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AN ' EDUCATIONALLY RELEVANT CONCEPT OF RELEVANCE

Catherine Vera James . .

There is a ﬁighly vocalized éomplaint lodged against many educa-
tional systems that education is not televan} to the needs and interpsts
of students. People have developed great confidence in the power of edu-

cation. They seem to believe that education is the key to national pro-

gress and express deep disappointment with their educatiomal syster wh??#‘
i 4 ‘

_progess, in their opinion, is Tetarded. \\§; ;

In modern industrial societies, this belief that education is not“
relevant tg/:he needs and interests of stu&ents'is gufficiently real and
videspreaﬁ'thac it arrests the attention of educatioqal\decision makers
and all thosé who are e;gaged in the business of education. Attention to
the problem of an irrelevant ‘education is reflected in a wide variety.of

articles that have been &ritten on the subject. This thesis is a study

which purports to examine an educationally/relevnnt concept of relevance..s

An examination of the phenomenon of the complaint of education

. irrelevance is made by clarifying and establishing defensible meanings of

the concepts 'relevance' and 'needs and interests' in education. Two sub-
stantive theories of education - the subject-centred theory and the child-
centred theory - are considered and suggestions are made to establish prin-

ciples which integrate both of these theories. *
&

This study does not provide a solution to the problem of lack of

i1
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irrelevant education. in{ addition, {t establishes principles
for a new apprdach to the examination of the concept of 'relevance'

agsd its implication ﬁor educational theory.
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From manyvﬁfeas of .the ‘world ‘and particularly in mod- .

ern industrial societies, a cacaphony of voices is heard cry-

/ . ;
ing for educational relevance. Some people seem to believe

that education is.the panacea for society's ills so they

give their whole-hearted|support to educational programmes

whether they are sponsored by the govermment or private ent;}-

1

" prise. - But when the various societal problems are not being ’

solved andgseem to incre :e in aiarming proportions instead, -
. Y 9
the blame is attributed ta mal-functioning of the educational

system, hence the complaint that education is not relevant to ‘

the needs and interests of students.

This problem of an irrelevant education is a long

standing one and it 1is also adserious one for tho;e who are

-

responsible fér structuring and implementing educational pro-
grammes. Fin educational circles, various ideas have been pro- ,

poundedlqegjadOpted in an attempt to improve the educational ‘
. ) ) ¢

situation., But these ideas conflict, for each proponent

%ﬁgseeus'unwilling to surrender his preconceived ideas to tackle

the proﬁlém from a new perspective. And so, different theories

(3 L

" evolve -'petenﬁialism, esgsentialism, progressivism, and recon-

)

structionism. . ' s

Each group of theorists, according to Dewey: ¢ i T

.i. selects that set of'qonditiOn that ap- .

'

-
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peals to it; and then erects them into a
4 complete and independent truth, instead of
, treating them as a iaccot in a problenm, ]
s . needing adjustment.

Consequently, instead of an organic interaction of the fun-
1 9

damantal factogs‘— the child, 'cergfin social aims, mean- |

o

1ngs,.va{ues incarnate in the matured experieace, of fhh

adylt' - which constitute the edticative process, these forces

remain -in isolation, each competing with the other, while

the problem remains unresolved. / ' -
However, regardless of the "ism" by which each’theory

is distingui;hed, together they seem to represent;:he.ideolo—

gles of two §op;1ar appro;chea to education ~ the tra?itional

and the child-centred. Bernstein has directed his attention

to the notion of relevance in edqcation and has concluded

. that suggestions for change to make*cducation more relavant
. 9 ~

have two thrusts.z He observes Ehn;\the first has to do
with adding contempdrary‘canent to traditional curricula
in order to obtain gteuier student involvement and to in-
crease hin notivagion, to demonstrate the practical useful-
hehz‘and application of each discipline, to establish the

social significance of each field, and toaprodd&e greater

€

1John Dewey, "The Child and the Curriculum” in R. D, Ar-
chambault,(edy. John Dewey on Education: Selected Writings
(New York: Random House, Inc., 1964), p. 339 '

[
i

zEdgar Bernstein, "In Search of Relevanﬁe". The School
Review, Vol. Lqux, No. 3, (May, 1971), p. 406.

%
3
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OI examine an educationally relevant concept of relevance.

'

‘understanding of the Furrent problems which confound us all,

including the young. The second thrust deals with more in-

dividualization and active student involvement in the learn-

. ing process through choice, decision making,‘and the inquiry
Ty '

process.

#

But 18 the complaint. against an irrelevant education

justifiable? What do the concepts 'relevance’ and 'needs and

interests' 1nyo1ve in an educational setting? Does relevance

have .any implications for edugational practice? These are

the questions for which I shall attempt to find answers as
.
To carry out this examination, I shall first of all
try to clarify and establish defensible meanings of the con-
cefts 'relevance' and "needs and interests'. Secondly, I
shqll'cqnsider two subs;angive theories of education - the
gubjec;-centred which i1s adopted by the Traditionalists and

the child-centred which can be traced back to the ideas of

Plato, Quintiliian,’Rousse&u, Pestalozzi, and later contin-

—

ued by Dewey and the Ptogressives.3

i Both of these theories ought to have some merits from

which educators can profit and since the problem seems to be

3See Harold Entwistle, Child-centred Education (London:
Methuen & Co. Ltd, 1970), p. 11 and Elliot W. Eisner and
Elizabeth Vallance (ed.), Conflicting Conceptions of Curri-
culum (Berkeley, California: Mc Cutchan Publishing Corpora-
tion. 1974), p. 3.

.
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" due in part-to a lack of organic interaction of the forces

¢
in the educative pgocess,“there might be a possibility of

in:egrgc}ng tbe values of both the sybject-centred and

“Achild-centred/%heories. So lastly, I shall sttempt to ex-

plore the possibilities of” integrating these two theories,
1 do not intend, through this study, to o(fer a solu;

tion to the age~long problem of lack of educational ;elevance

but, at least, this study could provide a new perspective

. from which‘;dQCational relevance may be viewed.

-
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\ : CHAPTER I -

THE CONCEPT OF-EDUCATIONAL RELEVANCE

4

It has been observed that by itself, the notion rele-

vance is a mere slogan. What do people mean when they say

that education is not relevant? Relevant to what? Obviously,

'relevance' is not an absolute proﬁerty. Scheffler has ap-

propriately concluded:

e

Relevance 1s, in particular, not aa absolute
property, nothing is either relevant in or

of itself.

Relevant to what,

how and why?-

that 1is the qﬁestion.;. if the current de-
mand {8 to be taken not merely as a fashion-

doctrine.

o

able slogig but as a seripus educational

Saylor makes a similar point. .He argues that "anything s /

relevant to something else to tbc degree that it has a bear-

°

ing upon or 1is connected with the matter in hand".2 .

o

‘Relevance' means different things to different peo-

?le. We shall now consiﬁer some of the various meanings

~ that people have attached to,relevance to see what conclu-

sions dé can draw from these to help us clarify and esta-

K}

llsrael Scheffler, "Reflections on Educational Rele-

Company, Inc., 1973), p. 126
2

' vance" in Reason and Teaching (New York:

The Bobbs-Merrill
3/' -

Galen Saylor, "What is Relevant, for Today's Students?"

Educational Leadership, Vol. XXXI (October, 1973), p. 41.

/] 5

/_*\ .
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blish meaning for the concepf of 'relevance'. : - T
v 4 ¢ +

When major black critiés refer to 'relevance', they ' °. .

"speak of relevance to the individual student in terms of

buiidj.xig a symbélic community, in terms of -socinl change, _— i

as a foundation for the control of their own destinies. ) .

3

The emphasis is upon the collectivity." From'Goodma_q"s L ‘

« 7 i

point of view: - '

' & , : S

. The schools ‘are irrelevant, not .necessaiily .

because they don't,build upon the individ-

o ual's or his culture's past experienges, ;
) not necessarily because they don't choose

e content and activities which attempt to

deal with existing social iasues or”con- .
cerns of “students, buf because they are not v o

' "serious™. They contribute to an illusory
reality, something akin to &he Marxtan no~ < o,
tion gf false conscicusness. ' - v : .

w
.

As far as he is concerned, 'the schools can become relevant

¢ 1

in a community of free choice, lively engagement, and so- ¢ '

cial action of Summerhill and American Summerhill." 5.
To eritics suc.h' as Hol't, _Khol,w and Kozo],; " the notion ; "

! - ,
'relevance' is the relevance of the sensitive teacher to'the

i1
S

1n(‘!1.vidual stydent first, and then pErha.apa to the sgudnent as - .

i'epres_entative of a group, all this aided by pertinent in- o

I3

. 3Michael Apple, "Relevance -~ Slogansé and Meanings", !
Educational Forum, Vol. XXXV, (May, 1971), ‘. 504. :

ch

Ibid., p. SOS
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sights from educational philosophy. 6 s

Cnagey states that: ( 1 .

,In 1its negative adjectival form, irrelevant ;.
is applied 'indiscriminately, especially .by
youth, to nearly everything that is associ-‘. '
, ated with the voracious ogre, the establish-
ment. < . '

He further explains that "many adults, too, “are on the rele-
vanc} binge.” Some coqsider'1rre1evanh‘anyching éhag does

not increase the gross national product,” 8 .He is careful

to still further explain that: )

Certain would be artists withdut the talent

' o to manage the discipline or form simply dis-
miss form as {irrelevant and let blobs of
paint splash willy-nilly, in the expectation/
that the resultant image may have some Ror-
shach megning to the painter, if not to-the .
viewer. .

0

Saylor argues that in educational circles obviously *

the term in recent yéars hds been to designate a high de-

i

gree of bearing on the matter in.hand. 10 - From this %rint of

4 ’

. , I
view, the only basis on which educators can determine what is

P \ .
relevant in an educational programme is to analyse the degree

of bearing vhich ‘the item under consideréfion ﬁas on it.

13 .
\
1

[ ] '

Leadership, Vol. XX, (March, 1972), p. 315. o
" Bibian _—_—
?1b1d. o I

N

IOSayIOt, op. cit., p. 6;;‘ L K

)

PV R (P TN

]
!
]
j
H
§

A

% . -



A
. ments to see what conqlus{;ns we can arrive at,

a
¥

In the various meanings attributed to 'relevance'
cited above, the central‘idea that runs through them i%
éhac one is noevfree to make a blankethstatémenc that some-
‘thing 1;, or._1is not felevant} or better yet, educqtioﬁ"(since
this is the subject under consiﬂﬁrg;ion) if one is notypre-
. pared to Jo;n the ranks of sloganizers‘hg:J}Lstead wants
to be undersggod. One has to be sufficiently specific to

- gstate to whom or what education is or is not relevant. In

addition to this, 'relevance’ requires specification of the

4

iatéer in ﬁand. In other words, educatiomal rélevance‘éan
b? determined:only to tﬁe extent to yhich education fuifila
the purpose it is designed to serve. This is the perspec-
Eive‘from‘vhicﬁ 'relevance' will be examined in this study.

i}
2. Relevance - A Value-Laden Concept

'Relevance' seems to be a value-laden concept. That
is, 1t involves value ;udgements on the part of the individ-

1 or group who makes the decision that supplies the an-
pua

wer to the question relevant to whom or what. ., Bernstein

and.éa}lor have made suggestions pertaining to whom educa-

tion should be relevant. I shall examine these two argu-

v

Bernstein argues that 'there are three publics con-

cerned with educdtional relevance - students, educators,

. ]l

- a3 .
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and society". 1¥ Saylor's argument is similar. Whereas hel-

‘excludes educators from his categotizatien, he sees the
student being educated and the society which establish~
es schools as basic considerations in relevancy. 12

From Bernstein's point of view, "nar;ow treatment of the

w13

subjéct suggests an hierarchy of importance. For ex-

ample, students may claim that education should be rele-
vant firét to them and perhaps they can find justifica-

tion for their claim, Saylor has pointed out:

From the stand-point of the student, primary
consideration must be given to his or her ca-
pabilities and potentialities, ’‘motivationms,
aspirations, self-concepts, status of person-
al, 1intellectual, emotional, and social devel-
opment, Iinterests, "hang-ups", the nature
and character of the family or foster family
and peer group relationships and climate, and
the whole gamut. of similar characteristics ‘14
that shape the development of the individual.
\‘ ' . e
Similarly, educators and the members of soclety can

vie for first place”in'the hierarchy of importance. The
members of society can atgue;for first place on the premise
that they shoulder the responsibility of providing, ~ accord-
ing to Saylor: ‘

1]'Edgar Bernstein, "In Search of Relevance", School
Review, Vol. LXXIX, No. 3, (May, 1971), p. 407 -

;ZSaylor, op. cit., p. 41.

13ﬁernstein, op. cit., p. 407

L8saylor, op. cit., p. 41.

[
i
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«.. the value systems, the pressures, the

.o conditions of living, a system of priorities

. of wants and comforts, the ethics for person-
al and group living, the modes and means of -
communication, including language, opportuni- '
ties available for productive work, a pres-~
tige of hierarchy of success, happiness, and
security in the group, the methods and means
of social advancement,  and opportunities for
contributing to the ifgrovement of the life

of the social group.
In connection with this view, Bernstein poses a congeries

of important questions:

But in this hierarchy, should not education
"be relevant first to soclety? If so, who
is to speak for society? Teachers? Students?
" Parents? Individual communities, Political,.
economic or social groupa? The Federal
Government?

The important issue underlying these arguments is not

to whom education should first be relevant. The real 1issue

is that both Saylor and Bé}ns:ein have attempted to mgke
'reievance' operational by providing a perspective from
;hiéh to view education as relevant’ or not.

With regards to relevant to who, » Marsh suggests:

... any approach to relevance in education
must be based on defining education. 1f
education is fundamentally a preparation for
life, it follows that education should cen-
.tre on those things most useful in life.

o1

But this view of education as a preparation for life has

Brpia.

16Bernstein, op. cit., p. 407

’ 17Edward Marsh, "What is Relevance?" CQuteméory Edu-
cation, Vol. XLIV, No. 4, (February, 1973), p. 200.

i
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encounter;& many criticisms. 1§ ‘One group of critics ar-
gues that this view of education gives ri;e to the tenden-
cy for teachers to be concerned not with the child's capa-
city for 1ife as a child but as an adult in the future. I;
other words, childhood is devalued and viewe§ as a '"period
of dep;ivation' as teachers constantly direct children's
attention away from those experie;ces which'ate meaningfﬁl
to them now and which!enrich childhood' towards 'thé~qgn—
templgtion of the responsibilities' of adulthood. ./)‘
Another group of critics' protest against education
as g;epardtion for life is based on moral grounds, From
this siandpoint. to sacrifice childhood with a view to
preparing chiidren for a vague future as adults i; ‘consi~

dered to be a denial of human .rights, an issue over which

many educational struggies have been directed. It is be-

]

lieved that if children are regarded as persons with a 'sa- -

cred right of childhood', due consideration will be given to
their rights and interests and they will not be thought of
nor regarded as rav material to be qoldea into shape.
Another ‘argument r;oted in this point ;f view is
that very often, children are forced to sacrificé immediate

gatisfaction uqﬂer the aegis of their future happiness

/

18For detailed discussion of 'Education as Preparation’
see Harold Entwistle, Child-centred Education (London:
Mathuen & Co. Ltd., 1970), pp. 77-84,

.
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vhen in reality, it is the aspirations of adults that are

aimed'at.. For example, parents decide what goals they want

their children to attain and the\children have no alterna-

tive but to sftivb to realise these aspirations. The list

Il ) —
of criticisms can be extended but eventually, 'if th& Reap- :
er Death' does not snatch children from their 'society, do
they not become adults and have to shoulder éheit'responsi—
bilities as members of soclety? " This view of educaqion as
preparaﬁion for life is extremely diffiéult to deny and

does not rule out the fungtion of education as also to "as-

sist the child to make sense of his environment as he per-
" 19 ¢ ‘

b

ceives it in the ptesent.
Determination of vhat education is relevant to can be
based on Marsh's preacription that any approach to relevance
in educ;tion must be based on the purpose education is to
serve, But this involves judgements of .value., There seems
to be no escape from judgements of value on the issue of rele-
vance regardless of the perspective from which it is viewed.
if this‘is the case, maybe it is appropriate for, politicians
who’represént the wembers of sqciety to decide Yh&t purpose
education is to serve and have the schools implement their

decisions. This is the system practically,4ll societies fol-

low whether they be democratic, socialist, or communist. The

lglbid., p. 88,

Wi e & A &
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difference lies in the amount of edom the society is al-

lowed to exercise in accepting or rejecting these decisions.

5. Relevance and the Role of the school

- In most societieé, schools are entrusted with the res-

ponsibility to provide formal educatiom. ‘~Saylor argues:

The school as an institution has three prfi-
mary functions: (a) to contribute in sig-
nificant ways to the transmission of the cul-
ture of our society; (b) ¢o serve as a major
agency of socialization of the young; (e) to
contribute fully to the maxiinum development

of each student.

On the issue of the purpose of the school, or education in

its -broad sense, Bernstein 'says:
Education must transmit culture, although
exactly what culture comprises 'is seldom
clear in a pluralistic society. But 1f the
dictum '"mot one culture but many" holds,

— there is nevertheless a shared culture of
values and institutions to be transmitted.
They must be informed about the workings of
society's political and economi¢ systems.

!

If we accept Saylor's and ﬁetnscein'q arguments con-

" cerning the purpose of education, or schooling in the re-

L3

stricted sense cited above and if the school effectively

fulfils its three\primary functions of transmitting culture,

\ 2OSaylor, op. cit., p. &4

\ 21Bernst'ein, op. cit., p. 408

AN
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;kbcializing the young, and developing each student's ability

to maximum capacity,then 1t is proper to conclude that edu-

cation is relevant to the purpose which it {is 1n:£pded to

serve,
Gnagey believes that curricular irrelevance is less
in the matter than in the manner. It 1s not major areas of

study - philosophy. literature, history, languages, arts,

“lmathématics, science * that are irrelevant. Rather it is

that curricula are organized with stifling departmentaliza-
tion. 22 His recommendation for a solution Eo the problem of
educational irrelevance is as Follows:

-~ The long-run solution to the problem is
education from birth that is good enocugh
and intetesting enough to prevent drop-
outs; by schooling that instils the reali-
zation that education is not terminal, but
life~long. This kind of education must
stimulate from the earliest identification,
the pursuit of interests and the satisfac-
tion of curiosities, At the same time,

g ' however, the formal aspects of schooling
must assure mastery of fundamentals (the
three R's) ... when this condition is a-
chieved2 all parts of education have rele-
vance.

Saylor, too, makes a very valuable suggestion to
American soc%ety which ptébably, can be extended
to other ﬁ;pieties vhere the complaint that education is

not releyant to the needs and interests of students is

zzcnagay, op. éi:., p. 315.

231b1d., p. 316.
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heard. : He writes:

To assure that schools have a high degree of .
"bearing on the matter in hand”, profession-
al educators in league with students, parents,
and other citizens should reaffirm the basic
values of the American society, define the
basic goal of the school, and then work to-
gether to plan and provide a highly flexi-
ble, diversified set of learning opportuni-
ties that constitute appropriate routes for
attaining these goals - routes that permit

- students to choose in terms of personal
needs and interests the experiences most
meaningful and signifizant to them in striv-
ing for these goals. 2 :

N
A\ <

We have seen, then, that relevance-is not an absolute

property. One has to be sufficlently specific to point out
to whom or what education ig relevant. In otherlwords. ar-
guments for relevance requiré specification of the matter at
hand. Having established a principle as to whom or what ed-
ucation 1s relevant, one can det;}mipe educational relevance
by iudging how effectively education accomplishes the pur-
per it is designed to serve.

o “It is important to note also, that regardiess of the
persgective from which relevance is viewed, there is no es-

cape from the valuative aspect of relevance for, as discuss-

.ed éarlier, judgments of value-are embedded in the concept

of relevance. The important issue seems to be a necessity

for a consensus as to what education should be relevant.

243aylor, op. cit., p. 44; ce -
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) ( Once this consensus has been reached, a basis will be pro-

i Y
: b :
. vided for the determination of educational relevance. To
; groups and individuals in educational institutions, rele-
, vance seems to be closely connected to 'mneeds and interests’
8o these twin concepts-will be examined in the following
; chapter.
3 .
. ’ y
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o CHAPTER II /

NEEDS AND INTERESTS OF STUDENTS

i

The claim that education should be adapted to the

‘needs' and'interests' of students is heing made by beOplg

of practically every walk of life. In educational qgrcles,'

there i3 considerable concern about the notion 'needs' and ’

'interests’ of students and this concern is reflected in

extensive literature on the subject. However, I do not

intend to go into all the ramifications of needs and inter-_
%

ests in this chapter; rather, I shall simply attempt to
_clarify these two concepts to avoid any confusion concern-

ing their interpretation in'this sﬁudy.

—

1. The Concept of 'Needs'
L]

'

According to Komisar, '"the curriculum supervisor ex-

horts teachers to meet the needs of their pupils and it is
' %

1

See for example P. H. Hirst and R. S. Peters,  The Logic
of Education (London: Routledge & Kegan Paul Ltd., 1970),
ipp. 32-39; R. F. Dearden, '"Needs in Education", British Jour-
nal of Educational Studies.

Vol. X1V, No. 3, (November, 1966),
pp. 7-16; R. S. Peters,

Ethics and Education (London: George
Allen & Unwin Ltd., 1966), Chapter VI;

and R. D. Archambault,
"The Concept of Need and its Relation to Certain Aspects of
Educational Theory”,

Harvard Educational Review, Vol. XXVII, ‘
(Winter, 1957), pp. 32-62. )
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announced to the pupils with dreary regularity that this is
what teachers are doing". 2 What is actually meant by the :
concept 'nee&s?? ﬁany educators have analysed the concept

'need' so we shéll take a brief look at some of these con-

N

ceptions of 'need' with a view to drawing conclusions that

will assisq!us to clarify and establish defensible meaning

for this concept. ’ ' oo
Perkinson defines 'needs' as "affirmative judgments
of some desired, or expected, -object or act of behaviour". 3

In his opinion, a person can,#e related to a behavioyral act

. . o
either as the performer of the act or as the recipient of the

consequences of the act but in an educational situation, he

realizes that there is a great concern with the relation of

ES

the child as both the recipient and as the performer of a
knowvm skill. ) A
He identifies three categories of needs:

1. Final needs - those expressions of need in which the pro-

3

jected behavioural act is considered to be‘good,in it;

;élf. The community decides what these needs”should be,

~

2. Instrumental needs - those needs that are concerned with

)

ZB};Paul Komisar, '"Need and the Neeﬁs-cﬁrriculum" in
B. 0. .Smith and R. H. Ennis (ed.), Language and Concepts in
_Education (Chicago: Rand MCNally & Company, 1961), p. 24,

3Henty-J. Pefkinson,- "Needs and the Curriculum”, Educa-
tional Theory, Vol. IX, (1959), p. 235. .
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behaviour thﬁt willvleaé to, or guarantee be@aviour to
be good in itself. Educators detefmine these needs.
3., Felt needs - those judgments of a;ptopriate behaviour
"made by!pupils themseléesi 4 .

, Hirst and Peters refer to basic needs in uﬁich the
norm is determined by the way of life of a particular soci-
ety,. and func:ionai needs which depend o& the role: or pur-
poses of the 1n;1vidual in question.' From their point of
§1ew, most of what is tau;ht iﬁ schooi can be related to
these -two ﬁeeds.*s :

- Deardeg's cgnception of n;;ds is similar to H;rst'g?
and Peter's description of basic geeds. From Deayden'sfpoinc

<

" 'need' is a normative concept and as such, needs

of view,
are not to be determined just by what is observably the
case'. 6 ’ / | ~
Tylér didcusses two meanings of the term 'needs'. The
" first éapears to be gimilar to that cited‘;y Pe;kiﬁ;on above
and “rep:eﬁents a gap between some conception of a desirable
norm, that 13, some sfandard of philosophic value and the ac~-
tual status". 7 With reference to this view, tq determine ;he
J ' a v

“Ibid., pp. 235-237 | , C

°

SPeters and Hirst, op. cit., pp. 33, 34.--

6Deardeu, op. cit., p. 7 .

‘7Ralph’W. Tyle;, Basic Principles of Curriculum and In-
struction (Chicago: The{University of Chicago Press, 1949),

pp. 7, 8. .

“
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mation about the student and compares- :his information with

'needs' of a student, it is necéssary that one collects infor- ’ |

) L)

[

S i ST e <At ¢ b
-

what ihe acceptable norm pﬁfscribes tﬂ& 1nformation should . -
. . f‘;
be. In other words, " 'need' is the gap between what is and
vhat should be". ° oo ‘ R I

§ " . N v

The secahd ﬁéaning\of the term .'need’ as usea by some

'

ot e

psychologia:a represents ''tensions in the organism which :

¢

must be brought into equilibrium for a normal h%althy condi- - , o
tion of the organism to be,maintained". % The following 11- '

lustration should further clarify this point. The absence of

equilibrium gives rise to an impulse. For example, an imbal-

.ance called thirst gives riée to éhqimpulse vhich impels one

°

to search for water to restore the balance. ‘ Similarly, an-

o

other imbalancé, say tiredness, gives rise to 'acts leading , Lot
. . )

to rest' which eventually.restores 'muscular and nervous ener- -

ny'.  Smith, Stanley, ‘and Shores explain need as "that(bhich‘

is required to restore equilibrinm?.ilO

s

These needs may be physical, for example, the need for ‘ .
oiygeh and watet; social uhich includes the need for love, se- .
curity, and esteem; and integrative such as the need for "gself-

realization in one's life'. Komisar's reference to need in
o Y . <
\;’ : - : 2 ’ :
Brbid., p. 8 o '
- sy . - * ) .
’_ 9 . * ' \
Ibid. : . ' . o

B 0. Smith,'w 0. Stanley, and J. H., Shores, Fundamen—-

tals of Curriculum Development (New York. World Book Company,

W57, . U2, , : : :

* . \)\
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the motivational ‘sense 11 coincides with this second meahiné of .

\

¢ .

need. Tyler believes that: o .

© s . o

In this sense all children have the same .
o needs and it is the responsibility of the -
school as with every other social institu- - :
tion to help ¢thildren to get these needs : -
met in a way that is not only satisfying ™ ~ g
but provides the kind of behaviour pat- - o
. terns that sre personally and socially sig-" , oo Sw
nificant. 1 ‘

- The various uses of .the term 'needs’ suggest;/that it - : ;
involves value judgments, Hirst and Pebers'support'this © -

line of argument. According to them, "anal}sis of the con-

Al
L .

cept of "need" reveals that it always involves conceptions

« of value”. 13 Dearden holds. a similar view which he express-

-

;s as follows:
% .

Value judgments are inescapable in determin-

ing what ought to be done in education; and

i1f, therefore, discussions are to be formed h {.

in terms of need, then the valuational basis :

of the concept ‘and the subservience of the

relevant research findings to this 'should be
I explicitly recognized. 1

s

Since the way of life of a“particu&;; gsociety deter-
mines Eie skills individuals require to function in that so- 1 o
clety and since most of what is taught in schools can be re-~

--lated to basic and functional needs, for my purposes, "needs’' -

° Ty : @
11 : )
See Komisar, op. cit., pp. 25-32. .
lzTyler, op. c¢it., p. ? °, ' - o
13 ' Co '

Hirst and Peters, ogf cit., p. 331 '

fhnearden, op.-cit., p. 17. s :

s -
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refer to the basic and functional model posited by Hirst and
Peters earlier. Conceptions of value are envelopéd in this

model. The important point to be raised, then, _at this
,J ’ * !

©

juncture, 1is by wht;se values are the needs of students to be
p :

o }ieterpzined for as Dearden appropriately concluded: .
: ‘Curricular discussions revolving around 'chil-
e . I . dren's needs' often leave it uncertain whether
 is individual or social values that are being
. <o . presupposed, and whether it 1is needs as chil-
o D " dren feel them to be or needs as teachers think
: ‘they ought ‘to be which are involved. 13

-
-

( - Sometimes, what children feel they need is :lnadeq'ua/t:e to pre~
pare them for life. For eXam;Jile, some children may feel that
since their goall in life is po/become masons, all they need

. 4
is to be able to mix cgncrete; 1ay blocks or bricks, and use

\ .'the various masonry tools.

Since these skills can be learnt
! 4

: on the job in a relatively short period of time and since
‘ they are not normally.‘taught in school, - these children tend

to.regard schooling as unnecessary. But their ages fall with-

in the range of compulsoty“ schooling so they have no choice -
‘other than t&attend uschool, to learn reading, mathematics,

at;d similar Qpbjects taught in school.

. - N .
! . In reality, despite the fact that they may actually

, becomevmasons, they need to learn to read, calculate, and -,
2 s
{ \ R v —

. . 15

Ibid, - ' :
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&
perform other basic cognitive skills 1if they are to function

efficlently as masons. For example, in comstructing a build-

ing or even a less complicated structure, they need to master

VY

these skills so that they will be able to read and interpret

the blue-print that 1is likely to be handed to them ‘and cal- o ]
L4 . .

culate measurements. These are of vital importance if théy—

are to build according to specifications and thus have control . B

of one aspect of maintaining a good relationship with their

employers and fellow amployees.

It doés appear, then, that since teachers dre entrusted :

with the task of getting childPen to learn vhat is worth-while
for them to learn, it is their responsibility to decide what
children need'éo equip them for adult life. }f this stance
is taLen, it is éyident that teachers will be confronted with
-th; motivational p?éblem.
Many peoplé.subscribe to the notion that ednédtionl

'should’be tailored to the needs of students. The implication-
is thgtvif this.is done, . it will provide a solution to the mo-

tivational problem which is 'one of the perennigleroblemu of

. it & S, B W St ot et et et b i i8S

education' but Hirst and Peters refute this notion. They

~

state: ) /

To suggest, therefore, that teaching should
be adjuste® more to the needs of the child
sounds as if a way of remedying this common ’ ‘
condition 4s being opened up which has a v ) -
C s0lid empirical basis. But an analysis of ’ o

- ‘ ~ i ~

"
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tional in character. 16

Dearden adds, 'one of the attractions of 'need’ seems to be

problem of motivation’/vill be solved, but this ig not necessarily

so at all’, 17 As far as he is concerned:
. The motivational problem in teaching is a prob-
' "' ' lem precisely because children are regarded as
‘ e needing something which they cannot be brought
e to want or to be interested in. 'Needs! will

%

. . o
'need' gives little support fof such opti-
mism .... and that not all needs are motiva-

that is is thought that by basing a curriculum on needs :h&

\

solve the motivational problem only if they are’

felt and accepted by the children.

My contention is that education offered through school-
ing is too important an issue to, be left to the immature judg-

ments of pupils, particularly those in the prix'nary school. In

- ) the first place, they do not have the experience tfmt is neces-

they spend in any. level of our school. system is limited;

- o zens,

» ' 16hirst and Peters, op. cit., p. 33.

- - ' 17Dear6en, op. cit., p. 10.

18 p1d., p. 11. -
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sary to make such crucial decisions and secondly,

tional importance during that li‘mited period.
impoftaixce, I mean significant for the, development of those

skills which are JDecessary to functiqq asXesponsible citi-

" therefore, it _ia"'importuaut that they learn what 1is of educa-

By educational
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It seems to me that the experienced judgment of teach-
ers 1s necessary to direct students to\pursue thosé academic
areas that will terminate in the development of those skills
which they will need when they become adults. Hirst and

. ‘ ’ - ‘
Peters argue that:
The child .... needs té learn some elementary
wathematics, he needs to learm to read and
. . spell, for unless he masters these skills he
« will be unable to fulfil his role as a citi-
zen in an industrial society. Needs such as
«  these can manifestly be satisfied at school. 19

Dearden's position is that "in education, '‘need' refers ... -

to what would be educa;lonally valuable to learn. The child

needs to gain skill in reading, proficiency in arithmetic, a

knoﬁledge of geography and so on'. 20 '

In answer to the question raised earlier - by whose
3
values are the "needs' of students to be determined? -

Perkinson attempts to provide an answer. He seems to think

that the issue of determining students' ‘'needs' is multi-di-

»

mensional ‘and should be the congensus of the grodps posited

&)

in his model of categorization of the needs hierarchy.

These are the pommuﬁity, educators, and students. His sub-
mission isg: -

In the development of the curriculum the felt
needs should be last in copsideration, in the

19Hirst and Peters, op. cit., p. 34 -

2oDearden, op. _¢it., p. 13.

TR e
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actual implementation of the curriculum, they ?
should be first in consideration. The educa- :
tors, given the final needs ... by the com-
munity, devise the instrumental needs ...

and then through further experimentation and
research, they make adjustments in the curri-
culum in regard to the felt needs of the pu- :
pils. 21 '

" This prescription apparently would work in a homoge-
neous society in which mutual faith is exercised. That is, the

——

community ptescribes the need to educators on whom they can
rely to devise and implement a curriculum to satisfy these
needs. But even in a homogeneous society, there can be con- :
flictin; conceptions in education ;nd curriculum design.(
Educators seem unwilling to allow ;he community to determine
the fneeds education is to satisfy and conversely, cﬁe commu-
hity is equally unwilling towillow professional educators to

practise their expertise and thusamake a solid contribution

to the field of education.

| As is expected, the conflict is even greater.-in multi-
cultural societies where there is a diversity of conceptions .
concerning the needs of educatiom. In such a situation, PerL‘

kinson recommends: .

Because of this diversity, and because of _
the fluctuation in the intensity of demand ‘
for fulfilment of the differeént final needs,
it is possible for the planners of the cur- s

21Perkinson, op. cit,, p. 238
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riculum to select what they think are the best
fina) needs, - and to devise a curriculum that
will guarantee the fulfilment of those final
needs so chosen.

His overall conclusion is that:

+ ! '
..+ debates would be more productive if edu-~
-cators conceded the right of the community to
determine the needs of education, and if the
community conceded the right of the profession-
Al educators to determine the instrumental
needs of education ... It demaads that the
educators have faith that the community, through
the democratic process, will develop the best
‘final needs, .... and conversely .... that the

~ community have faith that educators, through ex~

perimentation and regearch will develop the best
instrumental needs. 23 !

Further mention‘w}ll be made of the concept 'needs' in rela-
tion to educatioé\when the sﬁbject-centred and child-centred
theories of education will be considered so I shall proceed
to discuss the concept 'interest'.

h 4

' 2. The Concept of 'Interests'

»
° \

L ]
The populﬁr claim that education should be tailored

Lo the nee&ﬁ and interests of students is 111ustfgtive of the
observation that ''needs and interests are regularly coubled
_together and treated as ‘synonyms, or near-synonyms. This

1
i

3
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A ,
conflation is facilitated by an ambigu{:y in the notion inter-
- ’ ' ' ‘:
est". 21‘ . . s - -

A .
According to Hirst and Peters, the concept 'interest'

can be interpreted in both a valuative and a psychological

sense. 25 In the former, the teacher focuses on protecting the

child and considering what is good for him; whereas in the lat- ~

ter, the .teacher is conceiﬁfd with what the child'ig interested
in, what captivates his attention, with his hobbies and pur-
'suits that absorb him.

Peters gives a more detailed explanation of this con-
'cept. 26 What he and Hirst in'thgff combin;d work refer to as

=

the "valuative" sense in which 'interests' may be used, he
calls normative and in this sense he agrees with‘Lamont that
it 18 used in a legalistic sense to speak of spheres of ac-
"tion or activity to which a.pergon has right. 2] He also
holds the view similar to Benn thagiin the normative sense,
'interests' is used im.a more general sense to speak of
those things which are both worthwhile and in some way appro-

priate for the individual in question. 28

24Dearden, op. cit.; p. 11

ZSHitst and Pééers, op. cit., p. 37

]
'GPeters, op. cit., p. 168 /

. 27Witneas W: W, Lamont, The Principles of Moral Judgment \
(London: Oxford University Press, 1949), Ch. III. -

28See S. I. Benn, " 'Interests' " in Pro. Aristotelian Soc.,
Vol. LX, 1959-60.
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He adheres to the termonology which he and Hirst use

/

b < ‘ to point out the second sense in w-hichl"interests' may be

-

used, that is, the psychological, but he is more specific as
he explains that:
~ In the psychological sense, we sééak of what
pedple are interested in, meaning what they
are disposed to attend to or take notice of;
we also sjéak of interests in a more disposi-
tional sense when we wish to refer Lo people's
hobbies, or those activities in which they
will tend to be interested in a more permanent
jsort of way.
In this study, 'interests' will be used in the valua-
tive or normative sense. Peters says, “this is the sense of
¥ 4 v'interests' which is being used when it is said that the ‘schoola
must be concerned with the interests af individual children". 30
In a school situation, "what a child is interested in
may also be: of educational value, To develop breadth of un-
o
derstanding in relation to this would 'be an obvious way into
the curriculum; for a child might pass smoothly and eagerly
along-this path into other realms that have to be explored".
But it sometimes happens that the child is interested in ac-
\ /.'. tivities that are not of educational importance and converse-

Vo g 1y, he or she is not interested in activities that are of

" educational importance. "So the curriculum itself, as dis-
S 29 |
( "“Peters, op. cit., pp. 167, 168,
*%Ibid.

rbia., p. 168 ot

<
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tinét from the point of entry to the curriculum .could not be
' ’ 32

determined purely by his interests". With reference to the

use of 'interests' employed in this study, Dearden believes f

that "interest, like the concept of need, alwvays involves

v{}qes". 3 The crucial question, who’ determines what 1s in )

the child's interest could be apprOpriate;y posed at this -
1

point. : /:)

S

It seems to me that if the teacher is going‘to dis-

[ U SO

charge his or her/duties gfficienély, on the basis oé the
curricular decisions of his ;r her educational system and ex-
perience, he or she should decide what i3 beneficial to the
child. And not only chis,-but'use his or her professional
ability to get the child to engage into those learning expe~ s

: riences that will terminate in the development of those

¢

skills that he or she will need to function,ag'an adult.
As with.the concept of 'needs’', getting children to en-
gage in learning activities in wh!ch they are not interested

invariably poses a motivational probleﬁ. But on the premise

of the empirical point that most of children's interests are
aoc;ally'acquire&, such a problem 1s not insurmountable. T o .

Hirst and Peters argue that:

-

° There is ... the empirical point that most )
of children's interests are socially acquired.

. .
32
 Hirst and Peters, op..cit., p. 37.
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They get them from parents, from other chil-
dren, and from the mass media. If the teacher
does nothing to encourage interest in what is

- worthwhile he is simply opting out of his res-
ponsibility and abandoning children to get
their interests from other sougzes which may
be antipathetic to education.

It follows, then, that teachers, through a combination of pro-

fessional techniques, common sense, and tact can be instrumen-

]

tal in getting children to develop interest in those learn- -

ing activities that are of educational importance.
‘Appérently, different schools of thought have emerged
from the concept of 'needs and interests’' with regard to edu~
cation.r Dearden présents two of these as follows:
.sss those who insist that the teachér knows 7
best can take it that the teacher has to set- ~
tle what children need or what is in their in-

terests, perhaps by reflection upon the nature
of a subject, whereas those who insist on 'start-

ing from the child' can take it that what the = ..

teacher has to do is to enquire what children
feel they need or feel interested im.

However, he warns that in taking this stance, "a crucial prob-

" lem of the curriculum will be slurred over" but suggests that

"if the problem is squarely faced, ... it is plain that no \\\\
use of the concept of need" (and I wish to add interest) "is

going to solve it, since the difficulty here is precisely

r

34R. F. Dearden, The Philoébphy of Primary Education-
(London: Routledge and Kegan Paul Ltd., 1968), p, 18.
. )t
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over the norms which create needs, the norms impliﬁit in any

account of what a desirable education ﬁs".’3b

'"Needs and interests' are ambiguous.concepts; thetef -
fofe, at the beginping of any discussion sﬁrf&unding"these
négiona, it is imﬁortanc that one.clafifies and establisheé
meanipgs for them, It must be kept in mind, too, that in
an educational situation, if‘teacﬁers ate to effﬁéiently'ful-
fil their role of teaching pupils what is worthwhiie for them
to learn, it does apﬁéar that it is-their'responsibilitf to
decide, on the grounds of the policies of their particular
educational, system, what children need and wvhat is in their
interests. |
Having arrivedéﬁt these decisions, the next step is ob~
vioua.‘ Teachers need to ptacti;e their professional tech-
niques to get students ‘to engage in those iearning experi-
ences that will enable them to develop those skills fh;y will
need to function ase;espopsible adults. But teachers and ?d_
ucator; ;eem to be divided on the issue of needs and inter-
ests thetefore, as has begy polinted out e;rlier, differéﬁt
schools have emerged; On one hand are subject-cent;edithéo-

e

rists who hold the view that teachers know best and conse- "

»

quéntly should decide what children need or what is in their

s

36

+

R. F, Dearden, " 'Needs' in Education", British Journal

" of Educational Studies Vol. XIV, No. .3 (November, 1966), p. 11.
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‘1ncerés:s.‘ On the other hand, are child-centred theorists'\ .
uho believe that teachers should find ouq'whag children f(E}Jg
feel ihey need or feel interested in and use this ;nquma— ~
tion as a springboard for déaigning Eurrieulum. These two‘

theories will be

the sﬁbject of discussion in ébbsequeut c@apters:
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. . ‘ . . [ « .
THE SUBgEC?‘ﬁENTRED TH;OR%}OF EDUCATION' v ?

»

The subject-centred theory of education basically re-
oo &

a

presents a tradit%pnél view of education. ' Perry claims that

"its historical background is particularly‘England'of the |
. N X

nineteenth and into- the twentieth century, but its features

are widely recognizable elsewhere". Theorists of this per-

suasion "believe that the content of - the curriculum is all

9
-~

important on thé principle that knowledge 1s the source of,
power" ZJ s? they "stress the importance of knowledge and
skill, traditional subject divisions, and the €rucial role

of examinations". 3 Their ;enet'seemé to be the development

- Lol

of the power of thought which, in their opinion, 'is best

J

achiieved by learning the basic skills, arts, and sciences
that have been developed in‘thq past. They tﬁeréfore advo-

cate that the school curriculus "should conmtain cqgﬁicive sub-
& SN ' :

jects that cultivate rationality, and the study of moral, aes-

¢

'lLeslie R. Perry; "What is an Edicational Situation" in
R. D. Archambault (ed.), Philosephical Analysis and Education
(London: Routledge & Kegan Paul Ltd., 1965), p. 63,
N . a8

2Luella Cole, -A History of Education: Socrates to Montes-

sori (New York: Holt, Rinehart & Winston, 1950), p. 626.

" -3P. H. Hirst and R. S. Peters, The Logic of Education

(London: Routledge & Kegan Paul Ltd., 1970), p.l.
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thetic, and religious principles. to cultivate the attitudi-

¢

nal dimensions”. 4 }
. ." Theorists of ﬁhe subject-centred orientation, 1133
" educationists ‘ of other ﬁbrsuasion;, consider the aim of edu-
cation to be the maximum development of sCudents so that, as °
adults, they will be equipped to tesponsibly catry out the
activiiies of their respective societies. (g;: supject-centr;d
theorists see this development as coﬁstitu:ed qf subject mat-
ter which will meet the éeeds of students not"neces;atily as
students feel thésebneeds tokge, but as educators think they
=S oqght"to be.

. In anoattempt to have'students, at whatever level of
the schooi system, attain academic excellence, teachers who
favégg this approach find it inevitable, according to Dewey,
to divide "each topic into studies; each, study into lessons;»‘
each lesson 1&:0 specific facts and férqulae". 3 Sometimes

_ the emphasis on subject matter takes the form of rigid sub-
ject divisions which transfer the student from his 'narrow -

world of personal contacts’ to the wide world of remote ideas.

Great emphasis is placed on comﬁeticion since 1& is a "conve-? -
R » / ‘
o i 5’

ﬁAllan Ornstein, An Introduction to the Foundations of
Education (Chicago: Rand McNally Publishing Company, 1971),
=gucation

P 195.

SJohn Dewey, "The Child and the Curriculum" in R. D. ar-
. chambault (ed.) John Dewey on Education: Selected Writings
T (New York: Random House, Inc., 1966) p. 341,
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nient, effective, and inexpensive device for attaining greater

effort from pupils". 6

In this model, the teacher's knowledge is sometimes

'tegarded as unquestionable. He is portrayed as knowing

. everything that is necessary for the pupils' education. Ac-

cording to Perry:

This knowledge was subject-matter, the trans-
ferring of which to the pupils was the osten-
sible purpose of lessons. This subject-mat-
ter was not all there was to be known about a
subject but all that a teacher needed to
know, and this he knew with complete mastery.
It.was highly selected, and what had been se-
lected was deemed absolutely essential.

Teachers decide what their students need and what is

in their interests an@every c¢hild in a particular class

follw; the same curriculum despite the range of differences
in ;bility. Diacigline is of paramount importance to teach-
ers of this ori&itatqic'm, ¢consequently, "they will not be
averse to using punishment to maintain discﬁiplin'e". 8 Hirst
and Peters give a brief description of ‘the practict;s of teach-
ers of this approach. They write:- .
Children were regarde;i as rather like adults

' ‘ but more wayward, and with original sin rather

. prominent in their make-up. Methods were used

which emphasized formal instruction and learn-
/ ‘ ing by heart. Children were instructed en bloc

b1p1d., p. 3642.

7Pm:v:y, op. cit., p. 65. - -

Bﬂnirst and Peters, op. cit., p. 1.
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‘wi"thout careful attention to individual 4 er-
, . o - ) ences, and this paramilitary operation was
usually backed up by the extrinsic aids of pun-~
ishment and other forms of coercion,
i Peters, Hirst and Perry seem to present an exaggerated
account of the subject-centred approach to education. It is 4§

quite likely that some teachers who practise this approach,

for some reason or ot:her, may over-—emphasize the content as- ¢

pect of education and negllt other aspects, but this does not
necessatily mean that tﬁe‘subject-centred theory of education

is defective. Many s;:udents who succeésfﬁlly complete school=- -
ing by this approach attain a .certain degree of academic excel-

| lence and occupy important positions in their comx?unity.

¥ ' . .
- 1. Relevance and the Subject-centred Theory
/

Some critics of-3he subject-centred.theory of educa— . -.
tion claim that because of the tigid subject division into
- which the school curriculum is organized and because the learn-

ing experiences in which students are compelled to engage are

iy s

not directly /felated to their particular experiences, this

{

k' L
- R
-

|

|

type of education is irrelevant. But 1in Chapter I we esta~-
blished the principle that the only way one can determine .

B whether educationlis relevant is to examine {t in the light

-
1
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7.
of how it fulfils the purposé it 1is designed to serve. There-

fore 1if we accept the purpose of education to be the transmis-
sion of our cultural heritage and the maximum development of’

each student, it is quite reasonable to conclude that any edu-

>

cation, regardless of its orientation, provided it meets the

-

8 ’ 9
criteria of transmitting cultujge and the maximum development

of each student, 1is reldyant/ We shall now look at the

'éubjcct—centrcd theory of cducation in the light of its effec-
tiveness in fulfilling the purposq#of education,

It is believed that the ultimate purpose of education™

1s to develop in pupils those skills - cognitive as well as

effective - that they wiii necd, as adults, to function as res-
ponsible members of society. It must be kept in mind that ref-
erence to education implies the re§trictcd sense of the term -
schooling. Bestor rcpresenté this view. He claims:

«... the schools have a raison d' &tre ...

That function is intellectual training: "the
deliberate cultivation of the ability to think",
In a demoecracy the schools must offer training
in the basic academic subjects to 2ll students,
because as adults they will be called upon to
exercise the rcsponsi&blitics of self-direc-
tion and citizenship. '

This function of education includes cultural transmission and .

»

loArthur Bestor, “"The Distinctive Function of the Schools"
in Ronald Gross (ed.) The Teacher and the Taught (New York:
Dell Publishing Company Inc., 1963), pp. 194, 195.

f
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the maximum development of each student.

' Students have varylng abilities. Some are more academ-'

g , _

igally able than others therefore some will enter th; profes~
‘ ;fons while others, because of aptitude,-academic and other
limitations, will fall into the catégoriea of segi-skiiled
and non-skiiled workers. Society needs these var;ed abili-
ties and the people who comprisg'the‘various categories of
‘zorkers need to realize their dependence on one another. For
example, the doctor ought to realize that just as the farm-A

labourer 1is dependent on him for medical assistance especial-

ly in cimes\of illness, so is he dependené on the farm-labour-

v

er to cu1t1§ate the soil so thatlit will produce food to sa-

tisfy his physical néed;. The important point to be consider-

.

ed is that every individual student should be directed and
given the opportunity to develop whatever ability he or she .
possesses to the fullest possible extent with a view to making

a solid contribution to the proper functioning and improvement

of his or her cammuni:}. .

Regardless{gf the profession or occupation that .students

-

will follow when they leave school, there are ceétain basic
skills they must master in order to enter the job market and

consequently lead independent lives. Minimally, normal citi-

able to read, communicate 1ﬁtelligent1y, and do some elemen-

zens should be functionally literate. That is, they should be ’

4 et T Bed el
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tary mathematics. For example, it is necessary f;r butchers
to be able to read and perform basic mathematical operations
so that they can carry out the written instructions of their

gmployers; calculate the prices of the various cuts of meat,

and affix the correct labels.

As far as develppment qf skills 1s concerned, it does |
eot seent to matter whether or not the curriculum %s organized | j
into rigid subject divisions becaus; in reality, regardless qf) ) f
the organization of the curriculum, if students are prepared
to fulfil their roles as citizens, especially in modern indus-~
trial, computerized, technological societies, there seems to )
be no excape from the content of subject-matter.

There is a strong arg&ment agaiﬁst the subject-centred
th;ory that the content of education is incongruent to the
needs and interests of studénts therefore this kind of educa-
"tion is irrelevant. But in a school situation, if pupils are
allowed to pursue those activities they think they nééd or are

+

interested in that are not worthwhile educationally, they will

o Y St kA e Mot S b S e

_leave school without having developed the skills that are re-

quired for 1life in the real world except the}/‘ learn these

skills from other agencies outside the school contemporaneous-

Q / *
ly. For instance, if children are interested in playing
checkers, they may do so at break periods as a recreational / ) -
’ (

activity but no responsible teacher should allow them to plaﬂ _

3
-
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‘tﬁis game during the time that is to be spent in the dévelop-

ment of wort?while‘skills, that is, those skills that are

ne;ded for the fulfilment of societal roles. The reason 1is

obvious. Society depends on schools to Eap and develop taleﬁt

‘to maximum capacity so that there will be man-power resourgces -

to tarry out the various societal roles. What connection doe

‘the playing of checkers have with the fulfilment of societal
|
foles?

It is salutary to maﬁe eve?y effort to gear the curri- -
culum to the needs and interests of students and it is 'an
important item in the official credo about éducacion' but .
this sh;uld not be fﬁterpreced to mean that the curriculum
should be geared according to needs and interests as students
see them but rather according to what students need or what is
really in their interests.. In other words, the curriculum
should be structured in such a way thatlit provides the scoée
for pupils to learn what is of edycational importance.

This calls for a great deal of skill and direction on
tﬁe part of the teacher but if it i? true that most of chil-

dren's interests are socially acquired, then the teacher can

be a satisfactory source from which children can acquire inter-

© - ——%%ts. And the teacher is functioning within his or her profes-

-

onal bounds when he or she accepts the moral prgﬁ}em of de~ ’

‘ ciding and determining to get children to pursue what is in

S b b e
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their interest for according to Peters:

... the teacher is institutionally concerned
with fostering interests which it is in chil-
dren's interest to develop. This is what edu-
cation involves. Talk about 'growth', 'self-
realization', and gearing the curriculum to
the interests of children glosses over this
fundamental normative aspect of education. 11

1f teachers, in getting children to pursue what is in
thelr interests, have respect for them as persons and demon-
strate this respect in their treatment towards them, the%
should not be doing an injustice to the children. Neither
will the children be deprived of the intrinsic values of child-
hood at the expense of their future happiness as adults as
some educationists argue for according to Entwistle:.
«.. in a multitude of ways children's interests
are equally those of adults. They watch the
" same television programmes, play the same games,
visit places of cultural interest on family holi-
days, assume roles (in the sociological semse),
have economic relationships, behave in accordance -
- ... with the laws of physics, show an interest in the
past and in distant places, make mathematical
calculations and so on. 12 . ‘
Criticisms of the curriculum being incongruent to the

needs and interests of students and is therefore irrelevant

extend to the cehtralization of the curriculum, a method used

11R. S. Peters, Ethics and Education (London: George
Allen & Unwin Ltd., 1966), p. 136.

lzﬂérold Entwistle, Child-centred Education (London:
Methuen & Co. Ltd., 1970), p. 89.
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in many societies for developing the cﬁrLZ;&luml This criti-
cism seems to be based on the belief held by sqme education-
ists that éince teachers deai directlylwith students on a
day to day baﬁgs, they are aware of their needs and interests
agd con;equentiy should develop their own curricu}um ingtead
-of having to work with a curriculum that is develépgd by the
government through its ministry of educatioﬁ. ' .
But if teachers in each school system were to develoﬁ'
their own curriculum, what impact would this have on'our educa-
tional system? “Would we have any means of ensuring that the
content of the curriculum reflects the consensus of the val-
ues and demands of the whole ;ociety? And would we be able to
determine whether our edué#tional Syétem is insular or adequate
when compared with the educational systems of other sqcieties? . '
Hirst and Peters ask/a very cogent question that is worthy of
our consideration: ' 'A‘ ;

... does not a curriculum arise as quh from . !
the demands of society and the histoty of men's '
attempt to understand and appreciate the world
as it does from children's needs and interests?
It 1s hard to deny that education plays an important role in
the progress of a country or area and since in most societies,

government accepts the responsibility for formal education , T

through schooling, perhaps it is necessary that the govern-

B a’)

7

3
1'Hirst and Peters, op. cit., p. 31.

b tn s At £ AR R4 ¥ e bR T e

Cm TN ey v




i g |

44
ment, through its minfstry ofvedueation and with significant
fnput from educafars, develop the curriculum.éccording to the
nceds of that particular soclety and send this curriculum to
the school for implementation by the teachers.

The skills 2 Bocicty needs are determined by the type
of socfcty. For example,’a highly agrarian society will have
a greater demand!foF agricultural~skills than any othér skill
and ;imilafiy, ;n industrial sdciety will have a greater de-
mand for indusfrial skills. Cénsideration needs to be given

to thiﬁ\in curriculum construction. Taba remlnd§ us:

Curriculum isg, after all, a way of preparing
.young pecople to participate as productive mem-

) 2 . bers of our culture. Not all cultures re-
- quire the same kinds of knowledge. Nor does

the same culture need the same kinds of capa-

cities and skills, intellectual or-otherwise,

at all times. 4 )
But broadly speaking, there are certain basic.,principles of
e@ucation that are universal: mathematics, lgnguage, and al-
lied subjects are ;he same whether they are taught in China
or Australia so there 1s‘a certain degree of unity in all edu-
ciational systems. Perh;ps this unity should be maintained
because of fhe interdependence that exists among the nations

of the world despite language and other differences.

. In many educational systems teachers do need to play a

laﬂilda Taba, Curriculum Development (Chicago: Harcourt,
Brace & World, Inc., 1962), p. 10.
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more active role in the development of the curriculun but. it
. does not seem practical to leave the development of the curri~ °
culum entirely to individual teachers or groups of teachers in
each school if unity of coq%ent as well as a greater pogsibil-

. ity of ensuring that children learn what is necessary for them

to learn is to be achieved.

With a centralized curriculum, there is the possibility .’

that teachers will encounter difficulties in interpreting cer-
tain aspects of its content ang consequently charge the curri-

culum with irrelevance. But this difficulty could be overcome

through teacher education programmes such as seminars, work-

o

shops, and courses offered at teachenﬁ' training colleges.
However, to those teachers who find that the centralized cur-

/riculum is irrelevant, Van Til offers alternatives. He says:
The teacher who realizes that his content of
instruction isn't meaningful has two viable
alternatives. He can change his content from
the irrelevant to the relevant. Or, if he
cannot change the required content, he can
teach it in such a way as to give it rele-

- vance .... Yes a third possibility exists.

One can continue with meaningless content,
break his heart trying to teach and achieve
ve&y little. 13 ‘ *

, A teacher -usually operates within a system and is there-

fore accountable to both internal and external publics for ac- ~

tivities In the class-room. Internally, there are the princi-

15w1111am Van Ti1ll, Curriculum: Qﬁést for Relevad¥e (B&Q-
ton: Houghgon Mifflin Company, 1974), p. 234,
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pal and possibly deﬁértﬁental chair-person -and extermally,

-

there are the ministry of education and perhaps the school
board. Since there may be real g:oblems in changing cortent,
the sensible alternative seems to be to 'teach content in

-

sﬁch a way as to-give it relevance'. If this is done, most

" likely, students will derive pleasure from their learning ex-

/
periences and at the same time, learn what is considered im-

-

portant for them to learn.
Since the subject-centred theory of education presents

no barrier against teachers fostering interests which it is
“ -~

»

in children's interests to develop, .and since teachers must

” X
-

teach content,that 1s considered impértant for children to

learn, it does not seem to be of any consequence whether the ~

cutricqium is organized iﬁfo rigid‘subject divisiops or cen-

tralizqd,MAIt seems that by usingwthisuap?roach t&heducation,

teaéhers can transmit cultqrg and achieve waximum development
N -

of each student and thus accomplish the purpose of ;aucation.

Therefore théte are no grounds for attribdiing lack of educa-

(- -tional ‘relevance to the subject-centred theory of education

o

as such. . Perhap§ many teachers who use this approach, be-

_cause of examination pressures, become over anxious to have

P

their students gain mastery of subject-matter ignore certain

factor; such as individual differences and a proper regard

o

for childred as persons all of which contribute to pleasura-

<
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ble learning‘experiences. They may even resort to harsh meas-

ures of punishment to accomplish their aim. But in suclkt a sit-

uation,the problem is related to method and not to the theory

itgelf.

The whole 1issue surroundiug/the subject-centred ap-
proach and educational relevance ‘stems from a misconceptiﬁn .
of what the subject-centred approach entails. Altﬁough con-
tent is vitally important in the process of education, teach-
ers ngsg not consider it in terms of a set stock of informa-
tion and ‘static conformi?y to a code' but rgther as'a means

i

of developing critical thinking and éreativity among students.’

2, Limitations and Merits of Ehe Subject-centred Theory

' [
C . X

It has often been said that no ‘theory will completely

satisfy the claims of all individuals connected with a parti~

cular field of studies a+d the subject-centred theory of educa-

tion is no exception to this assertion. Like all theories, it

o

has its limitations as well as its merits. One of th? limita-~

tions of the subject-centred theory of education is that be-
> N .

cause of the great emphasis placeé on subject matter, teach-~

ers who adopt this theory tend to devote their attention to

©

those students who are more .academically able and neglect

a ! = —
A
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those who éxe less academically able. Consequently, “the op-

portunity is not given to each student to develop his abili«

ties to maximum capacity. ‘

N i

The point: has already been made in.,Chapter I tahat one .

° \ . T

of the fu)\ctions of educat.ion or scheoling is to contribute
fully to the maximum development of each student. If teach-
ers who ..1deatify :heﬁselves with and practise the principles

of the subject-centred school, for some reason or other,' do

not structure their clags-room activities in such a way that

"er,-this does not mean that one is more successful than the

.ample provision is )made/for maximum development of each stu~
' @

'dent, then this limitation deserves our consideration. -

v\ . . - R - i

: In many "societies, it seems to be the common belief
that certain occupations'are more impo:tant than others gnd
only those: citizens who follow these‘ iméortant occupati(ms

are successful. It is also belleved that one o~f the chief

factors that contribu:e to securing these important occupa-'
tions‘ is academic excellence, Whereas it is trdem cer-
‘:gin professions ’atid oc;upacion's suchas being a u;i\[ersity

pro'feuor,’ a doctor, or a scientist req&ire a greater degree

of academic skills than say being a mail-man or a farm~labour-
s

»

. other. If each individual, in hig or her sphere, is perfbrm-

idg at m;imuu capacity, then he or she is.successful.

[

But it 'seems very difficult to convey this idea of

.,
¥
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- what real success is to the members of society because of ex-

1

isting beliefs and practices. Apparently many sacieties are

t able to utilize all their man-power resources so individ-
& .
' uals go through a process of selection in order to enter the

N

( job market or higher institutions of learning. Obviocusly this i :
. selection i's based no't, on the grounds of perfbrmance at maxi-
pum capacity but instead on the grounds of the highest level
. of ‘performanee. So what actually happeps is that those yho
show promise of greatest academic ability get selected whi%[' -
‘che others’are rejected. ;

Perhaps this is the type of Bituati:on that prempts the
sul;ject-centred theorists to place so much emphasis on compe-
tition since 1: is believed to be an effective means of ob-—*

. taining grest:er effort from pupils'. If .students are being
‘ prepared for 1ife in their society which is st:ructuz:ed on the

'survival of fittest model', then it seems easy for teach-

ers to foc their

§

‘neglett of the 'slower' omes and thus maintain the status quo.

attention ot the 'brighter' students to the

Some other limitations of the subject-centred theory of

education, so it is argued, 16 are that it fails to recognize

\

the importance of child interest, problem solving, and sound
methodology. The question of inﬁerest has been discqssed ‘to ‘

. some extent in Chapter I1I.of this study and we have assented

‘
- * » -

a

) - 16See Reginald Archambault (ed.). Dewey on Education: Ap~ ° :

s praisals (New York: Random House, 1969), pp. 180-189.
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to the importince of gearing the curriculum not only to the

interests of students but also to their needs. In this con-
N A

nection, we suggested that needs and interests should be
interpreted not as 'children see them but rather according to
what children need or what it {is inqtheir” inte:%sts :fn terms of

preparing them for adult 1ife. So Archambault's assertion -

’

that "the traditional subject-matter orientatfon toward cur-
riculum has long suffered from an inability to recognize the

importance of child interest' 17 seems to be premigsed on anoth- -

[

er dimension of the development of interest. -
s / ) If this 1ﬁitation implies utter disregard for ;hil-
‘dren's interests tha.c are not of educational importance, then
perhaps we should consider the argument. So far, we have no
indication that educators of the subj ect-centred persuasion
. ~ suggest that we utilize children's non—edug‘ationally manifest
. interests to t_each ‘,\chem those skills that are worthwhile.
The emphasis is on the development of latént interest. So
. the idea of using certain activities in which stud‘et;ts are in-
terested and which a‘re' regarded as non-educationally important
. to teach bc;ch cognitive and effective skills would be ‘consid-
ered out of place in the ct-centred school since stress .
seems to be placed on ‘chall{) and talk'. :

¥,

But children's interests“that are not considered to be

11b4d., p. 180.
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educationally‘important can be used to teach them a variety of

- ¥

skills, For e§amp1e, if childréan are 1nteresé%d in playing

-

say, "SCreﬂble";_teachers can use this game in the class-

room to teach-word structure and sentence'construction'ig—Lan-

&

guage Arts. This game calls for gﬁ;ious thinking,sgﬂfg_glgg’/
develops in students the ab;lity to think. The attitﬁdinal
dimensions of education ar; also takén care of in the sense
that the game provides ghe scope for pupils to learn to coop-

erate and respect the rights of others.

4 )

The use of students' manifest interest illustrated in

the preceding paragraph seems to make it poésible for pupils
\\\

to master a greater amount of skills in a gi%en period. One

apparent advantage is that the teacher does not have to spend
time to motivate studenis for the motivatio?ai problem does
not arise since childrgn are already interested. -

But 'it may be argued that in a class setting, all the
students will not necessarily be interested in the same acti-
vity. For that matter in a class of average size of say, '
twenty-five students, there may be as many as sixteen differ-

ent interest groups. The question i3, how does a single

teacher cope with these varied interests simultdneously during

one class period? Well, probably the teacher can tactfully ar-

range, with satisfactory input from students, a combination of
: n ‘
interests and both teacher and pupils arrive at a decision to

\
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uge the combined groups at different times. Educators who

regard the introduction of non-educationally imﬁortant activi-

ties in the class-room as a waste of time as well as the coun~

i

~

try's money may ask: Is it not more advantageous to develop |
interest in worthwhile activities frop the onset than for the
teacher to spend time-cieciding how to incorporate non-educa-
Jtionally important interests?

However, there seems to be at 1eas;: two dangers inherent
in the Dconcept:ion of gsing éhildren's”imediate non-education-
ally impo.rtaxit inter;e_SCB to teach them cognitive skills. Tn
the first place, the tea;t;er has to be sufficiently ingenious
to be able to direct students' interests towards learning worth-
while skills or thé significance of the enterprise can be lost
and only a happy recreational experience i{s achieved since the
tlasgs-room can be r:educed to a mere play-room.

The second danger 1s related to the process of selecting
the game. The teacher needs to be aware of the fact that even

»” .
though children's interests may centre in many games, all

games cannot serve the purpose of teaching cogniti\'re skills.

. Chance g/ames such as Bingo do not contribute to learning aca-

demic skills nor to the development of the ability to think
and therefore should not be indluded among the games desirable '
[

for class-room activities. . .

That the subject-centred theory of education fails to

! 3
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recogpize the importance of problem solving in the educative
process ;ccording to Arghambault's schema of limitaéions of
the subject-centred approach seems to merit sympathetic exa-/
mination. This limitation is undoubtedly related to the phil-~
ésophy of the subject-centred school that learning is effected
when the learner has gained mastery of: subject-matter hence '
their reliaA:E on rote learning and repetitive drills. But
educationists with a contrarf philosophy argue that this ap-
;roach does not develop the ability t; solve problems nor in-
dependént thinking among p;pils since they merely accept and
accumulate information presented ready-made by the teacher.
They cannot use the information so acquired to arrive at so-
lutions to probleis and according to Dewey, if a .child "can-
not devise his own solution .... and find his own way out he
will not lea;ﬁ, not e§en if he can recite some correct answer
with one hundred per cent accurfcy". 18
It does not need empirical e;idencg to convince us that
if a nine-year old child of avetggﬁ intelligencg is drilled in
repeating say, Eleg} Written 'In A Country Church-yard" ‘regu-

%

larly, after a period of time that child will be able to re-
/

c¢ite with perfect acchracy. But according to the view project-

1BSee John Dewey, "Learning as Problem Solving" in D.
Vandenburg (ed.) Teaching and Learning (University of Illi-
nols Press, 1969), p. 29. ’

I
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ed in the previous paragraph, if the child does not understand

/
the poem and 1f he has not developed an awareness’ of its moral .

and aesthetic dimensions, he has not/aearnt. The whole idea
behind this argument is that learning does not consist of

mere repetition of facte but it does consist of the ability to
use experience and facts t&’promote-creative thinking which
suggests ideas tﬂat enable the learner to grapple with prob-
lems and arrive at their own independent satisfactory solu-~
tions. In addition, the solution of a particular problem

ought to develop pupils' ability to solve reiated and more com-
plicated probleme. It follows then, that eere repetition of
facts is insufficfent for maximum development of students and
consequently neglecés a vital aspect of education. In this
connection Dewey asserts: /

Idea; are worthless except as ﬁhey pass into
actions which rearrange. and reconstruct in o

some way, be it liccle or large, the world in
which we live. 19 -

?

The final limitation of the subject-centred theory

that we 'shall discuss is that it fails to recognize tie impor-

tance of sound methodology. It is said that teachers who

addbt this theory put a high premium on content but they re-

gard "this as material e//be learnt and believed" 20 as far

ngohn Dewey, The Quest for Cercainty (New York:/Minton,.

Balch & Company, 1929), p. 316.

Zoﬁirst and Peters, op. cit., p. 32.

R
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as they are concerned, it is their job to imprin* what is
worthwhile on the 'mind and heart of the pupil'.

This emphasis on content seems to{be the motidating
fdrce for the adherents of the subject—cenéred ideology so al~
though teachers undergo ; period of training, only that aspect
of the training programme that is directly related to the mas-
tery of subject-matter would be considered essential. The
absolutely essential requirement for fhe teacher is complete
mastery of subject~matter. On thié issue Perry says:

¢

«... the right belief, the right attitude,
the requisite knowledge, would themselves

- guide one to the mastery of effective teach-
ing ... complete mastery of the subject-
matter was the only indispensable thing.

If students are to be prepared to 'exercise the respodﬁ
sibility of self-direction and citizenship'; it is impor-
tant that the& develop such qualities as critical thought and
autonomy. This implies .that if teachers are to be equipped to

\

participate effectively in the educative process, it is vital-~

ly important that they gain c;%plete mastery of subject-matter.

l Hirst and Peters aptly point dut:

It is pointless being ecritical without )
some content to be critical of; autonomy or

- following rules that one has accepted for
oneself, is an untelligible ideal without
the mastery of a body of rules on which
choice can be exercised.

ZIPerry, op. cit., p. 67.
zzHirst and Peters, op. cit, p. 32,

/
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L
ot .
Children cannot learn to think critically unless they are sup-
7 ' : ‘ i
plied with certain 'environing conditions' - subject-matter

for example - which are requisite 'to start and guide thought'.

"

Dewey's contention is:

Nothing can be developed from nothing; nothing
Py but the crude can be developed out of the crude -
/4)//' e and this is what surely happens when we throw

K
g
K

the child back upon his achieved self as a fi-
nality, and invite him to spin new truths of
nature or of conduct out of that.

ERIEES

But the importance of curriculum content does not in
any way ;educe the importance of a sound methodology. Teach-
ers need to understand facts about childhood, tbe conditions D
) of leatning, and prinéip1§s~tegu1ating th; treatment and de-

velopment of children. With this understandiﬁg, they should

.
T v

be able to devise satisfactory methods that will contribute
towards making the teaching-learning process a pleasurable "
experience for both teacher and taught and at the same time,

enhance the development of creativity and the ability to

- think critically among children.

R R T ade o e et

Despite the limitations inherent in the subject-centred

e

N eane

theory of education, the idea that many adherents still hol&
tenaciously to its tenets could be an indication that there is - i
] ) something valuable in the tradition. It must be remembered

4
that the subject-centred theory of education is one dimension

23John Dewey, "The Child and the Curriculum" in R. D.

- Archapbault (ed.) John Dewey on Education: Selected Writings
. (New Yor%: Random House, Inc., 1964), p. 349.

—
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of the traditional approach to education and therefore its gen-'

* eral features are ;ommon. So-when Archambault asserts that”
"the traditional view has its strongest advantage in its re-
cognition of the need for establishinglsound goals for ed;ca-
tion", 24 the assertion applies to the subject-centred orienta-
tion as well.

- ' ’ Educators of the subject-centred ideology are absol&té-
1y clear about the purpose education is to serve and may e;en
argue that their "job is to shape the development of children
in accordance with a predetermined pattern." 25 We must admit
that this expression 'shape the development of children' does
carry with it harsh overtomes but nevertheless, in this model

teachers realize that 1f they are to accomplish the goals of

education they cannot simply be 'neutral catalysts' in the

-

' ' educative proceés but that they have a tesponsibility to di-~
rect the learning process'.

Hirst and Peters beautifully express this,dltéctive
. .
function of the teacher. They write: M ~.
Whether teachers like. it or not a teaching sit-

vation is a directive one in which decision about
what is desirable are being made all the time, 26

And Dearden is even more emphatic as he explains:

D , o

5 ; )
! \24Reginald D., Archambault (ed.) Dewey on Education: Ap-
, praisals (New York: Random House, Inc., 1969), p.. 180.

25

Hirst and Peters, op. cit., p. 29.

261pi4. , p. 3.
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. " vee. in no system of education can the teacher
escape responsibility for the direction which
things take. Even for the teacher to withdraw

. as much as possible from the scene is for him ?

to make a choice. He is choosing an environ=- v f
ment in which there will be no direction or .
explicit guidance, and hence he remains res-
pounsible for all %hat happens in consequence 3
of that choice. 2 T 3

.

The second and last merit of the subject-centered theory.

that we shall discuss is contained in its emphasis on curricu-

lum content. In spite of the arguments of theorists of other !

Fl

persuasioﬁs that the subject-centred sch601 is 'rigid, unre-

flective, and unperceptive' about the manner of education, ed-

ucators of the subject-centred orientation "did at least have

°

"a clear idea that their function as educatorg was to hand on

what is worthwhile in the way of content". 28

The' content of the cﬁr:iculum is important for a varie-’ f

ty of reasons. It has been discussed earlier in this chabter

that subject-matter is requisite to start and guide thought

and that cﬂildren cannot learn to think critically unless I
they are supplied with content. Similarly, in the are; of ex-
perienéial'learning. it is imperative that childreﬁ be sup-#

plied with content from which they can develop experience, -

which, if.properly utilized, ultimately results in léirning
S

27R. F. Dearden, The Philosophy of Primary Education (Lon-

— ’

don: Routledge & Kegan Paul Ltd., 1968), p. 13.

/ zsPeters, op. Eit., p. 36.

—
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Children cannot be expected to develop experience fram noth-

ing.' Just as a carpenter needs lumbEr, saw, and allied ma-
terials in order/to erect a structure, so.does the child need -
an educative medium to effect experiential learning. The im-
plication is that talk about critical thoﬁéht, experfen;e, and .
other related educational éoncepts are vacuous without curricu-
lum content. |

We have seen, tﬁen, that accofding to the subject-
centred theory, primary consideration 1s given to the content
of the curriculum. To theorists and their adherents of this
persuasion, the subject-matter of the curriculum is extremely

important.

Like all theories, the subject-centred theory has its

y

strengths and weaknesses. In short, to use the description

of Hirst and Peters, it is "strong‘on aims and content but ~ /
B q a
29

weak on methods”. We have not been able to arrive at any

s\

defensible grounds for atgriburing lggk of educational rele~-

" vance to the subjeé:-centred theory of education. Maybe we

can find such grounds in another theory so we shall focus our
: S

attention on the child-tgqtred theory in our next chapter. . . *

29

Hirst and Peters, op. cit., p. 32. . e

/
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THE CHILD~CENTRED THEORY OF EDUCAbeN

the progressive theory and like other forms of progressivism,
it arose as a react\fon against certain traditional school
practiées. Although the progressives differ in many of their

principles, it is said that they are united in opposing the

The child-centred theory of education is a variant of

CHAPTER 1V

~

»

2

following practices of the traditional school: (1) the au- i %

thoritarian teacher; (2) esclusive reliance, on bookish methods

‘of instructioﬁ; (3) passive learning by memorizatiqn of in-

struction of factual data, (4).. the four-walls phii&aophy of

o ‘ educacion that attempted to isolate education from social re-~ ( i
’ ality; and (5) the use of fear or physical punishment as a

form of discipline. 1

hantock expresses hié view of progressive education as -

4 3

«

e o4 .

‘ ]

follows: :

] It involves_deéai‘of the intellect, the decline %:

of the will and the triumph of impulse. For all g

its boast of vitality and parade of joy, it “

. ° lacks roots; and what lacks roots has a habit of ) ) g
bearing a stunted growth and withering. 2 i

?

’ #

lsee Allan Ornstein, An Introduction to the Poundations / .

of Education (Chicago: Rand McNally Publishing Company, 4
1977), p. 204. o T
2 G. H. Bantock, Freedom and Authority. in Education (Lon- ) ’ 12
don: Faber & Faber Ltd., 1965), ppr 14, 15. ‘ ;

-
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Since the child-centred theory of education ﬁas cha;acte:{s—
tics common to progressive education, Bantock's statement of
brOgrcss}vc education applies to child-centred education as
well. But chilh-centred education "has become {nstitutional
ized and is official policy in many educational systems' 3 and
t?is is indichtive of the fact that this system of education
n gontribute significantly to the field of edpcation. Ban-
!: .

ck's sﬁatement gives one the impression that the child-cen-

'tred*ébeory of education 1is inadequate and ‘could be accused

of irrelevance so we shall consider ‘this theory of education

3

to see if we can find any justification for lack of education-

al relevance. R ,

/
1. Nature of the Cﬂild—cenqred Theory ]

. The child-centred emphasis in education appears to have
a long history. It is traceable as far back ;s the ideas , " l ‘
of Plato and Rousseau and its imprint is still on our educa- ° N
tiohal systems today. b Theorists of the childjcentred adeolo-l
gy ;etesc the view of education as aapreparatiqﬁhfon 1%fe on
g;ounds that it gives rise to tﬁ; tendency to devalue -child-

X3 ’ ;' ) ! r/ |

3 Harold Entwistle, Child-centred Education (Lon&on: w

Methuen & Co., ltd., 1970), p7 13. ‘ , ) ’
X 5;9;1., Ch. 1 and Ornstein, op. cit., pp.- 204, 203, B ’
. - ( < ] .
o . ¢
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they consider .the aim of education to be 'growth' or the

+ 'moulding! from without, that the curriculum should arise

" the following: exp.téssion, and cultivation of individqality, v o

'nkﬂln amd techniquu as a means of attaining enda which .

' nlke direct vital appul uking the most of fhe opportuni- \ o

. . . .
e M o ! L]
' -

] chambault (ed.), Philoso hical Analysis and Education (Lon-

hood and to regard it as a period. of deprivation. 3 ' Instead e

development of individual potentialities. Prom Peters' - TR

3 - i

point of view, they tend to believe that education consists

in the development from within of potentiali’;ies tlather than
i

from the needs and interests of the child rather than from

the demands of the teacher, that self-expression is more im-

V4 ' ) N i
portant than the discipline of subject-matter, that children . ‘
should be allowed to’'learn from experience' rathér than be .

6 a T e

told things.

Dewvey holds a similar view of the beliefs of ‘the pro-
grépaives,é%ﬁl this applies to child-centrerf educators as ’ "
well., He thinks that if one.were to attempt to formulate a -~

~

philosophy of this system of. education, it would consist of - '

. . » .
free activicy, learning through experience, acquisitiou of

ties of the pteaent: ,life., and’ ncquaintancg with a changing

°

" »

s'l.'h:l:é 1ssue has l;een discussed in Ch. 1, pp. 10-12, ' e

6R. S. Peters, "Education a# Initiation” in R. D. Ar- S ' .

don: Routledge & Kegan Paul Ltd., 1965), pp. 9@3 9%, = ’ .

¥
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by . . . In this model, emph:asis isnplaced on creating a hapr;y
educational environment for the child. He is the 'centre of
" gravity' and his 'immediate instincts' are acknowledged. It
f o ] ' 1a argued that “the tt"aditi.onal subject Sli.jidbns are artifi-
cial impediments to the child'a'ﬁatural curfosity, and that
;. _ o examinations are'at; 8litist device wvhose main function is to
| encourage a sense of rejeétion‘and failt;re. Group projects
and individual activity methods are favoured and punishment
‘.is regarcied as an unjustifiable expreséion of ‘the teacher's
i - sadism. ® The main thrust in the ;aducational situation is
not equipping pixi)ilb with knowledge and skill; to be'possi-

&

bly used in the future but the "development of appropriate

9 . 3 , * L3

knowledgeable behaviour in a social context”.

_Although child-centred educationists show g;'eat concern

for the ct/niid's capacity as a child and structure the educa-.

; ' tional programme to uti]:ize those experiences which have

meaning for the child and ’the:ef.ore 'enrich childhood', they

- - —

P . ‘ L
. are not ignorant of the adult .role the pupil has to play. In
’ /
- -
"o , 7John Dewey, Experience and Educatibn (London. Collier-
1 p S Macmillan, 1970), pp. 19, 20,

, -8 P. H. Hirst and R.: S. Peters, The Log:lc of Education
(London' Routledge & Kegan Paul Ltd., 197Q), p. 1.

|
9I.eel:!.e R. Perry, "What is an Educational Sit:uacion?" 19
R. D.. Archambault (ed. ) Philosophical Analysis and .Education
(London: Routledge & Kegan Paul Ltd., 1965), p. /2. o . l

L.
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other words, they are aware of the ilmportance of knowledge and
skills in a(social context but believe rthat these arise natu-
rally from solutions to problems. Since pupils will acquire
’skills and the concomitant knowledge, it is not nécessa’:y for
teachers to emphasize fhese. The emphasis, then, seems to be
on the methods C‘Oe be used to develop these skills. In this
connection, l;etty assgerts: o

The 1dea of a specific adult rSle for the pupil
was not overthrown; it was the process by which
the pupil was brought to play it that was dif-
ferent; he was to arrive there by unobtrusive

° guidance in grappling with his problems, until,
in an unbroken develogmental sequence, they be-
came adult problems. 0

v

It seems logical to agree with Ornstein that the strict-
1y child-centred progressive opposes the int‘erference\ of adults

in establishing the learning goals of children as well as the' ’

imposition of social goals and values upon them. 11 In other
,
words, children's educational experiences are structured not

' >

on the basis of what adults want, them to 1edi:n but on the ba-

o

sis of their experiences whigh are more or less an outgrowth
of envirpnmental experiences created by adults. In the area

of discipline, teachers strive to develop a friendly relation- .

ship with their pupils on the basis of 'mutual acceptance’'.

This serves as a springboard for them to guide their pupils

! \ N -

Wrpid., pp. 72, 73. . e

H'Ornstein, op. cit., pp. 205, 206.
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to self-discipline. So the assumption 1s that the child will

desist from uly behaviour not because of fear of p,ysical

.or othér form of punishment but because of a rea;izétion

that he or she has a commitment to maintain the 'harmonious
cooperative activity' of the class. In addition to this, be~
cause the class activities are structured on the experiences
of the children, they. show great interests in these activi-
ties apd disciplinary problems are reduced to a minimum. In
short, the child shoulders the full responsibility for his ac~—
tiongl But a fitting questi&n may arise in our minds at this

point: suppose a child, or group of children for that matter:

ficulties not as laziness, ineptitude, moral dereliction, and

the like in those whos will not learn.but as\\ssentially prob~-

lems of personality which he or she can enquire into, diagnose,

and solve. 12

i

The child-centred orientation of education is consider-

ed to be a tender-minded approach. 13 Some get the impression

"that children with whom this model is‘ptactised emerge from

/ /

7
12Perry, op. cit., p. 74.

'13Hirs£ and Peters, op. cit., p. 1.

/
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the formal .educational system as happy well adjusted indi@id-’

uals.v\vnut others see - emerging from this system - citizens

who are deficiQFt of the ability to do intellectual work with
O

\ /
'thoroughness and dispatch’.

2. Relevance and the Child-centred Theory

In the area of education, there is a popular assuggséon
thaf the standardg of schola;ship and literacy have been low-‘
" ered. The average individual ;ho has completed the educgtion~

al programme off;red by our present school system does not

have com?etence inlécademic skills as compared with the aver—_:
age'individual‘years ago. fhis incompetence in cognitive
skills, it is argued, is manifested in the in;bility of some
children to read, write, and compute. And even college and -
univérsity graduates canﬁot éo intellectual work with thorough-
ness and Qispatch. Critics of thé child-centred tradition at-

. ?
tribute this educational degeneracy largely to the introduc-

tion of child-centred principles in our gducatioﬁhl system. 14
It is agssumed that because'adherents of the child-centred tra-

dition encourage students '"to do as they please, few choose

to make the effort to master the symbolic processes and most

1ASee Entwistle, op. cit., pp. 14, 15 o
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/ 1
"-‘
/

;o are content with second best', }5
To the extent that there is a degeneracy’in our educa-
tional system, one gets the impression that because of the
philosophies of the theorists of the child-centred school, an en-
vironment is created' for most students to be 'content with

second best' therefore this system,of education is inadequate

and could be charged with lack of educational relevance. So
we shall direct our attention to this substantive theory of

education to see if we find any justifiéatiqn for the a;legaL

tion th;t it is inadequate and is theréfore’irrelgvant.
We established the grecedent in éhapter I and reiterated
it in Chaptér III.that reievance is not an absolute property | ;
and that it éequires specification of the matter at hand.
Therefore the only way one can determine whether a particular
form of education is relevant is to examine lc,in the light of
how it fqlfils the purpose it is designed to serve. We have
also assented to the belief that the ultimate‘purpose'of edu-
cation is to develop in pupils those skills that Ehéy will
need, a; adults, to funcfion as responsible members of soci- . o
ety and that this functidﬁ includes cultural transmission and

the maximum development of each student.

As discussed earlier in this chaptér, adherents of the

— - L

15

. ) . \
Ibid', p- 15- . Y
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" child-centred ideology are concerned with the develépment of

'ed in and uses this information asha'basis for structuring the

68 -
7

individual potentialities and are fully aware of the impor-

tance of knowledge and skills in the educative process. Ac~ ‘
/ .
cording to Hirst and Peters, '"they really assumed a tradition-

al curriculm”, ¥ g0 apparently, their vehement protest a- 4 -

gainst the traditionalists is not in the area of curriculum

content per se but in the method of selecting and teaching

content. . ! -
— {
L}

The child-centred educationists' conception of curricu-
- Q
lum contenf/;qé the methods of instruction, it is argued, is i

that: . ! . §

«ees curriculum .... should arise from the
needs and interests of children, not from the
demands of the teacher; methods are only ed-
ucative if they involved learnimg from experi- i
ence rather than being told things and if the 1

! child was a discoverer rather than a listener,

So the implication is that in a child-centred school, the

teacher enquires what children feel they need or feel interest- . ' 1

educational programme. This attitude toward curriculum con- :

S\t L S

struction has been severely criticized 18 and Rugg and Shumaker o

warn: .
- * We do not dare }eave longer to chgnce‘- to §
\ -
leﬂirst and Peters, og.‘c;t*, P, 1
Vb, i
185ee Ch. ITI for more detailed discussion of this issue.

!
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spontaneous, overt symtoms of interest on ’
. the part of occasional pupils ~ the solu-~

tion of this important and difficult prob-

lem of construction of a curriculum for

maximum growth.

But 1f the teacher is alert, he or she should be able to uti-

. 11ze children's immediate interests that may not be education-

ally important and channel them into educational activities
which‘are productive of both cognitive ;ﬁd effective skills.
_From the child-centred educationists’ point of view,
reference to children's needsgénd interests ;s'the focus of
educational attention does nq; seem to indicate that in’a
school situation teachers should simply hiye children pursue
those activities in whi;h they are interested. But rather

that teachers should use these to teach students whgt is

wvorthwhile for them to learn, TFor example, if children are
L % ,

;interested in say, cricket, the teacher could teach drama

»

using a cricket scene. Adherents of the child-centred tra-

dition would perhaps argue that in this way, the teaching-

{

learning situation wbuld/qo: be dominated by a teacher lec~-

turing to a group of submissive pupils, but it would be a

‘tvo—way situation in which both teacher and pupilé are given

r

the scope to contribute significantly to the educative pro-

-
"
-

lgﬂgrold Rugg and Ann Shumaker, The Child-centred School

(New York: World Book Compaumy, 1928), p. 118.
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cess. the pupils’are learning from experience while they

are developing the ability to think.

°

vironment is created for the class activity to be a pleas-

And above all the en-

urable experience since children are not transported from ;
their real world of personal contacts but are able to trang-
fer those activities which have meaning for them into the
class-room as they engage in ;he programme of education.
Child-centred educationists consider ubing -children's
needs and interests prescribed above as the 'only method of .
teaching compatible with respect for the child as an individ-
ual person having a distinctive poﬁngﬂpf view and distinctive

purposes to pursue''. 20 This seems to be an overstatement be-

cause teachers do not necessarily have to start their teach-

" Tyler emphasizes:

ing from those activities in which students aré interested
that maf not be of educational importance. .They can develop
students' interests in what is considered to be educationally

vorth-while from the onset and at the same time have respect

for them as individuals. However, on this gdestion of using

-

children's interest as the basis for curriculum construction,

!

Probably no thoughtful proponent of progres-
sive education ever advocated teaching stu- .

.

20 R. F. Dearden, The Philosophy of Primary Education T
(London: Routledge & Kegan Paul Ltd., 1968), pp. 21, 22.

i
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dents only things in which they were at that
- moment interested..

It 13 quite likely that in a ci’xild-centred school, the teacher
who lacks initiative may use ‘those activities in which chil~-
dren are immediately interested without moving forward into
educationally valuable directg‘g{and to convert the class-

: room into a play-room. But 14113 problem 48 not inherent in

. the theory, it is wit:h the teacher.

If teachers exercise common sense with the use of chil-

N

dren's needs and ‘interests as the starting point for their

Y

clags-room activities, they will be ab%e to get students to
L develop their potentiaiitiea to maximum capacity under pleas- = ‘ |
! ' /‘ ant conditions and thus accomplish the purpose of edt;cation. ‘
3 . ] Arising out of the emphasis on the child's immediate

needs and interests in the educational process is the argument *

, that "this only reinforces his tendency towards egocentrism
22

. from, which it 1s the function of his education to wean him'".

| -
g Obviously, according to this view, any system of education

that encourages this attitude would be irrelevant since it ’ . ::,

!

o ——

produces attitudes which are antipathetic to education and o },f

‘therefore does not achieve the purpose of education. This

2]“!Lal]'.voh W. Tyler, Basic Principles of Curri¢ulum and In-'
struction (Chicago: The University of Chicago Press, 1949),
p. 11. )

222ntw:ist;1e, op. cit;,, p; 83. " oo -
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argument is not without some justification.’ However, _thcha,
chances of re-inforcing ct{e child's tendency towards egocen-
trism will be greatly diminished if his needs and inr.erests—
are used not as an end in themselves but as a means of a-
éhieving other objectives, viz: teaching skills that a‘re
necessary for active participation in societal activit-ies.
;:ation cannot be congidered irrelevant.

There is also the c¢laim that the child-centred theo-
rist's opposition to adult mposition olf social goals and
values on children 18 a threat to the cultural heritage of ‘
our society. This implies that unless a direct effort is

made to integrate the ’younge’r members of soclety into those

. aspects of culture which are considered \.valuablef,'3 it is like-

\
ly that they may introduce cultural strands of their own de~-
vising which may run counter to generally acceptable patterns
of culture. This will evidently result in incOnsistency and

perhaps conflict which in turn will lead to impoverishment

‘ofd the cultural heritage. Cult/ure, in a child-centred con-

>
text, does not seem to refer to the anthropological sense

. ) "
which represents 'a whole way of life' but rather to the mnor-

/

mative sense which relates to those activities that have "Value

" 1in promocin‘lg growth of intellectual capacity and aesthetic and

&

o~

Viewed from this perspective, the p.hild-cexit:ted theory of edu-

1
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moral sensibiiity". 23

So adhererts of the child-centred
tradition wou;d.probably argue that they do not in any way
pose a threat to society's cultural heritage. And perhaps

7

of the tenets which they, as well as other progressives, hold

L

is that "social goals, as well as ‘intellectual goals, are im-

portant”. 2

But adherents of the child-centred ideology raise a ve-

hement protest against the pfﬁctice of instructing pupils in

what to believe since, in their opinion, this exerts pressure

<

on their free development. Perry explains the methods the
child-centred teacher uses to transmit culture:

- He does not specifically instruct pupils in
these‘beliefs, but concentrates on thought-
ful discussion of them, attempting however
to lead his pupils in the direction od ac-
cepted conventions about the rights and du-
ties of the adult citizen .... and his ex- -
ample is taken to-recommend, without verbal
persuasion, ;he worthiness of the beliefs he
represents. »5 .

It is assumed thhc*by using this approach, pupils will be
reasonable and critical but finally they will accept the cul=-
fure of their society.

If teachers comply with the prescription of child-cen

21p14., p. 133 " ) E

2l‘Cau:roll Atkinson and‘Eugéne Maleska, The étory of Ed-
ucation (Philadelphia: Chilton Company, 1965), p. 78.

25

Perry, op. cit., p. 73. X
' v B o - \\
N »

P

their ‘argument could find justification in the fact that one
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tred theorists that the curriculum should arise from the
- M [
needs and interests of children, this does not prevent them

from carrying out a satisfagtory educational programme. By

using the’child-centred approach to education, teachers can
transmit. culture and guide their students to develop their
potenéialigies to maximum capacity. Moreover chg environ-
ment is/dpeated for the’geaching-learning process to be a
happ; and enjoyable experience.. Since the purpose of educa-
tion is achieved, thgre is'no justification that the child-:

centred theory of education is irrelevant.

&

;

3. Limitations and Merits of ‘the Child-centred Theory

Theories, even though they may be considered és being

n

good, are not expected to correspond with every practical
N
situation. They are more or less genetélizations, therefore

those who implement them need to regard them as such and a-

dapt them to their particular situation. Fallure to do thils

.generally results in gap between theory and practice and ac-

cusations afe bandied from thebrlsts to practitioners regard-~

ing the"adequacf or ingdqquicy of the theory in a practical

situation. On one hand are theorists who, perhaps because of

a clear understandiﬁg of all the ramifications of the theory,

insist on-fts workability whereas on the other hand arehgohe

~practitioﬁe£s who admit that\the~£h53ry sounds reasonable but
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mainéain tﬁa; it 14 just'not workable in practice. Although
some teachers may mis-interpret the function 'of a theory - to
be specific, the child-centred theory since this 1s the one
under consideration - an examination of this theory will
rééeal that it has limitations as well as merits unless this
is an exception to the underlying feature; governing/all the-
ories.

Bantock seems to have undertaken such an examination
and has drawn our attention to at least one limitation. He
has discovered that "one of the gre;t faults of child~centred

Y

education has been its tendency to make the child its own ar-

26 !

biter in iéﬁ\own destinies'. This limitation seems to be

rooted in the child-centred theorists' emphasis on child-~

a

initiated learning.

AN
A child's environment affects his outlook on life tre-

a

mendously. Those children who are from hames where they are

* ’

encouraged to make decisions and, where they are taught the

o

importance of education whether exp;icitlylor imblicitly are

progided with a basis on which to decide their destinies and

A L]

can therefore make steady progress with this approach. But

, those children who are unfortunate to have come from homes

-~

-

2
”

26Bantock; op. cit., p. 64,
4
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where these factors are not present can be at a serious’ dis-

advantage with thia approach.

4

For example, ch‘ildren who come
'‘From fmrkin_g-claas homes are plikel.yjto have nege}.ive attitudes

.

towarde educatiou not necédsarily because their parents are

determined that they foMow in their footutepa, though this
&

is the cese occ(asionally, but becauae the future hardly holds

{

any promise for ‘then. chording to Entvistle.

The soul- destroying work which many of them’
. seem destined to perform and the, appalling

* housing iﬁ which they are compehed to live

must appear to them to mock at any concep-

tion of education conceived 1n terms of cul-

" tural improvement. .

[N

in' such a ‘situation, perhaps some children are at scht»ol" only
because they "are legally compelled to be there.
|/ n l b ‘\- "

I:i?n therefore is'that if euch gﬁildren are to cha‘nge their

a

The implica-~

concept of education and beq‘efit from ‘hn educational programme,
, . )

3

i i - ’ . '
they just cannot be left to decide their own fate since they

* have no satisfactory criteria to guide them. Apparently, a-

u;.ms oa}ir messures, the teacher has to use other methods

that will arouse them to participate ix’the educational -:pro-
o )
grnm 1n a aanitive way, . ‘

'l'he second . and lut limitation of the child-centre&

N

- theory thal: ‘we shall discun is its lack of specificity about

/ w e . e

-

'
L] ry
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Entwistle, og.git., p. 192. ‘ .
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As’pointed out in section I of this

.

. . the aims of education.
chapter, child—cent:{ed theorists consider the aim of educa-
tion to be growth and Peters gives us the impreasiog that

. child-centred educationists conceive of the\ teacher in the

educational situation as one who has studied the laws of de-

S ¥,

“) i
- , v ) . .
) velopment, and who has to provide appropriate conditionms by

1

arranging the 'environment' 8o that the child can 'realise

himse]:f' or ‘grow' without becoming stunted or arrested. 28

Concepts such as 'growth', self-realization', and 'environ-

ment' are ambiguous and need clarification if they®are to be

A ~

u’riderstood.- For example, growth can be.interpreted 1in many

oo T 29

b ways - the maturat:ional sense, which has to with the devel- ’

opment of t:he biological organiqn and th readiness sense

‘whicb has to do ﬂth the teacher assiduouslyg observing “the

child to detect signs of maturing 'growing points’ best iodi-

cated perhagé by spon:aneous,"felt interests"
amplets'. *

r,‘., Plants follow the patd;.'ai course [of gr'ovr.h. In otl;er
rds, provided they get t:he required amount: of a:lr, sunlight,

and\ wvater, they will grow. They do not ha.ve t:o put foreh any

N «
A}

. -
ro.

28P¢ters, op. cit:., p. %. . '
o L

’ 298« Dearden, op. cit., Ch. III for c{eta eq, diséussion
of growth. ) B

b4, p.,'z"g. o X

303 bginé two ex-— f"'\

g LI,
o
4 3

Ak
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effort to grow in one way or another..

£

\

{

i
;

But {n an educational

P

setting,

with children, thie is not the case:

'Growing or ~zeal;lsing/o/eself implies doing
things which arel\thought to be worthwhile ra-

: ther than others. - The standards by reference
to which they are judged to be worthwhile are
grasped by men and handed on from genetation
to generation. 31 -

~
’

Evidently, this presupposes standars of value which

determine the direction of growth. And the'child-centred t:h(-

P . / w ; F
ory is far from being specific as to what is implied by growth

or the direction in which it is to be determined. So teach-

ers in a ch:lld-‘:'ccl:ntred school can clonceive of their role in

N
. the educational process as simply allowing children to do
what'&ey ‘p’leasea without channelling them into educatioﬁai)ty 4
worthwhile activities with the belief that they will emerge
from the' sclool system prepared to take chjtr places in their
O
soclety. Or they can see themselves as: |
«<... gardeners watching developmeht, ready
.to feed the growth, ready to restrain or weed
Y ' dccording to need; trying to help each chitd -
" ! 'to grow the best he may; not be.worried to ; 1
. ' make all the plants the same, but trying to .
o bting out that they ahall grow, so that the
- vhole ‘'garden shall be in harmqny. 32 . s
. \ '
2}I’a(:m.-s, og. cit., pp. 96; 95 B
X 20. B. Priestman, "The Influence of Froebel on'the Inde-

nt Prep ratory Schools of ‘Today" in E. Lawrence ( ed.),
drich Froebel and English Education (London: University

o London Press, 1952), P. 127 e . "

.
LI . : - N , o *
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. There is a similar obscurity with thé concepts “self-

realization' and 'environment'. At this point, 1% is impor-

tant to understand that 'self—realization“is a variant of

growth and therefore has certain common characteristics.

‘ H&&evet, Bantock sees oqu one sense in which the child-cen~
tred theotisés"idea of self-realization can be truly fulfill-

0

ed. With ieference to self-realization in a child-centred

.
.

setting, he éays:

\\\\ It means allowing the child to realize himself-
and a very part of that realization fostering
an appreciation of selves other than .self; for
paradoxically, only thus can the self ¢ e/fo
maturity. In this sense and only in this sense,
can the purpose-of education be said to be self-
realization. —

i
¥

"But thete are other criteria of value by, which to determine
’ P ‘ »y A

For exaqple; 13 it the self-realization of

Y

' Belf-teklization.
an imp‘overfsl;ed self that is acl}:l:eved by ttxe curtailment of
desires or by withdraval of activities? Or s it the self-

realizatio? of a self of somé richﬁess or the widest and-most

fnclusive self ‘that we can harmoniously achieve? 34

. '3
‘ . .

Environment is a4 multi-dimensional concept. Dearden

‘asks a veiy_;f?iking qqeséion: Is it the phygical-environ:

‘ [ ' . -~ 4
’ ’ »

)

33G. H. Bantock, Education in an’Industrial Sociecy (Lon-

Faber & Faber Led., 1963), p. 174. - C !

™~

Y

don:

3 Dearden, op. cit., p. 38.

- »
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ment, the social environment, the.enyironment opened up By

!

books, or what?" 35 There 1s no explanation stated nor im-
, Pplied so we have no choice other than to arrive at our own

| ., interpretation. . a
' )

It is evident that the child-centred theory is.indeter-

minate with regards to the concepts of 'growth', 'self-reali-
&

. zation', and 'environment'. This implies that practitioners in

'a child-centred school can participate in the educative pro- ‘ 2
. cess on the basis of their interpretation of these concepts ,

and thus distort the.theory and consequently fail to achieve’

* L]

the goal that the child-centred theorists intend the system of edu-

.

ggtion to achieve. »

. . The fact that the child-centred theory of education

L ¢ s ' '

"has become institutionalized and 1is official policy in many
educational systems' ig indicative of the merits inherent in

the cheory.' It is said that one advantage of activity methods

)

is that individual diffe;ence”is attended to. Undoubtedly, - }

[»

thig statement specifically relates to one of the chief pre~ C ﬂ
beptﬁ on which progressive'education and obvious;y child- :
centred education rests its case: “qe learn best by QOing

. gnd by having a vital interest in what we are doing'". 36 \ ‘ B |

« . X v

— ‘
Bipid., pp..29, 30, N

.. . . P t N B

- L ) ) | * . . ' v i
c 36Ackinsbn and -Maleska, ‘op. cit., p. 78. ‘

ﬁ;;,/ - : . o , O ‘ .
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; dividual difference is taken into cénsideration on the basis

3
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The notion individual difference can be viewed from a

\

technical as well as a moral perspective. In the'former, in-

wr

’1/

of a means - end continuum., That is, fndividual difference
A}

» 1
P R4
,

is being stressed simply to achieve some extrinsic goal. for, °

A}

example, a teacher who operates a private achool in which he

Leaches Chemistry and Physics can use different ‘approaches in

his teaching and so cater to individual differences among his

pupils. qu does this not because he believes that this is the
proper procedure but because he expects to recruit chemistry

and physics teachers from his school. In the latter, consi-

- l

deration is given to individual difference orr the basis that
every child is a hﬁmhn being ané should'be treated as such.

In other wordé, “{ndividuals matter and ought to be valued in

M A}
and for themselves'". 37 \ ' 4
In"a child-centred setting, individyal difference re-
: 3 '

fers to the moral diméhsion. Engwistle subscribes to this

‘yiew. gé says, "child4centred educationists have stressed

L

that children have a right to bonsideratién,and treatment -as

L4

.intrinsically valuable human beings". - He further adds thie

"in educational tﬁeory, advocacy of individual -education de-

37Entwistle, op. cit., p. 25, -

e

-

|




rives from moral assumption".
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38

It need not beh :Ip.nterpre”td that 1;n a chiia—centred
scpogl the teacher caters for every individual pupil‘. Plain
common sense dict.atesg that this wau/ld Ye impractic;al. It is
def%nitely impossible for one teacher to cater for every
chii&,in a_clasa. of 'aay, twenty f\ive. But if all the chil-

dren in a particular class are appfb?cimately the same age, it

is likely that they will have certain things in common, .So

" those children who have common interests can be arranged into

) “ small groups and work on an activity with guidance from the

teacher.
In a class where activity methods are used; partici-
pants in a group help one another constructively and if the

class activity is properly organized and supetrvised, the e

. teaching-learning process can be satisfactory. In addition

o

to mastery of academic skills, effective skills - cooperation
for example - can be learnt. And at the same time individual
differenclea will be attended to.

The final merit of the child-centred theory of educa-
tit;n that we shall discuss 1is becided in its emp%asis on
growth and self-realization. Despite the weakness we have
observed i;x tlhe child-centred conception of education as
growth discussed in this section, it provides the scope whére-

- P

by pupils can choose for themselves and learn by experience. '
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Peters draws the moral importance frgm.this emphasis on
growth and self-realization thus:

They suggest another dimension in which value
judgments can enter into education, which re-
late to the manner rather than to the matter
of education .... They stress the impor-
tance of :letting dindividuals choose for them-
selves, and direct their own lives., 39

*

In the educative process, the manner in which the teaching~

'learning process is carried ocut is vitally important. Some

methods of teaching are more conducive to enabling pupils to
derive pleasure from their learning experiences than others.
The\impéct of the principles of the child-centred theory 1is
felt in the field of education. In Entwistle's opinion:

School discipline is rarely the repressive,

'even brutal thing it often was a century a-

go. Teachers are much more approachable

than they once were and children are no long-
[ er expected to be seen but not heard. Un-

doubtedly schools are happier places fo® be-

ing child-centred. 40

_'In this chapter we have seen that with the child-cen-
tred theory of education, the manner of education is an ab-
solutely important factor in the educative process. It is

highly recoumended that the needs and iriterests of studenté

should be used as the basis for curriculum construction.

3

\ i R . )
39Peterg, op. cit., p. 95 . )
i . . * * N .
APEntwistle, op. cit., p. 13. ! o
. W i /
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ﬁowevet, thefe‘are‘ﬁ few amﬁiguities surrounding the aiﬁ of
educat{on and because of this, teachers in a child-centred
school, especially those who lack iniﬁiative, may engage in
the educational process'on the basig of their interpr;tation
of the aim oﬁ_education and consequently cause the theory

to lose its significance. )

But this does nog signify that if the child-centred
theory is properly imﬁlemented, it will éail to achieve the
purpose of education. Like any theory, it has itq Iimita~
tions as well as its merits. Thé popular opinion is that
it is strong on methods but weak on aiys and content". 41

The child-centred approach to education does not de;gr
p;actitiqyers\from accomplishing the purpose of education
which is transmitting culture,‘éocializing the young, and de~
veloping each student's ability to.maximum cqpaciéy. Since
it can satisfacto;ily accomplish the purpose gf education, we

have failed to find justification for irrelevance in this the-

ory. Possibly, the field of education could benefit treémen-

dously from the merits of both thé childfc' d and subject-
centred approaches to education so we sha cus our atten-
tion on the integration of the strengths these two theo-

s~

ries in our next chapter.

‘luirsg and Peters, op. cit., p. 32,

N a =
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o P

o " . e o et . n o

L N




1 S ’ CHAPTER V. . .

i CONCLUSION

; . . Integration of the Merits of'thq;Subjectécentred and Child-
) *  centred Theories of Education

n ’ ‘ { ' v
Perhaps the field of education could be likened to an

a
‘ arena. Different sets of theorists seem to be protesting a-

gainst the ideas of one‘another'aﬁd $0 z?e struggle goes on.

-Among these conflicting groups are the subfect-~centred theo-

{ ‘ rists who emphdsize the importance of the subject-matter or
‘content of the curriculum and the child-centred theorists ' ‘
-1 . who contend that:

The child is the starting point, the centre,

and the end. His development, his growth, is - ‘ -

the ideal. It alone furnishes the.standard.

To the growth of the child all studies are sub- °
. ' servient; they are instruments valued as they
- - ) serve the needs of growth. Personality, char-
acter is more important thanesubject matter, 1

B} ’ Both arguments have some validity for educational prac-
! ' tice for if teachers are #o make a success of teaching they 4
s must teach something and that something is content. We of-

: ten hear the expression 'we ‘teach children, not subjects' but

s

1John Dewey, "The Child and the Curriculum" in R. D.
’ : o Atchambault (ed.) John Dewey on Education: Selected Writings
. . ’ . (New York° Random House, Inc., 1964), PP. 342 3&3. -
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if we are teaching at all, it is just natural that we teach

"children either how to do something or that something is the

case. In other words,/content is an—indispensable element in
teaching. It follows, then, that this eé%ression is not to
be interpreted literally, The idea it generates is cﬁét at-
tegtion'should be directed to the child as an individual with
a 'sacred right of childhood' and that he or she should not |
bg subjected to mechanical modes of teaching nor rigid unre- ,
flective educational experiences. ‘

-In, educational circles, it is an accepted belief that
/education sh;ﬁld ?eve}op in pupils the abifity to think cri-
ﬁically. But critical thinking does not come about automati-
cally; people have to be taught to think critically. Evi-
dently, thgg‘presupposes 'mastery of some body of knowledge"
hence the importance of the ébhteﬂt of the curriculunm.

Similarly, teachers cannot teach effectively without
giving due consideration to the children they teach 5ecause,‘
in an educational setting, chileen represent one of the fun-
himental factors in the educative ;rocéss.y Child-centred thé-
‘orists advocate that children should be respected and consids

eration should be given to their needs, interests, and stages

bf development'theréfore teaching should proceed . from those -

" activities in which children are interested even though' they

\ [}

may not‘be.considered.wbrthwhile edd&afion&lly.‘ This implies,

e
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. that the teacher should be sufficiently ingenious to move on

into educationally worthwhile activities. ‘But‘subject;cen-
‘tred theorists are in favour oglengaginﬁ only in those acti-
vities that are of educational impqrtance.,

Whether feachers start their teachingafrom those acti-
vities in which children are interested but may n&g be gduca—
tiona}ly worthwhile as a means of teachiuifskills that are ed-

ucationally important or develop children's interests in edu-

cationally‘worthwhile activities from the onset, they, in

. reality, give due.consideration to the children they teach.

For whereas one group makes use of immediate interests, it is

expected that the other resorts to motivational techniques to

3

arouse latent interests. So it is not necessary for one group

of educators to blazon the superiority of the subject-matter

.

of the curriculum on their hanner and the other the superiori-
ty 6f'child-initiated learning on theirs. If we discard pre-
judicial attitudes we shall discover that:

sses the child and the curriculum are simply
two limits which define a single process.

Just as two points define a straight line, so
the present standpoint of the child and the
facts and truths of studies define instructiom.

" Too great an emphasis on either is detrimental to edu-

cational practice.. Adherents of the subjeht-'cex}ure_d tradi-

- *

’ ‘:’1“ . ZIbidl. p- 344. " / «

\

\

’
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@g" centred theorists' emphasis on method has made on education -

. ', " ,"Hilda Taba et al:, A Teacher}a Handbaok- to Elementaiy :

.

b

”'1 * v
tion, because of their belief in learning as mastery of sub-

N ©

. ject—matter,qtend to. ignore the importance of method in the

educative process. And so they resort to harsh and coefcive‘ s L. y

a o

techniques to get children to gain mastery of- subject-matter. ,
Similarly, adherents of the chila—centrethrddition; because

&\\gpey believe that all studies are subservient to procedural
. o ‘ /
principles or the method of education, they tend to substi-’ '

l

tufe method for 'valuations about content'. Taba and others

explain the impact the progressives' and naturally the child-’

as follows: ' . R

The progressives encouraged a greater concern
" for the process of learning and' the learner as
an individual, but their emphasis in turn pro-
duced a curriculum that was somewhat defective ’
in the relative lack of emphasis on the quali- ¢
. . ty of the content with which it dealt. 3
Peters reminds us that teaching is a complex activity
which unites together prdcesses, such as instructing and train-
ﬁ‘
ing, by the overall intention of getting pupils not only to

acquire knowledge, skills, and modes of conduct, but to ac-
quite them in a manner which involves undérscandipg and an e- ) !

valuation of the rationale underlying them.4 Unless educators ot

>
-
e b s

<

LIRS

3

v Soclal Studies: An Inductive Approach (London: Addison-
Wesley Publishing Co.,\1971), p. 5: .

-

TR P T

4R. S. Peters, Ethics in Education’ (London:’ George Al- - . .
’ len & Unwin Ltd., 1966); pp. 39, 40. .
/ . v ' I & '

IS _

AN
a
i

%




89 > | '

) i . . A
- R .

. C] ‘ o .,
understand this, surrender their preconceived d%nflicting
i{deas of. the elgments of education, and view the educational
sitvatioh from a new perspective, I suspéct hat there will

be fo end to theorizing.  * y
. . )

" .. My contention is that there is no need for further the-

v
< 2

2 . orizing. Additional theories will Héfinitély gide-track‘ug

v

from our goal of assisting the yoﬁngen.membéts of our socdie-

b
o

e b3
ty to acquire knowledge and skills that‘they will, need, as® . .

. adultg, to participate responsibly in societal activities.

In additiomy it is likely that they will inérease, the infen- ‘
a . g ' ' .
sity of the conflict in the educational arena and widen the

diffefences bét&een the child and the content of thg curti-'

culum. |, ‘ . v

Deﬁey asserts that the fundhmeptai factors in the edu-
cative process are thg child, and certain social aims, mean-

ings, values incarnate in the matgiéd experience of the adult
.fand that the ‘educative process is the due interaction of

cheag‘forceq;-s If his asgsertion is correct, I suspect that

4

in 1solatf;n,ino theory that emphasizes one of these factors
,at the expense of the other ﬁill effectively guide practition-

¥ ) ers to engage in the process of ‘education aatis{nctorili.‘
. « ’ . v / » \
T~ _ ___Two common-places of curriculum theory are the child ”
* .) @ B

) / El -

. . SDewey, op. cit., pp. 339, 340. L _ - B

““ N ’ ? ¢ ) * . Lo '
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and the subject-matéer. ~+As I see it, to further subdivide -

)

«
t

these will complicate the issue. But theorists who argue in

favour of the subject-matter of the curriculum repiesent

)
many variants of this theory | - studies of separate disci-

'
@

plines and the interdiscipl'inary curriculum being two exam- \
ples. E:::h of these contends that his or her curricular con-

8

trivance ié more fruitful than the other. Similarly, %hild-

'

‘centred. theorist;, introduce othEr forms of chi'ld-“centredness

in their theory. There are tho

’

e who argue in favour of free-

‘dom of self expression and there are still others wvho argue

thdt education should lfberate the 'child's creative drives'. 7

In a‘n'y effective educationdl sy;t:em, the content of
the éurriéulum and the individuality of the child are eq‘ually'
important; therefore’. aﬁ integr.ation of’ these two forces
should be productive of a satisfactory educational system.

What, then; is the verdict with regard to an ‘education-
ally relevant concépt of relevance? Throughout this study, ™

and particularly in Chapters I and :III, we established a

: !
priggiple that unless one examinés a particular form of edu-

. / ) s .
cation in the light of the purpode it is designed to serve,

6Harbld Entwistle, Child-—ce:ntred Education (London:
Methuen & Co., Ltd., 1970), pp. 102-110 for further discussion
on the separate discipline and interdisciplinary curricula.

’ .
7See Allan Ornstein, An Introduction to the Foundations

of Education (Chicago: Rand McNally College Publishing Co.,

1977), p. 206. o
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, * one cannot determine wheth’gr that ‘system of educacioﬁ is rele~

vant. From this point of view, an education that provides
{

< Tt h . ' I . ’ .
- L .~ the sc6pe Iow pupils to develop their potentialities to max- .
° . i imum capacity under pleasurable circumstances and also inte~ .
. ;‘ . ’ * - !
. grates pupils in those areas of society's cultuyre that are ¢
! ! - A Y - .
E T considered valuable, meets the criéeria of a relevant edu- e
Y cation. -
! . ’ ' . \
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