophy can safely indulge in neutrahty Ques-
tions have also been raised about the amount of disguised metaphysics
that passes 1n the name of a procedural rule In fact. recently the attitude
towards metaphysics has bécome more tolerant and appreciative There
has been no inckination to remnstate ontological versions of metaphysics.
but efforts at gaining a comprehensive and integrated view of the vanous
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conceptual schemes of technical inquiry and ordinary language and even
the proposal of revisions have been recognized as genuinely philosophi-
cal. The extent to which revision 1s possible 1s, however, a debated ques-
tion. Since the late 1960s, the interpretation of philosophy as a purely
second-order actwity has been substantially modified 1n practice
‘Applied’ philosophy has once more become respectable, particularly
in relation to moral and political issues.

According to Acton, the dominant philosophical movement 1S
replaced, on the average, every 20 years If anything, the pace has
quickened somewhat in the twentieth century--at least in the procession
of trends among Enghsh-speaking philosophers

During this same pertod, the mstitutions of education have assumed
enormous importance 1n the hfe of advanced industnal societies As a
consequence, the whole educational enterprise has been subjected to
increasingly intensive study from almost every conceivable angle
‘Theory’ has been used to cover the whole soectrum from a piece of
advice for holding children’s attention. to anayses of the school class
as a social system, 1o attempts at Tigorous hypothetico-deductive
schemes Educational theory may simply be trying to describe or explain
the practice of education as it nOW Is, Or 1l may be a prescription for
the most effective way of achieving some desired objective, of 1t may
be proposing a radical reform of the whole undertaking, aims as well
as procedures In some efforts at theoris.. . cducshion is merely annexed
to a foreign power. in others, 1L i treated as a contederation that absorbs
immigrants and territory from other places The nature of the confedera-
ton 1s disputed 1t might be a mosaic or a melung pot, or something
else again Some even caim that educational theory forms a quite
distinctive domain

It 1s clear that. m proposing any conclusion about the role of philosophy
in educational theory, we are taking a position (at least imphcttly) on
the nature both of phrlosophy and of educational theory In order to
cope with the subject 1n a manageable way, 1 shall discuss a number
of posions that have been defended during the past 15 or so years
The questions have not always been specitically about the role of
philosophy 10 educational theory, but they have been on themes that
are closely enough related for example, philosophy of education as 4
branch of philosophy. education as a distindt field of study The many
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vaniations can, | think, be divided without too much distort'on between
those that are pnmuriiy interested 1n education as a field of study and
those that refer directly to the practice of education. In relation to the
first, at keast three main interpretations of the nature of educational
theory can be disinguished. as an autonomous disciphine; as a synthesis
of apphied disciplines: as an aggregate of apphed disciplines In relation
to the second tocus of major interest, the practice of education, 1 shall
¢«am ne versions of the somewhat enigmatic claim that philosophy of
education 1s ssmply philosophy

Education as an Autonomous Discipline

Two important and quite different statements of this view have beo-
made by Foster McMurrav and Marc Belth ! According to McMurrav
there 1s need for a disciphine. with 1ts own concepts and theones. between
the basic social sciences and the practice of pedagogy. He argues that
the present practice of applying philosophical doctrines and scienufic
theones (o the conduct of education simply generates a state of cheoretr-
car chaos It ignores the distinctive characteristics and unity of the edu-
cational process No consistent educational theory emerges as a realistic
guide for educational vractice The fundamentai task for the education-
alist—as distinct from the philosopher, psychologist, sociologist. and the
rest--is to work out a unitary account of the distinguishing features of
educauve change This 1s the province of inquiry which constitutes edu-
cation as a separate discipline and determines what are educationally
relevant questions

In this task and in the study of more particular educauonal problems.
it seems that the educational theonst employs a method which 1s neither
stnictly philosophical nor that of the social sciences McMurray acknowl-
edges the usefulness of logical analysis provided 1t 1s strictly substance
free. and speaks of the self-consistent integrauon of knowledge from
other disciphines (including philosophy) 1n the solution of educational
problen.s Houwever he does not treat positively the method by which
this self-consistent tntegration 1s achieved In fact, it seems that once
the concepts of the educat: 'nal domain have been clarified, the method
for resolving some educaticual questions will be predominantly philo-
sophical, for others 1t will be sociological or psychological, etc. but 1t
15 not obvicus how he thinks the crucial concepts are established

McMurray is no* successful 1n providing a clear bluepnint fu. edu-
< 'on as w. autonomous discipline. He goes too far in his attempt to
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stress the uniqueness of educational actuion However | believe he
establisites at least one fundament@al point the study of vanous aspects
of education by philosophy and the social sciences and history or the
applicaton of findings in these fields to education 15 not necessarly
4 contribution to educational .aeory The enterprise of education gener-
ates 1ts own criteria of relevance A psychological theory of learning,
for example, may be inappropriate as an explan.tion of learming in
education If nothing else, McMurray 1s offering the sound method-
ological advice that if one wishes to advance eCucational theory one
should start with an educational question

Marc Belth interprets the nature of education as an autonomous disci-
pline rather more narrowly He distinguishes between the objectives of
the school and those of education As distinct from a number of othet
things the school does, education s concerned with “nventve
inteligence’  with the development, analysis, and use of theores.
hypotheses. and the models from which thinking proceeds. As a disci-
pline, education nvestigates the problems of improving the ability to
think It 1s :nquiry into the methods of inquiry. He argues that, because
methods der ve rom models and models are the functional expression
of theortes, - object of the discipline of education may be alternatively
stated as beiag the role of models in thinking There are two groups
of models which it studies those that form the essential subject-ma‘t-r
of the educational process and thuse that are about the process 1tself

Leaving aside his interpretation of a model and the role he ascribes
to 1t 1 thought. 1t seems that Belth’s position, rather than be. &
outhine for an autonomous disctpline. 15 a way of orgamzZing *drous
aspects of philosophy in relation to the process of education The inquiry
into the substance of the process of education essen ally nvolves general
logical and epistemological questions about the nature of ingurry.
together with the more specific modes of inquiry (ma “ematics. »cience,
history, and so on). The umtary and distinctive character of the process
of education (in the strict interpretation given) 1s sought n the role
of comprehensive explanatory models In Belth's view, these are devised
and tested for adecuacy i the hight of the content contained n the
process, so that the criteria are agan essentialiy philosophical

5 fundamental source of difficulty with this view 15 the abstraction
of knowledge and the acguisiion of the skills involved 1n intelligent
vehaviour from the broad context of individual and social purposes and
values Ar adequate edu  onal theory cannot ignore the institutional
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forms which the process of education takes or the full range of human
values that affect this process Hence. even for the role of philosophy,
Belth's arrangement 1s too restricted It does not give due weight 1o
the ethical and social philosophical aspects It can also be objected that
educational theory, 1n part at least, prescribes how we shoutd proceed
in order to achieve desired goals, and that 1t 1s not simply an attempt
to descnibe or explain what happens to be going on In addition to
asstmilating suitable theories and models from psychology and other
social sciences. 1t should also incorporate their findings to the extent
that they consuitute or suppast the methods and policies recommended
The findings of these disciplines may be more relevant to education
than their models

Educational Theory as a Synthesis of Applied Disciplines

Perhaps the best statement of this position 1s provided by Paul Hurst
He argues that education’as a distinctive discipline is directed to making
practical judgments about the group of activ.ies which are nvolved
ir the practice of education The raw matenial which enters ynto these
judgments 15 drawn from many fields of inquiry, including phulosophy
Because of its concern with guiding decisions of practce, the discipline
»f educ ition cannot be accurately regarded just as a form of scienufic
theory _

It 15 not clear from Hirst's article how the substanuve and
methodological elements of the vanous contnbuting disciphnes are
meshed together He distinguiches between the kind of philosophy that
produces a systematic body of beliefs and philosophy as strctly second-
order inquiry Quite properly, he rejects the once-popular. but now
largely abandoned. practice of treating philosophical behefs as higher-
order pnnciples 1 a deduciive system that was supposed to 1ssue in
conclusion about the nature and practice of education Apparently. how-
ever. such behefs 1aay be part of the raw material from which edu-
cational theorv 1s fashioned Hirst's own preference 1s for philosophy
as seccnd-order inquiry, which he behieves can make both a ‘formal’
and a ‘substanual’ contribution to educational theory The former con-
sists 10 the clarification of the central concepts we employ in talking
about education Because education 1s a complex discipline demanding
the integration of miany areas of discourse, problems of meaming c.e
particularly acute, the resolution of the meaning of technical terms that
com.nonly takes place within a single science cannot be relied on here
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Hence the role of philosophy at this level 15 of special importance for
the progress of educational theory The substantive contribution is made
in the sense that other spheres of second-order philosophical inquiry
are germane lo the formation of theory in educauion Ethics and the
philosophical study of the domans of inquiry that form the curnculum
are obvious examples. Hirst's use of *substantial’ tends to be misleading
because in the relatively recent practice of philosophy. these belefs un-
Like those of certain metaphysical systems have usually been formal in
character The precise relationship of philosophy 1o the development
of distinctively educational theory 1s not examined Hirst himself
suggests that it would depend on a further analysis of how "understand-
ing of this kind [philosophical] enters into a theors concerned with the
making of practical judgments’ ;

While Hirst leaves the methodology of educatonal theor and the
role of philosophy 121 an obscure state. he does emphasize an 1y ~tnt
perhaps the central. aspect of educational theory 1ty preoccupation with
practical judgment It may be tov much. however, to sd} that this 15
its exclusive concern. perhaps the etforts stmply to explain some aspect
of education may make a legitmate claim to being educational
theory

Educational Theory as an Aggregate of Apph. i Disciplines
While this positton admits of a wide variety of interpretations. n generdl
1t locates the unity of education as a field of study not in the character-
1stics of the inquiry but solely n the set of related activities which consti-
tute the practice of education Like engineering and medicine, cducation
1 a profession which derives 1ts laws and theories tor practice from
many apphed disciplines

In onc version supported for example, by Isracl Schettler there 15
wome ntegration at the level of ingquiry. namely. 1n the distinctive
“extralogical voudbulary of education ¢ This approach probably diflers
only 1n degree from the one we have just discussed Again philosophy
has the spevial role of analysing and clantyving the concepts in which
education 1s described  In addquon to the reason given by Hirsto it should
be noticed that many of these goncepts have always been of special
interest o philosophers knuwm}»undcrsmndmg‘ thinking. perceiving.
feeing. intending. trying, ete In many of 1ts other aspects., philosophy
would also be a more general contributor to the body of educational
theory
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Another version of the position quite strictly takes the pracucal
enterpnse of education as the only bond of unity between the disciphines
which study 1t. In fact. the umty 15 almost entirely nominal Sociologists.
psychelogists, economists, political scientists. and so on severally apply
the theonies, laws. and concepts of tieir own disaipline. Problems are
not formulated from the view point of the complex pattern of educational
praciice but from the conceptual perspective of the particular disciplines;
even the most common terms hke educating. traiming. learning change
therr meaming from one discipline to another The result 15 fragmen-
taon as many kinds of theory in education as there are disciphnes
studving it The pomnt about this version 1> that 1t fairly accurately
describes what 1, commonly done in umversity departments of” edu-
catton In this way ot studying education. "theory” 15 tvpically understood
i the scientific sense Thus the mam weight of attention 15 given to
developing desenptive and explanatory theories rather than ones that
are prescriptive and normative °

What 15 thesrole of phrlosophy 1n this scheme of things? In one sense.
any apphication of philosophy that relates te the practice of education
15 admissible. whether an the torm of deductons from metaphysical
claims about the nature of man and the world or in the use of analyteal
methods to resolve philosophically perceived educational problems By
4 courieous extension of the term ‘theory’. the conclusions might bhe
sad to constitute philosophical theory of education In other words. hke
psschology and sociology and other apphed disciphines. philosophy
could go about 1its own business of manufactunng 1ts particular brand
ot educational theory \

Fducational theory building 1s more commonly interpreted as o strictis
scientific enterprise, at present far trom the ideal of aninterpreted axio-
matic svstem but striving n that direction In this context, philosor hy
might be considered relevant to the following aspects

Methodological Problemy that Arie i the Scaenttfic Study of Lducation
This would mvolve the apphication ot philosophy of saence (and souial
sotenee) Moreover because many soaal saentists sull believe in tes

$aith of value-tree saence and in ¢ value neutrality of means they
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dare not avare of the relevance tha  eneral value theery ethie, and
socnl philosophy mught have for then scentihe work

Fhe Setung of Lducattonal Goals
In devising theoretically-based techmgues. soal seientsts often insiet
that they are enly competent to determine the most ethaent means
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They look to the “policy makers’to establish the desired ends Sometimes
it 1s even thought that philosophers have a place among the pohey
makers. At least they are . sually looked to for the clanfication of the
often vaguely stated objectives. This has probably been the most com-
mon mterpretation of the role of philosophy 1 education and of the
dwision of labour between philosophy and the social sciences 1 1ts
system ¢ study lt1s basically th= positon that has been taken by a
number o¢ philosophers- for example, Max Black. C 5 Ducasse, Witham
Frankena, D J. O'Connor ®

The last of these devoted a whole book to the topic Apart from the
contnibution of philosophy to the logcal structure of scientific 1nquiry
in educagon, O'Connor behieves that 1t 1s aimost entirely absorbed with
the aims or ends of education  As Passmore? pomnts out, O'Connor
reaches this ~ery hmited conclusion by completely 1gnoring the direct
interests of phitosophy 1n the processes of education The same neglect
1s evident 1n the other writers | have mentioned

In a recent article®. O'Connor defends much the same posttion as
i his book He sull s that “theory” n the strict sense applies only
to efforts at explanation on the model of the physical sciences, and thus
that educational theory results from the attempts of vanious scientific
disaphnes to explain educational phenomena He agrees that value
judgments affect educational decisions. but they do not form a part of
educational theory because they cannot fit into a common logical struc-
ture with emparical arguments The most that can be claimed for the
normative role of educational theory (i the strict sense) 1 that 1t may
wsue in echnical prescripuons  that 1s, given an end that we agree 1
Jesirable. a scienuiic theory may indicate the most effective means for
achieyfng 1t In his general approach. O'Connor reflects the standard
pn»ll&sl view on the strictly second-order role of philosophy. on what
counts Las an explanation, and on the complete logical separation be-
tween factual and value dmms In his division of labour between scien-
ufic educational theors and the contnibution of normative discour e
O'Connor draws too sharp a distinction between the means and ends
of education

Philosophy of Education is Simply Philosophy

This proposal 1s ambiguous it could mean that the phlosophically 1m-
portant questions about education are of such generahty that they do
not warrant a distinctive branch of philosophy called the ‘philosophy
of cducation’. they are handled as part of general philosophy This s
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the conclusion that O'Connor and Black. Yor example. reach The pro-
posal could also be interpreted as meaming that the issues of education
are so significant that philosophy must essentially be philosophy of edu-
cation Such an approach is illustrated. to a large extent. n Plato's
philosophy, and even more thoroughly 1n John Dewey

In Democracy and Education, Dewey observes that the tradition of
European philosophy began with educational questions about the learn-
ing of virtue, that in order to answer these questions the discussion
moved to the nature of knowledge. to the change from ignorance to
wisdom. to change in general and so on The inquiry was brought back
W education with questions about instruction Again this led off to an
examination of the relationship between thought and action. intellectual
and moral virtues, and to the problem of tension between education
with 1ts stress ou theorv and cniticism and the general hife of the com-
mumty moulding its members to conformity of action according to the
prevailling customs  Although the theoretical questions soon became
detached from their practical context, European philosophy arose as a
theony of cducational procedure”” Philosophy. education. and society
according to Dewey stand moan inumate relationship and one cannot
profitably undertake philosophical reform without attending to “the
others His own effort at reconstruction 15 a return to philosophy as
‘philosophy of education” He emphasizes that the latter

is not an external application of ready-made deas 1o a system of practice
having a radically d Terent origin and purpose 1t s only an exphen tormu-
fanion ot the problems of the formaton of nght mental and moral hab.tudes
In respect to the dificulties of contemporary socnal hte U

The first wav of interpreting the daim that philosophy of education
i simply philosophy 50 1 behieve. dearly mistaken Borests, to some
extent, on the assumption that because ‘education’ 15 not classitiable
m the same way as saence’ or ‘mathematies’. of makes no sense to talk
about philosophy of education” This only shows that «t makes no sense
to suppose that “phidosophy of education’ s exactly analogous to “philos-
ophy of saience’ or “philosophy of mathematics” The assumpuon s dog-
matic and unthinking Following it hiterally. one would have to discount
such acceptable and respected fields of philosophical inquiry as philos-
ophy of action, of law, of language. of religion (uniess one stipulated
‘theology). of morahty ot the political order and even philosophy of
mind (or philosophical psschologyy Tt as surely cither trivially true or
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mustaken to observe that all these ‘philosophies of are ssmply philosophy
(with a capntal P). ) N

The interpretation also tends to assume that, evenfon the purpose
of application, the essential work of phiosophy ¢an be adequately
accomplished at remote levels of generahty. . FNs ignores the important
modifications that the particular context frequently forces on the mode
of philosophical reasoning and the apphcatgp ‘of philosophical cen-
clusions reached elsewhere. If one were follow:?; the interpretation. one
might suggest that there 1s really no need for, say. philosophy of history
and philosophy of social science. that after a!l one sir ply applies-he”
conclusions of epistemology. However, when philosophers pay close
.attention to the practuce of history or psychology, they find that the
answers to certain common questions (e.g Whatas explanation?) cannot
simply be transferred. that there are some problems 1n these fields which
do not anse even when attention 1s focused on problems of knowledge
mn the physnca]’ sciences. With more expenence of the actual context.
1t has even beén found that history cannot be treated merely as a social
sience Finally 1t need hardly be pointed out that an apphed field 1
not disquahfied as legiimate 1n philosophy just because 1t draws on ;.
one or several exising apphea fields 1n addition to philosophy pur'a'/
and simple (whatever that may be) If this were the case. we woulld-
again be forced to reject most, if not all, ‘philosophy of -

These rejoinders do not demonstrate that there should t_ phmlosophy
of education’ They do show thataf educatiorts of sufhaient pmlosophi-
cal mnterest, there 1s no good reason 1n the practice of philosophy why
it should not constitute a distinct area of inquiry

The second interpretation—which makes education the central concern
of philosophy—1s obviously too restnictive There are many philosophical
questions directly related o education which may be discussed for their
own sake or 1n some other context ind there are important philosophical
queﬂ:ons which have hittle or no beanng on education What Dewey’s

-

comMents on the connections between philosophy md education show
is that education has been viewed as an activity worthy of philosophical
study, not just n the sense that 1t could be #:téd nto ready-made doc-
irines. but as a4 source of distinctive philosophical problems and a testing
ground for solutions proposed 1n other setungs There are frequentllus-
trations of this last pownt 1 Democracy and Education On the basis
of hs examination of the meamng of interest, for example, 1n the

teaching-learning process. he cnticizes the C artesian and empincist doc-
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trines of mind and proposes an account of subject-matter. disciphine.
and intelhgence (‘not a peculiar possesston of « person: but a character-
stc of his actvity’) as an aiternative to what he believes are the falsc
consequences of these doctrines for education ** In Gilbert Ryvle's The
Concept of Mind. not only are most of the topis. immediately relevant
to education. but there are many sections 1n which he examines the
logical aspects of educational activities (e g. teaching) or explores some
more general activity (e g understanding. intelligence. theonzing) as 1t
occurs 1n the context of education There are similar examples scattered
through Wittgenstein’s Philosophical Investigations In the well-known
proposal for a revised program in epistemology towards the end of The
Concept of Mind, Ryle outlines two aspects: the tneory of the sciences
(‘the systematic study of the structure of built theones’). and the theory
of learming. discovery. and invention Of the latter he savs-
As there do exist the prac'ﬁce and the professton ¢! 1eaching. there could
exist a branch of philosophical theory concerned with the concepts of learn-
ing. leaching. and examiming This might be called “the philosophy of learn-
ng ‘the methodology of cducanon’ or. more grandly. ‘the Grammar of
Pedagogy’ This would be the theory of knowledge in the sense of being
the theory of gemng 10 know The study would be concerned with the 1erms

in which ceram episodes 1n the hves of individuals are described and
prescribed for by teachers and examiners !

I hope these brief references are sufficient to suggest that the practice
of education 15 indeed of substantai philosophical interest and may thus
reasonably constitute 4 distinctive branch of philosophy  Although the
precise scope of philosophy of education might be difficult te settle.
I find it an extraordinary thing. both on account of the histonical connec-
tions and the nature of the case. that the viabihty of philosophy ot edu-
cation could be senously que 'ioned No one. 1 suppose. has really
doubted whether language a complex human activity. subject to inten-
sive saentfic study. so closely related to thought and general human
development. and of such soual importance -deserves to be a4 special
tield »f philosophical study Wiy should anvone be more sceptical about
education” It. oo, 1s 4 complex human actuvity. it s subject o intensive
scentific study. at ity core, 1tas the deliberate process by which people
are initiated nto the basic modes of inquiry and organized bodies of
knowledge. 1n anv society bevond the primitive stage it involves radically
impartant institutional torms 1 think it can be claimed with justice 1hat
the onus of proof 18 on those who suggest that education does not deserve
sustamned philgsophical study
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Before concluding this section. I wish to comment on one role of phil-
osophy 1n respect to education that 1s commonly mentioned the pro-
wision of a general perspective In both interpretations of the claim that
philosophy of education 1s simply philosophy. this 1n essence 15 what
s role comes to. In the first, one could just as well substitute any other
human enterprise for education In the second, Dewey's posttion, philos-
ophy develops directly 1 relation to the problems of education. His
argument 1n 1ts bare outline .his* while science presents the facts about
the world phToscphy explicates the kind of permanent disposition to
action that the world as disclosed by science exacts of us Education
15 the process of forming these fundamental dispositions Thus philos-
ophy 15 the general theory of education 1

Metaphysical systems that make positive existence-claims about the
ultimate nature of things also provide a general philosophical perspec-
uve for education. as they do for everything else However, they are
remote from the problems of education and at best justify broad empha-
ses that are compatble with quite diverse practices Even then they need
t be taken as hypotheses or as metaphorical poetic-hke interpretations.
if they seek to be treated as literally true. they ¢ncounter philosophical
arguments (beginning with Hume and Kant) that seem to be decivive

Some contemporary philosophers have suggested that philosophy can
provide a general perspective that 15 immediately related to the process
of education 1self Although through most of O'Connor’s book philos-
ophy 15 asagned 4 acgative role. there 1s the brief suggestion that 1t
otlers a reahgnment of experience. not knowledge but understanding
4 new pont of view on what we already hnow '* dsrael Schetfler
expresses 4 somewhat amitar opinton 1n the mtroductien to hisv hook
The Language of Lducaiion He suggests that. in the bght ot the present
development of saence philosophers may attempt to sheteh o general
perspeclive in WO Wass

[ither by building on acceped findings and common ¢xperiences in vanous
domains 1n order to elaborate a pieture ot the whole world. or by analvaing
the base ideds and assumplions “=curring 1 a varety of special fields '

Although the tormer may be theoretically possible. the sheer vastness
and speaalizauon of saentfic knowledge raise extremely serious prae-
e o] difficulties tor this reason recent philosophers have taken the
Tatter approach As Scheffler observes. however. there 1s corsiderable
varation in the range of the perspective sought even at this ievel
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To the extent that philosophy 1s seeking a general perspective on the
varieties of knowledge and intelligent inquiry, 1t 1s addressing atself
immediately to one of the most fundamental questions 1n the design
of anyv program of general education how the methods and findings
of different disciplines may be ordered and related mn 4 curriculum

111

Before attempting to draw together the positive conclusions from this
discusston. I think 1t 1s necessary to comment somewhat more explicitly,
although bniefly. on two aspects of the topic: the nature of apphed
phitosophy. and the present state of educational research

Applied Philosophy
There 15 a tendency to draw a sharp distinction between pure and
apphed philosophy However, with the excepuion ¢f mathematical or
formal Ihgic. 1t seems that atl philosophical inquiry 1s apphed We may
make disunctions of degree for example, 1n terms of the generality of
the field of application (as between, say. theory of knowiedge and philos-
ophy of scrence. or phitosi.phy of action and ethics) or in terms of the
kind of appled field (4 discipline, a set of practical activities, ne
combination of the two) or 1n terms of the kind of empirical knowledge
on which the philosophical methed 1« employed (everyday observation
and common experience, introspection, experimentally supported con-
dusions, scientific theories) One of the distinctive philosophicat concerns
in any apphied field 15 with the logical features of the characteristic con-
cepts used 1n or about that field the togical conditions which must be
met 1f terms are to be used 1n the way appropriate to the context. the
logical connections between the concepts within this context. and ba-
tween these concepts and those in other settings as Ryle putsat, *working
out th= panties and the dispanties of reasoning between arguments
hinging on the concepts of one conceptual apparatus and arguments
hinging on those of another® '

tn order to perform this broadly logical task. the philosopher must
use factual hnowledge and hisy conclusions will nevitably affect what
we take to be the state of affairs Even in analysing the concepts of
ordinary language, a philosopher at least has to appeal to what he sup-
poses is known by himselt and others simply as speakers of the language
the actual usage of a term It has becic suggested that even here there
s need for more svstematic empincal evidence of whatin fact the usage
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is. Passmore makes the pomt, perhaps a lttle unkindly, 1n his discussion
of Ryle’s disunction between ‘use’ and ‘usage’.

Ryle’s answer 1s that he does not necd to study usage The philosopher already
knows ‘the stock use’, as a result of a number of salutary corrective processes
“in the nursery’ and in the later stages of his education. But this 1s true only
in the sense that the philosophér ordinanly knows how to use a word 1n
its more common contexts, of how to give a rough ndication of its meaning
w0 a foreigner That 1s very different from the really accurate knowledge of
nuances needed for a serious discussion even of ‘the stock use’, Ryle's nurse,
to point my case, apparently did not know here was such a word as ‘misusage’
and his best friends had never told him that one really must be careful in
using the word ‘synonym' ¥

Apart from helping to clear up cisputed questions of usage, well-
founded empirical knowledge 1s probably also needed for an adequate
philosophical analysis of even the most common features of experience
Writers 1 philosophy of raind, for example, frequently argue from the
way m which we learn certain kinds of words. Thus 1n Anthony Kenny's
Action, Emonon and Will, the way children learn emotion words 1s cru-
cid at one point to his philosophical purpose. Incidentally, although
Kenny 1s much more sensiive to the findings of psychology than many
others who deal with topics tn philosophical psychology. his only refer-
ence on this occasion 15 to Wittgenstein's view.'®

In all aspects of applied philosophy not only 1s there this interchange
between the formal and the substanuve, but there are circumstances
in which 1t 1s appropriate for the philosopher to engage 1n arguments
and propose conclusions of a substanuve kind Common usage 18 not
an unquestionable criterion; sometimes 1t 1s quite inadequate or radically

* msleading and the philosopher needs to argue for 1ts reform The place
of substantive argument 1n philosophical mquiry 1s particularly well
dlustrated 1n the field of ethics Suppose we start with the suggestion
shat ethics be restricted to an account of the logic of moral language
Ever m this task, 1t will be necessary for the philosopner to become
acquamted with the main vanations in moraluy and the use of moral
language 1n both contemporary and historical perspectives It 1s not
enough for him simply to know what other ethical theorists and moralists
have sard He wall need to be informed by soc.al science, history, litera-
ture. current affairs At the same time, his conclusions about the logical
features of the moral domain. unless they simply catalogue the van-
ations, must dctermine, at least 1n a general way, the substance of what
15 acceptable as morahty. But I think the moral philosopher should go

Q o~
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further to examrne moral problems and suggest ;olutions When a group
of people faces a serious moral choice. 1t 15 obvious that a great deal
of expert knowledge 1s relevant to an adequate response If a decision
is to be reached. this knowledge must be co-ordinated at some point,
and whoever does 1t will have to be famihar with anc rely on the findings
of experts 1n severai ficlds Among all the contributors. I beleve the
moral philosopher has a particularly crucial role in this task What he
does as his special competence. clanfying and refining the logical charac-
ter of the disinctive moral concepts and arguments. 1s normatve for
all kinds of inquiry into morahity and already requires himt to knoa
related work in several empincal fields as well as the wntngs of
moralists and ethical theorists

I suggest that the situation of philosophy n relation to education s
analogous In commenung on Dewey's method in Democracy and
Education, O'Connor complams that he goes beyond the philosophical
limits 1n discussing questions of psychoiogy. sociology. and educational
method and 1in examining the aims and nature of education in a way
‘which does not fall obviously into any convenuonal academic prov-
nee ™ O'Connor v Hbsewed with the mmportance of the formal-
substantive distinction 1 do not necessanily wish to defend Dewey's
conclusions or the details of his method. but I believe that. hike the
ethical theonst addressing himself to a moral problem. he 1s integrating
knowledge from a variety of disciplines. in an essentially philosophical
way. 1 order to provide a general guiding theory for the conduct of
education

T'he Present State of Educational Research-"

In the following comments. I shall simply highhight the characteristics
that seem most related to an assessment of the role of philosophy 1n
the development of educational theory

(1) Probably the only examples of general theories i educational
research are those of operant and classical conditioning. and these can’
be cnticized for not providing an adequats account of the learning with
which education i crucially concerned For the most part. empincal
investigation s devoted to establishing statistical generalizations about
a hmited range of social or personal factors. causes of behavioural
change. and so on which are heheved i be relevant to education A
large part of recent sociological work. for example. has been tryving to
idenufy social factors (e g class. race. rehgion. region. institutional set-
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ting) related to academic success. It has been found, for example. that
rhe self-concept may. under certain conditions, have 4s much to do with

wdemic achievement as social class Many studies have been done

poverty and cultural deprivation. the quality of segregated education.
the reasons for school withdrawal and failure at various levels. Socio-
logists often employ orgamization theory They see schools as complex
bureaucratic organizations to which they apply such soctological
concepts as class. status. and power.

Although there have been many studies on detailed aspects of
language (verbal learning. reading. Listening. speech. communicating).
they have not been carned on n the context of any comprehensive
theory of language behaviour (operant and classical conditioning have
been most influent:al in work on verbal learning) and they have not
issued n any general theory to guide classroom teaching and learning
in these areas This. I think. 1s typical of all phases of empirical research
in education at present The expenmental design 1s often very sophisti-
cated: sometimes. however. this may be a substitute for thinking about
the more fundamental 1ssues discovering the serious problems, devising
worthwhile hypotheses. etc In an attempt to achieve the ideal of a gen-
eral theory, some researchers. encouraged by a number of philosophical
comments on educational theory. have mistakenly attempted to employ
a formal deductive scheme as a model for the stage of theory building
They confuse the reconstructed logic of certain built theories with the
logic of procedure in building a theory

(1) As noted earher. the problems studied are frequently detached
from the total enterprise of education and percewved n the context of
this or that particular social science Empirical researchers. as well as
philosophers of ¢ducation. have been disturbed by this disregard for
the educational question Piaget’s account of developmental stages. for
example. 15 no doubt useful for ai educator Among other things. 1t
indicates what we mayv typically expect in the present circumstances and
ilustrates vividly the mmportance of logical sequence But it does not
answer the educator’s question about the kind of delibera~ instructional
intervention for which he should be responsible in the child’s hfe at
a certain age Fducational research may find out that a particular
method will accelerate the acquisition of a later stage. or remove d stage
altogetner af 1t 1 judged to be undesirable (as may be the case with
on@ of more of the typical stages of developmtent 1n moral reasonming
thal Kohlberg has described) This oull does not settle the educational
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guestion. Even if children can be taught algebra at age five. there are
other practical issues and questions of value which affect the decision
on what a child of five should be doing with his hfe

The point which is crucial here his already been mentioned A study
of education as educa’:on must accept its main concepts (teaching and
learrung and the whole w=b of concepts that i1s formed ar.''nd them)
with the normatve force they have in that complexly interrelatcd patiern
of human actvity which comprises the educative process Like science.
trorsality, and many other practices. what counts as education is not
sitv ply what 1s being done or has been done at any time in the name
of euccation. it involves an ideal. "Education” and its associated concepts
are shaped by episternological. moral. and aesthetic criteria The neglect
of the distiactive language of education 1n empirical research 1s evident
atvarious 'evels Pracucally all experiments in verbal learning have u-xd
groups of words (or nonsense syllables) without regard to the possibly
significant influence of grammatical structure a senous deficiency f
one's nterest 15 in the learning and use of language most related to
euucation More generally. psychologists have tended to neglect the
studs Hf the more complex intellectual activities (1n science anu the arts)
that are central to dehberate education

Among the more constructive approaches to educational research
duning the past few year. nave been the attempts to study teaching
1nd learning together 1n tLe classroom and to develop theories that relate
to both aspeces Specific work has been done on meamingtul verbal learn-
ing with particular reference to the relationship bet. earlier and later
sets of verbal learnings Some approaches to classre .m research have
taken an interdis. phnary perspective. have Deen senstive to the
phenomena being studied in devising classific story sehemes, and have
recegnized the distiactive educational concepts #!

{n) Much educational research. inciuding the approach I have just
mertioned, has been preoccupied with description and explanation
Such wors 15« Sviously valuable and may contribute either directly or

whrectly o educational theory For example. Talcott Parsons ponts
out that the school viewed as a sccral system s performing two basic
tasks 1n contemporary American society developing comnitments and
skitls for the performence of adult roles. and acting as a selective agency
for the work force Tty 1s useful information, buc we sull need to raise
the cructal educatior al question of whether this i what schools ought
to be doing In oter words. a large proportion of research has been
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neglecung the fundamental aspect of educational theory whith as we
aw, 15 stressed by Hirst an orgamized body of knowledge wssuing an
practical judgments to gumde the conduct of education | have already
at least hinted that this task s mor® than anything else a ph 'osophical
one Social scientific theories have become guiding doctrines for edu-
cational practice—tut they undergo a philosophical conversion 1n the
process Sometmes this may not be self-conscious, as when group
dynamics imperceptibly takes on the charactensucs of a comprehensive
theory of truth and value On other occasions itis quite exphatly devised
as philosophy Of behaviounsm. B F Skinner says that 1t s “a philosophy
of suence concerned with the subject matter and methods of psychol-
ogy’ 2 In fact. | think 1t has been fuirly conclusively shown that 1t i
a philosophy of man as well #* Skinner’s theory shows, incidentely. that
the mtegrating philosoph:cal work need not necessantly be done by a
member of the phylosophical ginld What is important | think. 1s that
it be recogmzed for what 1t is- This apphes equally to the small-scale
philosophical work that needs to be done by scientists in e day-to-day
conduct of their ingquiries

In stressir  the philosophical dimension of prescniptive educational
theory. | assnme that questions about educational pohcy and the nature
of the process sho!uld be examined within educational theory and not
left simply to the decision of some external will (the government. the
community. and so on) or to the chance consequences ot the technigues
~¢ employ Even if the scientists in the stue of educanion claim that
they only presenbe the most efficent means for reaching an externally
determined end. the problem of co-ordimaung the prohiferated and
tragmented research sull remains

I should stress that the position. defended here (and what was sad
about the role of the moral philosopher) is not an appeal tor ‘philosopher
kings I a democratic soaety. the political decisions affecung education
are not made by educational theorists as such, any more than the politi-
cal 1ssues of war and peace are settled by experts in political science.
cconomics. nternational law, ethics, and so on The pont I wash to make
s that 1t does fall within the scope of education as a disciphined inquiry
cntically to exanine the values that are actually shaping the educationd.
process at any tme and. where necessary. to argue for alternatives 1n
the hight of educational criteria Thisis a quite duferent interpretation
from th.. one which 10 1ts crugest form simply says. “You (the group
with eficcave political power o the situation) U " us what kind of end-
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product you want from the educational system, and we will devise the
most effective ineans for getung 1t

v "
In the systematic study of education. | think 1t 1s us=ful to dnunguish
two aspects the nature of the teaching-learning process. and the insti-
tutional forms of education in social context These two aspects are
mtimately related Whichever one 1s emphasized. the basic purpose of
the study 1s to provide a body of knowledge and techmques for the
effective guidance of educational pracuce This includes the quest for
more adequate explanation and understanding of the process in order
both to suggest new knowledge for the improvement of practice and
to strengthen the theoretical framework. It should be nouced that the
theonv as well as the procedures » mmportant for those who have
:mmediate responstbility for the - rocess If the teacher grasps the theory
of what he v dotng. not saly does s own life and work become more
mtelligent bu* because teaching cannot be reduced to a set of clear-cut
rules. he s more likely to adapt effectively 1in novel sitvation,
The guastion now 1s how various diseiphines. and philosophy i par-
ticular, are mvolved 1 the development of such educational theory For
. the sake of aimphicity T will reter only to philosophy and psychology
/ Althcugh there ere important difierences between psycaology ard econ-
omics, t . example 1n the kind ot bearing cach has on the study of
education. what | am saving here may be * ken as refernng to all apoied
wiences 10 this field W ~hould distng.ash. 1 think. three levels 1 the
study of education
The arst of these involves the core of educational theory  Because
of difhiculues with the term “theory’. we should perhaps speak of 1t as
educational theory and pobicy in any case. 1t includes (4) the cntial
analysis of the disunctive concepts that are employed 10 the context
of edneation. and (b) the systematic working out of practical judgments
to gude educational practice For the reasons already given. the first
of these 18 clearly philosophical and the second. beyond quite speatic
tssue . relies most Yeavily on philescphical skills to draw together the
watematic empirical knowledge and practical expenience of education
into a relevant and justified no:mative educetional theory The position,
as | have suggested. i compurable to that of the cthical theorntin the
examination of moral 1+ aes
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The second level includes philosophy of education, psychology of edu-
cation, etc The areas are distinguished by the charactenstic methbd:
they use and the knowledge they apply They consutute philosophy.
psschology. et of education to the extent that they employ the concepts
of education o~ clanfied at the first level, and address themselves o
protlrms that orise from and are framed within the conduct of edu-
cation If this 15 done. the prospects for interdisciphnary studies are
enhanced and ihe raw muateriil 1s already shaped for assimilation mnto
the core of educational theory

At the third level | am placing disciphines Iike: philosophy. psychology.
and so on that may mquire mto aspects of education on their own terms
or deal with topics not about education but clearly relevant to it We

should distinguish here. however, between disciphnes that, because of

therr affinitve o what v involved in educating, mav form eftective
branches « £ educattepal theory at the second level and those that ireat
education of appls o1t from, as 12 were, the outade (e g architecure
demography economies law, statisties) In relation to this scheme cur-
nculum design and theory of mstruction draw on e h of the three lesels
as well as on the discrphines and other modes of organized knowledge
that torm the content of the curnculum

For philosophy of education (as part of the second level) | think the
tollow.ng aspects might make up the broad outhnes ot a program  The
tend to have one or more ot three focal pomnts the teaching-learning
process the school as an institution. the watematic study of education
In some cases. 1t s only philosophical method which 1 being apphied
to questions and problems distinetive of education. in other cases there
i also an apphicaton of more generdl philosophical distinctions and
theories -

(11 logi 1l features of the processes of b aching and learning related
o more general questions 1 the logic of crineal ingnrs,

{n) general perspective on methods of inquiry an - domains of know-
ledge Philosophy of saence, of mathematics ete as cach bears on the
methods of teaching and organizing the arex ot study within
curriculum -

(1) moral and soaal philosophical questions about the general prac
tice of edutation (as process and imstitution) ity relationshio to cultural
transmission « nd change  values o the studyof cducation  mordl
cducation

r
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(v) aestheties in relation to the general piactice of education and
tr curriculum and teaching methods 1n literature and the fine aris,
(v) aspects of the philosophy of mind and action that bear on philo-
sophical work at the first level (the core of educational theory ),
(v) phulosophical acpects of methodology 1n the historical  and
wuentific study of education
Among the contributions of general philosophy (the third Jevel). 1t
1 obvious that philosophy of saence of mathematics of history, et
have spedial relevance for methods of teaching and organizing specitic
areas of study within a curriculum
Although 1t 15 not logically required. | believe that there are good
practical reasons why philusophers will make their most valuahle contri-
bution to educational theors both at the first and second levels if they
work directly with teachers, curriculum experts. social scientists. and o
on. on ditinctively educational questions As a consequence. | think
It 1s 4 sertous mistake to organize research in education on the basis
of applied disuphines in llxnlalmn No important research that issues n
gudance tor educational practice can be adequately treated within the
methodologs and hindings of one applied disciphine Both in the toncepts
sitemplos and the questions of value it involves. there 1s ap inescapable,
if sometimes obscured  philosophical dimension
[ have been concerned throughout this discussion with the relevance
of philosophy to edi cational theory and rescarch and have only by 1m-
phcation reterred to the place of phiosophy 1n the teaching program
of a school of education It 1 am correct about the role 1t should play
in developing the core of edvcational theory. then obviously there should
be a suhstantial philosophical component in any sentous gradu te
program in the study ot education In crder to approach the examination
of educational 1ssues with any degree of methodological sophistication.
udents must he weil grounded in at least one of the disciplines that
make up the second level in cur scheme In practice: most students can-
not hope to be adequately guahtied i mo-e than one uch Jisaipline
Hen:  higher degrees i educati n (at 'eas. research degrees) need to
he undertaken trom the perspective of one or another of the applied
disciplines in the second level The core of educational theory, (level
’ one) to which all these die ~lines contr bute shoukd, however, form a
part of the curreulum that s common to the speaialized programs
It 15 sometimes ddain ed that higher degrees in philosophs (history.
e yof education should re undertaken in the départment of the ‘parent’

o 5V
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discipline When departments of philosophy (to take the case 1 am
mainlv concerned with here) offer godfses on education”and encourage
theses on educational problems, this 1s obviously a desirable devglop-
ment_and one that educational theonsts should welcome However, be-
causetg the complexity and importance of the practice of education.
the intensive empirical study of which 1t 1s the object, and the many
aspects under which philosophy is relevant, 1 bgheve that higher degrec
studies from the perspective of philosophy should be mamntaiged and
developed 1n schools of education Such studies are disunguished from
philosophy of education 1n the context of general philosophy, not only
by being far more comprehensive and systersatic 1n their treatme of,
education, but by their interdisciplinary character The degree work
presupposes a background in general philosophy and a continued study
of the parent discipline, but 1t 15 a degree 1n education

As | have already mennoned, each of the applied disciphnes should
contribute to a common ground of educational theory Thus, 1n every
case. the degree 1s 1n education but from the aspect of philosophy, or
history. or psychology. etc In this respect, a graduate program in edu-
cation 1s comparable to that of any uther interdisciphinary field of study
focused on a signihcant human mnstitution (e g the study of law, politics,

language) ~

Notes and References
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Part Ii: The Nature of
Education )

The serous discussion of any particular questyon of educational practice
will inevitably reflect at least some elements pf a normative theory—an
account of what one believes education, ideally, 1s about. The two chap-
ters in this section argue for a theory of this kind. It is one that interprets
schooling as a systematic introduction to the main symbolic form§ of
culture for the sake of the range of critical understanding and appreci-
ation which this makes possible in human life It is, thus, a form of
liberal education, and the first chapter argues specifically against various
alternatves that interpret the school in a predominantly .tilitanian way
(e.g. for social adjustment, politieal reform, economic prosperity) The
chapter sets out a number of general conditions that need to be satisfied
if the practice of liberal education 1s "o realize the promise of its intrinsic
values.

In its emphasis on public modes of knowledge and siandards of
rational, objective inquiry, liberal education runs counter to the doctrines
~f romantic individualism. In the discussion of education, autonomy and
creativity have been among the key concepts used by recent exponents
of these and related doctrines The main purpose of Chapter 4 1s o
argue that autonomy as self-assertion —the supremacy of the individual
will in thought and action—cannot be an aim of liberal education, for
the latter 1s primanly directed to the growth of rational understanding -
thought and action subject to criteria of rationality and objectivity not
determined by individual choice Self-cntiism 1n the light of these
criteria 1s among its intendes vutcomes The kind of personal freedom
that liberal education offers 1s, first, the intellectual independence that
comes through being able to apply these critera with understanding
and, second, the range and quality of significant choice that a knowledge
of the main symbolic modes of culture makes possible
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Chapter 3
Characteristics of Quality in Education

The Instrumental View of Education and the School

It has been commonly assumed by conservauves and reformers alke

that the school 1s and should be a crucial instrument for promotng

their vision of society. In modern industnialized societies. of whatever

ideology. the school has tended to be vaiucd largely as an agency for

training and selecting efficient personnel for the system, and for devel-
ng national poliucal 1dentty.

Among reformers. both hberals and egalitarians have until very re-
cently taken the connection between school and socioeconomic oppor-
wmity for granted. and their concern with the school as an agent of
social reform has focused almost exclusively on the promotion of equal (
economic opportunijy.® For the liberals, 1t has been a matter of making \
sure that schooling, thought to be the major instrument of economic \
opportunity, would be equally accessible to all groups in the society
For the more egalitarian-minded. the objective has been to ensure. as
uearly as possible. equality of scholasuc outcome for all groups 1n the
soctety—and this involves treating individuals and groups quite
unequally during the process

Gven that schooling has so commonly been valued mainly as an
instrument for achieving certain non-educational egds. 1t 1s not surpris-
ing that educational instututions would reflect a ‘factory’ or ‘managenal’
model of organization. 1 that the making of a human being might
be thought to be analogous to the making of an automobule.

While some of the social reformers have been directly concerned abou?
the form and content of schooling tself. the question of what schools
do in the name of education and what real relationship there 1s between
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scholastic . chievement and the performance of a job has largely been
overshadowed by the belief that access to schooling 15 the key to improv-
ing an individual’s or a group's chances in th.o competition for social
and economic advantage The attempt to use the school in this
mstrumental way has had at least two important consequences for the
achievement of quality in education the continual inflation &f scholastic
credentiais, and the prohferation of all kinds of formal courses for
acquiring skills and knowledg- that were previously learnt on the job

or 1n some other way *
Recent writers who have focused directly on the nature of schooling

display a very broad spectrum of interests Many have been trying to
work out what schools (or some altermative to them) might usefully do
for the apparently large percentage of the population that ha< neither
the ability nor the interest (0 €ngage in sertous academic work Another
substanuial group has been proposing various reinterpretations of school-
ing that place 1t more effectively at the service of a favoured pohitical
objectve In relation to the theme of quality, the effort to shape the
practices of the school so that chey both reflect and promoté egalitarian
principles 1s particulaily significant The emphasis on equality 15 not
logically .acompatible with a high level of quality in education How-
ever. 1n the face f practical difficulties. the/bias 1n the egalitariin
position seems to tend n the direction of mediocrity

Various Senses of *Education’

While the question of what constitutes quality n education cannot
ignore the uses to which eduation may in fact be put or be tailored
to serve, | shall approach the question by atteinpting to treat education
as far as possible on 1ts ¢vn terms What I mean 1 that, despite 1ts
humble ancillary ongins. the practice of education. like such other prac-
tices as art and literature, has in the course of its history acquired a
degree of autonomy It may promote a varely of ends. but ther s
a limit to what may ,usufiably o1 cven intelligibly be doneNp the*name
of education 1t may be interpreted from a variety of perspéctives, but
a psychotogical ur poliucal theory of education. for example, 1s not
necessanly an educational theory It the discusston that follows, | shall
be commenting directly on the &haracteristics that disunguish a high
level of quabity in the practice of education Decause educanon has be-
come a notoriously vague and ambiguous concept, it will first he necess-
ary to mark out exphatly the boundaries within which | am examining
the cnitenia of quality 1 education
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There 1s the sense in which education refers to the total range of
expenences by which human beings come to maturity in the context
of a given society and culture Even n us broad interpretation, while
virtually anything may contribute to out education, not every experience
15 necessanly educational TFhe notior of ‘matunty (or 1its equivalent)
imphes some standards by which change over 1me in the hfe of a human
being 1s evaluated People may differ on what these standards are. and
thus on what counts as being educated

Although much of education. undersiood broadly, may be incidental
or even fortuitous, there has to be some dehiberate effort on the part
of adults 1n a society if 1ts new members are to acquire distinctly human
ways of thinking, feehng, imagining, communicating, acting, and so on
that 1s. the skilly 1nvolved are not simply given as a matter of genetic
endowment, nor do they emerge spontaneously in the course of growth
The dehberate effort to develop these skills constuitutes a somewhat
narrower sense of the term ‘education’ The procedures by which young
children learn to speak or to recogmze that there are important duf-
ferences 1n the way we should treat persons and things are obvious and
crucial examples

There are some distincuively human ways of thinking, feeling. etc —or
at least some aspects of them—that most people do not easily pick up
informally. even with the encouragement of those who are already
accomphshed Their acquisinon depends on. o1 's greatly facihtated by.
a sustained and systemauc effort at learming under the gwdance of
othets who by traiming and experience are spectally qualified for the
complex tasks of teaching thatare involved Obvious examples are learn-
ing to read with cntical appreciation and to wnte with preaision and
style Such teaching and learmng form the practice of education n an
even more specific use of the word. While this practice might be con-
ducted 1n a vanety of ways. it has n fact given nse o the di ainct socal
imstitution called the schoo: In examiming charactenistics of quahty in
education. I am referrng to this selective systematc induction into
aspect. of cuiture and social hfe associated with the nstitution of the
schoos Even 1n this restricted sense. the engagement mn education 1
by no means hmited to childhood and adolescence However, i the
present context, ii 1 this age range that I mainly have in mind

| must further stipulate that in this discussion I am refernng to school-
ing only 1 so far as 1t 1s concerned with hiberal education. that 1. as
1t contributes to the knowledge. skilis, and attitudes thought to be desir-
able for human beings as such, regardless of the specific roles that they
[
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may play in hie. Histonically schooling has been beoth liberal and vo-
cational. Sometimes these have been combined, even closely integrated,
in the school curniculum. on other occasions they have distingwished
different kinds of schools” It 15 an interesting feature of the western
cultural tradition that several of the influential 1deals of an educated
person (in the general sense) have grown out of vocational and pro-
fesstonal wdeals 3

In demarcating the concept of education by reference to schooling
one does not gain any short cut to answers on what const:tutes qualhty
in education -although the problem may be a httle more manageable
There 1s no help at all if schooling 1s simply 1dentified as what schools
i fact do, for, apart from what schools might claim to do in the name
of educating. they can serve a wide range of other purposes When
whooling 15 ussocated wath the concept of educating. and thus 1s used
1M a normative sense. we are confronted by two general and controversial
questions what activities are to count as educationei, and what edu-
cational activities should the school engage 1n? In making the above
distinctions .n the meaning of ‘education’, I could not avoud taking some
steps towards answering these questions,

There are at least three miain objections to the position 2xpressed
or implied 1n the distinctions I have made on the meaming ot “education’
The first comes from people such as hich? who argue that 1t s iniposs.
ible (at least n the conditions of the contemporary world) tor the insu-
ttion of the school to avoild having an immorally manipulative,
dehumamzing ctlect According to Hhich and those who share his analy-
sis. the school, with 1ts structured curriculum of studies under the direc-
tion of teachers. 1» fundamentally antithetical to the achsevemient of
quanty n education. The latter depends on dismanthng the school sys-
tem and relying entirely on such informal. incidental, and self-niotvated
kinas of learming as people participate i the hfe of society at large

The second and .inrd objections come from those who in different
ways demand educational reform while retamming the institution of the
school Supporters of the second objection deplore the use of the school
as wn instrument of economic opportumty. yet seek educational change
mainly for the ultenor end of pohtical and economic reform One version
of the policy of the ‘*long march through istitutions’ claims that when
the schools are given fully to educating. they develop people who are
dystunctional in a corporate capitalist economy, and o eventually bring
about 1ts downfall More usually. this objection challenges the claim
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that there 1s any independent ground on which the nature of education
and the role of the schcol may be determ‘ned. They are thoroughly
pohticized, and cannot be otherWise The only question to be settled
is the kind of poliical ends they serve

The supporters of the third objection not only wish to retain the school
but advocate the expansion of 1ts role Over the past fw decades, there
has been strong support from various theoretical perspectives for a con-

tinual prohferation of the functions of the school It has reached the®?

pont where the school 1s seen virtually as an all-purpose 1nstitution,
a conglomerate of famly. mental health ciinic, commumity centre, social
reform agency. and more Some exponents of this view simply want
to tack on all kinds of good works to the specifically educational activi-
ties of the school Others go much further and reinterpret the educational
role of the school as self-expression, mental health, social reform, and
SO on.

I shall comment on these objections only to the extent of making
my earlier assumptions more exphait. One may agree with muck of
llich’s énticisin of the actual effects of schooling and 1ts exaggerated
place 1n contemporary society without concluding that the oaly solution
is to get nd of the school altogether. Like any other human institution,
the school always stands in need of reform As part of this process.

it would be desirable to develop alternative opportunities for learning /

and to ‘disestablish’ the schoo! (for example. tc break down 1ts present
close connection with social and economic advancement) These changes
would help io free the school from the distraction of educational activi
ties that 1t does not need to perform. znd from external pressurs that
may radically divert it from 1ts disunctive educational role

In reference to the second objection. there may be justfication for
believing that. 1f only the schools were to promote high-quahty edu-
cation, they would contribute substant.aily to a radical pohtical and
soctal transformation A significant rise 1n the level of crmcz} and
imaginstive thought among the population generally would. no doubt.
factiitate vanous reforms in the present system It might even lead to
the collapse of corporate capitahism However, apart from settling the
matter by arbitrary definition, I do not see why the 1deal of an educated
per,on 1 necessarily incompauble with that of a capitalist economy
In any case. many of our basic social problems arnse from t..c condiions
of a mass technological society rather than from a particular economic
or poliical system The main point the present context is thatf the
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school, when fully committed to the task of educating, fails to precipitate
the desired revolutionary change, there 1s €very reason to Suppose that
the advocates of the long march through institutions’ policy, even 1n
its mildest form, would. manipulate the school in whatever other way
they thought 1t would be an effective instrument of revolution.

For the stronger versions of the policy, one 1s not left in doubt It
1s expheitly argued that the school 1s necessarily a pohticized institution
and that what counts as education depends basically on the pohucal
ends 1t serves® The attempt to pohticize education (and the school)
totally 1. 1 beleve, senously mistaken and undesirable. The claim that
education cannot be pohucally ném oes not entail the claim that
every aspect of education must be politidql. Among other defects, this
latter behef 1gnores the vaniety of humanvknowledge and experience.
it forces those engaged in an educational inquiry to reduce all problems,
however complex, to the simphfied dimensions that make a decision
of action possible; and 1t breaks down the degree of detachment of
school from society that 1s a necessary condition for the development
of criucal thought Except by a process of crude rduction, aesthetic
standards and critena of rationality and objectivity—which apply per-
haps even more immediately to the practice of education than to moral
and pohtical 1deals—cannot be treated as being 1n themselves pohitical
values

The advocates of the school as an ali-purpose insutution are, | beheve,
taking a very short-sighted approach to social and educational reform.
There seems to be an extreme and unwarranted confidence i1n the power
of the “chool as an antidote to the braakdown of other social institutions
or a dechne in cultural vitality Despite their exaggerations, the writings
of Goodman and llich provide a powerful criique of this fixation on
schooling The attempt to make the school ull‘hnngs to all men not
only confounds any distinctive educational purposes that this institution
may be in a umique position to perform, but 1t directs attention and
effort awav from those porats in society at which reform could most
effectively be made Iromcally the quality of what the school ¢an do
depends largely on the quahty of the general culture and the broad
range of key soqial institutions ’

On Valuing and What is Valuable

The charactenstics of high quality 1 the practice of education are
obviously 0 be determined by what 1s thought to constitute the value
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of education® The latter 1s not simply a matter of what pe()ple. even
the majonty, wn fact value n the name of education, or what kind of
value they 1n fact place upon it. It 1s possible for high quality 1n edu-
cation not to be highly valued. or for 1t to be valued only because 1t
happens to be an effective means of securing something quite diffcrent,
such as social or political power.

At the same time, there are significant connections between the
psychological acuviues of valuing and the judgment that a thing 1s valu-
able First. feelings of pleasure or, more vaguely, of saqisfaction, are
usually considered to be valuable without reference to anything else
However even here we cannot entirely ignore the cause or object of
our feelings. For example, the pleasure that a person gets from inflicung
pain on someone else does not deserve to be valued. Second. whatever
is claimed to be cbjectively valuable must be related in some way 1o
the capacities and expenences that distinguish human beings. including
their charactenstic needs and interests. The critenia of aesthetc value
would be different 1f human beings could not perceive colour and sound
as they do, and the moral domain would be substanually changed 1f
they were immune to physical pain. Third, 1t would be bizarre 1o’ 1nsist
that something was valuable if there were no circumstances 1n which
human beings ever expenenced 1t as valuable. For to say that a thing
1s valuable 1s to 1mply that 1t sausfies~certain standards of excellence
such that the appropnate experience of 1t will be humaniy perfecung

In assessing the value of anything, including education. 1t 1s possible
1o treat 1t as either istrumentally valuable or valuable as an end The
same thing may be assessed from both perspectives It 1s also obvious
that, although people may differ on what they count as end values.
they must hold one or several such values. 1n relation to which the things
they treat as instruments of value are thought to be effecve mecans

Some theorists have argued that intnnsic value must be located n
the ‘satisfyingness’ of an experence. In this interpretation, even the
objects we ultimately prize are 1n the strict sense instruments of value
It 1s true that there are feelings of sausfaction that can be 1dentified
as such without any reference to their particular cause or object. A satis-
fying state of mental calm might, for example, be induced by fistening
1o Beethoven's Sixth Symphony or by taking a dose of valum For the
purpose of the end value. one means might do as well as the other.
they would then be equal 1n nstrumental value. But there are many
oceasions on which an experience 1s recognized as worthwhile (and thus.
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in some sense satisfying) precisely because it 1s the experience of a cer-
tain object. Whether or not one feels mental calm from listening to
Beethoven's Sixth Symphony, to attend to 1t for whau it 1s as a work
of art 1s a worthwhile experience because the work embodies character-
istics of aesthetic excellence. We cannot achieve the guality of this ex-
perience by taking a drug or doing deep-breathing exercises instead of
listening to the music, or even by subsututing a different symphony.
There 1s a sense, then, in which we may say that certain things are
intrinsically valuable- that for a human being to experierce them appro-
priately consttutes a desirable state of affairs. The experience 15 hu-
rranly perfecting because such objects exhibit various kinds of excellence
relevant to the capacities and potentiality of human beings. One does
not need any further justification for engaging in the experience of these
objects. although they may also be mstrumentally valuable in a great
many ways

The Quality of Education from th = -vective of Intrinsic Values

1 wish now to relate these comme : nature of value to the ques-
tion of quality in educauon. Cle uestion can be ansv ered by
assessing the effecuveness with w = process™of educat on serves

vanous valued (and peirhaps valua, «, .trinsic ends The limitanon of
this approach 1s that 1t does not necessarily provide a test of the edu-
cational quality of the process A school may engage In actvities that
are trivial. or even miseducative, and sull be enurely effective in pfoduc-
ing patriotic and orderly citizens. or in promoting an egalitanag’society,
or enabling minority groups to gain proportionate representation in ihe
varous economic strata of the caprtahst system The crucial matter.™
therefore. 1s what we think are distncuvely educational actuvities and
how we value them

Following from wh .. I have said very generally about the nature of
education, | think the fundamental condition of educational quality 1s
that the process of teaching and learning should be preoccupied with
the highest achievements in the various forms of meaniig through which
human hfe and the world are described. explained. nterpreted, and
evaluated. and through which human expetience 15 expressed * Some
of the forms of meaning tend 1 be predominantly theorizing activities.
although they may be applied in various practices Mathematics, science.
history, and philosophy are clear examples. Other forms of meaning
are directly enmeshed 1n practical activities. such as religion. morality,
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education, government, hterature. and the arts. Because of the sig-
ruficance of these practuces in human hfe. they have given nse to related
theonzing activities (for example, theology. ethics. hiterary cnticism)
Fundamental to and pervading all these forms of meaning 1s the 1nsti-
tution of language. In terms of the comments already made on values,
1t 1s obvious that for a person to come to an understanding and appreci-
ation of any of these forms of meaning must be an intrinsicaily worth-
while experience, whatever ulterior purposes 't may serve. We cannot
gain adequate mastery in any of the forms cf meamng simply through
schooling: but the achievement does depend on systematic and gurded
learming and thus justifies the existence of the school as a distinct
institution.

In this iterpretation. the process of teaching ind learning 1s con-
tinuous with the outcome. The intrinsic values involved in thinking, feel-
ing. imagiming from, say. a scientific or hterary perspective are already
in some fashion being realized in the efforts by which one enters 1rto
such symbolic modes of culture. And the normative criteria oy which
one engages effectively in their distinctive activities (for example, testing
the adequacy of the evideace for a factua) claim. appreciating varous
levels of meaning in a novel) apply equally to the tasks of teaching
and learning In terms of general intrinsic value. the quality of education.
whether as process or outcome, depends largely on how well it satisties
the standards of excellence that disunguish the epistemic ', aesthetie,
and moral domains

General Criteria of Quality in the Curriculum of Liberal Education

| am assuming that the school can escape from its crudely mstrumental
role 1n the economy, and from the pressure to turn it nto d mult-
purpose welfare agency Eut even when the school concentrates its ener-
gies on the dehberate imuiation of each new generation into the complex
patterns of meaning that characterize distinctively human aspects of hfe,
it 15 obvious that quality in education 1s not automaticallv assured The
quality of teaching and learmng and of the educational outcome ¢on
be influenced by a vast number of factors. I shall concentrate on several
aspects of the cn-riculumtself Although imtiaton nte, the public me-des
of understanding 1s what | believe education should basically be about
at every age, in these comments I refer mainly to the penod that corre-
sponds to the secondary school There 1s no one pattern of curriculum
organization that has an exclusive claim on logical. psvehologieal. and
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other grounds. However I do wish to draw attention to some of the

emphases that I believe crucially shape the quality of an introductory
program of liberal education.!!

(1) Implcit in what has already been said 15 the cliim that quality
in education depends on breadth in the kinds of knowledge and skill
that make up the curriculum. The underlying argument for this view
includes two aspects: first, that in the course of human culture there
have developed several modes of thought or understandiag that differ
in significant respects; and second, that the range and quality of a per-
son's experience (what he perceives, feels, imagines, wants, does) de-
pends on the perspectives of thought or understanding he has acquired
through learning. It 1s not necessary to argue here about precisely how
many forms of meaning there are and on what bases they are distin-
guished. As a criterion for quality in education, the curriculum should
at least provide for a substantial range of study in each of the three
domains of value mentioned earlier: the epistemic, the aestheuc, and
the moral. .

Despite the fact that during its long history hberal education has
sometimes been conducted rather narrowly, breadth in the content and
style of learning expenence should be one of its distinguishing features.
For if we interpret it as liberal in the sense that it helps to set human
beings free from prejudice, ignorance, blind feelmg, dull imagnation,
and irrational action and enables them to be responsible for their own
choices through understanding the relevant criteria of criticism and
evaluation, then it must include the broad range of meanings withia
which reasoned human life is enacted.

At the same time, as ANN. Whitehead argued many years ago, the
full' quality of education cannot be realized unless one specializes in
some respect. The aesthetic sense of style—the economy of effort 1n the
attainment of an end—is, in Whitehead's words, ‘the last acquirement
of the educated mind’ and ‘is always the product of specialist study,
the peculiar contnbution of specialism to culture’.'2

() The forms of knowledge (or meaning) should be approached, not
primarnily for their use either directly in the production of more know-
ledge or indirectly in some other activity to which the knowledge is
applied, but for their contribution to human understanding, appreci-
ation, and interpretation. In this respect, the study of, say, history as
part of a liberal education would differ from its study in the professional
training of an histonan.




Qualuty in Education 93

Learning with understanding is among the most crucial tests of quality
in education. Given that schooling should pnmanly be an induction
into the patterns of meaning that distnguish human culture, 1t is obvious
that managerial or mechanical modzls of 1ts role are quite inadequate,
for patterns of meaning are not acquired as such unless they are under-
stood. If the objective weie simply to produce ways of behaving that
exhibited conformity to certain laws, mq re conditioning or brain-washing
woula be satisfactory. But the educational objective 1s te enable human
beings not to behave in ways that fit the scientific description of laws,
but to act in the light of rules and standards that they apply with under-
standing and discrimination

A detaifed account of what understanding involves would require a
close examination of each of the main forms of meaning. There are
different kinds and levels of understanding that vary with the learner
and with what 1s being learnt, and the process 15 usually a slow and
gradual one. In general, learring with understaraing consists 1n comirg
to know what evidence 1s relevant for different kinds of belief and why
a belief may or may not be reasonably held; why the methods used
for examining a particular type of problem are appropriate: hov’ the
elements of a system are related (whether 1t 1s a painting, an arithmetcal
series, a body of knowledge, a social group) Other general aspects of
learning with understanding are included 1n the pomnts that follow '*

(ii)) Within each form o knowledge, attention should be focused on
basic concepts, pnnciples, and procedures: on grasping is main distin-
guishing features. It 1s equally important, however, for the program to
stress constantly the patterns of relationship among the vanous forms
of knowledge. The curnculum should be deliberately designed to help
the learner notice the connections and differences Another crucial test
of quality 1n education 1s, thus, the extent to which this integration is
being achieved. But the achievement of integration goes beyond learning
what the relative power and limitations of the different forms of know-
ledge are, and how they are related. There 1s a further dimension to
the ideal, namely, that the learner should acquire the complex patterns
of meaning in such a way that they effectively »tructure the full range
of his expenence. In terms of the domains of mtrinsic value mentioned
carlier, the objective of integration involves not only the epistemic but
also the aesthetic and moral.

While [ take the view that the school should be predominantly con-
cerned with the range of mental activities involved 1n significant human
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practices, the ideal of integration requires that these activities should
not be artificially abstracted from their context or narrowly interpreted
One reaction to the rationalistic fragmented subject curriculum has
stressed doing and making, with the danger that schooling 1s turned
into mindless activity. Another reaction. recently in vogue, finds the
secret of“irue education in affective experience

Preoccupation with the affective merely perpetuates the schizophrema
between thought and feeling. It 1s a prevalent disease of our society
that leaves people very susceptible to the influence of propaganda and
indoctrination The curnculum should be so designed and implemented
as to reinforce the complex interplay among thinking. feeling, and doing.
We should hope that students would learn to do mathematics and
scence “feelingly’, just as they would learn to play games and enjoy
music ‘understandingly’

(iv) The mmuiating should not be envisaged as an ntroducuon to
abstruct imeless procedures and pieces of information It 1s an entering
into public communal ways of acting that express human purposes and
reflect the history of immense human effort. Michael Oakeshott pus
the matter this way

As avihzed human beings, we are the inhentors neither of an enquiry about
ourselves and the world. nor of an accumulating body of information. but
of a conversation begun in the pnimeval forests and extended and made more
articulate 1 he course of centuries Itis a corversation which goes on both *
n public and within each of ourselves

1 am interpreting liberal education as a systematic introduction to this
conversation.

1t will be obvious why.an this view. the teacher piavs an indispensable
role 1" The mst important educational learnings. such as the acquisition
of judgment. come through a sustained apprenticestup with someone
who s already a master 1t s 1n this sense that a personal relationship
of teacher and learner 15 essential for the quahty of education

{v) As students are “=ng imuated into the varous forms of know-
ledge. they should also gain some elementary grasp of the ‘second order’
questions. This means. for example, not simply knowing about what
happened tn the past but also knowing something of how our knowledge
of the past 1s formed

There should arso be reflection upon the structure of the curriculum
as a whole 1 stress agan that there 15 no unique arrangement of the
forms of meaning demanded erther by logic or psychology Withun the
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constraints set by these considerations, and by other factors such as the
economy and the number of teachers available, many imaginative pat-
terns of organization are possible. Presumably there will be justification
for whatever structure 1s adopted Students should gain some grasp of
its rationale and become aware of other possibilities.

A Common Curriculum

In the foregoing discussion, | have assumed that the broad features of
the curriculum should be the same for everyone. That s, I have dis-
counted differences of sex, race, social class, and even intelligence as
being irrelevant to setthing what the basic characteristics of quahty n
education should be—although they may constitute significant practical
conditions that affect the attammment of this quality. To be adequately
developed as a human being, one needs to be in possession of the distinct
conceptual perspective of each of the basic forms of thought. To te
ignorant of any one of them is to be incapable of a certain range of
significant human actvities Granted that human beings should be
treated equally in whatever vitally concerns them simply as human
beings. it follows that no one should be denied the opportunity of acquir-
ing the broad range of conceptual perspectives Moreover. in democratic
theory. every adult member of society 1s assumed to be capable of exer-
cising responsible freedom and of paruicipating 1n the formation of pub-
lic policy. If we are to have any chance of satisfying these assumpuions.
it 1s necessary that as many ciizens as possible should possess such
a range of conceptual perspectives in order adequately to nterpret
complex public 1ssues

Instead of having different curricula for different groups in the society.
it seems clearly preferable to allow for fevels of difficulty in the common
curnculum and to let each student proceed at his own pace * Within
each of the basic forms of knowledge there are many alternatives. and
many different ways m which the component elements can be arranged
The matn danger 15 that we will too easily give up the effort of helping
slow learners to be educated 1n the fullest sense. and selt them short
on an easy subsutute

Notes and References

' Among challenges to the school as an agent of equal opportumty. see €
Jencks et al.. Inequaliy A Re-assessment of the Effect of Farulv and School-
ing in America, New vork Basic Books. 1972, F Mosteller and DP
Moynthan, (Eds). 9n Equality of Opporiumty. New York Random House.
1972
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In addinon 1o references 1 the previous note. see also 1 Berg. Education
and Jobs The Greur Training Robbery, New York Praeger, 1970, C Greer,
The Great School Legend, New York: Basic Books. 1972 The tendencies
1 have referred to were becoming manifesi in the USA as early as the i930s
They have been the subject of attack by a long line of critics. such as Flexner.
Hutchins. Barzun, Bestor. and Lawrence Stone
This pont 1s developed by WJ Bouwsma. Models of the educated man.
American Scholar, 1975, 44(2). 195-212
1 lihch. De-Schooling Society, London Calder & Boyars. 1971, E Reimer.
School is Dead, Haimondsworth. Mx Penguin, 1971
At the level of theory. the trend can be traced to John Dewey's argument
in The School und Society (1899)
For a recent popular exposition of this view, see P Freire. Pedagogy of the
Oppressed, New York Herder & Herder, 1970
As TS Elot remarks.
The schools can transmit only a part [of culture]. and they can only trans-
mit this part effecively. 1if the outside influences. not only of family and
environment but of work and play. of newsprint and spectacles and enter-
tainment and sport, are in harmony with them
Notes towards the definiion of culture. In Christiumity and Culture, New
York Harcourt. Brace & World, nd. p.183
1 have developed this section at greater length in B Crnittenden. Educanion
and Social Ideals, Toronto Longman Canada, 1973. Ch |
1 prefer to speak of ‘forms of meaming’ rather than ‘forms of knowledge'.
because ‘knowledge’ 1s often {ised 1n a narrow sense (of statements thot arc
either tautologous or 1n a ;iven context accurately describe a state of affairs)
The expression ‘forms of meaning’ (or knowledge) 1s intended to suggest
both that there are different kinds of knowledge and that knowledge of the
one kind may be apprehended in varous ways
1 use this term for the range of values that includes the truth. objectivity.
valdity. rauonahity of behefs. and modes of inquiry
I hope 1t will be clear from what foliows that 1 am not supportng the
traditional subject-ceritred curnculum. 1n which studenls were preoccupied
with memonzing unrelated heaps of information
AN Whitehead, The Aims of Education and Other Lssays, New York Men-
tor Books, 1949, pp 24, 25 The importance of the balance between breadth
and concentrauon for the quality of education may be expressed in Ernst
Curuus’ adaptation of Kant: ‘Specialisation without universahsm 1s blind
Unyversalism without specialisation 1s 1nane’. European Literature und the
Laun Middle Ages New York: Harper & Row, 1963, p ix.
A crucial aspect of learning with understanding 1s that one learns how to
learn and how to think for oneself
M. Gakeshott. Ranionalism in Politics and Other Essavs, London Methuen.
1962, p 199
Again. as Oakeshott has put 1t
A teacher is one 1n whom some part or aspect or passage of this inhentance
(of puman understandings and 1maginings) 1s alive He has something of
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which he 1s a master to impart (an ignorant teacher 1s a contradiction)
and he has deliberated 1ts worth and thg manner 1n which he 1s to 1mpart
it 1o a learner whom he knows He is imself the custodian of that *prac-
uce’ 1 which an inheritance of human understanding survives gnd 1s per-
petually rencwed 1n being imparted to newcomers :
Educanon The engagement and 1ts frustration. In R F Dearden. PH Hirst.
and RS Peters (Eds). Educarton and the Development of Reason. London
Routledge & Kegan Paul. 1972, p 25
15 For one account of how this may be done. sce H'S Broudy. BO Smth,
and JR Bumett. Democracy anua Excellence in American Secondary Edu-
catton, Chicago Rand McNally, 1964 For further comments cn 4 common
curnculum see Chapter 10, Equality and Education. in this volume
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Chapter 4

Autonomy as an Aim of Education

Introduction '

Individual autonomy 1s widely regarded as a fundamcnial value in edu-
cational thdory ayd pracuce. Supporters of a systemauc approach to
knowledge 1n teaching and learning often claim that one of the mamn
outcomes, 1f not the most important, of the educational ‘process 1s 11§
contribution to the making of an autonomous person. In the tradition
of liberal education, the forms of human thought and knowledge are
10 be studied Yor their own sake, for the disuncuve values they can
bring to a person’s life, and not simply for the sake of an extrinsic end
they may happen to serve. It 1 not surprising that the qualities of mind
pi'omoled Jhrough , such disinterested studies should be described 1n
terms of personal freedom and autonomy Ameng the so-called radicals

in education, autonomy 1s not simply an achievement to be promoted,

‘but a condition to be respected even in children and thus a basic criterion
of the kind of educauonal procedures that may legiumately be
employed. Whatever other defence may be offered for such practices
as the open classroom, participatory democracy 1n decisions of schooling,
self-directed and individualized learning, the stress on creatvity and
learning by discovery. they #re often thought to be justified in the name
of autonomy. !

That' such otherwise divergent theorists can so happily apoeal to
autonomy suggests that the notion and its relationship to education de-
serve to be examimed more closely. In the following discussion, 1 shall
attempt o pursue some aspects of this task. I shall be concerned. for
the most part, with tke practice of education 1n sc far as it mnvolves
a systematic introduction to the main symbolic forms of culture. In this
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practice, the enterpnise of teaching anddearning 1s not determined pri-
marily by the immediate interests of the child or the society, but by
the mos: significant human achievements of knowing, nterpreung.
e.aluaung, expressing—what we classify loosely as the sciences, the
Eumanities, and the arts. [ take 1t that this view of teaching and learning
clearly belongs within the tradiuon of hberal education. For the sake
of brevity, I shall therefore refer to 1t by this title. Theze are other varia-
tons on the theme of hiberal educaucn. In the interpretation I have
brefly sketched, the development of reasoned thought and judgment
1s not restricted to excluswvely intellectual activities but extends to th
moral and aestheuc domains as well

I am stressing hiberal education 1n the present context for two reasons
In the first place, the developed iodes of inquiry and expression in
our culture cannot be acquired effectively in an incidental way..To come
to an adequate understanding of their main features and of their re-
lationship to one another depends on a sustained and carefully plann~d
effort of teaching and learning. Thus, whatever may be ghe case for
other kinds of education, the practice of hberal educauon as | am
interpreting 1t clearly provides a justification for the school as a disunct
mstitution : take 1t as obvicus that to be liberally educated 15 among
the high-order goods of human hfe. and that the opportunity of attaimng
it to an adequate extent should be available to everyone However |
leave open the question of whether everyone ought to be hberally
edacated

My second reason for focusing on hiberal education 1s that its relation-
ship to personal autor my seems to be a complex and ambivalent one.
If we beheve that children are already autonomous (in a sense that
demands moral respect) and that their exercise of autonomy determines
what counts as education. 1t 1s obvious that the question of the relation-
ship between education and autonomy has been drasucally simplified
In this scheme, education 1s to be defined as any activity that expresses
a person’s autonomous choice and, presumably, increases his capacity
and opportumty for such choices. On the other hand, if we believe quite
strictly in the pnimacy of the sociahzing role of education, 1t seems that
personal autonomy can hardly be a serious candidate as an aim of edu-
cation. In the case of hibcral education, the process 1s not determined
as a function of autonomy, but by the public symbolic structures that
make up a culture At the same ume, proponents of liberal education
would ‘laim that personal autonomy of any significance 1s achieved only
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o these symboiic structures While this process of
\mtiation. unhke soctahzation, 15 not crudely ai odds with autonomy,
there seems to be sometning paradoxical about the claim that we achieve
personal autonomy through being encultured 1n such ways In order
t0.examne thie and relat=d 1ssues. 1t will first be necessary to discuss
a number of conceptual questions about avtonomy

Freadom and Authenticity

There 1s a fairly clear and strict sense of autonomy 1n whicn 1t 1s apphed
to a sovereign state We may say that the members of such a state.

particularly when g
for themselves the ru

wernment 15 conducted democraucally, determine
les under which they hive as a pohticas community

However. 1n this situation, au*»nomy cannot be ascribed to individuals.
but only to the group as a whole The same may be said of associauons
vathin 4 society that enjoy autonomy in the regulation of a certain range
of activities Even when decision making 1s widely shared. there cannot
be rules binding a society unless individuals are to some extent subject
1o the will of others There has been str..ng resistance in modern soc13l

thougnt ¢

o the acceptance of this view Rousseau. Kant, and o.=ers have

tried to devise plausible theories of how each mdivdual can lterally
be .utonomous in relation to the laws by which he lives as a member
of a society 1 shall refer to some aspects of Kant's theory later In the
meantie, i assume that, whatever defensible interpretation of personal
autonomy may be given, ihe term ‘aL.nomy’ 1s being metaphorically
extended from the context n which it refers to the self-governing activi-
ties of a sovereign s*ite. The point of the ‘metaphor 1s to highhight the
claim that n certaire espects individuals can and should make decisions
for themselves and govern the course of their own bves ‘Self-direction’
and ‘independence’ are among the terms that are mote or less inter-
changeable with personal autonomy. It should be noted incidentally that
even cullective pohitical autonomy 15 iself imited 1n principle as well
as 1n fact For example, a state 15 not morally free to determine for
itsedf the moral principles according to which a minorily group among
its members should be treated

In order to see more clearly the ingredients of personal autonomy.

I shall first place 1t 1n the context of the general notion of freedom
The 1deal of freedom may be stated both negatively and positively 1n
relation to the external conditions that affect a human agent Negat:vely
it 1s the absence of hindrance or constraint 1n what we can otherwise
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do or retrain frem domng. assuming that we are not hindering or
constraimng others Posiively 1t consists 1in the presence of external con-
ditons that enable us to do or attain a certain range of things, such
as the objects 1o which we are said 1o have a human night The absence
of mnterterence and the presence of facilitanng circumstances will often
be among the necessary conditions for the exercise of autonomy, and
it would be difficult in practice to become an actonomous person with-
out adequate opportunity to act autonomously But autonomy itself, 1n
whatever specific way 1t may exist and be justufied. reters directly to

- charactenstics of the agent An individual’s freedom to decide for himselt

at a given time may be impeded or frustrated by the action of others
or by the circumstances of his hife. But 1t 1s also possible that he 1
unable to exercise this freedom even in the absence of external obstruc-
twn because of dehciencies it his own development as a human agent
For example. he may be poerly equipped 1n the skills of pracucal judg-
ment. or he may lack the habits of perseverance and dicipline needed
to tranlate his decisions into practice: or his beliefs, needs, desires. goals,
and the ke may be n such a chaotic state that ac 15 incapable of
any sustained and consistent self-direct-n

Thieories of autonomy generally attempt to depict the intrinsic features
of a human being that are thought to be essential tor self-determination
In lsaiah Berhn's terminology, they provide interpretations of positive
iberty However, as Berhin's own selective discussion tllustrates. a doc-
tnne of positive liberty 1s not necessardy one of personal autonomy
A person who submits his empinical self to the ideal self” of a nation,
or who loses his own will 1n the will <f God. may perhaps be said .o
have achieved, 1n some special sense, an exalted level of freedom, but
1t 1s difficult o see how this state of aftairs can intelhgibly be deseribed
as personal autonomy

The conditioa of anom ae’s needs and desires s on mpatible
with autonomy This incompatbility 1s reflected in he etymology of
the words Anomie consis.s in the absence of any regulating principles,
while autonomy, however 1t s interpreted. obviously does not call into
question the desirability of rules, direction. order, 1in 4 person’s hte
Anomie also mvolves, at least in its more severe torms, the destruction
of an integral endunng centre of self-consciousness Again, 1t 15 obvious
that, if a person 1s to direct his own hife, there must be such a centre
of self-consciousness
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This last requirement 1s often discussed 1 tenns of authenuicity, which
1s thought to be an essential element in autonomy fn Arnold Kaufman's
interpretation, authenucity depends on the possession of a core self,
that 1s, a *constellation of relatively deep-rooted important dispositions” !
Joel Fenberg speaks of the ‘inner-core self* that includes ‘the convic-
tions, 1deals, and purposes that are most deeply éntrenched in a hier-
archical network of similar principles’? In both cases. whether a person
_cts authentically or ot depends on whether his acting 1s consistent
with his charactenstic disposttions, convictions, and so on it should be
noted that to describe a person as authentic 1s not (o pass a judgment
on the quality of the core seif. Villains as well as saints may act authenti-
cally In this interpretation, it seems clear*that a person who 1s auton-
omous, 1n the general sense 1n which | have so far used the term, must
also be authentic. However, a person may display a high degree of
authenticity without being autonomous For example. the members of
each of the three types described by Dawvid Riesman—the tradition-
directed, the inner-directed, and the other-directed—act 1n an authentic
way. Yet what distinguishes each type. including the inner-directed, 15
a particular kind of conforming behaviour.?

R.S Peters proposes a narrower interp :tation of authenticity in which
it 1s more closely rel: ‘ed to autonomy. Authenticity, 1n his account, de-
pends on the sort of reasons for which a person decides to act Peters
puts 1t rather obscurely 1n this way

There must be some feature of a course of conduct, which the indwidual
regards as important, which constitutes 4 non-artificiai reason for pursuing

.1t as distinct from extrinsic reasons provided by praise and blame, reward
and pumishment, and so on, which are artificially created by the demands
of otners.!

What Peters has in mind 15 perhaps illustrated negatively 1n situations
where a person decides. on the basis of moral principles, that he should
act n a certain way, but fails to do so because he fears pumishrient
or disapproval. This 1s also what authenucity in the first interpretation
is about; but 1t seems that Peters wants 10 go somewhat further On
this criterion. the other-directed people of Riesman's typology would
necessarily lack authenucity. Oddly enough, from the point of view of
autonomy, the criterton_may fiot go far enough. It depends 1n part on
just what 15 meant by d ‘non-artificial reason’. It also depends on how
and wh, a person accepts the reasons on which he makes decisions.
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Presumably an inner-directed person has ‘non-artificial’ reasons for his
actions; but in' subtle ways he also may be thoroughly adjusted to the
expectations of others.

In the discussion so far, I have been assuming that human beings
are choice makers. This assumption does not deny that human actions,
under various dscriptions, may oe explained in causal terms—although
the mechanistic model is inappropriate if we take account of the dif-
ferences between behaviour and movement. Nor does 1t ignore the limit-
ations that are placed on the possibilities for choice by the subtle
interaction of hereditary and environmental conditions that shape an
individual's devglopment as a huiaan being. While these constraints are
significant and give the lie to the romantic visior of personal autonomy,
they should not be‘exaggerated. We do not have to secure a place for
freedom Ry resorting to the verbal slcigh.-of-han. of a Hegel or an
Engels: to say that freedom consists ir the recognition of necessity.
Within the himuts that shape our chu.ces, we do have a varyins range
of important options open to us, occasions on which we are not subject
to compulsion When people make decisions in such cases it 1s what
we mean by saying that they choose freely and are responsible for the
choice they make. | agrec with Hampshire's claim.

No conceivable advances in scienufic knowledge can lead to the conclusion
that 1 am not often—for example, at this moment—confronted with a plurahty
of things that I can do 1f | want to, between which I must choose; that there
is this plurality of onen possibiliies i know by expenence, as surely as |
know anything, including tne laws of physics and psychology *

This view of freedoin of choice retates to the question of autonomy
in two important respects First, in whatever way autonomy 1s interpre-
ted as a human ideal, 1t can only be relative Second. although any
obstacle to free choice is alsc an obstacle to autonomy, the exercise
of free choice does not entail that a person 1s acting autonomousl,
People can choose to place themselves under someone else’s direction,
or to act in a certain way in order tc conform to the prevailing fashion.
If we choose to obey a leader or an expert only after reflection, this
1s obviously preferable in 1its quality as a human act to simply following
in a thoughtless, routine way. It may be entirely reasonable to submit
to the judgment and directions of another person, but in doing so.
whether we justify 1t to ourselves or not, we are thereby forfeiting some
aspect of personal autonomy.
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Personal Autonomy as an Ideal Type

In drder to give a more positive sketch of autonomy as an ‘ideal’ type,
I think it 1s useful, if rot necessary, to distinguish three overlapping
basic aspects. These may loosely be called the intellectual, the moral.
and the emotional. One may be autonomous in any of these aspects
without necessarily being autonotnous ir the others. Under the intellec-
tual | include the whole range of one’s beliefs, whether they are about
the nature of the world or the things that are thought to be worthwhile
or the standards of conduct. At an cxtreme himit, intellectual autonomy
would require, in the first place, that a person would not accept any
of his important beliefs primanly on the authonty of others, but on
his own experience, his own reflection on evidence and argument, his,
own sense of what is true and right. For complete intellectual autonomy.
)t would also seem necessary that a person should determine for himself
the second-order questions about what constitutes a true claim, adequate
evidence, a justifiable moral principle, and the like. Even the crucial
concepts in which he perceives and understands should be of his own
design or, at least, accepted from othegs only because he is personally
convinced that such concepts are satisfactory.

Moral autonomy, as | am using the expression, is intended to embrace
all forms of practical judgment and action. Assuming that factual and
~ormative beliefs are relevant to ‘the decisions we make on how we
should act, 1t is clear that moral autonomy depends in part on intellec-
tual autonomy. In the existentialist view, at leas as Sartre has presented
it, moral decisions 1 the concrete situations of life are pure acts of
the will, choices in which belief and principle can play no part. If moral
autonomy is understood quite literally, it will either include aspects of
the extreme form of intellectuai autonomy or appeal to an interpretation
of moral choice in which such choice 1s the determining act of an isolated
personal will that 1s the core of the self. As Iris Murdoch has shown®,
this interpretation finds support in contemporary Anglo-Saxon philos-
ophy as well as 1n existentialism.

In addition 10 independencé of thought in determining and applying
criteria of moral judgment, mora! autonomy includes the executive
capacities for carrying into practice what one decides should be done.
The possession of thiese capacities is commonly described by such terms
as tenacity, resoluteness, strength of will, self-mastery. Perhaps the last
of these most appropriately designates this facet of personal autonomy
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. -~1n relation 1o the exercise of pohitica! and other authonty, a morally
autonomous person will not, in the extreme view, obey or even acknowl-
. edge a command. ‘For the autonomous man’, says R P Wolff, ‘theve
1s no such thing, strictly speaking, as a command 7 If such 4 person -
acts as commanded. 1t 1s only because he 1s personally convinced about
the ment of the action independently of the exercise of authonty
The third main aspect of autonomy, the emotional, 1s also to be
interpreted fairly broadly. It may be treated as part of self-mastery in
o far as the latter refers to the control of one’s emotions, desires, and
feelings Mowever the point 1s not simply that a person would exercise
self-mastery in the face of strong emotional involvement, but that he
. would remain emotionally detached in hus relationfhuips to other persons
’ and things This form of independence and self; ufficiency has a long
history as an ideal It was illustrated in the hfe Socrates and cultivated
as a central doctrine by the Cynics and the Stoics
Given the aspects of autonomy that | have been describing. 1t should
be emphasized that even though a person may reflectively accept the
authorty of others in determining certain of his beliefs or actions, it
s nevertheless an abdication of his autonomy. Thys possibility illustrates
the insufficiency of R F Dearden’s criterion of autonomy, namely that
the explanation of what a person thinks and does in 1mportant matters
requires ‘reference to h.s own actvity of mind'* Obedience. even of
+ servile kind. 15 a human act and thus cannot be expluned without
reference to the agent's own activity of mind Dearden’s cnterion may
provide a sufficient condition for ascribing responsibility But & person
may be held responsible for what he does, without necessarity having
acted autonomously

Intellectual Autonomy and Subjective Epistemolegy

Of the three aspects of peisonal autonomy that I have just outhned.
| shall give most attention to the intellectual as a possible aim of edu-
cation This aspect includes a sigmificant part of what 1s often claimed
on behalf of moral autonomy

At the present time, there arce probably very few serious defenders
of the complete subjectivism that intellectual autonomy in the strict sense -
entails. However, 1n a vanety of recent relativist interpretations of knowl-
edge. the conditions of subjecuvism on which a thoroughgoing intellec-
tual autonomy depends are substantidlly satisfied. The trend 1s clearly
illustrated in Feyerabend's ‘anarchistic epistemology’ he even draws a
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connection between his epistemological theory and the ideal of human
freedom ¢ A similar interpretation 1s defended by Kuhn 1n his analysis
of the changing models of epistemic procedure to which scienusts ad-
here.1¢ Basically the same kind of relatvism 1s also inherent 1n Witigen-
stein’s notions of a form of life and a sysiem. What is being ciaimed
in theoties of this sort 1s that questions of objectwvity, rationality. and
truth can only be raised in the context of a particular conceptual system.
Different conceptual sysiems (whether, for example, the differences exist
between cultures, or social classes, or interpretations of science, or sci-
ence and religion) cannot be compared on criteria of objecuvity, raton-
ahty,.and truth; they are strictly incommensurable. One’s adherence to
a particular conceptual system 1s treated etther as an essentially arbutrary
and non-rational decistbn to commit oneself or as the effect of a combi-
nation of psychological and social causal condiuons. At least for those
who make the issues of knowledge depend ulumately on a non-rational
subjective commitment, a place for personal autonomy of a very sig-
nificant kind 1n man’s intellectual hife 1s obviously secured

A somewhat similar yiew of intellectual autonomy based on the rela-
tive nature of knowledge has recently been gaining favour in educational
theory and practice It is difficult to say whether. or to what extent,
the philosophical views just mentioned have had any direct influence
For the most part, the educatiomsts have not developed the anarchistic
epistemology that underlhies their position. Kuhn's name 1s often quoted,
but this may simply reflect a current fashion rather than a studied ac-
ceptance of his theory. In any case, the relauvism of the educatiomsts
may have been fuelled more by some recent popular social theorists
than by the philosophers. Certainly the vision of small local groups
determining therr own curnculum of learning and making their own
knowledge can be nounished from the wrtings of a Theodore Roszak
or a Peter Berger (although the latter eschews any epistemological
stand)

The trend 1n educational thought and practice to which | am referring
incorporates much of what has now become the estabhshed doctrine
of progressive educaton—in particular, the behief that each child’s
education should be determined primanly by his or her felt needs and
interests. What has been added (or reiterated more forcefully. if we recall
the instrumentalist branch of earher progressive education) are some
elements of a theory of knowledge n which the claim to objectivity
for any form of thought and inquiry 1s radically challenged- The
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favoured alternative 1s either a version of subjectivism or, for those who
find its individnalisi aspect repugnant, a relativism of small local groups
made up of freei, and fully participating members.

The flavour of this theory as 1t 1s proposed by educationists can be

_ ganed from the efforts of Charles H. Rathbone and Roland S. Barth

10 set out the interpretation of knowledge that they themselves support
and that they believe is commonly assumed in the practices of open
education.!? Among their tenets are the following'

K.nowledge 1s 1diosyncratcally formed, individually conceived, fundamen-
tally indmvduahistic’ Theoretically, o two people’s knowledge can be the
same, unless their expenence 1s identical

Because knowledge 1s basically idiosyncrauc, 1t 1s most difficult to judge
whether one person's knowledge 1s *better’ than another's.

Knowledge does not exist outside of individual knowers 1t 1s not a thing
apart The data that go into books and into the Library of Congress are
not the same as the knowledge people know

Knowledge 15 not inherently ordered of siructured nor does 1t automaticaily
subdivide into academic ‘disciplines’ These categories are man-made. not
natural '

In relation to these views on the nature of knowledge, 1t 1s useful
to notice what Rathbone takes to be the underlying assumption or ‘the
basic 1dea’ among supporters of the open classroom on how chlldr’n
learn :

Open educauon views the child  as a self-activated maker of meaiang
Learning 1s seen as the result of his own self-initiated interdction with the
world the child’s understanding grows during a constant interplay between
something outside himself—the general environment, 2 pendulum, a person-—
and something inside himself—his concept-forming mechamsm, his mind

in a very fundardental way each child 15 his own agent-a self-reliant,
independent, self-actuahizing individual who 1s capable, on his own, of form-
ing concepts and of learning '*

Rathbone also reaffirms the Rousseaust faith of progressive education
generally in the natural goodness of the child. This afltribute of the child
together with his autonomy as a learner form the basis of his general
autonomy as a moral agent. Each child ‘has the nght to elect what
he will do and what he shall be’; ‘to pursue whiatever question interests
him'; ‘whag he does and who he becomes are his to decide’. In the
theory of open education, as Rathbone interprets it, each child 1s thus
already an autonomous agent, and this is a fundamental condition that
any effort claiming the name of education should respect.

t
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Given these beliefs about the nature of knowledge and the autonomy
of the child as learner and moral ageat, 1t 1s not surprnising that the
1deal teacher-student relationship bears no resemblance to that of master
and apprentice The key words in Rathbore’s description of the teacher’s
role are ‘assistant’ and ‘facilitator’.!® -

It is beyond the scope of this essay to provide an adequate critique
of the varieties of relativist epistemology that underlie the asszrtion of
an unqualified intellectual autonomy for the learner in the process of
education. In relation to both the philosophical and the educational pos-
itions that have been mentioned, 1 shall merely pont to what 1 take
to be their most sertous shortcomings. No doubt many of their supporters
are reacting to the®excesses of the mechanistic positivist account of
knowledge—n particular, to 1ts notion of objectivity'; and many are
piobably motivated by a proper moral revulsion at the inhumane uses
to which knowledge, especially science, 1s frequently put. However, in
attacking these philosophical and moral defects, 1t is not necessary to
promote the role of the individual human agent in knowing to such
an extent that any notion whatever of objectivaty is undermined. In fact,
once this has been done, the philosophical and moral criticism simply
collapses into an expression of one ultimately non-rational commitment
against another. The critical notes I here wish to make on recent forms
of relativism have for the most part been developed by Roger Trigg
in Reason and Commitment "

(i) When the standards of truth and reasonable belief that apply to
any individual are those, and only those. that the individual decides
to accept for himself, then 1t 15 not possible for him (provided he observes
the standards to which he subscribes) to hold a false behef or to believe
or act irrationally. In these circumstances, no distinction between know-
ledge and belief can be dravn, and there 1s no ground for claiming
that anyone 1s fanatical or prejudiced. As Trigg observes, * “truth” be-
comes a consequence of belief and commutment and not a reason for
it ** In such a scheme, 1t is not simply that we can cnly speak of what
s true or rational for this or that person, but we cannot intelligibly
employ the concepts of true and’ rational at all For where 1t is no.
possible to distinguish error or irrationahty. neither 1s it possible to dis-
tinguish truth or rationalty.

(1) Human beings who hold radically different beliefs do com-
municate with one another through language. and translations are effec-
tively made from one language or conceptud: system into another. An
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essential condition for such commuaicstion and translation of behefs,
as well as for genuine argument. 1s that claims may be true or false,
may*tonstitute good or bad reasons. as such-and not simply from the
point of view of the speaker This. 1n turn, presupposes that there are
not as many worlds as there are ways of talking but various conceptual
perspectives from which the same world may be described and interpre-
ted 1n ways that may be true or false. Anyone who followed a relativism
of conceptual systems or forms of life quite hterally would be forced
to restrict his assertions abeui what 1s the case to those who share his
form of hfe Even his account of relatvism could claim to be true (and
intelligible?) only from the viewpoint of that group

(m) If the commitment to conceptual systems on which 1ssues of truth
and rationality depend 1s finally non-rational. 1t must be assumed that
we cannot question whether the beliefs that charactenze such a system
may themselves be mistaken, or whether 1t may be more reasonable
to accept one system rather than another. To suppoit this assumption,
it would have to be further supposed that these conceptual systems
(forms of life, etc ) exist as completely self-gontained units and that there
are no general or common-sense critena for true or reasonable belief.

It also seems to be assumed that we may choose whether to be commut-
ted to the conditions of rationality or not But these conditions apply
to us regardless of our commitment We may chocie to reject them,
but still we cannot escape acting irrationatly

The talk of ulumate non-rational commitments seems to reflect the
image of man referred to earlier in which each individual 1s, at centre,
an 1solated will that 1s not constrained 6y reasons, but 1n a4 pure act
of freedom determines what 1t shall find acceptable as reasons, not only
in morality but in science as well In this context. I can only refer the
reader again to Ins Murdoch's cntical discussion of this view of man.
In summary, the alternauve she defends 1s expressed as follows.

Man 1s not a combination of an impersonal rational thinker and a personal
will He 1s a unified beng who sees. and who desires in accordance with
what he sees, and who has seme continual shght control over the direction
and focus of his vision **

(iv) Sefious exponents of relativism are not able to maintain a stnct
and consistent relativist position, The general problem they face is that
anyone who adopts a thoroughgoing relativism, who rejects the possi-
bility of objective criterta of truth and rationahty. cannot even consist-
ently assume that he ts correct. Even if ne begins to argue serously.
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he must assume inconsistently that the claims one makes may be true
or false.

The problem is illustrated in Kuhn's interpretation of scientific know-
ledge. Although he asserts that different paradigms of scientfic inquiry
are incommensurable, he confidently undertakes a comparative and his-
torical study that yields conclusions about what is presumed to be, In
some sense, a common enterprise. He even suggests that scientists can
go wrong in following a given paradigm, and detects a pattern of pro-
gress, not simply change, within science. Kuhn also accepts the truth
of the psychological and sociological explanations as to why scientists
at a given time support a particular paradigm. If he were consistent,
he would have to treat such explanations as relative to the conceptual
schemes within which their proponents work. In terms of his relativist
assumptions, Kuhn's own conclusions cannot even make a claim to be
true—except on those who find themselves commutted to the paradigm
of inquiry that he himself employs.

The relativists among the philosophically inclined sociologists of
knowledge, such as Karl Mannheim, have also inconsistently supposed
that they were giving a true account of the group-relative nature of
belief (both as a matter of fact and as an epistemological theory). In
theories of this kind, there is often an elite (e.g. Mannheim's ‘socially
unattached intelligentsia’) that escapes the conceptual boundaries of this
or that sociai group, and to which their authors belong. Despite the
inconsistency with relativism, it is argued that the conceptual perspective
of the elite is preferable to that of any other group

Anything like an adequate cntical comment on the beliefs about
knowledge and learning that, n Rathbone’s view, are presupposed In
the practice of open education would take us far beyond the limits of
this essay. Yet, as we saw earlier, these beliefs offer a rationale for
treating what a; proaches the limut of unqualified intellectual autonomy
as a basic normative factor in the conduct of education. I should there-
fore at least refer briefly to some respects in which I believe the theory
1s mistaken,

(i) Perhaps the most serious weakn -ss 1s the theory's simplistic image
of learning: each human organism independently interacting with its
environment and derving its own concepts out of this experience
through the workings of 1ts ‘concept-forming mechanism’ or mind. There
1s a substantial range of concepts for which this abstractionist view
simply cannot account ?* In any case, as human beings we are not isola-
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ted individuals constructing our private realm of concepts out of the
data of our raw experience. We acquire concepts, and learn to apply
them i interpreting and understanding our experience, through the
social process of learning language as an integral part of various human
practices. The theory’s individualistic view of man ignores the fact that
each human being develcps as such n the context of a pre-existing
world of shared meanings, that mind is not an innate endowment, there
to be flexed like a muscle, but an achievement that depends largely
on our gaining access to the inhertance of shared meanings a

(n) There is an obvious seuse 1 which all the ways of classifying
knowledge are man-made. However, 1t does not follow from this, as
Rathbone seems to suppose, that they must be entirely matters of ¢un-
vention of, If conventional, that they are necessanily arbitrary. One need
not even argue, as Hirst has done?, that there are several logically dis-
tinct basic forms of knowledge. It 1s sufficient to pomnt out that a par-
ticular method of inquiry, a group of closely rclated key concepts, a
significant common human purpose may severally or together provide
a norf-arbitary basis for the organization of knowledge

Apart from wncurring the general criticisms against subjectivism, the
emphasis thag Rathbone places on the 1diosyncratic character of know-
ledge seems to reflect a confusion between the sequence of psychological
activities 1n which a person learns and the logical critenia that apply
to the outcomes of his learning (that 1s, whether what he has learnt
1s knowledge or false behef, whether he has acquired a moral concept
of honesty or a scientific concept of energy, and so on) In relation to
the practice of education, the consequence of this confusion is that ar
account of how children learn 1s also thought to determine what they
should learn. - :

A cunous feature of the theory of open education as Rathbc ¢ pre-
sents 1t is that, despite the uncompromising rejection of objective forms
of knowledge. 1t seems only to entail that ‘in certain rather basic situa-
tions, traditional academic objectives are not considerey to be the first
order of priority’ 2 On the basis of the genera. claims about the nature
of knowledge. one would expect that such objectives could have no place
in the order of prionities at all.

(in) Rathbone's discussion of the theoretical assumptions of the open
classroom also illustrates the general problem of inconsistency that rela-
twists face. If the supporters, of the open classroom consistently accept
the anarchistic epistemology that Rathbone describes, they cannot argue
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that the assumptions of traditional schooling are mistaken or that their
own style of education embodies correct pnnciples and pnorties. They
can merely state that the position they take is true for them because
they believe it to be so, and acknowledge that the same must be said
for the supporters of any other view of education.

As we have scen, various forms of anarchistic epistemology (including
the relativism of conceptual systems to which people ultimately adhere
by virtue of a non-rational cemnmtment) allow for, and 1n fact require,
the exercise of ‘pure’ intellectual autonomy [ have suggested bnefly
why the price they exact for this autonomy 1s intolerably high. 1t can
be bought only at the cost of ehminating in effect the distinction between
knowledge and belief. between rational and irrational thougu: and
action. Certainiy the kind of personal autonomy that makes these de-
mands cannot be an aim of hiberal education: for liberal education 1s

nmanly an induction 1nto the standards of truth and rationality and

ther domains of value as they have been arggulated n the ongoing
ubhic traditions of human understanding.

It is difficult to know what kind of education could be justified, given
thé assumptions of unqualified personal autonomy. If human beings
are thought to be autonomous from birth or, at least, 1f 1t 1s supposed
that the potentiality unfolds spontaneously. there is clearly no need for
an education that promotes autonomy. In so far as such autonomous
beings can be said to be educated, the only appropriate method would
seem to be that of personal discovery But if this method were taken
quite hterally, 1its effecuveness for most individuals would be very
limited, and 1t would make impossible the cumulative achievement of
knowledge and skill from onc generation to another Nor would 1t be
possible to apply any public criteria to the quality of what an individual
discovered for himself It could not be said, for example. that a con-
clusion he had reached was false, or insignificant, or biased It 1s difficult
to see how we can speak serously at all of the education of human
beings 1f they are interpreted as asocial and ahistorical atoms. Even
the environment that AS. Neill established at Summerhill was not
entirely consistent,with his beliefs about the complete autonomy of each
child’s wants, and the dire consequences of any kind of uninvited adult
influence. He did not seem to notice, for example. that children at Sum-
merhill were not necessanly free to do what they wanted when left alone,
both the wants they had and the ways they satisfied them depended
upon the options available at Summerhill -

F
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The general objections that have been raised do not necessanly apply
to emotional autonomy It 1s an arguable moral ideal and can probably
be promoted by some form of hberal education. At least there does
not seem to be any incongruity between the general charactenstics of
liberai education and this ideal. Given the role of the emouons in human
action and the consequences of involvement and commitment, the ques-
tion 1s whether there 1s more loss than gain 4n attempung 10 achieve
emotional autonomy Without arguing the case here, | believe that the
loss does outweigh the gain The detachment by which a person refrains
from egoistically consuming what he loves seems to me a mere admur-
able 1deal to develop than the egoistic detachment by which one care-
fully avoids loving, or loving too much

Kant's Defence of Rational Autonomy

To come back to the question of intellectual and moral autonomy.
although an anarchistic epistemiology provides the, basis for a substanuial
form of personal autonomy, [ have argued that 1t cannot be justified
and that autonomy of this kind cannot be an aim of hberal education

.. The question now 1s whether there can be a significant version of per-
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sonal autonomy that is nevertheless hedged in by th¢ conditions of
rationality and morality in human thought and action. Whether such’
a concession senously dilutes the claim about autonomy clearly depends,
in part, on how the conditions for rational and moral behaviour are
interpreted. Histoncally the marn effort to defend autonomy 1n a strong
sense, while still acknowledging the constraints of rational criteria, has
been made 1n the moral sphere. Kant's defence of moral autonomy of
this kind 1s the most distinguished and influential It clearly reverberates
in the contemporary theories of morz1 development proposed by Piaget
and Kohlberg.

According to Kant, who i turn was influenced by Rousseau, each
ndividual 1s autonomous 1n that he decides upon and legislates to him-
self those Pnncxples of action which he sees are fiting to his nature
as a member of a community of free and equal rauonal beings In thg
moral sphere, each one of us 1s subject only to his own will as a rational
being, but the principles that we prescribe for owselves n this way
must also be willed as universal laws applying equally to all free and
rational beings For Kant, the basis of autonomy 1s ‘the 1dea of the
will of every rational being as a will which makes universal law"%¢
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The first difficulty with this doctrine 1s that an idiyidual cannot
seriously will a umversal law without being prepared to challenge the
autonomy of everyone else > No conflict anses as long as every
individual does 1n fact will the same law for himself and everyone ¢lse
But 1t 1s not the case that human beings always agree about universal
laws of morality, and we cannot suppose that they must necessarily
agree, without questioning the autonomy of their decision. Kant tried
to ensure a consensus of sovereign wills by appealing to an obscure
me:aphysical entity, the rational self.

A second and more basic problem 1s that of making sense of
individuals legislating universal laws 10 themselves. In Kant's theory,
the plausioility of the metaphor of self-legjslation depends 3gain on the
metaphysical distinction he draws between the noumenal’ or rational
self and the phenomenal self. Apart from the difficulty with this distinc-
tion, there 1s, as Kurt Baier has recently argued, a logical imposc.bility
n elaiming that each individual 1s subject only to laws of his own mak-
g, ‘If no member of a society/ were subject to the will of any other,
then there would simply be no faw and so no legislation including self-
legslation. "8

As Baier also points out, the metaphor of legislation 1s inappropriate
to the activities of accept. *~. applying, cnticizing, or cven reforming
moral pnnciples. To the extent that Kant's criterion of universalization
1s useful, 1t 15 not a legislative mechanism, but a guide for judging the
moral adequacy of a rule. While various aspects of Kant's moral theory
may zonsistently be adopted n the practice of education, there 1s one
decisive reason why his 1deal of the autonomous rational self-legislator
cannot be an aim of education ¥ 1s simply that there cannot be such
a person

Moral Autonomy and Objectivity

In the contemporary view of moral autonomy, there s.em to be elements
of both the Kantian self-legislator and the older belief in the supremacy
of individual conscience. shorn now of its religious affiiations. The latter
holds that an indvidual must be completely free to follow his own moral
beliefs and thai his own conscience (or what he judges he should do)
is the final arbiter of morality in his case. Where this element dominates,
autonomy shps from the hold of rationality that Kant attempted to place
upon 1t It 1s simply another way of talking about pure autonomy in
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the moral sphereyand is subject to the criticisms that have already been
made. 1 wish to consider here more closely whether the not uncommon
muxture of the self-legislator and personal conscience theories of
autonomy can perhaps escape the charge of subjectivism.

H.D. Aiken illustrates the attempt 10 interpret moral autonomy in
this fashion and yet to argue for a form of moral objectivity that 1s
compatible with 1it. According to Aiken, objectivity in making a moral
judgment amounts to an imparual consideration of all the moral values
1o which one is committed that are related to the decision. As he says,
when there i1s question of the objectivity of a moral judgment we have
made, ‘our task 1s always and only to look beyond it to the other relevant
commitments which we ourselves acknowledge’.?” Aiken also seems to
claim that a moral judgment is venfied if it satisfies the condutions for
objectivity 2* While his interpretation places stress on internal consist-
ency and authenticity, 1t 1s really only a demanding form of subjectivism
rather than a version of objectivity. Perhaps it permits us to say that
an individual 1s inconsistent with his own moral beliefs- in reaching a
certain decision or holding a particular principle. However, if a person
sincerely claims that he 1s not being inconsistent, | am not sure that
on Aiken’s theory anyone else can justfiably challenge the claim. Cer-
tanly, the theory does not allow for the possibility that anyone could
sincerely and consistently hold moral principles and make moral judg-
ments that were nevertheless false or inadequate.

Atken’s own reference to moral cummunities within which argument
i1s possible provides the context for a more satisfactory account of moral
objecuvity. If we are talking about a genuine moral community of beliefs
and practices. and not simply the fortuitous agreement of isolated wills,
it then becomes necessary to modify the notion of moral autonomy from
which Aiken starts. | would wish o go further sull in drawing the
boundaries of moral objecuvity. No doubt serious moral argument 1s
empirically very difficult among those who belong to different moral
communities, and some agreement on moral beliefs and practices would
seem to be a necessary condition for such argument. However Aiken
seems 10 suppose a senes of discrete moral communities rather than
a pattern of significant common and overlapping clements among all
moral communities. Moreover, as he allows that the autonomous person
s a rational self-legislator, he can hardly reject the possibility of com-
paratively assessing the adequacy of different moral practices and sys-
tems against criteria of rationalty. It s outside the range of this paper
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to develop this point any funhe}\\A clear illustraton of the kind ¢~
dimenstons that may be apphed 1s given 1n Morris Ginsberg's *On the
Diversity of Morals’* As Ginsberg notes, the relativists, whether
individual or social, are 1n an awkward position 1n that their views are
more likely to encourage the imposition of moral beliefs and pracuces
rather than respect for those who differ, unless they inconsistently assert
the universal validity of a principle of tolerance.

Whatever may glisnguish personal autonomy 1n the moral domain
once due regard 1s given to the critena of rationality and the communal
character of moral practices, | think it 1s clear that objectivity, to the
fullest extent that it can be achieved. 1s an essential charactenstic of
moral matunty. We should not confuse, as Aiken seems to, the questions
of objectivity and truth. Although the two are closely related, objectivity
15 predicated of attitudes and procedures, while truth 1s predicated of
statements. The development of objectivity in a moral agent—for
example, cnucally reflecting on one’s own assumptions, being aware of
the conditions that shape one’s values, understanding other points of
view, submitting one’s principles and judgments to the crnticism of
others—is an outcome to which liberal education 1s immediately and
evidently directed Whether autonomy 1§ also an aim depends on the
extent to which 1t can be reconciled with the practices required for
objectivity.

The Constraints of Rationality and Reason

In the terminology 1 used earlier, the difficulues 1in defending a strong
sense of moral autonomy, while accepting critera ¢ rationahty, really
refer to the intellectual aspect of autonomy. I wish now to comment
more generally on *he kind of constraints these criteria entail, and on
the sense 1n which one may still speak of intellectual autonomy as an
1deal to be fostered through education.

Rationality, as disinct from non-rationality, consists in the ability to
generalize about the present and the particular It depends, as Jonathan
Bennett has argued™. on the possession of a symbolic system 1n which
both universal and dated statements can be made. Human languages
are of this kind. The first constraints required for rationality are, there-
fore, those 1nvolved 1n the acquisition and use of language itself. As
we saw earlier, these are by no means sufficient Rationality, in the
sense ... which 1t 1s contrasted with irrationality, introduces additional
normative conditions. Although being rational in this sense 1s not syn-
E
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onymous with being reasonable, tne distinction between rational and
irrational turns on the question of what reasons are relevant and ad-
equate for holding a belief or acting in a certain way. Irrationalty s
at the extreme end of the continuum: one believes or acts despite ad-
equate reasons to the contrary P-cause of this, 1t 1s possible for a person
to believe or act rationally but not very reasonably (e.g. one may ration-
ally pursue an unreasonable end) As we are concerned with an 1deal
of human hfe, we must interpret rationality in the context of the more
rigorous criteria of reasonableness.

In very broad terms, these criteria commit us to observing the principle
of non-contradiction, to being consistent, to adopting the methods of
inquiry and verification that are appropriate to different kinds of
questions, to caring enough to ensure that our arguments are cogent
and that the evidence for our beliefs is sufficient. What must be stressed
1s the public or communal aspect of reasonable belief. for what count
as adequate and relevant reasons ts not a matter of private judgment.
Whether we are referring to common-sense knowledge or to specialized
areas of thought, both general criteria and specific claims are to be tested
and established 1n practice by the agreement of those who are competent
to judge *! Every tradition of inquiry that 1s seriously concerned with
reasoned behief demands the atutides and procedures of objectivity as
a basic condition for its participants. Liberal education 1s, by defimtion,
the process by which one guins access to the conceptual schemes,
methods of thought, criteria of reasoned belief and objectivity of at least
some of the specialized traditions of human thought To develop the
habit of self-criticism and the other ingredients of objectivity within the
context of these traditions 1s clearly a fundamental aim of this kind
of education

Autonemy as #n Aim of Liberal Education

If there 15 a question of trying to achieve personal autonomy in anything
like the strict sense, then 1t 1s clearly paradoxical to suggest that this
can be done through induction into the main public traditions of rational
thought and expression. From the point of view of classical rationahsm.
these traditions and the natare of personal autonomy are interpreted
in such a way that ihe paradox 1s 2* dided. The condition that autonomy
should be rationai 15 not regarded as a restriction on personal self-
determination. In the classical rationahist interpretation (of which Kant’s
self-legislator 1s one version) personal autonomy consists 1n willing what
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one knows to be rationally necessary Thus initiation 1nto the forms
of understanding 1s not only compauble with personal autonomy but
a necessary condition for 1ts attainment 12 | shall not comment on the
adequacy of this concept of autonomy or the distinctive behefs of classi-
cal rationalism that underlie it Assuming that the defence of.gbjecuvity
and rauonality against the claims of anarchistic epistemology YJoes not
depend on these beliefs, what I wish to ask is whether there /5 a sense
in which ‘autonomy’ can appropriately describe a fundamental aim of
liberal education. ’

In relation to this question, I am assuming two general conditions
that the practice of liberal” education should satisfy. The first concerns
the way in which the traditions of rational inquiry are interpreted. The
crucial difference is whether they are seen as immutable and unquestion-
able moulds of human thought and action or as ceaseless efforts at
understanding and achievement carried forward from one gentration
to another—in Eliot’s phrase, ‘the common pursuit of true judgment’
I am refernng to the kind of liberal education that reflects the latter
of these interpretations. The continual critica! reform of the traditions
of rational inquiry 1s itself a tradinon. However it does not exist indepen-
dently, but 1s a way of engaging in any of the particular traditions.

The second condition is that the dominant emphases in the procedures
of liberal education should be upon the understanding of what 1s
learned; the acceptance of methods and theories on the basis of the
evidence that justifies them, not simply on the authonty of the teacher
or the experts; the development of the skills of inquiry 1n a way that
depends on reflection and imagination, a cuutbination of what is fashion-
ably called convergent and divergent thinking; the critical appreciation
of the scope and hmitations of each of the main forms of thought and
expression and the relatuon in which they stand to one another.

Granted that hiberal education In practice attempts 10 satisfy these
wo conditions as fully as possible, 1t 1s clear that it must be aiming
at the development of some degree of intellectual autonomy. However
I am still not satisfied that we should descnibe the outcome in these
terms. When the qual:fications have been duly acknowledged. we can
speak of autonomy only 1n an attenuated sense. Even those who have
achieved the mastery of experts 1n any field of inquiry must, t0 a con-
aderable degree, trust the findings of fellow experts. The range within
which an expert in any field might initiate a significant revision or
breakthrough—particutarly affecting 1ts basic methods—is relatively
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restricted. Even in these cases, the judgment of significance has to be
upheld by the community of experts.

If these are the sorts of limitations on the autonomy of those who
have achieved mastery, how much more so for those who have achieved
the level of understanding and competence that may reasonably be
expected through liberal education? While hiberal education may pro-
vide the basis for mastery in some aspect of science, or the humanities,
or the arts, its direct purpose is to achieve an integrated induction into
the broad range of these public symbolic structures. Even if liberal edu-
cation were restricted to an intellectual elite, it would not aim at develop-
ing the level of mastery at which one might exercise some degree of
significant autonomy. The language of autonomy seems even more
unrealistic and misleading, if we are prepared to entertain the radical
possibility of providing liberal education for the majority of people in
our society; and, apart frum any other reasons, as long as we are serious
about having everyone participate intelligently 1n political democracy,
I do not see that wé have any alternative but to try.

Being reasonable does not depend on being autonomous, even when
autonomy 1s interpreted as discovering for oneself the rules that apply
rather than deciding on one’s own rules. In fact, there would be httle
scope for reasonable thought and action if we did not, for much of
the time, employ theories and rules that have been worked out and
tested by others. Whether we considcr, for example, learning and using
language in everyday life, or examirung the validity of an argument
or the claims of a scientific experiment, or even making direct obser-
vations, we must mevitably rely to some extent on the authority of

others.
As | have already suggested, a fundamental aim of liberal education

is the development of the skills, attitudes, and values that are bound
up with objectivity. This aim cannot be adequately realized unless we
also learn to reflect criically on the traditions of rational inquiry them-
selves. It might be said that here the objective of liberal education is
to encourage personal autonomy. However, 1 would point out that the
habit of critically assessing the ‘conventional wisdom’ is not promoted
for the sake of personal autonomy as such, but as the best way of ensur-
ing that our beliefs and values will be as thoroughly justified as is poss-
ible. Independence of judgment, whether on moral or Jther issues, is
a desirable characteristic only to the extent that a persoh is qualified
to judge. An educator may not justifiably encourage critical inquiry
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except in the context of trying to dev .lop skills and knowledge relevant
to making judgments 1n a given area.

In relation to the other outcomes of liberal education that are loosely,
if not misleadingly, described as personal autonomy, I think it preferable
to speak of them in such terms as the following. achieving an under-
standing of jthe main methods of thought, conceptual schemes and
bodies of khowledge, together with a critical appreciation of their
strengths and limitations both in themselves and in relation to one
another. The level of understanding should be sufficient for intelligently
interpreting one's own experience; for expressing oneself with clarity
and precision; for making informed and responsible choices; for follow-
ing intelligently the debate of experts—especially when their claims affect
the general conduct of life; for critically assessing the programs of pohti-
cal leaders; for seeing through and resisting persuasive strategies of
empty rhetonc and propagandd: for responding with discnmination to
fashionable trends whether in art, hife-styles, political theories, popular
entertainment, or whatever. This list is not intended to be exhaustive
It mainly stresses aspects of a constructive or critical response, rather
than a contribution, to the forms of culture. This emphasis reflects. 1
believe, the character and scope of hberal education. For while it 1s
a desirable, if not necessary, basis for a constructive—perhaps even
creative—contribution, it is not sufficient.

In regard to the procéss of liberal education, teachers who are commut-
ted 1o the kinds of outcomes I have listed must, if consistent. be prepared
10 observe the conditions of objectivity in their own teaching, and always
to provide the most adequate reasons that are within the capacity of
their students. While there are moral grounds for acting in this way.
it is not necessary to appeal to the students’ actual or potential auton-
omy. It 1s sufficient for the teacher to recognize them as persons in
the process of developing their capacity to choose on the basis of reasons,
and to accept that reasons may be good or bad. It1s precisely in reference
to the critena of objectivity and reasonable belief, which are such pri-
mary concerns of liberal education, that questions about the conditions
that disunguish educating from indoctrinating, the kind of persuasion
that 1s rationally and morally defensible in teaching, when a teacher
should and should not be neutral on an issue, and so on, are to be
resolved.

1 do not wish to imply that liberal education 1s not closely related
to the achievement of human freedom. In gaining famihanity with the
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main symbolic forms of culture, one alsc greatly enlarges the range of
significant choices that one can make. The ouicome also involves a
change in the quality of choice, not simply in its scope The fundamental
objective of learming with understanding cannot be realized unless‘the
learner comes to grasp pimnciples for~Numself, and t\\us to achieve
intellectual independence from the mereNauthority of teachers, text-
books, experts, and cult heroes.

If the engagement in liberal education 1s conducted properly, a person
should reach the point at which the important choices he makes are
his own 1n the sense that he applies for himself the relevant critena
of criticism and evaluation, and sees for himself why these critenia are
the relevant ones to employ. Provided we recognize the public criteria
of knowledge and the public standards of excellence witkin which an
individual exgrcises such :ntellectual independence, we may meta-
phorically refer to him as autonomous in contrast to the person whose
choices are 1n effect usually made for him by others. -

However, to speak in terms of autonomy versus heterono:y s, I be-
lieve, to draw the line of distinction too sharply. The question 1s not
whether we accept the public forms of reasoned inquiry, moral pracuce,
and artistic exp. cssion, or accept the authonty and judgment of others,
or hold deeply-felt commitments, but how we accept or hold them. The
fundamental disnction 1s between a blind, unreflective, mechanical ac-
ceptance and one that 1s informed, critical, discriminating, adaptive, If
the latter (Which includes the reasoned acceptance of the authonty of
others) is to be described as intellectual autonomy, there 1s no difficulty
in counting autonomy as an aim of liberal education. However it must
be recognized that this 1s a substantially different concept of autonomy
from the one that 1s related to an anarchis’ic epistemology and widely
invoked in contemporary educational theory It 1s precisely because of
this difference (and because educationists often leave the underlying
epi-temological issues unexamined) that the invocation of personal
autonomy, whether as a cnterion for the process or the outcome of edu-
cation. tends to function as a slogan. In fact, 1t seems that personal
autonomy has become one of those 1dols 1n whose name the effort to
make liberal education available to as many people as possible 1s being
betrayed.
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Part I1I: Curriculum

The curriculum as the systematic program of teaching and learning
Gdesigned to promote the quahties of an educated person 1s clearly the
object on which all aspects of educational theory converge. As Dewey
emphasized. the curriculum 1s planned as a selective transimssion of
culture: 1t 1s intended to filter out elgments thought to be trivial or
undesirable and to concentrate on the beliefs and practices in the culture
that are of most worth Thus, while explanatory principles and theories
may play an important part in the design of the curnculum. 1t 1s obvious
that the work 15 fundamentally an engagementin normative educational
theory. For these reasons, all the chapters in this book are related 1n
various ways to the question of the nature of the curnculum In this
section the discussjon focuses on a number of 1ssues more immediately
within curriculum theory
Chapter 5 exarnines the topic of an integrated curriculum 1n relation
to the systematic bodies of knowledge on which most curricula at least
indirectly draw. The question 1S what limits, if any, the organtzing prin-
aiples of disciplines and the varnieties of knowledge place on the design
of integrated studies. Several recent attempts to find a basis of unity
are discussed” the structure of disciplines as 1n Bruner and Schwab.,
the identification of several logically distinct forms of knowledge or
meaning (Hirst, Phenix): the view that disciplines and subject bound-
aries are simply instruments of social control (e.g. M.F.D. Young) These
positions are cnticized for misinterpreting, in various ways, the nature
of disciplines. (The last is challenged. in particular, because of its rela-
uvism ) Disciplines do not have a single logical structure of concepts
and theones, nor does each discipline exhibit one of several more inclus-
we forms of knowledge (distinguished on criterta of logic, method, and
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epistemology) In addition to the logical and epistemological aspects of
disciplines, the fact that they are insututionally orgamzed and © -
toncally evolving collective enterprises 1s crucial to their understanding
When one comes to the detailed questions of what may rationally be
claimed or beheved in disciphned inquiry. the answers depend -n
specific critena and procedures bound up with the parucular range of
problems and aims shared by the members of a discipline

In the curriculum of hiberal education -given 1ts emphasis on rational
understanding—particular care has to be taken not to blur the distinctive
character of disaiphines However, without assuming several unique
forms of knowledge. disciphnes can be grouped according to the pre-
dominant kind of epistemological objective they pursue (e g. explaiming
in terms of causal generalization, interpreting, evaluating) This range
provides a guide for planming the areas of a common curniculum 1n
hiberal education. The chapter concludes by referring to the kinds of
integrated studies that are compatible with the nature of disciphnes

The second chapter in this section exanines some related approaches
to curriculum evaluation that challenge the means-en. .nodel proposed
by Tyler and developed by recent exponents of behavioural objectives
The alternative they advecate 1s what Stenhouse broadly calls a process
model. curriculum planning and evaluation focuses directly on pro-
cedures of teaching and learning, not on predetermined objectives The
chapier discusses the version of this model known as “lluminative’ evalu-
ation (as presented in wrntings by Barry MacDonald, Malcolm Parlett,
and David Hamilton)

In assessing the criicism of the cbjecives model. special attention
s given to Stenhouse’s arguments It seems that Stenhouse makes a
good case against this model 1n so far as 1t interprets objectives im-nay-
rowly behaviouristic terms. However his own alternative for curriculum
design cannot avoid reference to desired learning outcomes, and these
cannot be recognized unless some range of behaviour counts as evidence
that they have been achieved

In relavon 10 1lluminative evaluation, it 1s argued n the first place
that, while the proponents stress significant aspects of evaluation ignored
by the output measurement approach, the “anthropological’ method they
employ is subject o difficulties of 1ts own. Secondly. the notion of cur-
nculum evaluation as description or information giving s criticized as
both madequate and misleading' inadequate because it should make
and defend ar assessment of the educational value of a curriculum,
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- and misleading because a description of such a complex process as a
curnculum m action 15 bound to reflect important judgments of value
In relation to the last point. some comments are made on MacDonald’s
interesting claim about the political values that ar¢ at least implicit in
different methods of curniculum evaluation
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Chapter 5

Integrated' Studies and tkz Nature of
Disciplines
Introduction

The widespread enthusiasm for a curriculum n which the parts form
~ome kind of deliberately interrelated pattern reflects a variety of reasons
and motives. Many teachers have been attracied to such a curriculuni
mainly as a reactio to the manifest deficiencies of the traditional ngidly
insula; subject currniculum. It 1s likely that what they have wanted 15
simply a suitable reform of the subject curriculum rather than a radicatly
different program. But some teachers (and educational theonsts) have
aigued positively for the virtues o1 one or another versia of an inte-
grated curriculum. An indication of thy 1ature and diversny uf these
. cuments may be gained from the following sample.

. Progressive theorists have urged that the basic principie of cur-
riculum content chould be the expressed needs and interests of each
child They claim that 1f the principle is followed seriously, 1t not only
rules out the pre-packaging of content into distinct academic subjects
but generates for each child an 1tegrated pattern of learning This 1n-
terpretation has usually gone hand in hand with an ardently romantic
“ys1on of the child. Sometimes 1t has been linked with subjective epis-
temolog.cal <laims abou? each child determining his own knowledge !

(n) Others, like Dewey, have placed the main stress 1n education cn
learning how to solve problems. Given the assumption that there 15
ulumately a single method for dealing with every kiad of problem. it
follows that this method provides the integrating princinle for the whole
work of education
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(1) Another defence of an integrated curniculum (which would also
find support i Dewey) argues on the bass of ¢laims about a fun-
damental level of umity wathin the modes of knowledge. and between
knowledge. expenience and the self

(v) In the most recent revival of interest 1n integrated studies (1n
the late 1960s). one of the main defences has appealed to the inescapable
ideological. or at least pohitical. nature of the selection and orgamzation
of knowledge 1n a curniculum. 1t claimed. for example. that the subject-
centred curnculun. favours eliism and reflects the values that the dom-
mant middle class places on knowledge and 1ts forms Among other
things. an nt. ated cu-niculum s sad 10 break down the difference
between expert and laymar and thus favours an egahtanan ideal of
soctety  The soctologists of knowledge who expound this view usually
advocate a relatvist nterpretation of knowledge M.FD  Young not
only claims that the selection and organization of knowledge 1n the cur-
neulum 15 an istrument of soctal and political control. but that there
i no body of objective knowledge at all.* Teachers and curnculum de-
signers who have been influenced by these soctologists of knowledge
may not have given much attention to the underlying epistemological
claims. but 1 think they have been impressed by the reputed egahitanan
virtues of integrated studies

(v) Some of the arguments for an integrated curniculum h: e referred
directly to educational constderations For example. 1n relation to the
process of learning. 1t has been claimed that students (particularly those
who have little or no academic nterest) are likely to be better mouvated
wnen the vanous forms of theoretical knowledge are studied in the con-
text of a sigmiticant practical 1ssue. and 1n relation to the purposes of
education. 1t has been claimed that not all the learning cutcomes that
should be promoted by the school ¢can be achieved through the study
of the Jistinct disciphines

(v1) Finally. some people favour an itegrated curniculum mainly be-
cawse of a temperamental urge te see things fitted together 1n a neat
and umified pattern. or because they believe such an arrangement
aesthetically preferable

Although this hst 1» not exhaustive. 1t 1s sufficient to 1llustrate the
man kinds of philosophical questions that inevitably anse in the dis-
cussion of an integrated curnculum  Apart from comments that migitt
be made on the senses 1n which “integration’ 15 used 1n relation to cur-
nculum. these questions involve two general topics the way tn which
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I ought to be interpreted. and the
s chapter 1 shall concentrate on aspects of
it pill be necessary o refer briefly to the

education and the role of the schoo

nature of knowledge. In thy
the second topic, although
first.

On the nature of €
are refernng to the process of ed

ducation and schooling, 1 shall assume that we
ucation during adolescence and to the
role for which the school 1s cast in this process It 1s evident that the
question of how the parts of an educational program can be fitted
together presupposes the question of what we think the school should
be doing in the name of education. | shall not attempt to deal even
curscrily wath the full range of opinions currently held on this large
topic. What | wish to stress 15 that there are significant differences over
the place that should be given to 2 systematic study of the products
and methods of the main modes of thought in human culture. As a
consequence, whai may be said about the nature of knowledge has an
uncertain relevance to curriculum integration.

This point can be iHlustrated by a bnef review of some of the diverse
interpretations of the proper role of the secondary school

The purpose of the secondary school 1s to help cach adolescent learn how
1o satisfy his or her felt needs and 1nterests
ranteed place for any

If this theory 1s taken hterally there 1s no gua
it 1s possible that they

systematic study of the major modes of thought,
may not be studied even unsystematically

students should concentrate on the study of sig-
contemporary world (e g war. peace. poverty. re-
d on the development of the skills and knowledge
he main nstitunons of their society

In the secondary school,
nificant problems in the
lations between races) an
necded for effectve participation in t
(e g marrage. trade unions, the pulitical process)

d without drawing heavily

This program could hardly be implemente
{ necessanly be examined

o . the modes of thought, but they would no
directly or 1n any systematic way 4
The main emphasis 1n the secondary «chool should be on learming how 10
think The focus of attenuon should be on the method (or methods) of 1nquiry
employed n the vanous modes of thought. the estabhished content they have
generated 15 less significant as an educational objective

In this approach, the methodological aspects of the modes of thought

are studied systematically--althoug,
modes of thought as these exist as

i they tend to be detached from the
hving cultural traditions.
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The disunctive role of the secondary school 1 1o provide a systematic
introduction to the major modes of thought. not as a4 prelude to the pro-
fessonal iife of a scholar but for an intelhgent parucipation i the cntical
and reflective domains of culture

In this view (which | believe to be most satisfuctory ). questions about
the nature of knowledge. both content and method. are crucially relevant
for determining how the modes of thought should be studied as constitu-
ents of a hberal education and. more specifically. for any decision on
the character of an integrated curriculum

Although the sigmificance of an inquiry into the nature of the modes
ot thought for the question of cu ulum iategration varies with each
of these (and other) interpretations. 1 think 1t can be clatmed that such
an inquiry has some bearing in all cases Even the doctrine of felt needs
and interests s usually not. in fact. an exception Apart from the fe't
Interest that some proportion of adolescents may be presumed to have
in exploring varous cultural modes of thought. teachers who invoke
the doctrine do not usually take 1t hierally That s, in practice they
are not prepared to abdicate their moral responsibility to the common
good or to the adoiescents themselves, who may have very mnadequate
netions of what thzsr needs and long-term interests are !

1t s difficult to see how any « rous theory of education and of the
rele of the school can fail to include some deliberate attention te the
public modes ¢t thought 1in which are expressed the reflective self-
wnsaous aspedts of a colture Otherwise there would hardly be am
pointin having 4 disunct institution >t schooling  at least besond the
elementary stage “Ina~ . to tae extent that the acquisiion of *hese
modes of thought thoth s wass »f thinking and bodies of belief) 1
given any partin the proves of e fucation. what can be said about the
way 10 which kaewledge v devidoped, tested and organized must be
primu fucie reles »at 1o the way ats aspects are related and distinguished
n g curniculum  ihe charac ristics of knowledge can be exanmined trom
several points of view  histonical, pssehologieal. and so on In this chap-
ter the emphasis 15 & predominantly philosophiwal one  The question
» what can be sawd about the umity and diversity of modes ot thought
in terms of criteria of Jogic. meaming, truth. rationahity

Interpretations of the Unity of ¥ .. ledge

Before the present century. it was commonly assum ' that the svatems
of knoaledge corstituted. or rested on knowledge as a4 unitied entity
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and that 1t was one of the basic tasks of philosophy to interpret the
systems of knowledge as a whole. Some philosophers. such as Descartes,
rejected the differences as superficial and reduced all knowledge to a
single kind. Others. hke Anstotle and Kant, agreed that. while there
were logically irreducible kinds of disciplines, there was a principle or
perspective 1n terms of which they formed a unified pattern. At different
times. the umfying perspectve has been metaphysics, theology. math-
ematics, biology In the present century no discipline has been widely
accorded this kind of pre-emmence During this time, phlosophers
themselves have generally shrunk from the task of investigating the
nature of knowledge as a total system The anclytic temper of contem-
porary philosophy 1s well dlustrated in the encimous growth of the phil-
osuphy of separate disciphnes The cn'ena for distnguish.ng between
true and false behef as wel, as tiie necessary conditions of any knowledge
(thought to apply to human beings regardless of historical or cultural
circumstances) have been much discussed However. since Descartes.
philosophers have usually been preoccupied with the knowing subject
in their investigation of these 1ssues.

There now seems to be fairly wide acceptance of Collingwood’s scep-
ticsm about the possibility of designing an adequate map of the whole
of knowledge In fact a completely pluralist view of the disciphnes seems
to prevail Each discipline possesses among 1ts disungushing features,
wme. if not all. of the following a set of related techmcal concepts,
rules for emploving them 1n meaningful questions and claims. pro-
cedures of inquiry. cntena for justifying or venfying clayms. In virtue
of these characterstics -whatever may be waid of others - disciphnes are
held to be logically autonomous and irreducible to one another Tha
1s not simply to claim 4 logical Jdifference between, say. physics and
hiterary crticism as modes of myuiry. but also between physics and
chemustry Some phitosophers have extended this kind of autonomy to
the distinct conceptual schemes and models (paradigms. language
games, etc ) that may coexist within what would otherwise be accepted
as a single disaphne ®

Supporters of a plurahst interpretation may agree that all the disci-
phnes are unified in the sense that they have a common general end
of functiom (e g to discover what 1s true. or to develop a coherent way
of mterpreting the world or some part of 1ty Such a view must assume
that there 15 at least some comntol. ground on which different modes
of justificatton can be compared The advocates of dncrete paradigms
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and language games challenge even this degree of umity by arguing
that critenia of truth and justification as well as meaning are strictly
relative to each system.

During the preseit century there have been some theorsts willing
to defend + ~< or another account of the internal umty of all knowledge.
I shall refer only summarly to three interpretations.

(1) The 1dealist belief that each thing is in 1ts essence related to every
other thing entails that one cannot know a part of the world withou,
in some way, kpowing the whole A version of this view 1s expoupded
by Michael Oakeshott (who has also written on education). His basic
claim 1s that the concrete experience of reality is the experience of a
unified world of ideas: that 1s, experience is always in the form of
thought or judgment, and 1t is a unified world of i1deas because every
Judgment asserts something about the whole of reality The refinement
of our experience consists 1n achieving a more and more fully umfied
coherent world of ideas. 4

In human history, the effort to realize the concrete whole of experience
has often been ‘arrested’ (to use’ Oakeshott’s svord) at various points
Ateach of these points, a partial homogeneous world of 1deas, abstracted
from the concrete whole of expericnce, has been developed Each of
these ‘modes of experience’ provides a more or less #bherent view of
the whole of reality, but even at their best they aN’necessarily partial
and defecuve In Experience and 1ts Modes, Oakeshott examines three
highly developed modes the historical, th€ scientific, and the practical 7
In a later work he discusses poetry (or art) as a fourth sigmficant mode.
He emphasizes, however, that there 1s no theoretical himit to therr
number.

It might seem that 1f Oakéshott’s interpretation could be justified,
1t would provide a sound philosophical basis for drawing varous disci-
plines together in a curriculum as aspects of a particular mode of expen-
ence and for relating the different modes of experience to one another
and 10 the concrete whole of experience. While each may logically sub-
sume several disciphines, Oakeshott makes 1t clear that the modes of
experience themselves are absolutely independent of one another. As
abstract perspectives, their combination could not make up the concrete
whole of experience The attempt to conflate the different world of 1deas
that each involves can only lead to error and confusion (sucb as the
effort to interpret human equality on an arithmetical model).

The kind of integrated curnculum for which Experience and 1ts Modes
might be said to provide an argument would consist in the study of

3
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philosophy for. 1n Oakeshott's scheme, philosophy 1s the effort to achieve
a coherent concrete experience of the real in s totaliy. In the
curnculum, the modes of experience, because they are facts of experi-
ence, would be studied philosophically in order to see how they modified
experience and how they must be avoided or overcome so that experi-
ence would be enabled to realize its fully coherent and concrete
character.® !

(1) A quite different metaphysical account of the umity of knowledge
has been attempted by logical positivism. In 1ts pure form, all true prop-
ositions were regarded as either tautologies or descripuions of what could
be observed to be the case The position underwent various modifi-
cations 1n order 10 accommodate theoretical concepts and pro’posmons
from which descriptions of an observable state of affairs could be de-
duced Apart from tautologies, any claim to knowledge must, then. refer
directly or indirectly to an observable state of affairs Any claim that
was not verifiable in this way was 1n the strict sense, meaningless. While
this theory provided 4 basis for treating all knowledge as being logically
of the same kind, 1t achieved this integration at the cost of an excessively
narrow view of even scientific knowledge, and of excluding from the
domain of knowledge (and even meaning) all forms of thought that
could not meet the prescribed test of observation This meant the ex-
clusion of rehigion, art, hterature, history, and much of philosophy 1tself—
any claims that nvolved nterpretation, evaluation, apprzciation.
judgment. Thus the principle on which knowledge was to be integrated
also upheld the view that modes of nquiry are ngidly separated into
those that deal in facts and those that deal in values, and that there
15 a logically impenetrable barnier between the two

() A third attempt to account for the unity of all knowledge 1s given
in John Dewey's thedry of the logic of inquiry the process of intelligence
by which indeterminate (or problematic) situations are transformed into
ones that are determinate or resolved ¥ While Dewey's position has some
elements 1n common with the previous two, for him the key to the unity
of knowledge 1s to be found n a single all-pervasive problem-solving
methodology (which also holds the clue to questions about meaning
and truth). The method of inquiry 1s essentially the same whether one
1s dealing with problems of physics, history, morality, or art Dewey
also asgues that method. as he interprets 1t effects the integration of
the troublesome dualisms that were such a common feature of traditional
philosophy: between knower and known, thought and expenence, theory
and action, method and subject matter '

Q 1’1:‘
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Dewey does not suggest that in the curriculum the disciphines should
be displaced by an indifferentiaced, free-flowing. problem-solving
activity or even that the curriculum should be cominated by a few pro-
jects developed around major human problems He emphasizes that each
discipline 1s a commumty of funded knowledge and skill built up by
human beings through the expenience of dealing systemaucally with a
certain range of problems. At the same time he argues that the unifying
process of inquiry should overshadow the differences n the orgamization
of knowledge. Assuming that his interpretation of the method of inquiry
could be jusufied. 1t would certanly provide a crucial logical ground
on which the content of the different disciplines could be interrelated

Interpretations of the Organization of Knowledge in Curriculum Theory

Duning the past 25 years, there have been three important developments
in curniculum theory based on interpretations of the way in which knowl-
edge 1s organized. The first of these 15 associated with the slogan ‘teach
the structure of the disciplines’. the second, which shares considerable
co.nmon ground with the first, adopts a modified pluralism n relauon
to the distinctiveness of disciplines by arguing that they exhibit a rela-
tively small number of logically dis'inct fundamental forms of knowl-
edge (realms of meaning. modes of understanding, etc ). the third theory
takes the view that the unity ¢, diversity of knowledge has nothing to
do with so-called objective logical criterta. but 1s determined by the
interests of the dommnant cultural group and its effort to mantam 1t

power.

The Structure of Disciplines Bruner and Schwab

In the period shortly after the second world war, varnous curriculum
projects were attempting to disunguish the key elements of disciphnes
in the ‘nterests of a more effective pedagogy These efforts were brought
to a focus n the conference at Woods Hole in 1959 The inain themes
and principles of this conference gained wide publicity and influence
through Jerome Bruner's The Process of Education' and through his
own development of them n later wntngs Although the conference
had been preoccupted with mathemaucs and the physical sciences. Bru-
ner and other theorists - perhaps the most notable being JJ Schwab
conceived the notion of structure as applying to the whole spectrum
qof disciplines
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Although Bruner uses the noton in several different senses. he is pri-
manly concerned with (a) the relationships within the content of a disci-
pline based on the concepts, principles and theones that. at the ume.

‘are logically and epistemologically the most significant. and (b) the over-

all pattern 1n the presentation of the structure of a discipline for learning
(corresponding to the three developmental modes of representation that
Bruner identifies).!! He claims that i each of the main disciplines there
are. at any lime, certain concepts. principles. snd theories that play a
relatively fundamental and pervasive fole 1n the tasks of classifying.
descnbing. interpreting. explaiming. etc assoctated with the purgoses of
each discipline. The mastery of these structural elements makes the sub-
ject more comprehensible. and facilitates retenuon, recall. and the
transfer of learming. They recur throughout the curriculum as 1ts central
content. adapted 1n form to each of the developmental modes of rep-
resentation.

Bruner does not examine the question of how disciplines may be re-
lated to one another (1 e. the structure among disciplines) His view scems
to be that each disciphne nas a dist:ncuve content structure. certainly
he does not attempt to reduce disciplines to certain "types’ or ‘forms’
of knowledge on the basis of common structural features The main
ground 1n Bruner for the integration of disciplines (at least 1n interdis-
ciphnary studies) 15 the very strong emphasis he places on learning the
skills of inquiry Clearly he believes that these skills display sigmificant
common features across all the disciplines Within each disciphine. the
recurrence of the central content n Bruner’s spiral curriculun involvés
a form of vertical integration

15 Schwab has discussed the general question of the structure of
disciphines somewhat more systematically than Bruner ' In reference
to the mnternal structure of a disaphne (1ts most wignificant clements
and the relationship between them). Schwab focuses on two broad and
connected aspects the substantive structure and the svntactical structure
The first conststs 1n the pattern that the body of knowledge 1n a disar-
pline takes because of the concepts, models et that it employs There
may be more than one conceptual scheme operating 10 a disapline at
any gnen ume (e g thatof psychoanalvsiy and behaviourism in psychol-
ogy). 1f so. the discipline will exhibit as many substantive structures
as there are conceptual schemes The syntacucal structure CONSISES L
the rules and procedures followed by cach disciphine in developing and
testing knowledge claims Differeaces in the conceptual schemes between
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or within disciphines will be reflected 1n the detads of their syntactical
structures.

Schwab also discusses the question of structure among the disciphnes.
Although he cnitically assesses various historically significant schema,
he does not commit himself on a list of disciplines and their pattern
of relationship The conclusion he seems to come to 1s that, while there
are both logical and arbitrary ways of organizing the disciplines, there
15 no one correct logical order. ]

Theonsts who have focused on the structure of disciplines in cur-
niculum theory have generally tended to argue for the distinctiveness
of each discipline rather than for features of similarity. If their claim
about the internal structure of each discipline is correct, 1t suggests that
the only defensible integration would take the form of multdisciplinary
studies Certainly the claim would provide a crucial guide to where inte-
gration may or may not occur without a distortion of uniderstanding

Logically Distinct Areas of Knowledge or Meaning:
Cassirer, Phenix, Hirst

Among modified pluralists who have a direct interest in curriculum
theory, the positions taken by Philip Phenix and Paul Hirst are nrobably
the most fully developed and influential. Be;om.consndenng their views,
| should refer briefly to the work of Ernst Cassirer ¥ While 1t 15 not
directly concerned with the design of the curniculum, 1t 1s clearly relevant
to the question, and has in fact nfluenced curniculum theorists. He
claims that in the present century the prohferation of knowledge. par-
ticularly in the absence of any pre-emimnent discipline. has led to the
loss of a coherent view of man The clue to restoring such a view. he
suggests, lies 1n recognizing that man’'s distinct:ve character and poten-
tiality 15 as a symbol-using ammal. Human beings as such do not, and
cannot, inhabit a merely physical world; their various symbolic systems
enter mextricably into all their experience. Cassirer distinguishes five
main symbolic forms 1n human culture: wyth and religon, language.
art, history, and science. He emphasizes a fundamental difference be-
tween the discursive logic of science and the non-discursive logic of the
other forms. However, in contrast to the logical positivists, he insists
that the non-discursive is just as valid a cognitive mode as the discursive,
that science, no less than myth or art, reflects man’s capacity for con-
structing symbols through which he can organize aspects of his experi-
ence mto a pattern of meaning. In relation to the question of curniculum
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integration. Cassirer’s distinction seems to provide a basic hink between
the vanous symbolic forms that display non-discursive logic while 1m-
posing a sohd barrier between them and science However 1t 15 perhaps
more relevant to notice that for Cassirer each of the symbolic forms
constitutes a strictly incommensurable structure of meaning Cassirer
speaks of their unity in terms of a common function: they express in
different ways and with varying emphasis the ceaseless struggle 1n
human life between tradition and innovation He also claims that human
culture as a whole 1s characterized by a progressive movement towards
man’s self-liberation and that each symbolic form contributes 1n 1ts own
way to this development.

Even if one were convinced that Cassirer's account of the umty of
symbolic forms was satisfactory. 1t would be difficult to translate 1t into
an effective principle for the integration of the curniculum as a whole
However Cassirer’s theory has bearing on the question of curriculum
integration 1n several important respects 1t emphasizes that full human
development depends on acquiring a range of symbolic forms, 1t also
emphasizes that man’s symbolizing activity 15 by no means restricted
to disciplines of knowledge. 1t suggests the possibility of containing n
a non-arbitrary way the vast diversity of man’s symbolizing activity
within a relatvely few general forms

Phenix's theory clearly reflects Cassirer’s attenuon to distinct contexts
of meaming and his location of man's defining charactenstic 1n symbol
using.'* The theory also bears the strong influence of the ‘structures’
approach. However Phenix attempts to carry the inquiry beyond the
internal structure of indwidual disciplines to an examination of the
pattern of relationships that exists among all the systematic modes of
thought. In regard to the preoccupation with the structure of individual
disciplines. Phemix warns of two dangers: that it would end up being
a return to the traditional subject-matter curriculum, and that 1t would
give a to narrow. purely ntellectuahstic interpretation of knowledge
Against the first, he claims that a disciphine’s structure should be
attended to i1n education as a .neans of making the most economical
use of each person’s capacity for learning Against the second. he stresses
the variety and range in the types of meaning

The fundamental principle in his argument 1s that *human beings are
essentially creatures who have the power to experience meanings Dis-
tinctively human existence consists in a pattern of meanings’.!> General
education i the process of engendering essential meahings. It 15 the
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educafion of persons n their essential humanness In Phenix's view,
meaning 1n human hfe 1s at present threatened by four man forces:
the spirit of scepticism, extreme specialization, the vast mass of cultural
products, and the rapid rate of change 1n the conditions of hfe. Since
the curriculum 1s directly concerned with meanings. 1t needs to be con-
structed as a counter to these forces. It is most likely to succeed 1n this
objective 1f 1t ensures that all the most fundamental distinctive forms
of meaning are included in the process of education.

Phenix 1dentfies six areas of meaning 1 human expenence-
symbolics (communication): language, mathematics. art. empirics (scien-
ufic knowledge): physical, social sciences; aesthetics. literature, art.
music: synnoetics (personal knowledge): hterature, philosopiy. history.
psychology, theology: ethics (moral knowledge): synoptics (integration):
history. religion, philosophy. Within each realm. one can disunguish
typical methods. leading 1deas. and charactenistic structures. Every ex-
pression of meaning, according to Phenix, can be classified 1n relation
to three dimensions of quanuty (singular. general, comprehensive) and
three dimensions of quality (fact, form, norm) The realms of meaning
exhibit various combinations of these dimensions of quantity and quahty
in their characteristic expressicns. These differences form the main basis
for Phenix's classification.

In working the realms of meaning into a curniculum, Phenix proposes
three basic principles.

(1) The scope of content should be such as to ensure that the six
realms of meaning are included.

(11) While all the realms of meaning should be represented to some
extent throughout the period of general education. there 15 a logical
hierarchical order among them. Symbolics needs to be stressed in the
earhier stages. while synoptics presupposes a substznual grasp of
meanings.

(m) Content should be chosen only from fields of disciplined inquiry:
it should focus on the key ideas and principles and be chosen for
its capacity to exemphfy the methods of mnquiry and to arouse
tmagination

At many points in Realms of Meaning, Phenix stresses the 1importance
of integration both in the aspects of a person’s life and 1n the elements
of an educational program. Early in the book he argues that "because a
person 1s an organized totahity and not just a collection of separate parts.
the curnculum ought to have a corresponding organic quality’ 16
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It s also clear that he treats the integral character of a person’s hfe
as an 1deal to be realized, and one that can be promoted or obstructed
depending on whether one acquires the modes of meaning in a related
or fragmented way. Phenix’s scheme butlds in various levels of cur-
nculum integrauon. Although the cntena for identifying a4 realm of
meaning vary somewhat in his hst. Phenix believes there are significant
common logical grounds on which the areas of disciphned inquiry within
each realm can be interrelated.

In Phenix's scheme. the main integrating links between realms of
meaning are provided by the disciplines of the symbolic and synoptic
domains. The former play an obvious part in every other domain. The
latter offer vantage points from which the disciplines of the various do-
mains can be seen together. ‘history by imaginatively recreating the past.
religion by the disclusure of ulimate meanings. and philosophy by the
cntical interpretation of expressed meanings'!” There are also several
disciphines that belong to more than one realm of meaning in Phemix’s
classification

Phenix 1 not advocating, however, that the distinct structure of each
discipline should be lost sight of in being studied as part of a realm
of meaning. The latter does not form a unique field of inquiry in which
the contributing disciplines are absorbed. Phenix acknowledges that he
groups disciphnes in a given realm of meaning according to their *domi-
nant logical pattern’. there may be other logical respects 1in which disci-
plines from different realms overlap. The collaboration of disciplines
across the borders of different realms of meaning 1s thus not proscribed.
although the logical base 1s less extensive than for disciplines from within
the same realm What Phemix stresses is that. in cross-disciphinary
studies. there should be some reasonable principle of organization n
order to offset the danger of ‘shallow nondisciplined thinking because
of the mixture of methods and concepts involved’ '* He also points out
that each discipline. when properly understood. forms an integrated
system for experience

As in Phenix’s case. Hirst's interpretation of the umity and diversity
of knowledge forms an integral part of 2 theory of education. The broad
sweep of his argument may be summarnized 1n the following way '

The range and quality of human experience depend on the develop-
ment of mind Although individuals possess innate capacities for its
development, mind 1s acquired only through the process of learning the
concepts and modes of thought that exist as public cultural tradions
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Such concepts and modes of thought are not the furmshing of the mind.
but the consutuents of mind itself and thus of what shapes us as distinc-
tively human bengs If there 15 any sigmficant range of concepts or
any mode of thought of which we are ignorant. to that extent our ca-
paaty for experience 1s hmited and we are deficient as ratonal human
beings

According to Hirst. there are in fac! several related but fundamentally
disunct forms of knowledge. They are distinguished on the basis of the
following criteria  key concepts: logical conditons affecting the way
these and other related concepts can be meamngfully used. ways of
testing the truth of claims aganst expenence: procedures. skills. and
techmques for explonng expenence Or the basis of these cnitena. Hirst
identifies the following distinct forms of kr:/wledgt:' formal logic and
mathematics. the physical sciences, knowledge of persons: moral judg-
ment and awareness: aesthetic experience: religious behefs. philosophi-
cal understanding.?’ The number of forms of knowledge 15 not fixed
by some necessity in the nature of things and may change 1n the future
The forms of knowledge do not make up any hierarchicat order. they
are separate but equal.

The practice of education. Hirst argues. 15 concerned primanly with
the development of mind or rational understanding Since this develop-
ment occurs to the extent that people acquire the forms of knowledge.
the criteria for engaging effectively 1 each must also be the cntena
aganst which the outcomes of the educational process are to be judged.
Although the forms of knowledge need not exist as separate subjects
i the curnculum. any curnculum that ignores what 1s logically and
epistemologically disunctive of each form will inevitably. to that extent.
fail to achieve the basic educational objective

In Hirst's view. disciplines cannot be integrated in a strict sense unless
therr methods of inquiry and venticanon are logically of the sarue kind
This means that such integration 1s nossible only within the same form
of knowledge At the same tume. Hrst acknowledges the possibibity of
other less thorough forms of integrauon what he refers to as ‘fields
of study’ 1n which disciplines from varous forms of knowledge are re-
lated by virtue of a common object of study (e g geography. engineer-
ing). The adequate treatment of complex practical and moral problems
also depends on understanding the interrelationship between different
forms of knowledge What Hirst emphasizes. hovever. 15 that in acquir-
ing knowledge with understanding we have as much need to learn how
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tc discriminate between different forms as to see their interrelatedness
A senous Janger he sees 1n the use of complex curriculum umits 1nvolv-
ing moye than one form of knowledge 1s that the effort to hnk fundamen-
tally different concepts, theories, modes of inquiry, and so on distracts
attention from the connect'ons within a single form, on which an
adequate understanding of .lew concepts etc depends

Knowledge and us Orgamization as an Instrument of Social Control
Young, Bourdieu
Sociologists of knowledge have recently made a number of important
claims about the nature of an integrated curnicuium In the present
context | wish to draw attention to orly one i1ssue. My own assumption
as well as that of the theornists whose views | have been outhining 1s
that claims about the logical and epist~mological charactenistics affecting
the organization of knowledge can be ubjective. and that there can be
genuine argument about the truth or adequacy of such claims Some
sociologists of knowledge interested 1n the design of curniculum have
rejecte. this assumption. M FD. Young 1s a well-known exponent of
this posit:on 2' As | mentioned earhier, not only does he argue that the
selection and orgeaization of knowledge 1n the curnculum reflect the
preferences of the soctal groups who exercise power in the society, but
he makes the much stronger claim that there 1s no body of objective
knowledge at all What we behieve, what we mean ty ‘true’, ‘false’.
‘rational’ and other epistemological concepts shifts according to the
perspective of the social group to which we belong Arguments about
whether knowledge should be orgamized for teaching and lerning into
a number of separate units or presented as an integrated whole depend
ulumately. he claims. on what 1s valued as knowledge from one social
group to another In Young's analysis, the subject-centred curnculum
helps to maintain the power and control of social groups whose values
he dislikes He would prefer a different pattern of socral control; and
because he believes 1t would be promoted through an  ~en integrated
organization of knowledge, this 1s the kind of curriculum he ad. cates
Presumably he also wants what 1s to count as knowledge to be settled
by appeal to differct ¢cniteria The busic argument (if there can be one)
1s now not directly epistemological, but 1s about conflicing social and
poliical values The terms of the conflict are starkly drawn. ehtism.
competition. <apitalism ersus egalitarianism, co-oper 100, socialism
Others wno take a sociology of knowledge approach to the study of
schooling ap. .he curricuium do not necessanily share quite the same
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positon as Young Pirre Bourdieu. for instance. seems to be less
uncornprom-sing on the questicn of relativjsm =% In 1den*fying the be-
hefs. valv ¢ that form what he calls a cultural “arbatrary” (that 1s
whose ¢l objectvity 1s hmited to the conditions of a particular
group at & given ume). he acknowledges that there are some universally
true prirciples 2bout the world and human nature. Cultural content
is arbitrary when 1t cannot be deduced from such principles. At the
same time. Bourdieu devotes considerable attention 0 the elaboration
of the principle that the ruling ideas are the 1deas of the ruling class
In his view. the orgamzation of the school and the curriculum serve.
for the most part, to impose 4 cultural arbitrary—the behefs. vajues.
interests of the groups who hold power in the society

Critique of the Relativist Basis for Integrated Studies

In attempting to assess the diverse positions that have been reviewed.
| shall first comment briefly on the radical rejection of objectvity in
knowledge by Young and some other soctologusts of curriculum | should
make two preliminary notes. First. objectivity 1s not to be confused with
certainty or infallibzhity 1t 1s linked directly with the notion of rational
and responsible behef the condition that a claim be subject to checks
that are independent of the believer Secondly. objectivity 1s compativle
with the condition that human efforts to achieve knowledge are relative
to historical and social contexts Such relativity does not entail relativism,
as sociologists of knowledge have often supposed The whole issue of
objective knowledge 15 a large and complex «~e. and 1 shall not do
more than suggest the direction of several of the arguments against the
kind of relativism that Young supports and n favour of objectuvity

(1) The relatvist position is open 10 4 fundamental logical objection.
namely. that it cannot be asserted withou. making the non-relativist
claim that all knov ledge 1s refatvisuic 1f a relativist seexs o escape
from this dilemma. he has to admit that any view he expresses 15 “situa-
tonally specific” and has .10 claim to truth beyond that context Young
himself. 1n the introduction to Knowledge and Control. makes claims
that depend on the possibility of comparing different culturally deter-
mined ways of thinking. He then inconsistently concludes that we are
locked 1nto one of these ways of thinkirg and that 1t 15 impossible. 1n
principle. to show that one set of cognitive categories 1~ better for
explaiming certan phenomena than another

(1) There 15 a large amount of common-sense knowledge (eg of
middle-range objects of perceptual experience) that 15 essentially the
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same for human beings regardless of their socialvor cultural group
Human Janguages also possess important common features. whatever
one’s native language. 1t thus involves certain ways of thinking about
the worlt that are shared by all language users ©* Many of the tun-
damental problems that the members ot one social or cultural group
try to solve are faced. in some form or other. by human beings every-
where ¢! These similanties among human beings are hardly surpnsing
given that they share a common evolutionary background. that their
physical charactenstics and needs are essentially the same. and that their
natural environments present so many common conditions for survival

(m) Conceptual schemes. including those devised in the course of sys-
tematic inquiry. do not exist as completely closed systems. they overlap
with other systems and with the non-sy m: ¢ experience of common
serse Moreover. as stressed earlier they usuully do not possess a fully
coherent logical structure It 1s by mistakenly treating each conceptual
scheme (paradigm etc) as though 1t were a completely coherent and
autonomous svstem that relativists tend to confuse claims about the con-
textual character or relativity of meamng with the relatuvity of judgment
(1¢ of the truth or ratonal justification of a claim n the language of
a given conceptual scheme). and to assume that if meanings are relative
to conceptual schemes (or languages) they cannot be shared by different
schemes (or languages) Not only do accurate translations oceur between
different conceptual schemes and languages. but even metatheories and
ideologies—assuming they make sernous claims to knowledge can be

judged n the long run agamst facts of expenence that are net themselves

ERI

svotematically determined by these theories or 1deologies +

Because of the common problems that confront them. human beings
in quite different social and cultural contexts are ofter trying to achieve
the same objectives of understanding Where the smilanty ot problems
and objectives 15 estabhished. the ratonal quahty of different procedures
and conclusions can be assessed The standpornt of objectivity recog-
nizes that rational inguiry s subject to the test of human expenence
evervwhere ="

In his comments on the practice of education, Young clearlv shows
his misunderstanding of the nature of objects ity in knowledge He says.
for example

By depending on or scarching for external criteria outside of what we do,
we avand the experiential truth ot still having to choose of unavordably being
engaged with others 10 a common history & '

But there 1s no reason why an appeal to objective criteria (Le cniteria
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independent of a partcular individual or social group) should 1sclate
human beings from one another, or reject expenence, or make people
less responsible On the contrary, by recogmzing objective cntena, we
take responsibility for testng the rationahty of our behefs against the
expenence of the widest possible human community Young also claims
that, by presenung knowledge as objective, tcachers become mere
instruments of the status quo But 1t 1s only 1f knowledge clayms are
not essentially matters of poliucal power that teachers have some
independent ground for arguing about the status quo If Young 1s consist-
ent. he must say that change in educauon 1S always to be nterpreted
fundamentally 1n terms of poliical struggle: regardless of what group
succeeds n the struggle, teachers must inevitably, on Young's theory¥,
be mere in*  ‘ments of the starus quo

I do not wish to imply that sociologusts of knowledge cannot speak
significantly to educational 1ssues On the particular question of integra-
ted studies, 1t 15 important to know what ways of orgamzing the quest
for knowledge - whether by dividing or umfying - merely reflect group
interests. how the selection and arrangement of knowledge 1n a cur-
nculum relate to group mterests and to what extent they are determined
solely by such interests, what social factors influence the relative value
placea on different kinds of knowledge 1n a society ** These and similar
wsues are directly relevan: to decisions on what can and ought to be
done about the mtegratioa of knowledge n the currrculum  But therr
point depends on our being able to disunguish what counts as knowledge
by cnteria thzt do not themselves reflect poliical or social interests
Without this possibihiy. the sociologists” own findings would have to
be regardes as yet another move in the power game

’

The Natupe of Disciplines

I turn now to the spectrum of views represented by the other theorists
| have discussed My main purpose 1s to determine. as far as pussible.
what may justifiably be claimed about integrated studies from the view-
pomnt of the logical and epistemological conditions that affect the
orgamzation of knowledge

Stephen Toulmin emphasizes a distinction that has an important bear-
ing on this task.* He points out that, 1 the conduct of inquiry. the
condiions for a clam or procedure to be rational are not to ne confused
with those for a logical system of concepts and proposition T'he tend-
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ency to 1denufy ‘ratonal’ with ‘logical” 1s encouraged by treating disci-
plines as systems of concepts. theones. and nethods of inquiry 1n

* 1solation from any historical and institutional context Attention comes
to be concentrated on the fimshed products of inquiry, assessed 1n the
hght of various models of logical coherence. rather than on the’ much
more coi 1plex continual 1nteraction of process and outcome that charac-
tenzes tae practice of a discipline

Of the theories to which I have referred. logical posinvism provides

the most extreme example of this approach. Iz varying degrees. Hirst.
Phenix. and the exponents of structure within disciphines also tend to
be prececupted with the conditions of logically systematic organization
in knowledge Dewey 1s an exception 1n his attempt to examine the
logic of the process by which problems are explored and solved His
theory 1s flawed. however. by the assumption that all efforts of
intelligence are problem solving and that all problem solving 1nvolves
essentially the same process The sociologists of knowledge do hghlight
the historical and nstitutonal aspects of disciphines However. as I have
argued. 1 treaung knowledge and 1ts orgamzation as merely an
instrument of varying group interests, they destroy any impartial basis
" for ranonal judgment.

In order to 1denufy what fundamentally disunguishes disaphnes, 1t
1s necessary to see them as histonically evolving collecive enterprises
that are institutionally orgamzed A disciphne anses as a sustained and
systematic effort to examine a certain range of questions and problems
of common human sigmficance. In order to fulfil uts purpese. those who
engage 1n the advancement of a disciphne need to develop a sufficient
mshtutional form to enable findings and procedures to be communicated
and aés;essed by others, to provide for an effective cumulative develops,
ment from one generation to the next. and to 1nduct new pracutioners
The crucial factors that distingwish one disciphnz from another are the
set of questions and problems to which the practiioners address them-
selves and the specific common mms they accept The latter help to
determmne both the dsstinctive 1ssues and the critena by which they are
judged to be effecuvely treated Nothing 1s set once and for all Over
time. disciplines may combine or cease. and new ones emerge Within
a disciphine, there 1s relatively frequent tnnevation and revision 1n con-
cepts and theories, the methods and lechr‘?ques also change—although
less frequently. and even the basic objectives are subject to revision
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Against this background, several general points can be made that have
particular relevance for the question of integration 1n the curriculum

(1) It cannot jusufiabl, be claimed of any discipline, even within the
physical sciences, that all the important concepts and theories fit together
in a single logical system. While some concepts and theories 1n a disci-
pline may form a strictly logical system, there are always others that
are independent of the system or at variance With it. In some disciplines
(e.g psychology, inguistics). to the extent that concepts do form a logical
network. there are several rival groups—such as the behaviounsts and
Gestalt theorists i psychology and the transformationalists and func-
tonahsts in hinguistics In a number of discipiines (such as history, hter-

ary cntiaism) there 15 no clear logical pattern of distinctive concepts-

at all 3¢

It follows that, 1n relation to what Schwab calls the *substantive struc-
wure’, the advice to teach the structure of a discipline cannot be
implemented without serious qualifications This 15 not to deny that

every discipline has some concepts that play a more significant role than ~

others 1n fulfilling its purposes and that ther 2 are varous logical connec-
nons among them However, 1f they are to be given prominence in
pedagogy. 1t 1s because they play this role, not because they constitute
a distinct logicul structure.

It alsc follows that, if the main concepts and theortes of an individual
disaphne do not form a unified logical system, such a system zannot
be a defiming charactenstic of a more mnclusive foria of knowledge or
realm of meaning to which several disciplines belong. Hence. for the
question of integrated studies, logical structure 1n the concepts and
theones of a discipline presents no nigid barner to relating them to those
of other disciplines or applying them 1n various contexts; on the other
hand. neitker does 1t provide a firm basis for integrating a number of
disaplines 1n a single form of knowledge

(1) There are. no doubt, general features of rational inquiry that every
discipline employs These might be abstracted and studied as a separate
subject comparable to logic. However, what matters in the practice of
a dicrpline 15 how these are employed in the context of 1ts distinctive
concepts, models, techniques, aims At a somewhat lower level of gener-
ahty. common features of method do provide a reasonable and useful
basts for relaung disciplines 1t 1s obvious that from this point of view
physics. chemistry, and biology have more in common than anthro-

pology and socrology, and that these latter have more in common than, .

say, hterary cnticism and theory of art
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Perhaps the cntical determinant for relating and distingwishing disci-
phnes on the basis of methods are the epistemologically different objec-
tves that disciplines pursue There are significant differences of method
depending on whether a disciphine is primarily trving to cxplam and
predict through laws or well-founded causal generalizations, to explain
actions and events by making them inteligible in terms of human
reasons and motives (as happens in the wnting of history). to nterpret
meaning (e g. rehigion. philosophy. hterary criticism). to evaluate. to pre-
scribe A discipline may include more than one of these objectives. but
where one predominates. as 1t often does. it 15 reflected 1n the kinds
of method employed. the evidence counted as relevant. and the logical
character Of concepts and claims ' While the epistemic objectives of
a discipline do not settle the question of whether or to what extent
it may be integrated with another discipline. they are significant factors
that must be taken into account 1n co-ordinating or drawing on several
disciphnes 1n a curnculum umt Although the nsk of distorton and
misunderstanding 1s usually greater in relating disciplines with different

“genéral emsteimic objectives (e.g biology and ethics). there may also

ERI

be serious traps when these objectives are broadly the <ame (eg the
evaluation of art and of moral conduct)

(m) In the advancement of a disciphne- the criticism and develop-
ment of 1its ideas. theories. interpretations, methods, and even ity basic
aims—the fundamental question 15 what may rationally be accepted
Whether existing theories are sustained or innovations adopted 15 a mat-
ter of critical rational judgment While the = are general criteria of
rationality. what counts as a rational decision in regard 10 this or that
concept or theory depends on the specific critena for reason giving that
are bound up with each disciphine’s distinctive range of problems and
aims and with the procedures 1t has devised for this process to be
engaged 1n by 1ts members While details of method may be common
to various disciphnes, the conditions for rational mnquiry and behef
within a disciphine depend on the whole repertoire of methods. amms,
and mstitutional arrangements for debate by which it 15 charactenzed
The differences of detail in the criteria and methods of rational inquiry
are one of the fundamental grounds on which disciphines are distin-
guished from one another and need to be treated independently Thus.
while the conditions for rational :nquiry do not prevent collaboration
between disciplines, they severely limit the degree to which elements
from different-disciphnes ¢an be combined 1n more inclusive units

(v) In so far as Jiaphnes play any serious part in education, wo

]
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important consequences for the treatment of methods of 1nquiry follow
from the previous points (a) the whole curriculum or even significant
areas of 1t cannot without distortion be integrated on the basis of com-

on methods or techniques of mquiry, and (b) the policy of stressing
methods of inquiry (even within a single d:cipline) to the neglect of
content and the historical institutional character of disciplines 1s just
as defective as the tradicnal, practice of presenting content as timeless
truth divozced from the processes by which 1t 1s constructed.

The detailed critenia and procedures for rational inquiry 1n a discipline
are shaped by 1ts substantive concepts and questions We cannot e flec-
uvely learn the one without the other As we saw, Schwab correctly.
stresses this relationship Bruner. 'n the otherhand, at least tends to
overplay the common features in the disciplined processes of inquiry
and (partly as a consequence) to treat these processes as thovgh they -
had an autonomous existence 1n relation to content. It needs to be stres-
sed that. even when the place of both content and method 1s duly recog-
nized. disciplines cannot be properly understood, unless their historical
and insttutional aspects are also appreciated

(v) It .s true that common-sense knowledge (and perhaps what
Oakeshott refers to as the concrete Whole of experience) piovides a
thread of connection among all the systematic forms of thought. The
imphcit understanding of reality that we acquire 1n learning ordinary
language and using 1t 1n the context of the practices that make up every-
day life--e g notions of causality, ime. space, substance: the awareness
of self-idenuty and the knowledge of other persons—enters crucially into
the work of disciplines. However 1t does not follow that common-sense
knowledge provides a ready-made integrating principle whose fuller
development would be the fundamental purpose of education The
common-sense knowledge we bring to the process of education 1s
undifferentiated rather than integrated It is largely unreflecuve
and often contains nconsistency within the same area of belief and
pracuce Although disciplined knowledge draws on common-sense
knowledge. 1t 1s not simply an extension of it Disciplines may refine.
reform, be at odds with, or be largely independent of our commeon-tense
knowledge.

If a fully integrated common-sense and concrete experience Is pro-
posed as an 1deal to be achieved, the question 1s whether such an 1deal
1 possible Whatever coherent pattern of relationships may exist among
things at ...e most fundamental levels of being. our knowledge and ex-
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perience does not form a single coherent logical system. and there are
good reasons to believe that 1t cannot. In human expenence there are.
for example. equally admirable but not entirely compatible ideals: such
as the purposes of art and moralty. the claims of the contemplative
and the active modes of life, the rights of the individual and the com-
munity. the ideals of freedom and equahty. The attempt to 1mpose an
artifiial umty only distortssour understanding, We can deal rauonally
with the diverse aspects of human experience without falsely assuming
that they must fit together on the, model of a perfectly logical system

The Consequences for Integrated Stud'es in a Curriculum of Liberal
Education

Guven what | have claimed abo « the nature of disciplines m the forego-
ing points, what conclusions follow for the question of integrated studies
i the secondaty-school cutriculum® As 1 noted earlier, the precse
answer depends on how the nature of education and the role of the
school are interpreted At the beginming of the chapter. | indicated my
support for the view that the distinctive role of the secondary school
is to develop an understanding of the critical and reflecuve domains
of culture and the major social institutions. This means that predomi-
nantly. if’ not enurely, the curnculum of the secondary school should
be one of liberal education. 1 shall not attempt to defend this view in
detail. What 1 would summanly argue 1s that. if the human r:ght to
education amounts to anything substantial, 1t means that ev cryone has
the night to be given an adequate opportunity to acquire the knowledge
and skill for understanding the main insututions n which human beings
live and for responding inteliigently to the main critical and reflective
modes of culture.® This kind of knowledge and skill does not come
spontaneously. 1t depends on a systematc. sustained. an! guided etfort’
for which the insutution of the school 15 uniquely suited Other modes
of culture can be effectively acquired simply through participating in
the general hife of the society. many interests that adolescents have
are also best satsfied 1n this way, and vocational skills are most
appropniately learnt n apprenuceships on the job.

As we saw, Hirst and Phenix make the case for a broad hberal edu-
cation on the ground that there 15 a direct relat:onship between the
development of mind and the acquisition of the forms of knowledge.
[ think this argument (certainly as Hurst presents 1t) overstates the case
It 1s obvious that through all kinds of everyday experience and what
we call commofl-sense knowledge there 15 a substantial development
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“of mnd. In the domain of morahty. for example. many people make

sound judgments and act well without any study of ethical theory How-
ever | think the program of liberal educanon can be defended on the
following grounds First. hecause human beings are capable of reahzing
weals of rational action. 1t 1s desirable that they should learn to engage
in significant practices. such as morality. 1 a cnucal. reflecuve way
rather than simply as a matter of traditon (Traditons of practice are
important. but knowing how to follow and adapt them intelligently
should not be the prerogative ot an ehte.) Secondly. although human
beings can develop the quality of their lives through a vast vanety of
expenences that do not require a liberal education. 1 15 obviously an
advantage 1f they are able to interpret the world from the perspectives
given by the systematic efforts at cntical understancing that make up
the disciplines Not only do these perspectives affect the quality of what
we can otherwise expenence. but they equip us conceptually to think
and feel and act in new ways

Among the cntena for a program in hberai education. there are iwo
that should be stressed 1n relation to the question of integrated studies
First, although htberal education may include speaalization. 1t 1s fun-
damentally concerned with the acquisition of a broad range of knowl-
edge and with an understanding of the relative strengths and limitations
of different modes of lhougl‘FSecondlyx in hbc)ul education. the system-
atic bodies of knowledge and methods of #iquiry are studied manly
for the sake of developing a framework of understanding and interpret-
ation 1n relaton to the full scope of one’s life as a human being
Although this objective 1nvolves entering. to some extent. into the point
of view of the physicist. historian and so on. hberal education should
not be confused with professional traiming for these fields

| argued earlier that disciplines cannot be grouped 1nto 4 relatively
few logically disunct forms of knowledge (modes of experience. etc.).
In tne sense that Hirst uses the expression, there 1s not, for example.
a distinct form of knowledge called science that one may acquire by
tearning one or two science disciplines. 1f Hirst were correct. his anatomy
of knowledge 1nto seven forms would provide the perfect blueprint for
breadth in liberal education The same could be said of Phemix’s six
realms of meaming, Howe: er it s clear from even a superficial mspection
that the candidates 1n Phenix's hst are not all logically basic and irreduc
ible. and that the placing of disciplines in particular realms of meaning
1s ambiguous **
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While disciplines are not reducible to a few logically discrete general
forms. the several distinct epistemic objectives provide one dimension
of breadth that anses from the nature of the disciphnes The range of
disciphnes 1n a program of hiberal education should be such as o nclude
all the main epistemic objectives  There 1s no one right content or form
of orgamzation for hberal education. If we reject assumptions about
the logical reduction of disciphines. | think the various groupings distin-
guished by Hirst. Phemix. Oukeshott, and Cassirer can be interpreted
as more or less adequate ground plans fof 4 curriculum that includes
the major epistemic objectives ' Keeping in nund the two criternia men-
uoned above. my own suggestion for the broad scope of a curnculum
in hberal education would be as follows

the basic symbolic skills of language. logic. and mathematies,

a selection of disaiphnes and muludisciphinary studies that seek to
“explamn the physical world through the discovery of general causal
principles (e g physics chemistry. bistogy),

a selection of disiphnary and multudisciphnary studies that seck to
understand man as a cultural and socizl being by reference both to
physical causes and to reasons. purposes and mouves tor action (e g
~ history. geography. social psychology). )

the major interpretative, expressive. and normative forms of culture
and their disciphned study religion. hterature and the other arts.
morahty (and the comparative cultural study mvolved i learning an
ancient or contemporary foreign language).

a study of several complex social problems that he outside the scope
of disciphines, but to the understanding and solution of which disciphnes
can contribute (e g poverty. international peace. urban planning, energs
resources)

Liberal education n any mnterpretation dravs heavily on the inteliec-
tual disciphnes Hence the kinds of integrated studies that can be under-
taken m 2 curniculum of hberal education depend fargely on what 1s
possible 1n the nature of the disciphmnes Following from the earlier com-
ments on disciphines, | believe theie are several conclusions to be drawn
about the scope that 1s possible for integration

(1) It needs to be stressed that each disaphine 1 iselt an ntegrating
system Through 1ts conceptual wchemes and methods of inquiry, 1t en-
ables us to Jdraw the vast number of details that make up some sig-
nificant part of experience into 4 more of less oherent intelhgible
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pattern Disciplines are continually trying to improve the integraung
power of their theores

() Integration between disciphines in a strong sense—1e. where they
are absorbed 1n relapon to a new set of gumiding.objectives, where their
concep:s and methods of inquiry are modified and supplemented by
new ones—can occur 1 practuce only through the work of those who
are engaged systematically in the advancement of a disciphne The prac-
tical test of success 1n the attempt at this kind of integration i1s whether
the new way of orgaimzing knowledge attracts a commumty of scholars
and acqu:r:s an appropnate nstitutional form 3° The school may inc'nde
inits curnculum new disciphines that emerge through the fusion of exist-
ing disciphnes But such integration 1s not the kind that most teachers
i a secondary school are equrpped to imtiate and certainly they would
not be justified 1n attempting 1t 1n the course of introducing students
o the existing state of disciphined inquiry

(m) The integration of disciphnes in muludiscipi*nary fields of study
1s a common feature of the orgamzation of knowleuge (e.g geography.
engineering. and the invesugation of basic social nstitutions such as
education, law, government, the economy) Some of these fields develop
characteristics of a distinct discipline because. although the contributing
disciphnes retain much of their idenuty, they are linked through a num-
ber of proplems. concepts, methods, and objecuves disunctive to the
field In regard to these cases. the posiion of the school 15 the same
as for integrated studies n the strong sense In other multudisciplinary
studies, however, each disciphne simply contributes 1ts own perspecuve
to a complex topic (e g Art and society 1n nineteenth century England,
Latun-American studies). The perspective of one discipline may or may
not predomrnate *" Here the school 15 free to exercise 1ts own inihatve
i relating vanous disciphines

(1v) Disciplines can be integrated 1n a weak sense when they are
apphed to the resolution of problems which because of their com plexity
or concreteness do not fall wholly within the scope of disciplines (e.g
many issues of public policy and social morahty such as the questuon
of supporting sanctions against another country for its violation of civil
nghts. whether an expressway should be built through a city whether
maryuana and stmilar drugs should be legahized) By contrast, e prob-
lems 1nvestigated 1n a muludisciplinary field of study are defined com-
pletely within the scope of the parucipating disciphnes. } have suggested
that the study of several complex human problems of the other kind
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should form part of a hberal education both for the sake of gaining
a better understanding of the partwular problems and of learning how
to relate and apply the perspectives of vanous disciplines 1 such
cases

In summary, the integration of disciphnes :n the curnculum can
(a) reflect the forms of interrelationship that currently exist in the prac-
uice of the discipfines themselves or (b)be devised - ‘thin the school
etther through the study of topics that can be ., -vached from the
perspectives of several disciphines or by attempting to explore the kind
of macro-problems that can be illumnated but not resolved by the
contnbution of a number of disciplines

There are obvious advantages to be gamned from integrated studies
the understanding of many significant questions and practices that do
not fit within the boundaries of any one discipline, a better appreciation
of the nature of the contributing disciphines themselves, and the acqui-
siton of skills 1in employing the interpretative frameworks that disci-
plines provide There are also some serous difficulues At least one of
these relates directly to the points made earlier about the nature of
disciphnes 1tis the danger of superficiahity and distortion in attempting
to draw on a disciphine for certain concepts, nndings. or methods when
one has little, 1f any, systematic knowledge of the disaiphne A pcrso’
16 this situation will have to employ ideas and findings without any
grasp of the methods by which they have been tested or arnved at
The odds are overwheliming, I think, that he will end up with various
scraps of information adnift from any context of critical understanding
The problem of superficiahty and distortion grows with the number of
disciplines that a person, working from the outside. tnes o relate.
especially when they involve basically different episteniic vbjectives
This problem can be alleviated through a carefully planned curniculum
but 1t is not one that should be underesumated

[ have been referning directly to hiberal education. n which the disu
phnes play a crucial role However I behieve that the conditions for
integrated studies determined by the nature of disciplines must apply.
t0 4 considerable extent, to any serious interpretation of secondary
education Formal education may begin with common-sense knowledge
and the more or less spontaneous curiosity of the learner, but it 15 not
justified 1n staying at this level One of the fundamental points of school-
ing, particularly i adolescence. 15 to channel everyday experience and
curiosity 1 the direction of cntical. reflective thought and action This
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cannot be done without introducing the learner to at least some of the
disciphines of knowledge The secondary-school curriculum may be con-
structed n relation to a large variety of human actvities thought to
be significant. and the whole disciplined quest for knowledge may be
treated as simply one of these actvities ' Even in this arrangement.
if the school 15 to play a distinctive part m helping adolescents engage
i alt these worthwhile acuvities, 1t must stress the knowledge and skedls
needed for a critical reflective engagement. and it cannot do this without
examining the activiies from the perspectives of relevant disciplines
Perhaps the most appropriate broad patiern of development in the cur-
nculum 15 @ movement from relatizely undifferentiated everyday knowi-
edge into the spectilized perspectives of a range of disciphines and. from
these. to the study of complex human guestions 1in which one’s pessonal
evenvday experience and the contnbution of various disaplhines need
to be retated

Notes and References

" See tor example CH Rathbone The mpliit rationale of the open edu-
catien dassroom In € H Rathbone (2 d). Open Fducanier The Informal
Classroom NSew York Citation Prese 1971 For a comment on the positon
defended by Rathbone. see Chapter 4 of this volume

= MED Young knm\lcdge and control, An approach to the studv of cur-

retb s ~soctally orgamized knowledge, In M ED Young (bd) Anow ledge

and Control Neo Directions for the Socislogy of Education London Collier-

Macmillan 07 1 1+ 19 36 The posiion taken by Picrre Bourdieu and

Jean-Claude Passeron o~ less clear (Reproduction in Fducation, Soaen and

Culrure, London Sace tublications 1977) They acknowledge principles and

behefs that are no-arbitrary” (e non-relative) However they seem to treat

most soctdl and cultural beliefs as relatne to g group (partieularly when
the group plavs a politically dommant roley On the role o schools they
labour the pornt that every torn of pedagogy myvolves an they special ter-
nunology) “swmbohie violence” and Carbitraniness’ There seems tor be no sohid

ground on which we can distinguish between the pedagogiaal cftorts of g

Socrdtes and a Squeers

For a defence of this interpretation of the curniculum see J R Marun, The

disaplines and the currteulum. In J R Marun (bd ) Readings in the Philos-

ophy of Lducanper A Study of Curr wlum Boston Wi & sacon 1970

i The doctnne ot telt needs and interests maght be plausible at it could be

asumed that every child was born into 4 richly sumulating cultural environ-

ment Apart from this drfhiculty. 1t leans heavily on dan atomie ndividualist
view of human bemngs that underplays the cams of communal needs and
nterests

* Ity only when a culture has developed svstematic bodies ot thecory and
methods of nguiry that its ransmission comes o depend at Teast partly

~
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on formal schooling In the absence of such a development. the elements
of 4 cultuie. can he acquired through direct participabon in the range of
ity practices. a fornont for the practical skills of 1ty socal and economic
Wfe
» See for example. PK Feyerabend. Against method outhne of an anarch-
istic epistemology. 'n M Rodner and 5 Winokdr (kds). Minresota Studies
in Phiiosophy of Science, Vol 1V, Minneapolis  University of Minnesota
Press 1970, T Kuha. The Structure of Suenttfic Revolition 2nd ed.
Chicago Umiversity of Chica 0 Press. 1970 For further statements ¢ f ther
respective vViews and critical discussion. see I Lakatos, and A Musgrave
(tas). Criicism and the Growth of hnowledge. ¢ ambridge  Cambridge
University Press. 1970
M Oakeshott, Expertence and 1ts Modes, Cambridge Cambne,  University
Press. 1933. Rationalism in Poliucs and Other Essavs, London Muth ten &
Co. 1962 (See The voice of poetry 1n the conversation of mankind )
Oakeshott has fairl: recentls written a number of essavs on the natur, of
education See, for example, Education the engagement and 1ts {rustraiion
In Rt Dearden. PH Hirst, RS Peters (Eds). Educanon and the Develop-
ment of Reason. London Roatledge & Kegan Paul, 1972 Like Cassirer. o
whom | shali refer shortly, Oakeshott 1n this essay emphasizes that human
Life 10 1ty distinctive character 1s hved 0 a world of meanings. not of mere
things These meanings are not inndte or acquircd stmply through matur-
ation They come only through learnng Thus he interprets education as
the deliberate process of entering acuvely 1nto ‘the inhentance of human
understandings. modes of thinking. feehng and imagination’ (p 24) Therce
seems 1o be po echo of the earhier doctrine of “ve concrete whole of experi-
ence’ While he does not refer in detail to the curnculum. he clearly
emphasizes a plurality of modes of understanding and meanmng In practice
at least. therefote. his position on the question of an integrated curnculun
would seem to be similar to Hirst's (see below)
“ 1 Dewey. Logic The Theors of Inquiry, New York  Henry Holt & Co.
193%. Democracy and Educanon, New York Macnillan, 1916. espearally Chs
Al XTIV !
1§ Bruner. The Process of Fducanon, New York Vintage Books 1960
i1 Bruner identhes three fundamental ways m which experience can be ren-
resented through action (the enactive mode). through perceptual organiza-
ton and 1magery (the wonme mede). and through symbols (the symbolic
mode) He cdatms that in the development of human beings trom nf.n
t0 adulthos  the enactive mode 1s first dominant, then the wconie and finally
the ssmbolic However he emphasizes that cach mode may play 4 part even
i mature intellectual acivits See J Bruner. Jowards a Theors of Instruction,
Nea York WW Norton, 1968, pp 10-12. 27 28
2 1§ Schwab. Structure of the disaplines meanings ap-! ugnificances. In G W
tord and [ Pugno (tds). The Struciure of Knowleage and the Curriculun
Chicago  Rand McNally, 1964, Problems. topics., and wssues, In S Llam
(td) Educanon and the Structure of knowledge, Chicago Rand MeNaily
1964
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E Cassirer, An Essav on Man, New Haven Yale University Press. 1944,

The Logic of the Humanties, New Haven Yale University Press. 1960 For

tre influence of Cassirer on curriculum theonsts see, for example. P 'Phenix,
calms of Meaning, New York McGraw-Hill, 1964, AR King, and JA

Brownell, The Curriculum anu the Discphnes of Snowledge. New York

Wiley. 1966

Phenix. op ait See also P Phenix The architectonies of knowledge. In Elam.

opat

Phenix. 1964, p 5

ibhd . pd
thid . p 235
ibd . p319

PH Hirst, krowledge and the Curriculum, London Routledge & Kegan
Paul. 1974

There have been some modifications to Hirst's hist since 1t was first proposed
in Liberal education and the nature of knowledge (first published in 1965
and reproduced in Hirst. opeit) The list given in the text is from PH
Hirst and RS Peters. The fogic of Education, London Routledge & Kegan
Paul, 1970, pp 63-64 The main difference 1s that history has been replaced
in the list by "knowledge of persons’

Young. op at

P Bourdieu. and JC Passeron. op cit See comment in note 2 above On
the specific question of integration in the curriculum. it 15 1nteresting to com-
pare Basil Bernstemn’s position {Young op ¢it Ch 2] with Young’s Although
Bernstein interprets the social sigmificance oi integrated curricula in much
the same way. hys endorsement 1s somewhat less partisan He points out.
for example. several demanding condition th it have to be satished 1t chos
1 o be avorded Among them s the no w0 a hugh level of deologieal
agreement among members of a st2f Bernstein also suggests a number of
consequences that at least some supporters of integrated curricula would
not tind desirable With the breakdown between educational and cveryday
knowledge 1n an integraied curniculum, a much larger area of a pupil’s hfe
15 subject to the sociahizing influence of the school He also claims that
mtegrated curricula. becaus of their less specialized outputs, tend to pro-
mote. 1n Durkheim's terminology. a mechanical rather than organic form
o social \nlnd'm) In assessing Bernstein's general prognosis. one has to
remember thaf.several of his characterizing differences between “collecaon
codes” and "integrated codes’ are not necessary features of one or other code
Thus. for example, there s nothing in the nature of the “dosed™ type of
curriculum that requires content to be emphasized rather than ways of
knowing or in the ‘open’ type to require the opposite emphdsis

Despite the work of Thomsky and others. this may te a semewhdat rash
Jdaim given that there are between three and four thousand human
languages. many of which have not been studied However I think the claim
1lds for the languages that would account for a large majonty ot human
bemngs See G Stemner. Extraterritorial - Papers on  luterature and the
Language Revolution, Harmondwworth, My Penguin Books, 1975, 66 95
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't See S Toulmin, Human Understanding, Vol . Oxtord  Clarendon Press.
1972, p 485 seq
2> For the development of various views in this paragraph see. for example
A Giddens. New Rules of Sociological Method. Londen Hutchinsen, 1976,
Ch 4. | Scheffler. Science and Subjectivity. New York Bobbs-Merrill, 1967,
A Ryan. The Philosophy of the Social Sciences, London Macnullan, 1970
26 Toulmin. op cit, p 500
27 MFD Young. Taking sides against the probable problem of relativism and
commitment in teaching and sociology. Educational Review. 1973. 25 (3
p220
2, this respect. George Gurvitch’s systematic examination of the wav In
which the main types of knowledge and modes of knowing arc differently
valued by varnous social gioups and forms of society 1s worth consideration
To the extent that this'kind of analysis 1s accurate. 1t at least gives educators
a clear view of the interplay (and conflict) between poliuco-economic and
epistemic values 1n the shaping of the curriculum See G Gurvitch, The
Social Frameworks of Kriowledge, Oxford Basil Blackwell 1971 The siudy
of social factors (including particular education institutions) that influence
the development of schools of thought within 4 disaphine would also have
obvious relevance for the design of a4 curnculum On this point Pierre Bour-
Jieu makes a number of 1ntere,ting comments 10 Systems of education and
systems of thought. In Young. op cit
20 Toulmn, op cit. pp 74-96, 128 134, 154 1 am 1ndebted to Toulnun tor a
number of the points made i this secion
Toulmin (opat, p378 seq) makes a broad distincuon between “disciphin-
able” and ‘non-disaplinable” actvities A disapline depends cructally on
agreement to a fairly speaific and realistic set of 1deals 1n pursuing the com-
mon aim (¢ g of explaining the physical world)  Activities that by their
nature do not give rise to such ideals and the related common procedures
are non-disciplinable  This is the case. for example. with activities that are
precccupied with personal ends or involve a muluphaty of values Among
‘disciplinable’ activities Toulmin distnguishes between “compact’” and “dit-
fuse” or ‘would be” disaplines The difference 15 a matter ot degree depend-
ing largely on the extent to which the activities concerned allow tor a dear
set of agreed wdeals and common procedures insummar:. Toulmin suggests
that tne division between disciphined and non-disaphned activines has taken
its actual shape
because. tn the course of their practical experience. nien have discovered
that 1t 15 both functiendily possible and humanly desirable to iolate cer-
tatn classes of wsues, and make them the concern of speciehzed bodies
of inquines while with ssues of other hinds this turns eut to be either
impossible, or undesirable or both at once { Toulmin, op at, p 05
[t should be stressed that the differences referred to here do not it neatly
with the division often made between the methods of the saences and the
humanities ¢ divison sharply cntazea by Karl Popper i Objective
hnowledge (Oxford Clarendon Press 1972 pp 183 185) In so far as disar
plines (whether 1n the saences of the humanities) have the same cpistemie
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objectives, they will employ the same kinds of methods However the import-
ant point s that these methods vary 1n their detailed employment fiom one
disupline to another both within the saences and humanites as well as
petween them Where the dom‘nant epistemic objectives are different. one
may speak only in very general terms ot 4 common method To vary Popper's
example. the method of conjecture and retutation may be employed n crin-
cally assessing a poem as well as 1n constructing a theory of radwactvity
However. tn these cases, apar. from distincuve aspects of method. the com-
mon elements differ substantally in apphcation
1 have discussed this claim in detatl in Education and Social Ideals, Yoronto
Longman Canada, 1973, Ch2 Sce also {iquality and educgtion. Chapter
10 1n the present volume
Hirst gives g thorough criticism of Phemx’s account of realms of meaning
in Knowledge und the K urniculum, Ch2 Various authors have challer_ed
the detaily of Hirstagqen theors (e g Gnibble. Forms of Knowledge. Eal-
canonal Philosophy and Theory. 1970, i 3 14) There have abso been criu-
civms of the critena on which his scheme s based (e g D C Phillips. The
tsinguishing features of forms of knowledge. Educational Philosophy and
Theory, 1971, 3(2). 27-35)
For examples of other defensible schemes. see H'S Broudy. B O Smuth,
JR Burnett Democracy and Excellence in American Secondany Education,
Chitago Rand McNalls 1964, Ch XV, D Lawton, Socal Chunge. Edu-
catonal Theory and Currtculum Planning, London  Hodder & Stoughton!
1973 Chi& .
An mmportant histoncal example was the antegration and worrection of
Keplers celestial physies and Galileo's terrestrial physics in Newtoniar. dy-
namics Bo1s possible that the discipline of physies will eventually absorb
that of chemustrs by providing in sts princples and theories a full account
ot the tindings of chemistry Combened disciplinars studies such as soaal
psschology or brochemustry illustrate o less dramdatie form of integration
among disciplines Thes have not displaced or absorbed the disaplines they
combine but conunue drawing on them as well as developing ¢ disincuve
range of theonies and problems The more dramatic mtegration could vecur
between psschology and sociology but there are very strong reasons for
doubting whether 1t 1s even possible that living nrgamf‘m\ (and a forttor,
mental states and processes) could be adequately cvplained in purely physi-
cal terms
Basl Bernstein claims
i order to accomplish any form of mtegration (as distinet from difterent
subjeuts tocusing upon @ common probler which gives nse to what could
he called g focused curniculum) there must be some relational 1dea or
supra-content wneept. which focuses upon peneral prinaples at a high
fevel of abstracion tIn Young, op at. p 60)
As an example of one such prinaple through which souology and brology
could be refated he suggests ‘the issue of problems of order and change
Twamined through the concepts of genenc and cultural codes Eyven though
this degree of 1ntegration mas not nsolve tne absorption of one disuipline
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by the other or their merger in 4 hew disciphine it seems excessively optimis-
tic to suppose that secondary-school teachers (o1 many university teachers
for that matter) could effecuvely 1mtiate 1t
Some complex topics are the objects of distinct discaphines as well as beng
Uudied from the perspectives ot several other disaplines  Lxamples are
language (inguisties). morahity (ethics) hterature (hterary criticism)  Taese
distinet disciplines may to some extent draw on (and integrate) the work
of uther qsorplines However. in addiuon. 4 systematic multudisciplinary
study could develop in relaon to any of these topics Presumably the distinet
diaphine 1n each wase would provide the central concepts, theories. and
problems 1 relation o which the con nibutng  disaphnes would be
integrated *

™ This proposal tor the treatment of disuplines v made by Jane Martin (~ee
note 3 .
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Chapter 6

Product or Process in Curriculum
Evaluation?

Introduction

For a long time 1t has been supposed that the clear statement of objec-
tives s a fundamental step m the sensible planning of a curriculum.
ft was rarely supposed, however, that one worked in ignorance of a
tradition of educational practice and faced a blank page with the ques
tion of what should be one’s educational objectives. Something like a
pure rationalist approach of this kind was proposed several years ago
by Ralph Tyler (in Basic Principles of Curriculum and Instruction. 1949)
The first and fundamental step was to determine the objectives the
school would try to attain. Then 1t was a matter of selecting the edu-
cational experiences likely to achieve the objectives, of organizing them
efficiently forsthis purpose, and finally of assessing to what extent the
objectives were being realized. In Tyler's scheme, the choice of objectives
would reflect 2 combination of various perspectives: the needs and
interests of the learner. the demands of contemporary soctal hfe, the -
uses of knowledge as seen by subject specialists, normative philosophy
of school and society, psychology of learning. If one were (o give full
weight to these perspectives, it would perhaps not be possible t2 follow
Tyler's scheme as a strictly linear model, with 1ts sharply drawn distinc-

intended his scheme to be interp ted in this way, this is the form 1n

tion between educational ends}nd means. Whether or not Tyler

O

which 1t has exercised a significarft influence on the theory and practice
of curnculum development and evaluation during the past 25 years.

fn his discussion of objectives, Tyler criticized the practice of stating
them in terms of leachmg activitie~ and argued that. to be effective,
in the planning and evaluation of curniculum, lhe)gshould be expressed
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as changes to be brought about in the behaviour of the learner However
it 1s clear that Tyler did not treat the notion of benaviour n the Skin-
neran sense, that is, he did not attempt to eliminate reference to mental
activities 1n the description of learning outcomes (critical thinking, for
example, 1s exhibited 1n such behaviour as generahzng from a collection
of speuific facts, detecting logical fallactes 1n arguments) Tyler himself
noted the thecretical and practical imitatons on trying to define edu-
cational objectives 1n highly specitic behavioural terms !

The enthusiasm for behavioural cbjectives, which began to develop
in the early 1960s. endorsed the linear model unreservedly. and carrned
the behavioural arcount of learning objectives to the extreme against
which Tyler had warned It was now often assumed that all educational
objectives could be exhaustively described in termis of a learner’s observ-
able behaviour and that relativels complex patterns of such behaviour
could be analysed 1nto a cumulative sequence of more specific umits
which marked out the path for effectve teaching and learmag In thiy
«heme. teaching procewvres and curniculum could be precisely evalu-
ated by measunng the extent to which the pre-specified behavioural
changes had occurred

Over recent vears the objectives approach to curriculum dewign and
evaluation, particularly 1n 1ts extreme behavioural form. has been subject
to vigorous criticnm * I this chapter. 1 wish to examine the challenge
made by Lawrence Stenhouse and a related group of curniculum ev alua-
s to basie theoretical assumptions of the objectives approach and the
alternative views of curniculum evaluation that they advocate In the
first part. 1 shall focus on Stenhouse's argument that the attention given
to learning objectives i totally misditected In the second part I shall
examine the critique and aifernative proposdls of several closely related
nterpretations of curriculum evaluation (e g 1n the work of Barry Mac-
Donald. Maicolm Parlett. and David Hamilton) which Stenhouse his
endorsed They not only support 4 different range of mcthods but chal-
fenge some important aspects of the methodology on w hich the objec-
tves model 1 based ! The alternatne model they have adopted has
led them to iterpret evaluation as 4 complex 1orm of description bor
the sake of a4 shorthand label | shall refer to them tor the time being
as the process evaluators

The discussion of the ments and hmitations of these two posttions
will provide a suitable context for comments on several general sssues
concerning the™nature and purpose of curriculum evaluation
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Stenhouse's Critique of the Objectives Model

The main criticism that Stenhouse makes of the objectives model. par-
tcularly as it relates to curriculum development, 15 that it seriously
musunderstands the nature of knowledge * Difficulties of measurement
place himits on the apphcation of the objectives model. but they are
ot the mamn ground for 1ts rejection Stenhouse grants that one may
proceed well enough from desired learning outcomes when they consist
in the performance of skills or the recall of information. that 1s. when
the teacher’s task 15 stmply a matter of training or instructing The appeal
to learning outcomes does not work. however. when there 15 question
of inducting someone nto the pubhc systems of thought that make up
a culture To the extent that teachers succeed 1n this central work of
education. behavioural outcomes of students cannot be predicted The
essence of the enterprise is to promote originality Behavioural objectives
are not to be rejected because they place constramts on 4 priofi freedom
of choice that the learner 1s mistakenly presumed to possess. but because
they obsiruct the effort of genuine education to develop treedom and
creativity
Stenhouse refers briefly to vanous other ways in which he beheves
the preoccupation with objectives distorts induction into the forms of
knowledge 1t lowers standards of quality. tends to treat knowledge as
merely instrumental. and stresses analvere whereas knowledge v muie
fundamentally concerned with synthesis
The second general cnticism suggested by Stenhouse i that, even it
the objectives approach respected the nature of knowledge. 1t can ofter
no help for the improvement of practice This leads Stenhouse to con-
dude that the only effective way in developing curriculum s to concen-
trate on the process * Contrary to Tyler. he i convinced that curriculum
can be devised. without reference to objectives. vn the basis of content
and how g she ild be presented He appeals o RS Peters's argument
that engagement in an educational activity does not need to be justified
by reference to an end bevond itself. and to the distinction Peters makes
betacen “amn’ and ‘principles of procedure’ When people speak of an
aim. they often refer to a prnciple for guiding action without having
in nund any specttic end state that the observance of the principle s
to achieve
Stenhouse’s position may  be constructed .n the following way
F ngagement in any of the public forms of knowledge that make up
4 culture is an obviowsly worthwhile activity In analysing the general
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criteria of a worthwhile activity and 1n specifying the content and struc-
ture of a form of knowledge. we at the same ume obtain principles
of procedure for teaching To take the ilustration he 2ives 1n reference
to Man- A Course of Study the content calls for speculation on three
basic questions about humanness through the study of social and
behavioural science; the broad principles of procedure for the teacher
in this course are those of “a speculative behavioural and social scientist
alive to the value 1ssues raised by his work® ® In pedagogical terms. these
procedural principles become translated into such guidelines as

to mitiate and develop 1n veungsters a process of question-posing (the

inquiry method).

10 help youngsters deveiop the ability to use a vanety of first-hand sources

as evidence from which to develop hypotheses and draw conclusions.

to lepimize the search. that 1s, to give sanction and support to open-ended

discussions where definitive answers to many questions are not found ’

Stenhouse 15 as much oppose.. to the use of learning objectves n
the evaluation of a curriculum as inats development * Although his cri-
cisms are not very systematically worked out. several strands can be
disunguished In the first place. there 1 his interpretation of the
fundamental pont in talking about learning objectives and using them
to evaluate curnculum He sees them as a pohitical device hinked with
the 1ssue of public accountability Their use in evaluation serves the
interasts of those who control centralized systei i of education and wish
to mampulate the shape of the curncetum

In the second place. 1t quickly becomes clear that Stenhouse  not
only opposed to the use of learning objectives for evaluation when they
are specified and measured by a central authonty. but even when the
decistons are 1n the hands of teachers i an individual school There
seem to be '~ o related reasons for his position He argues in effect
that the whole point and value ot curniculum evaluation depends on
its bemng an integral part of the complex process of planning and
implementing a curniculum and of the effort to understand the process
In tact. the evaluation ot any parucular curriculum design should throw
hight on the working out of 4 general theory of curnculum nnesation

Stenhouse also ranes a general methodological objection to the pre-
occupation with objectivity as it is reflected i the passion for precisely
quantitied assessment and thus for the specification of clearly observable
and measurable learning objectives The alternative methodology and
techniques of curriculum ¢valuation to which he gives his cupport are
those Of the varous writers | referred to earlier as the process evaluators
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Before turning to an examination of the main features of their approach,
I wish to comment on Stenhouse’s general view on the role of learning
objectives 1n relation to curriculum design and evaluation

An Assessment of Stenhouse’s Position

Stenhouse correctly emphasizes a serious limitation of the learning
objectiver approach in so far as it attempts to pre-designate desired
learning >tcomes in terms of fairly specific changes n the learner’s
behaviour. There 1s no single way of acting that constitutes success in
grasping the concepts and theories and modes of inquiry of a systematic
form of knowledge: mastery will be exhibited by using them in ways
that are imaginauve and oniginal, and thus unpredictable. In these con-
ditons the linear model cannot work However it does not follow. as
Stenhouse believes it does, that learning outcomes expressed 1n
behavioural terms have no place n the planning and evaluation of cur-
riculum concerned with induction into forms of knowledge When refer-
ence 1« made to learning objectives in behavioural terms, 1t 15 necessary
to distingutsh between two interpretations: one in which the behaviour
(in observable sounds. movements, €tc.) s said to constitute the learning
outcome and one 1n which 1t 1s taken as evidence of the learning out-
come.? The former view .s part of the philosophical doctrine of behav-
jount .1 One may reject this doctrine but sull hold that. af we are
justified 1n claiming that a person has succeeded in an effort to learn.
there must be some observed change 1 a person’s behaviour that 1s
cufficient evidence of the learning that has occurred Even when success-
ful learming nvolves onginality. the teacher must have some notion of
what iniervention on his part s likely to encourage this kind of learning
outcome and of the criteria for recogmzing sigmificant ongipality i a
student’s work when 1t occurs Otherwise there 1s not much sense in
talking. as Stenhouse does, about promoting induction into systematic
forms of knowledge through a process of teaching

Stenhouse 15 inchned to exaggerate the degree and extent of originality
as the critenon of successful learming 1 a form of knowledge. Apart
from the many occasions on which there 15 a single correct response
or procedure. there 15 often a relatively hmited range of appropruate
ways 1n which a question can be treated. which a competent and experi-
enced teacher will know The teacher's position may be somewhat anal-
ogous to that of a coach with a team prictising for 2 game As the
circumstances of the game 1tself are unpredictable. there 15 no question
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of teaching the team precisely what to de in the game But a good
coach can anticipate the kinds of things his team needs to learnf their
actual plav 1s to be intethgent, adapuive. and so on

As we have seen. Stenhouse concantrates his attack on the model
of behavioural objectives in which a single correct response 1s assumed
and 1n which the observable behaviour 1s treated as constituting the
learning objective 1 have pointed out why he 1 mistaken n concluding
that, because this model does not fit the process of induction 1nto system-
atic forms of knowledge. the planming and cvaluaung of this process
does not depend on any reference at all to behavioural changes in the
learner Because Stenhouse does not examine the appeal to learming
objectives in which specific behaviour or a range of behaviour 1s evi-
dence of learning outcomes that include unobservable changes in mental
states and dispositions, he not only underplays the role of learming objec-
wves m teaching a form of knowledge but concedes too much to the
behaviourist model 1n the teaching of skills and information In o far
as these form part of educauon. they should not be separated from
understanding Thus thz adequate learning of skills and nformation
does not consist simply n an observable performance, and usually the
evidence of such learming 15 not given by one kind of obser able per-
formance Stenhouse himselt has some misgivi gs about the application
of the behavourist model to the learning of sk.iis and information (skatls
mav be subject to critenia of style and both skills and mformation “are
often learned n a context of knowledge’) ' But then he assumes that.
f this model does not apply. there 1s no use in talking about learning
objectives at all

A related difficulty in Stenhouse’s treatment of learning objectives
i his fatlure to dsunguish clearly between the essential weaknesses of
the behaviourist nterpretation and the practical misuse o which 1t or
anv other appeal to learning objectives might be put Perhaps the
hehaviourist model unduly emphasizes analysis, but there 1s no reason
why learming objectives shoula not respect the synthetic aspect of knowl-
edge Certainly 1018 notin the nature of learning objectives. hehaviourist
or otherwise, that standards of quahty should be weakened or that
knowledge should be treated in a purely instrumental way, or that pohiti-
cal mnterests in accountability should be served rather than the improve-
ment of education No doubt it true. as Stenhouse claims, that teachers
have often taugh, primanly for examination results and that the examin-
attons have often had litle 1o do with testing understanding  But one
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might conclude from this that examinations should be improved and
the atutudes of teachers changed. not that learning objectives should
have an insigmficant place n the practice of education

A final comment on Stenhouse’s preoccupation with the behaviourist
model of learning objectives he gorrectly notices that this mode reflects
4 view of objectivity that depends on precise instruments of measure-
ment with a mimmum of human judgment In rejecung the model 1t
eems that he makes two mistaken assumptions that where assessment
involves human ju fgment 1t cannot be objective. and that no version
of a learming outcomes model could include 4 significant place for
human judgmer:!

If there are limitations to working exclusively or predominantly with
leamming objectives 1n l‘he design and evaluation of a curriculum,
Stenhouse’s concentration on the processes and content of teaching s
also subject o serious inadequacies He claims the principles of pro-
cedure for teaching and learning can be derived from an examination
of worthwhile activities, engagement in which 1s the purpose of edu-
cation While one does not need any further purpose bevond the worth-
while activity itself. there v a fundamental objective in following the
pnnciples of procedure that are sad to charactenze the process of edu-
cation, namely. to reach the point at which the learner 1s able to engage
effectvely in the worthwhile activity The principles of procedure munst,
therefore. either include or be supplemented by criterta of achievement
that the learner w to satisfy 1f teacher and learner can be said to be
succeeding 1n the task of education

Stenhouse seems willing to talk about mims of education but does
aut recognize that they cannot effectively guide the process of eaucation
urless they are related to learning outcomes through which they are
progressively achieved He refers to the pedagogical aim of the Humani-
ties Project as bemng “to develop understanding of social situations and
human acts and of the controversial value issues which they rase’ !
He correctly points out that such understanding can always be deepened
(te 1t wannot be achieved once and for all) and that the cniteria of
vahd understanding are disputed However, if the aim ot understanding
in the Humamties Project 1s to be pursued intelhigibly, the teacher must
at least have some notion of what constitutes an improvement in under-
standing, #nd how to recognize 1t when it oceurs

Stenhouse 15 correct 1 Jdaiming that a strategy for teaching and learn-
ing cannot be derived simply from a statement of learnming objectives,
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but 1t docs not seem that principles of procedure. denved as he suggests.
are more sausfactory in this respect. An analysis of the methods and
theories of social science does not, by any means. settle what or how
one should teach 1n the name of socal saence A teacher in high school.
for example. cannot avoid the question of what specifically he s trying
to achieve 1n teaching social science to adolescents as part of a general
education. We may expect that the cbject*ves of a social science teacher
in this context will be significantly different from those of someone
teaching social science in a graduate degree program—cvea though both
are concerned with the theories and modes of thought that make up
social science

I referred earlier to the pedagogical aims that are quoted by Sten house
as examples of principles of procedure for Man A Course of Studv
It can be objected that these aims do not. in themselves. contain a blue-
print for the process of teaching and learning. For example. the first
aim quoted—‘to tmtiate and develop 1n youngsters 4 process of question-
posing (the inquiry method) —does not even suggest how a teacher s
to initiate and develop this process (unless one falsely assumes that there
is one method of inquiry and that it marks out the one appropnate
pedagogical procedure) It s also the case that these aims can just as
eamly be translated into learning objectives as into principles of pro-
cedure for teaching and learning And 1t 1s as well that they can. other-
wise teachers would not be 1n a position to recognize when they were
succeeding at their task In relation to the first aim agamn. at some point
the teacher will need to assess the efforts of his students against the
cntena of significant and relevant question-posing in the context of sys-
tematc inquiry Merely being able to ask a lot of questions would not
be a satisfactory learning outcome.

Thus. even when we approach the question of curriculum design and
evaluation from “he perspective of the teaching process. it 15 not possible
to dispense with learming cbjectives Ultumately this conclusion is based
on & conceptual feature of teaching that to be engaged n this activity
one must be trying to bring about some kind of learning Even Stenhouse
cannot avoid this cordiion In regard to the process model. he admuts
in an incidental way I shall of conrse have to consider this approach
in relation to changes mn the students’ '

[lluminative Evaluation: An Alternative to the Objectives Model
In the foregoing comments, I hope to have thrown d- “ton Stenhouse’™
outright rejection of learming objectives as a cructal element n cur-
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nculum evaluation | wish now to discuss the style of curnculum evalu-
ation that has recently been developing i opposition to the objectives
model and which Stenhouse strongly endorses [t should be stressed that
there 1s not a sharply defined single alternative. Stenhouse himselt” dis-
cusses four varations During the past decade a number of curnculum
evaluators in the United States and Britain. influenced by one another’s
work. have reacted in similar ways agamnst the establish d procedures
and have advocated theories and practices of curniculum evaluation that
share significant common features Despite variations of detail. I behieve
they may justifiably be treated as exponents of a common style They
have hardly vet had time to work out systematically the 1ssues of meth-
odology and the more general theors of curriculum evaluation In the
United States. Robert Stake has bcen an influential exponent of the
new style An example of the views that he and others hike him take
15 given i School Evaluaton The Politics and Process, edited by Ernest
R House A good introductn to the British version of the new stvle
1s presented in Curriculum Evaluation Today Trends and Imphcations.
edited by David Tawney As I mentioned at the beginning, Barry Mac-
Donald. Malcolm Parlett and David Hamilton are among the leading
Briush proponents In the present discussion 1 shall be concerned with
the new style of evaluation as 1t 1s interpreted by these three writers 1

Before | describe the methodology and purpose of evaluation that
characterize this new style, 1t will be useful to state bniefly the main
criicisms that 1ty exponents make against the predominant traditional
approiach We have already examined the major criticiem In discussing
Stenhouse's challenge io the use of learning objectives in curniculum
evaluation

The tradiional procedure agamnst which the cnticsms are drrected
has worked on the assumption that the value of a curriculum, interpreted
as the blueprint of goals. matenals, and directives for teaching and learn-
ing. can best be assessed by the use of precisely quanufiable tests that
measure the extent to which the intended goals of the curnculum have
been realized i the achievements of the learner It s assumed that
process varubles are accounted for t, muluvanate analysis This whole
procedure. as Parlett and Hamilton note', reflects the domnance that
psychological measurement has exercised over educational research
They also claim that the methods adopted were first developed by
agricultural botanists for measuring the relative crop vield of different
seed Mtrains

O
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{n summany. the prinapal cniiesms made by the new-style evaluators
against the traditional procedure of evaluation—the agneultural model
are as follows 1t will be noticed that they do not always distinguish
sharplh between a percenved defect i the nature of the traditional
method and in the manner i which 1itha in foct been employed

() Any educational situation contains numerous relevant factors In
the agnicultural model. these are to be treated etcher by being ran-
domuzed through very large samples or by stnct expenmental control
Each approach presents serious pracucal difficulues The first 15 not feas-
thie. for example as a means of evaluaung curnculum material during
the formatne stage Even in attempuing to overcome the difficulues.
shese methods tend to deal with abstract factors rather than the real
world of teachers. students. and schools

(n) The agncultural model must either assume that there are no sig-
miticant local adaptations of the curniculum bewween the pomnt of input
and the measurement of output or else prevent such adaptatior even
when 1t may be educationally desirable Atypical and locar varnations
in results are smoothed out 1n the statstical generalizatons end the
modd! v not zeared to assess any unintended outcomes

() +he tradiional methods falsely assume thar there 15 a single <t
of novmative criterta of evaluanon equally rélevant to all eroups v i
mav be interested 1 the decison that s madde abeut g curriculum Tt
v o readily assumed that eve  mong the group o professional cur-
neulum developers there car v substantal agreement about aims,
mtended outcomes. and cnt.na of achievement

¢} The preoccupation with quanttauve data disregards other evi-
dence that may be crucial for explanation and evaluation, for example.
the judgment of an observer on vanations in the moty 1 of students
of the enthusiasm of a teacher within the one class

(v) Curriculvm evaluation on the ugncullural mode s fitted neatly
with the policy of large-scale cent~hzed curriculum development In
this context, the evaluators come i practice to focus all their attention
on the means and to aceept the ends (the formative criternd of evalu-
ction) as determined by the sponsors of the development usually o

overament agency

(viy Traditional evaluators have been preoccupied with the pro-
duction of materials rather than the encouragement oi change by
teachers and 4 study of ways in which new curncula can be most effec-
uvely introduced 10:0 schools They have addrseed the guerhone that
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have been raised by adminntrators and researchers rather than those
of teachers and students

Against this formidable catalogue of complaints, what positive pro-
posals do the (ntics make on the method and purpos: of curnculum
evaluation” The first basic difference in the new evaluators’ approack
is that they focus their attenuion not on the outcome but on what i
occurnng 1 a school or ¢lassroom as a curniculum program is being
imfllemented They see their work as clearly analogous to that of 4 social
anthropologist and daim to use similar methods Parlett and Hamilton
speak of two key concepts  the mstructional svstem (a coherent plan
for teaching. a curriculum blueprint) and the learning amheu (the unique
cultur.’. soaal, psvehological. and material context 'n which a given
group of eachers and pupils work) The task of the evaluator s to study
she torm that an instructional syt takes g specihic learming milieu
The broad aim i to provide a careful description and interprewtion
of how & curfica'um innovation (or  xsting program) works. how 1t
i atfected by different schoe! contents, what those who are using 1t
regard s its main advantages and disadvantages, what actual effect
it has on student learning, and so on Parlett and Hamilton stress that
their approach 1s not ‘a standard methodology package but a general
rescarch strategy’." that the problem defines the method used. not vice
.era Among the backg-ound finences on the methods used for this
purpose are the following school-hrsed observation studies, participant
observation studies, cros-cultural studies of schocling, studies of socal
hange focusing on kuman relations. ‘transactional” eviluation. methods
of historseal ingquiry a1d journahsm

Parlett and Hamilton, describe several broad stages and procedures
in the process of evaluation The curriculum evaluator, ike a souadl
anthropologist or natural histornan, accepts the complea situation of each
school as given and attempts to describe its most sigmficant features,
the pattern of cause and effect and other relationships. how individuals
respond to the form of organization. ete. The work begins v ith 4 general
exploratory stage in which the evaluator attempts *o wdenufy the most
signiticant features of the situation In th second sta-= these features
ate subject to mere selective and intenvive observation and inquiry
tinally the evaluator attempts to idenufy cause and effect relationships
and other general principles that are operating in the implementation
of the project and 0 suggest explanations - such as why teachers take
different attitudes to the curnculum material
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During these overlapping stages. the evaluator uses four main ways
of obtaining duta observation (both informal and coditied. directed to
uncovering the most sigrificant features). Interviews (npcn-cnded and
discursive rather than structured. 'nd intended to discover how the par-
ucipants view their situation). questionnaires and test results (these are
used to supplement the other data. varying test scores are of Interest
matwly 10 so far as they call for explanatons. documentary and back-
ground informaton (minutes and tapes of committee meetings, stude-t
assignments, background history of the project. ete)

In addition to the directly methodelogical issues, it iy obyiois that
this whole procedure reflects a particular inteipretati n of the nature
and purpose of curriculum evaluation The conniection 1s not. however.
a logically necessary one. the methods that have been outhined are com-
patible with a quite different view of what curnculum evaluation
mvolves  Among the writers being discussed. the essence of their in-
terpretation of curriculum evaluation is effectively caught in the follow.-
ing quotations  According o Robert Ltake. curnculum cvaluation
consists 1071 comprehensive statement of what the pregram is observed
1 be with useful reference to the satisfaction and dissatisfaction that
appropriately selected people feel towards v Maran Trom. who
named the approach illuminative cvaluation’. argues

Rescarch on 1nnovation can be enlightening to the innovator and to the whole
dcademic commun oy danifving the processe: £ education and by helping
the innovaton and other interested paries toad anfy those proced ;ch. those
elements 10 the educational effort, which — em to have ha desirable

results v

Parlett and Hamilton have adopted the expression Hluminative evalu-
ation” and sum p their account of 1t by stressing that it “concentrates
on the formation-gathering rather than the deuston-mdaking com-
porent of evaluation The task v w0 provide 4 wniprehensive undei-
standing of the complex reality (o1 realities) surrounding the project
i short. to dluminate ™ Finally MacDonald emphasizes the same kind
of role for the evabiator “his main actvity s collection of detinitions
of and reactions to the programme’ 19 10 MacDonald's interpretation
the job of the evaluator v to provide 4 non-recommenddtory report
jor all uroups imvolved 1n or affedted by, a decision on the future of
4 carrgculum program And in preparing inforntation the evalirater mus
make no presumptions about its possible muse
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The most important element in this account of rurniculum evaluation
is the sharp dstinction drawn between information giving and decision
making While 1t 1s admitted that value judgments enter into the desenip-
uon and mterpretation of curriculum projects 1 action. evaluation in
the obvious sense-1e as a judgment of worth - is treated as part of
the deasion-making task  Paradoxically.  thersfore, the curnculum
evaluators in this interpretation. while they assist the evaluators, do not
themselves evaluate cugnculum  The fundamental argument for this pos-
jion i that the normative critenia on which evaluation and policy de-
cisions are to be made vary according to the predominant interests of
the groups concerned (e g the participating teachers and students. the
parents. the project designers the government department of edus ation)
and that even when the perspective of interest s the same. tere 1
often dispute over what cnteria are dppmpr\éic It » concladed that
i a democracy curriculum evaluators should disseniuate as widely as
possible the relevant information on the work.ng of a project in order
to help all the groups involved make anoinformed decimon

Following MacDonald's account" we may summariZe the 1le of the
wraculum evatuator 1 this way  the task v not © judge the worth
of the curniculum but (1) te 1denufy those who will have to make the
deenston and (1) “lay before them thote facts of the case that are recog-
nized by them as relevant o their concerny’ The curriculum evaluaters
should not pass judgment on the worth of u curriculumy becavse
(1) educational power and accountabihity are dispersed 1n our sociely.
iy curriculum programs as implemented varn significantly from -ne
place to another. () there are different. cven conflictng  notions of
educational excellence ()i a pluralist souety. evaluators have ne
right to promote ther persondl values or educational 1deology

Iwo other aspzets of this nterpretation of curniculum  evaluation
should be mentioned  the reonship of evaluation to cdrricaium
development and educational research and the pohtice) character of
carriculum evaluation

On the tirst point there seemas to be agreement that evaluation should
he dosely related to wurniculum develcpment but that 1t should be
apphied 1o the curniculum bluepriat only in contexts of wwe Because
teachers are seen as the prinapal developen. the evaluation of anv
Aurnculum, whatever ity pubi caion status, is alwavs developmental or
formative 1n character There seems to be no place for the evaluation

4
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of a curriculum blucprml\ds such, either before 1t has been tested 1n
practice or after publication

Hamilton suggests a fundamental link between a theory of evaluaton
and a theory of carnculum design “' Althougn s position 1s not very
fully or clearly argued, he seems tv be claimng that the agncultural
model of evaluation fits in best with curricula dewigned prnimanly on
the basis of knowledge content, while illuminative evaluation favours
curricula that respond 1o varying interests and circymstances of students
or emphasizes teaching strategies rather than matgnals Under certain
aspects these associations are obvious: however it i by no means clear
that there 15 a strict logical connection-between the methodology or
methods of evaluanon and the principles on whidp a curriculum s
designed .

In regard to the relationship between evaluation and ducational re-
wearch. there seems to be some disagreement--at least between Stenhogae
and MacDonald The former sees evaluation as 1 part of curn/odﬁrm
development and both evaluation and development as directly contriBue
ting to educational research Evaluation, .n Stenhouse’s words, 18 re-
wearch 1nto the nature and problems of educational )nnovation and the
betterment of schools’, and “the developer should be an investigator
rather than a reformer’ % It 15 not surpnsing that he 1s cntical of evalu-
ation that does not explain what 1t assesses and that he would expect
the evaluation of a new curniculum project to contribute to a general
theony of curnculum nnovation

MacDonald. 1n contrast, makes a clear disunction between educational
research and evaluation His basic reason 1s that . e researcher. although
influenced by salu s, can work independently of political 1ssues. whereas
it 1s impossible for the evaluater to escape takidg a pohtical posttion
The evaluator’s inquiry always bears on deasions that affect conflicting
mterest groups and social values and that determine the distribution
of power in the form of respurces « 4 job. He must choose what for-
mation to giv: and o v aobi. and the choice nas mescapable political
consequences )

-

o . . g ‘
This view of the evaiustpr's pohrgeal role seems to be e}th»rscd by

all the  »ponents of alumigative evaluation including Sienhbuse Muac-
Donala offers a4 typology of curriculum  evaluation as Y politcal
acti4iy?' the burcaucrayf type, in which the evaluasor stmply aceepts
the values of the govepgfiment agency and assesses the etnaency of a
curriculum to serve tuese values, the autocratic, in which the evaluator’s
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criteria. methods. and tindings in assessing programs for the government
agency are submutted to the scrutiny of the research commumty. and
the democratic. in which the evaluator respects value plurahsm in the
wciety and makes nformation on the program available to the widest
nossible audience Even aft we knew nothing else about MacDonald’s
program. 1t woulds not be dificult to guess that he vould tavour the
democratic type of evaluation

Critical Comments on Illuminative Evaluation

The proponents of illuminiive evaluation have clearly provided an anti-
dote to an nflexably apphed output measurement approach In par-
ficular they are attentive to the complex context of educational practice
in which the best-laid curriculum plans are often radically modihed.
directed te ends that perhaps would not be accepted by their designers.
and e found to produce quite unexpected consequences They have
apphed to curriculum evaluation a range of methods which are intended
te gainknowledge of the less tangible. but ofter more significant. aspects
of human actior On this basis. they may be 1 a better positien than
exponents of output measurement to judge the value of a curnculum
program. to explain why 1t has succeeded or farled. to suggest how 1t
might be improved ot used more effecuvely There are. however. some
werous difficulies with the anthropological model  of curriculum
evaluation -at least 1n the version we have been examining
In the first place. the methods of illuminative evaluation are open
“te cnticsm While personal ju men{ plays a part in any research
method. there are particularly severe problems of subjectivity when
sudies of complex human situations rely predominantly on methods
of participant and external observation and unstiuctured interviews
This 1s true even though there are techmques for mitigating or checking
on the extent of the nvestigator’s bias Problems arise from both the
conscios and unconscious selective perspective of the observer and1rom
the influence that the observer's role may have on the process being
sudied Donald Campbell. for example. hsts?! sources of’ systematic
erfor even when “.e observer 18 not a participant ** The author of a
farly recent cnt e of alluminative evaluation. Carl Parsons. has
“daimed that. despite these genera! difficulues. the advocates of this style
of evalugtion tend to peglect the more rigorous re. nements developed
0 the soctal scrences for the methods they employ #* Parlett and Harmil-
ton. at least, are aware of the difficulies However they do not .eem

.
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to recegrize how extraordinanly demanding are the conditions théy
agree should be met by anyone engaging in illuminative evatuation

Such a person peeds a rare combination of intellectual skills. moral

ERIC
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integrity. and personal yact =
It may be claimed that illuminative evaluation 1s mainly concerned
with giving an account of the way in which those directly involved in

implementing a curriculum program. teachers d students. perceive the’

situation However. an evaluator as disunctfrom a mere reporter must ’

sull try to determine whether these participanty are accurately expresying
their vi ws. tne extent to which they correctly percetve what 1, going
on and how their perceptions are to be interpreted in reaching con-
clusiens about the curniculum program < ‘

fn addition 10 the problem of subjectivity. the methods ofillumincave
evauabion seem o place severe hmitations on the possibihty of
generalizing from the conclusions of a study As ve have seen, Parlett
and Han twn stress the unia® eness of tne learming milieu and thus of
any curniculum program 1a application 1t would seem. thereforc, that
tne findings of a study could apply onty to a curnculum as it ha. been
real:ed »n this or that specific learning nubeu. Parlett and Hamlton
are also aware of this objection They face it by modifying in effect
thes emshasis on the umiqueness of each learming milieu They fnally
admit that there »7e many common sign*ficant features from one situ-
ation of schooizng to ar other. 1n fact 1t1s an aim of illuminative evaiu-
Won o coninbute to a better upderstanding of these common features
11~ admussion may seure thd_possibihty of generalizing. butat also
seerns w yield a sigracant part ok the ground on which the argument
aga.n « th 2 tradinonal moddd of evAuation s based

I not.d earier that the methods used by supporters of illuminative
evaluation do net entail their interpretation of Jie nature and purpose
of curnicutvm eveluation W hether or aot the methods can be defended.
the anterpretation 1s suhject 40 senous difficulties of yts own

The crucial weakness. | Sehieve hies i the attenpt to adenufy the
ev ilue.or's role with the giving of mtormation on a curriculum project
and o separate 11 sharply from the making of judgmeats about the
value of the project If illuminative evaluation really dic consist stmply
in giving information 1t would sausfy the role that MacDonald's argu-
ment. reterred to earhiet, requites The probizm of the observers” various
perspectives v ould be less senous than af they were frying to dssess
what they saw. and 1t would be less daunung for them 1o try te serve
all interested groups without favounng any of them in the matenat they

| 155




)

provided However. to achieve this objective. 1t would be necessary to
spectfy quite ngorously the kinds of information on which the observers
were to report Even decisions on what s te count ds relevant infor-
mation often reflect controversial judgments of value In a highly
pluralistic society. 1t 1s doubtful whether illuminative evaluation even
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as information giving could progress beyond routine details without in

f.ct showing partiahty to one or another of the interested groups

The only alternative would seem to be for the observers to be able
to take the perspective of each of the interested groups and provide
all the information they would judge to be relevant from each of these
perspectives From the quotations cited earlier. thys appears to be” the
procedure that supporters of illuminative evaluation have in mind %
It 15 not made clear how an individual observer. or even a team of
them. could perform this extremely difficult task In any case. it seems
to be unnecessary In the so-called democratic scheme that MacDonald

- envisages 1t would surely be more sausfactory for each interested gryup
to employ or be provided with an investigator who would obtain fuli
mnformation ¢n a currculum development in terms of the group’s own
perspectives  To the extent that observers could 1mpartially provide

informatien for all anterested groups  one
thing 1 think 1s clear ther work could not properly be described as

useful and thununatn

evaluation

e

In the account Parlett and Hamilton give of the process of illurinative
evaluation. 1t seems that the observer's role 15 not strictly limted to
information giving but extends to interpretaiton and explanation Once
the task includes mterpretative description. evaluations Wiil. 1n varying
degree. alrcady be at least imphatly present One cannot for exarple.
desnbe the relationship & a principal to other members of stafi yn
curnculum decision making as autocratic without importing an evalfi-
ation Desprte MacDonald's demurral. this pont 1s slarmgly lustraed
m the terms he chooses to describe the pohtical character of vanouy
types of curnculum evaluation Whle describing. nterp.cung. and
evaluating are logically distnct actmities, our findl evaluation ot a thing
depends on the cumulative force of var ous imterpretative descriptions
of the brute facts in uses of language that express a judgment of value
(compare ‘the car was being driven at 50 km/h 1a ramn aleng a aty

street at 530 pm* and ‘the car was being dniven dangerously’)

Thus. if intefpretation 15 a signihcant part ot the observer’s role. we
save the aspect of evaluation n Mluminative evaluation. but the prob-
fems that arse from the observer's own value-perspective and the effort

G
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to respond eclectically to the value perspectives of all interested groups
now become much more serious How s 1t possible for anyone to
interpret the complex issues in the application of a curriculum --the tech-
nical and value questions about knowledge. learning, curriculum de 'n.
education-1n a way that responds coherently and without buas to a ra.ge
of diverse and sometimes incompatible value perspectives? Even the
chorce of MacDonald's democratic model would run counter to the
values of some of the groups the evaluator intends to serve In so far
4o tluminative evaluation includes an anterpretation of curnculum
programs it will be seriously decepuive in practice. for while it purports
to make no judgment on the value of the program. it cannot avord
doing so <

There seems to be an inconsistency :n the theory of luminative evalu-
ation over the seale at which it 1s seen as operating One of the con-
sequences of the theory's emphasis .on the variability of the learnming
pulieu 1n curniculum development and evaluation must be that curricuia
cannot be effectivels planned by 4 national or other central agency of
any size 1t this aspect of the theory 1 taken quite hterallv. it would
weem that the scale of planning should be constrained to an individual
«hool However. the advocates of HuMinative evaluation clearly assume
4 situation in which centrai agencies (usually of the government) design
curricudum biueprints while evaluators (n the role they envisage) con-
tnbute :n some fashwon to judgments on the value af these blueprings
in apphcation for the whole area within the junisdiction of the central
agency  In MacDdnald’s typology. democratic evaluation as much as
the wiher forias i related to national curniculum projects 1t he savs,
an information service to the whole commumity  The enterion of sue-
cess s the range of audiences served  The report aspires to ‘hest-seler
dutus' 1 If Huminative  evaluation  abandoned  this ineensistent
macrocosniie intent and restricted 1ts work to one school or at most
the schools of one district, 1t would at least increase 1s chances of
providing appropriate daw for the diverse groups 1nvolved, or affected
v, the development and evaluation of & curnculum

in the scheme f illuminative evaluation 1t s not made clear just
i »w the hinal deusion about a curncdlum project 18 to be reached and
how 1t 1 related to the vork of evaluation -particularly when the project
i on a national or otherwise large scale Do all the interested groups
partiipate 10 reaching 4 composite evaluation and pohey deasion, or
does each form 1ts own evaluation and then lobby a disunct group of
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policy makers” In addition to the wcheme's mistake 1n tryving to separate
interpretation from e aluanen in order to emsure common non-
evaluative report for all interested groups. it faths © distinguish between
evaluuting a curriculum and -reaching 4 final pohey decision Nor does
the scheme give attention to the different ev aluations of a curriculum
that may be rade depending on the domain or domains of value from
which the cricna are drawn A curniculum may be evaluated not only
from the standpoint of specifically educational value, but also in refer-
ence to such other dimensions of value as the pohtcal. the soctal. the
economic It 1s not clear preasely what role iluminatve evaluation
thought to play n relaton to the full range of value critena or where
the judgments are made and put together Whatever part itic final policy
makers may have in these judgments. 1t will also be necessary for them
to take account of such other matters as public resources and relative
prionties. which lie outude the wcope of curniculum evaljuation
The obscurity on the procedures of decision making and the ambiy-
alence over the extent to which evaluation enters the process of ilumina-
uve desciption make it comewhat difficult to assess MacDonald's claim
about the inescapable political character of curnculum evaluation How-
ever it seems that the claim 15 son.ewhat exaggerated Icis important
to keep n view the dintinction between directly and indirectly pohtical
actions An unsohdted evaluation of a4 curriculum project based on equ-
cational cnteria and pubhshed 1 a scholarly journal may have pohitical
consequences In this sense a large part of educational research may
be said to be political *# Tt 1s quite a differcnt matter. however. when
evaluation (or. contrary to MacDonald's distinction. any educational re-
search) 1s based on criteria of judgment that are predominantly political
If MacDonald's evaluators select information in order to buttress pre-
ferred pohitical values among the interested groups they are supposed
to serve. then obviously their work i directly pohitical In determining
the pohitical character of evaluation. the cructal point then 15 not
whether evaluators are working for a government agency or indepen-
dently. or whether they ntend their work to mfluence a pontical de-
cision. but what the predominant criteria are on which they base their
evaltadons | am assuming that there are distinctive educational values
not reducible to poltical values or ideology
In the interpretation of the evaluator's role. there 1 a more important
issue than the question of 1ts pohtical nature. MacDonald's model of
democratic evaluation has at least one thing in common with the bureau-
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cratic model he opposes  the evaluator does not pass judgment on the
ctenia on which the assessment of a curriculum finally depends In
the bureaucratic model. t+ evaluator takes as given the end values of
the curniculum sponsors or designers His task 1s o judge the efficiency
of the curriculum as a means for reahzing these values In the democrauc
model, the evaluior smply aceepts the actual range of perspectives-
of the groups mvolved 1n the development and evaluation of a cur-
nculum * Here the task (at least i theory) s to provide each group
with the kind of information about the curriculum in operaton that
he estimates they would perceive as relevant In their own A.ay.. each
model imits the evaluator to an exercise in technical ravonahty 1f his
task 18 to be comprehensively or entically rational. it must include some
reflection on the particular end values that a curriculum 1 designed
to senveror the actual range of expectations about educauon held by
groups within the society In doing this. an evaluator will at least make
expliit his own assumptions and eniteria and the way m which they
are Justiiied 3

My tial cnitical comment on alluminative evaluation s directed at
1 preoccupation with evaluating curncula in operation In relauon to
this 1ssue 1 have already referred to the difticulty of generaizing beyond
the situations studied  and to the constnieting - effect of relving
predommantly on the opinions that the immediate local participants
have of what 18 happening While 1t 1s evidently important to test the
curriculum blueprnnt i practice, what 1 wish o claim here s that there
i alwo a1 important place for the direet evaluation of the blueprint
t o This kind of evaluation apphes both dunng the phase of
development and after ¢ program has finallv been published by ats
desigrers

in addition to the aspects of content and teaching/learming oo
cedures, 4 curriculum shoutd contain 4 statement of the main learning
outcomes 1t hopes to promote. and an expiancon and justification ol
the progran @ proposes  The main assumptions of the program about
the natwie of the knowledge content. the relationship of the school 1o
s soutal and cultural context. the learning outcomes thought to he dewir-
able. the appropnateness of the suggested modes of iearning to the abih-
tes and interests of the kinds of student for whom the curniculum s
intended. and so on need to be made explicit where necessary ond all
critieally asses ed
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These and the other aspects of blueprint evaluation can obviously
be useful during the period of development In fact. this level «f evalu-
ation 15’ necessary 1f observers of the program as implemented are to
be in 4 position to nterpret whit features of the situation. they observe,
bedar on an evaluation of thefcurncelum. rather than of the teachers
or students or the varie s conditions 1n a particular school For matenals
that have already been pubhished. a clear and reasoned evaluation offers
a guide to teachers nd «chools. whether they are trving to reach a de-
CISION Lo accept or reject a program or how to implement it as effectvely
as possible Before embarking on Man 4 Course of Study. wt would
certainly be useful for teachers to know how it was working in nther
amilar schools 1 think it would be equally useful for them to read 4

“entical discussion on the adequacy of the matenals and teaching
guidehnes for developing the emotional responses and atutudes that are
among the objectives of the program. or 4 challenge to one of the basic
learning objectives  that of encouraging an acceptance of cultural
relativism

Conclusion

To conclude thic discussion 1 would stress. 1n the fint place. that
Hluminative evaluation seems to attempt both too httle and too much
It does too hittle 1 that 1t fails to carry througn the task of evaluating 10
fact it ends 1n the confusing condition of being neither a straaght deserip-
ton nor a fully developed explicit evaluation It does too much 1n tryving
to gear i{s report to the values of evers group that may have a stake
in the decimon and 1n adopting an explanatory role that even extends
to bullding a general theory of curnculum mnovaton

In relaton to methodology. 1 beheve 1t s fair to claim that
opposition to the output measurement upprouch. Hluminative evaluation
has been preoccupied with different m :thods and technigques ef inquiry
rathe than with a radically different methodology ** Fundamentally
both approaches subscribe 1o a POsIVING Version of the social scientists
role 1 evaluating to provide the fuctual minor premises which. when
coupled with general value commitments that people happen to hold.
vield varnious normative conclusions However. proponents of iliumina-
(ve evaluation have alvo consciously supported the rejection of import-
ant aspects of positivist methodotogy. 1 particular. the interpretation
of objectvity as a furction of precisely quantfied observations and the
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mechanical causal model of exptanation for human action, which ignores
the role of reasons. intentions, purppses While these behefs are justfi-
ably rejected. 1t does not follow that precise measurement is never appro-
priate n the study of human action The outright repudiation of the
appeal to learning objectives spccxﬁc@’ﬁ behavioural terms 1s related
to this exaggeration The position 1 have supported against Stenhouse
may be summanzed m thvo points’ (1)to treat learning objectives as
the key to curniculum design and evaluation or to ignore their impon-
ance 1n this process 1s equally mistaken.* (n)the excesses of the
behavioural objectives movement should not blind us to the cnitical role
that changes in a person’s behaviour play as evidence of desired
learning

At least for some of the exponents of illuminative evaluation. the
main motivation for their support seems to anse from their commitment
to deals of participatory democracy However. as I have tried to show.
they have not yet given any close attention to the different kinds of
eﬂl\%auons and decisions that affect the design and adoption of a cur-
rnculim and to the vanous degrees of participation that individuals and
groups may justifiably claim in these activities.

Stenhouse proposes that we should ehminate the conceptual disunc-
tion between curnculum evaluation and development But as these are
two independent activities there 15 a clear advantage in marking the
diunction conceptuatly. It 15 obvious that a curniculum should be
evaluated both during and after development For this purpose. it may
be desirable for a team of curriculum designers to include some eval-
uators who shzre in the whole task and are sympathetic to the guiding
values and objectives that are adopted Such evaluators might also offer
explanations and theorize about a curniculum project or curnculum
mnovation generally However, what 1 wish to emphasize is that there
i a wgnificant place for curnculum evaluators who are not engaged
i the dcvelopment of a curniculum and may independently assess the
end values as well as the means, and who concentrate on jusufying
their assessment rather than explaiming what they assess 7 (This 1 not
to deny that an explanation 15 sometimes required as a basis for an
adequate evaluation ) I have also made a claim for the importance of
evaluating published curnculum blueprints, where the task need have
no connection with development or explanation

The final summary pont 1 wish to stress 1s that curnculum evaluation
i all ity aspects 18 an extremely complex activity  much more so than
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approach seems to recognize This 1
on the currniculum program
hen we try to evaluate

1t 0 a context of use One has onlv to think of some of the questions
that have to be faced 1n evaluating a urriculum bluepnint about the
justification of the general aims and the related learning objectives. the
selection and arrangement of knowledge content. the appropriatencs
of pedagogical and learning procedures. the comparative value ot the
program 1n relation to other curriculum material i the same area. how
well the program has been designed as a guide for teaching and learning
(eg whether it s internally consistent. unambiguous. oo detatled. too
brief). the feasibihty of the program (e g what knowledge and skills
it expects of teachers, the cost of materials) These questions call on
such a range of value domains, knowledge. and technical skill that the
effective evaluation of any substantial curniculum project must depend
on the collaboration of a team of evaluators If we speak of anindiy dual
as being. 10 some sefse. an expertin curriculum evaluation we should

do so with appropriate caution

erther the product or the process
the case even when we concentrate directly
iself and avoud the ,comphculmﬂ that arise W
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researcher v constrained by “practitivners’ dehnitions of sttuations coneep-
tual structures and linguage” (p9). thev acknowledge that at all Tevels ot
the educationdl swstem “what people think they are doing. what they say
thes are doing what they Jgpedr to others to be dong, and what in tact
thev ate doing, may be sources of considerable dincrepancy” (p ¥)

In practice. the exponents of dluminative evaluation do not give equal weight
to the perspectinve of each mterested group Because they are preociupied
with curriculum in the context of use. they tend o treat the views of the
direct participants as dominant Ay Parsons (op it p 134) ponts out this
aives theirinquiry a rather hmited context one of the cntiasms they make
against the traditional torms of evaluation

The one citicsm Stenhouse makes of luminative and related forme ot
evaluation s that: w hile concerned about questions of mentand worth tharr
criteria of Judgment are obscure a fairrly damaging cntiwsm of ansone
daiming © be an evaluator Stenhouse’s own account of cniteria s el
rather unddear However he does stress a tundamental point about cur-
niculum evaluation  that assessment of g curticulum program i apphication
must he related 0 an assessment of the curnicalum bluepnnt i iselt See
Stenhouse opat pplle 120

Av we have seen onc of the cniesms made by Stenhouse and the new
sivle evaluators aganst the outpat measurement model s that 1t geared
W senve and encourage the production ot curriculum programs by central
agenaes Inrelation to Stenhouse s own Humanities Project for schools that
were not involved 1o the devetopmental process the published matcrials that
torm the Projedt are equivadent 1o g centrally produced curriculam
MacDonald, opat p 134

In appropriste arcumstances any knogledge mas have political signtheance
ke question of who shall have aceess o what knowledge has an inescapable
politcal dimension But trom pohiical viewpaint there v i important
difference to be marked between sy a theory of participatory democraoy
and a theory of hght

This point v made by Parsons oput pp 113 134

Parlett and Hanulton (op at. p 100 draw an analogy between the cir-
nculum evaluator and the drama criie While the analogy s a usetul one
I do not think the authors have worked 1t out particulary well T the nrsi
plaice drama cniies unlike alluminative curniculum: evaluators ustially do
muhe Judgments about the merit of the plays and performances they review
Thev do not tnv simply o describe and interpret without any evaluative
imphcations what 18 going onan the play as oninformation serviee for
prospective theatre goers In the second place drama cntics usuathy do distin
guish caretully in their evalugtion between the play (as the dramatic fiteran
work) and the particubar production (or 1n certain wases, the particular
performance) When a play tatls 1t v senstble to ask whether the tault Lies
mainly with the plavwnight or the producers factors director ete ) It
equally important to keep thys distincuon i nand when evaluating a
wurrienlum *

Sce Parsons oput p 131
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Michael Scriven’s propesal forgeal-tree evaluauon sull puts entphasis on
learning outcomes  but on what s actually achieved rather than on what
v intended His dlaim that 1t 1s preferable for the evaluator not o kr w
the intended goals of a program v | believe mistahen There iy no reason
why a knowledge of the witended goals should inhibit an evaluator trom
noticing unintended outcomes Surely 4 comprehensive evaluaton should
awess the extent to which a program v successtul :n achieving the ends
for which 1t was designed how effecuvels these have been for.nulated. and
whether they are appropriate and worthwhile objects of an educational pro-
wew See M Seriven Goal-tree evduaunon, In ER House (Ed). Scheol
Evaluarion  The “Polincs and Process, Berkeley  Ca McCutchan 1973,
319 331

On the question of external evaluators Scnven {op ait, p 328) notes ‘It vou
are really interested i teess wathar thanon the teehing of suceess vou
have to bring independents 1n o look
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Part IV: Moral Education

Over the past 15 or so years there has been a notable resurgence of
interest 12 moral education Renewed attention has been given not only
to the indirect influence of the school environment but,also to the place
of moral education in the formal curriculum In the latter. the stress
has tended 30 be placed on the skilis involved in discussing and reasoning
abont moral questions. particularly of the kind that relate directly to
the social and political order For this reason. the studyv of morahty
(or ‘values education” as 1t 1 often more vaguely called) has commonly
been located 1n the context of social s*udies or social science The schools’
interest 10 public 1ssues probably reflects the general growing concern
in western societies since World War Il with the moral values that are
at stake m all kinds of social practices (the issues of war and peace.
the treatment of racizl mmonues, the mining of uranium. the hunting
of whales, and so on) The preoccupation witn atlls of reasoming and
inquiry 1 morahty reflects. in part. the recent emphasis in educational
practice generally on processes rather than content The adoption of
this approach 1s also attracuve 1n that 1t seems to avoid the probleris
that arise over moral content 1n a pluralist society Whatever influences
these factors have had. there 1s no doubt that the work of Lawrence
Kohlberg on developmental stages of moral reasoning and his apph-
cation of the theory to moral education have had a substantial impact
on the directions recently taken in this field

The first chapter in this section examunes the nature of reasoning in
morality It defends a view of moral reasoning as a process of interpret-
ation 1n which the substantuve moral concepts one possesses play a cru-
aal role In learming to reason about moral problems there are certain
formal skills to be acquired. but basically 1t1s a question of how a person
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of situation or action may justifiably be described in moral terms (as
honest, fair, compassionate, selfish. deceitful. and so on) The way 1n
which one isarns the substance of moral concepts 15 not only crucial
for the process of moral judgmert but also for the translatien of these
judgments 1nto action They must be acquired with appropnate atutudes
of approval or disapproval and related to pppropriate emotions.

The second chapter discusses the place of moral education in the for-
mal curnculum of the secondary school There are three main sections
First, a case 1s made tor its inclusion as a distinct area 1n the carriculum
Second, the teaching of morahty mn the context of partcular subjects
i exammed Specific comments are made on religion, hiterature, and
the social sciences In relation to the last of these, aspects of Man A
Gourse of Studv and The Soual Educaticn Muaterials Project are dis-
cussed Third. some concluding comments are made on moral education
and the study »f large-scale social tofies
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Chapter 7

Reasoning in Morality: Why Content
Matters in Moral Education

>

Some ethical theorists have attempted to disunguish moral principles
and judgments n terms of purely formal critenna Any claim that can
satisfy these criteria 1s taken 1o be a moral oae, regaidizss of its content
R.M. Hare 1s one of the best-known contemporary exponents of this
approach and his influence 1s refiected 1n Lawrence Kohlberg’s theory
of stages in moral development ! In Kohlberg's account, each stage 15
said 0 be characterized by the typical form of moral reasoning used.
not by the content of the reasons or the conclustons reached. The object
of moral education. based on Kohlberg's theory, 1s to help each person
reach the highest form of mc 1l reasoning of which he 1s capable Tius
s to be achieved manly by mvolving peopie 1n the discussion of moral
dilemmas in which they are subject to the form of moral reasoning
characteristic of the next stage beyond their own Various other recent
programs of moral education, perhaps less theoreucally sophisticated
than Kohlberg's. have also assamed a sharp separation between modes
of reasoming 1 morality and the content of moral beliefs They
emphasize the acquisiion of skills of rational nguiry, In some Cases
related immediately to understanding one’s own values, in others to the
discusston of significant public issues

This preoccupation with the forms and skills of argument 1 moral
education coincided with (and no doubt partly icilected) the revival
of a more general trend 1n educational theory and practice to stress
teaching and learning how to think (scientifically, mathemaucally. and
so on) rather than what to think. The most influential exponent of this
trend 10 its most recent form has been Jerome Bruner.? The separation
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of skills and content 1in morahty also seems te provide a solution to
the problem that the sharp division on moral issues 1n the society raises
for the school when 1t engages in moral education The school can
concentrate on the skills of moral reasoning (presumably common to
all different systems of moral beliefs) while maimntaining adnirabie
neutrality on the substance of moral behefs and judgments

Kohiberg and the other exponents of a formal approach do in fact
(1f not of necessity) 1mport substantive moral values into their moral
education programs. even the forms of moral reasoning they advocate
have imphcations for the substance of morality My intention here. how-
ever. 15 not to develop a cnique of this kind of approach. but to discuss
positively the role of substanuive concepts 1 moral reasoning and
practice and o indicate 1ts beaning on the scope of moral education

Onc kind of answer to the guestion of what disunguishes reasons,
arguments. and so on as moral seeks to specify some common essential
feature or features that all instances of moral discourse or @ction possess
it seem» to me that this procedure s radically defective. whether one
looks for common formal charactenistics or for a common purpose that
shapes the content Why should we suppose that actual moralities are
more or less 1dequate approximations to an ideal called Morahty. or
the moral pont of view? The sense 1n which they are all moralities
nught be determined differently | think a more appropriate procedure
depends on treating morahity as the kind of nonon that has the following
characteristics : :

(1) Questions about the meanimg of "< can best be answered by
describing the beliefs. attitudes” activities, ete that constitute being or
doing v John Austun speaks of “golfing’ and ‘happiness” as words of
this kind * When such concepts refer to complex hictonical institutions,
the effort to refine them nevitably nvolves a entical selection of charac-
terstic actisvities But this task cannot begin unless some actuvities
indisputably belong to the enterprise and unless the latter 1 marked
by some relatively constant human intentions

(1) Whether someth.ne can be calied "t depends on establishing that
it volves a suffiaent range of the activities that constitute being or
doing v There 1 no clear rule for making such a decision, and the
sime pattern of features need not be possessed by all the practices to
which we apply the term In relation to these two characteristics. | think
the concept "moraksy’ i hike such concepts s “work of art’, education’,
‘democracy . saence’
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My contention is that morality must be fundamentally distinguished
by reference to certun public practices and insututions (including the
range of related normative concepts. ideals. and attitudes) respect for
bfe (‘murder. “suicide’). such notions as love, Jovalty, justice. honesty.

‘generosty. courage, truth telhng (lying’. ‘calumny ). promise heeping.

institutions hke that of political authornity. property (stechng’). the fam-
ily (special relatonships of love. idehity. respect. and concepts such as
‘adultery”. "incest’). and so on 1 do not wish to imply that such concepts
and practices (even 1f the st were much longery provide a suflicient
deseniption of what 1v i be called morahty A moral agent does not
for example tell the truth for any reason at all. but because he acknowl-
edges that 1t s what deserves to be done ' Among the things involved
in taking a moral point of view i seeing truth telhing in this way  Truth
teling will sometimes happen to be good from other points of view.
uch as one's self-interest. 1t s always good trom a moral point of view
In pursuing the description of these other features, we may very ¢asily
shp nto a condition that reflects a particular moral system or theory
We might be inclined 1o say. for example. that moral reasons must be
recognized as overnding. but perhaps this need not be o What T think
can be jusufiably daimed i thato af a system s 1o be called "moral’,
it must imvolve a significant number of the concepts and practices 1
have mentioned or others that catt be telhgibly related to them That
is we recognize that someone is raising 4 moral guestion, stating 4 moral
problem and making a moral judgment about what should be done
from the substantive coacepts 10 which he describes or argues about
the situation Regardless of 4 person’s sincerity Hogieal tone of voue
when using words ke "ought’s consistency. and form of argument we
cannot say that he 1v engaged 1n moral inquiry unless he s using the
substanuive language ot moral practice. Given that the recognuion of
a range of characternste practices (and coneepts) s the staring point
ethical theorints may then attempt to explun and interpret them and
critically assess the diverse systems n which they are incorporated In
the process of this work. they may recommend the revivon of certam
moral practices or a whole moral systemor advoddate a ssstem ol then
own

The pomnt 1 wish to make here apphes clearly to the cases that Kohl-
berg has used 10 his empirical work Why s he contident that they
are about moral problems at all and will be recognized as such™ 1 supgest
that 1t can only be hecause the situations nvolve conflicts between proac-
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tices that are commonls accepted as w hat one does when acting morally
Words Iike 'night’. *wrong'. *duty . which occur in the quesuons following
the cases, are pointiess unless we are talking about practices we com-
mend as good or reject as evil and 1n which duties arise With words
like *should” and *ought’. we cannot reasonably assume that others will
understand us as speaking morally unless the words are being used in
the context of such practices There v Heinz -to take one example from
Kohlberg's stories-sho steals an exprnspe drug 1n an effort to save
his dving wife We see tais as a moral problem. perhaps even a dilemmu,
because on the one hand respect for ife and the special mozdl relation-
ship of husband and wife are mvolved. and en the other the institution
of personal ownership and the moral notton of stealing Suppose some-
one does not recognize or has no awareness of the moral aspect of prop-
erty “Stealing’ for him does not deseribe & moral act it s simply more
or fess svnonymous with “taking’ He will not see Heinzs problem as
a moral one Perhaps he will be nterested in the practical problem of
how Heinz can acquire the drug or money necessdry (o buy it arhout
bemng caught The case would also be radically changed as a moral prob-
lem for anvone who did not believe that the moral concern for lite
extended to the use of extraordinary meany, or who could not appreciate
why a man should feel he had to make a special effort when the dving
person was his wite !

The requirement of content I am defending while 1t distinguishes
a moral svstem froni one that iv immoral or non-moral. does not deter-
mune the relative excellence of moral ssstems Such systems usually dif-
fer in some of the ideals and practices they accept as moral and certamly
in the relative emphasis or value given to the range of 1deals and prac-
tees they indude Clearly there are important ditferences between, tor
example. Chrisuan and mulitary-style morahty or liberal and soualist
morahity > We wan recognize them all as morahties hecanse they are
concerned with a signiticant range of moral concepts and practices By
this criternion, we distinguish certaim systems as ‘moral” and o that extent
mav evaluate them. but the svstems that meet the cnienion are: not
thereby graded or ranked 1t v not as though there were a complete
hst agamst which they were bemg measured, and noany case such an
assessment would not have any bearing on the internal sructure of 4
swstem How we might compare the relative ment of different moral
ssatems | owill consider later The method T have tned to exclude s
that of abstracung the essential features of the notion of morality from
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one’s expertence of moral practices and systems and then reintroducing
this notion as the vardstick for assessing the relative guahty of actual
or ‘putative morahties In making this move one inevitably prescribes
what morality should be like. when the nature of morality i the predse
IssUe 1N question ' )

I wish now to consider how attention to the content of morahty atfects
the character of reasoning and decision 1n moral practice. and thus the
nature of moral education | should stress that | do not disagree with
Kohlberg and the other theorsts of moral education who asume that
in moral decrsions we need not be making arbitrary chorees or simph
ginving vent to how we feel Such decimons or judgments are rational
processes. genuine argument and disagreement are possible

W hatever features moral reasoning may have. they must be denved
from actual moral practices and the way i which moral concepts are
actually used The philosopher cannot decide a priorr hat will constitute
moral concepts and practices—uniess he 1s trying to turn morality 1nto
something else  The correct logical interpretation of moral utterances
and the forms of argument appropriate to moral judgment are (n fact
senously disputed among philosophers Some treat moral utterances as
fuctual assertions. others think they are most hike verdicts or tha' they
express approval or make recommendat.ons or issue d kind of commang
The form of argument considered appropriate depends to some exter
on these nterpretations It may be assimitated to the model of math-
ematical deduction or scientific induction. or 1t may be treated as unique.
having most simularity with the Jogic ot a judicial verdict or an aesthete
evaluaion (Some philosophers try 1o ranage aesthetic arguments also
in a stnetly deductive or inductive way ) Whatever position 1v tahen.
it will make a difference to the content of an educational program in
moral reasoming. and to the way m which the substance of morality
is interpreted A deductive view of moral reasoning. for example. mag-
nifies the role of rules and prinaples in moral practice At the same
ume. the differences among ethical theones on the logie of moral
language should not be exaggerated Despite the claimy made against
non-cognitivist  theones by some  objectivists, there arfe important
amilanties among all theones in the ogical condiuions reguired for
moral judgment ” '

The main feature to notice. however, 18 that the logical conditions
which are ditilled (or prescribed) cover only a part of whatas required
in moral julgment and practice In most modern ethical theory. philos-

Q 202

Aruitoxt provided by Eic:




Aruitoxt provided by Eic:

ERIC

198  Moral Lducation

ophers have concentrated on the general and virtually empty terms like
ougnt’ and ‘good” These are taken as the logial words of moral dis-
course, just as 'if7.but’, "not. and so on are general logical words Logiaal
conditons for moral arguments tormulated m such terms have some-
thing of a formal character Certainly we do not have any prrticular
content in nund For example, we tight aceept the following vules tor
an evaluation If 1 say "y s good'. T eannot say v s exactly the same
as v buty s not good” 1 T ay “This v a good v because of properties
@ b, ¢ .1 must sav that any other v possessing the same propertics
v good For a moral judgment we might propose this rule T say
that someone mn situation ¥ ought to do v, then tor anyone else 1n the
wme sitnation T must agred that he ought o do Tt s a0 mistahe
however. to suppose that reasoning of this kind stands in the same re-
lation to the practice of evaluatng and morally judging as reasoning
in mathemites or formal logic stands to the solution of mathematical
or logical problems In the latter. the logical processe are the essence
of the actvity, and the rules arc strictly topic neutral. o use Rule's
term {n the former. reasoning according to such rules v only one of
the complex processes of moral practice. and by no means an adequite
account of even the directly conceptual aspect Moreover the rules ace
not stricthy formal “good” and “ought’ have moral sense onls trom
being used 10 the context of substantial moral concepts and practices
To sav. “This v a0 good v may alwass logically involve a favourable
evaluation regardiess of what s substituted tor v But the utterance 18
abho alwavsra caim thet v can be deseribed in i way that justilies sueh
an - evaluation * If we are speaking merally. we claim that there v g
deseniption that justifies the utterance from g moral point of view We
cannot give such g description without using substantial moral coneepts
When the description is complete, at will be redundant (or uscless) to
add “and o 1t s good' Whatever can be sad about the Togic of “ought
av 4 moral term depends on what can be saud about substantial moral
concepts A decision on what these are (and are like) 1+ presupposed
by the effort to describe the logical charactensties of cught Since the
question of whether “1 ought to do ' depends on whether vocan be
deseribed 10 substantial moral terms, the preoccupation with ught as
wch seems o be unnecessary If we go back for a moment o the three
examples of “formal’ rules 1n the first two, the central questions in the
task of evaluation are about the teatures of vin virtue of which » i
said o be good. and whether 1as the same as v rzfevant respect.
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in the third. the moral questions are whether 3 1s what should be done
and what characterstics of an agent or his arcumstances are to be taken
as morally significant in determining w hether the witzation 1s the same
for diffeient people

Suppose that a teacher’s sole objective 1n moral education 1 to ensure
that his students follow such general rules of reasoming i their moral
judgments If he 1 successtul. the outcome will be that each student
i more consistent in applying the standards and principles that he recog-
nizes a~ moral Unless the rules of reasoning do have consequences for
the content of moral belief. such consistency 15 quite compatible with
views and practices that most people would consider morally obnovious
In this respect. to sav that semeone Is consistent 1n his reasoming about
moral questions s smildr to saying daet he 1y consaentious or sineefe
The history of our own time provides ample evidence that peopl: acting
consaentiotshy can do-atrocious things - Consistency s dewirible but
in itselt 1t s a gain in logical ratker than moral value

Morahty 1s directls concerned with 4 certain range of actioas not
only the manitest behaviour hut the thoughts, attitudes m®tves feel-
ings. dispositions of the agent As vith any other human practice. con-
cepts form a cruaal (and ntegral) part of moraiity 1t a child’s early
moral education proceeds satisfactonily. he wall come to acguir. concepts
of love. justice. truth telhing. honesty. and so on g partiafar way
distinctively moral terms are learnt in 4 context of behaviour tor which
aduits, by means of verbal and other gestures, express pranse of blame
admiration or contempt One learns that moral terms do not simpls
express how this or *hat persc happens to feel, or convey tactual reports
on what people believe should be done Lhey express approval of what
(it 1y thought) deserves to be approved While this “speech act’ should
not be identiied with the meaning of moral terms, 1S 8 necessan
condition 1f such terms are heing used gua moral Depending on the
context. one may also be recommending. giving & verdict, 1ssuing 4 kind
of command. and so forth. 1 usng moral terms s also b necessan
part of learmng such terms that attitudes of approval and disapproval
are acquired towards vhat they deseribe. that feelings (such as sympathy
and disgust) are aroused i relation to certain objects. and that doing
of tahng to do what we desenbe in moral terms anvolves certan
emotions (¢ g gult. remorse) A general feature of early moral expen-
ence v that we learn to percerve and treat human beings as different
from other t*ngs This s a matter of teeling. not simply behef (compare
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‘being afrard of v, which may entail but is notsynonvmous with “beliey -
ing that v 18 dangerous’)

If we try to abstract pureiy conceptual aspect, of moral terms trom
the network of atutudes and feehngs, we nevitably give 1 distorted
picture of moral experience and destroy the bridge between moral
judgment and behaviour Moral problem solving becemes at best a chal-
lenging logical game. but then :t should not be confused with the judg-
ment making that goes on n the contest of moral practice. Whatever
we may learn about moral concepts, we have not acquired them as part
of a moral practice unless we approse of disapproy  of the human
characteristics or behaviour to which they apply One does not employ
the word “lying’ as a moral term unless one disapproves of withholding
the truth (or sayu.g what 1s not the case) i order to decenve Although
expressions like 1t s good to be kind', *murder v wrong'. “one ought
to tell the truth’ are used ‘'uring the period of learning and on some
other occasions for a rhetorical purpose, they are redundant once the
substantive notions have been grasped as part of moral practice It s
not as though we first learn moral terms factually and then add the
moral principles later (as we learn a word like “water’ and later acquire
wcientific knowledge about 1t)* Nor are the assoctations of attitude or
feeling 1 relation to moral terms the private contingent ones that 4
word such as *water” may evoke fi 7 an individual The pomnt [ am getting
at 1 brought out clearly by Graham Greene i this passage from
Brighton Rock

The Boy said slowly, leaning out acror he railinto the doubtiul rain “When
people do one murder, I've read they sometimes have 1o do another to ids
up’ The word murder conveyed no more to him than the words "hox’ “cellar’,
‘grafle’

If what | have aid about the acquistion of moral terms 1s correct
itseems that moral judgments consist fundamentally in deternuning how
a stuation (agent. action, et ) 15 to be most appropriately described
in these terms  The description has the character of an evaluation when
we agree to describe somethimg n such terms, we also bring to bear
our moral approval or disapproval and a range of related feehngs The
perfecung of this actvity 1 all its"aspects forms a crucial part of moral
education On some occastons, the task of description may be relatively
wmple To act i such and such 2 way 15 to teli a he or to bredk o
promise, and there are no complicaung crcumstances In these cses
we may argue 1n a Jeductive form, because we have learnt to express

<05




Reasoning in Moraliny 201

wome of our moral beliefs as general principles und they alreaay apply
in the situation As 1 have suggested. such principles are strictly redun-
dant once we have grasped “truth telhng’, "promuse keeping', ete as moral
notions Much of the ume. hawever, we are faced with wituations 1n
which the appropriate description is ot obvious Is witihholding the truth
0 these circumstances to be called a lie” Does my acung towards A
m this way amount to treating him farrly” Am | jusufied n thinking
of myself or someone ¢lse 1 such and such moral terms? Does taking
the Lite of a toetus constitute murder” What moral description fits the
action oi this group of workers gomng on strike, or the policy of’ 4 govern-
ment 10 relation o, sav unemployment, or the Britsh government plan-
ning to selt arms o Scuth Afnca, or the United States waging war in
Vietnam” .

lhe procedure of describing s a matter neither of deducing con-
clusions trom a general principle nor of sumply looking for empirical
features This v not a pecuhar charactenstic ot desenptive-evaluatine
terms As Juhius Kovest has pointed ot it 1s common o 4 vast range
ot words ahersver numan intentions and purposes scttle the distingush-
ing marks, for what count as an object or activity of a particular hind ™
We wonder whether this objéct 1s 4 chair or, o use one ol Koves's
examples, we describe custard as dirt when 1t s o0 a wanstedat but not
when it s on a plate. We nuay speak ot qules to be tollowed here. but
thev are the ones built into our understanding of The concepts we use
The task of descithing 1in moral terms differsn a significant way from
deciding. tor example. that this objectis 4 chair Atttudes and feehngs
play a necessary part in the former. while they are arrelevant to the
latter I this respect. + moral deseription ot 4 situation s analogous
to an aesthetic one (Are ihe metaphors banal” [s the expression sen-
umental®) In both cases. the form of argument (whether we are refiecing
wr ounselves or talking to someone ¢ ¢y Is persuasive. techngs ana atti-
ades form an integral part of ative descripions are rulited
to krowledge dlaims about a situ ae condiwons thaf led o1t .d
the likely comsequences of acling in various ways Sometimes the per-
SUQSIV 2 aTgUmeEnt may Cotsist simply in providing mote accurate infor-
mation But this fevel of argument has imited scope in moral nguiry
IC1s our view of the bare facts and of their relative moral significance
that tinally matters

Despite the play of teehngs and the Tack of mathematical or serentitic
precision we can sull wensibly argue about the correctness or tittingness
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of a given moral description. We can also improve our capadities for
describing morally (that s, making'moral judgments) Under one aspect.
it consists in a hfelong process of deepening our understanding of the
moral concepts we already 1n g fashion possess. of modifying or rejecting
wome of them and adding new ones Under another aspect. we may
speak of 1t in general as the development of moral invight To a large
extent, this v a matter of giving the kind of detaitled attention to human
beings in a situation that s wself 4 practice of the virtues of justice
and love Clearly 1t also mvolves the exercise of imagination in 4 certain
way feeling the stress of a stuation or the likely eonsecuences of action
from the point of view of other people !

There may be doubt about the extent to which deliberate schooling
can promote the habit of moral attention (that i, contnbute to the
development of moral isight) This s not because such development
does not fall. in principle. within the scope of education. but because
of the sheer complexity of what 18 involved  In this respect. however.
it difters only an degree from such chjecives as promoting critical
inquiry 1 science or the appreciation of music or the writing of good
i nghsh in achieving these objectives. there are no simple step-byv-step
procedures that can be mastered by dint of practice and whose faithful
observance guarantees success, and as a consequence there are no ear-
Qut tests of achievement But it 1s « common experience that i these
areas good teache.s can contribute something We need not expedt them
to do any more (or less) in moral education Provided students are exam-
ming questions that morally concern them. a teacher can help them
to acquire & habit of moral attention by continually pointing cut arcum-
stances that have been overlooked. suggesting alternative evaluatine
descriptions. making analogies with other situations, and so on It must
4ho be assumed. however. that the teacher mimselt has developed moral
insight and that he and his students share an adequate range of substan-
tal moral concepts If the latter condit Hn s not satisfied  the teacher’s
effort will have to be apphed directly to buillding up their repertoire
of moral concepts  The characterstics of atute concrete moral obser-
vation of human beings and sympathetic imagination are exhibited 1n
a haghtened degree n great novels. plavs. and histoncal biugraphies
(and m tlms by directors hike Bergman. tellini Buituel) These and
other forms of art abso provide a vicarious enlargement of experience

The eyaluative description of a situation in moral terms does not
necessartly settfe wha should be done On many occasions ity preasely
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because of this description that we pereeive d conflict of morg values
of 4 dilemma Whichever way we act. we will have to do sOmething
of which we morally disapprove Insome extreme cases. w hen the moral
evil of the alternatives 18 roughly the same. one mdy imally deaide on
the basis of intuition formed from past experience Usually. however.
wme considerations about the relative weight to be given to conflicung
moral goods will apply Moral concepts and practices tend to be acquired
in a4 more or less coherent svatern, and a scale of prioriies among moral
goods reflects such . wstem

How differences among sssiems might be treated moral education
s tou large a topic to discuss adequatels n this essay The tope prohfer-
ates o such questions as “Why act morally?” and "What s the nurpose
of morality™ Here 1 wish only to stress that questions abou giving pret-
erenice to this or that mordl good (or to this or that mor.l system) have
to be treated 1f they can be atall in the same Way as questions about
the appropnate moral description ol someon's bendiour It someone
proposes as d prinaple thai. whenever there v a conflict between moral
values v and 1, v should take precedence tue question is whether one
should prefer a moral system in which s related o this way o)
Obviowsly this dispute cannot be settled by appealing to value principles
that covertly beg the question in favour of 1 or v Nor s 1t possble
to prove that one system i better than another The argument has to
be an attempt to bring someone (o see thePacts. however compley and
vast they may be 1 o different moral way 1t s a matter of finding
details of agreement. argumg by analogy from these to othersin dispute.
proposing redescriptions in moral ferms of the commonly aceepted tacts.
suggesting experiments of imagination. gettng the other peron to ex-
perience something directhy. and »o on The argument may place the
moral svstems 10 the contert of other value domams and try to show
that one fits more hamoniously and consntently than the other it the
disagreement extends to these other domains the argument will become
an effort of persuasion abont wavs of hfe In the end. 1t may have o
be recognized that the differences are ulimate moral ones and cannot
be resolved decistvely i favour of vae of the conflicing systems

1 am mnchned to accept the view that guaestons about the purpose
of morahty and the reasons for being moral tend to misrepresent the
nature of moral expenence i1 correct]y desznbe what someone s domng
1w decettul, and he asks why he should net he decerttul. T may look
for 4 moral notion he does accept to which being decentful i related
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justice perhaps) This process of challenging moral reasons cannot be
continued very far Relatively soon. | will have to say that this s simply
one of the notons that characterizes the practice of moerality At thas
point he may ash why morahity 18 this sort of thing or why he should
act morally In attempting to answer these questions, 1 support a modest
form of naturalism While evaluation and description are Jogially dis-
unct. they are not necessanly independent One cannot deduce what
ought to be from what 1s. but nevertheless an appeal to what 1v may
provide good reasons for claims apout what ought to be taced with
questions of justification, we do not simply have to shrug our shoulders
and sav 1t s a matter of feeling or will or social relativism What we
can be expected to provide s as full an explicanon of moral coneepts
and practices as possible and their relationship to disungushing charae-
terntics and potentialities of human beings (man as a svmbol-using ani-
mal. capable of ratonal acticn, wanung and desining in certain wavs
subject to pain, with hmited natural resources, and so on) It human
beings were radically different in certaun respects tfrom what they are.
there would be no moral doman. at least as we hnow at'= But I doubt
whether we can fellow this chain of inquiry any further (that s say
why man s the sort of being that has morahity language. art, ete)
The question of why. finally. one should act moralfy at all seeks a
non-mordl justification for the practices of morality If we answer by
amply giving a statement of fact in which no valumg s imphed. we
cannot draw any conclusions about what should be done If our state-
ment includes a vaimng of ithe facts, we either beg the queston by
«ppealing to a moral value or treat morahty « aninstrument for achiey-
ing some other kind of value In reference w the other value (aesthend,
s1y) one codld sull ask why it does not need (o be justined by reference
to something else This question 15 no doubt less hikely o arise it we
can show that morality contributes to such ends as general material
welfare. pleasure, or self-interest. At any rate. | think the effort to justify
mnrihl_\ in this way leads to one or other of these conclusions (a) you
should act morally whenever 1t promotes the valued objective or (b)
whatever promotes the valued objective 1s moral 1t is clear that (a)
does not justify acting morally, but simply gives 4 reason for conforming
to moral practices when they happen to serve some other value, and
(b) 1 in effect another moral system  In the task of showng why a
person should be moral 1n gengml or 1n some perticular respect. one
can only give as full an exphcation as possible of the substantive con-
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cepts and practices that constitute morahty, and in so doing relate them

to features and conditions of human hfe If. despite this. he does not ~
come 10 see them as the approvable standards orideals of human charac-

ter and action, the attempts to persuade him to accept morality in terms

of some other value are self-defeating (Compare someone for whom

art 15 valuable only because of its therapeutic eifects. or as an instrument

of propaganda, or as a finuncial investment )

When questions such as why one should be moral or should accept
this or thut moral practice are raised, 1t often seems to be supposed
that morahity s fundamentally a private matter. something that 1s vp
to the indwvidual to decide for himself Against this view there are several
considerations that should be stressed

First, ike language 1tself. moral practices are essentially pubhic It
15 only by being initrated into some form of moral hfe that an individual
1 10 a postion to make a judgment or hold an opinion about what
15 moral Questons of agreement or disagreement on moral issues could
not even arise 1f there were no common backgreund of understanding
on what such 1ssues might be hike and what would count towards therr
resolution

Second. morality 1 not one of those communal enterprises in which
people. according to their inchination, may or may not engage, for it
belongs to the very notion of 4 society thatats members would participate
in some pattern of common meral practices Regardless of what an
individual may decide. he will inevitably be faced with moral situations
They do not cease to be moral simply because he has willed them to
be otherwise Perhaps there are even some speafic moral practices that
must necessartly be found in any society Peter Winch claims that truth
telling 15 one of these '* He argues that the institution of language (a
system of communication 1n which true and false statements are disun-
guwished) would not be possible unless it could be assumed that people
were committed to meaning what they said In asociety having linguistic
and other conventions- that 1s, any soctety mordl regard for teling the
truth cannot 1tself be treated as a conventenal matier Winch suggests
that integnity 1n fulfiling soctal roles (although they differ 1n detwl from
one soctety to another) and some notion of justice may alse be necessary
moral features of any society

Third. the range of nwral practices 1n 4 society and the institutions
that give them specific shape set hmits on what moral decisions can
justifiably. and even intelligibly. be made It follows from the foregoing
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comments that the picture of children growing up in a kind of moral
vacuum and then deciding for themselves whether or in what way they
will be moral involves a practical contradiction Without being imitiated
to a certain extent in the ways of a society. children are not capable
of making any significant human choices. and any initiation Mo a
human scciety must ertail the acquisition of some moral practices 1f
Winch's claim about truth telling 1s correct. then although indwiduals
may justify not telling the truth on particular occasjons, they are not
free to reject truth telhing as a general moral practice The moral relation-
ship involved here does presuppose the indispensable and umversal in-
sutution of language But even in the case of the morat relationships,
that exist in institutions belonging to a particular cultural tradition or
weial order. I think the situation 1s to a large extent the same Given
nstitutions like the family or private property. certain moral relation-
ships necessar:ly arise They are charactenstics. not simply consequences.
of such nstitutions The terms ‘parent’ (as disunct from ‘immedate fore-
bear') and ‘child’ fas distinct from ‘offspring’) refer to positions in a
moral practice Regardless of whether the institution of the family might
with moral justification be changed. individuals who are now 1n the
posiions of parent or child are not jusufiably free to decide for ti.em-
selves whether they will treat the relationship as moral I

It might seem that we are reduced to saying that individuals should
accept the moral practices of the social group to which they belong
just because these are the prevailing practices To offset such an 1m-
pression. | should emphasize the distinction between the conditions that
are necessary for making and jusufying intelligible claims and the Justifi-
cation of such claims. This disinction apples to behefs of any kind
| have said that 1t 15 necessary to have some measure of common agree-
ment on what ideals and habuts of behaviour are moral 1f people are
to talk and argue intelhgibly about morahty But this 1s not the same
as providing the reason why such beliefs and practices should be com-
monly accepted Nor does 1t account for the nature ot the judgments
on which there’is agreement Me ely to recogmize that a practice is
commonly accepted as moral 1s not to acknowledge 1t as a moral pracuce.
To do the latter. one must see 1t as a worthy standard of human conduct;
and when this s the ground of acceptance, the moral practice may be
invoked even against the actual behaviour of the'majornty

Questions about the meaning and justification of moral (or any other)
judgments must also be carefully distinguished from attempts to give
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vanous explanations (historical, sociological. ﬁsychologxcal. etc) of how
this individual or group came to possess these moral behiefs and prac-
uces | may have learnt to appreciate a certain moral virtue mainly
through the example of a . ‘rucular person. but my appreciation of the
“virtue 1s not uself a report on the other person’s influence It the
mstitution of language would not be possible without a moral regard
for truth telling. 1t does not follow that this moral regard consists n
‘concern to Keep the institution of language going'
Without louchmg the very complex question of how moral behefs
and habits change I think two points are clear
(1) Some practices are recognizably moral only as part of a certain
pattern of instituttons and traditions We cannot simply declare that
they will be moral 1n a completely different social context
(1) If proposals for reform are to be understood as being moral, they
must be related to common notions of morality that are not themselves
in dispute
The conclusions of philosophical inquiry into the concepts and prac-
tices of morahty are almost always, in effect. proposals for ity reform
changes that will make the whole enterprise of morahity more intelligible,
more sy stematic and clearly defined, less subject to internal inconsistency
and logical imprecision, and so on Every ethical theory carnies at least
the germ of a moral sysfem This 1s one of the valugs of such theonizing,
for 1t 1s the most deliberate and reflective aspect of the complex process
by which moral practices are tested and undergo change
If the mode of reasoning | have been discussing here fairly represents
the character of moral inquiry, 1t 1s evident that the argument 15 not
pnmanly a matter of following formal logical rules. nor 1 it an effort
to get someone to argue consistently (depending on a person’s principles,
one mught be grateful 1f he did not argue consisteatly) It 1s directly
concerned with our evaluative descripuons in using substantiat moral
terms. It may be a question of whether this or that concept should be
held as a moral one. or whether this 1s & correct (or adequate) moral
descniption In either case. the process of description cannot be treated
"apart from the substantial moral concepts 1n which 1t 1s carried on, or
from the conclusion reached, the latter 1S not something we draw out
from the description, but 1t 1s what the description amounts to It 1s
also clear that in this account mora! reasoning 1s a somewiiat untudy
and inconclusive matter There can be serious and unresolvable disagree-
ments in moral beliefs and practice and judgments It is futilz, 1n the

.
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hope of reducing this diversity, to distort moral experience by forciug
it 1nto a4 more precise pattern of logic As Rush Rhees notes

{In many - perhaps most questions of morals the decision has to come from
me (from the mar who faces 1t). and whatever the role of reasons, etc, mdi
be, thev are never conclusive in the way the steps of u mathematical pro:f aze,
nor 1n the way in which matenal evidence of gilt in connection with the
crime may be '

We can have good reasons for believing that we have made the correct
moral decision. and that those who disagree are wrong It sumeone else
were 1 the same circumstances, we would (prnbabl)") try to pcrsuude
him to reach the same decision But in comphcated moral questions
we can nc'v.er be sure in the way we can be about a mathematical proof
or a sctenlific explanation.

The limits on the demonstrative character of moral argument apply
to both the micro-level and macro-level of debate Concern for the wel-
fare of human beings 1s by defimition part of what morality 1s about.
But 1 a specific case it may be extremely difficult to determine what
course of action shows due regard for human welfare The notion of
welfare 1 1tself rather vague, there are problems in making comparative
judgments about short-term and long-term geod or harm, there 1s the
difficulty of weighing the good or harm of one individual or group
agamnst another, and so on

At the macro-level | doubt wether itis always possible, even in prin-
aple, to demonstrate that one system 0f way of hfe 1 better than
another Not all virtues and ideals can be realized simultaneously n
the one human life The central characterizing practices of morality are
only loosely interconnected, and can thus be accommodated without
contradiction or inconsistency into different ways of hfe In summary.
what | am saving 1s that moral chowes. at whatever level, can and should
be reasoned ones, but that there 1s often a plurahty of reasonable choies
[n giving an account of moral inquiry, we have to tread a difficult path
between arbitrary subjectivism on the one hand and the models of mata-
ematical or scientific proof” on the other
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Chapter 8

The Place of Moral Education in the School
Curriculum

Should Moral Education Be Included in the Formal Curriculum?

Whether or not schools give a place to moral education 1n their exphcit
curriculum, they are inescapably engaged 1n shaping moral behefs and
conduct. As with any other soctal insutution, the relationship among
members of a school are subject both to general moral standards (such
as those of truth telling, honesty. justice, respect for persons) and 1o
special moral conditions that arise from the nature of the enterprise
(e g. the duty of teachers to present conflicting arguments fairly). The
very ways in which schools are organized. their general styles. vary in
their degree of consistency with fundamental moral values and nevi-
tably they reflect and reinforce certain moral values over others

However the involvement of schools with moral values runs deeper
than this Human beings do not grow spontaneously into moral agents:
they do so only through a long process of learning. As they advance
dunng childhood and adolescence towards af least relative moral
tnaturity, they have 1 particular need for informgtion. advice. criticism.
encouragement, and for contact with exemplars of\noral matunty Quute
apart from the question of the school's distinctive ofjjectives. it1s a social
context i which children and adolescents spend a.substantial part of
their lives under the guidance of a grot p of adults. In these _circum-
stances. there are many occastons on which the adults must express prac-
tical moral judgments on what those in their care say and do. And they
cannot avoid beng taken as models. good or bad, of what a mature
moral agent 1s supposed to be like

Q. 215
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There 15 a much more positive hink between the work of the school
and moral education Any account of the ideal of an educated person
must include at least some reference to the moral quality of ife Hence,
whatever 1s thought to be the preaine task of the school. it cannot fulfil
its general aim of promoting the 1deal of an educated person without
alko accepting o special responsibility for moral development A
Durkheim has stressed. the school exercises a crucial mediating role be-
tween the special and personal moral relatwonships that characterize the
tamily and the impersonal moral demands of merabership n the souety
at large

It does not follow. however. from thrs acknowledgment of the school’s
responsibility in moral education that the fatter should be given 4 dis-
tinct place 1n the curriculum as a separate subject or even in the context
of other subjects Perhaps the most effective policy would be to concen-
trate on the quahty of those indirect and informal influences that are
continually being exercised 10 a school, whether recognized or not In
following this policy. 1t would bet necessary to ensure, that the whole
hie of the school was conducted 1n a way that respected tundamental
oral standards and reflected a defensible order of moral values. and
that the teachers themselves were mature moral agents who had a good
understagding of what morahity was about and of what was mvolved
in reaching full moral development. While | believe that the indirect
and nfornal influences of the school are mportant i the making of
a good moral person. | shall argue shortly that thev do not exhaust
s role i moral education and that.in the light of he school's dstinctive
educationz} objectives, the formal study of morality in the curriculum
can be justified What T wish to stress at this pont s that every school
1 engaged. waether conscrously or unconsciousls, i shaping the moral
development of its studgnts Before coming to the ~pecitic question of
teaching morality as part of ihe formal curniculum. I wish to comment
briefly un two of the general background mwuaes that afiect all schodls
as agents of moral education 1t 1y necessary to comment at thas level
hecause relatively few schools at present engage in moral education 1n
any swsternatic way In the past few vears there has been a growing
interest 10 teaching vanous procedures of inquiry that directly involve
moral and related values usually in the context of socal or general
qudies However 1t 1s often the case that teachers take part 1 this work
without any spectal knéwledge or skills in the domain ot morahity and

moral education 5
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Moral Pluralism -

A major difficulty for the teaching of morality, or even for the indirect
moral influence of the school, is that people seem to differ o sharply
on particular moral beliefs and even on the gy eral nature of moralkty
iself Our society accepts as a basic policy (pechaps 4 moral one) that
differences in motality should be tolerated How can a school develop
an effecuve program of moral education and at the same tme respect
moral pluralism?!

A satsfactory anwwer depends, | tflink. on distingunshing between
bastc soctal morahty afd comprehensive moral systems or ideals of hife -
The former conststs of the moral standards and practices for protecing
and promoting general human welfare among the members of a so-tety
Without them. a society on which individual welfare ~o cructally
depends - could not flourish or even survive and, without them. the con-
ditions would not exist in which people could pursue vaflous more in-
clusive moral ideals  The basic social morahty would mclude. as @
mimmum. practices of justice. truth tellifip and honesty  concern tor
others at least to the extent of avording the iflicton of wjury. mutual
help in satidfying essential physical and cultural needs. and wdlingnes.
to recognize the moral claims that others make on us on the basis of
these practices '

Comprehensive swstems of morahty include personal as well as soctal
standards of what s thought appropriate for a good human ite They
reflect. particular interpretations of the relative weight o be given o
various moral values and of the nature of the whole domam ot morahty
Fhere are. in fact, serious differences among groups and ndividuals
in our soctety at the level of these comprehensive svstems of morahity
In some respects at least. the differences mav express justiiable options
or they may be of 4 kind that cannot in practice be condusively resolhved
These are among the reasons why a policy of plurdalism s Jdestrable
The policy does not imply that any one moral system v as good as
another or that diversity s necessarily preferable o agreement Tt
intended primanly o protect the freedom of people to conduct their
hves according to the standards and ideals they believe are most ad-
equate Therenis an obvious imitation on such tolerance. namely. that
the comprehensive moral systems must be consistent with the practices
that make up the basic social morahty

Although schools that are intended to serve the general membership
of a morally pluralist soctety should not take sides in relation to compet-

H
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ing moral svstems or ideals of hfe they are dearly justified 1nadvocat-
ing the values of the basic soaal morahity They may albo Justitiably
defend the values on which the policy of pluralism atself s based (e g
prrsonal freedom, respect tor persons, tolerance) Consistent with their
tisk of inducting each generation into the main public modes of thought,
thev should certainly exhibit and defend the moral values that are
integral to the serous quest for knowledge (¢ g honesty, objectivity,
impartiality ) 5

The dntinction w0 which | have reterred does not compietely resolve
the problem for the teaching of morality 10 pluralist soctety The very
general values ot the cote of soaal morahty need to be given substance
i particular arcumstanees Inevitably the perspective of a womprehen-
wve moral svstem affects this task Moreover part of the dispute between
these svatems v over Just what values should be included i the hasic
wordl morahity 1 also very ditheult in practce for teachers, even
when they are aware of the distinction, to avord inculeating disputed
moral ideals to which they personally are committed or to present them
with appropriate qualitcationy (e that they are disputed and why)
Despite such ditheulties | believe the distinction does form the basis
for determiming the moral values that the school s clearly justified 1n
defending explicitiy and in reflecting through ats fogms of orgamzation
as asocnal group

Objectivity and Relativism

Ihe second background topic deatds related to the bt concerns the
objedivits of moral behets and judgments and the scope of reasen n
the practice of morahty it makes an obvious and important difference
for the methods of moral education whether, tor example. moral beliefs
are mierely expressions ol an individual’s teelings or tastes rather than
being clams open to rattonal cotasm and jusithaation Siee these
contheting views (and others on the issues of objectvaty. relativism. and
the nature of moral teasoning) have their supporters, how can the school
make any serous move in moeral education withoutintninging the pohicy
of pluraimsm?

1n these .ntrc ductors comments shall attempt o offer no more than
4 few shetchy notes on this guestion and the complex topie to which
it relates b To antiapate a point to which 1 shali refer Later, 1 assume
that araang the values that are central to the distinctive role ot the
schonl are those of coitical rationa) understanding In foilowing the com-
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mitment 1t should have to these values, 1t 1s clear that the sciool cannot
be required (by the pohicy ot pluralism) to take an impartial view ot
any theory whatever that happens to be advanced i or about the field
of morality While there are several different acceunts of subjectivity
and objectivity in morals, | think the balance of argument and evidence
clearly favours at least a modified form of the case for objectivity 1n
moral values (It should be noticed that. while tne subjectivist thesis
leads to a very diminished role for reason in the practce of moralty.
as a theory about morahty 1t claims objective validity and offers argu-
ments and evidence that are independent of the feehings and atutudes
of its proponents )

Any ver.ion of subjectivism must fuce the Jifficulty that moral behiets
and judgmerts are commonly treated as being fundamentally different
from the expression of perscnal pretesences It is assumed that they
can be correct or mustaken, more or less justified that their truth or
justification can be defended and chailenged without reference to a
particular person’s attitudes or desires One may express feelings and
atutudes 1n making a :noral claim: but in the practice of morality there
s no confusion between arguments for and against apartheid. for
example, ind a simple conflict of views on what people happen to hke
Many of the moral principles that people hold. particularly the ones
they would recognize as part of the basic social morality, are thoughi
to apply to human beings ev. where These principles are frequentls
invoked 1n assessing the moral values and conduct of other individuals
~ud groups The question of how effectively these values and conduct
reflect the preferences of a particular individual or group samply has
no moral relevance Cruelty 15 morally bad whether a person finds 1t
satisfying or not.

The subjectivist 1s forced to clz that the common assumption of
objectuvity has found 1ts way nto moral language because ot radical
mistakes about the nature of moral values This approach might be de-
fensible 1f 1t were a matter of particular errors within the total practice
ot morality But the supposed mistake 15 so pervasive vaat an effective
and uncempromising remedy would entail the replacement of the prac-
tice of morahity by one of a fundamentally ditferent kind To illustrate
if we are to speak intelhgibly of a person as engaging 1n morality. he
must sometimes make judgments about what 1s right or wrong 1n the
conduct of other peonle (and this will include the standards that guide
their conduct). Subjectivists no doubt do make judgments of this kind
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However it i difficult to see how they can act consistently in this way
it what 5 right or wrong 18 aimply an expression of each person’s atti-
tides 1t would seem that the only consistent policy s o refran from
making assertions about what other people ought todo and to reduce
moral censure merely to the nonng of differences i attitude or.at most.
to the expression ot dishke

Subjectiy it often appeal to moral relatvism the diversity of moral
values from one group or soctety to anether) in support et their interpret-
atwn However relatvism s tiselt a shaky foundation on which to rest
a theory of morahty * In the first place. the actual differences among
wuieties 1 therr moral practices are far less than relativists suppose
An exaggerited picture of diversity 1s gained from concentrating on the
detatled surface features of mordl practices these are otten different
wavs of applying a common underlving moral value In the second place.
diversity of moral beliets does not entarl subjectivism - in some cases,
there may be justiable alternative moral responses to the same complex
human situation. in others. the diversity may reflect a better understand-
mng 1 one society than another of what s jusufiable as a moral practice
A souets can be mistaken 10 18 interpretation of particular moral prin-
ciples or of what it aceepts among s moral values”

Relatvism has commonly been advanced av 4 ground for non-
interterence by one group i the pracuces of another Apart from the
problem of determining what s to countas g morally dutonomous group
or soaety  the non-relativist conclusion that everyone should observe
a principle of tolerance (or non-interference) s of course nconsitent
with relativism © Al that 1 relatvist can comsistently say about tolerance
is that t depends on how it s morally valued by any given group In
any case this unguahitied principle ot tolerance has o suppose that there
are no justifiable grounds on which the moral values and practices of
a group wan be cnticized trom outstde and thus no jusutication fornter-
ference A supporter of the prinaple s foreed o deny that there are
al least some moral prinerples (e g relating to racal disenimination, the
treatment of prisoners) that apply universally regardless ot the pont
af view taken by particular societies

in supporting objectivity in moral beliets and judgments. one 1v not
comnutted o the me.aphysical thesss that moral values exist as proper-
ties of objects i the world and can be discerned as such One may
acknowledge that moral values are attributed to objects and actions in
4 context ot relationships. What is crucial s that there are properties
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of the objects and actions along with tacts about human nature and
experience that can provide jusufyving grounds for claims ehout what
i» good and night for human beings either generally orin given circum-
sances  The activity of causing pain tor the tun of 1t does not have
an herent property of moral badness to which one may pontin ad-
ditton to descnibing the screams of the vicum. the laughter of the
torturer. and so on However there are facts about the human experience
of pain that give good reasons for treating the wanton inflicing of pain
as morally objectionable 1t 1+ precisely because the experience of pain
is what 1t 1s that we pav particular attention to the action of inflicting
pain for the fun of :t and have terms (e g ‘cruelty’) 1in which we deseribe
1t 1n a way that also expresses a moral evaluation ™

In the Iight of the foregoing comments. 1 behieve the school is justfied
in treating moral values as coming within the conditions of objectivity
in the sense outhned This does not simply mean that objective assess-
ments can be made of conflicting decisions. given that there v agreement
on a relevant standard (this level of objectivity 18 not denied by subjec-
uvists). 1t alse. means that there are grounds on which the appropriate-
ness of the standards themselves can be tested In advocating the basic
soctal morality. teachers must be prepared to provide the objective
grounds on which its content of standarde and practices are justified.
and. 1n the various contexts of moral discussion n the school. they
should challenge the supporters of conflicing moral 1deals or svstems
to exanune and defend the objective arguments for their position

If subjectivism (or at least relativisni) has been an attractive doctrine
for some programs of moral education, others have recently tended to
emplov an mapptopriate model of objectivity Y Two general aspects of
the 1wue should be stressed In the first place, 1t has been increasngly
recognized 1n recent years that clanns about the pure objectivity of saen-
ufic inquiry and the sharp division between the domains of fact and
value have been senoushy exaggerated  Scientific mquiry includes the
making of valae judgmenis. there s an inescapable persondl elenient
even 1n scientific knowledge  vhat one percerves as 4 tact depends on
the concepts and theoretical assumiptions one brings to the task ot obser-
vation. and so on At the same time. there are important differences
in the conditions and nature of objectivity between daims about the
physical world and daims in the field ot moral or aesthetic values 1t
moral education » to be effective. 1t 18 essential that the distinctive
character * objective reasonmg about moral problems and values
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should be respected and that 1t sh- uld not be forced 1nto the scientfic
or mathematical mould of objectivity

Justifving Formal Moral Education

Because the school 1s an institution 1n which most children and ado-
lescents now spend a large part ¢~ their ume. 1t 1S NOL SUrprising that
it has come to be used as an agency for a wide variety of objectives.
We have already seen that whatever activities a school engages in, it
1s bound to exercise an important influence on moral development. The
question of whether the school should also engage formally and system-
atically in moral education depends on what s thought to be the school's
proper role and what 1s mvolved 1n becoming a mature moral person.

Almost any statement about the disuncuve role of the school will
raise a controversy. However 1 believe 1t can be reasonably clajmed
that whatever the school may be ulumately trying to achieve (from pol-
itzcal revolution (o personal adjustment) it should be immediately and
centrally concerned with inducting €ach new generation into public
medes of knowledge—both their conteat and the skills employea tn their
development and application. While the school may serve various other
related (and unrelated) interests 1n common with a number of insu-
tutions, this 1s the task for which 1t 1s uniquely equipped and which
15 not likely to be done effectively e!sewhere in the society 1f it 1s not
done by the school 1 would claim further, without attempting to discuss
the 1ssue here, that the school cannot conduct the process of induction
properly unless 1t 1s committed to the ideal of critical rational under-
standing to which the quest for knowledge in our cultural tradiion 18
subject. (This claim 15 discussed 1n Chapter 3.)

If we tu:n to the dimensions of moral development, I think R S Peters
provides a satisfactory general classification 10 He suggests that there
are four aspacts’ initiation into the practices (including concepts and
prwciples) that disungwsh morality (truth telling, promise keeping, deal-
ing honestly, treaung fairly, showirg kindness, etc.); acquistion of a
judicial’ functon  skils and dispositons for applying principles and
rules to particular situations, acquisition of an ‘executive’ function: the
disposiions needed for translaung decisions 1nto practice (the develop-
ment of virtues and what 1s meant by character): acquisition of a ‘legis-
latve' functios undersianding the 1de»ls and standards of morality and
learning how to apply them in modifying and revising parucular rules
of conduct.
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Gwven that (a) the moral domain has crucial importance in human
life, (b) morai development includes the above features, and (¢) the is-
unctive role of the school 1s as 1 have described 1t 1t clearly follows
that the school 15 not only justified 1n including moral education in the
formal curriculum, but ought to do so Consistent with 1ts general pur-
pose, the school's special contnibution to moral education would relate
to gaining knowledge about morality, understanding the nature of moral
ideals and principles, and acquiring the skills for analysing moral 1ssues
and reaching sound moral judgments. Learning about morality would
include not only some comparative study of moral beliefs and practices
but also an examination of the .zlationship 1t bears to such bauc do-
mains of culture and society as religion, law, government, and art In
this respect, even 1f moral education 1s treated as a disunct unit in the
curniculum. 1t 15 clear that 1t depends 1n part at Igast on an integrated
approach.,

It would be absurd to suppose that one can develop as a moral'y
good person simply by learning a great deal about morahty and by
becoming skilful in moral argument Such knowledge and skill may not
even be necessary for living a morally good e (Just as people:may
learn to speak or write well without any exphcit knowledge ot the theory
of language) The informai nfluence of teachers and the general way
in which the life of the school 15 conducted can probably do more
towards this end than the forma study of merahty However | would
argue that 1t 1s certainly desirabie that a morally good person should
also understand as much as possible about the nature of the moral do-
main. see why the principles and stzndards on which he acts are justified.
learn to think carefully and consistently about the moral aspects of com-
plex social questions, appreciate the conflicung points of view on such
questions. and so on In fact. | think 1t can reasonably be claimed that.
In some circumstances at least. the quality of one’s ife as a moral agent
depends on the possession of such skills and understanding

Although | am arguing that the school plays 1ty disttnctive part in

moral practice. | have already acknowledged the complex ways in which
the school directly shapes the development of children and udole)(ems
as moral persons We saw aiso in the earlier discussion that the’school
15 justified in encouraging commitment to the values that form the basic
soctal morality and 1n fostering the moral atutudes and dispositions on
which 1ts practice depends The best chance that a formal program hdas
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of being effectve 1s when the values 1t defends are clearly reflected
in the attitudes and conduct of teachers and ‘in the general hife of the
school Itis important to remember that in moral education. as in various
other aspects of human development, the school does not have the sole.
or even prime, responsibility If 1t could only succeed 1n informing
moral practice with cntical understanding. that would surely be a vast
achievement

For most of human history, the majority of people have accepted
morahty largely as the expression of an authoritauve will (a dety. a
chansmatic leader, the traditions of the tribe). Whatever defence might
be made of this almost completely unrefiective morahty in various his-
torical conditions. 1t 1s evidently incompatible with a social and political
order 1n which each individual has a part in shaping public pohcy Aside
from the democratic deal. a predominantly conventional morahty s
quite inadequate for circumstances in which traditional moral behief are
continually subject to public cnticism by 4 substantial minonity and the
whole practice of morahty 1 being rapidly reshaped. Duning the past
half century there has been. for example. 4 dramatic transformation
in the nature and status of sexual morality, while during the past two
decades the rediscovery of social justice has been almost as dramatic.
In fact. there has recently been a tendency to idenufy morality with
public 1ssues of justice- immeasurably preferable to the fixation with
«ex. but a distortion nevertheless For the quality of their own hves
as well as for the common good. there 1s an urgent need for as many
people as possible in our society to gain d thorough understanding of
morahty 1 order to apply and modify moral standards intelhgently and
to participate 1n the debate both on particular moral 1ssues and on what
morahty 1tself 1s about

It would be a mustake in the opposite extreme to assume thai tradinons
of moral practice were no longer important or that direct induction 1nto
such traditons should play no sigmficant part in moral education What
| wish to emphasize 1s that the practical and mainly unreflecuve knowl-
edge. atutudes. dispositions that come with this induction need to be
supplemented by a conscious and cntical understanding of what the
practice mvolves. a symbolic mastery that gives a person power not
only to appreciate the practice in which he has learnt to engage but
also to modify 1t 1 a rauonally defensible way. The school 1s one of
the key setungs mn which the direct practical induction into morality
occurs. but. 1 1ts specific task of educating. 1t1s the very place 1n which
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the gaining of symbolic mastery over the major practices that make
up a culture should at least begin.!!

Moral Education as a Separate Subject

Granted that moral education should be included in the formal cur-
nculum. the question 1s whether 1t should be treated as a separate
curriculum subject or as part of one or more existing subjects or as
a combination of these two. In any curriculum decision, what can and
should finally be done must partly depend on the particular circum-
stances of each school During this discussion, I am concerned mainly
with general theoretical issues and. in this section. 1 shall cxamine some
of these 1ssues 1n relation to moral education as a separate subject.

The main argument for a distinct curriculum unit 1s imphat in what
has already been said Given that moral development is one of the basic
objectives of the school and that there is 4 complex range of knowledge
and skills, related to moral development. that the school can promote.
it follows that a separate curriculum area 1s justifiable There seem to
be two key objections to such an arrangement First, 1t 1s claimed that
the nature of morality is radically distorted by being treated as a theor-
etical compartmentalized field of study (an effect that 15 aggravated
when 1t 1s made an examination subject) The basis of the second objec-
tion 1s that ‘moral behaviour is the concern and responsibility of every
perscn, not just of a few chosen experts’. 1n fact there are no experts. '
Hence to treat moral education as a separate subject both mistakenly
assumes that there are experts 1n moral behaviour and also ignores the
responsibility that all teachers, ‘regardless of their field of special
competence. have for moral education

The first objection refers to a clear danger in the separate study of
morality However, even though the danger may be more acute 1n the
case of morahity, 1t exists for any study that refers beyond iself to a
significant aspect of culture or society (eg. the arts, government. re-
ligion) Engagementin a practice and engagement in the effort to under-
stand the practice are not the same thing. Even when the latter 1
intended to improve the quality of the practice. 1t can very easily come
to be regarded as an end n uself. To offset this tendency 1n the study
of morality, there are various precautions that can be taken: (a) | have
already referred to the importance of consistency between the moral
quality of the everyday life of the school and the advocacy of moral
pnnciples by teachers This 1s cructal when the school undertakes the
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formal teaching of morality (b) The separate systematic study of
morality can and should be supnlemented by the examination of mora}
questions that anse 1n the context of other subjects (1 shall return to
this point in the next section ) {¢) There 15 no reason why moral edu-
cation as a distinct subject should not give attention to decisions directly
relatng to action n the students’ own lives whether individually or as
a group. and both within the school and outside (d) The relationship
between the understanding of morahty (a basic objective of a formal
program in the school) and the practice needs to be made explicit. at
least occasionally, to ensure that students have an accurate appreciation
of the scope and himits of such a program in their own moral develop-
ment This list 1s not exhaustive. but I hope it indicates how the mnclusion
of motal education as 4 distinct subject 1n the curriculum need not result
in its being a narrow selt-contained intellectual exercise.!?

In regard) to the second objection, 1t can readily be granted that alt
teachers should take some responsibility for moral education But this
1 1N no way incompatible with establishing a distinct unit 1n the cur-
riculum 1n which morahty 15 studied systematically The argument seems
to confuse several 1ssues the personal responsibility we each have for
our own mordl beh.* our: responsibility in relation to the moral behav-
tour of others. bemny responsible. whether for our own or other people’s
moral behaviour. and having expert knowledge and <kills related to the
practice of motahity Responsibility for our own moral behaviour 1s clear,
but whether we are also to be held in some sense responsible for the
moral behaviour of other people depends on spectal relanonships and
arcumstances All teachers, as adults acting on behalf of parents and
the society. clearly have a responsibitity for the moral conduct and
development of the children and adolescents in their care  Although
the exercise of this responsibility supposes that tegchers are themselves
mature moral agents. it does not depend on any special expertise n
moralits. Speatically in their role as teachers, they also have a responsi-
bility W promote the moral development of students (a bastc atm of
education) 10 so far as 1t comes within their field of competence To
perform this task as effecuvely as possible. they need. in addiion to
general motal matunty. some special understanding of morality A
teacher of fiterature. for example. who has no expert knowledge of 1ts
refationship to moral values can hardly present hiterature in a way that
15 likely to make a disunctive impact on the moral development of
students
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The objection we are discussing 1s unwiling to acknowledge that there
can be any experts in morality While 1t 1s true that everyonce 1s required
to participate 1n the pracuce of morality. this by no means excludes
the possibihity of experts. It1s quite clear that some people hive morally
better lives than others 1n this sense saints might be said to be moral
experts. However there 15 4 more precise sense ir. which we may speak
of moral experts. On some occastons at least. moral decisions do depend
on a substantial understanding of the nature of morahty. on knowing
the kinds of information to seek and how to interpret and apply moral
cntena in complex cases. and on experience in the examination of moral
issues To possess such knowledge and skill @0 a sigmficant degree 15
to be a moral expert.!* It does not imply that such a person 1s necessarily
morally better than others What can be claimed. however. 1s that when
other significant conditions are satsfied. the extent to which one 15 4
moral ev, ¢t makes a difference to the quaity of one’s moral hfe |
hav. argued that a distuinct place n the curniculum for the systematic
ciudy of morahity 15 justified because there 15 a range of relevant knowl-
edge and skill 1n which people can gain proficiency It 15 obvious that
only someone who has an adequate mastery of such knowledge and
skills (as w1t as the appropriate pedagogical skills) ¢an teach effectvely
and take responsibility 1n this aspect of moral education "

Assuming that morality 1s studied as a separate area in the secondary
whool curriculum. what would 1t consist 1n? There are (Wo matn Wars
in which 1t could be treated as a umtary subject. by restricing its scope
to the philosophical disciphine of ethics or by concentrating on the
development of appropnate skulls of inquiry and deasion making
through the systematic discussion of moral problems There are. I be-
heve. some sertous difficulues with both these approaches The effective
study of ethies would be too demanding for at least the first three or
four years of the secondary school In any cuase. ethics cannot be properly
treated 1n solation from vanous other wspects of philosophy (e g nihlos-
ophy of action. philosophy of mind. general value theory) The more
furdamental objection. however. 1s that ethics 15 100 spectalized and
narrow to form an adequate program of moral education The study
of ethics 1s predominantly a matter of learning about morahty, 1t 1
only indirectly related to the objective of learming to be moral This
s obvious 1n the versions of ethicat theory that attempt to focus exclus-
wvely on the second-order questions (the logic of moral discourse) and
to say nothing on the first-order questions about what 15 good and evil,

l{llC 227

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

224 Moral Education

nght and wrong But even when ethics extends to first-order questions.
in so far as it remains a stricthy philosophical enterprise. tts main focus
of attention 15 on the logical and epitemological charactensties of moral
concepts and claims. the nature ©of moral arguments. and on what 18
mvolved 1 justifying moral pracuces and svstems When particular
moral systems are advocated by ethical theorsts. they form part of the
moral pluralism of the societs and their treaiment i the school comes
within the proposal made carher

The second approach to moral education as 2 unitary subject the
preoccupation with skills of inquiry and deasion making s altogether
o narrow, whether the direct objective 18 to gain a better intellectual
and emotional awareness of one’s own moral values or to improve one’s
ability to think rationally about moral problems (particularly, complex
public 1nsues) of o reach a higher level of moral development ! In
addition to promoting logical skilis in moral argument. moral education
must also, at the very least. give attention to the coment of the values
apphied n these arguments and the conclusions reached The wdentity-
cation of the scope of tform:l moral education with methods of mguirny
abo puts & disproportionate emphass on the place of problem
swolving or even deaisions that require deliberation 1n the everyday hite
of most people One of the main outcomes of an effective moral cdu-
cation s that we would percenve accurately and easihy (otten immedi-
atelv) how we should think. feel. act towards other people in the otdinary
arcumstances of fanmily, werk. ete that charactenize most of our life
Often enough. the main difficulty 18 not 1n knowing what one should
do but n ressting the counier-inchnation to do otherwise This v one
reason why the development of settled dispositions to et in accordance
with moral standards (1¢ virtues) must be a fundamental part of moral
education There i alo a sgnificant aspect of livmg morally 1 which
it s nata question of what we ought to do to change a situation but
of the attitudes we should .ake i the face of conditions that we have
no power to change (¢ g failure in one’s work. ingrat.iude or disloyalty
of one’s friends, sickness. death)

Programs designed to develop mora! reasomng often treat the process
as though 1t could be fitted exactly to a scientific or marhematical model
la particular. they overlook the fact that a certain range of attitudes
and feelings mus, necessanily be involved 1f moral concepts are being
used 1n a distinctively moral sense A person who agrees that an action
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of his s correctly descnibed as unjust. but does not have an attitude
of disapproval towards the action or any feehng of guilt can hardh
be said to employ “Justice” as a coneept in the practice of morality Never-
theless such a person could perform guite ettectivels in 4 counse on
moral 1ssues that was concerned exclusively with criteria ot inductive
and deductive reasoning and the purely descnptive sense of moral con-

. cepts The point Ewish to stress here is that reasoning in moral education

cannot be separated from the acquisinon of substantive morgl concepts
and the attitudes and emotions that an adequate understanding of them
must inctude '

The positive conclusion from these comments is that mordl education
even when 1t s given a distinet part in the curnculum: (as I believe
dearable) needs to be treated as a muludisaplinary subject Although
I have argued that ethics should not torm the 2xdusis ¢ or direct obget
of the program 1t . the main disciphine on which the program would
draw and 1t provides the most adequate perspective tor inteprating the
vanous wontributing disaplines  Although teachers from several nelds
would participate. the work of co-ordination and the main responsaibility
for the program would be with teachers w " o specialized knowd-
edge of cthits and of the theon and practic oral education Without
imphing any particular methods or ways of organ./ing the content |
think the main clements of such 4 morat educaiion. o be treated over
the vears of secondary schooling are the following

| an exanunation of moral practices wnd of belbiets about merdhie
I our own sociely attentien to the extent of agreement and diversity
in this context. consideration of the disunction (discossed earher i this
chapter) between the basic soal morality and comprehensive moral
svstems and ways of dife

3 the content of the basie soctal morahity and how 1t can be justified
including consideration of what being @ moral agent imvolves why we
should act morally. the role of moral ideals. prinaples and rules (As
I emphasized earher. it s cruaal that the values of the soctal morality
defended 1~ the moral education course should be reflected in the ite
of the school ).

3 comparative study of a) comprehensive moral svsteme mour
own society (there are vanous dimensions of comparison. ¢ g between
religrous and secular moralities individualist ind collectivisty and (b)
moral beliets and practices of our own souety and those of some other

O

RIC 22y

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

N6 Morul Education

socteties and cultures, 1 relation to these comparative studies and the
detence of a core of social morality, an exammnation of the questions
of relativism and objectivity 1n moral behets,

4 the relationship between the moral domain and other sigmficant
human practices (e g hterature and art. religon, law. the political
order).

5 the acquisition of skills for reasoned inquiry and judgment on moral
questions The procedure includes the determination.of the kinds of in-
formation needed i a given case, recognition of the moral values that
are or may be involved. the relating of moral ¢nteria and relevantnfor-
mation 1n order to reach a moral interpretation and evaluation of the
case Altheugh the procedure should be a rational one 1t 1s by no means
simply a matter of logic 1t includes, for example, the abihity (and dispo-
wtion) to engage in honest and accurate self-criticism (at least to be
aware of one’s biases 10 a case and to try to adjust for them in reaching
a moral judgment). and the exerene of skills of imagination- such as
putting ourselves in the position of other people 1n order to appreciate
how they interpret and expenience a situation or working out how cair-
cun stances can be changed i a way that removes a moral dilemma

While these skills can be developed in the course of examning large-
weale controversial moral questions, they also need to be exerased 1n
relation to the less dramatic moral ssues that arse 1n everyday hfe.
[ shall argue shortly that there are other areas of the formal eurnculum
in which some ot the skills required for a morally reflective hfe may
be more effectively acquired than through the systematic discussion of
moral problems .

As | mentioned earlier, most recent curnculum materials i moral
educalion have concentrated on learning to reason about moral issues
In relation to this aspect of moral education, I beheve the Humanities
Project and Lifeline provide generally sound programs for use or adap-
tation '® They tend to be complementary..the former emphasizes coritro-
versial 1ssues in relation to a number of large topices (e.g. war. poverty.
work, the family) while the latter concentrates on concern for others
in stugtions that are hkely to occur in the everyday hfe of
adolescents

Although the Humanities Project 15 not concerned with what 1 take
to be the full range of moral education as a distinct part of the cur-
nculum. 1t 1 an interesting ilustration of how moral education can be
conducted as a multidisciphinary study Despite 1ts title, the Project con-
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sists largely of a curncujum program i moral education Macerial relat-
ing to the discusston of each of 1ts major topies 1 drawn from hterature
and the arts (ncluding film). history, rehigion. and the behavioural sci-
ences (There seems to be no good reason why approprate materdl
might not also have been taken from the physical sciences ) In regard
to the kind of multidisciphnary study the Humanities Project mvolves.
it 15 clear that the contnibuting disciphnes do not participate on iheir
own terms (1¢ through the employment of their distinctive concepts.
theones, and modes of inquiry) either to the general understanding of
the complex topics (war. the fanuly, etc) or even to the moral aspects
of these topics Matertal 15 taken out of the context of the contributing
disciphines (e.g a passage from a novel) and put at the service of the
Project’s specific purposes tn moral education The integrating factors
are the controversial moral 1ssues 1n the various topics and the pro-
cedures of discussion directed to developing skills of rational judgment
on such 1ssues The *products’ of the disciplines (along with photographs.
excerpts from newspapers. et ) may be integrated 1n this way, but there
is certainly not an mtegration of disciphnes While materials dr .nfrom
the various disciplines may stmuate a more sophisucated level of reflec-
ton on moral questions, this is no substitute for a systematic study of
these subjects as an education in the humanities When such study 1»
lacking. there is always the danger that whata soctal scientist or historian
or novelist 15 saying will be misunderstood

Mora) Education in the Context of Other Subjects

Although I have argued 1n favour of a distinct place for the study of
morality n the formal curnculum, I also wish to stress the important
role that other subjects can play 1n their own nght in moral education,
Moral issues may anse 1n any part of the curriculum. but there are
some subjects whose content and aims hink thefn essentially  with
morality In general. whenever human actions ar the objects of in-
terpretation and explanation. the moral dimensidn {(wuch 1 so fun-
damental 4 part of human action) must be exploréd Perhaps the most
dramatic examples of such subjects are rehgion and Iiterature™.
although the central group would also inciude pohucal education and
legal studies. In each of these cases the object of study s a cultural
of social mstitution that 1s intimately related to the moral domamm Not
only do they afford the opportunity of learning to apply moral values
but also of gaining a better understanding of their scope and character
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In addiion to this. literature and some of the other arts themselves
mvolve distinctive wavs of probing and illuminating the nature of
morality.

History and the disciphines that make up the soual (and behavioral)
wiences tnclude moral values among their objects of study and are
affected by these values n their concepts and theopies However therr
relationship to moral education 1y somewhat more complex than the
fields of study 1 have just mentioned In so tar as they investigate moral
beliets and practices specifically. they contnbute to the multidisciplinary
subject discussed 10 the previous section bor the wider topies in which
moral values play 4 significant part. they need the collaboration of eth-
icv. and 1 shall comment 1n the next section on this relationship as 1t
affects the curniculum In the present context. it can be said that history
and the social sciences (at least when the latter's ievel of inquiry v on
4 substantial scale) exhibit moral beliets and practices in the large setting
of social and cultural movements and 10 relation to the interaction of
isetutions For the kind of contribution to moral education we are
considening here. the preoccupation of history with concrete events and
the detatls of biography probably gives 1t an advantage over the soctal
sclenees

If the study of hterature and the other sebjects to which 1 have re-
ferred 1 to assnt moral development in distinctive ways. 1t as crucial
in the first place that their unique characterisgics should be respected
in the process of teaching and learmng The special potentiahiies of
Iiterature and histors. for example, i relation to moral education will
be lost 1f they are regarded predominantly as resources from which
interesting moral cases wan be drawn A preas of the moral 1ssues
Macheth or Billy Budd may effecnivels stmulate discussion in 4 program
concerned with the analysis of values, but it muses completely the kind
of impact on moral understanding that the study of Macheth or Billy
Budd as hterature can have

It i alvo essential that the differences as well as the simlanties be-
ween moral and other values 10 hiterature ete should be clearly grasped
by teachers of these subjects Otherwine. the study of. say. rehgion or
law sumply becomes a course i moral education under a misleading
name. or else moral questions come to be mistakenly regarde as essen-
tally ssues of religion or law

Before indicating something of what these conditions invove for sev-
eral particular subjects (rehigious studies. hterature, and sounal sciences),
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| should comment briefly on the sense 1> which moral education in
the context of such subjects forms an integrated studv. Whatever ma;
be umque to the study of literature. history. law. etc . nore of them
can be effcctive unless they draw on the wotk of several disciphines ¢
Moral aspects may be integrated with thes® subjects 1n that ethies 1
amgng the disciplines on which they druw However. in the present con-
text | vish to emphasize that moral values are also 'ntegra’ to the dis-
unctive content of each and to the disunctive questions that each asks
Because of this. the effective study of any of these subjects must also
be. i part, a stuly of morality The elaborate . 7orts at achieving
integrated tudies often overlook the extent to which mndividual disar-
plines, when properly understood. provide a framework for nitegrating
important aspects of experience (¢ g the aesthetic and the moral in the
study of lterature) -!

Religrons Studies

Regardless ot the particular form religious studies may take. there are
[ believe. several conditions that need to be metaf the subject 18 to
contribute 1n a distinctive and effective way to moral education

First. rehigions should not be treated as though they were wirtually
notiung more than systems of morality Their scope includes. for
example. the commun ! celebration of what 1s thought to be man’s re-
tationship with God. a4 more or less complex pzttern of behefs about
the natuse of human life and its ulimate purpose that affects a believer™
interpretation of every 1mportant aspect of experience. and standards
of conduct 1 addition to those »f a strictly moral kind

Secondlv the study should examine the “xtent to which a rehgious
aes ot hife makes real differences to the practice of morality

il dly. spectal attention should be given t the role that rehigious
( .ieis (10 paticular, an appeal to the will of God) may play 1n under-
Janding the nature of moral obligation and 1 jusutying moral
practices

Fourthly, care should be taken to examine i . non-religous grounds
on which moral beliefs and practices can be justitied When morality 18
o died 1 the context of rehigion, there 1s the danger that students will
@ oo to assume that all morality depends on religious conviction s

The Studv of Luerature

Muany literary works are directly concerned wath the moral aspects of
human relationships. individuals conironted with moral dilemmas,
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conflicung moral points of view The question of how the study of litera-
ture ccnit: butes to moral education may thus seem to be a straightfor-
ward matter The teacher simply draws on hterature as a useful resource.
for 1llustrations of how people 1 varying crcumistand apply a moral
principle, for interesting cases on which students can devetop their skills
of values analysis, perkaps as an instrument of persuasion on behalf
of a given value or whole way of Iife, and so on This use of hiterature
1s particuirly hikelv to occur when several disciplines are integrated 1n
relation to the study of farge-scale social and political 1ssues (e g war,
overty) As | have noted above, the Humanities Project 1s an example
of how hterature 15 used 1n this way The matenals derived from htera-
ture 1n such progr ms may serve various objectives of moral education.
but this purely ins cumental treatment of hiterature distorts. or ..t least
ignores, ity distinctive character as art and the particular nature of
its relationship to morahty. and as a4 consequence prevents the study
of hterature fiom reahzing the umique role it could play i moral
education

There are several respects 1 whidl. the study of hiteratue (understood
as fiction of substantial aesthetic quality) includes the study of moral
values and can contribute distinctively to moral education

In the first place. there are the formal moral qualities displayed n
the language 1in which motives. emotions. and character are descrnibed
and interpreted In literary art. the motives and other objects of dis-
cusston have to be of sufficient importance to deseive close ati.ntion
and the author has to employ a form of language that succeeds in treat-
ing ¢hem seriously. inteligently. sensitively. with due regard to their
complexity. ete These characterstics of an aesthetically appropriate form

“of language are at the same ume the expression of moral qualities

Secondly. it 15 a disungaishing mark of great literary artists that they
possess extraordinary insight into human character and the complexaty
of motves and emotions, and can explore them concretely n language
of great emotional and imagmative power This claim must apply. at
least in some degree, to all authors of worthwhile literature 1t s not
that the study of hterature presents us. then, with models of how to
employ moral principles or directions on the right course of action. -ts
special capacity 1s to engage our feehings and imagination 1n a way that
leads to a deeper understanding of the moral aspects of character and
action--of what we may know in some fashion already ** Anna Karenina,
for example. vividly portrays the workings of the self in human relation-
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ships 1t llustrates. among its many morally significant f~atures, the de-
fects of unselfishness as well as selfishness, and both the advantages
and himitations of being unselfconscious

To the extent that a work of literature achieves the formal moral
qualities of language 1n exdmining concrete human experience. 1t will
present, as Ins Murdoch points out, a just and compassionate vision
that demands a rejection of selfish fantasy and possessiveness The study
of iterature 1s thus, in part. a training 1n unsentimental, detached. un-
selfish. objective attention. a disposition that 1s obviously relevant to
the practice of morality.** In the relanonship between literature and
the development of moral maturnty there 15 a kind of dynamic spiral
pattern While a person’s capacily to appreciate a work of literature
is limited. at any gtven time. by his level of moral maturity. tne experi-
ence of the literary work can itself contribute to an advance in his moral
matunty

Thirdly. 1n addiion to the tormal moral qualities and the concrete
analysts of the moral complexity of human character and action. literary
works also embody substanuve moral interpretations These do not di-
rectly affect a work's quality as art An author may display the formal
moral quaiities (e g sincerity and sensivity in the tregtment of charac-
ter) while endorsing defective moral judgments and points of view
However. 1t 15 part of a full response to literature to assess the behefs
and courses of action that are presented as desirable When a work
fuls seriously 1 this respect. we may need to reconsider whether 1t really
does possess the formal moral charactenstics that are an integral part
of aesthetic quality Certainly, we would need to determine 1n what re-
spect a work that supports an undesirable moral outlook may neverthe-
less possess aesthetic valie

[ would re-emphasize that literature of aesthetic quahty 1« more con-
cerned with examiming the patterns of good and evilin human life than
in advocating 4 moral system  In this respect, the exercise of imagmation
in ltersture frequently depicts the possibihities of both good and evil
beyond the expeniences of everyday hfe We cannot engage senously
in the study of lierature without. to some extent at least, expanding
the capaaty of our own imagination for envistoning possibilities ot
mdividual moral action and the kind of social order that would be mor-
ally superior to what we experience This. and some other points | have
tried to make. are well illustrated in Northrop Frye’s comment on the
bhinding of Gloucester in King Lear
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What the imagination suggests 1s horzor, not the paralyzing sickemng horror

of a real blinding scene. but an exuberant horror. full of the energy of repudi-

ation This 1s as powerful a rendenng as we can ever get of hfe ar we don't

want it "

| have been refernng mamly to the moral elements in literature as
art In thi} context | have mentioned mcidentally the special role that
the studv of hLterature plays in the education of the emouons and the
imagination  Their engagement and development through hterature
extends well bevond the strictly moral aspects - but these. as we have
seen. do have a sigmficant place In regard to the emotions, an effective
study of hterature may be expected to develop sensitivity and discern-
ment towards the feclings of other and a more precise awareness of
the range of emotions (e g the diffes ..ce between compassion aad sen-
umentality) and their fitingness 10 vanous situations In regard to the
imagination, the reading ot hiterature requires us to enter into many
different points of view Betng able to imagine ourselves i the posiion
of others and to have some sense of how they feel 1s a crucial capacty
for ¢ mature moral ite As we have juet seen. hterature also presents
us with possibilities ot good and evil and thus provokes us to think
imaginatively about particular situations and the general scheme of
mordal values 1n our own lives

There 1s at least one other war *n which the study of hterature has
a snectal bearing on moral education 1t s the impact of hterature on
the quality of onz's own language and on one’s sensitivity to the uses
(and abuses) of language n eversday e To recognize the consequences
of thys for the moral ideal f treedom one has only to notice the constant
pressure of chchéanfecte  persuasoon i advertismg or political argu-
ment 1 our society +7

To conclude these comtaents | wish to reiterate the point that itera-
ture vields its dist.active outcoraes sor moral education only to the extent
that 1t 15 experienced 1n ity character as art The use of excerpts. ~um-
maries and the like i other contexte evidently tails 1n thes respect The
objective of encouraging an er.thustasm for reading literature 1 ¢ der
to enjov (and discuss) the surface story achieves something., but 1t 1
only 4 beginming The secondary school can and should help students
acquire the knowledge and skills for reading Interature with an awareness
of at least 1ts main dimensions of “omplexity as art’ As well as intensty-
ing the quality of one’s enjoyme  Lf literature. such an outcome pro-
vides the bass on which the reading of lterature can be a hfelong
process of intor.aal moral education
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Social Sciences

The precise nature of the relationship that the social sciences (and his-
tory)®* have to moral education depends on how they are interpreted
as modes of inquiry. If the assumption that they can be conducted
exactly on the model of the natural sciences were correct. they would
be useful sources of information, explanatory hypotheses. and theories
about morality 1tself and about matters on which moral decisions need
to be made. Because of the crucial role that accurate factual knowledge
50 often plays in the making of sound morai jndgments, this contribution
alone would be by no means msignificant Bu* 1t would not differ 1n
principle from that of the natural sciences (e.g. knowledge about the
effects of radiation, dangers of waste products, coqditions under which
they can be safely stored, etc. n relation to rne question of whether
uranmm should be mined).

In earlier discussion T tock the view that the above assumption 1s
mistaken, that moral values are inescapable constituents in the concepts
and theones of the social sciences. In their effort to examine important
aspects of human society, they must give attention to moral beliefs be-
cause these frequently exercise a critical influence in the decisions people
make This 1s not simply a matter of describing such beliefs when they
happen to be relevant an action of which moral beliefs form an integral
part cannot be properly understood unless the nature and significance
of the beliefs are cntically evaluated (Consider, for example. a historical
account of the Watergate affair that tried to hmut itself simply to describ-
ing the participants’ moral attitudes.)

It follows that one cannot proceed n the study of any of the social
sciences without at least assuming and applying moral values In some
approaches these values extend well beyond the elements of a basic
social morality and may constitute a complete ideology or world view
The wocial sciences provide evidence then, but not in the simple sense
of value-free facts which. when coupled with moral principles, lead
logically to moral judgments.

If the study of the social sciences 1s to be a genuine education rather
than a more or less subtle form of indoctrination, it 1s essential that
students should have some critical awareness of these disciplinary spec-
tacles through which they view the social and cultural world. An 1mport-
ant part of this awareness has to do with the interpretative and
evaluative role of moral values 1n the social sciences and what these
values actually are in given cases. They not only affect the interpretation
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of the facts and the relative weight given™to them, but to some extent
even what 1s seen as a fact. At the same time, provided normative beliefs
are held ¢ntically, the facts can force the revision or abandonment of
particular values or even a whole system.

It 1s obvious then, that the study of any one of the social sciences
(as an educational activity) must, to some extent. include inquiry in
the field of ethics—both about the general nature of moral claims and

, what particular claims can be justfied as morally good. The purposes
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and :nterests of these disciplines 1 themselves range substantially
beyond the domain of moral values and the objectives of moral edu-
cation. It would be as much a mustake to suppose they were preoccupied
with moral values as to treat them as though they were morally neutral.
The general conclusion 1 would wish to stress n relation to integrated
studies in the social sciences 1s that, whatever pattern they may take.
ethics should be included as a contributing discipline.

Just how closely the social sciences are linked with moral education
in the curniculum depends in part on the educational objectives. While
these objectives cannot ignore the necessary link with morality, they
may affect the selection and organization of the curriculum wn ways
that give moral aspects far greater prominence than they have in the
practice of the disciphnes themselves This s clearly the case with social
studies (with 1its emphasis on developing responsible citizens) or with
programs constructed around social problems in which moral issues pre-
dominate. Even when the main objective consists in learning how to
inquire 1n the mode of the social sciences, the curriculum may concen-
trate on methods of discussion, argument and decision making, that are
thought to be appropnate to the treatment of public moral 1ssues. In
other woids, integrated cusricula that draw on the social sciences (and
history) often turn out to be, for the most part, programs in aspects
of moral education. Whether this 15 satisfactory from the viewpoint of
moral education depends largely on just what the programs include.
I shall llustrate this point shortly in relation to sorae examples. Whether
it is desirable from the viewpoint of education in the social sciences
is not within the scope of this discussion—although I think it is fairly
obvious that such an approach neglects significant and distinctive contr-
butions, not particularly related to morality, that these disciplines can
make to a general education. :

In commenting on two curriculum programs in the social sciences.
| wish to concentrate on aspects directly related to moral education.
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Reference to their charactenistics from the perspective of education in
the social sciences s intended orly in an incidental way 1 have in mind
the programs 1n their form as blue-prints for teaching and learning and
the outcomes one may reasonably expect simply on the basis of the
matenals they include and how they are designed How they are
implemented by particular teachers in particular classrooms 1s another
matter (although over a suitable range of cases this 1s clearly relevant
to their assessment as blueprints).

Man: A Course of Studv*® In this very well-designed program. the
integrating factors draw the contrnibuting disciphines (anthropology.
sociology, and psychology predominant among them) into a un-fied.
systematically-related pattern The fundamental single thgme of the
whole program 1s the study of humanness This s approached in relation
to five major humamzing forces (tool making or technology. language.
social orgamzation, education, and cosmology), and a number of key
concepts (such as the cycle of hfe)*' The basic procedure consists in
the use of matenal (par'.l:ularly in the form of nims) to stimulate the
development of a range of inquiry skilis In the process, special emphasis
s placed on group discussion The major objectives of the program are
to help students (a) acquire concepts, modeis. and intellectual skalls
for thinking about human society and (b) appreciate that all human
beings, despite their social and cultural differences. share a common
humanity

The program has a much broader scope than the specitically moral
This 1s reflected in the report on one large-scale evaluation in what
children claimed to have learnt about human behaviour from the course
Apart from varous levels of responsibihity, they stressed the character-
istics of interdependence. persistence. ingenuity, muiative, and capacity
for survival * Some aspects of the program, however, are directly con-
cerned with moral values ~both 1n a general way ac they form part of
the human effort to devise systems of belief. and more specifically 1n
the moral problems that confront the cultural group whose way of hte
is closely examined (the Netsilhik Eskimos) In many other parts of the
course (e.g. the relationship between parents and children) there 1s at
least a moral dimension In practice. moral issues have a more or less
significant place depending on the mtative and interest of students
in the questtons they raise

The basic theme of the program 1s crucially related to the nature
and justification of morahity 1f claims about what human beings morally
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ought to do are to be rationally defended, they must bear some relation-
ship to the charactenstics of human natu-e. However. as everyone knows.
what ‘1s’ does not entail what ‘ought to be’ If. for example. aggression
and xenophobia are umversal charactenstics of human behaviour. 1t
does not follow that they must be moraily justified. As‘a result of the
course, students may gain a better understanding of common features
of humanness. but they are not thereby logically commutted to the behef
that all human beings are to be treated as of equal moral worth The
trouble is that in Man: A Course of Study *humanness’ (or 1ts equivalent)
seems to be used mainly 1n a descnpuive-explanatory sense. Thus. re-
gardless of whether technology 1s manifested in the making of a neutron
bomb cr a harvester. 1t characterizes and disingwishes human beings
An increased sophistication of technology may enhance humanness (1n
the descriptive-explanatory sense) yet at the same time produce. n the
moral sense. a dehumamzing effect Any of the humamzing forces
examined 1n Man A Course of Study may be erployed in a morally
dehumamzing way

Bruner has proposed three basic questions for the course What 1
huma.: about human beings” How did they get that way? How can
they be made more so” Th. second. and perhaps the first. can be
ancwered without confusion 1f one sticks to the descriptive-explanatory
sense of *humanness’ The third simply cannot be answered in a way
that does not muslead unless the moral sense of "humanness” 15 taken
into account The complex modes of argument by which this 15 done
and by which the moral ¢nitena may n turn be justified by an appeal
to factual claims about human Seings are not contained within the
descnptive. comparative. analytic. explanatory level of argument and
inquiry that charactenizes the social sciences I believe 1t 15 a hmitation
of Man, A Course of Study (even n relation 10 1is DWR pUrposes) that
it does not focus systematically on the justification of mosal values and
the moral criteria of humamizing practices. in other words. that ethics
and 1ts distinctive 1node of thought has not been given a significant
place among the contnbuting disciplines ‘Being a moral agent’ should.
perhaps. have been included among the kev disunctuve characteristics
of humanness that are studied by the course

Man A Course of Study seems to be commtted to an unstable co-
aliton of umversalism and relativism in regard to moral values. As we
have seen. one of its basic purposes 1s to stress the features of a common
humanity. Thus, differences between cultures are nevertheless attempts
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to deal with universal moral prob]ems. If, for example, the Netsilik
Eskimos I1n certain circumstances leave an infant or old person (0 die,
it is their .esponse to a question about priorities for survival that can
face any group. I think 1t is quite justifiablc to emphasize that cultural
differences 1n the details of moral practice are often ways of interpreting
more gensral and commonly held moral values. This, however, should
not obscure the fact that cultures and even groups within the one society
sometimes differ on moral values at the most fundamental level.

But apart from -this 1ssue, the program also wishes to encourage }hc
view that acceptable behaviour 1s a product of one’s culture Assuming
that this 1s intended 1n a non-trivial sense, it means that all moral dif-
ferences are to be treated 1n a culwrally relativistic way—the moral
values a group holds are right for that group. Despite the contradiction,
this no doubt 1s thought to support a non-relative moral principle of
complete tolerance. The underlying theory of the program seems to be
that if the members of different cultures are to be regarded as equally
wuman (in a morally significant sense), all their beliefs and practices
must be equally acceptable. I have already argued at the beginning
of this essay against moral relauvism. Differences in moral belief and
practice, whether they are superficial or deep, may be morally
defensible—but it is also possible that they are not. Students should learn
to assess critically the disunctive moral beliefs and practices of their
own and other groups; and even when there is consensus, the question
of justification sull needs to be explored. As | have already indicated,
the task of evaluation and justification—so crucial to the intelligent
practice of morality—extends beyond the scope of the social sciences.

To come to the acceptance of a common humanity (in 2 morally rel-
evant sense) and to the tolerance of diversity based on critcal under-
standing 1s a complex intellectual-emotional attainment. The prevalence
of intense prejudice between groups even with in the one soctety 1s ample
evidence of 1ts difficulty. One must be somewhat sceptical, therefore.
about the likelihood of this outcome being achieved by children (or
adolescents) formulating their own questions and drawing their own con-
clusions in response to the materials of Man- 4 Course of Studv They
might very well interpret the films on the Netsilik Eskimos as evidence
that some human groups are intrinsically inferior to others and as justfi-
cation for discrimination against outsiders. Teachers can act effectively
to prevent or correct these conclusions provided they do not take the
supposed openmindedriess of the discussion too seriously. But for their
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own mitiative to be justified, they need a very thorough understanding,
not only of the social sciences as they are involved in the program, but
of moral theory and of the main dimensions of roral development.

The Social Educanor ‘saterials Project* This project does not form
a distinct course or curriculum umit. It has been designed strictly as
a collection of matenals from which teachers can select for use in a
wide vanety of curriculum contexts. There 1s no overall plan in the
choice of the eight topic areas within which the material is organized
(they were chosen for the practical reason that there wag a lack of suit-
able materials in Australia relating to these areas); and apparently no
common principles of selection and design are followed in each area.
It is not surprising that there is some repetition of topics across areas
(e.g. housing, relationship to parents, attitudes to migrants) or that there
is arbitranness in the choice of perspectives from which materials are
derived n different areas (e.g. treatment by the media 15 examined
specificaily only in relation to the family, and the contnibution of art
is included only in the unit called urbanism).

The meanming given to ‘social education’ 15 not made clear in the
Teachers Handbook that accompanies the resource materials. Given the
range of subjects from which materials are said o be drawn, 1t may
seem that “social education’ takes in most of the curriculum However,
the matenals themselves fit substantiafly Within the scope of topics
associated with social studies. Given this relative hmitation, the range
of interests 1s still extensive and varied In teiation to moral education
specifically (understood to include social as well as personal dimensions)
there are many topics in which moral values are either central or play
a significant part (e.g. marriage and family, undeistanding others, pov-
erty, the consumer ethic. treatment of Aborigin<s, aggression, urban
planning, the death toll on the roads). Much of the SEMP matenal
could be used for the purposes of moral education either n a distinct
curnculum unit on moral education or 1n social studies/social science
integrated programs of the kind to which I have been referring 1n this
section. SEMP itself is simply a collection of materials for the treatment
of various topics. It leaves open (at least for the most part) the fun-
damental questions about the purposes of moral education, how the
matenals should be treated in a way that is consistent with these pur-
poses, how ethics is to be related to the contributing disciplines and
the matenals, and so on
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In 1ts desire to avord any commitment to theory that would limit its
flexibility, SEMP's eclecticism leads it into some inconsistency. I shall
refer here to two examples that relate to moral education. In one part
of the Handbook the procedures of values analysis and classification
are strongly recommended. In another part (under the heading ‘Moral
Education’) the two articles reproduced are based entirely on Lawrence
Kohlberg's theory of stages in moral development and 1ts application
to moral education. The designers of SEMP do not seem to be aware
that Kohlberg himself has strongly criticized values clanfication as an
approach to moral education (in particular, he contrasts his own non-
relatvist position with its underlying assumption of ethical relativity).
Apart from the inconsistency. it 1s rcgretlablc%\al the SEMP Handbook
gives such an unqualified endorsement of Kohlberg's own position The
latter has been criticized not only from a psychological point of view
(as a footnote indicates), but also by theonsts in the fields of ethics
and moral education *

The second example refers to the Handbook’s comments on group
dynamics This 1s an approach that the Handbook clearly seems to
favour. Among the most characteristic aspects of the approach 1s the
effort to achieve consensus In fact, in the theory of group dynamics,
consensus determines what 1s true and good for the members of a given
group. Yet in relation to the use of discussion groups 1n the clarification
of values, the Handbook states, ‘Group consensus 18 not necessanly a
desirable goal'. It may not be for a values clarificatonist but 1t 1s for
an advocate of group dynamics The general preoccupation with group
discussion 1tself needs to be closely scrutinized for hidden moral assump-
tons 1t may include—partcularly if 1t purports to endorse the theory
of group dynamics %

It is beyond the scope of the present discussion to examine the moral
judgments that are reflected both explicitly and imphcitly in the SEMP
materials In using materials of this kind, teachers have a responsibility
to be on the alert for moral assumptions and claims about which there
can be serious argument In these cases, they should ensure that students
are presented with a fair statement of other points of view

* * *

In this section my general purpose has been to emphasize that there
are many disciplines (in the humarites and social sciences) 1n which
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moral values have an essenual place. From the point of view of moral
education, therefore, each of these disciplines 1s a field of integrated
study. This situation does not occur i the case of mathematics and
the natural sciences precisely because moral values play no necessary
part in the concepts through which the disinctive questions of these
disciphnes are expressed and the data of inquiry interpreted This 1s
far from saying that such disciplines have nothing to do with moral
education. Like any other disciplines, one cannot engage in them prop-
erly without employing and strengthening certamn moral or morally-
related virtues (¢ g honesty, humility, respect for evidence) and hke any
other human activity. they are subject to moral judgments These may
affect what the scientst decides to study: they may have to be made
during the course of inquiry in relation to methods of invesigation (eg.
expenments on ammals, the side eflects on the physical environment);
and they may arise in relation to the consequences of scientific discovery
(Scientists are not justified n being mdifferent to the moral 1ssues that
relate to the application of their findings.; Moral questions about the
conduct ai.d use of scienufic research should certainly be included 1n
the study of science as part of a general educauon as well as 1n the
preparation of scientists However. unhke cerfain moral questions that
anse 1n the study of. say. history and hterature. they are not part of
the scienutic disciphines as such

Moral Education and the Study of Large-scale Sacial Topics:
Some Concluding Comments

The curnculum programs to which | have referred sllustrate.inone way
or another. how the treatment of such topics contributes to moral gdu-
cation 1n‘a context that draws on a range of disciphnes In this findl
section | wish to sipport a version of this kind of approach which has
a somewhat different emphasts in relation to both moral education and
integrated studies ™

Complex social topies (e g the family. poverty. war. race relations)
are often used as frameworks within which students are introduced to
the study of several disciplines while at the same time they are learning
how these disciphnes relate to one another and are to be applied to
questions that go beyond the scope of any one of them (and. perhaps.
all of them) 1t 1s an understatement to say that this 1s an extraordinanly
difficult task to achieve effectively. If the topies are studied primanly
for the sake of understanding. the task 1 daunung enough. but at least
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the questions and problems can be selected and defined 1 such a way
that they fall within the scope of a compressed range of disciplines and
are of a kind that may effectively introduce students to the main con-
cepts. theories. and methods of each of these disciphines When the study
focuses specifically on social problems and on learning how to make
well-founded judgments about what ought to be done (or includes this
as a major objective). the complications are much more serious For
example. 1t 15 difficult to hmut the range of relevant disciplines 1n a
non-arbitrary way. 1n relaton to most disciphnes. pracucal decision
making on social 1ssues does not form a sufficiently central theme for
gaiming an understanding of their distinctive character. practicat reason-
ing contains features that do not come within the scope of discipline-
based inquiry

i shall not discuss 10 t..s context the reasons there are for including.
in some fashion. the study of complex social topics in the secondary
curnculum However. I assume that one of the key objectives 1s to enable
students to examine and practise the processes of decision making on
sigmficant social problems. and that the achievement of this objective
1s perhaps the main reason why complex social topics (or the problems
th ey generate) should be used as focal points of curniculum integration
When they are used i this way. it follows from what has been said
above that 1t 1s preferable to concentrate on relating and applying disci-
plines which. for the most part at least. students have already studied
elsewhere in the curriculum. either as separate umts or in combinations
based on other principles of integration In this approach any disciphnes
in the curriculum that are relevant to the topic can be included [t also
follows that curriculum units based on complex socal toptes sheuld be
placed relatvely late in the secondary school program

There are several related dimensions 1n this kind of integrated ap-
proach to complex social topics as objects of study Although the main
emphasis 15 on social problems and the processes of decision mak'ng.
some understanding of the context in which these problems arnse 1s
obviously necessary  The effort to understand sigmificant aspects of so-
ciety (e.g famuly. government. the economic >ysiem) s not undertaken
simply for the sake of wdentitying and solving problems. nor are all
the problems 1n these areas of a social kind 1t 15 assumed that much
of this more general understanding will have been acquired in a system-
atic way elsewhere in the curniculum The task 1n this course 15 to apply
this understanding selectively to large-scale social problems that in the
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nature of the case at least impinge on several of the major elements
that make up a society. Learming how to employ one’s knowledge (con-
cepts. facts, theories) from diverse disciplines or groups of disciphines
in order to understand the nature of such problems and, in the process.
to gain a better understanding of the disciplines themselves are par-
ucular objectives of the course.

Programs designed in relation to sacial problems are usually preoccu-
pied with helping students learn the skills necessary for making objec-
tve. logically coherent judgments on what ought to be done This
includes. 1n particular, practice in analysing the nature of the problems
(the different types of issue they nvolve. etc). in applying logical
methods of inquiry and rules of argument. m making judgments of what
facts. theories. normative criteria are relevant and adequate in each case.

While | believe this should be a fundamental objecuve of sucit a
program. there are some conditions or quahfications that need to be
observed

(1) The general logical and methodological rules and skills should
have been studied systematically elsewhere in the curriculum The course
is preoccupied with learning how to relate and apply these rules and
skills 1n dealing with the diverse facets of complex social problems

(1) The main logical features of problem solving or decision making
on social questions are the same whether the issues are relatively simple
or complex. From a pedagogical point of view. 1t 1s obviously destrable
that students should already have had experience 1n learning to make
reasoned Jjudgments on issues that are contained within relatvely small
soctal groups (e g a family. a group of friends. a school, a factory).
This experience should inciude both the making of one’s own decisions
and the procedutes by which conflicting points of view are accounted
for in reaching a policy of common action Large-scale soctal problems
need special attenuon precisely because the complexity of therr content
makes judgments about the reievance of facts and criteria so difficult
and because the range and diversity of intevssted individuals and groups
requires complicated procedures for resolving conflict.

(m) The very demanding nature of serious mnquiry into large-scale
social problems should be recogmzed If the citizens of a democracy
are to participate responsibly and cntically in the hfe of the society,
they need to acquire understanding of, and skill in, the piocesses by
which action on such problems 1s determined.’” This does not mean

they must necessarily be able to work out an adequate soluticn for them-
S
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selves Some group procedures in the discussion of controversial issues
tend to push th- participants into defending particular decistons or solu-
tons A more satisfactory objective for the study of complex social prob-

lems 1 proposed by Broudy aad his co-authors “The achievement of

an ntelhigent onentation toward them and a disposition to ask the right
questions. or at least to recognize the right ones when others ask
them’ **

As a corollary to the last porat, I believe the approach to social prob-
lems should not be quite as preoccupied as programs often are with
teaching the skills that an individual needs for making reasoned practica!
judgments Although the acquisition of these skills 1s obviously import-
ant. 1t 1s at least equally desirable that students should understand some-
“wing of the large-scale processes of practical decision making 1 our

ciety Here the interest 1s focused on the formation of policy that
affects the whole society or a substanual section of it. on the nature
and hmits of rational decision making “y both individuals and groups.
on the gap between the ideals of such a process and the reality 1n public
policy making. on the different kinds of values trat influence decisiuns,
the personality factors. the role of pressure groups and experts. the pro-
cedures tor achieving consensus or compromise. etc

Because teachers can hardly claim to be experts i understanding
these processes 1n all their comphicated dimensions (cr in solving social
problems). they should keep the application of the disciplines (in which
rollectivelv they can ciaim some special competence) very clearly in the
faretront of the program The immediate objective 1s not to learn about
a comprehensive range of large-scale social problems or try to find
solutions to them, but to learn how to employ the content and methods

of the disciphines in understanding. and engaging i, the pr esses of

decision making on these problems For this reason the course can con-
centrate on a few significant social topics chosen as exumples The school
is not a substitute for the experience of hfe which mevitably shapes
one’s judgment of the factors that are relevant in a practical decision
But complex moral and other problems of action depend cructally on
the application of systBnatc knowledge and inquiry, and is 1s an as-

pect to which the school has special competence to contribute ¢ e of

the general related outcomes should be an awareness of the factors that
influence the product.on and apphication of knowledge 1n our soctety

From the point of view of moral education, the kind of program we
are discussing has several important characteristics
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(1) In concentrating on ssues of sucial rather than personal morality
it provide  vontext for examimng crucial differences between the two
in regard to deliberation 7 1d action (e g the question of responsibihity.
the presence of conflicing moral interpretations)

a1y In he am. moral perspectives have to be seen in relation
to the full ra - uther value perspectives (¢ g prudent self-interest.
economic efficiency. aesthetics. hedonic satisfaction. political stability.
etc.) from which situations are 1dentified and treated as problems In
complex socrel questions. moral values are never the only ones to be
taker: 1nto account. and often the social problem 1s not primanly a moral
one These problems provide an exceilent context for exploring the
relationship between morality and the domains of law. pohtics. and
€conomics

) tn confronung the diverse ways in which individuals and groups
i a sceety interpret and respond to the moral aspects of social ques-
ons. students have to examine more closely the 1ssues of justification
in relation both to their own and to other people’s moral beliefs. the
possibility of viable alternative moral points of view, the exercise of
tolerance and its himits In particular. they need to examine more fully
the dntinction | mentioned 1n the first section of this essay between
bastc soctal morality ar.d comprebensive moral systems 1 assume this
distinction would have been introduced much earher in their formal
mezal education and that some aspects of the study of ethics would
have already been undertaken (e g 1n social studies) If this has not
been done. 1t 1s necessary o treat them somewhat systematically in this
program 1n order to provide an important part of the conceptual context
for normative inquiry 1nto social issues

The kind of program being considered 1s only one element n the
whole process of moral education—cven of what the school c¢an and
hould do m the formal curriculum It cannot begin to succeed as a
contribution to moral education unless students have already been
inducted ‘o an adequate range of moral practices (at least the constitu- .
ents of basic social morality) This means that they have acquired not
only a cerebral grasp of how words hike *honest’, ‘just’. ‘fair’, “considerate’
are used but also the feelings. attitudes. and dispositions that are asso-
cated with their use as part of the pracuce of morahty.

The approach to soerzl problems here suggested not only «eats moral
values ana judgment as one of its key focal points but aiso includes
a substantial pattern of mtegration There are several levcls at which
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connections are made between the content and methods of inquiry from
diverse empincal disciplines: between different normative critena and
modes of evaluation: between the systematic knowledge and methods
of the disciplines and the non-systematic knowledge and judgment of
common-sense experience But the most ambitious and fundamental
level in the program consists in the relating of theoretical knowledge
and practical judgment. the broadly empirical and normative domains
of inquiry.
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relates its content in a general way to the offsetung of limited sympathies
He does suggest that as the boundaries of a social group become more inclus-
wve. the common morality becomes less detailed in its content—but also less
fleuible (See Mackie. op cit . pp 146-8) In relauon to the pracuce of edu-
cation. note the position taken by G} Warnock in Education and pluralism
what sorts of problems? Oxford Review of Educanion. 1975. 12), v3-7

For a detailed discussion of the elements of basic soctal morahty see G J
Warnock. The Object of Moraluv. London Methuen. 1971

For a good introductory discussion of the issues of subjectivism. relativiem
and objectivity 1n the moral domain see B Wilhams, Moraliry, Cambndec
Cambnidge University Press. 1972

For cnitcisms of relauvism see B Williams, op cit. pp 34 9. PH Hinst,
Moral Education in a Secular Soctety, London University of London Press,
1974. pp 35-43. M Ginsberg. On the Diversity of Morals, London Mercury
Books. 1956, title essay

It15 more plausible to suppose that 4 sotizty may be mistaken about certain
moral practices than to clam as Mackie dves (opcit. p 49 that huwnan
beings have been systematically mistaken about the whole nature »f

morality
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See Williams, op cit . pp 34-° .

Mackie bases his subjectivism on a rejection of the metay sical version
of moral cbjectivity In the positive development of his account of morality
| believe he makes some Imporiant concessions o an odjective view (one
that does not depend on the metaphysical assumpuon) As we have seen,
he agrees that an individual 1s not frze to invent a moral system at will.
All the members of a society must at least accept a common core of social
morality—and a humane disposition is one of 1ts essential requirements He
also argues that standards can be chosen in a non-arbitrary way and proposes
as the foundation of morality ‘general human well-being or the flourishing
of humarn hfe’ (Mackie. op ait., p 193)

The tendency 1s present to some extent in Fraenkel's ‘values analysis’
approach See, for example, J R Fraenkel, Helping Students to Think and
to Value Strategies for Teaching the Social Studies, Englewood Chffs. NJ

Prentice-Hall. 1973

RS Peters, Psychology and Ethical Development, London Allen & Unwin.
1974, pp 252-63

Compare P B~ -diev and J C Passeron, Reproduction in Education. Society
and Culture, Lu..don Sage Publications, 1977. pp 45-54

P McPhail, J R Ungoed-Thomas and . Chapman. Moral Education in the
Secondarv School, London. Longman. 1972, p 155

Mary Warneck argues against the teaching of morality as a distinct subject
because 1t tends to be a purely theoretical exercise (1 e discussion) divorced
from action Her main criticisms are directed against John Wilson’s proposal
for » moral education program exclusively concerned with the methods of
rational decision making on moral 1ssues She nghtly points out that this
tends tc treat morality as though 1t were like anitkmetic, whereas education
for moral practice depends m.~h more on t,)e development of appropriate
attitudes, emotions, and disposttions to act 1n certain ways than on skills
of reasoning While Warnock's priorities (stated 1n this way) may be accept-
able. 1 do not believe they support her conclusion about the inappropri-
ateness of teaching morahity as a disunct part of the curriculum In the first
place, the schoci need nct treat the theory of morality in 1solaton from
the practice In fact. reasoning on moral i1ssues will be distorted unless its
practical charucter 1s clearly recogmzed and due weight given to the role
of emotions and 'magination Secondly, the relevant theory 15 far broader
than simply 1methods of decision making on moral Issues Thirdly. the school
1s not faced with a dichotomous choice between the objectives of learning
to hive morally and learning ahout morality It can and should. contribute
to both What' have argued is that the school's mos: distinctive role in moral
education consists 1n the development of crtical understanding 1n the prac-
uce of morality See M Warnock. Schools of Thought, London Faber &
Faber. 1977, pp 129-43

Compare P Singer, Moral Experts. ndlysis, 1971-72, 32, 115-17

On this question of experts in the teaching of morality. I think there 1s an
analogy with the teaching of language skills All teachers have some responsi-
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bility and competence to help students to develop their capacities in the
use of language However, this does not imply that there are no experts
in the field or that there 1s no need for distinct courses

16 For a systematic summary of many recent programs, see D P Superka et
al.. Values Education Sourcebook: Conceptual Approaches, Materials Ana-
1yses, and an Annotated Bibliography, Boulder, Colorado Social Science Edu-
cation Consortium Inc. 1976. Programs referred to in this book are not
necessa 1ly intended to be used separately or as the only approach to moral
educat'on
[ have examined this point more fully in Chapter 7 of this volume.
Schools Council/Nuffield Foundation, The Humaninies Project, London
Hememann Educatonal, 1970, Schools Council. Lifeline, London. Long-
man, '97Z. See discussion of these programs in B Crittenden, Bearings in
Mora Education, Ch 7
Fundamental, but probably less extensive, connections exist between
morality and the arts whose pnmary medium is not language
With the exception of mathematics and formal logic, there are no disciplines
that can live a strictly monastic hfe
This point 1s emphasized by J. Elliott in The Integration of the curriculum,
In[H. Birnse (Ed ), Religious Education in Integrated Studies, l.ondon SCM,
1972
The Religious Educauon Syllabus Years 1-12, Education Department of
South Australia, 1978 adopts a very broad interpretation of religion. ‘A re-
ligion 1s any system of belicfs/pracuices/experiences through which persons
find meaning and purpose for hfe’ It follows from this definition that most,
f not all, moral beliefs are religious Secu'ar systems, such as Human:sm
and Marxism, are religions (in the Syllabus’s sense of the term) The Syllabus
seems to avord the kind of confusion between morality and rehigion to which
I have referred by disinguishing between traditional religions and other sys-
tems in which people find meaning and purpose for hife If attended to care-
fully, this dnsuncuor‘may be sufficient to avoid the assumption that morahity
ulumately .depends $n the will of a transcendent being—and thus the con-
clusion that “f God 1s dead, everything 1s permitted” However, | think the
picture of the relationships between morality and religion presented by the
Syllabus 1s stll not entirely accurate The moral standards and practices that
a person follows may provide at least a minimally adequate guid® even
though they do not form a system, much less the source of meaning apd
purpose for ife The question that the Syllabus does not seem to leave open
is whether moral beliefs can be followed quite sausfactorily outside a
comprehensive system or ideology (or ‘religion’ 1n the sense 1n which the
Syllabus uses this term).
RW Beardsmore. Art and Moraluy, London. Macnullan, 1971, pp 60-75
The same point is emphasized by Michael Black in The Luterature of Fideltty,
London. Chatto & Windus, 1975, p 1S and well illustrated in his comments
on Anna Karenina, p 116 seq to which I refer in the text

24 Murdoch, opcit, p 66
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% There 15 an analogy here to people who are tolerant, fair-minded, well~
intentioned and the like, yet act in morally disastrous ways. In the practice
of morahty such formal quahties are necessary but not sufficient.

% N. Frye, The Educated Imagination, Toronto Canadian Broadcasting
Corporation, 1963, p.4i

% The connection between the study of language and hterature and the 1deal
of freedom 1s discussed by Northrop Frye, op cit, p 63 seq

The area of ordinary speech, as I see it, 1s a battleground between two
forms of social speech, the speech of a mob and the speech of a free
soctety One stands for chiché, ready-made idea and automatic babble,
and 1t }éads us inevitably from illusion into hysteria. (p.64)

8 The social sciences include a narrower range of disciplines than social
studies 1 am assuming here that they are made up of anthropology, sociol-
ogy, political science, economics, and much of psychology and geography.
Although history 1s a crucial part of social studies and shares common ground
with some of the social sciences, I support the view that there are important
differences in modes of interpretation and explanation between history and
the social sciences For a discussion of the issues see, for example, WH
Dray. Philosophy of Hisiory, Englewood Chffs. NJ Prentice-Hall. 1964,
especially Ch2 See also M Scriven, The structure of the social sciences,
In G W Ford and L. Pugno (Eds), The Structure of Knowledge and the Cur-
riculum Chicago Rand McNally, 1964,

4 See A Ryan, The Phuosophy of the Socia! Scienves 1 onder Macmilhn,

1970. Ch 10

For discussions of Man A Course of Study see R M Jones, Fautasy and

Feeling in Educaiion, Harmondsworth, Mx* Penjuin Books, 1972, Ch 8. L

Stenhouse, An Introduction to Curriculum Research and Development, Lon-

don Hememann, 1975. p90 seq, J.P Hanley, D Whitla, EW. Moo, A

Walter. Curiosity, Competence, Community—Man A Course of Study; An

Evaluanion, (2 Vc's ), Cambridge, Mass - Education Develc pment Center,

1969, 1970 A section 1s reproduced in M Galby, J Greenwald, R West

(Eds). Curriculum Design, London: Croom Helm, 1975 For the outline and

ranonale of Man A Course of Study. see J.S Bruner, Towurds a Theory

of Instruction, New York W W Norton and Co.. 1968, Ch4

%t While the characterizing features of humanness on which Man 4 Course
of Study focuses are, no doubt, fundamental, 1t should be recognized that
the program in 1ts details reflects a particular interpretation It is thoroughly
tased on the view of man that one finds expounded in Bruner's vanous
wntings Teachers should be aware that there are different ways of interpret-
ing the nature of language (for example) as a distinguishing charactefistic
of human beings and they should recognize theoretical assumptions that
underlie the matenal (e g a structurahist view of symbolic systems)

2 Hanley et al., opat .

1 Curriculum Development Centre, Social Education Maienals Project Re-
sources for Social Education across the Curriculum Canberra CDC, 1977,
Social Education Materials Project Teachers Handbook and Workshop
Leaders Hundbook, (P Jones, Ed), Canberra CDC, 1977
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# | have written several critical assessments of Kohlberg from the point of
view of ethics and moral education B Crittenden. Form and, Content in
Moral Educanon. Toronto Ontano Institute for S.udies in Educduon. 1972,
pp 14-23. Developmental psychology and moral education A discyssion of
Lawrence Kohlberg's theory. In J V D'Cruz and W Hannah (Eds). Percep-
tions of Excellence Studies in Educational Theory, Melbourne Poiding Press.
1979: Developmental theory and moral educauon. Victorian Institute of Edu-
cational Research Bullenn. 1974, No 33, 15-30 See also R S Peters. Moral
development A plea for pluralism. §n T Maschel (Ed ). Cogmitive Develop-
ment and Epistemology, New York Academic Press. 1971. A reply to Kohl-

berf. Why doesn’'t Kohlberg do his homework” Phi Delta Kappan. 1975.

56([0). p678, The place of Kohlberg's theory tn moral educanon. Journal

of Mural Education. 1978, 7(3). 147-57
. % See tor example, AM Dupuws. Group dynamics Some ethical pre-

suppositions. Harvard Educational Review. 1957. 27(5). 210-19. J J Schwab.
On the corruption of education by psvchology. Journal of Humamistic Psy-
chology, 1971. 11(2). 109-27

» HS Broudy. BO Smith. JR Burnett. Democracy and Excellence in
American Sécondary Educanion Chicago Rand McNally. 1964, pp 231-243.
212274

T This 1ncludes both what actually happens and what the process should be
like

* Broudy et al epat. p243
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Part V: Social Values and the
Practice of Education

At a compréhensive level. educational theory and social theory mevit-
ably carry significant consequences for one another. The wntings of
Plato. Rousseau, and Dewey provide the most famous examples of how
such theories mteract. Although each perspective represents distinctive
values, there is often a temptation, if only for the sake of unmty, to suber-
dinate one to ihe other. For obvious reasons, the distinciiveness of edu-
cational values 1s more likely to be 1gnored: social reformers too easily
assume that the only measure of an educational program’s worth 1s its
capaaity to advance certain social or political values. During this century
we have seen some dramatic examples of how education can be treated
ir such a utilitarian way. In these schemes. whatever action by the school
most eflectively serves the new political order 1s what counts as edu-
cation. The claim of distinctive educational values in the cetermination
of the school's role in social reform 1s a fundamental 1ssue 1n both the
chapters of Part V
« The first chapter considers the general question of what inttiative by
the school 1n social reform can be justified. Two basic aspec's of this
question are discussed in the chapter. The first refers to the kind of
« nflucnce on soctal reform that 1s appropriate for the school as an edu-
cational institution. (There is a common misconception that the school
can and should be used os an instrument of reform for virtually every
social 11l.) The second aspect 1s the issue of initiative’ not only whether
the school can take a leading part in sociai reform, but whether 1t may
justifiably do so. ’

EI{IIC \254
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The second chapter in this section examines the relattonship between
equality as a social ideal and the pracuce of education Dunng this
century 1t has been in the interests of this ideal (1 1ts various interpret-
ations) more than any other that the school has been used as an
instrument of social reform Three aspécts of equality n relation to edu-
cation are considered. equal opportunity, equality of outcome, and the
proviston of a common curriculum It s argued, first. that the pninciple
of equal opportunity has a clear but hmited appiication to the practice
of education and, secondly, thai. given human realtes, equahity of
treatment and of outcome cannot be defended as educational policies.
An argument for a common cu-riculum s outlined It 15 based on the
claim to education as a human nght

oS
n
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Chapter 9

The School as an Agent of Social Reform

Introduction

Throughout the history of the west, many social theorists have olaced
education, or more specifically the institution of :he school. as the crucial
agent of reform. The earliest most systematic example is Plato. in the
modern period, Rousseau and Dewey have probably been the most
influential exponents of this view. Since the 17th century. an optimistic
faith in education as the source of human perfectibility has permeated
our cultural tradition. In their various ways, Locke, Rousseau, Dewey,
J.B. Watson, and B.F. Skinner all reflect this tradition. With most theor-
ists of this kind, the quality of education and the general life of the
society stand or fall together. If the actual state of society 15 undesirable,
s0 1 the system of education. Thus, although society 1s to be transforied
manly through the schools, the schools themselves must first be appro-
priately refashioned ,

During the present century we have witnessed some dramatic large-
scale programs of social, pohtical and economic change n which the
school has been a key instrument. In the totalitarian societies of both
the nght and the left. the school has not been primarily responsible
for effecung the radical change, but 1t has invanably been recogmzed
as an indispensable means of consolidating the new order brought into
existence 1n other ways: and 1n every case the whole system of education
has been redesigned for this purpose Despite some recent massive
changes of direction, the effort in China to consolidate a new social
order 1s probably the most ambitious of all.

Although the scale of planning has been far less comprehensive 1n
the hberal democracies, much the same confidence in the school as a
major instrument of progress prevails. The role of education has been
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interpreted principally in terms of its contnbution 1o economic develop-
ment (this seems to be a common feature of industrial societies. regard-
less of their pohtical orgamization) Even the school’s part in general
soctal reform has been viewed largely from the aspect of socal mobility
and economic opportunity Under, pressure from the doctrine that edu-
cation should be geared to present social needs. the school has increas-
ingly become engaged in trying to solve all kinds of specitic socral
problems Although the popular understanding of the school’s reforma-
tve role in our society tends to move within these fairly narrow dimen-
vons, 1t no doubt reflects something of that broader trust in the
perfecting power of education inentioned above

The theones and practices to which I 7 ave been referring have been
subject to senous cnucism from various points of view Among support-
ers of reform 1n and through the school. some challenge the desirabihity
of attempting total reform There are those who deny that the school
should take the lead assunmung that it could m the transformation of
a societs Others deny that it is the proper role of the school to be
an instrument for either maintaining or establishing a pohitical-economic
order Some reformers identify the ssstem of schooling as atself one of
the root evils and propose to abohish it altogether .

[t 1s obvious that the resolution of these contlicting positions i by
no means a purely philosophical matter There are. however. important
philosophical issues embedded 1n any normative theory about the role
of the school i soctal retorm In the following chapter. 1 shall comment
on the role of the school as an ins. ument of equahty Here I wish
to examine ¢ number of the 1ssues i relation to the general question
ot whether the school should be predominantly o conservatine or a
reforming agent

fn discussing guestions about the reform of the school and 1ts role
in social change 1 think there are several distinctions that need to be
drawn

() The first distinetion 1s between the school as a soctal institution
on the one hand and the process and content of educaton (or schooling)
on the other 11 obvious that 1n our soctety the school as an institution
(from kindergarten to umversty ) does engage 1n o wider range of activi-
ties than can be included 1 the process of teaching and learning (even
when the latter 1 interpreted very broadly). and that the school could
be used for many other purposes than it serves at present
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(1) The word ‘education’ can be apphed very widely to all the dehiber-
ate efforts that shape an indwidual’s behefs, atutudes. skills, and
practices —not only by school teachers but also by parents, companions,

~rehgious leaders, newspaper cditors, commentators on radio and tele-

vision, playwnights and film directors. instructors in business and ndus-
try. and s0 on While any of these educational activities could be, and
often are. included on the agenda of the school. there 15 a certain range
of acvities acknowledged 1n both theory and practice as formung the
dntinctive educational role of the school: that the effective engagement
in these activities 18 the ratson d'étre of the school as a social institution
In brief. this more precise meauing of ‘education’, which 15 synonymous
with “schooling’, refers to a systematic mitiation into the main forms
of understanding—their concep:s. principles, theuries, procedures- that
distinguish a culture and’ the basic intellectual skills on which they
depend

(n1) The role of the school in social change may be discussed smply
in terms of what the school 18 actually doing or 1s hkely * do or in
terms of what 1t ought to be domng In the present discussion 1 am
mterested primanily 10 normadtive arguments, although clearly any
detatled prescription for change must start with what the schools are
actually doing

(v) Finally. 1t should be noticed that although the objectives of
reforming the, soctal order and of perfecung human beings may be
dosely related. they are by no means identical Human beings do not
necewarily change "« the better just because social conditions are 1m-
proved. and one may daim that education perfects human beings with-
out implying that the social order 1 thereby changed for the hetter
It does not follow. however. that education could have a perfecting
mfluence on all the members of a soctety without adjustments to ity
general economic and social arrangements and to the institution of the
school Depending on the actual practices of the school. 1t might also
be necessary to effect an educationdl reform

Theories about the School as an Agent of Reform

Against the background of these distinctions, I shall begin by examining
conthicting theories on the role of the school as an agent for changing
the existing pattern of practices and values in a society Fhese theories
are not smply concerned with what the school does or can do, but with
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what 1s desirable. They 1llustrate the problems of authority and mitiative
in reforming the school or in trying to reform society through the
school .

The view that the proper role of the school 1s conservative. that it
should be the instrument of the prevailing social order. 1s systematicaly
defended by Emile Durkheim ! It will be seen. however. that leading
advocates of a key reforming role for the school have also tended finally
1o treat the school as a totally dependent nstr~  at of sociahization
in the hands of a governing or planning elite T..cre are two key factors
in Durkheim’s interpretation of social reality the collective conscience
and the division of labour. The first consists of the beliefs. values. and
styles of thought that are shared by the members of the political society
as a whole. and 1n virtue of which 1t 1s meamngful Yo speak of"them
as forming a single society The collective conscience\is an entity of
the psychological and moral order and transcends lhe\\ndmduul con-
sciences that make 1t up The division of labour 15 the princple of
change It inevitably produces roups, some of whose interests and
values are not shared by others fn ety as a whole The scope
and content of the collecive cofiscience 15 changed by the process of
the division of labour - although according to Durkheim changes in both
the collective conscience and the division of labour are caused ulimately
by material forces n the society such as the size and densiy of popu-
laton The content of the collective conscience at any tme ivwhat the
basic form of organization in the society. its morphology. cu)ls for If
a belief or value s part of the collective conscience. it v rgecessanly
what i true. valid. desirable for the members of the sociéty at that
ume Apart from aspects of logic and of speculative knowledge.
Durkheim holds a socially relativistic theory of knowledgg and value
His ethical theory could be called moral sociologism Béople do not
always correctly interpret the content of - collecyy conscience. but
Durkheim 15 confident that spectalists in “the sewnee of moral opie
(or sociologists) can distinguish between '«\h)yt/ genuinely belongs and
what 18 spurious J

Within this framework of general social theory. Durkheim interprets
the task of the school as beng entirely one of socalization In so far
a5 human beings are ratonal and attain a developed mental hfe. they
are the products of soctety Each indwidual is formed into a social being
by assimilating the concepts. beliefs. sentiments. and practiees both ot
the collective consaence and of varnous subgroups within the socety
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This 1s the process of education. and the schools exint to earry it on
systematically 1t 15 an elaborate act of imtiation whieh, hke the ntual
of religious imitiation, creates 10 man a new being But 1n Durkhemm’s
scheme 1t 15 a recreation in the image of one’s society

*

The man whom education should realize 1n us s not the man such as nature
has made him, but as the society wishes him to be. and 1t wishes um such
as the internal economy talls for :

In general terms the school serves the needs of the society both for
umformity (by reflecting the content of 1ts colleetive comserence) and
for diversity (by reflecting the specialized interests produced by the div-
wion of labourr These two aspects are included 1in Durkhemm’s deftimition
of education as

the influence exerened by adull generations on those that are not vet ready
for social hfe s objeu i 1o arouse and o develop an the child o certarn
pumber of physical, inteliectual and moral sates which are demanded ot
him by both the politital soaety as a whole and the special milieu tor which
he s «pectfically destined
In relation to the question ot dehiberate soual change. Durkheim be-
liev e that Institutions are neither absolutely plastic nor absolutely resist-
ant to any deliberate modification” ! The Jimuts within which dehberate
change 16 the system of education s posible are set by it dependence
on other stitutions, but ultmately by the imperonal torees that shape
the aetual state of the soac  The duty of the school s to fashion the
new generation aceordie o the  'eal of man embodied 1n the wliecuve
wonsuence of the soctety at the vme For this reason the educational
svstem stands in need of continual reform the extent depending on
the rate of change 1in the collective constience Lo ensute that 1t does
reflect the currently sanctioned values of the souety Durkiheim imsists
however. that 1 this work there 1 conaderable continuity and that
there could never be a question of constructing an entirely new system
of education Speaking of soctal change generaily he says
It s neither possible nor desirable that the present organization wllapse i
an mstant sou will have to fne ot and make 1t live But tor tatseu
must know 1t And 115 necessary to know 1t too inorder to be ab oo
change it For thest creations ex nthilo are quite s 1mposstble 1n the social
order as 10 the physical order The tuture s not mprovised one wn build
only with the materials we have from the past”

But 1t also follows that because the educational sustem has moral
authorits only 1 so far as 1t reflects the wllective consaence. there

'
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tan be no justihication for ever trving o use the school o mmpose the
valines of a ditferent social order (Durkheim thinks that. in any case,
1t wonld be impossible for the sehool w imtiate such a transtormation)
It 4 souets reachies a point where the wollective conserence 15 1 serous
danger of disintegration -the diagnosis Durkherm himselt gave of the
baste morai’ crisis of industrial socteties - the educational system s 1n
NO pOSILION [0 ALl 45 a primary agent of reform for 1ts moral authority
in relanon to a group of people presupposes the secure hold ot a collec-
tive conscience 1 there s contusion over the common value. of a soeiety,
this will evitabiy be reflected  the school Durkheim give what 1s
perhaps the best “ummary of his general posit on when he repects the
possibility that education might be used to cnange G~ ral conditions
responstble tor the high rate of suiaide To think otherwise . he dlaims

to asribe 0 education a power it facks 1018 only the amage and reflecuon
of o sotiewy 1t imitates and reproduces the latter 1n abbreviated te a0
does not create 1t Educauon s healthy when peoples themiseises aie m a
nealthy state but 1t becomes corrupt with them. being unable to muodity
iselt

Dunng the fistory of Western aviliziton 1t seems that social and
educational theorists have generally taken a more optimistic view than
Durkheim of the power of education (or more precisely. the institution
ot the school) o change the conditions ot socual hte  Although there
have alwavs been some dissenters. this optimism certamly pres atls at
the present ime and has done so for the past two or three hundres!
vears © It has usually heen supposed. however. that the school cannot
pertorm the task of reform single-handedly that changes in other parts
of the socety must precede. or at least accompans. the activity of the
school More precisels. then. the school 15 seen as one of the cruaal
agents of retorm [t s interesting o notiee how 1t 1s thought to play
this part 1 ssstematic schemes of social reconstructuen 1 oshall look
briefly at an anaent example 1n Plato and a recent one an Karl
Mannheim

fu The Repuilic, Plato interprets soctety as being essentially a psvehic
teality. a i we-seale projection of the psvehice structure of the individual
Because of uns relatonship between individual and society. the general
pattern of hife 1n 4 just society provides the enitenia for the personal
hte and actions ot ity members in pracuce these entena are exprossed
m the law and the law. at least in an .Jeally |t societs s enacted
by miembers of an ehite who have achieved the contemplation of wisdom
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In Plato’s scheme. edueation 1 the way to the reahization of the ideally
Just soaety  tt gudes the human ascent through the various levels of
knowledge up to the contemplation of the good Fach mdividual s devel-
oped to the level of knowledge of which he i capable and o hitted
for the corre vonding cvic vocatien for which he 18 most suted By
domg this. the educational process simultaneously assures the growth
of a truly harmenious and just state

Like later proponents of reform through education®, Plato v aware
of a practical dilemma tacing his .an in the actual conditons of soclels
On the one hand. education i (o produce the citizen types that together
constrtute the just society In particular. 1t 1s to furnish the members
of the clite who by their wise laws delineate the features of such a state
On the other hand. unul this elite exists and hus 2nacted wise laws,
there v lacking the necesary framework within which education can
effectively act To perfect society one needs the nght kind of education.
but this can exist only 1n a society that s already just fyen though
the educational ssstem in 4 more or Jess unjust soctety must reflect ity
weaknewes. Plato 18 hopefu! that the arele can be broken The very
disorder of an unjust society. he thinks, 1 hkely to engender in 4 few
a feehng of resistance. and this disatsfaction i the beginning of therr
questfor nghtorder Thus 1t 18 possible tor 4 wise elite to emerge desprte
the general svwtem of edueation. and for 1t te gam poaal power Thi
clite can then enact just and wise laws that set the general pattern for
Iife 10 the soctety With these Taws as 1t criertd. the ehte reforms the
oducational system and o the schools become 4 | ful mstrament
for socral transformation Plato suggests that dic state™s supervisor of
education should be “the best of all the atzens and cdaims that his
posttion a8 “the most important of ¢t highest offices i the se'™

In Plato’s theors. then. the insutution of education does not niteate
@ reconstruction of the laws and va'ues of the souety but s a powerful
instrument for consolidating a change that has already been introduced
bv the bearers . political authorits and power Up to a certain point
i this process of social hange the school acts as an agent of the revol-
ution then. as the new order gains hold. the school automatically shifts
aeeservative tunction: The unfolding of this pattern i fairly clearhy
lustrated in many aspects of the Russian swstem of education since
1917

Karl Mannheim. mv «_.ond example of a reconstructive theorist.
datms that ** e are kev postions 1n o complex modern societs from
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which large-scale changes can be generated. and believes that social
wienee wan provide the knowledge neces>ary for effectively achieving
 desired soctai deat To desribe the role of the «hool 1n Mannheim™
theory of comprehensive woual reform. 1t 1s it pecessars 1o notwee his
analysis of the condition of mass industriahized society M He s consinced
that there 15 a profound cnsis. and the key term i his dragnosis i “disin-
tegranon”  the dechne of traditonal group control. the lack of co-
ordination among the farge-scale assoctations that have developed 1n
modern soctety. the oss of o powerful unitying body of behets and
valbes. the dedine i the prestige and nfluence of the intellectual and
artstic ehite. and many other symptoms

In summuarizing his posion. Mannheim diseeras a predicament both
of thought and of general human existence in modern soctety  The for-
mer he identihies under three main aspects the segmentation of intellec-
tual functuons  the process of debunking theories as being the mere
expression of group prejudices. the development of techniques and
sociologieal knowledge that now makes possible the manipulanon of
thought  The predicament of human existence 1% expressed principally
in the tendency owards [rrationalism in all spheres of soctety (mamifes-
ung atselfl on oecasions. an mass hysteria). and the division between
the "general morality’ that people in the societs as a whole profess and
the contradictory moral principles by which they hive in varnows segments
of their life Ceontextual morahty) On the last point his analysiv s wery
amilar to Durkhemm’s

In this situation the realistic horee. according o Mannheim 1s not
hetween planning and non-planming  but hetween difterent kinds of
planned socety broadiy between quthoritanan orgapization and demo-
cratic w-ordination  The latter. which s the alternative Mannham
favours cannot be achieved without a protound transformation i the
v pical pattern of individual personality and behaviour Mannhem does
not elaborate on what he calls “integrative hehavior’ but he descnbes
itan general as involving tolerance ot disagreement. re_ogmtion of the
imits of one’s wn eXpenente. co-operation in working out commonly
acceptable purposes that then take precedence over one’s original objec-
ives ' Integratuve behaviour. Mannherm stresses b possible only in
Leertain kind of social organization one that hes between the superheral
aggregation of 4 M woctety and the unditterentiated communion
Characteristic of a religious sector small community
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The pianning that will develop this kind or social order and the khind
ot personality that s characterized by integratnve behaviour is seen by
Mannheim as a gigantic effort of re-education He emphasizes that the
shaping of attitudes both indirectly through the socul environment and
directly through formal education or schooling s indispensable 1 an
adequate program of socal reconstruction In Mannheim’s plan. the fun-
damental purpose of the school 1s to contribute to the development of
integrative behaviour. but in order to ¢o this, the school i ats present
form must itself be reconstrugted Among the geseral recommendations
Mannheim makes are these the co-ordination of the efforts of the school
with those of other institutions 1n the society. the extension of schooling
to provide people of all ages with the basic knowledge necessary for
continuous ntelligent adjustment to the changmg demands of society.
an ntegrated curnculum, with spectal «tmess ¢ socal studhes. designed
to help students gain a comprehensive view of con. mporary problems,
the use of teaching methods that are most likely to promote skills of
adaptation n a rapidly changing society. the adjustment of social con-
ditons and methods of schooling 1 order to ensure equality of edua-
cational opportunity for all. hut without diluting the quahty ot
education

Given this kind of reconstruction of the educational system itself,
Mannheim sees 1t as a crucin .nstrument in the continuous process ot
democratic planning  Educationists and social workers are among those
who hold 'key positions” in the planned society

They have the special opportunity of standing at the crossroads where they
can gain insight both into the working cf the individaal psvehe and ot soctety
They. more than others, have the power to hink up the regeneration of man
with the regencration of society '

The reconstructive role of the school can perhaps best be gauged from
its relationship to the planning ehte In Mannheim's scheme, the plan-
ners are the intelhgenisig both the adminstrative elite and those con-
cerned directly with 1deas and values. although he often uses the term
intelhigentsia’ specifically for the latter While most people have ¢ im-
ted deological view of the needs (or good) of the sovety as a whole,
the members of the intelhgentsia- particularly when drawn from all
Jtrata of society  form the one group that has a relatively complete svo-
thetic view. and thus the one that is vahd for the whole society at the
tme But the elite itself cannot fultil 1ts task 10 a planned democracy
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unless 1t 15 adequately formed. and where necessary reconstructed In
planning for freedom. this requires above all that the leaders be drawn
from. and permeate. every class and other aspect of society Such a
result 1s to be achieved principally through the educational system by
ensuring that 1t 15 avi:lable equally to all members of the wociety. by
bringing together 1 each school students of diverse social background.
and by counting achievement that reflects personal cdpacity and effort
as the only criteron of selection. Here also there must be corresponding
changes 1n the society generally. but the fundamental and most sig-
mficant part 15 to be played by the school Mannheim does not examine
the problem of how a society acquires a properly formed chte before
the schools have been reconstructed He assumes that some schools will
produce at least a few leaders of the type that reflects the desirable
ideal. even when 1t 1s not generally accepted 1n the society Given
Mannneim’s assumpticn about the possibility of transtorming a society
from a relatively few key positions, his scheme would probably not re-
quire many such leaders 1 order at ieast to imuate a profound social
chunige

At one stage 1n his wriings. Mannheim thought there wds no point
in asking the question. *Who shall plan th* planners” Later he revised
this position. partly because the experience of large-scale planming n
several countries showed how technology and sociological knowledge
could be misused and partly because individual personahty came to
hold a much more significant place 10 his social theory The question
of the goals that direct the process of total planning assumed paramount
importance in his last bool., Freedom. Power and Democratic Planning.
Manuliem i effect reconsiders the question of who plun tne planners
He finally concludes that the planners are at least morally subject to
certain permanent rengious-moral archetypes of hurian behaviour that
give substance to the democratic ideal (e g . brotherly love, mutual help.
social justice. freedom, respect for the person) The archetypes are sull
to be 1aterpreted and apphied by the planners to the specific conditions
of the society, however. as they are independent of particular historical
and social situations they constitute standards against which the actions
of the planners the elves can be ctitically evaluated The introduction
ot these archetypal .alues 15 inconsistent with Mannheim's general
sociology ot knowledge (in which the truth of an idea depends on 1ts
tunction in the melusive social order at a given time) As I shall argue
later once 1t 1s recogmized that there are cnteria of truth and value
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not determned by the conditions of a particular soctety. we can justify
an independent critical role for the school. one 1n which 1t1s noi merely
the nstrument of the pohtical, social. and economic interests of the
moment.

To summarize Mannheim's scheme the school-suitably reconstructed
itself by the planming elite—performs an on-going reconstructive function
in the society 1t 1s the pnmary agent through which indwviduals are
drawn from all sections of the sociely into the ehte of ment. And 1t
1s through the school that the planners can directly promotg the knowl-
edge. skills, and atttudes that they interpret as being required for a
planned democracy n the conditions of the society at the ume

Despite the differences over what the school can and should do
towards the reconstruction of a society. Durkheim’s theory on the one
hand and those of Plato and Mannheim on the other share at least
one fundamental charactenstic. The school 1s interpreted pnmanly as
an agent of the socio-pohitical order that makes up a state The cnteria
of truth and other values to which the school 1s responsible are either
determmed by the material and social conditions of the national group
(Durkheim) or interpreted by an ehite that also exercises central poliucal
authonty (Plato. Mannheim) Even in Durkheim’s case. although the
experts 1n pubhc opimon may determine what 1s genuinely part of the
collective conscience at a given time, the school 15 1n effect an nstrument
of the state In other words. whether the school is responding to the
e:sting needs of the society or participating in its transformation. 1t
1s cast 1n an entrely dependent role In these theories there 1s no basis
on which the school could legrumately challenge the desirabihity of sats-
fyng this or that social need. or could c¢nuically examine the accepted
poliical policies. In each case. 1t 1s the philosophical account of knowl-
edge. and m particular the relanonship of knowleage to the socto-
political order. that 15 the fundumental stumbhng block to even 4 partly
independent status for the practice of educanon

The School as an Independent Centre of Liberal Education

In the history of modern cduculmn.‘pumculurly sice the development
of umversal schooling. the schools have n fact commonly been
organized through government departments and regarded . as
mstruments 10 the service of national pohtical. economic, and social
interests These practices have often been justified on purely pragmatic
grounds. but when theoretical support 1s popularly 1nvoked it usually
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lacks the refinements and quahfications of the kind of systematic
theories to which 1 have referred For example, despite the extensive
poliical control (whether central or localy of education that 1s accepted.
there are no ngorous conditions regarding the special competence of
those who make the pohtical deasions Perhaps the main difference 1s
that. 1n popular theory. no clear hmits are placed on what might properly
be included 1n the educational function of the school In contrast. Plato.
Durkheim. and Mannheim (and one could inciude Rousseau and Dewey
who have been particularly subject to crude populanization) would agree
that the school serves the soctety by performing a fairly definite range
of activities that are thought to disungwish its educational role from
that of other institutions n the society The popular belief that the school
should serve the prevatling needs of the society combined with the belief
that 1t should cater to the interests of each ndividual has increasingly
wrroded the school’s speciahized character It has come to be a kind
of omnibus 1nstitution that 1s expected to provide forms of traming pre-
viously the task of other instiutions. and to substuitute for the lack of
informal educational experiences 1n the general ife of the society In
effect. the principle seems to be that.if the school can be used to alleviate
any soctal problem or promote any worthy cause. then 1t should be
so wed In the present context. I wish to raise two main objections
to this interpretation of the school’s role

Finst. the practical consequence of the proliferation of funcuions 1n
the name of schooling 1s that the school cannot engage etfectively 1n
that part of the total educaton of human beings that historically cume
to be its distinctive task. and for the performance of vhich no other
agency 1n the society exists In the chapter. Chuaracterssties of Quality
n Education. | referred to the nature of education i so far as it 1
particularly associated with the nsttution of the school For the sake
of brevity 1 have referred to 1t as hberal education that 15, 1muation
into the mamn forms of thought that distingussh human culture. anu
the general intellectual skills on which they are based 1t 1s nos to be
confused with other activities that may be called education  the general
process of child rearing. occupational training, the broadening of experi-
ence by travel, and <o on 1 shall assume here that what | have called
Iberal education has 1 fact been the speaal concern of the school.
at least as an 1deal

My second objection to the multupurpose character of the school 1
that 1t wnesitably exposes the school to the pressure and control of a
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large number of other institutions and interest groups in the society.
In trying to serve so many masters, often with conflicting purposes the
school not only becomes confused, but forfeits any possibility of justfy-
ing even a hmited independence. If, for example. the school 1s to provide
training 1n the skills required by the economy of the society, 1t cannot
avord being controlled in this respect by industnial and commercial
intere:ts (including trade umons) and ulumately by the decisions of
govemment. In this objection, | am assuming that it 1s desirable for
the school to enjoy some degree of autonomy .

It seems to me, then, that two basic reforms age required for the insu-
tution of the school. The second depends upon the first, and both are
necessary for the distinctive reforming influence that the school could
exeraise on the general life of the society

(1) The schools should concentrate on providing an adequate inination
nto the range of actities that constitute hberal education This task
1s so complex and vaned that n the pracucal conditions of schooling
it 1s more than enough for the school to be expected to achieve

(n) In conducting the work of formal education, the freedom of
teachers should be protected against the interference of parents,
students, the local commumty, special interest groups, and poliucal
authonty at every level In their specific work as teachers, they should

be pnmanly responsible to the standards of belief and inquiry that

disinguish the public tradiions of understinding These general
proposals raise many practical and theoretical 1ssues I shall comment
here on only a few of them, giving parucular attention to the more
theoretical

To begin witii some practical matters. it 15 evident that if the school
adopted a more specific educational fole, other arrangements would
have to be made for the various additional functions it now performs
Amorg the basic adjustments that would be needed the society are
the following ,

(1) A new form of apprenticeship traimng would have to be
introduced into Uie industnal system of the society

(1) Parents would have to resume far more responsibility for the gen-
eral moral development of theu children (If it 1s claimed that many
parents are incapable of doing this work, there 1s no pointin expecting
the school to take their place. In the practical condinons of schooling,
eg the hmited number of hours, it 1s simply net pussibie Moreover,
unless children and adolescents are being morally educated n the more
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general sense, the special contribution that the school can make to their
understanding of the moral domain will be largely frustrated.)

(m* The broad informal educational influences in the general life of
the society would have to be revitahzed. Fundamental changes would
need to be made, for example, in the physical design of our cities so
shat people could once again live 1n a community in which festwval,
ntual, music, art, and the senous discussion of ideas played an integral
and spontaneous part. The attempt to turn the school into a miniature
substitute for such a community is ultimately no solution to the real
problems and, in the meantime, prevents the school from making its
distinctive and indispensable contribution to the irtellectua! and
spintual strength of the society.

(v) Tt would probably be necessary to devise alternative institutions
for those who were unable or unwilling to engage in a systematic liberal
education These alternatives might include elements of liberal edu-
cation, but 1t would not be their primary concern—and in this they would
be clearly distnguished frora the school. The school might, of course,
be placed physically n the context of a multipurpose institution for
children and adolesceats. Such an arrangement would be acceptable
as long as the distinctive role of the school and of teachers was recognized
and protected

One of the basic theoretical questions concerns the justification of
the kind of autonomy | have claimed for the scnool It can reasonably
be argued that the school cannot escape the influence of the speafic
social, political. economic, and technological conditions of the sodiety,
and that it should be responsive to them. Moreover, since schooling
affects the public interest, and so much of it 15 supported by public
funds, those who are directly engaged n the practice of education must
bc accountable to political authority. The partial independence of the
school that | ain supporting 1s not incompatible wiik these assertions
as they stand The points at issue are how the school responds to social
needs and under what aspects political authority may legitimately de-
mand an account Inadentally, as far as the principle of autonomy is
concerned, 1t makes no substantial difference whether the school’s master
15 the central government or the local community.

The case for academic freedom depends. n the first place, on the
assumytion that the school 1s given predominantly to the enterprise of
imtiating students into the range of actities that forms a hiberal edu-
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cation. When this 1s so. schooling does not need to be justified by refer-
ence to any further end, and the work of teachers 1s subject to the
standards of rational belief and inquiry that distinguish the public modes
of understanding. It is on this basis that one can defend the freedom
of teachers from the interference of political authonty or of interest
groups that want the school to serve non-educational values The argu-
ment would not succeed, however, if the validity and worth of knowledge
were determin- 1 by social factors as in the theornies of Durkheim and
Mannheim, o if the only competent mterpreters of the ideals of truth.
goodness. and beauty were also the pohtical rulers of the society as
in Plato’s scheme (and, with vanous modifications, that of Manntheim)
Thus, although 1t 1s beyond the scope of this chapter to criticize these
theones tn detail. I should indicate briefly why I think they are
mistaken

One of the main weaknesses of the first position just mentioned 1s
that 1t confuses questions of explanation n relation to a behef (how
it came to be held by this individual or group, the influence 1t exercised
in the hife of the society at a certain ume. etc.) with questions of 1ts
justification and status as knowledge (whether the reasons for holding
it are adequate, whether 1t 1s true, false, probable, and so on) Even
as explanatory accounts, the views we discussed earher put too much
emphasis on the causal influer.ce of matenal. substructural social forces
on knowleuge and values. and underplay the nfluence of knowledge
in shaping the matenal forms of a society. An anomaly 1 both
Durkheim and Mannheim 1s that, while they stress the determining role
of the substructural social conditions, they acknowledge that the actual
beliefs and values of the members of a class or society may not be
conststent with what these conditions require In each case. this gap
conveniently provides a role for an ehite which can au ontatively
interpret what the genuine behefs and values are for the sociat group
at that time -

The major forms of theonzing i which human beings engage are
in a state of continual development. and the particular shape they take
may be affected b social conditions Whatever the local circumstances
of their ongin, the cnteria and procedures in each of these forms of
theonizing erther have come to acquire general human apphication or
at least reflect the achievements of an entre civihzaton They are no:
valid only for this or that society, much less onlv for particular social
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groups wnh\m a society Thus they provide a relatively large perspecuve
from which the educational institution can cntically evaluate the prevail-
ing practices and fashions of the society

Even in relation to the moral and aesthetic standards a.d practices
that vary from one society to another (and even if the vahaity of knowi-
edge generally were relative to a given social order), 1t does not follow
that the pohitical authonty should be the final arbiter. Those who exer-
ase pohiical authonty never equate 1t simply with the possession of
superior force. They always appeal to legiumacy and moral status. These
claims could not be sensibly made 1f the members of the society did
not exist 1n a pattern of moral relatons And there could not be such
a pattern unless there were some commonly shared theories including
beliefs about the proper role of the state 1n relation to other parts of
the society This system of 1deas, on which the moral acknowliedgment
of the state depends, comprises critenia 1n the hght of which the exercise
of pohtical authonty can be discussed and cnucized.

In this context, one of the senous defects of the type of leadership
theory we find 1n Plato and Mannheim should be noticed There 15 a
crucial difference between the relationship of a bearer of pohtical auth-
onty to a awvil society and of a scholar to a field of knowledge The
authonity of the political leader 1s a distinct (and oiten sufficient) ground
for accepting decisions of policy intended to promcte the pubhc interest.”
or to provide the matenal conditions for advanct ; the common good,
or to achieve a fair compromise between competng special interests
i the awil society It 15 reasonable that in pohitical decisions of this
kind-which cannot be clearly settled by appropnate evidence—the
members of a society should accept the exercise of authornty as binding
on their actions, for the survival of any social hife at all depends on
1t By contrast. questions affecting the methods and results of inguiry
in any of the forms of knowledge can never be settled simply by the
decrsion of experts If the experts commonly accept a certain theory,
this creates a presumption i 1ts favour Whether the theory 1s adequate
of not depends on the strength of the arguments and the evidence. ™
Hence. even 1f the best scholars of a society formed 1ts government,
they would not be justfied in exercising their poliical authority to
determine cniteria and settle disputed questions 10 the domams of
knowledge

In arguing for the autonomy of the school and for defining 1ts task
in terms of Liberal cducation. I do not wish to imply that the school
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has no responsibahity 1n_ relation to the more general personal and moral
development of students. or to soctal and pohtical needs The crucial
question, however. 15 the aspect under which 1t 15 appropnate for the
school to contribute to these other objectives The control of poliuton.
for example. has become a commonly recognized social need 1t clearly
desirable that pollution should be controlled. although 1. 1s equally cl.ar
that the school 1s not the apprdpniate agency for the task The problem
of pollution 15 a very complex one and depends on several conceptual
perspectives for a solution. Thus there 15 an aspect of the socual need
to control pollution to  hich the school can make a distunctively edu-
cational contribution. to develop a cntical understanding of the scope
and nature of the problem

Assuming that the school were to concentrate on hiberal education
and were given a large measure of autonomy in this work. what would
be 1ts hkely social role m terms of a conservative or reconstructive nflu-
ence? Obviously an answer depends in the first place on how well the
school performs 1ts task In Chapters 3 and 4 1 referred to the manner
in which thg process of liberal education shouid be conducted. In relation
to the question raised. | shall assume that the procedures adopted by
schools would be more or less effective 1n achieving the 1dzals of hberal
education-at least as effecive as actual aiternatives would be 1n
implemenung other 1deals

The role of the school. 1n the nterpretation | am supporting clearly
has a strongly conservatve aspect 1t has the task of transnutung and
defending the inhentance of understandings. beliefs. values. and pro-
cedures that consttute human culture as a pattern of meamings 10 our
case. at least as this pattern has developed in western avilization v
Obviously the school cannot take the imtiative 10 advancing the pubhic
tradiions of understanding How dramaucally they change depends
largely on the qualty of what s done 1n scholarship and the arts In
this respect the school i in the role of a follower. and in proporion
to the vitahty of the culture must be continually adapting

In relation to the prevailing social. economic. and polical practices
of the society. the school can exercise a reformative influence. which
in the long run could be quite radical Under the wndions we are
assuming. the school 15 10 a postuion to submit these practices to criticism
bv applying the standards and methods contained in the pubuc tra-
dinons of understanding  On the same basis. 1t can examine positive
alternatives to the current policies of the soaety Moreover the whole
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educational effort of the school 1s centrally concerned with the devetop-
ment of capacities for disaphned cnitical inquiry and wndependent judg-
ment The school 1s freed from the conformist role 1t kas to play in
the “soctal adjustment and ‘commumity service’ theories In these
theories 1t has no justifiable ground on which 1t can cnucize of evaluate
It must simply make sure that everyone fits harmoniously nto place
in the great social machine. and dutfully adopts the latest socul
consensus on what the members of the group should believe and how
they should behave In the theory lam defending. the first responsibility
of the school 1s to the intellectual. moral. and aesthetic standards that
distinguish the best efforts and achievements of human culture If we
are to speak m terms of social functions. then the finest service the
wchool can render to society 1s to foster a critical understanding and
appreciation of these standards.

The radical 1deal 1n this interpretation of the school 1s that a hberal
education should be available to ali citizens.'® This 1deal does not have
to be jusufied by reference to social consequences We have only to
point to the qualities of personal hife to which one gains access by being
Iiberally educated 1 think 1t 1s reasonable to suppose that +f a large
prope tion of citizens were to become liberally educated. the effects on
the soctal and poliical life of the socety would be revolutionary It
would surely make a substanual difference 1f the majonty of people
in the society were famihar with the standards of excellence 1n the main
areas of social action: if they could interpret pohtical issues for them-
welves. or at least assess the opimons of experts. if they could respond
with appreciation. sympathy. and nformed cnucism to the efforts of
«cholars. artists, moral reformers and so on. 1f they had the breadth
of historical and other conceptual perspectives to avord either being
swept along by an apparently novel movement or reacting with panic.
if they were not just mechamcally literate (as so many are now) but
intelygently hterate. and thus no longer easy victims of propaganda from
politicians. advertisers. and every variety of pseudo-guru

If the school is to exercise the reformative influence that this interpret-
ation involves. one of the crucial conditions 1s that the teachers them-
selves should possess a thorough hiberal and professional education In
the age of mass schooling. 1t 1s perhaps unrealistic to suppose that a
sweety can provide anything like the number of hghly quahfied teachers
that would be required Even 1f this 1 not the ¢2se. how does a society
acquire such educated teachers when the schools them: es first need
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to be reformed? We are pushed back to the practical dilemma that faced
Plato. Rousseau. and others 1n order to have good schools. we need
to have good educators. but we cannot get good educators unless we
already have good schools. Certainly. we cannot assume. as George
Counts did. that despite all the weaknesses of the school system and
the society generally. the teachers themselves are sufficiently enlightened
to engender a complete social transformation 7 In the foreword Aldous
Huxlev wrote to Brave New World in 1946. he bitterly suggested that
we should build a monument on the ruins of one of the cities of Europe
or Japan. and nscribe over the entrance 1n giant letters. ‘SACRED TO
THE MEMORY OF THE WORLD'S EDUCATORS’ This 1s the
oppostie extreme from the optumism of a Counts or a Mannheim.

It seems to me that there 1s no way in which the arcle of infenor
schools producing nferior teachers who perpetuate inferior schools can
be broken dramatically It has to be a gradual breakthrough. and 1t
would not be possible unless some outstanding schools sull existed or
could be established despite tie passion for mediocnty. and unless some
of those who managed to attain a high quality of education would work
for the improvement of the school. If there 15 any ‘key posiion” 1n the
whole system 1t 1s. | think. that of universities in teacher education
Some radica] changes 1n present practice would be required In general.
those engaged n umversity teaching and research 1n all the component
areas of liberal cducation would need to take more responsibility tor
the imtial and contnuing education of teachers. and the programs of
teacher education that umversities offer would need to be designed as
a closely related pattern of hberal and professional studies 1t would
be absurd to suppose that we could suddenly perfect teacher education
in this or any other way and thus create a great chain reaction of reform
that would run through the school and the enure society In regard
to the radical possibilities of a common program of liberal educoron
and the obstacles 1t faces. one might say (to adapt Buber) that what
15 realistically looked for 1s not perfection. but a breakthrough

Notes and Referencss

! See. 1n particular. E Durkheim. Education and Soctology. Trans by 5D
Fox. Glencoe. 111 Free Press. 1956. Moral Education, Trans by EK Wil-
sonand H Schnurer. Glencoe. 111 Free Press. 1961, The Elementary Forms
of the Religious Iife. Trans by J'W Swan, London Allen & Unwin.
1915
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Soine expressions of confidence in the power of educanon
And 1 think we may say that of all the 1 'n we meet with nine parts
. of ten are what they are. good or evil. useful or not. by w.2ir education
It 15 that which makes the great difference in mankind J Locke. Some
Thoughts Concerming Education. 1689
‘Education 1s the tundamental method of social progress and reform " J
Dewey. Mv Pedagogical Creed, Article 5. 1897
‘he organization of peace devolves more on education than on politics
To securc peace practically, we must envision a human education.
psvehopedagogy, which affects not one raticn but all men on
earth  Education must become a truiy humane ses ice to gt de all men
w judge the present sstuation correctly M Montessor. 1n a speech to
UNESCO. quoted in J Ellul, The Technogical Society, Trans by J Wilkin-
sort New York Vintage Books, 1964. p 346
> J 1 Rousseau, for example, asks ‘How can a child be well educated by
one who 1s not well educated himself”” Enule, Translated by B Fealey. Lon-
don JM Dent & Sons. 191!, p 17 In Theses on Feuerbuch, Marx argues
The materiahst doctrine that men are products of circumstances and
upbanging. . nd that. therefore, changed men are products of other ¢'r-
cumst>oices «nd changed upbnaging. forgsts that it 1s men that charge
areur tances. and that the educatoi himself needs educatng In L Feuer
(Ld ), Basic Wrnings on Poliucs and Philosophy  Kari Marx and Friedrich
Lngels, New York Doubleday # Co . 1959 p 244
See J Passmore. The Perfectibr . t Man, London Duckworth, 1970.
Chapter v
Y he Laws, VI 765d 766
1 yee. in partrcular, K Mannhera. Man and Socety in an 4ge of Reconstric-
non dew York Harcourt, Lirace. 1941, Freedom. Power and Democratic
Plunning. New York Oxford Umversity I -ess, 1950
"' Mannheim. 1950, p 201
" K Mannheim Diagnosis of our I'me. London K gan t..i, Trench,
Irubner. 1943, p 94
See P Wanch, Auhonty, In A Quinton {Ed ). Polttical Phil | hy, Cxford
Oxtord University Press, 1967, pp 98 1C. 110
See Anthony Quinton's defence 1n Authority and autonomy n knowledge,
Proceeding. of the Philosophy of Education Socieny of Great Britain, 1971,
&2y 2001 215
' Cse M Oakeshott, Education the engagement and 1ts frustration, in RF
searden PH Hiot, RS Peters (Eds). Education and the Development of |
Reason. London  Routledge & Kegan Paul. 1972, pp 19 23 |
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v See J White, The curnculum mongers  bBducaton in reverse Men Socreny,
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March 1969, p 359 ey

GS Counts. Dare the schools build a new social order” In R Gross (Rd ).
The Teacher and the Taught. New York Dell Publishing Co. 1963 Some
crties such as Arthur Bestor (see Gross. op at p 196). have suprosed that
Counts takes the provocative question quite hterally and 1 claiming that
the school system gcting entirely on ity owa wan transtorm the society of
which 1t v a part But it v evident trom the content of County's speech
that the ntle v being wed with son.c rhetorical licence (The texa vas ong-
inally a speech to the meeting of the Progressive Fducation Association in
1932)

Among the behefs Counts labels as tallacies 15 the view that the school i
an all-powerful educational agency It should also be aouczd that he does
not propose that the school should be an agent of direct social and political
acron I reformative influence consists 10 1 Wofold educational task, 1o
hold up or 1deal pcture of social hite and to enli. fovalty anc enthusiasm
tor its realt ton. and o examine crticany the present secial wnstitutions
and practices m the light ot this idzal Where Counts wan be cniazed, |1
think. 15 10 his over-optimnstic view of teachers 1t teachers are to achieve
amvthing hke the impact on society that Counts envisages, 1L seems to M
that there must f..1 be radical change n the quabty ot their own
education and this 1> not simply a matter o1 techniaal competence but ot
general culture




Chapter 10

Equality and Education

Education and the Principle of Equal Opportunity

The mineteenth centurv's optimism about the power of formal education
1o cffect soctar reform s been dampened but by no means extinguished
during the course of the present century The optimism has probably
been most persistent 1n relation to the tole of the sckool :n promoting
equality This point of view 1s very clearly illustrated 1n the first two
reports of the Austrahian Schools Commission (1975. 1976) and 1n their
forerunner Schools in Australia prepared by an Intenm Committee and
published 1in 1973 ! In each of these docnments the advancement of
equality 1n schooling. and through schooling. 1n the general life of the
society. 1s the fundamental concern. Despite the economic difficulues
and a change 1n governme:... they have significantl influenceg the
shape of public policy 1n education It 1s userdl. cherefore. to cxAmine
a* least some of the 1ssues that anse from the way they interpret quaht
as an 1deal and relatc 1t to the practice of education

It should be note< 1n passing that the first report of the Schools Com-
mussion sets out its theory on equality 1a less than four pages (8C. 1975.
22-2.10). The second report 1s somewhat less cryptic: it devotes about
eight pages (2.2-2.19) to a more selecive and detailed discussion of
the position taken in the first Report. But even 1f we presuppose the
nine or so pages on equahity in Schools in Australia, 1t sull amounts
t0'a rather compressed treaument of so complex a question. especially
as the reports of the Schools Commission touch on a number of other
important topics 'n the course of dealing with equality. The running
tqgether of rather different notions of equality in all three documents
m4y be due. 1n part, to brevity but additionally 1t may also reflect some
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theoretical confusion There have been some mmportant medifications
and changes of emphasis on the question of equality and educauon
in each succeeding statement (particularly the most recenty The present
discussion assumes however, that the dodtrine setoutin Schooly in tus-
tralie has not been changed substantially and certanly 1t dlear from
the tirst two reports of the Schools Commusston that this s the Com-
MINSION S OWN VIEW

tn applying equahty as ¢ human value 0 education und o social
iie more generally 1t s crucial to keep in mind some importani dit-
ferences between advocating, on the one hand. the prinaple of equal
opportumty. and vn the other. an 1deal of an cgaittanan socicty The
Schools Commission, tollowing the posiion taken in Schools tn {us-
irala, has treated these two wavs of interpreting equalits as though
they were facets of the same thing, or at least entirely compatible This
assumption 18 far trom correct .

It v true that even in a thoroughly egiliarar ety (e g one n
which the towl of significant human goods cnjoved by each member
i the same) there s a place for at least some version of the prinaple
ot equal opportunity - Fhe principle comesinto play whenever ¢ mmonly
desired goods are i short supply. or are ot the kind that presuppose
tor their possession the attainment of certair quahtications The prin-
aple does not simply rerterate rules of farrness (e g that the condivons
o be satsfied are indeed refevant or that those who acquire the desired
goods do 1 fact satsfy such condinons) Tt also reguires that. when
the reasonable grounds that apply here and now tor diseriminating
among individuals have their ongins 1o arbitrary soadl arrangements,
these arrangements should as tar as possible be ehiminated or ofiset
by the members of the sodety as a whole

What must be noticed 1s that even when the prinaiple ot equal opper-
wenty 18 nterpreted s tull strength, 1t s thoroughly at home o
wtal order 1 which there are vast differences i the goods thai mem-
bers enjov ¢ particuiarly. in incone and property social status. and politi-
cal power) In tact 1t in the so called free enterprise ceenone svstem
informed by hiberal, individualistic sociai theors. that the principle has
the tullest scope for apphication In the psvehology of iberal capitahism.
primacy v given toindividual competition and o profit as the incentive
for encenraging the skills and effort on which the svstem 1 thought
to depend Granted. then. that there v g broad scale of tinaneial rewards
wd that each level 18 o be o_cupred by the most deserving individuals
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judged on the basis of ability and etfort n tree and epen competiion.,
it 1s obvious that there should be a pervasive coneetn with equahty
of opportunits The pninaiple prescribes thato i so b asat s physically
possible and morally permissible. the conditions under « hich individuals
compete tor the rewards of the ssstem shall be equal. and thus the
rewards shall be distributed 10 proportion to personal mertt

The actual extent of soctal manipulation that the principle enjoins
depends on what 1s thought to be physically possible and morally per-
missible In liberal-capitalist societies. the scope was greatly enlarged
a the nineteenth century assumption that the laws of supply a >t de-
mand had the charac r of natural laws came 1 be abandoned  The
degree_ of entiusiasm tor the prinaiple of equal opportunity has also
tended to wax or wane depending on the state of the perenmal debate
over the relatve importance of genetic and environmental tactors

The main point to be stressed in the present discussion 1y that when
the prinaple of equal opportunity i being apphied to it tullest extent
n the contest of a liberal-capitalist society 1t does nothing i iselt o

promote a more cgahitarian xocﬂml order The dispanities of wealth, power

and prestige remain exactly as they were The onteone that the principle
does promoie. when nigorously applied 15 a soaety stratitied according
1o mertt rather than on the basis of patronage or hereditary privilege
trom their beginning one of the mam purposes of the public systems
ot education has been the development of a workforee that would meet
the needs of an mdustiial economy Fven when the range of «choohng
undertaken by most people came o indude several years at the second-
ary level. the occupational purpose tended to oy ershadow the ohjectives
of 4 Iiberal education (1¢ *of a broad and integrated intellectual moral
and aestheue developmenty The instrumental way of .nnking about
education was so entenched that even purely hiberal studies had to be
given a market value We teached the point where regardless ot any
real connection between tormal education and a particular job the level
of scholastic attamment or at ast the number of sears spentat school
generally determined the level of occupationgil income and presuge to
which one would have aceess Whether ovr Etended system ot fori il

schooling has much bearing on job efficiency 1t has certaindy come 0
plav ¢ cruaal role i selecting where people are to be placed i the
« coononite hier oy
Grven thes selective role 1t1s obvicus why advocates of equal oppor-
tunity withi v the liberal-capitalist system would coneentrate taeir atten-
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tion on the school 1. through varnous forms of social engineering and
pedagogic intervention. differences in scholastic cutcome can be made
to depend mamnly on individual ability and effort. then to use such dif-
ferences for occupational selection ensures that economic and other
advantages are apportioned according to mert

In 1ts discussion of equality. the first report of the Schools Commission
(1975 2 4) asserts “Schooling v not a race. 1ty major objective 1v not
to identfy winners and losers” This 15, however. more the expression
of an 1deal than an accurate deseription of the role that schooling has
plaved 1 our social and economic system 1t s precisely because the
race for the positions ot advantage h the system begins with formal
schooling that the advocates of equal opportunity have concentrated
so much energy on pre-school remedial programs

In ity most generous interpretation, the principle of equal opportunity
as apphied within the hiberal-capitalist system extends to what the Plow-
den Report called “positive discimination” I this view the principle
i not satstied even by providing ¢comparable conditons of education
tor evervone (itselt an extremely formidable task). 1t also requires that
those who experience senous learning difficulties should recenve rela-
tvely more financial and pedagogical assistance thar others There are
obvious problems i reconahing this anterpretation with the central
theortes of liberal capitalism Certainly it cannot be taken as advocating
4 kind of handicapping svstem so that. through adroidy applied differen-
tal treatment. all students, regardless of ability and interest. would be
educated to the same extent What 18 being assumed. apparently. 18 that
not evenvone needs the same pedagogic and other help to reahize her/his
potential tor education The point and jusufication of postive diserinu-
nation 1+ not. theretore o promote an equal educational outcome by
the end ot formal schooling. but to provide the mamum help that
n needed and can be gnven, o enable all individuals by that ume to
reach the highest level of cducational attainment of which they are
capable

While 1t v bevond the purpose of this paper to engage in a detatled
critical assessment of the prinerple of equal opportunity as it s apphed
to education in our kind of socal order<. at least a4 few summary com-
ments should be made In tavour of the principle 1t can be said that
it has pre oked action that has led o a sgnificant reduction of the
gross differences 1 the conditions un der which people were educated
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Moreover. 1n a socety cLaracterized by a substantial range of incomes.
it seems preferaule that entry to the more jucrative and interesting jobs
should depend on personal scholastic mernt rather than on some forra
of prvilege involving such factors as family sex. class. ethme group.
reigion This s not to imply that there are no better alternatives

On the negative side, 1t should dirst be noted that the rhetoric of equal
educetional opportumty (or equal economic opportumty through edu-
cation) 15 somewhat misleading Evenf the external conditions affecting
education were the same for everyone. as long as the educational out-
come depends on abilities that vary greatly among the participants. at,
cannot be hiteral’ . claimed that everyone has an equal chance of reach-
ing. threugh :ducauon. to the highest tevels in the social and economic
order To suggest otherwise s like saying that a4 person in poor heaith
has «n 2qual chance or WIRNIRE 4 race dgan ot d champion athlete just
becsuse they both compete under exactly the same conditions

in the second place. even when the principle of equal opportunty
i dpphied 1 a (oroughly efficient way. ¥ does nothing of atselt’ to
change the character Hf souety If there are inequitable ditferences of
neeme of w stratum of poverts at the botwom of the soctal pyvramd
shese remain anteiched What the operation of the principle 15 designed
tov affect are the occupants of the various fevels of income and power
Wh le particular e groups may no longer be disproportionately rep-
re -nted among the poor, ~ull poverty remains those who attempt to
ackieve soual pustice hrough vqual aducaaonal opportumty not only
overestimaie the role of the school as an agent of socal reform but
reny to di et attention frem e need for o direct and more eflective.
attach on peser's and related problems

Finaliv. the priwepls as apphed to education ateepts and rernforees
the questionabt: role tha schooling plays in deternuning one’s place
in the social and econemic fuerarchy  More generall  the prinaple
emphasizes alaos! exclusively the ustiumental value o cducation. ity
pav-oft 10 socio-cconomir advantage In this atmosphere, it 2as o
forget that the process of education shouls be a worthwlule cxpenence
i anselt and stouid plas a tundamental parta shaping the overall qual-
gy of humar hife Tt net sarprising then that when the school n
mtheult eecaomic careunistances Latds to be an effectve means of job

pportunity thure shouid be ardespread seepticism about the value of
education
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Egalitarian Modifications of the Equal Opportunity Principle

Unul fairly recently even egahitanan-minded reformers were inchined
to support equality of educatonal opportunity as an effecive and dewr-
able means for advancing their ideal of social equality During the past
decade or so. many egahtanans have witnessed the hmited practical
suceess of efforts at achieving equahity of educatonal opportumty, and
have become convineed of the powerlessness of the principle radically
o change the hberal-capitalist system  In fact. some have mistakenly
assumed that the prninciple belongs exclusively and ewentally to this
svstem, and as such they reject it entirels  Short of an outnght rejection
of the principle. various remnteipretations have been proposed that are
mtended to make the principle better serve the ideals of vocial equality
Iwo ot these reinterpretations in particular deserse some coniment
There v an attempt to accommodate at least some aspects of both of
them 1n the reporis of the Schools Commuston (and  Schools in
tuseralia)

The first revision damms that the 1deal of equal educational oppor-
wnity s achresed only when the outcome for cach individuat is as nearly
as possible the same or equivalent kquality 1n the imual conditions
of schooling and during the process will not do. because 1t results i
an unequal educational outcome and thus inequahty of social and econ-
omic cpportunity  Instead ot arguing for the equal right of all o the
good we call education. this view supports o radically difterent claim,
namely the night of all to the same (or equivalem) educational attam-
ment |adure o give due weight o this difference s one of the man
weaknesses 1n the treatment of equality n the devuments under
discussion

Whether the objective of equal educational outcome v defensible or
not. it should be emphasized that like the tradiional prinaiple of equal
educational opportunity. 1t assumes the connectiop between schooling
and souo-economic opportumity s strategy s o neutrahize this influ-
ence by ensuring that everyone i equally schooled The pracweal effect
of sich a strategy. however. can only be to exacerbate the situation
inswhich an mcreasing number of people engage 1in more and more
vears of formal education while at the same tme the scholastic qual-
ihcations required for entry o an ever widemng range of jobs are’
continually nising

A more tundamental point, however. is thet the attempt to implement
the policy of equal educational outcome (assunung 1t 1s taken serously)
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encounters severe moral and practical difiiculies The massive ol
engineering that the apphication of the policy entails could not avod
violating the ideals of freedom and justice to an extent that would be
out ot all proportion o the good that mav be achieved Tt at least
arguable that to educate evervone to the same level. no more no less.
i not for the good of a society As Jong as the genetically determmed
differences of ability that are relevant to educational cutcome cannot
be controlled. the policy itself cannot in the strict sense be implemented
Even in regard to intereat and motivation. which may depend largely
on environmental conditions 1t iy practically impossible effectivedy to
control their mfluence on educational outcomes
Proponents of the objective of equal educational vuteome have not
been blind to the practical obstacles A not unconimon way of attempt-
ng o avord these obstacles 1 through the use of verbal magic All
activities undertaken i the name of educatin and at whateser level
of achievement are declared to be of equal value The move v sometimes
supported by the daim that each indinidual deterr 1 himself what
i 1o count s knowledge. so that attempts o assess learning agamst
objective standards of achievement are not only morally objectionable
but epitemologicalls mistaken  Even af this pretence successtully
enetired thatn relation to schooling ever ne competed equally tor Jobs.
. it 1 patentls 4 betrasal of gducational values No one would try to
justify such asubterfuge if it were o question of making cqual provision
tor health care or i1 adequate tood and shelter
The sccond main remnterpretation »f the principle of cquat opportuaity
calls tor 4 soaal order 10 which the vanous sub-groups of the sodety
are proportionately represented at whatever levels the goods of the
wxiety ancluding educationy are distributed One of the man reasons
for the recent stress on squal treatment for groups rather than
/" indivduals has been the recognition of the poliical chiectiveness of such
_an emphasis Tt also has 4 certain appeal because 1t otfers indiv 1duads
who tail an escape tom personal responsibility, they can blame therr
Lfdllurc ot prejudice aganst their group
~Indiscusying this viewas it relates specitically to education. the report
Of the Interim Comnuttee quotes trom A H - Halsey

the go+' Lould not be the liberal one of cqudlity of aceess but equahity

. of ottomne for the median member of cach Wentihable non-educationally

detined group. 1 ¢ thg aserage woman or negro of proletarian o rural dweller

should Rave the same level of educanonal attainment as the average male
white white-collar suburbhanste !
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The attitude of the report to the objective of equal average educational
attatnment s not entirely clear It tovs with the 1ded. but s also some-
what ¢ntical The main tendency of the report s, I believe. finally
opposed to anvthing hike a strict doctrnine of equat educational ouicome.
whether the units being considered are sndividuals or groups In it first
report, the Schools Commission (1975 2 1) seeme to differ from 1ts pre-
decessor 10 this matter It introduces the first of 1ts baste themes in this
way

The first 1s equality an emphasis on more equal outcomes from schooling,

laving partucular stress on soual group dispariues and attem ) Dts o mitigate
them and on soadl thanges and their effects on de ired outcomes

It shouid be ncticed in passing that this group approac™ to equal out-
comes from schooling v not quite conststently or clearly claborated 1n
the seport’s subsequent discusston of equality On some aspects of the
matter the Commission’s second report ss less ambiguous In general
it focuses attention on mproving the educqtional achievement of
indinviduals rather than of groups In fact, it speaks of the "demonstrated
ncapacity fot education] substantually to alter the relative posiion of
soctdl groups (SC 1976 24) Despite this e report s still concerned
about the education of soctal grours as such Thus it calls for a greater
cffort to give “under-achieving soual groups’ a better chance of sieeess
at school (SC. 1976 2 19) Whie the second report explicithy repudiates
the objective of equal individual outcomes in education (5C. 1976 2 1
it mahes no comment on the question as it afledts groups

A number of weaknesses 1o the attempt (o achieve equal average out-
come among socal groups have been pointed out in a recent article
bv AR Jensen o The attempt is, as Jensen puls st

untortunate for education not oply because the mdividual s the essential
unit ot all the tactors involved 1n educabtlits but because nonc of the ethnic
or ~octdl groups :n question s sutinaent!s hemogencous 1o the charadensties
mvaolved i educability o warrant 1t being treated as the umit tor any
cducatienal preseripuon

lensen also stresses how mistaken 1t s o assume that differences e
cducational outcome can be resohved by concentrating on soaal and
ceon i tactors for there are roughly the same individual differences
of scholastic pertormance and income among siblings as among diflerent

soctdl dasses and races
In relation o the practice of “reverse diserimination” in which social
group quotas govern the process of selection Jdensen raises several cni-

ERIC 251

Aruitoxt provided by Eic:




5

Equaliy and Educaton 183

asms there s the problem of deciding what groups are to bhe included.
and where to place the quota, for appheants who are near the selection
cut-off. point. the use of group quotas frequently leads to the rejection
ot better quahtied individuals from one group i favovr of less gualified
individuals from another. the very highly qualified members of groups
protected by a quota tend to be seen as benctictaries of the quota system
rather than 1n terms of their personal ment *

I do not wish to suggest that the general aim of ensuning the same
average educationul attainment  among non-educationalls  detined
groups 15 objectionable (The a:m would not satisfy g strict egalitarian
Fyven a less demanding supporter of equahity could claim that averages
may disguise serious mnegualities among groups so that the arm should
really be something like the same pattern of distribution over the whole
wle of educational attamnment ) What 1 would claim s that there arc
sertous practival difficulties in trying o achieve the objectine aad that
its imphications tor educational practice are far from dear

Summan: Assessicg the Place of Fquality in Fducation

In the present enturs schoolmg has been valued mainky as an
mstrument 10 the sersice of pohtical economic. and soaal ends Taese
ends b ve been signtheanths shaped by 4 widespread comnutment o
cquahity as 4 soctal dedl interpreted byesonie as actual cqualiny in the
total goods of Iife and by others as equaht, of opportunity It hardl

surprising, theretore that schooling should have been so mfluenced by

the sovtal tdeal of equalits From what has alreads been sard 1t wall
he dear the 1 believe the concern tor issues of soctal equabty in and
through schooling has plaved an altogether disproportionate partin edu-
cational theors and practice It has remntoreed the purchy instrumentad
approach o cducation and the otten artuheal connection hetween
whooling and economic status - and has distracted attention trom ques-
nons ahout the specificalls educational quahity ot what hools achieve
1 distine from therr 7 stulness as sociai ey etlers of escalators (depend-
ing on how oneanterprets equahity

Hioncall the adeal of equahty has been apphed 0 education
mainhy i relation to the pnnaple ot cqual opportunity there v
believe o clear it modest place tor this prinaple the conduct of
edrcation 1t can justifiably be argued that where two people are coual
1 characteristics that are relevant to the attamment of what v judged
to be 4 generallv desirable ievel ol edutation  thes should have
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equivalent opportunities wor achieving such an education Whether the
effort to offset various kinds of obstacles to education can, or should.
be jusufied 1in terms of equal opportunpty s more doubtiul

On the question of equality of treatment as 4 general poliey i the
practice of education. there 1s 0o serious argument at the present ime
Evervone acknowledges that. s relation to learning, human beings are
in fact unequal 1 the 1 capactties, interests, and mouvation To treat
eversone in the same way would only exacerbate the differences Pro-
ponenis of equal ecucational outcome have for a fong tme been strong
supporters of unequal treatment 1n the process

The case against equabity of ontcome seems almost as ‘Obvious not
only tor individuals, but for average group performance unless the en-
terta of "non-educationally’ defined groups are nigorously determined
It the program were to be taken serioushy. it would first be necessary
for every child to be made a ward of the state at birth and 0 be raised
under identical conditions  Even when all the controllable envirenmen-
taf tactors have been accounted for, humen beings remain unequal in
their capacities for educational attainment. Thus an equal outeo.ne could
not be achieved without seriously compromising principles of justice and
freedom In any scheme of this kind, there are also the evident questions
abont who the sovial engineers are o be. how they gain aceess to therr
posttion. what controls they are subject to- Apart from the totalitarian
character of the political svstem  there would be a sertous foss to the
culture as « whole If the objective were effectively achieved. the stand-
ard of intellectual, aesthetic and moral excellence would at best be what
a majority of people i the soctety could, through various hinds of edu-
ilional effort. be brought o achiene

The inappropriateness of aiming at equality of outcome 1s particularly
dear when one reflects on the nature of education s a human good
In contrast to food and clothing property. wages. annual leave. and

“even aspecets of health care, education o not hike a simple product that

wn be neatly packaged and distributed As an achievement. itis @ highly
complex and intangible set of goods  beliefs, atutudes, ways of thinking,
aung, feehng imagiming 1t v never possessed onee and tor all. and
it admits of an enormous range of posible levels of attainment with
virtually no upper hnut {n particular. 1t 1s not the kind of good that
one person can bestow on another, treated as a passive recipent How-
ever helpful pedagogic intervention may be. education depends directly
and tinallv on each individual's efforts at understanding and on the
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extent to which these are successtul 1t 1 a moral deal of teaching to
use whatever knowledge and skills one has 1 order to enable each
individual learner to achieve the fulle®t understanding of which he or
she 18 capable at the time

In summary. Whatever mnterpretation 1s placed on equality as a soctal
ideal. 1t seems to have only marginal bearing on the practice and objec-
tves of education

Aspects of Equality in the Human Right to Education

There 15 a rather different question about equahity and education from
the kind we are consdering. one which 1s often obseured or at least
confused. by a preoccupation with the school as an mstrument of socal
equality 1t 15 the question of whether there should be a common cur-
riculum. whether evervone should have access to a liberal or general

education that 18 the same 1nats objectives and the main features of

its content This question leads into a large and complex topic on w hich
comment 1s necessary to the extent that it 1s related to another way
in whidg the moral 1deal of equality has bearing on education

If we assume that evervone has a human right to education. we are
granting that everyone has. in some sense. an equal claim to acquire
the good we call education ” We are also asserting 1n effect that whit
we call education 15 necessary for the welfare ot each human being as
such Thus. more speatically. the right s @ moral cdlaim on the group
of human beings that make up a society (and perhaps ulumately on
the whole human community) to do what 1t can to ensure that each
of 1 members becomes educated Given the charadteristies ot education
that were noted above. this moral datm v sull a very obscure one Apart
from the babel of conflicung opimions on precisely what the good called
seducation’ consists in. there 1 the obvious problem of different natural
capacities for learmng Do we mean that each peson makes a moral
daim to obtain the fullest education of which he s capable” Oraf we
focus literaiiy on eauality, are we to say that the moral claim extends
only e the level of education that the least capable members of society
can attatn? A muddle ground between these extremes can. however. be
justiied and 1t s here that the question of a common curriculum enters
the picture The present analysis does not attempt to fill ouw the details
of the argument. but merely sketches 1t main outlines

() In the transmission of the whole culture ot a society from one
generation to ancther education un the sense souated with schooling,
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has a relatvely specific role to play Its proper funcuon 1s himited not
samply to those aspects of the whole culture that are worth pieserving
but, among them, to those whose acquisition depends on, or at least
i faalitated by, a deliberfte and sustamed program of teaching and
learning There are many worthwhile aspects of a culture that can be
acquired just as well, or better. through direct expenience 1n varnious
soctal practices, for example. as 4 member of a tamily or other close-knit
group, at work. at play. or through rehgious and other celebrations

(1) The content that satnfies the foregomg conditions has often been
called the *high® culture 1t 15 that part of the total way of life of
people that v systematcally and self-conscrously developed in the hght
of rigorous standards of excellence At its core are those activities that
attempt to embody and express the highest intellectual. moral and aes-
theticideals This form of culture i (10 use Raymond Withamis's phrase)
documented i a “body of intellectual and imaginative work™ M It s the
wentral business of education as schooling o ntroduce each generation
to this body of work as a hving tradition Not all societies have realized
a high culture n this sense of the term Among those that have done
so. the deals and achievements have vaned in guality. both between
and within culturai tradinons Broadly spedhing, the tendency 1n high
culture v towards universality, towards the standards ot truth ration-
ality, objectivity. and moral and aesthetic excellence that apphy o all
human beings In Arnold’s well-known phrase. the concern iy with “the
best that has been thought and sad in the world”

(uy The gh culture s to be distinguished from other mamitestations
of wulture that may torm part o1 the whole wav ot Iifc of a souety
In particular. ot v unlihe "mass’ culture i which the emphasis s on
entertarnment, escape. the thoroughly predicable response that has been
drained of any serious mental etfort [t s also unlihe “folk” culture which
n largely unseltcorscrous and integrated into the enure tabnce of the
hfe of those who prrticipate Obviousiy. the high culture aftects and
i atlected by, such other torms The high culture must alvo be distin-
gutshed trom the charactenzing values of the so-called socul classes,
assuming that such groups can be distingunshed independently o -
teria of hirth or income It s true that the hgh calture has often been
the preserve of a privileged class, has often been valued more by one
ass than another. and has often borne the unmistakable influence of
this or that particular dass Of itself th > higa calture s the inheritance
of all the members of 4 soctety becatse 1t coneerned with the standards
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of general human' excellence 1n the intellectual, moral, and aesthetc
domains. It is precisely in thi§ sense that it 1s a common culture and
provides the substance of a common curriculum The sense of ‘common’
is qualitative not quantitative: thus 1t 15 not what the culture of the
majority actually 1s or what remainder of beliefs and values the members
of a society. happen to share when all their differences have been
subtracted. -

(iv) To become acquainted with the content of the high culture in
this sense is evidently worthwhile Whether it should be the object of
a human right 1s perhaps less clear Can 1t be suid that each individual's
welfare as a human being depends on it? An argument for an affirmative
answer can be set out in general terms as follows. The development
of a distinctly human character depends on learning the main symbolic
systems of a culture These systems provide different ways of describing,
explaiming. interpreting, and appreciating the human and physical
world <To the extent that an individual 1s 1ignorant of any of these sys-
tems. he is thu, hmited as a human being. Hence all members of 4
society need to be adequately imitiated into each of the main symbolic
systems. This condition cannot be sausfied unless 1t includes at legst
a general introduction to the content of the high culture, for the lat
15 the conscious development of these main symbolic systems according
to the most adequate available standards of truth, objecuvity, and moral
and aesthetic excellence .

Whatever else it might include. the buman night toreducation may.
therefore. be interpreted as a moral claim that all individuals make on
their society® to be provided with the opportunity for gaiung an adequate
general introduction to the content Hf tae high culture. the common
curriculum 1n the sense already indicated What constitutes an ‘adequate
general introduction’ would need to be determingd 1n detal. It would
set out the level of general or hiberal education that 1t i fiting tor
any person to achieve Such a program would certainly go beyond the
basic skills of hteracy and numeracy and an elementary knowledge of
the social order to which one belongs. However the engagement 1n
mathematics, science. hterature, and the other elements uf the high cul-
ture would just as clearly not be undertaken as a basis for scholarly
work. but in order to develop a broad framework for understanding.
interpreting, and appreciating human hfe.

The providing of opportunity would Fave 10 take account of the diver-
siy of abibties and interests affected by environment and heredity
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Ideally, each 1ndividual should be enabled to go ‘as far towards achieving
the desirable level of Lberal education as his or her persenal abihties
and efforts will allow In practice. the assistance that can be given will
depend on the full range of cluims, based on human nghts and other
moral grounds, that are.being made on the resources of a particular
society / .

Although the reports of the Interim Committee and of the Scheols
Commussion are not concerned in detail with the question of education
as 4 human nght. they do take up two crucial elements of the foregong
argument the questions of a common culture)and curnculum and of
a4 desirable standard of educational achievement

The former 1s touched on 1n the Commission’s first rcpnrl (SC, 1975

27-210). What we find 1s hdrdly a systematic discussion Sull. there
are at least some hints of an argument hidden among the thickets of
several dense and diffuse paragraphs. In summary, the report seems
to favour an extensive form of educational pluralism for the purpose
of reflectng and encouraging every variation of values 1n the society.
vet 1t also wants the schools to provide a kind of common curriculum
Although there 15 no clear indication of how these objectives are to
be achieved simultaneously, a clue s given in two assumptions made
by the report that the srange of desirable intellectual skills can be
acquired independently of any particular body of knowledge and bghef,
and that even when logic, mathematies, science. art and so on ave the
objects of schooling. their study 1s compatible with any framework of
values

Granted the obscunties and ‘terseness of the report. there are neverthe-
less at Jeast three points that should be made against ats views on a
common curriculum '

(1) The acquistion of important intellectual skills cannot be divorced
from bodies of knowledge and beliet or. more generally. the tradiions
of systematic inquiry 1n a culture The report seems to treat literacy
as simply a *word game’, having no integral connection with soctal and
cultural practices Apparently 1t wishes to treat all intellectual skalls in
an analogous fashion

() There 1s a hmit to the tolerance which logic, mathematies and
scrence have towards diverse value frameworks The intellectual and
moral values involved 1n the serious practice of public modes ot thought
are simply not compatible with every value framework To take one
conspicuous example the tradion of critical raudnahity which has in-
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formed the public modes of thought in the rece=t history of Western
culture may bé valuable for human beings generally. but 1t 1s certainly
not valued highly 1r every culture, or evea by every group within western
culture. In regard to the report’s policy of educational pluralism, what-
ever the schools may be able to do to accommodate the diversity of
values in the Austzalian society at large. they cannot consistently reflect
- or respect the fairly prevalent range of values that are fundamentally
anti-educational. Morecver, for at least some children the ‘reality’ (tc
use the report’s word) of therr family background i thaped by such
factors as ractal or religious prejudice, superstiion. crude matenalid,
dissension between parents, cruelty and violence. It 1s naive, therefore.
to suggest that there should always be harmony between the values of

the schoni and those of each child’s family.
(m) Where the report favours a common curriculum. it seems to rely
mainly ¢n a utihtarias wrgument. The emphasis 15 not placed on the
intrinstc value of the act vities that constitute the common curticulum

1

or the contributicn © * " 1ke i0 the living of a worthwhile and sa&sfymg
human life. but o y-off they have in our society n terms of
pohtical and soci: ind economic advartage. Thus the report
wants everyone 1o iterate 1n standard English. not because 1.

will enable them t¢ _  access to the great ardistic achievements of

English hterature o- even to read serious contemporary journalism, but .
because 1t 1s the language in which the business of everyday life in -

our soctety 1s conducted (SC. 1975 : 2 10) .

In regard to the question of a desirable standard of education that
evervone should have the opportunity to achieve. | befigve the postion
of the Schools Commission 1s more satisfactory In eacq of the threc
documents considered. the priorities for government action 1n education
are directly reiated to the task of ensuring that all members of the society
reach a certain level of achievement over a range of common educational
objectives. This general approach 1s clearly consistent with the interpret-
ation of education as a human nght suggested above. There are. how-
ever. two main quahfving comments 1 would make on the Commussion’s
argument. ‘g

First. the stress seems to be placed on a mummally adequate edu-
cational attainment (The first report of the Commission speaks, for
example. of ‘threshold levels’ and a ‘basic plateau of competence’y if
the level of expectatio.. has been placed too low. 1tis, perhaps. because
of the undue weight given to instrumental criteria (such as occupational

/
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needs and social efficiency). Admittedly. the two reports_ of the Com-
mussion seem to go further than the report of the Intenm Committee.
They are, however, ambiguous on whether the kind and leve! of edu-
cation they believe everyone should attain requires an mtiation nto
the high culture. One basic difficulty in assessing the adequacy of what
is envisaged.is that none of the documents provides even a general
description of the program, not even of the kind that Raymond Williams,
in The Long Revolution, proposes for a common curriculum.!?

Second, contrary to the Commission's belief, the policy,of using public
resources selectively in an eflort to ensure that everyone will at least
reach a certain standard of education does not depend on or necessarily
promote principles of equality. If the policy succeeded. the quahty of
forthal education for a large proportion of the society would be raised
to a satisfactory level. It 1s possible that, for a’majonty of people in
the society, the gap between their level of education and that of the
best educated would be narrowed Unless very able und interested
students were in some way prevented from exceeding the proposed desr-
able standard, there would sull be very sigmificant differences n
cducational achievement. It 1s concewable that, i a situation where
everyone had the opportunity to attain at least' a good standard of
education, the upper limits of achievement might be advanced

It1s misleading, therefore, to speak as Schools in Australia does, about
promoting ‘a more equal basic achievement between children® (SC
Interim, Committee. 1973: 29), or to claim, as the Commussion’s first
report does, that the development of independent learning abiliuies 1n
everyone will advance greater equahty of educational outcome (SC.
1975 - 2.7) .

The policy may be linked more closely with equality of opportumity
than with the ideal of an egahtarian society This 15 the connection that
1 highlighted in the Commission’s second Report It seems to me that
the policy can be better defended on the ground: that were proposed
above 1n examining education as a human nght This approach avouds
the difficulties raised 1n the first section of this paper against using the
«choo! as an instrument of equal economic opportunity. Itis also more
consistent with the policy that the Commusson 15 really advocating The
objective 1s not to provide everyone with an equal opportunity to reach
the desirable level of education, but to give each individual the assistance
he or she needs n order to reach that level. The objecuve might more
accurately be described as the promotion of appropriate or sufficient
opportunity .
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To return finally to the general question of equality in the human
nght to education, 1t seems thai equality is involved in two respects.
First, stress is placed on a curriculum of general education that is the
sdme for everyone 1n its objectives and the main features of its content
and, second, gvery individual 1s held to be equa‘ly entitled to the greatest
possible assistance he or she needs in order to attain the desirable edu-
cational level. Beyond these features, how ever, education as a human
right 1s by no means dominated by the notion of equality. In the process
of education, the nght requires substantially unequal treatment of
individuals according to their particular abilities, interests, and social
arcugstances. It does-not imply that everyone will, in fact, reach the
quality of liberal education considered appropnate for any human being
Mor does 1t prescrite that no one shou!d go beyond this level of edu-
cauonal attainment What 1t does require is that everyone should cer-
tainly have a sufficient opportumity of at least ganing an adequate
introduction to liberal education Education viewed as a human nght
has nothing to do with equality of vutcome: the whole emphasis 1s on
the responsnbfhty of a society to ensuré that, as far as possible, no one
fails t» gain the range and quanty of education that befits the dignity
of a human being.
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Postscript
‘Following Peter Sheehan’s comments in the Introduction (pp23 4). |
have already tned to make my position clearer on the objective of equal
average educational attainment among groups by the additon of a para-
graph on p.283 This does not necessarily put me beyond the reach
of his criticism
_In summary, my present view may be stated in the following way.
On the one hand. | agree that. when non-cducationally defined groups
are not proportionately represented at the varous tevels of educational
achievement, we should look for features of schooling and the hife of
the society that systematically influence this outcome. When such fea-
turé are subject to human control, they should be changed—provided.
of course. that the henefit 15 rot outweighed by the loss of some other
good

On the other hand. as I have indicated in Chapter 10. 1 have reserva-
tions about the interpretation of the policy in practice’ the determination
of ‘non-éducationally’ defined groups: what groups of this kind are to
count as sigmficant for the application of the policy: the'exteni to which
the causes of group differences come within the power of schooling;

1
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-how the policy 1s translated into the educational work of teuchers in
relation to individval learners, the amount of sccial engineenng that
may be required (¢.g. How far are we 10 go in trying to offset the advan-
tage that home environment apparently gives the middle class over the
working class in scholastic achievement?). A more basic point. perhaps,
is that most supporters of the policy seem to be preoccupied with the
economic, social, and political consequences of gaining different levels
of schooling. Thus, in practice, the policy not only tends to endorse
fully the basic assumptions of the princple of equahity of opportunity
but also leaves unquestioned what schools do in the name of education
and the whole business of credentialling. -
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