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training. White +the questlion of +he relationshlp
between education and tralning will be noted at the end
of thls sectivn of +hls Research Report, 1+ Is
appropriate +to expand upon ftwo distinctlions between
education and +ralning suggested by Peters, as +hey
Il luminate certaln criterlia of the educatlon process,
Firstly; +the tralned persen ls one who has a |imlted
concaptlon of what he Is dolng, as fralning suggests
the acquisition of attitudes and responses approprlate
to a (Imited slituation where, as noted, a conceptual
scheme, developed through aducatlion, has a bearing upon
~and transforms the educated person's perspectlve of the
world. ;

The second distinctton betfween training and education
Is that tralning 1s tnstrumental, belng almed at the
attalnment of a particular goal, Thus tralping can be
regaerdad as completed wher the desired goal Is
reallsed. Education, on the other hand, Is a I[fe~long
process,  There are no flnal goals In educatlions In
fact goals c¢ome to be questioned and changeQ tn“rgrms,
" of the cognitive perspective which the educatad person
develops. o A

As noted, the educated person possesses 'a relevant
body of knowledge.! This knowledge forms +he content
of hls education. In [Ethles and Education <Reters
critliclses those who advocate some notlon of education
that lgnores content, and argues that +he procedures of
any disclpline can only be mastered by exploring !+s¢
establshed content, ’
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In the varlous modes of +thought such as
sctence, hlstory and phllosophy there Is a
great deal +to be known before the peculiar
nature of +he problem can be grasped, The
procedures of a discipline can only be
mastered by an exploration of I+s establlshed
content ... .60

The modes of +hought whlich are worthwhlle In themselves
and lead to a deslrable state of mind Peters calls
teuyrriaulum acrlivitles!t., :

Having excluded extrinslc alms as extransous to the
notion of education, Peters character{ses the educatlon
process In terms of crfterta which are Intrinslc to
educatlion. Curriculum activities, In terms of whlch
the agent coumes to care about and possess relavant
knowledge and skllls as well as & conceptudl scheme In
terms of whlch knowledge Is organised tbeyond the level
of disjolnted facts!, lead to a state of mind desirable
Th Itself. Peters now has Yo show that the state of
mind which derlves from curriculum activities Is more
deslrable than that which derives from some other form
of Intrinslically worthwhlle activity.

He rejJects attempts to J&ﬁ*lfy anyone who should choose
to pursue currlculum activities In terms of ‘'wants?,
polnting out that because a porscn wants somethliug 1s

no Justlficatlion for regarding what |s wanted as

worthwhlle.

60 Ibid. p.54,
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Peters turns to the concepts of 'pleashre' and 'paln!
In  order to support the pursult of currlculum
activitlies., He beglins hls argument by suggesting +that

without the concepts of pleasure and paln +he concept

of 'reason for actlon' would be unintelllglible,6!

However, he states that attempts +o Just!ify any

activity In terms of +the pleasure +that 1+ brings, do
not +ake wus very far because where more thaw one
activity brings pleasure, we stlill do not know which
activity 1s +the most worthwhile, The reason for Thls
difficulty Is that words |lke 'pleasuyret and tpaint are
very general terms, and +to be made more speclflc nuad
to be related to the partlcular activity or state which
brings fhem about.  |f we wish to be able to answer +the
questlon as +o the value of currlculum activities In
cemparlson to some other pleasurable acflv{*y} we need
to look at the characteristlics of *the activities
concernad. t

What then are ‘the characterlstics of currlculun
activities that distingulsh them from other forms of
pleasurable, Intrinslcally worthwhile activitles?

~Currleulum activitles are ‘'sarfous' In that they

t1luminate other areas of |lfe,

Sciencoe, * hlstory, I tterary appreclation,
phllosophy, and . ether such cultural
actlvities are I1ke  games In beling
disinterested pursults. They can be, and %o
a Jarge oextent are, pursued for tThe sake of
valuez [ntrinslc to them rather than for ‘the
sake of extrinslie¢e ands, But thelr cognltlive
coneerns and far-ranging cognlitive content
glve ‘them a value denfed *+o other more

61 Ibld. p.i50.,
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circumscribed activities which leads us to
call them serious pursuit+s.62

Pefersyfhen turns to an assessment of why currfculum
activitles, ¢  .ner than 'less serlous' actlivities,
should be ptiriyed, He bases hls Justification of

_curriculum activities on a 'transcendental' argument.

The '+hanscenden+a1f argument used by Peters Is based

~on the aséump*lon that In serlously asking the question

'Why do thls rather +than that?! the questioner |[s

committed to seeklng an answer, Thus In asklng the

question %@ﬁy curricuium activittes rather than some
other p!éasurabie‘achg}iygl the questloner s éngaged
In the pufsult of knowWledge of the +type which

,charac+erlses,currlculumfac+1vl+les.

I+  would be [Irrational for a person who
seriously asks himself +the questicn 'Why do
+his rather *han +h#at?' to close hils mind
arbltrarily +to any form. of Inqulry which
‘might throw Iight on the questfon which he Is
asking.63 Py ‘

Peters's argument Is open to criticism on two counts.

‘The first Is hls characterising of education solely in
terms of Intrinsic crlterla on fthe grounds that
extrinslic factors are extraneous to the notlon of
educatlion., The second ground for aritlcism Is that the

argument which he employs In defence of curriculum
actlvitles as belng more worthwhile +than any ‘other

intrinsically motivated activity, Is open to question.

i

-

62 [bld., p.160.
63 |bid. p.162,
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~this quality of Ilfe, there are grounds for
~economlc alms among the alms of education.

where baslc¢ needs have been met.64

Regarding +the excluston of all extrinslc alms In

characterising education, [t has already been accepfgd

that 1f the purpose of education Is to contribute to
~the quafity of Iife of those Juvolved In the process,

and,%hai materlal conditlons comprise a dimension of

Further . grounds = for accgb*lng ~extrinslc atms Ih
education are suggested by John White.
of tnose who would Justify solely Intrinsic alms In

White ObserVQS

education, that thelr standpolnt presupposes a soclety

In‘a SOqufy‘where

subsistence farming 1s nq*'produglng°50fffctenf,fqod to
‘feed the population; there SQaqﬁ'lIf¥Je'wrcng'wiThg+he

idea that education should almﬁ'in“paET§ aT?improthg

and modérnising farming methods.  Yet In terms of

Peters's restricted deflinitlion, to speak of a natlon

employing educatfon In' [ts. programme of modernlsling

farmlng;mefhodstwougdﬁbe ?o~ml§hsé +he ferm édupafion.“v
A further criticlsm of +the vlew that the alms of

educafidn are Intrinsic, noted by White, Is +haTg$hjs

standpoint tonly makes sense for those wffh‘lelsure.'§5k
‘Although 1n the Iight of high unemployment In developed
countrles the cal! Is sometimes heard er 'edbca+lng
for lelsure' or feducating for unemploymehf*»'unfl1 g
lelsure soclety emerges +the alms of,educaffoﬁ'need to
be developed beyond simply those Intrinstc to +he
process Itself. : -

64 White, J. op.clt. p.29.

65 [bid. p.18.
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Peters's argument In support of currfculum activities
as  belng nore worthwhile +than other Intrinsically
worthwhlle activities Is also open to questlon. Pe+ersk
argues that education, |1lke réform, marks out a state
of mind which Is deslrable In [tself.  Yet It I's
posslible to Imagine . someone accepflng Pe+ers's,
characterisation of education and yet decldlng to opt
 for somethling else, for axample tralnings In Its place.
In other words 1t would seem jpossible not to desire
something that 1s desirable in titself. - What Peters
needs to do to support his argumen+ for Intrinsic-alms
in educatlion, Jskforahow that the desirable state of
§ mind {nduced through curriculum acflvlfles s, like
”vfﬁ ‘ L happiness, an end (n [tself.

by T

e | . ) o
el . ) ) 3 . E ’,.,‘ s

';fv“fv 2 ; - | Pe+eks*s '+ranscendewfa!' us*i zﬁa?ton for The pui Mrf
;?'g7f,,.§ R of currlculum activities rafhar t+han some other form of

o 7; ) ~ Intrinstcally worthwhile activity, can = also be
g@f_j;i‘ 5 | questioned. Peters Justifles the pursult of currliculum
(. | activities on the grounds that they enable the
questioner to answer the question 'Why this rather +han’ B
that?! Presupposed In asklng the quesflon lsy a - Y\
commitment to seeking The answer, Il.e. the pursul+\of
knowledge. It would be lrrational not +to regard %s
worthwhite +hat which enables you to answer your\vp
question.  White questions Peters's use of the
'transcendental! argument argulng +ha1fﬁhe ques+loner 

is not "commltted to +t+he pursult  of
knowledge" In the sense +that educationists
have In mlnd. «vs The most he Is committed
to seeking 1s the specific plece of knowledge
which answers his question. Any questioner
s committed tao the pursult of knowledge In

A
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this very attenuated sense ..., .66

In spite of the criticism levelled at Peters's clalm
that the alms of education are Intrinsic and at his
supporting argument, +he view that +the aims of
education are Intrinsic has enjoyed pcpu!arlfy since

~classlcal times, Artstotle having argued that knowledge
While the

should be pursued for [+s own sake,
popularity of the view that the alms of educatlon are

Intrinsic does not In Itself Justify the viewpolnt, I+

does dlrect us to seeklng“reascns for thls popularity.

The pursult of currlculum ac+lv1+IeS, In the sense that
Pefers"suggesfs the term, contributes an Important
dimenslion +to the quality of I|life of the Individual.
Firstly and wmost obleus}y;i there Is a very real
pleasure to be derlved from the pursult of activities
whose ends are not outslide’ themselves, ~ The great
number of people who play golf prove +his~fpoin+a
Simitarlys there Is a particular pleasure to be derived
from a process +hrough which an tIndividual comes to
master areas of Kknowledge, not for any Jex+rjnslc
reason, but simply for the pleasure whlch derlves from

the process Itself.

Whitle i+ Is +rue that not everyone would régard the

ﬁhrsu[f of curriculum activities as thelr preferred
Intrinsically worthwhile actlivity, conceptual schemes

of the type developed through currteulum actlvities,

have a dlrect bearlng on ‘the quallty of |ife of +the

66 1bid. p.10.
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¥nto everyday
‘;Qomprehensioh and enjoyment of hls world, they can be
‘regarded as contributing a non-matertal element fo the
qGallty of I1fe of the Individval. |

individual.
conceptual schemes, knowledge 1s organised beyond the

-level of dlsJointed facts, The conceptual schemes

developed by the Indlvidual enable him to understand
principles and reasons underlying what would otherwlse

be unconnected phenomenwu.  The knowledge +that ‘the
Individual comes to organise Is not confined to +that
which forms the content of +the curriculum.  Dally

experience and knowlesdge become part of a broad pattern

of Interrelated phenomena and the Indlvidual's world Is
+hus rendered more comprehenstible and meaningful. In

-ﬁhe'senseffhaf conceptual schemes are carried through

l1te, Increasling the ~Individual's

iy

The pleasure,dehived from lls?enfng to ﬁﬁslc éupporfs

“this clalm. Music can simply be llstened to and

enJoyed as a tune or form of relaxation. However,. the
individual who s able to relate a plece of music to
different works by the same or another composer, who
percelves 1+ within +he context of the development of
music, who Is able to relate I+ +o hls own exparlence.
be It as |lstener under different clrcumstances or as

performer, enjoys a hlghtened awareness and deeper

pleasure than the person whose enjoyment |s not within
so broad a context. An educatlonal process that denled
+he pupl| +he opportunity of developling such conceptual

schemes would render *he child less able to understand

and meaningfully enJoy the world around him.

Peters recognises fhat extrinslec goals can be achleved

through an educatlion process “+the alms of which are

E - o .
B T R PRV VR OO

I+ has been noted +that In terms of




Phtrinstc. The conceptual schemes devaloped through
curriculum actlivitles would appear a case In polnt, as J
+hese"coﬁcep+ual schemes have relevance to  the E
tndiv!dual's Interpretatlion of hls everyday experlence

and are not simply restricted to +the ordering of The
content of a curriculum, Seen within *the context of |
everyday experience (and not simply confined to “rhdﬁ
education process) [t s difficult +o regard'=so*
Important a contributory factor to the quallty of 11fe

of the Indlvidual, as merely an Incidental goal of an
education process the alms of which are Intrinsic. To

do so could be seen as belng to mIsinterpret the nature

of educatfon. | o |

1t 1Is suggested +that the development of conceptual
schemes, Insofar as they contribute towards a-greater
understanding and appreclation .of +the individual's
world, contribute +e +the quallty of [l1fe of the
~Individual. There is, however, a dimenslion to tThese
; ~conceptual schemes that requires closer attentlion. A
! normative dimenston s an Important element of any
conceptual scheme 1In terms of which knowledge and
yxXperlence come to be organised, as such organlsation
Involves the attributing of values by +he .agent.
"Currfculum activitlies encourage reflectiveness, a
disposition t¢ questlion glven goals and the reasonlng
underlyling these goals., Insofar as educatton, the alms
of whlch are- Intrinstc, promotes +he disposition to
question norms and values, the possibl ity of conflict
wi+h certain Impiications arising from an economic alm
I'n educatlon becomes possible. The workplace Is one
possible area of such confllct,
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The demaan‘ of +he workplace are for obedience to

cauthority. An Tnclination to questlion rather than

simply to obey could, under certaln clrcumstances, not
only be conducive to worker dissetlsfactlon but also to
labour unrest and the disruptlon of production. Yet
the qual ity of the Il1fe of all !n soclety requires +haf

economlc goals are questloned |f these goals are to

beconsa means to achleving a. hetter |lfe for all and

7
/

not slmpfy an end In +hemsel?q§.,~Buslnass'of+en tends

to equate I+s Interests wlth the Jinterests of soclety

at large., 1% .ts only through the quesfiohlng of
economic goals ftha# control over the exploltation of
resources; falr wages and good working conditfons can

be achleved.

By = acceptling bo+h Intrinsic and ecgnomlc, alms . as

central to education, +the notlon of aducaTTOnf Is

~extended In the sense that cebTaln”of'fhednon—méfertal

as well as the materlal elements which contribute to

the quallty of llfe of the Individual, are racogniﬁkd

within the educatlon process, However, more needs fo

be sald about the normative dimension of the
Individualts conceptual framework., -~ The impor+anc¢70f‘

reconclling possible «confllcts  arising from |both.

economlie and Intrinsic alms belng asslghed a central
pos!flah .among the alms of educatlon, suggests the
development of the ablllty to make defeﬁsib!e moral
decislons as a central alm of education. There would
appear to be a place for some form of moral alms .among

 fhe ¢en+ral alms of educatlon,
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The reconcil(iation of confllcting Implications +ha+ may

arlse~fromfaccep+lng both economiec and Intrinsic alms
as central alms of education I's not the only reason for
Including a mora! alm among the alms of education. In

,fhls section of this Research Report the question of &

moral alm In educatlon will be examined. I+ will be
suggested +that k+he‘ Inclusion of & moral alm as a
contral alm of education, not only makes possible the
reconclling of cenfllctling lmpllhaflbnS‘?ha+ may arilse
from Inciuding both economic and Inttinsic alms among
the central alms of educatlon, but also contributes to

‘& further broadaning of +he notlon of education By

directing us to ta soclal dimenslon! of educa+!on.

BafOre‘argulng +he case for a moral alm as a cen+rﬁl
alm of education, clariflcation must be sought on what

1s meant by the term a 'moral elm! fn 9duéa+10nm-

Clarification of what Is meant by a moral alm presentys

i

certaln difflicuitles as there [s by no means agreement

on what Is meant by the word 'moralify's In many areas

ot knowledge words refer to clearly defined concepts.

In mathematlgs, for example,  the term 'greater thant

refers to a concept that 1s clearly deflned. The

descr!pflve~exéc+ness of words found In mathematics s

often lacking In ethlcs., This Research Report w!il not

particular account of the concept of morallty, Two of
the approaches that have been adop+ed to this problem
will be noted and t+he second suggested as a useful
starting polnt +o argulng for a place for L] moral afm
among the central alms of educatlon,
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Some have sought to restrict .the meaning of the term
'moral I+y' to a cota o'*éaé§ of rules, adherence fo
which deflines dtscoursewféfiiﬁéhavlcur as moral. The
scope of the term morality: Is *hugidemarca+ed by a
certaln subJect matter or,‘aonfen+.‘ One of the
objectlons to this view of the concept of morality Is
+hat 1+ Is +oo Inflexibie. Moral rules would be seen
as 'given' afd a moral tte as one |[ved In accordance
with these glven values, Obedlence would become a
central charagteristlic of the condap+ of morality and
there would bs no place for autonomy. A further
diflculty assoclated with thls view of morallty occurs
where the content of moral rules appears contradictory.
Under +these condlitlons +the agent would have li++le
guldance In assessing thelr relevance to a Sf+ua+lqn.

Another approach has been attempts to find criterta In
torms of which +the content or subject matter of
dlscourse or behaviour can be appralsed In order to be
categorised as moral. Kant, for example, propoged a
~'Categorical Imperative! ahd~sugges+ed that any actlon
that did not vielate +this Imperative fell within the
scope of moral actlion. Simllarly, Peters has argued -
for a tratlonal morallty! based on what he calls
'fundamental principles!®? (n order +o aveld +the
criticlism noted above, levelled at +those who would
restrlict the concept of morallity to a certaln content,

67 peters,R.$. "Concrete Princlples and Rational
Pagsions." In Peters, R.S. ed. Psycholoagy and Ethical
Development. London:George Allen and Unwin, 1974,
P.66.,
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Petersts approach s  open to - criticlsm, His
'fundamental principles! are a priorl and depend upon
some notlon of man as a rational beling to support +hem.
Thus even 1|f Peters's principles are accepted, +the
questlon could be asked why they should be applled and

I+ remalns for hlm *o rLhow that not to do so would'be’

frrattonal, Secondlyaiﬁé*ers's fundamental princliples
could allow for differing moral viewpoints within thelr

framework.

i

In splte of these reservations, Petens's approach *o
defInling the scope of the concept of,dérall+y serves as
a useful starting polnt to an attempt o argue a place
for a moral alm among +the central alms of educatlon.
Firsts, however, It Is necessary to eXplaIn~+he nature
of the fundamental princlples proposed by Peters.

By fundamen%al princliplies, Pe+ersy means procedural

princlples, a framework or approach particutar +to
matters cohcernlng moral Issueé. Fundamental
princliples do not tel} the agent what rules or dlctates
to follow In a particular sttuation, but offer general

guldance about +t+he way In whleh +the agent should go

about dectding such matters by Indlcating criteria of
relevance., :

Fundamental princliples of morallty such as
falrness and the conslderation of Interests
only glve #s general criteria of refevance
for determining moral lssues. They prescribe
~what sort of conslderatlons are to count as
reasons., WIithin such a framework men have to
work out arrangements for organising thelr
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Those who séerfhe concept of morallity as belng |I[lnked
to  fundamsﬁ+@3 principles which ‘'give us general
criterla of relevance for determining moral ltssues’,

have had the objJectlion levelled agalnst +them +hat

fundamental principles do not offer guldance *to :the
Individual who wants ‘to know ?whg+‘he cught to do.!
Sacondly, I+ has been arguedh that fundamental
principles are of Il++le use as they always have to be
Interpreted In terms of 'concrete tradlitlions!'.

Peters meets the flrst criticlsm by argulng that whille

fundamental principles do not suggest 'what ought to be
donet they do, nevertheless, rule out certaln courses

ot actlon. Peters questlons whether the task of moral
theory s In fact to answer the questlon !What ought |
to do?! or whether I+ s not rather to gulde the agent
In questlioning the reasons for any actlion.69

Whlle accepting the second e¢rltliclsm, Peters notes that
the Interpretation of criterla In terms of concrete
tradltlons applies to all ratlonal actlivitles.

In determining what are baslc rules and In
seoking above thls level ways of llving which
may be Improvements on Those we may have
Inher|teds we make use of principles. Such
princliples have to be Interpreted In té-ms of
cancrete ‘tradlitlons; they cannot proescribe

68 |b1d. p.65.
69 |bld. p.64.
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precisely whaT we ought +o do, but at least
they rule out certaln courses of actlon and
senslitise us to features of a sl+ua+ jon which
are morally relevant,70

Peters glves the example of a sclentlst who accepts
socme higher order princlple such as the princlple that
one ought +o test hypotheses, This hilgher @ﬁdér
principle, Peters notes, does not glve concrete
guldance for proceding. Procedures still have to be

worked out that are relevant to the ‘'concrete

slituattont .71

As noted above, [+ Is possible to construct an argument
for including & moral alm among *the cen+r@i alms of
education using Petersis notion of md&aﬁé?y as &
starting polnt. in ordsr +o construct such an
argument, four fundamental principles based on Poters's
‘work wlll be suggested. These oprlncliples not only
suggest a means of reconciling confifecting Implications
that may arise from Including both weconomic and
Intrinslc alms among the central aims of educations but

broaden the notlon of education to encompass ‘the
tsoclaj dimenslion' of +the |lfe of +he Indlvidual

Involved In +he education procass. The flrst princlpis
suggested Is ‘that of Impartiallty. Central +to -any
accopted view of morallty Is +that I+ should not allow

for arbltrarliness of appllication. or for the agent .

making an exception of himself. Any deviatlion from *the
princliple of Impartlallty should be Justlifled by
relevant reasons. As a result of the appllecation of

70 Ibld. p.65.
71 Ibld, p.64.
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the principle of rmpar+1a|r+y, what 1s regarded as

moral s ssen &s belng so by a wider circle than simply

the agenf cdoncerned. It could also be added that thls
principle, by not allowing for arblifrary exceptlons,
glves - moral values some: degree of  unlversal
acceptabl|ity. . | ' |

A second fundamental prlnc}ple is that moral values are

somehow carrted'bver Into. behaviour, The concept of

moral ity <hus fmplleW a degree of freedom relevant to

the performance of Tﬁe agent's princlples as actlons.
Thln principle also draWS attentlon to the question of
what motlvates moral bmhav!our, Behavlour, no matter

_how morally acceptable the outcome, cannot bs regarded

a¢: moral 1f It ls motivated by selflish or Immoral

intentlons, or because of some «f@bm of ex+ernal
.preqsure brought to bear upon the agenT. For an act to
be regarded as moraj, It is generally accepTed +ha+ the

agent must be Inclined to act morally.

A third fundamental principle arlses from the "above.

¥ motlvating factors outside the agent are to be

Ignored In Judging whether an act .I's moral, one ls then

led to ask what In fact motivates people to act

morally. It could be suggested that [t Is consclence

or a feelling of gutlt that nonéperformanée'of ah act

would bring that motivates moral acts.  However,

~consclence or feellngs of gullt concerning the non-

performance of some act requlre some .objJect. The
obje¢+ In question 1Is +the concept of ‘'good!'. The
motivation for morally acceptable behaviour can be
regarded as belng some sense of well-belng achleved
through good acts or al+erna+lvely: a feeling of

consclence or gullt Induced by the non-performance of

good acts.
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... However, not everything that Is good In the sense that

1t promotes happjness; _well-be!ng‘,or,'Safléfacflon fn"

some form can be regarded .as morally valuable, e.g.
physlcal'neal+h. The term 'good' In the moral,sense;

I+ could be arqued. ls related +0‘Tha recognitlion of .

;fhe tntrinsic worth of perﬁons;a‘WhaT 1s morally good
I's that which reéognlqes +he‘lnheren+ worfh’af‘pefsonSf‘
and which fherefore conslders +he lnferes+ of persons
simply by virtue of an. accap+ance of +helr Intrinsic
‘worth.  The 'recognt+*on of the In+r1ns! worth of
persons,kcarrled over Into behavlour)as the reuogntflon
“of the Interests of others, Is suggesfed as a Thlrd
fundamehfal prlncipfe of morall+y.

i

A fomf?h‘kprlnclble~ I's ‘SUQgeS%éd by ’The‘ QbserVa+lohr
, made»ébove, that a moral agent canno; ‘be m6+lva+ed by
e e external forces, but that the agent ‘must be Inclined to
s act morally. Not only must *he‘agenf be Incllned to o
act morally, but the moral values that motivate the S
agent must themselves be subject to critlcal - . '

s
sl
)

questioning and not simply accepted without qués+lon or SRR nf §
regarded as constant. MWhen we talk of a moral person E e
we refer to one whose behaviour ls not only In accord = -
~wlth moral values, but one who has reflected ratlonally C ,
on those values ThéTyare;+rans1a+edflh+0raé?loﬁ;“ This o 'fﬁ Bt
suggests an element of autopomy on the part of the | | :
‘agent In  moral matters as a fourth:. fundamental
principle of morallty. '

At this polnt a distinctfon needs +¢°be made between
moral autonomy and other forms of personal autonony.
The ~concept of autonomy was flrst applied 1In a

i
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political rather than In an ethlical context. Kant,
however, applied the term to the Indlvidual deflning 1+
as 'the property +the will has of belng a law unto
itself.'72
autonomy 1Is formlng one's own Independent Judgements,

Dearden has suggested that the essence of

on the basls of criterla which are *hemselves made
subject to continuous reassessment.’3

ke argues further that whlle freedom In the sense of
absence of restralnts s nelther a npecessary nor
sufflclent conditlon for ?hefexlstence of autonomy I+
s, however, necessary for the exerclisling of autonoumy.

i

“*he flrst ddstlhc*ion between moral autonomy and other

fb,ws of personal autonomy, s that moral autonomy Is
more restricted In nature. Morallty, 1+ has been

argued, Is not only deflned but made posslble, by

fundamental principles.
definltive Iimits on discourse or bebavfour. ~Personal
autonomy -I's not characterised by 'himits' but by the

agent's Independence. in reallty, however; pérsonal

autonomy Is seldom exercised without restralnts and Js

In reallty, If not In princliple, & matter of degree.
autonomy Is characterlsed 1In
terms of Independence of word, thought and actlons

Nevertheiess personal

‘while moral autonomy 1s a 'restricted! form of autonomy

In that the Individual exerclses hls autonomy wlthin
the |imlts set by the concept of morallty. -

Yoo

Educatlon. London: MacMillan, 1973, p.3.

72 pearden, R.F., MAutonomy as an Educatlonal
fdeal." In Brown, $.C. ed. Phllosophers Discussg

73 Ibld. p.7.
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personal autonomy relates to the motivation of the
agent. While personal autonomy can be motivated by
sel f=Interest, moral ~ autonomy could not be so
motivated. “ ‘ ‘ ‘

- Thirdly, personal autonomy does not supply the agent
with guldance as to which ends to pursue. Personal
autonomy s exerclsed regarding ‘the means by which a

"deslred end s pursued, moral autonomy ls an end In

Itself, ' ' S

A

}Having~demarcafed'+he concept of moraji, ‘n terms of

';fUndamen+al principles, 1t remalns to be shown that
there 1s a place for a moral alm among the central aims
fof‘educa+ton; The flrst reason for jncluding a moral

~alm among the central alms ‘of educatlon ls- that It

' makes  possible the reconciilng of conflicting

implicattons +hat may arise from Including both

feconomlc and Intrinsic alms among the central aims of
educatfon. |

I+ has. been noted that one possible area In which
Impllcations arlsing from regarding both iIntrinstc and
“economic alms as ~central alms of education could

confllct, Is the workplace. Tralnling déve!ops'ln'%hs

Indlvidual attlitudes most likely to facllltate +the
perfaormance of economic functlons; a narrow perspectlve

centred on an occupational role. Questloning s more

ITkely to be conflned +o The means by whlch goals can

be reallised most effectively *than to a questioning of

*he goals themselves.

A second dts?lnc+lon between moral and other forms of
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Education, the alms of which are Intrinslic, develops In
the Indlvidual the disposition to question the goais of
the workplace, since Indlvidual value schemes, as noted

s

above, form part of the cognlflve”gerspec*ive developed
through such an educatlon proc65§.’ e , ‘ o

i

What we are faced with Is the posslbility of cbn?llc+
between the values of the workplace and those of the
Individual who enters the workplace wlith a developed
Vélue sys*em; 1  Thek }our‘ fundamental ;pr!nclplesf
suggested above, do not tell such a person what he
Tought o do' In a situatfon, but suggest criterla of
“relevance In terms of whlch the welghfhg up of the
cons]deratlons suerUndIng'a parflcutag,st+ua+ldn can
take place.  The reconclling of gonfllet arising

;f@‘_, 4 o between the values of the workplace and those’ of an T
g FR— Individual who enters the workplace with a developed
2= gae ~ value scheme, lles In the abllity of the Individual to
“" | ‘ dlfferentlate :be+ween those conslderations morallY'
19 relevant and those morally ‘drrefevant to the question SRR
| : at hand. ' ' -
!
. i+ might, however, be suggested that all humans need In R S

‘7’L‘ ‘ order to reconcile conflfcting moral values, [s'a set |
Do of soclally accepfable . moral rules rather than Y ;
e  fundeamental principles which glve us géneral criteria 3 |
of relevance for determlining ‘moral |ssues., While o
certaln shortcomings of restricting the meaning of the :
s term ‘'morallty! to a code or set of ru!QS'haye beén T jf%
Sl noteds 1t 1s worth consliderling an argument put forward '
L by White. In polnting out that moral confllct Is a
feature of complex socletles In which we llve, White
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In particular sltuations dIfferent moral
rules may prescrlbe dlfferent courses of
actlon. ... In confllct sttuations |lke these
the agent cannot simply stlick to the rules
found [n his society, for rules do not tell
“him what to do. He has to move to a more
reflective level. ... Beyond a certaln polnt
there are r -/ rules to gulde him: he will have
to welgh the different courses of actlon open
o him and come down, +taklng @ll relevant
factors Into account, on one side or the
other.74 , ‘ S

'Recdngrllng confllictling ;tmpl!ca*lons‘ arlsing = from
in¢ludlng both economic and Intrinslic alms among the
cehfral alms of education, 1Is not +hé'only reason for
suggesting a place for a moral aim among the central
alms of education. A place for a moral alm among the
“central alms of education Is ‘suggested by a
consideration of an !mportant dimenslion of +the quallty
of I1fe of an [ndividual, VIz.ia soclal dimenslon. By
the term 'a soclal dimension' [s meant [nter-personal
relationships that the Indlviduai enters Into wlth
those around him. An analyslis of the forms or levels
of‘rela+!onshtps that an Individual enters Into with
fhoSe with whom he comes Into contact, Is beyond the
,sCOpe of +hls Research Report. However, everyﬁay
experlence would suggest that one's relationships wlth
others cen be a source of great mlsery or extfreme

could be clalmed that because humans |lve out +thelr
ltves In +he company of others, *the quallty of
indlviduals! Iives must fo some degree depend upon how
they Interrelate with thelr fellow human belngs.

74 White,d. op.clt. p.93,
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'n  The ObjJect of Morallty G6.J. Warnock relates the
notlon of morallty to the the social dimension of the
indiyidualts quallty of |Ife. Warnock suggests that
the ratlonale behind morallty s ‘that 1t should
tcontribute In some respects, by way of ac+lons of
ratlional belngs, +o +the amelforation of the human
predfcament, 75 The thuman predjcament! Is caused by
a liuman ‘'propensity +to act to the disadvantage or
detriment of other humans,!76 Moral princlples create
'+hose good disposlitlions whose tendency Is directly o
countervall the |Imitation of human sympathles, and

whose exerclse Is essentlally .., good for persons

other than the agent himself.'77 |

Warnock's view of the obJect of morall?y*cah be 1lnked
to the view of morallty as fundamental principles, In

“terms of which the content of discourse or behaviour

can be appralsed In order to befca+egoftsed as moral.
The fundamental principles suggested above, such as

“moral autonomy, Impartlallty and the recognltlon of the
Interests of others based on the acceptance of the
Inherent worth of persons, define the character of the

Individualts [1fe and contribute +oward - tThe

tamel loratlon of the human predlcaﬁen+' by
counteracting the human 'propensity +to act to ‘the
disadvantage or detriment .of other humans.' In &0

dolng morallty, as categorlsed In terms of *hese,

75 Warnock, G.J. The Object of Morallty. London:
MacMl|llan, 1967, p.71.

76 |bid. p.73.

77 ‘ibld. p.79.
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fundamental princliples: can be seen as contrlibuting to

the quallty of |ife of all In soclety,

i

At Is, hoﬁever;' pééslble for someone +to accept. *that

while +hefﬁuall+¢iof'llfe of all would be enhanced If
t+hose good disposltions whose tendency Is directiy to

“countervall the !limitation of human sympathles! were

encburéged, “{+ Is not +the purpose of an éuuca+10n
system to encourage people to do so. a

Thfs crif!clsm can be countered on ftwo levelsi kMary
Warnock writes that chlidren S

need Yo learn +o modify thelr selflishness and
even thelr affectlons, and this Is the
essence of morallty., They spend a great deal
of time at schooly In constant contact with
other people, and so. 1t will necessarlly be
there that they learn a great part of +thelr
dutles, responslibill¥ties: and powers wlith
regard to other people.’8 KRR =

[

Secondly, [t has been acbep*ed that the purpose of

educatlion Is to Improve the quallty of [lfe of those

whc“undefgo the process and therefore It Is to be
expected that the educatlon process should recognlse so
Important a dimension of ‘*the qual [y of [Ife of the
Indivlidual as the social dlméns]on.'iThls would suggest
the lnclusion of a meoral alm among The ‘alﬁé of
educatlon. ‘ ‘

78 Warnocks M. op.cl+, p.130.
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The notlen of education has been extended from the
rather restricted view of education Implled by the
"Work Committees Education princlples and pollcy' to
Include Intrinslc and moral alms In addlition to an
gconomlic alm of education.  Another viewpoint on the
way the notlon of education Is extended through +the
Incluston of a moral alm» Is suggested by P.H.-Hirst.
in the seminal paper 'Llberal Education and the Nature
of Knowledge! Hlrst offers a strong argument [n favour
of moral knowledge as an Indlspensable element of a
|1beral edueation. Hirst sees +the development of the
mind through the acquisition of forms of Kknowledge as
the alm of a |lberal educa+loﬁ. He suggests varlious
“torms of knowledge necessary to a currlculug that Is to , §
. achleve the alm of developing the mind. Such a " | '
i¥f7 i currfculum characterlises llberal education. |

~ These forms of knowlidge are not ‘'collectlions of
e : Y 'tnformaflon, but  -the Jqomplex ways of understanding
““~ﬁfgﬁv' R ‘exper?enca which man has achleved, which are publically. ,
‘ | spectffabie and galned through learntng, ... Each form SR :
of knowledge ... Involves the development of creative
~Imaglinations, Judgment, Thinking, ««. In ways that are
percultar to Itself as a way of understanding
expertence,!’9 One of these forms of knowledge,
necassary If a llberal edugation Is to reallse the aim
of developlng *he minds, Is moral knowledge, Thus for ; £
Hirsts moral knowledge 1s & requlrement of a |iberal
education and to exclude I+ would be to restrict what
he regards +o be the nature of education,

S 79 Hirst, P.H, “Liberal Educatlion and the Nature
o) ; of Knowledge." in Dearden, R.F. Hlrs+t, P.H, and Peters,
R.S. ed. Educatlon and the Development of Reason.
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In moving beyond the restricted notlion of education
fmplled by the report of “the 'Work Commlttee!, alms

~additional to an economic alm In education have been
proposed. b+ Ts not belng suggested +hat the thres
central alms of education form a helrarchy of alms, but
rather thet they are complementary. Economl¢
“gonslderations, as much aé valye concepts, c@n%rlbu+e
towards an Indlviduai's conceptual scheme. The quallty
of |lfe of an Individual tnvolves both economlc and
soclal dimensions. Insofar as the purpose of educatlion
Is ImproV?ng the quallty of |lfe of the individual
fnvolved In +the process, +he noflon“ of -educatlion

requires to be extended, Inh order +o accommodate

broader alms than simply +hat of meeting the gconomfe
needs of scclety. :
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CONCLUSION -

'Cenfraj to +the argument de%@]opad In +*hls Research
Report Is tThe bellef that +helﬁurpose of the educatlon
process |s enhanclng the qua{l+y' of f{lfe of +he
Individual, If this premise Is accepted then clear]y
there are shortcomings In ‘the report of the !'Work
Commlttee: Education principles and pollcy.? -1t has
been argued that underlylng the report of +the !Work
“Committee' Is +the assumption +that +the central aim of
education s meeting The economic needs of soclety.
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Whille grouhds have been recognlsed‘ for accepting—an =x

_economlc alm among the central alms of education, *to
regard an economlc alm as the cen+raf alm of education
ls to Ignore all but the economlc dimension of ‘the

- qualtty of Ilfe of +the Indlvidual undergolng the

education process, By lgnoring the other dlmensions

the report of the !'Work Committee' can be regarded as
reflecting a restricted view of the nature  of
education. '

Two further central alms have been proposed In an
gttempt to hfghflghf the Inadequacy of restrlcting ‘the
alms of education to meeting the economlc needs of
society, and to broaden ths notlon of educatlion beyond
that Impifed In +he report of the 'Work Commlttee'.
These alms reflect a recognltion of dlmenslons
addl+lonal to the economlc dimenston to the quallty of
[Ife of +he tindlvlidual wundergoling +the educatlon
process. As noted in +he Introduction To this Research
Report, part of ‘the mandate of +he Human Sclences
Research Councl!! was to rscommend fgulding princliples
for a feaslble education polliey ¢ve «' In view of ‘the
argument developed for broader alms of educatlon |t Is




diffleuit to regard the report of the 'Work Committee!
as meeting the terms of the Cablnet request. Further
centr:. alms ought to have been recognized. Inhsofar as
the recommendations of +the 'Work Commlttee: Education
. princlples and pollcy! were to offer gulding prlnclpﬂes
" tor the ofher sub~commlittees of +the Human Stlenges
‘Research. Councl| Investligation Into Education, %ha

entire enterprise can be argued to be based on & notlon

of educatlion which |s restricted and Inadequate,
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APPENDIX |

PRINCIPLES FOR THE PROVISION OF EDUCATION IN THE RSA

Equal dpporfuntfles for education; Inckiding.equal
standards In educatlon, for every 'lnhéblfanT;
rrréspec+lve of race, coiour, creed or sex, shall
be the purposeful endeavour of the State.,

Edu¢é+ion 'sball ,afford,,§¢5T¢Ive, recognltlion of

~what Is common as vell as what Is dlverse In the
rellglous -and cultural way of |lfe and the

languages of the Inhabltants.

EducaTion shall glve positive recognlffdﬁ to the
freedom of cholce of the !ndtvlﬁq@}; parents and
organtsations In soclety. B

Thé‘prOVislon of educatlon shall be directed In an

educational [y responsible manner to mee+7fhe needs
of the Indlvidual as well as those of soclety and
economic development, anQQShall,'lnTer alla, take
Into consideration th(. manpower needs of +he

country.

. Education shall endeavour to achleve a positive
‘{sela+Ionshlp betwsen the formal, -don-formal and
Informal aspects of education 1In ‘the school,
soclety and famlly, X

The provislion of formal education shall be a

~responsiblllty of the State provided +that +he

Ind?vldual, parents and organlzed soclety shall
have a shared responsiblli+ty, cholice and volce In
this matter.
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The private sector and the State shall have ka,
shared respons!bll!*y for +he provislon of non-

formal educatlion.

81

;PrOViSIOU shall be made for the establishment and

state subsldlsatlon. of private education within
the system of provlding education,: '

1nﬂf+he,'pr6vlslonf of 'educafloﬁ M+he processes of f

cepjrallza+!0n‘»and

statis of +hé, +ea¢hef‘ and

lecturer shall be recognlzed.

The professlional

Effecf!ve prﬁvlslon of educa+lon shall‘be based on
continulng research ‘ '

de-central {zatlon shall be '
reconclled organizationally and functionally:
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