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ABSTRACT

Much of what has been said and written on educational
aims has been prescriptive; it has asserted not what they
are, but what they should be. That happiness has been
prescribed indicates that it is an ideal, which finds
expression in a natural phenomenon. Because of its natural
and comforting illusions, aims such as this carry a
persuasive force of positive connotations which encourages
varieties of hyperbolically optimistic assumptions about
its effects, in order to avoid these assumptions becoming
unchallenged fashionable ideas in educational arena,
particularly in the realm of adult education, the need for
a careful scrutiny arises. Thus in prescribing Utilitarianism
as an aim for adult education.; this study has examined the
following issues:

(1) The meanirB 6f aims and the justification for the
formulation of aims in adult education;

(2) Some philosophical theories that form the basis of
the aims and objectives of adult education;

(3) utilitarianism and education;

(4) utilitarianism as an aim of adult education; and

(5) Problems associated with the achievement of
Utilitarianism in adult education.
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The above examination was carried out using the
instrument of philosophical analysis in the following manner:
First, major concepts were picked out for analysis

in order to understand the principles by which their uses
are determined. Thereafter, some crucial theme% were
subjected to critical analysis so as to eliminate psuedo-
problems that are likely to arise at the practice and
implementation stages. This led to the clarification of the
underlying basic assumptions arising ~therefrom, so as to
put the real issue in clear perspective. Later, a synthesis
of all the positive ideas highlighted in the process of our
critical analysis of concepts and issues on the topic was
drawn together. The result of this exercise was the
restatement of the theory of happiness in the context of
adull educatione
Finally, counter-objections to the new statement was raised
in the form of unbiased criticism and answers were provided
for such objections. The reason for this task is to dig
up any ambiguity that may be hidden in the new formulation.
It was found out that Utilitarianism is made up of
very many component parts of ethical theories that renders

it almost an impossible target to be aimed at. The problem

with utilitarian doctrine is that it obscures the
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identification of appropriate goals and standards of
achievement in the education of adults. However, the
utilitarian doctrine sees man as primarily concerned with
the pursuit of happiness and as such regards the maximisation
of happiness and the minimisation of suffering as the supreme
of social action. Thus, the promise of a psychological
well-being as is contained in the utilitariam doctrine is
enough a factor that can attract political as well as
economic and academic attention.

Our conceptual analysis reveals it as a system of social
and political decision, as offering a criterion and basis
of judgement for administrators as well as a system of
personal morality. It is claimed that freedom of thought,
autonomous decision making and truth are important elements
for human happiness. Without freedom, there can be no
genuine interaction with environment-, no willing involvement
in the life of society; and participation will become an
irksome imposition, pedagogically, this points to an
education oN, involvement, of participation, of activity and
an education that involves discovery. Epistemologically,
what is to be known and learnt is to be derived from the data
of the product of the learner's experience. As such, it is
argued that education should not be seen as the privilege of

a few, but as the right and the obligation of all.
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If this is to be achieved, tb** government has to
restructure its present role concerning adult education.
It is therefore recommended that adequate financial
provision should be made available for the establishment
of adult centres for learning. Adult learning calls for
distinct methods; as such, efforts should be made to train
adult teachers, and access to the adult centres should be
based on individual’s interest and not on government
selection and finally, the curriculum of the centres should

be structured in such a manner as to focus on the well-being

of the learners.



(V)

ACKNOWLEDGEMENT

I give glory to God Almighty, who has made it possible
for me to reach this academic height* | am very grateful
to my parents, who initiated nme into this fascinating, if
sometimes mysterious world; to my beloved, brothers and
sisters for their encouragement, prayers, ne
continuous interest in the progress of this work from
conception to execution* | would like to say a word ot thanks
and apology to nmy children - the IOl 10 have contentendly
and cheerfully put up with my long absence from home.
My husband, who also is my pillar of support stands in a
special category. To his mature, kind and soothing encourage-
ment through all the writings and re-writings of this work,
I owe almost everything.

To my Supervisor, professor J. A, AkKinpelu, | owe an
inexpressible debt. His busy schedule of duty as the
pioneer provost of the College of Education, University of
Ibadan, has in no way affected his ever listening and
understanding relationship with which we started this work.
As a Philosopher and Adult Educator, he will never impose
any or his own ideas upon his learners but rather help the

learner to discover and organise his own ideas logically.



(vi)

This has been the situation throughout this study, and

I see myself as being fortunate to have had this type of

training. | am also grateful to him for the use of his
personal library and his untiring helpfulness in making
his books available to ipe. At this juncture, | will also

like to show my gratitude to Dr. F. W. Garforth for the
enthusiasm he showed when | wrote him about ray plans and
the subsequent generous gifts of books. May God bless you
two and also your family.

My thanks go to ny other lecturers in the University
who, on their own may have contr to the success of
this work.

This acknowledgement would be incomplete without
showing my gratitude to nmy Parents-in-Law for their good
sense of judgement and to my friends and acquaintances,
with whom | always share my anxiety and Mrs. Shaw of
Nottingham University, who was never tired of nmy requests
for photocopies and other useful Journals.

I also wish to thank the Governing Council of
Ogun State University, Ago-lwoye for not only granting ne
study leave but also sponsoring the Course of this study.
Again, the assistance given to nme by Mr. e. 0. Olugboja,
First Principal of Akoko Anglican Grammar school, Arigidi

in Ondo State is acknowledged.



For the cooperation given to me by Mr. 'Jimi ogundare



viii)

CERTIFICATION

I certify that this work was carried out by

MRS. LAOLAT ABEKE ADESANYA in the Department of Adult

Education, University of Ibadan.

professor J. A. AKinpelu
M.A. (London) Ph.D (Columbia, N.Y.)
Professor of Philosophy of Education,
Provost of the College of Education

University of Ibadan,

Ibadan, Nigeria.

Date: J.. 19&L



()

DEDICATION

I dedicate this work first to the blessed
memory of my father, glhaji Sunmola (1912 - 1987) who
taught me never to relax until | have satisfied ny

heart’s desire
and

Secondly, my Mother-in-Law, a mother of mothers
late Chief Ruth Odubowale Adesanya (1896 - 1986) who
sacrificed her old age rest to me what she was

never opportuned to be.



)
TABLE OF CONTENT

Abstract ...l B et
Acknowledgement s
Certification ...,
Dedication ... - e e

Table Of CONTENTES e eeeaaanees

CHAPTER ONE: INTRODUCTION

1.1 Background to the problem
1.2 Statement of the problem

1.3 The Role of Philosophy in tacklingthe Problem.

1.4 Purpose and Significance of theStud”/
1.5 What are Aims ? -
1.6 Must an Educator have Aims ?

1.7 The justification for the formulation of
Aims in Adult Education.

g ?
CHAPTER TWO: SOME PHILOSOPHICAL THEORIES OF
ADULT EDUCATION AIMS AND OBJECTIVES

2.1 Aims of Adult Education
2.2 Humanistic Adult Education
2.2.1 Adult Education and ‘Romant-c* Humanism

2.3 Adult Education and the Liberal Philosophy
of Education.

2.3.1 The Critique of Liberal AdultEducation.
2.4 Radical Adult Education
2.5 Pragmatic Adult Education

CHAPTER THREE: METHODOLOGY

3.0 Introduction
3.1 The Rise of Analytical Philosophy
3.2 What is Conceptual Analysis

PAGE
i - iv
vV - VIii
Viii
i X
X - Xiil
1-10
11 — 13
13 - 14
15 - 17
IS - 22
23-26
26 - 31
32 - 47
47 - 51
5i - 65
65- 73
73 - 77
78 - 85
85- 96
97 - 98
98 - 103
104 - 105



Chapter Three (contd.)

3.2.1 Techniques of Analysis

3.3 The Datum of Ordinary Language

3.4 A Concept of Adult Education

3.4.1 Education for individuation

3.4.2 A Normative Aspect of Adult Education

3.4.3 A Concept of Adult Education in the
Nigerian Context

CHAFTSR FOUR: CONCEPTUAL CLARIFICATION: A IS OF

CONCEPTS OF UTILITARIANISM\/

4.0 introduction

4.1 What is Happiness ?

4.2 What is meant by 'Utility' c

4.2.1 What is Utilitarianism ?

4.3 Negative Utilitarianism fp

4.4 Utilitarianism, Motivation and Moral worth.

4.5 Utilitarianism as a Definition of
Ethical Terms. * V /

4.6 Utilitarianism and Moral Reasoning

4.7 Measurement”f Utility

4.8 Rule and Act Utilitarianism _

4.9 Freedom and Happiness

4.10 What Autonomy is

4.10.1 Some Objections

4.11 The Concept of Autonomy

4.12 Maturity and Adulthood

4.13 Education for Maturation

4.13.1 Equality

4.14 Freedom/Liberty

4.15 Utilitarianism and Education

(xi)

Table of Contents (contd.)

PAGE

105 - 107
108 - 111
111 - 114
114 117
117 . 120
120 - 123
124 131
124 - 131
132 - 136
136 - 138
138 - 139
139 - 143
143 - 149
149 - 153
153 156
156 - 161
161 - 164
164 - 165
165 - 168
163 - 171
171 - 173
173 - 174
174 - 175
175 - 186
186 _— 192



CHAPTER FIVE;

5.0
51
5.2
5.3
5.4

5.5
5.6
5.7
5.8

5.9
59.1
5.9.2
5.9.3
5.10

(xii)

Table of Contents (contd.)

UTILITARIANISM IN CURRENT
ADULT EDUCATION FORMS.

Introduction
General Objections to Utilitarianism
The Case of political Education

Is Political Adult Education possible ?
Feminism and Adult Education: The Nigerian

Situation
Adults and the Need for school
Liberal Adult Education
Education for Freedom — \

The Content of Education: Vocational
Theoretical.

The Concept of Value
Intuitionism
Naturalism

Emotivism

Values in Adult Education

CHAPTER SIX: Utilitarianism as an Aim of

6.0
6.1
6.2
6.2.1
6.3
6.3.1
6.3.2
6.3.3

Adult Education.

Introduction

A Theory of Happiness
Happiness Defined

Eeing Satisfied with Something
Methods of Teaching

Didactic Methods

Socratic Approaches
Facilitative Methods

CRITICAL EXAMINATION OF TYPES OF

or

PAGE
193 - 194
- 199
199 - 204
204 - 206
207 - 210
211 = 212
213 - 219
219 - 220
220 - 223
223 - 229
229 - 230
231
232 - 234
234 - 237
238
239 - 241
241 - 242
242 - 248
248 - 249
249 - 251
251 - 253
253 - 255



(xiii)

Table of Contents (contd.)

Chapter Six (contd.)

6.4 The Self
6.5 The Teaching Strategy of Paulo Freire
6.6 Andragogical Approach

CHAPTER SEVEN:

CONCLUSION

Summary of Research

The Role of Government Agencies

The Role of Universities particularly

Department of Education.

Role of philanthropists
The Adult Learners

Implications for Curriculum Planners

Adult Facilitators' Role

Adult Education

REFERENCES

in Society”

PAG E
255 - 261
261 - 265
265 - 268
269 - 271
272 - 274
274 - 275
275
275 - 277
277 - 278
278 - 279
280 - 283
284 - 294



CHAPTER ONE

INTRODUCTION

Background to the problem

Underlying adult education aims and objectives are
assumptions concerning the characteristics of the adult.
An adult is assumed to be a mature, responsible, free and
autonomous individual. It is believed that an educational
goal geared towards the perpetuation these characteristics
is the ideal type of education for the adult, because such
an education which is based on voluntary participation is
naturally alluring for the fact that it involves the choice
of one's own destiny. And also in view of the fact that
it consists in an advance towarwra chosen goal, it affords
a sense of continuing progress in maturity which, according

to Bromley, "precludes the feeling of inner deadness and decline

that can light old age". Furthermore, Bradley adds that
a person's happiness consists in "the finding of himself
the realisation of his concrete ideal of life."”™ Bentham
adds that the ideal is to promote the preference of human
beings and no doubt these characteristics constitute the

adult preferences.

1. Bromley, D.B., (1974): The Psychology of Human Ageing.
(second edition); Harmondsworth, penguin Books, p.265.

2. Bradley, F.H. (1962): Ethical Studies (second edition).
London, Oxford University press. p.96

3. Sen, A. & Williams, B. (eds.)(1988): Utilitarianism and
Beyond. New York, Cambridge University press, p.266.



The proponents of this aim claim that this type of education

is worthwhile for its own sake. This type of aim is
associated with those who already have had an initial

education and who are willing to continue to experience the
joy of what had earlier begun. It is therefore often
criticized as being elitist and selective, whereas same&k
proponents of adult education believe that it is a grassroot
movement aimed at e”ality of education opp”~nity at ail
levels, and they hold the view that education is a right
and not a privilege of only a few.

Adult education has always been concerned with activities
that are, useful or instrumental, and this has always been the
fundamental basis in any formulation of its aims and objectives
Useful education aims to serve as the means to an end.

In more concrete terms, what this amounts to is that it tries
to be useful, teaching information and skills which have a
direct, practical value. A great deal of adult education has
this kind of purpose. It tends to address specific issues

and solve immediate problems. Forms of adult education that
relate to specific outcomes are vocational education, community
education, education for social change, extension education,
political education and so on and so forth; all come under the
umbrella of functional or pragmatic education. An excellent
example of this type of instrumental education is the

on-going mass (non-formal) education in this country



by MAMSER. The Social Mobilisation Crusade for

Economic Recovery, Self Reliance and Social justice (MAMSER) was
launched on 25th July, 1987 in Lagos. One of the aims of
MAMSER is "the inculcation in all of our citizens the

values, the habits of and the orientation which will lead,
without coercion to the emergence, ... of a grea

self-reliant, civic society in which justice, duty,
responsibility, tolerance and commitment to ition shall

hold sway".1 This type of instrumental aim is not new.

For some time now, especially the period after
independence, there has been much tallk about the need to
build a united Nigeria by the various political and military
rulers. The need arose as a result of the Nigeria's
diversified cultural and religious setting. Such a setting”®
it is opined, will not augur well for the accelerated social
and economic progress that is needed for the successful
take-off and maintenance of her autonomous existence
after independence.

This need becomes more visible particularly during -the period
after the civil war. This time, in addition to social and
economic stability, the need for peaceful co-existence
becomes paramount. The ravages of war ﬂg{?g done a lot to
disintegrate the people of Nigeria to the extent that

nobody is ready to help, trust or care for the other person.l

1. Ogun State Information Service, 1978. MAMSER in a
Nutshell. Abeokuta, Ogun State printing Corporation.



The result is that instead of becoming one Nigeria, we are
becoming many and alienated Nigerians.

This situation is not peculiar to Nigeria; it has
happened, for example, in the western world. The end of the
Second World War brought into limelight the need for education
and adult education in particular, on the one hand, the need.,

for new knowledge in orddr' to be able to cope with industrial

IR

take-off,en W instigated organizations and communﬁities into
commitment to adult education™ on the other hand, is the
adoption of workers' Educational Movement founded by Albert
Mansbridge designed to provide learning for living and not

for earning 8 livelihood.

Something, however, which ique about adult education,
is that its nature and purpose, as it is practised, reveals
that its aims and objectives are fairly specific, arising
out of need. For example, in Italy, a low level of general
education among workers, a politically divided society and
government in action, all played a major part in the creation
of the '150 hours/Xscheme. This is a kind of collective
arrangement reached between Unions and employers; employees were
allowed some”jours of paid leave depending on their status and
number of employers in that establishment, to undergo some
academic pursuit. The initial condition fhowever, is that
employees on their own must put in as many hour™?pf paid leave
granted them out of their leisure time. In the / German-'Federal
Republic, citizenship education has been given so much attention
because of the perceived need to create an informed,
responsible citizenry capable of exercising responsibilitiesl

1. Titmus, C. (1981): Strategies for Adult Education: practices
in western Euro-pe! Milton Keynes. The Open university

Press.



which previous generations had neither understood nor
appreciated. France has provided - > vocational
adult education . to all and sundry”™ partly because
of the free market philosophy of the Government, partly
because of employers' distrust of the formal education system
after 1968,and partly because it seemed to be the only way to
achieve the scale of provision desired, since there was no
existing nationwide machinery of adult vocational training.
In like manner, adult education is needed in1 Nigei{iia now
partly because of her depressed economy and partly as a

preparation for the take-off of the Third Republic.

The current situation, as it is put by Isola Folorunso,
is as follows: "When we reflect on some of the disturbing and
agonising aspects of our social behaviours of the past, and
recall the self inflicted problems that arose from our
different prevailing circumstances of those moments - dishonesty,
disharmony, distrust, lack of patriotism, indiscipline,
problems that have continued to appear intractable, ..."
He went on, "the anguished cries of all concerned Nigerians
for a change have long filled the air and can no longer be

ignored”.
In lik er, Kola, Omotosho2 lamented on the selfish,
careless attitude of the Nigerian elites, He made reference

to the physical environment, mountains of refuse, mileages

1. Folorunso, 1. (1987): An Address delivered by
Mr. lIsola Folorunso, Ogun estate Director for Social
Mobilisation; in MAMSER in a Nutshell. Abeokuta.

Ogun State printing Corporation; p.8.

2. Omotosho, K. (1981): 'who Can be Happy in Nigeria ?'
in west Africa, No. 3437, 27th June.



of stinks, and yet affluent Nigerians are doing nothing to
improve this situation. Because they can afford generating
plants that will supply them with electricity, they are doing
nothing about the darkness into which their neighbours are
plunged by NEPA (National Electric Power Authority). For

as long as they can afford tb live in affluence and comfort,
what matters to them is how to keep the status quo. They thus
become sources of envy for their less able neighbours, and

the result is that some less successful elements attempt a sort
of crude redistribution of wealth by robbing with violence

and terrorism all over the place. Sd, the affluent is not
happy, neither is his less successful neighbour.

To this end, Oluwole advocated "the raising of people’s

consciousness towards positive activities that will involve
attitudinal changes in us . 1 as a basis before embarking
on any programme of alleviating the present ills. Tugbiyele,

favouring the idea of attitudinal change, wrote:

‘sthe tragedy of th”~*N~gerian situation is that many so-called
highly educated Nigerians including many with doctorate
degrees are, in fact, functional illiterates. "

He continued, "unless our functional illiterates are made
literate, all efforts towards economic rejuvenation, social

t . 2
mobilisation and political stability are doomed to fail™ 1

1. Oluwole, S. B. (1989): "Welfarism: what is it all about?"”
in Sunday Times, January 22, page 10.

2. Tugbiyele, E. A. (1989): ’'Tackling the Problems of
illiteracy'; in Sunday Times, p.15.



As the saying goes that nothing is new in the universe,
so it is found after all that this situation and the
attendant recommendations to ameliorate it are not new. The
situation bears similarity to the period in England when

James Mill gathered round himself a group of men who called

themselves 'philosophical radicals' who doyotod th«m¥*«lreg
to the reform of English Society - in law, education,
morality, parliament, the nation's economic liffee, in everything
that embodied injustice in humanity, privile 2 and denial
of reason. Their aims were to be achieved not only by
political activity, including the nomination of parliamentary
candidates but also by powerful use of the printed and spoken
word. There is a faith that human society is capable of
improvement and it is the duty of responsible men and women
to promote it.

This writer shares the view that change of attitude iIn
Nigerians is long overdue. Assuming that it is possible to
effect a change, what- type of change are we to envisage? 6r

put it in another way, what effect do we want education to
have on the learner ?
In view of the nature of the type of problems on hand,

we would want a change from a selfish behaviour to an

altruistic type. Also, the need for justice, coooerationl

1. Garforth, F.W. (1980): Educatipe Democracy: John Stuart
Mill on Education and society; England,
Oxford University Press, pp. 12 ff.



and enlightenment which have been lIdentified as a panacea
to virtually all our problems can only be achieved, according
to John Stuart Mill; by "unchecked liberty of thought,
unbounded freedom of individual action in all modes not
hurtful to others, but also by convictions as to what is
right and wrong, useful and pernicious, deeply engraven

on the feelings by education and general unanimity of
sentiment".”-

The claim made by Godwin that "true ot&tive of
education ... is the generation of happiness” and the
assertion by Lawson that education has a claim to public
support, not only because it makes people happier ..."
confirms that education in general, and adult education
in particular, is grounded in the search for happiness.

Those who come into adult education do so because they have,
on their own volition, discovered something missing in their
life style, the addition cf which will make them happy, and
those who educate adults think that at the end of a programme,
they have at least succeeded in promoting the happiness of

the participants.1l

1. Mill, J3.S. (1824) Autobiography: Oxford University Press,
p.41

2. Godwin, w. (1797): The Enquirer (London) quoted in
Garforth, F.W. (1735):Aims, Values and Education.
Hull, Christygate press. Page 31.

3. Lawson, K.H. (1979): philosophical Concepts and Values
in Adult Education (second edition). England,
The Open University Press. Page 10.



Unfortunately, clear understanding of what happiness
means is lacking in the teachers and the taught*; Irfc tftses,
the instrumental aim of adult education alone is seen to be
the only aspect of adult education that is capable of providing
happiness. This is due to the practical exposure of the

learner and the attendant monetary reward. Any adult
education therefore that has no immediate applicability may
not have the support and attraction of the participants.

To this end, Lawson1 warned that it is dangePoSs) to rely on
instrumental aims in adult education for there is the
possibility of not attaining the anticipated ends.

This study therefore seeks not only to clarify the
concept of happiness, but also to recommend structures and
procedures for promoting it in adult education; in addition,
it examines some of the difficulties likely to be encountered
when these methods are employed in practice, and discusses
how they can be overcome.

Utilitarianism means "happiness and the absence of
pain".2_ The creed which accepts utility as the foundation
of morals, oK the greatest happiness principles, holds that

actionsare right in proportion as they tend to promote
happiness, wrong as they tend to produce the reverse of
happiness, in this instance, it is not the action that really
counts but its effect. In any action therefore, it is thel

1. Lawson, K.H. (1979) o£. cit., p.10

2. Mill, J.S. (1859): Utilitarianism. On Liberty and Considerations,
On Representative Government edited by Acton, H.B. (1987)
Everyman Classics, p.7



motive and the resultant effect that counts in so far as
it results into happiness.

Utilitarianism can also be classified as an altruistic
philosophy in that the utilitarian morality recognises in
human beings the power of sacrificing their own greatest
good for the good of others. Mill argues that the
utilitarian doctrine maintains not only that virtue is to
be desired, but that it is to be desired disinterestedly
for itself. In other words, if by sacrificing your
individual happiness of
the society, then you are conforming with the doctrine ,
though one might as well be serving a double purpose, that
is, satisfying ones happiness and that of the society.

The idea of unrestricted liberty is very prominent in
Mill's writings; he believed that this will lead to
happiness, we would therefore try tc examine what happiness
is; the way in which liberty can promote happiness. But
very importantly is how liberty can be achieved through
adult education. We would therefore examine some methods

of teaching especially the method of teaching adults* through

which happiness can be achieved.



11.

1.2 Statement of the problem;

Much has been written in recent years on those aspects
of Mill’s thought for which he is best known - social and
political theory, ethics and philosophy of science. Yet
none of these writers has attempted ea practical epplieation
of his views to education in general, let alont; adult
education in particular; despite the fact that he was, as
could be sifted from his various writings, convinced of the
importance of education. His father, James Mill, had written
that "the end of Education is to render the individual as
much as possible an instrument of happiness, first to
himself, and next to other beings". To these two foci j
of educational purpose, the individual and mankind, John

Stuart was also committed. For him, the ultimate goal

is happiness, and this, he explains in his Utilitarianism

as meaning the presence of "pleasure and the absence of pain.”
Happiness, in the ordinary sense, is an emotional

state that all sentiant beings desired, v/hat™hov/ever®

constitutes happiness for each individual is at variance

from person to person and from culture to culture.

The purpose of this research therefore is not to make a

case for the desirability of 'Happiness'. What it sets out

1. Burston, W.H. (ed.) 1969: James Mill on Education.
London, university Press, p.52

2 Mill, J. S. (1859) op. cit.. PpP.7



to do is to develop a pragmatic definition of happiness, such
as can be achieved when set as aims and objectives of adult
education. Neither is the researcher interested in formulating
additional aims and objectives for adult education programme;
these have been variously defined and amongst them is: "to help
the individual find meaning and happiness in life."(emphasis mine)
The problem with aims such as these is that they appear

to be inspiring and worth pursuing, but is it capable of

being achieved? Is it possible, for example, to break down
happiness into units of learning objectives that will be
evaluated at the end of a learning period? |Is utility an
inherent and inevitable characteristic of adult education

aims and objectives? If so, there degrees to
utilitarianism? 'Jhat level of it will be adequate in an ideal
adult education aims and objectives?

Another problem confronting the issue of aims particularly
in relation to adult education is at least twe general
objections raised against any attempt at definition of aims.
On the one hand, it is maintained that a definition must
inevitably have a cramping effect on the educator.

It is suggested that adult education is carried on in an
environment of personal relationships which any defined
and defining formula may fail to take account of, to the
detriment of the educational process. The second
type of objection seems to be the generalisationl

1. Akinpelu, J.a. (1981): ‘'philosophy and Adult Education’
in Sown, L. & Okedara, J.T. (eds.) An introduction
to the study of Adult Education: A NuTti-Disciplinary
and Cross-Cultural Approach {'or developing Countries.
Ibadan, university c. Ibadan press; p.83
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of the first in the social context. The opinion is
expressed that it should not be the special task of an
individual, or even of a restricted group of individuals,
to formulate what is in effect the joint concern of a wide

variety of persons. The formulation of a social aim - which

means a common purpose is beyond the power of anyone in the
context of the twentieth century divided society. It is
suggested that those cleavages which exist in contemporary
Society, cleavages rooted ultimately in different socio-
political and metaphysical commitments, cannot be resolved
but can only be recognised. Thus the questions arise:
‘Should an educator have an aim? and Vin particular, should
adult educators have aims? If s®, on what foundation should
such aims be based? These are”tery important questions

which will be discussed in this work.

The Role of philosophy in tackling the Problem:

Among the various asoects of adult education which
figure in training courses are its historical, psychological,
sociologicalL, o anisational and economic aspects, and these
form clear fields for research. Workers in these fields
operate within relatively clear terms of reference, definite
results are expected of them. Now”™what part can

philosophical inquiry play Iin the systematic study of adult
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education ? Roberts, suggests that It is needed because
adult education is too often concerned with ,what to do
without examining sufficiently why we should do it."
An expansion of this concern can be found in Apps'2 work.
A philosophy is essential, he feels, for answering
programming questions, for seeing adult education activities
in their relationship to other activities ety, for
answering what he calls "long standing and basic questions" and
for providing "deeper meaning to adult educators life."
Bergevin,while recognising that adult education philosophers
will vary, feels that there is value in having some philosophy
to "establish a common point of reference, an integrated
viewpoint, toward certain beliefs, ideas, attitudes, and
practices.”

It will be illuminating to know that a philosophy Is
more than a description of what is going on in adult education,
more than a definition of the adult learner and the learning
process, more than any one aspect of the field of adult
education. A philosophy provides a framework, a structure
or set of basic assumptionsand principles from which one can

view the entire field of adult education.1

1. Roberts, HW. 1976: "Goals, Objectives, and Functions
in Adult Education”. Adult Education. Winter, p.127

2. Apps, J.W. (1973): Toward a Working philosophy of
Adult Education. Syracuse, Syracuse university
publications in Continuing Education, pp.3-5

3 Bergevin, P. (1967): A Philosophy for Adult Education
New York, seabury press, p.3
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1.3 purpose of Study;

It is now commonplace that in the V/estern world
there has been a ’revolution' in philosophy which has brought
with it similar revolution in educational philosophy.
Educational philosophy was transferred from an examination
of the theories and doctrines of the great educators into
a critical analysis of the language and concepts education,
of its methods, of its aims and their justification.
Clarification of ideas and the neutral display of logical

taken

relationships have/the place of prescription and exhortation.
One result of such enquiries, it was hoped, would be greater
clarity in educational thinking, which in turn would
contribute to more enlightened and purposeful planning, and
thus to a greater change of success in achieving educational
objectives.

That initial impetus of the revolution has faded and
a fresh approach to problems in educational philosophy is
being put forward - recontextualising of philosophy.
For a recontextualized philosophy, the context is pertinent.
Garforth%suggests that philosophical issues in education

should be seen first in a personal and historical context -

that is, in actual educational writers - and thereafter

abstracted, generalized and subjected to scrutiny.l

1. Raywid, M.A. (1980): 'More Criticism of Analytic philosophy
of Education'. _in Philosophy of Education. vol.7,No.2

2, Garforth, F.W. (19T9)s John Stuart Mill's Theory of Education;
England; Martins Robertson. Preface viii.
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The present research is an attempt to examine the
concept of aims in adult education, and the issues associated
with it. The issue of aims in adult education as formulated
by adult education thinkers has been based on prescription,
imposing on the concept a value-content of their own or some
ideology or religious doctrine to which t T 7ed.
The intention here is modified. Rather,
made at an elucidation of aims in adult e is

descriptive and, as far as possible, make it typical and

political or religious commitmen t the same time, it is

intimately related that it is possible to view them as two
aspects and that values should be central, decisive and

directive in the theory and practice of adult education.

Significance of 5tufty:

For sometime now, adult education has been dealing
with programme. The present research, however, is concerned
with process in adult education, though it has not neglected
the issue of programme in adult education. While this can
be seen as a novelty, it is also very significant in that
it provides a conceptual basis for adult education

practitioners and planners.
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The first chapter reviewed the Nigerian situation and
discovered that the utility of adult learning and education
is taken only in the context of instrumental aims. The need
for a clarification of the other side of utility thus becomes
paramount. And this brings about the need for a justification
of aims in adult education. In chapter two, a review of some
philosophical theories of adult education is undertaken.

This involves an examination of relevant theories which form
the basis for the various adult education forms.

In chapter three, an attempt is made to discuss the method
of philosophical analysis being employed in this study.
Chapter four attempts a conceptual clarification of the
concept of utilitarianism, through analysis and deduction
from the theoretical explanations as they relate to adult
education is done. While chapter five looks at the various
forms of adult education with a view to examining the types
of utilitarianism contained tnerein. In chapter six,
happiness is”~redefined in such a manner as to make it
achievable when set as an aim; and this has implication for
the process of adult education. The Summary of the research
and its attendant recommendation is undertaken in

Chapter Seven..



1.5 What are Aims ?

Much of what has been said and written on educational
aims has been prescriptive; it has asserted not what they
are, but what they should be. Frequently, this prescription
is disguised by using the language of fact instead of the
language of command or obligation. Examples of such
prescription abound in the writings of many educational-
ists. Richard Steelj for example, wrote that "it is
the great end of education to raise ourselves above the
vulgar"l, and William Godwin Iin his case declared: "The true
object of education ... is the generation of happiness".2
Here, Godwin’s assertion is no doubt a prescriptive
recommendation - happiness should be the ’true object*.

Similar assertion can be found in abundance in recent
times, such as Percy Nunn*s: 'The primary aim of all
educational effort should be to help boys and girls to
achieve the highest degree of individual development of which

they are capable* ; in the same vein, White stated that:1

1. Steele, quoted in Garforth, F.W. (1985): Aims, Values
and Education. Hull, Christygate Press, p.31

2. Godwin, quoted in Garforth, F.W. (1985): Ibid. p.31

3. Nunn, P. (1945): Education: Its Data and First Principles
Arnold, pi5



ethe central aim of education ... ought to be that the
pupil becomes a morally autonomous person'.l others conceal
the prescription by stating it as a fact; the Norwood Report,
for instance, declares that the purpose of education is
to provide the nurture and the environment which will
enable the child to grow aright'; and Rusk3: it is the
function of education to turn capacity into abiglty'.

It is not the intention of the present chapter to
prescribe what the aims of education in general and adult
education in particular should be (this will be tackled later

in the course of this research) nor

the historian, the sociologist and so on; instead, what
the philosopher seeks is clarification, the elucidation of
necessarily
meanings, the exposure of problems but without/adopting
a positive stance except where fact or logic requires it.
The first task as such will be to take a linguistic
analysis of the concept of aim in educational discourse.2
1. White, j. (19S2.): The Aims of Education Restated.
Routledge and Kegan Paul, p.140

2. Norwood Report (1943): Curriculum and Examination in
Secondary Schools. London, H.M.S.O.

3. Rusk, R. R. (1928): The philosophical Bases of Education
University of London press, p.63
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The variety of words used in discussing educational aims

can be a source of uncertainty and confusion. For example,
we find: end, object, aim, purpose, function, - all of them
purportedly

Nexpressing the same meaning; also to be found are: objective,
goal, point, use, intention; while principlediand ideab5are
all used in educational discussion.

Some writers have sought in this diversity a means of
illuminating the concept of education and its family in
drawing distinctions between for example, purpose and function,
purpose and aim. Gribble accuses educational sociologists
of confusing analysis of the function of education with
analysis of aims, though he too is guilty of the same offence
for he failed to elaborate on the distinction. However,
it may be said that function includes the way in which a
process works, the design of its operation, its role, and
also the way it contributes to a larger context of purposes
(e.g. the function of schools within the total system of
education) - all this in addition to the analysis of
purpose itself. But, in practical usage, the notions of
function and purpose are commonly identified, and if someone
asks: 'What is the function of X ?' he usually means ’what
is it for, what purpose does it. serve ? This is well
illustrated by a sentence of Peters: "The function of the

1. Gribble, J. (1969): Introduction to philosophy of Education.
England, Allyn and Bacon, p. 14
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formulation of aims is to specify more precisely what one

is trying to achieve 1 Here, function is indistinguish-
able from purpose and this latter word, and many of the
others listed above, could be substituted for it.

This may not be unconnected with the reason why
Langford suggested that in educational discussions, aims
should not be used. He pointed out that aim in educational
discourse is a metaphor and that metaphors, though they may
assist understanding”™ can also be misleading because the
analogy is never exact or complete. He concludes that
"it might be better to abandon the misleading
terminology of aims, and use instead terms like “purposes”,
intentions, and ideals which are tailor-made to talk about
the intentional aspect of activities."2 Purpose, he argues,
differs from aim in having no metaphorical content, in
suggesting a wider and more distant perspective, and in
implying an internality of viewpoint - the activity as seen
by those engaged in it rather than from outside, as compared
with idea Dose has a practical ring while "ideals are

the product of reflection and may be unattainable”. J

1. Peters, R.S. (ed)(1973): The Philosophy of Education.
England, O.U.P., p.14 '

2. Langford, G. (1968): philosophy and Education: An
Introduction. England, Macmillan Press. p.483

3. Ibid. p.54



rideal and principle look farther than purpose”, he
contended, "they reflect a vieZX of what life and education
ought to be" and concluded that "they have an ethical content
which both guides activity and assesses its worth".

In spite of all these distinctions, one is still not
very clear whether the substitution of purposes, intentions,
ideals, for the terminology of aims is likely to achieve
greater clarity in our understanding of education and what
exactly it is for.

For Peters, the situation is this. He acknowledges
the metaphor in aim and draws implications of meaning from it.
"The concept of aim'» he writes, "always carries with it
some of the nuances associateé with its natural home in

2 Inclusive are

context of shooting and throw :
concentration of attention, specification of a precise object,
difficulty of attainment and possibility of failure. He
explained that aims is like trying and so to ask a question
of what one is aiming at is just like asking what one is
trying to do. He argues that aims are an attempt to persuade
people to specify more clearly what they are trying to do

and to concentrate their efforts accordingly; they serve,

therefore, more as exhortation than as requests for explanation.2

1. Langford, G. (1968): op. cit.. p.55

2. Peters, R.S. (ed.)(1973): op. cit.. pp.12, 13.



1.6 Must An Educator have Aims ?

Garforth argued that ‘'education is essentially an
activity intentionally directed towards purposes more or less
clearly envisaged and must therefore exclude the unplanned
and involuntary".l in the same vein, J.S. Millf in his
inaugural address chose to confine education to the "narrow
sense - the culture which each generation purposely gives to
those who are to be its successors ...""n Education,
therefore, according to these two thinkers™ as a process,
is both intentional and instrumental and these features
no doubt imply that there is a purpose for undertaking the
activity (education). After having identified such purpose,
the educator, if he is to achieve this purpose, has to
determine the method by which to attain it.

To aim at something is, in other words, to concentrate
attention on an object which must be hit, or pierced, an
activity which iS) similar to the dart board game. |Its
internal accusative target covers anything conforming to
this specification. It suggests concentration of attention
on something which is the focus of an activity.

Hence it is no surprise that Peters raised an objection
to the use of purpose or motive like aim. Questions as to2

1. Garforth, F.W. (1985): op. cit., p.46.

2. (ed.)(1971): ‘inaugural Address' in John Stuart
Mill on Education. New York, Teachers College
Press, p.154
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the purpose of a person's activity, say building a house,

or one's motive in visiting a sick friend are usually

attempts to elicit information as to what one views these
activities as leading up to; but it would be odd to ask

for the aim of these activities, if we wanted to remove our
puzzlement about their exiolanation. "To ask for an m'

he writes, "is to ask for a more precise specification of

what an action or activity is".l Questions such as what people
are aiming at would seem to arise only in situations when

they appear rather confused about their pijr\rgos‘(;s or when

they are drawing up a plan of campaign arid have to formulate
what they intend to do in a coherent way. Among these, he
continued, are specification of precise object, «nd measures

to betatoen towards its attainment. The function of aims
he concluded”™ are attempts to persuade people to specify more
clearly what they are trying to do and concentrate their efforts
accordingly; they serve therefore, more as exhortation than
as requests for exploration. Merger adds,2 that aims are

like route maps in a sense that they guide travellers to

reach their destination.

Despite all these assurances about the ability of aims

in aiding the achievement of educational activities, adultl

1. Hirst, P.H. & Peters, R.S. (1970): The Logic of Education;
Routledce & Kegan Paul, London. p.26

2. Merger quoted in Garforth, F.W. (1985) Aims. Values and
Education. Hull, Christygate press, p.35
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educators are still opposed to the idea of formulating aims
in adult education. There are two sorts of objections, at
least, which are raised - the attempt to define the aim or
aims of adult education. On the one hand, it is maintained
that such a definition would impose a limit of jurisdiction
and this will in turn have a cramping effect on the educator.
It is suggested that adult education is carried on in an
environment of personal relationships, which any defined and
defining formula must fail to take account of, to the detriment
of/tggucational process. These relationships, that is,
teacher/learner rapport constitute the essence of the educational
process and can develop only in an atmosphere of spontaneity,
whereas clearly defined aims, which bring in their train sharp,
formulated methods of instruction and evaluation will no doubt
destroy the good teacher/learner relationships.

The second type of objection seemsto be the generalisation
of the first in the social context. The opinion is
should not be the special task of an
. en of a restricted group of individuals,

to formulate what is in effect the joint concern of a wide

variety of persons. The formulation of an aim - which means
a common purpose - is beyond the power of anyone in the
context of the twentieth century divided society. It is
suggested further that those cleavages which exist in
contemporary society, cleavages rooted ultimately in different
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socio-political and metaphysical commitments, cannot be
resolved but can only be recognised.

The objections may however be met by considering in
detail, the reasons for elaborating the aim of adult
education. Probably the most compelling reason for clarity
derives from the necessity of defining the nature of the
dependence of adult education on the broad purpose of the
community providing both the context and the material
resources for its activities and its relative autonomy
within this context. This necessity in turn stems from the
fact that education in all its stages and manifestations,
is a planned activity.

1.7 The Justification for

Formulation of Aims ind Adlult Education:

A feature of adult education is the comparative freedom
of programme planners, tutors, and students to make their

own decisions about what shall be taught. They are not

on the whole bound by prescribed syllabuses or by externally
dictated objectives. Nevertheless, such freedom carries with
it3on the one hand, the responsibility for justifying what
is taught andj on the other, "modes of conduct and thought
which have standards written into them by reference to which
it is possible to act ...". Furthermore, there has to be

justification for the spending of public money, there hasl

1. Lawson, K.H. (1973): 'The justification of Objectives in
Adult Education', in Studies in Adult Education,

Vol.5, No-l
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to be justification in terms of the tradition and aims of

the providing institutions, and there has to be justification
on educational grounds, that is, in terms of basic conceptions
of what education is, and what it is for. we shall in the
course of this research examine the various aims ascribed

to adult education with a view to justifying thes” aims as
means of promotina the hapoiness of the adult. But for the
present, we shall be concerned with justification of aims

in educational activities.

The more widespread questioning of educational aims and
objectives and curriculum content and methods which has
developed in school education has focused attention upon the
question of justification and the value basis on which
justification rests. It has attracted the interest of many
educational philosophers and there have been a number of
attempts to provW an underlying rational for the educational
curnicullum, petersj for example, has argued that the
commmitment to truth underlies education, while Hirst starts
from the nature and forms of knowledge; phenix in his case
is concerned with the realms of meaning and Belth contents
himself with man as a builder and manipulator of symbols.

All these, including the wide range of social, moral

and political ideologies found among educators pose

difficulty and conflict for anyone who attempts to

formulate a comnon experience.

Peters, R.S. (1966): Ethics and Education; Hirst, P.H. ’Liberal Education

and the Nature of /ir.ovledge' ; in Arcnaacault, E.I». (ea.)(1965)
Philosophical Analysis and Education; Belth, M. (19«5)

Education and Discipline.
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A resolution might be found in Peter’s Ethics and Education
where he argues in favour of what amounts to
transcedental imperative, which helps the teacher to decide
on what he ought to do in respect of his curriculum. He
claims that "in more settled times, only the reflective
teacher was led to probe behind tradition for a rationale
of what he ought to do; nowadays, it is only the lazy or
dogmatic who can avoid such probing'].l peters, while clain
that the standards of education are intrinsic, argues that
what is worthwhile in education derives its worthwhileness
"from the characters of the activities themselves and from
the form of life in which practical discourse has emerged
as a type of public discourse which is widespread in our
society".2 Thus, commitment to truth becomes the touch stone
which is used as the justification of all curriculum
activities.

As for Hirst, his justification for building curriculum
is in terms of the categories of knowledge which he identifies
as being fundamental culturally. These categories or 'forms’
are identified as having their own central concepts: for
example, those of gravity acceleration, hydrogen and photo-
synthesis characteristic of the sciences; number, integral
and matrix in mathematics; God, sin and predestinatison in

religion; ought, good and wrong in moral knowledge.

1. Peters, R.S. (1966): op. cit., p.93

2. (1967): 'in Defence of Bingo: A Rejoinder’; in
" British Journal of Educational Studies, Vol.XV,
p7T9l- -- --

3. Hirst, P.H. (19GS): 'Liberal Education and the Nature
of Knowledge'; in Archambault, R.D. (ed.)
op. cif£., pp.128-129.



The forms have their owmn logical structure, techniques and
skills, criteria and tests, by means of which we can explore
our experience and conceptualise knowledge of our world.

in as much as we are inheritors of public forms of knowledge
in terms of which we operate and develop, then the educator’s
task is to encourage and assist individuals to operate more
effectively within those forms or structures. ' He states
their importance as:

(a) representing the whole cognitive fraamework

of concepts and public criteria by which
"the life of nman in every particular is

patterned and ordered. Without its structure,
all other forms of consciousness, including,

for example, emotional experiences or mental
attitudes and beliefs, would seem to be
unintelligible™.

(b) representing the ways through which mind
itself is developed.

"To be without any knowledge at all is to be
without mind in any significant sense .........
The acquisition of knowledge is itself

a development of mind and new knowledge

means a new development of mind in some sense
to fail to acquire knowledge of a certain
fundamental 'kind, is to fail to achieve
rationalmind.........

This has at least provided a sufficient justification for
curriculum activities.

Relating this justification to adult education, it could
be argued that at. least a partial solution to the problem

of authority is offered. The question of who decides onl

1. Hirst, P.H. ’Liberal Education and the Nature of Knowledge’
in Archambault, R.D. op., cit., p.124.

2. (1969): ’'The Logic of the Curriculum’. Journal of
Curriculum Studies, Vol.l, p.150.
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what to teach is an important one; as the reliance on the
concept of meeting needs shows, some adult educators are wary
of determining objectives for others. But the arguments made
so far provide a basis of authority for doing so, which is
beyond both tutor and student. Education is in a sense made
neutral to specific personal and social demands because of
the attempt to root educational values in the most general
characteristics of society, knowledge, and man as they are
understood. The general objectives of education are deduced
internally from the concept of education itself. To be
engaged in an educational activity is to be logically concerned
with those things that are built into the definition.

The most important reasons for having a declared aim
have still, however to be stated. It is the aim, whether
declared or implicit, which conditions, sometimes determines
the method of education. As there are only a limited number of
aimc nncciMp fror thi= pfinrsHnnaUst, corresponding to the
potential s of the human species Iin the available environments
so the methods of instruction are even more limited. If we
define our aim in terms of the individuality we wish to
foster, this automatically precludes certain

procedures, and indicates equally automatically certain other

procedures. It is not surprising that discussion of aim is
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often deprecated and that the disputants thereupon dangle
on the field of method; the overlapping of aim and method

is so close that when the method is decided, this decides
the aim which nmay then be left undiscussed and undeclared,
in other words, unthinking routine can then be substituted
for critical awareness - a consumetion often devoutlly wished
by the educator. But a declared aim has these advantages
over a routine application of a stereotyped ne

(a) it can lead to a nice discrimination between methods
based on a reasoned appreciation of their uses and
their limits;

(b) it allows a modification of particulars of the method
on the basis of principles Biflce it offers a criterion
by which the success or otherwise of the process as a
whole and its several parts may be evaluated.

This is the ultimate justification of a discussion of
educational aims, that such discussion, unless it degenerates
into frivolous academic debate, tends to the betterment of
the instruction and this in rurn reacts beneficially on those
oersonal relatioorsdhips involved which many believe to be

at the heart of the educational process.



CHAPTER TOO

SOME PHILOSOPHICAL THEORIES OF ADULT
EDUCATION AIMS AND OBJECTIVES
2.1 The Aims of Adult Education:

The philosophy of adult education can be traced to
those writers who see the aim of adult education as delated
firstly to society, secondly, to those who see the aim of
adult education as an individual growth and development
irrespective of societal concerns and, thirdly, to those who
are concerned with the extent to which adult education should
work towards social change: the I/ar?afs been interpreted by some
people to mean revolution.

Merriam made an illuminating explanation concerning
these three aims. For those who see the aim of adult
education as related to society, reference was made to
Bergevin and Lindeman. Bergevinzrecognized the validity of
presenting the adult an opportunity to advance as a maturing
individual. However, this maturity should be tailored toward
helping him toN/earn how to contribute his share to the
civilizing process. This aim may not be as easy to achieve

as the prescription goes. For an individual to be able tol

1. Merriam, S. (1977):'Philosophical perspectives on Adult
Education: A Critical Review of the Literature’,
Adull Education, Vol. XXVII, No.4

2. Bergevin, Paul (1967): A Philosophy for Adult Education.
New York; Seabury press, pp. 3 & 4.
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realise that there is something good he has to contribute

to complement a society, such an individual must have been

a typical individual whose life orientation is higher than
the Society in which he is living. |If that be so, whatever
contribution (no doubt better) he is making would be a kind
of imposition. But there is nothing wrong in this, provided
that the contribution can be justified as making ihe Society
a more conducive place to live than hitherto. Though Mill
would not allow an individual's freedom to be to”ed with,
suggested that those who have been judged as better knowledged
should be allowed to take lead in decision matters. So,
adult education which is aimed at nurturing the individual

to become a better member of the society should be undertaken
by those who are knowledgeable.

As for Lindeman, his views about the nature of nan is
that he is a social being. He thus emphasized individual
growth and a situation-approach to learning. Man is to learn
what his situation indicates. This bears a semblance to
Champion’'s article: 'Towards an Ontology of Adult Education’
who claims that attempts to declare and justify our objectives
is in the state of affairs. The goals of adult education
according to Lindeman are derived from the surrounding

culture. He however emphasised on the democratic ideals

Champion, A. (1975): 'Towards an Ontology of Adult Education’
Studies in Adult Education, Vol.7, No.l
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as an aim. These two thinkers would want to see adult
education in relation to societal improvement.

Knowles presents a contrast to Bergevin and Lindeman
with his emphasis on individual development apart from external
concerns. The aim of adult education is to help adults
become liberated. He speaks of a model of a 'free man'
but this iIs not a stereotyped model, since each individual
himself defines what he will be when free. 1 AIll Adult
educators can rally round this coonmon aim, he feels, because
it allows for any type of adult education as/long as the
individual sees it as liberating. Society does not enter
into the process except as a vehicle for providing a full
range of choices to a potential participant in adult education.
What Knowles perhaps overlooks here is that some selectivity
must of necessity operate in providing opportunities and
information to a learner. And what is selected to help an
individual become liberated will depend, to some extent, on
the existing social .dorms and values, together with the
philosophy of the chooser.

An individualistic view would be consistent with the

claim of Wiltshire that individualism is a significant and

1. Knowles, M. (1957) "Philosophical Issues that Confront

Adult Educators"; Adult Education, vol.vil, No.l,
U.S.A.
2. 'Wiltshire, H. (1976): ’'The Nature and Uses of Adult

Education’ in The Spirit and the Forum.
(ed.) Rogers, A. Nottingham; Department of Adult
Education, University of Nottingham. pp. 136-144.
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dominant aim in adult education. Individuation he defines

as self-discovery, and self-development voluntarily undertaken
and this determines curriculum, organisation and method.

Hence the ideology of adult education, according to Griffin™"
is identified as the needs, access and provision.

John Hostler in a recent monograph on 'The aims of
Adult Education' concludes by identifying three most
fundamental aims of adult education.

The most fundamental of them all is autonomy,
which prescribes the students right to choose the
classes he will attend and to evaluate their
success. Autonomy in turn implies individuality,
which enjoins that he should develop In a unique
way and that he should be able to select from a

very broad curriculum. 2

The aims of adult education may well be as Hostler claims,
those of autonomy, individuality and equality.

No doubt, Paulo Freire 1is of revolutionary.
For him the world, the third world at least, consist of the
oppressed and the oppressors. In his opinion, the aim of

adult education is to liberate the oppressed and in so doing,
also free the oppressor. This is done through a process

he calls conscientisation. The revolutionary aspect enters
into the process when human beings, having been aware of their
plight, no longer tolerate their oppressed condition.

A struggle to change the basic structure of society comes as
a necessary part of such rejection, While Pedagogy of the
oppressed can be criticized because its philosophical
terminology is often difficult to grasp, Freire's positionl

1. Griffin, C. (1983): Curriculum Theory in Adult and Lifelong
Education. London, Croom Helm. Chp.3

2. Hostler, J. (1981): The Aims of Adult Education,
Monograph 17, May; Manchester University.

3. Freire, P. (1972): Pedagogy of the Oppressed. England;
Penguin Books Ltd.
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and its direct implications for adult education emerge
clearly from the text.

Broudy reacts to what he calls the unqualified autonomy
of the adult learner. |If the emphasis is solely upon the
individual, then "the problem of aims in adult education
becomes, so far as the educator is concerned, a problem of
means; in short, the problem disappears.”

Neither does Broudy feel that adult education should only
adults

prepare/to effectively play their roles in society.

This social roles approach, he argues, produces a dangerous

conformity to institutional patterns. Rather, Broudy sees

man as being in an existential jJT cultural predicament caught

between the demands of a modern system of mass production and

the democratic commitment to individual freedom and develop-

ment. "The aim of adult education"”, he recommends, "is to

make every adult av/are of their predicament and his role in it.

Adults who are sensitized to their predicament will then commit

themselves to/a self-cultivation".* It might be argued that

Broudy over-estimates the motivation and/or ability to deal

with one's predicament even though it has been acknowledged.

The issue of whether adult educators should focus on developing2

1. Broudy, H.S. (1960) Aims in Adult Education: A Realist's
View. Chicago; Centre for the study of Liberal
Education for Adults, page 7.

2.  Broudy, H.S. (1960) Ibid. p.H
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self-directing individual learners or promote a positive
social order is still very much alive today.

But do we need a purpose in adult education 7 asks
Lawson.1 By purpose, he means an objective - an aim or a task
that is external to the idea of adult education. Left to him,
he does not think that adult education needs a purpose beyond
that of teaching adults about certain areas of human
experience and helping then to develop in certain ways which
are thought to be important. He affirmed that education is
of value as an end in itself; yet there is Iin adult education
an apparent desire for external objectives, and there are
claims that this is its prime purpose. There is no doubt,
however, that adult education is justified because it fulfils
particular external purposes or aims, a situation of failing
to achieve these specific purposes could arise. If it be so,
v/ould it not be rigft® to say that adult education is not
justified because it has not been successful or that the
particular purpose indicated were, after all, only arbitrarily
selected, and that adult education is worthwhile on its own
without the external aims? He went on to say that the
concept of an educational situation contains at least the
idea of an ordered logical study; of problems approached
in a rational way; of analysis and categorisation, and of
evaluation and judgement. "We pre-supposeM, he said, "the

building of structures of knowledge with publicly. shared

1» Lawson, k.H. (1968): 'The Concept of ’Purpose’;
Adult Education, Vol.41, No.4, November, p.165
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concepts tested against publicly accredited criteria.

We expect that certain skills will be developed and that there
may also be a development of aesthetic appreciation and of
moral judgement."l He is opposed to imposition of aims and
objectives and advocates for purposes internal to the concept
of education. He Concludes that some of these characteristics
are what we regard as essential ingredient in our conception
of a developed individual. Since a society is made up of
individuals, it means that a civilised society will be that
which is nmade up of such developed individuals we have been
talking about. He therefore urged adult educators to have

a concern for their subject and for their students' responses
to it. They are not concerned as tutors with the many
possible uses to which the results of their educational
encounters might be put, for it would be impossible to
foresee, yet alone teach, with specific end products in mind.
So, they might well say that their teaching had no purpose
other than those contained in their conception of education.
‘What this implied is that adult education is not the same
thing as adult training.

Paterson on his own, based his rejection of imposed

aims on the basis that the adult is an autonomous person.
He rejected the aim of adult education as an agent of social

change. He argued that if adult education were to become

harnessed to the cromotion of a set of social causes, then

1. Lawson, K'ri. (1968); 00. cit. p.169
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it would become servile to those causes. Education is the
fearless transmission of truth and this knowledge is morally,
socially and politically neutral. An educative society
therefore is such a society that welcomes exposure to the
truth about itself, listens to continuous criticism, rational
and objective for the purpose of checks and balances.

"Social Change”, he concluded™however desirable in itself,
is for the educator, not an aim, but simply another subject
for unbiased investigation, for the development of free and
critical inquiry, and for that undeviating and fearless
transmission of truth which education essentially is."”

The aim of education, accordiing to him, is to transmit
knowledge which is educationally worthwhile. He argues
consistently that just, as he would not have adult education
promote social change, neither would he have it defend the
status cue.

There s be very little consensus as to the aims
and objectives of adult education. The spectrum ranges from
Freire's advocacy of radical social change to Lawson's and
Paterson's rejection of any goal save that of education for
its own sake.l
1. Paterson, R.W.K. (1973): 'Social Change as an Educational

Aim’; Adult Education, Vol.45, No.6, March,
p.359.
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In the absence of any agreed definition of ‘adult
education’, one of the major problems which faces any writer
in this controversial field is the difficulty of looking .
beyond the arguments about goals, objectives and purposes.”-
In coomon with other forms of education, adult education is
presumed to have a specific effect on its learners.
Consequently, there is, in the literature on the subject,

a continuing debate about what that effect should be.
Debate, in other words, is n/OE)nIy about the goals or tasks

of this particular form of education, but also about the
more fundamental question of the relationship between adult
education and the society in which its activities are carried
out. The relationship between adult education and the
society within which its activities are carried out is a
crucial one; it consists of defined goals, purposes and
interests which combine to form, in Merton's words: 'a frame
of aspirational ?eference*.2 Some of these interests are

those of society, others are more individualistic in their2

1. Thomas, J.E. (1982): Radical Adult Education: Theory and
Practice. Nottingham, Dept, of Adult Education.

2. Merton, R.K. (1938): 'Social Structure and Anomie’'.
American Sociological Review, Vol.3, p.673 -



subjectivity, but in either case, different interpretations
have been put upon them by a number of international writers.
Thomas writes that the interaction between interests

and activities provides for adequate theoretical framework
from which an examination of the relationship between adult
education and society can be based. Although a great part
of the literature of adult education is concern®” with practice
rather than theory, it is possible to see W lterpretations
of societal interests which approximate to conflict and
consensus view, respectively, of Society. Conflict theorists
approach the question of interests frrom the standpoint of the
various individuals and groups within society. The needs and
desires of these factions, rather than the needs of society
as a whole, motivate their attitudes towards the division
of power and privilege. Their attitude was summed up by
Parsons who commented that:-

The essential point is that, to Mills,

power is not a facility for the performance

of function in and on behalf of the Society

as a system, but is interpreted exclusively

as @dAfaciility for getting what one group, the

holders of power, wants by preventing another
group, the "outs"™ from getting what it wants -«

1. Thomas, J.E. (1982); Radical Adult Education: Theory
and practice. Dept, of Adult Education,
University of Nottingham.

2 Parsons, T. (1957): 'The Distribution of Power in
American Society’'. World Politics. Vol.10,
October, p.139.
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Consensus, or functionalist, theorists, in contrast,
approach the problem of societal interests from the viewpoint
of society as a whole. The interests of society are then seen
to be compatible with the interests of the individual, for it
is the interests of the latter, as part of the whole which
govern the needs and requirements of the total social system.
The cohesion, stability and persistence of this consensus
model therefore emphasise, not interests and power, but the

significance of norms and values which are seen to be the

basic elements of social life. To these theorists, adult
education is not a facility for promoting the social policies
of a particular group, but itCis a means of transmitting the
inherited knowledge and culture of the whole society.
Value-judgements are then concerned with cognitive rather than
social or political values.

Despite a widespread criticism of these consensus/conflict
models of society, a criticism which has become one of the
principal issues in the recent literature of social theory,
both theories have a particular relevance in the analysis of
the relationship between adult education and society. The
nature of individual interests, as they are interpreted by
supporters of the conflict model of society, suggests that
to the mature adult, education is seen as a means whereby

the pov/er, prestige and privilege of the individual can be
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Increased. More Importantly, the identification of the conflict
tend to change, encourage the belief that adult education is
primarily a vehicle of change. This concept of adult education
as a radical force, seeking to make a major impact on society,
means that an education programme is only valid or viable if

it seems to challenge basic assumptions about socio-economic
structures, value systems, and cultural and aesthetic norms.
There is a total rejection of any interpretation of goals of
adult education which identifies these coals Vv/ith the
maintenance of the existing social system.

Supporters of the consensus model, believe that adult
education has no role as an instigator or supporter of change.
Society, that is its structures, value systems and norms, is
therefore accepted as a static framework which provides the
boundaries within which the activities of adult education should
be carried out. From this point of view, it is not the primary
task of adult education to challenge the validity of this
framework, although such a challenge may arise as a result
of the effect of education on societal interests.

The distinction between these two interpretations of the
relationship between adult education and society is, however,
rarely expressed in terms of polar extremes. The concepts of

adult education as a radical force, primarily seeking to make

a major impact on society, or as a conservative nman are graduated.
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They are, therefore, best seen as parts of a continuum.

At one extreme is the view that any system of adult education
which is to be effective, must challenge established economic
and social assumptions. At the other, is the view that adult
education contributes to the preservation of the existing
system. *

Much as there appears to be distinction between these
two models theoretically, it will not be surprising to
discover that in practice, however, b may be difficult to
identify the particular characteristics which are usually
attributed to the two models in question. But in an attempt
at a reconciliation, it is important to remember that the
creation of the models owes a great deal to ideology.

For the adult educators, therefore, their importance is not
derived from their methodological correctness, but from the
reasoned ideological arguments which underlie the defence of
either or both of the two models. One effect of this, is that
the concept of maintenance, as it is interpreted by the
supporters of this idea of the relationship between adult
education and society, is associated with a wish to maintain
the existence of those norms which are considered to be the
basis of social life. They are particularly involved in the
maintenance of the underlying system or values which influence

the norms to be found throughout the society. There is
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this ample evidence of a developed interest, not only iIn
ensuring a sense of commitment to those norms, but also in
creating consensus on the values which produce them. The most
suitable situation for ensuring the development of adult
education programmes oriented to these ends is found, it is
believed, in a stable social system which encourages the
maintenance of the status quo. Here, the formulation of
societal goals, in terms of the accepted norms and the creation
of a harmonious sense of values, encourages\|]ihe creation of
teaching programmes which are specifically desianed to
encourage social integration."

The possibility of changee s r excluded from consideration.
To be accepted as valid, however, tnis must be a planned
change which arises as society, as a whole, adapts to
universally accepted amendments to existing norms and values,
changes which are reflections of sectional interests are
disregarded on the grounds that these do not contribute
towards the maintenance of the whole. A resulting pre-
occupation with the believed needs of society can be discerned
in most discussions about the role of adult education in
relation to socio-cul tural factors. Among these, for example,
a frequent cause of controversy arises from the postulated

need to produce a large number of educated specialists who can

|l Cohen, P. (1968) Modern Social Theory. Heineman,
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fill appointments as administrators, professionals, and
managers. It is here that the liberal versus vocational
argument is most frequently waged, although the force of
arguments used is weakened by the general agreement that
there is a need to achieve a synthesis between the two

conception of a literary or technical culture.

Another social need which, it is argued, filled
through the medium of adult education programmes, is the
requirement of Society for "productive workers who enjoy
their lives. This means the most economical and effective
use of manpower, and it also means that happiness is a factor
in efficiency.” The implications of this as an educational
goal are far-reaching. For many employers of labour, it
endows their belief in a custodial model of organizational
behaviour, in which the natural measure of morale is employee
satisfaction. Consequently, they approve or support adult
education activities which contribute to the development of
employee maintenance needs and increase the latter's
organizational dependency. After all, there is no dividing
line, the importance of adult education is that it should be
useful™  the individual, the society, to the sponsors

whether government or philanthropi*t*.

1. Ottaway, A. K. (1953) Education and Society. Routledge
and Kegan PauTJd p.92
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In other words, whether we agree with the consensus
or conflict ideologies, adult education is concerned with
the performance of alternate actions which are likely to
maximize the probable happiness of humanity as a whole.
The problem that is likely to arise from this utilitarian
position of adult education in the Society is that of making
moral decisions, that is, the problem of deciding what the
morally right action is in a given situation or in a given
class of situations, we shall defer discus on this
question, until such a time when we shall*™e analysed the
concept of utility in Chapter Four. All that need to be
said here is that this issue falls within the realm of rule
and act utilitarianism, and that it will be argued later
that while utilitarianism i» concerned with general practices,

moral rules are empirical generalization to all practices.

2.2 Humanistic Adult Education:

Humanism is& stem of views based on respect for the
dignity and ri< :s of man, his value as a personality, concern
for his welfare, his all-round development, and the creation
of favourable conditions of social life. It grew into a
distinct ideological movement at the time of the Renaissance
when it figured prominently as an element of bourgeois ideology
opposed to feudalism and medieval theology. It proclaimed
freedom of the individual, opposed religious asceticism,

vindicated men's right to pleasure and the satisfaction of
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earthly requirements.

Humanism reached its zenith in the works of the 18th century
enlightenment, who put forward the slogans of liberty,
equality and fraternity and proclaimed men's right freely

to develop their natural essense.

Humanistic education therefore is based on forms of
education in various subjects aiming towards a greater
individual self-awareness as well as a mutual understanding
among people and cultures. Consequently, the humanist as a
scholar, we are told, was one dedicated to "learning for
learning's sake, otium, remaining within the limits of human
knowledge, aimed at neither transcendence nor practical
purpose".* The 15th century ‘'humanista’ in the Italian
Universities studied and taught humanae litterae.(humane letters)
The curriculum contents are precisely stated as literature,
history, philosophy, languages and such social science
subjects. But contrary to the above observation is the

following comment:
Humanistic education is more a diffuse and
multiplex phenomenon than one that may be
sharply caujht and defined. Although in its
om apologies it distinguishes itself quite

Giustiniani, V.R. (1985): 'Homo, Humanus and the Meanings
of Humanism'; in Journal of the History of ldeas,
Vol.XLIV, No.2, April-June. p.171
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dramatically from other educational systems

its rationale is elusive and the educationist

must find his way through a series of exhortations,
general statements on education ... and recipes
for particular methods. !

One rarely finds extended statements of educational theory
that give enough detail and elaborated justification with
which to concur or not. While one is worried as to the
cajse of the controversy, it was not difficult to detect
the genesis of Williams and Foster's contrasting ideas

to the tradition of humanism that we used to know. The
1971-72 Education Index which they cited as their point of
reference contained an entry where mention was made of a
‘'new’ humanism in current educational thought. The entry,
according to the authors, defines the new humanism in the
following way.

While traditional humanism views mankind in

need of shaping from without because of an
innate flaw, the nrev humanism sees the individual
person containing within himself the power and
pattern of his ow/n development.

1. Williams, A.J. and Foster, L.E. (1979): 'The Rhetoric
of Humanistic Education'; in the Journal of
Educational Thought. Vo1.13, No.I” p. 37.

2 Ibid. p.38



Not only does this new humanism show no continuity with this
tradition, it also shows no continuity whatsoever with that
faith in the power of human institutions to contribute
towards betterment of life which Baier* identified as part of
the modern conception of humanism inherited from the Renaissance.
Cn the contrary, it is extremely sceptical towards all forms
of institutionalized learning, most especially schooling, and
emphasises the value of personal autonomy in its most radical
form. In fact, roots of the kind of theoretical individualism
suggested by the 'new' humanism can be traced "back to the anti”
Enlightenment naturalistic philosophy of Rousseau's Emile,
which iIn like manner aligns itself 'in favour of the individual
as an educational good in itselfy z,q &s prior to the
consideration of the individual’s contribution to soc'iety'.i
Power, independently of williams and Foster, writes about
'romantic’ humanism as constituting a distinctive if ill-defined
trend in contemporary educational theory. He also attributes
tc this trend the same characteristic attributed to the 'new'
humanism by the latter, distinguishing v/ithin it the same kind
of radical subjectivism and eventually describing it as follows:

wha”we shall call romantic humanism exudes
an abundance of self-sufficiency and self-
confidence. Tilting on the verge of arrogance
it turns its back on the past, finds nothing2

1. Baier, (1980?/\/ 'Freedom, Obligation and Responsibility’
quoted ain, K. (1987): Philosophy of Lifelong

Education. Croom Helm. p.ldb
2. Williams, A.J. and Foster, L.E. (1979): .QH* i P«40



of much worth in tradition, and justifies the
motives of each person to find his own satisfa(ition
xn a face-to-face confrontation with reality -

2.2.1 Adult Education and Romantic' Humanism:

A comparison between the characteristics of the
educational theory of ‘romanticl humanism, as identified by
Williams and Foster, and Power, and certain prominent aspects
of the lifelong education literature reveals some very close
similarities of viewpoint between them, '"Nith reference to the
former, both sets of authors agree on its main theoretic
framework such as exists; that the major influences on it
come from the humanistic psychology movement of the 1960s,
more particularly from the work of Rogers2 and Maslow3 whose
psycho therapies are based on fulfilment theories of the
personality. \e find a variety of learning theories within
educational psychology, from 3. F. Skinner's work on operant
conditioning to Carl Rogers' person centred approach. It is
the work of Carl 1:R%gers and Abraham Maslow - both of whom

representative of humanistic psychology - which has had®

. Pow < (1932): philosophy of Education: Studies in
lilosophies, schooling and Educational Policies!-
New jersey, Prentice Hall, p.159

2. Rogers, C.R. (1968): Freedom to Learn. u.S.A.,
Charles E. Merrill publishing Company.

3. Maslow, A.H. (1968): Towards a Psychology of Being.
New York, D. Van i.'ostrand Company, 2nd ed.
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profound effects upon recent developments in adult education.
Thus many of the techniques for teaching adults to be found
in the literature of the 60s and 70s have their roots in the

belief that learning involves self-awareness, "self-
actualization” in Maslov's terminology, and student's

participation in, and responsibility for, his own learning.

At the same time, williams and Foster identify Viichin it a
rationale couched in a sociological context characterized by
t’c main factors: a stress on the rapidity change in the
environment calling for a new type of educated person able to
cope with such change, and, an attempt to mitigate the effects
of alienation on human beings living ir technological
environments. The thrust of huma&iskic psychology in response
to these twin factors is toward theory of motivation with
ar. emphasis on the growth of/pfelf-awareness as an ultimate
good.

Williams and FosteS further ooint out that, eventually,
this emphasis, to be expected, is directed towards
objectives that focus upon the self-realization principle
in life, a”principle which implies that 'the thrust of human
activities in healthy persons is towards growth, fulfilment
and creativity'. The principle, they say, is given its
theoretical shape by Rogers, who 'crystallizes his philosophy
of the person as he works through therapy’. In accordance

with the aims of this therapy:



The client will move away from facades; he will
move away from ’oughts*; he will move away from
pleasing ’others'; he will move toward self-

direction, toward being process, toward openness

to experience, toward acceptance of others and

toward trust of self. L

And Maslow similarly emphasises this ‘'auto-centred’
approach, his theoretic approach being, like that of Rogers,
radically subjectivist. For both, the focus is o0<C>the
individual who, for good measure arid consistently wi th
naturalistic philosophies, is also regarded Va |c;;’.iori as being
essentially good and perfectible.

As in therapy, the central aim e educational outlook
of ’romantic’ humanism, the authors continue, is to make the
learner progressively more self-aware, more in touch with
himself, his own uniqueness, how he differs from others.

There is therefore a centering of authority within the learner
himself which, taken together with the therapeutic pedagogy
implied by humanistic psychology, evidently transforms the
typical role of the educator away from its traditional form.

So that it actually comes to resemble that of the therapist,

its cantrai task being to develop within the learner an attitude
of responsibility towards his own learning.

The lifelong education literature shares all these

tendencies, beginning with the sociological context. Lifelongl

1. Williams, A. J. and Foster, L.E. (1S79): 'The Rhetoric
of Humanistic Education’, in The Journal of
Educational Thoucht, Vol.13, No.1, p.4J



education theory similarly locates its own rationale and
justification within societies that are undergoing change at
an accelerated rate pressed on directly or indirectly by the
effects of a scientific and technological revolution which has
assumed the proportions of a veritable ’'knowledge explosion*
in our times. This ‘'knowledge explosion’, in turn, renders
the traditional view of education as the transmission of a
stock of knowledge from one generation to the next and as the
forming of a stereotyped personality, irrelevant. Thus the
Faure report speaks about the need for a mew education for a
'new* individual, one who both understands in its different
effects and dimensions, and is able to cope Vv/ith it and turn
its potential to positive outcome

From a narrower angle than”cne above, pov/er states that
the common theme of ‘romantic? humanism is exhibited most clearly
in its criticism of traditional schooling. And this again is
another clear point of similarity it shares with the lifelong
education programme. One recalls among Dave's™'concept
characteristics' one that refers to the lifelong education
programme as providing 'an antidote to the shortcomings of the
existing formal education system'. And the criticism goes far
beyond that of historical irrelevance just referred to. In his
brok on Gelpi, Ireland provides a synthesized list of thel

1. Faure, E. e£ al.. (1972): Learning to Be. London, Harrap.

2. Dave, R.H. (ed)(1976): Foundations of Lifelong Education.
Oxford, Pergamon Press.
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objections against existent schooling recurrent in the lifelong
education literature and these are, In essence, very close to
the one attributed to ’'romantic’ humanists by Williams and
Foster, and Power.l

Thus Power,2 for instance, says that the main charge
romantic’ humanists level against schools is that they are
‘little more than assembly lines perpetuating a conspiracy
against individuality by accepting a commiss™”™to produce
a standard product’, this neglect of indivic
typically described as 'dehumanizing' for the Iearner.3
And the same accusation is made on the width of lifelong
education by Lengrand4 who similarly complains that no
consideration is allowed in schools for individual differences
of character. On the contrary, pupils who do not conform to
pattern become marginal,”as do those whose rate of development
is slower than the ‘'average’.

Moreover, he argues, the need for selection prevails

over pedagogical considerations and failure is thus
institutionalised at the cost of senseless wastage of
intellectual and monetary investment. Education should,
Lengrand says, allow every individual to develop in
accordance with his own nature and as a function of learning

capacities that are his own, not in terms of ready-made models

1. Ireland, T.D. (1978): Gelpi's View of Lifelong Education.
Manchester Monographs 14, University of Manchester,

pp. 8 - 10.
2. power, E. J. (1982): ££. cit., p.160
3 Faure, E. etjal ., (1972): op. cit., p.9%5

4. Lengrand, P. (1975): An introduction to Lifelong
Education. London, Croom Helm.



models suited for one kind of personality, that of the 'gifted’
pupil who learns easily and does not question the school order.

Finally, and from a slightly different point of view, he
charges schools, as presently organized, of resting on a
truncated conception of the human personality in that the
capacity to acquire knowledge is given precedence over all
other forms of expression; emotional, social, aesthetic or
physical. They therefore adopt a learning programme which
not only has the practical effect of fragmenting the personality
but also of separating the individual from life.

All these tendencies are appee at a time when, lifelong
education theorists argue, the mhman personality is already
constantly menaced v/ith ‘'abstraction', threatened with falling
victims to elements within our contemporary civilization that
conspire to divide it,4to break up its unity. Lengrand is not
the only one who emphasises these ‘'alienating' effects of the
modern situationXC”Vjersons, Suchodolski and others do so also.”™-
In addition, however, Lengrand, like the Faure report,
repeatedly accuses the school of contributing greatly to the
'dissociation of the parts of the personality' which is the
main symptom of this alienation. This is because, corresponding
with the priority given to knowledge acquisition, the school

arbitrarily isolates one aspect of the personality, thel

1. Lengrand, P. (1975): o0£. ci_te, pp.78-79

2. lbid, p.95
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intellectual aspect in its cognitive form, as being alone
educationally relevant while the other aspects are forgotten or
neglected and either 'shrink to an embryonic state' or

develop in a disordered fashion, threatening the very balance
of the personality. In this situation, Lengrand argues,

some essential elements of the human person are actually
either atrophied by schooling or else are tempooearily,

and even, sometimes, permanently paralised

,/hile the Faure Report says:

The neglect and disdain from whiclik®&dme elements
of educational programmes continue to suffer, the
deficiencies and imbalance of curricular appear

to us to be among the most serious symptoms of the
disease of which education is both the symptoms
and the cause. The separation of its intellectual,
physical, aesthetic, moral and social components is
an indication of alienation, uniiervaluation and
mutilation of the human person,

And again we findt’r\]talfis tendency to separate education from
life similarly constitutes the grounds for serious complaints
levelled against schooling by romantic humanists. Couching
their objections similarly in the language of 'relevance'’
they ask how schooling can be educationally relevant when

in schools 'thought' is falsely divorced from 'life' which,

they argue, is the crucible of real not fictional problems.1

1. Faure, E. et al.. (1972): ee. cit.t p.69
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And, in any case, they insist, the question of relevance is

not one that can be decided by the school since, in fact,

it is really a personal one and as such requires a private
verdict not a statement of policy. For these reasons, there
is a tendency among ’romantic’ humanists to conclude that
traditional schooling is largely a waste of time while, at
the same time and for the most part, drav/ing back, like the
lifelong education movement, from the inference that the v/hole
concept of school be abolished.

The Faure report, in effect, regards the deschooling
thesis as an'extreme' one based on the er;roneous postulate
that 'education constitutes an independent variable in each
society.l v/hat is in question /fér'\lifelong education
theorists is not whether school in itself is important or
necessary, but whether it is a good thing in its current form.
From this point of view, the problem is not only that current
schooling preserves the outworn formulae of the past but also
that it continues to project the same dichotomies of the past,
and there can be- no remedy for this situation. Lifelong educa-
tion theorists hold that before schools recognize this, at a
time when abstract knowledge is coming to be viewed more and

more as part of a continual process, acting on and reacting to

daily life, new solutions are required. For on such

recognition depends the further recognition that the comnon

stream of education in schools should combine theory, techniques

Faure, E.L. al., (1972): o£. cit., pp.20-21
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and practice, intellectual and manual labour.

The dislocation of these different combinations
constitutes in concrete form the much criticized separation
of education from life; its consequence in psychological
terms, is that the child's personality is split between two
worlds each discordant with the other; one in which it learns
like a 'disembodied creature', some 'anti-educatidnsl’
activity, a conclusive comment on this issue is that:

most education systems do not help their clients -
whether they be youngsters or adults - to discover
themselves, to understand the components of their
conscious and unconscious personalities, the
mechanisms of the brain, the operation of the
intelligence, the laws governing their physical
development, the meaning o™ their relations with
one another and with the community at Iarge.l

Yet another point of agreement between the two sides relates
to their criticism monopoly the school has always
exercised on educat _ . That monopoly, both argue, helps
to conceal the insufficiency of what is on offer as against
the real educational needs of contemporary individuals.
Both, therefore, emphasise the educational importance of

the wider society. 'Romantic’ humanists, rather surprisinglyl

1. Faure, E.L. et al., (1972): od. cit., p.66
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insist that ’'social interaction' is the great educator; but
the explanation could be that they view such interaction as a
way to ’‘curb the school's pretensions'.l Similarly, the
Faure report argues that the school must be transcended by
'broadening the educational function to the dimensions of
society as a whole. It quotes Plutarch, in this connection,
who said that 'the city is the best teacher), appoioMimyly,
and, of course, devotes much space to the elaboration of the
principles and practices of the ‘'learning society’.

Williams and Foster refer to the seven goals which Roberts

Thesa'¢oncerr: « ~ ‘n ~ *

personal development, creative behaviour,
inter-personal awareness, subject orientation,
specific context, method of geaching, and

teachers and administrators.1

1. Power, E. J. (1982) £p. cit., p.161

2. Faure, E. et al., (1972) op. cit., p.62

3. The authors have taken this quotation from Roberts,
T.B. ’Seven major Foci on Affective Experiences:

A Typology for Education Design, Planning, Analysis and
Research’ Jin Roberts, T. (ed.) (1975) Four
Psychologies Applied to Education; New York,

Jfonn’ Wiley.
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/hat is especially interesting about these ’goals’' and
'imperatives', because they are so close in essence (and

sometimes even in description) to those distinguished in

various places by lifelong education theorists, is their
provenience. They are, V/illiams and Foster say, inspired:

(1) by the Social Education movement, which sought to
foster cooperative individualism through education;

(2) by progressive Education, whose conmmon principles v/ere
seen by Dewey as the expression and cultivation of
individuality, free activity, learning through
experience, acquiring new skills as<a means to attaining
ends, concentration on the 'here £nd now', and
acquaintance with a changing world; and

(3) by the Open Education movement which encourages an
equally active role for teacher and learner in order
to develop greater classroom democracy with an emphasis
on a cooperative sharing environment.

If the ordinary person is to live a life that shows
the fullest realization of his potential as a human being,
that prepares hiri for immersion into the mainstream of his
cultural heritage, that equips him for genuine decision-
making on fundamental social and moral questions, then that
person must receive a humanistic education is the suggestion

put forward by Gregor.” Noreason is given for the advocationl

1. Roberts, T. (ed)(I1975): op. cit., p.40

2. Gregor, A. (19S1) : 'Humanism: A Definition of Literacy’.
in The Journal of Educational Thought, Vol.15,
No.1l, December, p.203
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of this nodel of education. However, Kraut contends that
"happiness requires a fit between a thing's nature and its
surroundings.” Humanistic education along the line written
above no doubt is likely to result into what Kraut regards
as happiness. such a curriculum could not be easy though.
To suggest that it could be is to ignore the complexity of
our civilization's history and present state.

No one would doubt the advantages to be ived from
this type of a programme; but at times it*”*not always easy,
sometimes not possible to practicalise some lofty programmes.
Some would relate such impediments to lack of fund, the right
calibre of personnel and so on aBd so forth. Mostly,
however, such impediments are <#uf to the fact that there is
no basis for the programme and at times the impossibility
of being able to relate such programmes to actual life
practices, in order? overcome this type of plight, we shall
take a brier loolr”~V the way an adult educator has analysed
humanistic adult education.

R. H. Tawney succeeded in inscribing four pillars of
thought onto the heart of British adult education. Cne of

them may be termed the fellowship of learning, reflecting the

humanitarian spirit of adult education.l1

1. Kraut, R. (1579): 'Two Conceptions of Happiness'.
The philosophical Review, Vol.38, p.IS7.

2. Elsey, 3. (1937) : »R.H. Tawney - 'Patron Saint of Adult
Education’ in Jervis, P. (ed.) (1987)
IWentieth Century Thinkers in Adult Education;

England, Croom Helm, p.73 ff.
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Tawney regarded adult education as a means to working
class political power. In that sense, education was not just
for personal cultivation but for political emancipation.

Liberal adult education was for him the pursuit of knowledge
for social purposes and personal development based on an ideal
of intellectual excellence and the inquiring jnind.

However, Tawney's socialism was based on two ideas which
one would agree are mainly humane in nature. Ficst, he was
a man of deep religious conviction and Christianity was, in his
view, founded on a belief in common hurlanity. This common
humanity derived from a recognition of God as the Father of Man.
It does not matter v/hether Tawney s Gcd was ‘out there' or an
internal Spiritual force which and women discover for
themselves in the light of life experiences. The means of
establishing a social order properly recognising the moral basis
of our common humanity is the idea of equality of worth.

Man, according tc him, has qualities which go beyond
individual differences. These qualities of humanity express
the potential for individual contributions for the conmon good.
This idea is underpinned by a belief in the ultimate moral

goodnes”sjyT mankind and, in more concrete terms, the capacity

of people to freely recognise their obligation towards others.
The route to this essentially moral view of mankind is through

a proper recognition of the equal worth of people and the need



64-.

for equal treatment. By such means, social relations and
social order rest on a commonly accepted consensus of vaIues.A

Tawney in his role as an adult educator, wrote Terrill,
cave expression to the idea of treating people equally, as
he did in his personal life too. He crossed the boundaries
of a class ridden Society, with its deep in-built inequalities
of material and cultural kind, through the simple act of
treating ethers as equals and raising their self-esteem.

He enabled teaching adults with the moral principle of
regarding students as worthy people wild”sskills to unfold and
valuable contributions to make to a more just society.%
Equality is more than the distribution of power and wealth

in this approach, for it demonstrates the humane quality of
egalitarianism through social relationships. This is socialism
as fellowship, and these constitute the bedrock of our common
humanity.

The second dimension cf Tawney's socialism, closely
linked to the first, is the idea of equality as a means of
personal freedom and development. This is not the same thing
as gresdy”~”elf-seeking individualism for it involves a sense
of obiigabion and the urge to do one's duty for the conmmon
good. Again, this is an essentially humane aspect to socialist
beliefs, v/ith its concern for distributional equality.1

1. Slsey, B. (19S7): of£. cit.

2. Terrill, R (1974): R.H. Tawney and his Times: A Socialism
of Fellowship. London, Deutsch. p.63
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Freedom arises from within people who are given the
opportunity to explore their capabilities and develop themselves.
In this regard, adult education enables talents to develop
and become available for the common cood of society. This view
rests on a belief in the desire of those who have benefited
from access to educational opportunities to service the
community through their abilities. Self-fulfilnent, therefore,
is linked to the ideal of service which in the long run reduces
inequalities in society. This view bears resemblance to the
meaning of utilitarianism - happiness and the absence of pain.

Tawney has thus highlighted an important methodological

2.3 Adult Education end the Liberal
philosophy of education:

The fully developed Greek notion of liberal education was
rcoted in a number <yf related philosophical doctrines ax* there
appears to be thri~”?istinct interpretations to the ohrase.
Education was reived of as a process in which the mind's
developnen™™~wlards knowledge and understanding was not to be
inhibited by being harnessed to vocational ends. Knowledge
must be pursued for its own sake, not viewed as instrumental
to some other end. This is the first interpretation of liberal
education. It was strongly supported by nineteenth century
thinkers such as Mathew Arnold and Cardinal Lewman in a context

of the rapid development of technical training and technology.
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It is still very influential as a characterization of
University education.

The second interpretation of liberal education is a plea
against the mind being confined to one discipline or form of
understanding. Newman's conception of all-round development
v/as, to a large extent, a reaction against the growing
specialisation and compartmentalization of knowledge in the
nineteenth century. Nowadays, liberal education ils more or
less identified with this demand for a general education as
distinct from a specialized training. Thigpenand is well
exemplified in Paul Hirst's conception of a liberal education,
which involves initiation into all distinct forms of
knowledge.

A third interpretation of liberal education relates to
constriction on the mind imposed by dogmatic methods of
teaching. An obvious example of this is indoctrination, in
which a fixed body of beliefs is implanted in a manner which
discourages criticism or an exploration of the grounds on
which beliefs are*based. These three interpretations will
each now be discussed separately in order to clarify the
issues

Hirstl notes that the C-reeks regarded liberal education

as that form of ‘'education In the seven liberal arts, asl

1. Hirst, F.H. (1965): 'Liberal Education and the Nature of
Knowledge' in peters, R.S. (ed.) (1973) The philosophy
cf Education; Oxford University Press. p.lIS



introduction to and a pursuit of the forms of knowledge as

they may be conceived'. He goes on to argue that these forms
of knowledge may now be considered to be: mathematics, physical
sciences, human sciences, history, religion, literature and

the fine arts and philosophy. He claims that since liberal
education, in this sense, is about the comprehensive development
of the mind, it is necessary to study some aspects hese
disciplines.

Without discussing the validity of HirstX~Torms of
knowledge, it may thus be seen that in this sense of the
concept, liberal education is similar to general education and
the debate about whether the ecucatei™p”Vscr. is ere whe has
breadth or depth of knowledge fceQsmes more significant, in
addition, it must be recognised that the structure of
knowledge itself may be related to the structures of society
which may, in turn, relate to other social factors, including
the level of technology in a society and the ideology of the
eli te.

Nevertheless, discussion will be deferred on the social
nature of knowledge, but it will be seen that one other issue

is significant here. The knowledge to be learned is not
prescribed necessarily, so that the selection may be made by

the learners in order for them to pursue their own interests

or it may be prescribed by the teacher, the syllabus, etc.

Hence, liberal education nmay be ‘education of equals' or ’'from
above' and in this sense, it may be regarded as a relatively
value-free concept, but one that is similar to general education.
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Liberal education may also refer to education of the free
man rather than education of the slave. in the sense, the
meaninc of the work 'liberal’' is clearly made by Fatersonl
when he claims the postulate of liberal education is that nan
is 'free to become everything that it is intrinsically good
for man to be'. This claim reflects the ideology of liberalism
referred to in the opening chapter, that the individual is free
and able to act rationally in order to l_Jrsue_j isuWlife interests.

Two issues require discussion here: the extent to
v/hich people are free and whether rationality is itself a non-
ideolocical concept. The fact that the concept of liberal
education, as a concept, emerged n("\‘/l society in which there were
free men and slaves and that i the education of the free which
indicates that it is a concept that has certain biases within
it. But it might be argu”~”jthat there are now no slaves, so
that this argument has no validity. However, no complex
industrial society.,Gar. exist without a ruling elite who have
considerably more freedom v/ithin the social structure than
those who do neb-nave their weal th or power. Yet freedom is
not only tlie prerogative of the elite, the middle class
certainly have more control over their lives than did the
slaves of Greece. Indeed, it might be claimed with justifi-
cation that all people in a 'free' society have more freedom
than that and while this would not be disputed, it would be

true that those at the upper end of the social hierarchy

j. Paterson, R. (1979): Values, education and the *dult.
London, Routledge and Kegan Paul, n.37
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probably have more control over their lives than do those at
the lov/er end. Hence, the phenomenon of liberal adult
education may have a conceptual bias towards those who are
more free, in addition, the idea that people are rational and
free to pursue their own interests raises a number of problems.
The logic of this position can be embraced by all, then all
people can be free to pursue their own interests and that it
is rational for them to embark on such a course. However,
in common with a position argued by Narcuse , it will be
suggested here that the rationality of this £ ement is its?elf
ideological. If everybody were free to follow their own
interests and that it appeared rationd”™”™b do so, then the
social result would be chaos, as Hobbes recognised many
centuries ago. Hence, it is rj il to impose a rale of
order which seeks to ensure”~”™at chaos does not reign but that
society's scarce resources are distributed amongst the populace.
It thus appears rational to have a rule of order and indeed
claims that 'it is logically impossible to ha”c any
kind of society£n does not depend for most of the time
cn rational principles because they underlie any form of

organisation'. Yet if it is rational for free men to pursue2

1. Marcues, H. (1971): ‘'Industrialisation and Capitalism’
In Stammer, 0. (ed.)(1971) nax jeber and Sociology
Today. Oxford Basil Blackwell.

2. Lawson, K. H. (1932): Analysis and ldeology: Conceptual
Essays on the Education for 'd u | university of
Nottingham, Dept, of Adult Education, p.16.
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their own interests and rational to impose a rule of order that
prevents free men pursuing their own interests, then the
‘rationalityl that prevails must itself be ideology or else
one of the preceding claims is irrational. Before the
argument is pursued any further, it is important to note what
actually happens in society when this apparent conflict occurs.
Harris (1953:136)27 indicates this clearly when h”~S/rites
about the evolution of liberalism in Italy:

More significant perhaps than the Right proper was
the evolution of Liberalism itself in tfte late

nineteenth and early twentieth centuries. For both
intellectuals and businessmen '.if£.ngrtioving away from

the conception of freedom in rspciety that had been
the essence of Liberalism.Opare to, economist and

social theorist, is a representative figure in that
he was both a LiberaL-"&d an anti-democrat, someone
who more vividly felt the threat to his own freedom

than the oppression of others his freedom might

entail, and who saw in Mussolini a saviour of his
freedom. *
Ultimately, t or some people to have freedom, others must
have their m curtailed. For some people to be free to

pursue their own interests, others must be prevented from
pursuing theirs. Hence, if liberal education is an essential

element in the good life then it is for the good life of the

2
few rather than for the many. Hence, if liberal education2

1. Harris, N. (1968): Beliefs in society. London, C.P. Watt
and Co. Ltd. p.136.

2. Hirst, P.H. (1965) : 'Liberal Education and the Nature of

Knowledge in Archanbaull, K (ed.)(1935) ~hilo?0-~>'"--i
-inalvsis and Education. London, "loutledge and ”2nan
u
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implies that man is free and rational i.e. able to pursue
his own interests then the concept is more applicable to
those who have more than it is to those who have less freedom.
The third approach to liberal education is that it
'frees the mind to function according to its true nature,
freeing reason from error and illusion...’ in the sense
education is designed to produce in learners * critical
awareness is a claim that few people would, dispute. As such
Paterson'sxclaim that in "characterizing certain activities
as ‘'liberal’' we are proclaiming that really are educational
activities” is almost indisputable. Indeed, if education is
any planned series of incidents that are directed towards
learning and understanding anfc\bnderstending includes critical
awareness, then the prefix 'liberal' becomes superfluous
since a learnina episode is not educational unless it results
in 'freeing reason™PQn error , ' One of the results in
liberating the mind in this way is that the individual nay
develoo a profound dissatisfaction with the society in which
he lives «hd™wish to reform it either gradually or dramatically
in a r*V~tLitionarv form, in this instance, the result of an
educational activity that may have been regarded as liberal,
may only be interpreted as radical. Hence, the debate between2
1. Hirst, P.H. (1965): op. cit.. p.115

2. Paterson, S.h'.K. (1979): oo. cit. p.-33

3. Jarvis, P. (19S5) : The Sociology of Adult Education.
London, Croom Helm, p.5



liberal adult education and radical education as viewed by
Lawsonl is unrealistic since they are not always opposing
concepts.

Thus it may be seen from the above discussion that the

confusion with the concept of ‘'liberal' had to be clarified.
Where 'liberal' refers to free and rational individuals, then
there are implications of power whereas liberal adult education
may be seen to be embracing individualistic and elitist
ideologies. The significant point is that the phenomenon

of adult education is being interpreted from a soecific
ideological perspective: that man is free and able to pursue
his own interests in a rational manner.

This approach also seems to favour a form of ‘education
from above' since Lawson2 appears to imply that 'an imperative
exists which says that members of the working class ought
to be encouraged to accept thd traditional forms of education’,
even though he does pose this as a question in the context of
the quotation. Paterson also seems to suggest that this form
of education must be ‘education frcn above' since he claims
for the educator the duty to teach what is objective reality,

while omitting”~bonsideration of some of the broader curriculum

issues.
Whil these are implications of this position, itl
Lawson, K.H. (1982): od. cit., p.16
Ibid. p.16

3. Paterson, R.W.K. (1984): 'Objectivity as an Educational

Imperative'’ in International Journal of Lifelong
Education. Vol.3, No.l.
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would be wrong to claim that either of these writers would
claim that it is imperative that education is always from
above. However, not all versions of liberal adult education
were interpretations of the educational phenomenon from a
liberal ideological perspective. The other two interpretations
of the term refer to education per se or to general, non-
vocational education. since, in neither instanced® they
incorporate the ideology of liberalism, the ]Jiberal adult
education will be restricted to that form”~”~adult education

that incorporates within it the liberaXN~deology.

2.3.1 The Critique of Liberal Education:

It is necessary at this j re to examine the ideas of
some radical adult educators who seek to reject the old liberal
aporoach to adult education.

Hell Keddie regrets that adult education upholds an
ideology of individ'~lisn, and argues that provision for
deprivedadtl t3"%c6uragces the individualisation of failure.
Yet educatio™”p'r disadvar. taged adults is politically clamorous
as it can>”ipeal across a wide ideological spectrum. Fletcher2
arojels tnat liberals regard it as 'compensatory education' or
positive discrimination' and conservatives welcome it as cheap
education to transform ‘'feckless and disruptive' adults into2

1. Keddie, N.(1979) 'Adul.t Education - N, ideology of Individualism'»

Thompson, J. (1979)(ed.) Adult Education for a Change.
London, Hutchinson, p.39

2. Fletcher, C. (1979): 'The Theory of Community Education and

Its Relation to Adult Education'; in
Thompson, j. (1979): |Ibid.
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responsible citizens. Such provision is a hybrid between
adult education and social work.

Yet the pedagogic relationship between adult educators
and under-privileged adults is difficult. Fletcher proposes
to solve it by dialogue, in which students teach teachers;
the type of Freire's conscientisation, in which workers are
led zO discover their unarticulated grievances .and demands.

Colin Griffin argues the case for a new adult curriculum
and asserts that "the conceptual framework Of adult education
has been constructed in terms of need! Iccess and provisions,
rather than knowledge, culture and power."%k Griffin is wary
of educational radicalism in tfre context of social conservatism,
in particular, so called radical pedagogy may not be radical
in effect since it leav<="iinchanged adult education's hidden
curriculum oy* pol” c'sntrol. Similarly, Griffin
criticises the ided”~gy of needs meeting which effectively
depoliticises adGI™ "education by avoiding the issue of aims,
on grounds -losophical scepticism or professional
neutrality, aftd reduces decision making to a straightforward
techn exercise in which market forces constitute the

the logical stop. He also suggests that such conceptions
as lifelong learning and recurrent education are consistent

v;ith established social constructions of knowledge.l

1. Griffin, C. (1933); Adult education: Theory and
Curriculum. 3eckenham, Croom Helm p738
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He supports Gelpi's view that "there exists a possibility
of transformation through education", however, since education
is relatively autonomous of prevailing social forces. This
means that adult education should not "induce adults to adapt
themselves to the needs of production, or to engage in
cultural and educative leisure activities as a response to the
alienation resultina from their work.” He argues with Gelpi
that adults should be motivated by "a wish to transform their
working lives, improve their living conditions, and take part
in their Society's management."l But this could be regarded
as Iimputed needs meeting for the collective individual of
adulthood. Griffin advocates a new curriculum for the social
reconstruction of knowledge, and undermines the claims of some
experimental pedagogy.

To Lindeanan, education was, first and foremost, conceived
as a lifelong process”™ and to regard it as preparation for

an unknown future was £0 condemn teachers and students to

intellectual stasis. Secondly, adult education was held to
be unreservedly of a non-vocational character. He wrote that
"adult education more accurately defined begins where
vocational education leaves off"ID and condemned the fact

that "the possibilities of enriching the activities of labour

1. Griffin, C. (1983) op. cit. p.192

2. Lindeman, E.C. (1926): The Meaning of Adult Education.
New York, New Republic, p.b ’



itself grow less for all workers who manipulate automatic

1
machines” . In his view, for workers to experience "the good
life, the life interfused with meaning and with joy,

opportunities for expressing more of the total personality
than is called forth by machines will be needed.

It is the task of adult education to assist these workers
to find meaning and creative fulfilment in the areas of their
lives separate from the factory and to counter the development
of fractional personalities seen as the inevitable consequence
of a highly specialized division of labour. This defiant
rejection of adult education having any involvement with
vocational training was characteristic of most of his writings.

The third principle of aduit education is that we
emphasize situations, not subjects, in our teaching. Lindeman
wrote that adult education be t the point at which adults
found themselves needing to adjust to new situations, and in
this stress on the educational potential inherent in adults’
attempting to make sense of, and come to terms with, changed
realities at work, the family or In society at large.
Finally, adult education was held to place primary emphasis
on learners' experiences.

The importance of grounding curricula and methods
in the experiences of adults is now something of a
self-evident truism in adult education, enshrined as

it is in the concept of andragogy and In

1 Lindeman, E. C. (1926): of£. cit., p. 5
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experiential theory of adult development. What remains
distinctive about this, however, is Lindeman's constant
attention to the connection between individual realisation
through experience, and the need for adults to be involved

in social change movements. To him, a major learning need in
adulthood was "to change the social order so that vital

personalities will be creating a new environment in which

their aspirations may be properly expressed.

The medium through which this can be achieved as put

forward by Lindeman is the discussion method. The distinctive
purpose of adult educational method, according to Lindeman

was the inculcation in learners of a set of analytical sKkills

which could be applied to understanding a range of different
situations. He wrote that "education is a method for giving
situations a setting, for analyzing complex wholes into
manageable, understanding parts.2 This idea of adults’

developing a set of analytical procedures applicable to a
variety of setting is, perhaps, a conceptual precursor of the
notion of mathetica* of learning how to learn, as developed

in adult education by Smith. To Smith, the chief purpose of
adult education is to help learners to understand their
idiosyncratic learning styles and to develop skills of inquiry,
analysis and synthesis which can be adapted to different
intellectual pursuits. This idea of emancipation is the message
of the liberal adult education theory.1

1. Lindeman, E.C. (1926): qgj, cit. page 9
2. Ibid, p.115

3. Smith, R.M. (1982): Learning How to Learn: Applied Learning
Theory for Adults. New York, Cambridge Books.
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2.4 Radical Adult Education:

Radical education was essentially an oppositional
movement, gaining energies from contesting orthodoxies, in
theory and practice. The first criticism of the sorts of
schooling which were provided were formed in the period
to 1820, under the shadow of a counter-revolution. The
early schooling enterprises - Sunday Schools of the more
Conservative-Evangelical kind, the monitorial day schools
were seen as coercive and knowledge-denying. When more
liberal schemes were put forward in the 1820s and 1830s -
Mechanics' Institutes, the useful knowledge Societies infant
schools plans for State educgt?o% - they were opposed too,
though more conditionally* Before the 1860s, there was not
enough working class support for the state education to
overcome the opposi{ion of its Tory-Anglican opponents.l

Criticism was not limited to opposition. Alternatives
were proposed.”NEducation was differently defined. It was
partly a matter of religion. Radical Education tended to be
secular and rationalist} it drew on Enlightenment ideas
of an expanding human nature. But there was a polarisation
within Christianity too. The philanthropic educators

inherited a puritan-Evangelical view of human nature as finite,1

1. Johnson, R. (1977) "Educating the Educators”; "Experts"
and the state, 1833-39". In Donajgrodiski, A. (ed.)
Social Control in Victorian England. Croom Helm.
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limited and flamed. They associate social evils like crime,
riot, pauperism, vice and sometimes epidemic as immoral

phenomenon and this holds the view that moral and religious

education was the answer. Radicals by contrast, developed
the legacy of natural theology (God known only through Nature) ,

and of Christianity as a morality of cooperation among equals.

There was also the appearance of secular knowledge, especially

as solvents of dogmatic religion and as keys to Understanding
Society and human nature.

Yet another feature of
with education and politics, knowledge and power. Educating
yourself and others, especially in a knowledge of your
circumstances, was a step in changing the world. Knowledge
was a natural right, and unconditional good. The typical
middle-class argument - that only the ‘'educatedl should be
able to vote - was dismissed in anger. Yet, there were
differences around education and politics within radical
movements too. Some groups, the Cwenites for instance, were
more likely to adopt 'Schoolmastery' attitudes than others;
the others always insisted on some moral or physical force.
It was fairly difficult to know which educational practices
were for the here and now, as strategies for change, and
which could only be enjoyed once the change had come.

A prominent feature of radicalism is its approach of

questioning the assumptions on v/hich organisations,
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institutions and Society rest. Radicalism in other
words, Is the "expressed intention to attack the foundations
of a system, complemented by a visible, manifest effort to do
so, whether or not that effort is successful".* The radicals
wishes to question social limits - political, social, and
cultural, and usually, to destroy them.

The origins of radical criticism in adult education lie
in two events which were roughly contemporary. There are the
rise and growth of adult education, and the writings of Marx and
the Marxists. The ‘'extension’ development in the nineteenth
century universities, the establishment of the Worker's
Educational Association, and similar ventures were paralleled
by the most fevered debates about society and its institutions,
inspired by the Marxists. It was not long before the growth
of adult education, thati social discontent, unrest, and Marxism,
became connected. To the debate about the desirability or
otherwise of ‘'utility* In education, there was now added
a new and more”significant discussion. What was the broad
aim of education in relation to society and its values ?

And what was, or should be, the commitment of adult education
to that aim ? This was the question v/hich interested left-

wing radical educators, especially in the early years of this

century and which Expressed itself in the conflict at
Ruskin College.l

Livingstone, R.W. (1941): Future in Education; C.U.P., p.44
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In conventional education circles, the names of Illich,and
Freire excite very strong feelings. These radical educators

both embody and create its meaning.

Freire's concept of radical adult education has its
origins in liberal humanism, theology and Brazilian nationalism.
It is given its revolutionary edge through the adoption of
Marx's ideas on class struggle and its cultural-dimension
from dependency theory and the writings of Fromm, Memm and
Fanon. Freire is further indebted to Marx for the view that
in changing his circumstances, nman changes himself, thus
emphasising the dynamic unity between man, his activity and
his environment, it was the dialectical interaction of man
reflecting upon his action, on his social and material
environment and in turn being acted upon which forms the
essence of revolutionary praxis. It is found that Freire
agrees with Marx that the dominant ideas of a particular
historical period are those of the governing class, thus,
it requires a revolutionary instrument in the form of a
politicized language to inculcate a revolutionary conscious-
ness in the oppressed.1

Freire's central theme is the revolutionary transformation
of men's consciousness through which society can be
fundamentally changed for the better. In essence, Freirel

1. Carnoy, M. (1974): Education as Cultural imperialism,
New York, McKay Company.
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wishes to effect a capacity for cultural change through
releasing the potential of action which he assumes resides
in all oppressed peoples. The great dilemma confronting
mankind lies in choosing between the humanization or
dehumanization of rnan.1

The restoration of the oppressed’'s humanity can only
come through the oppressed who best understand the 'terrible
significance' of oppression and the 'necessity for liberation’.
The poor, however, are so conditioned by the harsh existence
of their poverty and oppression that they identify themselves
with their oppressors whom they see as "their model of
humanity".2 In this condition, their consciousness is
dichotomized between their desire for 'authentic existence’
and their fear of it.

Herein lies the central problem of Freire's pedagogy.
How can the oppressed overcome the dual oppression of their
concrete existence and divided unauthentic self and
participate in their om liberation? According to Freire,
the answer lies in the oppressed first discovery tr.at their
consciousness is false. The second step lies in developing
an independent authentic consciousness so that the oppressed
come to recognise their owmn oppression. This will have the
effect of "making real oppression more oppressive".l3

1. Freire, P. (1972): pedagogy of the Oppressed. Middlesex,
penguin Books, p.23 .

2. 1bid. pp. 22, 24.
3. Freire, P. (1972) op. cit., p.28
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The resulting interaction between the ’objective’ conditions
of poverty and oppression and the ’‘subjective’ awareness of
these conditions will be to compel men to act on their own

situation and change it.

The key to the development of an authentic consciousness
is the conscientization process. It is the process whereby
man is transferred from an ’'object’, who merely responds
unthinkingly to circumstances around him, to a 'subject’
who, in seeing the social, economic and political realities
behind poverty and oppression, acts on this reality to
change it. Conscientization involves traversing "throughl

the spontaneous stage of apprehension of reality into a

critical stage".l It is the product of the creative
dialectical interaction between nman and his environment,

a process of praxis which results in the "historical
commitment” of nmen to "take the role of agents"” to make and
remake the world*z. Conscientization, then, is the "critical

insertion into history to create history". it becomes

a moral imperative to act in and on the real world. If such

‘engagement’ is absent, conscientization has not taken place.

1. Freire, P. (1976): ’a Few Notions about the word
"Conscientization”; in schooling and Capitalism.
Dale, R. England, K. and MacDonald, M. (eds.)
(1976); London, Routledge and Kegan Paul, p.224

2. Ibid, p.224
3. Freire, p. (1976) op. cit.. p.225
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in the final analysis, "conscientization is a permanent
critical approach to reality in order to discover it and
discover the myths that deceive us and help to maintain the
oppressing dehumanizing structures”.

Myths and dehumanized structures are, in Freire's view,
perpetuated by formal education systems. Formal education
is 'domesticating' in that it induces a confadirmity Of mind
which ultimately colonizes men's consciousness and ensures
the continuity of the status quo, thus crippling men's
confidence in their own capacity to change reality. 'Narrative
education', as Freire calls it, is based upon the concept of
banking. The teacher's task is/fo”~ieposit facts and
information into the students. Education becomes an "act of
depositing’. Banking education is essentially 'manipulative’
and encourages the individual to be passive in relation to
the world and r.ct active in transforming it. The educator's
role is to "regulate the way the world enters into the
student".2 In human terr_ns, banking education turns men into
uncritical 'autonomoust')’?\:vnh%ch in turn denies their humanity.

It ultimately reduces nmen to objects and encourages the

development of what Froom calls "the necrophilous person ...2

1. Freire, P. (1976): op, cit.. p.225

2. Freire, P. (1972): op. cit.. p.45, 46
Ibid. p.49
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who loves control, and in the act of controlling kills life."1
Education for liberation calls for a more dynamic,
dialectical approach associated with ’problem-posing*
education, problem-posing education is ‘'dialogical* in that
it tolerates an equal and interchangeable partnership
between the student and the teacher, thus resolving the
contradiction between them. Liberating education is the
process whereby education becomes the critica™cMink between
‘'uncompleted beings' and an unfinished reality.'2 It
therefore plays a creative role in the on-going transformation

of human consciousness and external reality.

pragmatic Adult Education:

Pragmatism is, as it has often been described,
a distinctively American contribution to philosophy, in its
effort to clarify and extend the methods of science, and to
strengthen the prospects of freedom and intelligence in the
contemporary world, it represents also a philosophical
orientation of Sirgent general interest. It bears the
imprirhj; oirvtradi tional modes of argumentation, and also of
advanced logical and methodological ideas; it addresses

itself not only to problems of philosophers but also to

problems of men. in its search for an integrated interpretation2

1. Fromm, quoted in Pedagogy of the Oppressed. p.5I

2. Freire, P. (1972): op. clt., p.53
Ibid, p.57



of human life, it strives to relate mind and nature,

language and thought, action and meaning, knowledge and value,
emphasizing always the primary significance of critical
thought, logical method, and the test of experience in all
realms of endeavour.

A major effort of pragmatism has been to assimilate
modern science within philosophy, and to criticize traditional
philosophical outlooks in the light of new scientific
developments. Firstly, it is the theory of evolution and
the new statistical modes of reasoning that have exercised the
greatest impact upon pragmatism, andyttat have led it to
criticize inherited conceptions of science itself, secondly,
pragmatism takes quite seriously the legitimate demands of
other modes of human experience - morality and social practice
art, poetry, history, religion and philosophical speculation.
It does not use de facto science as a device for excluding
or downgrading these other modes. Rather, it takes science
as a suggestive of more general concepts of critical thought,
in terms of which' the continuities among all modes may be
revealed, and in light of which they may all be refined and
advanced*™/

Thus, Peirce” develops the notion of logical method
as an underlying conception capable of unifying the variousl
1. Echeffler, 1. (1986): Four Pragmatists: A Critical

introduction toTeirce, James, r-lead, andTpewey.
London, Routledge and Kegan Paul. *

2. Ibid.
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oppositions that has been mentioned above. James stresses
the appeal to experience as a common test to which all
constructions are to be brought.1 "The various speculative
philosophies” he wrote, "for example, are like so many
separate hotel rooms, all differently furnished, to be sure,
but connected by a common corridor of experience, through
which they may be put into communication”.* Mead lays primary
stress upon symbolism as the indispensable basis For human
selfhood as well as for more differentiated an<§ sophisticated
forms of human consciousness.2 And Dewey elaborates a theory
of intell igence in offering a unified conception of thinking as
an active interchange between organism and environment - an
interchange which reveals the continuity between the humblest
bit of learning by a 'child exploring its room and the most
refined piece of theorizing by an experimental scientist
investigating the natural world'.

Education provides an important application for Dewey
The aim of education, according to Dewey, is first and
foremost, to develop critical methods of thought. Its task
is not to indoctrinate a particular point of view, but rather

to help generate those powers of assessment and criticism by

which diverse points of view may themselves be responsibly

judged. In pursuit of this task, the school ought to exemplify2

1. James, W. (1910): pragmatism. New York, Longmans; p.54
2. scheffler, L. (1986): op. cit., p.2

3.  Ibid. p.2
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the application of critical method to all the domains of
human life. This implies the need to present these domains
with an emphasis upon their meaning, that is, in their
relatedness to one another but, most particularly, in their
bearing upon the realm of purposive activity. For the more
meaning we grasp, the greater the context we can take into
account and the more we are able to evaluate critically.
This is the central idea of Dewey's theory of education,
which he develops into a notion of proper method and
curriculum.

Study is effectual in the degree in which the
pupil realizes the place of the ... truth he is
dealing v/ith in carrying to fruition activities

in which he is concerned. This connection of an
object and topic with the promotion of an activity
having a purpose is the first and the last wor

of a genuine theory of interest in education,

proper method requires that the subject be placed in a broad,
and growing context - a context that embraces the students
own purposes and potential activities as well as the urgent
problems confronting the human community of which he is a

part. In the matter of curriculum,- Dewey’'s emphasis is on

continuity and meaning. "The criterion of the value of

School education is the extent to which it creates a desire

1 Dewey, J. (1963): Democracy and Education. New York,
Macmillan, p.I'$5 (original date of publication ,1916)
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for continued growth and supplies means for making the desire
effective in fact.”1 His definition of growth was "a general
and persistent balance of organic activities with the
surroundings, and of active capacities to readjust activity
to meet new conditions. The former furnishes the background
c-f growth; the latter constitute growing."”

Dewey's notions of growth have been criticized because
some would argue that whereas growth is taken as the basic
value and result of education, Dewey did roHe specify the
direction or ultimate goal of growth - save itself. But
as Scheffler has pointed out,

the ideals of intelligence, growth, and freedom
open-ended as they are, ar™~hot amorphous or
directionless; ... they make the most stringent
of demands upon those who would embody them in
human institutions and strive to rear their young
by their licht. ~
It is clear that Dewey would judge any institution or process
according to how far it had succeeded in enabling individuals
\Y/
to develop their innate powers of awareness and analysis.
These powers might well differ, depending on each individual's

capacity, but the disposition to continue their exercise

indefinitely, in order to bring past experience to bear uponl

1. Dewey, J. (1S63) op. cit., p.53
Ibid. p.52

Scheffler, 1. (1986) op. cit.. p.247
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new experience, conditions or problems was never to be
abbreviated.

According to Dewey, therefore, armed with the capabilities
for intelligent enquiry and solution, (which are the properties
of effective growth) no one would be debarred from being
intellectually and personally developed to act confidently,
discriminating and acting from a position of wisdom, at every
phase of adulthood, and learn "from life |ts¥If" I This was
necessary in order to negotiate life's contingencies, and
on a grander scale, so that man would be able to select that
which contributes to the quality of all. Elitist education
for the few was, therefore, dismissed by Dewey. To him, the
'‘educated person' was one whose te analytical powers were
developed sufficiently to enable him or her to be effective
in all aspects of life and work. Thus, ‘'ways of knowing',
rather than 'States o"Knowledge' were of primary imoortance
to Dewey.

These vi< similar to those expressed by advocates
of lifelong education. For example, Cropley says: "What is
needed is a system in v/hich adult and school learning are
seen as part of a continuous fabric".3 And "Lifelong

education squarely recognizes that learning occurs throughout
life."31

1. Dewey, J. (1963): op. cit.. p.5I

2. Cropley, A.J. (1976): 'Some Psychological Reflections'’
in Dave, R.H. (1976): Foundations of Lifelong
Education. London, pergamon press, p.209—

Ibid  p. 196
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Similarly, janne writes: "In Lifelong education, learning
becomes a normal, constant dimension of man's entire life,"
Not only are these writers describing lifelong learning,
they are arguably describing Dewey's view of growth.

In all these theoretical explanation, there appears
to be a common sense or common assertion and that is the
value of freedom of thought. The need for the promotion,
development of it in any situation where learning is to take

place cannot be over-emphasized.

On the face value, utilitarianism buttressed the theory
of liberalism. The underlying logic of utilitarian
liberalism is simple: man must be allowed to pursue freely
the pleasure he desires, because the pleasure itself is good n
and it is only the individual who can know which pleasure
is good for him. Yet such a classical utilitarian logic
collided with Mill's 'qualitative' theory of pleasure.
In the theory, although pleasure was generally accepted as
good, seme pleasures are qualitatively better than some others,
and it was simply incorrect to say that each individual
always knows which pleasure is better than another, as far

as high quality pleasures are concerned, an individual cannot

always be regarded as the best judge of his own well-being.1

1. Janne, H. (1576): 'Theoretical Foundations cf Lifelong
Education'; in Dave, R.H. op. cit., p.129
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Liberty thus lost an important ground for its general
justification.

In order to ensure the development of a nation’s moral
character, Mill developed a normative theory of liberty on
the basis of the Humboldtian ideal of total man, "a complete
and consistent whole"” whose essence was to be 7a*
individuality of power and development.” Only when the
freedom of individuality is established, according to Mill,
could man choose his plan for himself, employ all his
faculties, and quit the apelike imitation of custom.2
Such a romantic claim for liberty clearly contradicted the
descriptive liberty claim of tarianism which grounded
itself on an individual's pursuit of pleasure. What is to
be noted, (and this is of great relevance in an attempt to
the process of liberal adult education)is not the contradict-
ion itself but theqpdfferent objectives which caused Mill
on one occasion to pegate and on another to affirm the
utility of liberty. Mere will be said about this conflicting
values when we come to discuss the process of adult
educa tion. What has been done in this chapter is an
exposition of the philosophical basis of the aims and

objectives of adult education, we have tried to bring out
the contemporary significance of the concept of each theory
from some selected adult educat6rs who both embody and
create their meaning.

1. Warnock, M. (1979)(ed.): John Stuart Mill, Utilitarianism.
Glasscow; william Collins. p-106

2. Ibid.
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We may now want to justify the need for examining all
these models in a utilitarian aim of adult education.
Do the models help in promoting happiness, or are they
conditions necessary for the achievement of happiness ?
perhaps we may want to say that their definitions give some
clues to what is meant by happiness when we come to apply
it as a programme. We may add too that they give a direction
especially when we come to measure the extent to which adult
education helps in promoting happiness. But importantly,
these models are based on established philosophies which

he‘ct been in practice for ages and as -5 T give, a prop to

our aim.

Humanist adult education, as we read on page 47 of this
research, is concerned with the dignity and rights of men.
The value of the human personality is important. This bears
similarily with Mill's assertion about human beings. Mill
believes that human beings are possessed of certain potential
for development; they are born into the world with faculties
and powers which grow and mature according to the opportunities

afforded them. Human nature, he affirms,
..X”~s not a machine to be built after a model
and set to do exactly the work prescribed for it,
but a free which requires to grow and develop
itself on all sides according to the tendency
of the inward forces which make it a living thing.

Mill, J. S. (1910): Of. cit. p.127
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Mill's affirmation, which is implied in humanistic adult
education finds expression in one of the aims of adult
education - the purpose of adult education is to help the
individual find meaning in life that is, help him/her discover
his/her potentials. Desires and feelings are part of the
raw material of human nature every person has possession of
and as much as possible, they must be encouraged to unfold
themselves. Thus we find in the theory of adult education
great emphasis being put on the learner's experience- As a
matter of fact, one great adult education thinker, Lindeman
precisely upholds the view that experieamce is the adult
learner'3 textbook. In teaching them, no particular
information is imposed upon themf <rout equipping them with
capability of modifying their own experience.

In like manner, liberal adult education is conceived

ofj as a process in which the mind has to develop towards

knowledge and understanding - the search for truth.
Relating this litarianism, is the goal of education,
The purpose”nf- liberal education as stated by Mill in his

Inaugural lecture for the individual student, is 'the
strengthening and enlarging of his own intellect and character’
and the creation of ‘'capable and cultivated human beings' who

can bring light of general culture to illuminate the

Garforth, F. W (ed.) 1971; op. cit. p.92
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technicalities of a special pursuit. If this be so, liberal
education is needed by everyone at least in a bid to help
individuals find meaning in his life activity. This finds
expression in some of the aims of adult education particularly
when we say that adult education is aimed at helping the
individual learners to become conscious of the various types
of knowledge that are present in their own indigenous culture
and traditions. So, when we say that in adulC education, we
should teach the students how to learn but not particular
learning facts, we find Mill advising that che aim of liberal
education should be to give the student such information and
training as will enable him to seek truth for himself and form
his own conclusions.

To attain this condition of existence requires the
development of rational skills and enthusiasm for enquiry.
Hence we find Lindeman stating that one of the goals of adult
education is the cultivation of rational intelligence; he
went on to say that the development of intelligence is the
supreme reajsan for adult education. According to him,
intelligence is needed not for personal living only, it is an
indispensable tool for social living and social interaction.
The value of social interaction according to the utilitarians
is that it promotes improvement and increases the sum of

happiness.

Jarvis, P. (ed.) (1987) ; Twentieth Century Thinkers in
Adult Education. London, Crcom Helm.



It may now be said that the aims of adult education are
not formulated out of mere assumed ideals. The aims are
based on existing philosophies which have been accepted as
ideals. The present exercise has been done first to establish
such a foundation, and two, to be assured that there exists

a paradigmn against which our proaramme can be compared.



CHAPTER THREE

METHODOLOGY

3.0 Introduction;

The meanings of life and the word which is called
ephilosophical' are a product of two factors: one, inherited
religious and ethical meanings, the other, the sort of
investigation which may be called ’'scientific*, usino this
word in its broadest sense. Though individual philosophers
hold different views in relation to the extent to which these
two factors entered into their systems, it is however the
presence of both, in some degree, that characterizes Dhilosophy,

This notwithstanding, it is common to distinguish
between the b.wvo factors; the former factor belongs to the
traditional approach. This type of approach which is
predominantly normative and speculative in nature tries to
achieve some kindwf total view of reality, to attain seme
sort of intimate contact with the essence of things and
persons. The latter factor which is essentially analytical,
aims at taking a survey of our own understandings, examining
our own powers and seeing to what things they were adapted.

In wittaenstein's exoression as found in the Tractatus
'analytic philosophy aims at making thoughts clearer’'l

1. Wittgenstein, L. (1922): Tractatus: Logico-Philosophicus;
London, Routledge and Kegan Paul.



Hence we find analytical philosophers concerning themselves
more with the meaning of statements instead of trying to find
the truth or falsehood of such statements.

Sometimes, there can be no dividing line between
speculative and analytic philosophy, for one and the same
philosopher may practise philosophical analysis as well as
philosophical speculation. Depending on the proportion
between the roles which the two play in their thinking,

philosophers may be arranged along a scaleV

This chapter will be structured along this vein. In a
sense that while attention will be paid to the methods of
analytic philosophy, an attempt will be made to locate the

extent of traditional philosophy in such a method. Since
this study is concerned with educational setting, another
task that will be ventured will be to locate the place of
Analytic philosophy of Education within the realm of analytic
philosophy and relafg( this to conceptual and linguistic

philosophical analysis.

3.1 The Rise of Analytical philosophy:
Generation after generation of modern analytic
philosophers have regarded themselves as philosophical

revolutionaries wiping the slate clean of earlier philosophies
and laying the foundation for something entirely new: a self-

critical, strictly scientific philosophy. This belief could

however be seen to be a flattering illusion because



philosophical analysis is nothing new, it can be traced
back to Socrates, Plato, and Aristotle, and reflections of
an analytical character can be found in the work of nearly
all the great philosophers. What has happened in modern
philosophy is not the advent of something new, but the
development and intensification of something which was always
there. TJew realms of thought have been subjected to analysis,
and new methods of analysis have been created. This new
method is what analysts tagged as ’scientific'. The
philosophies that have been inspired by scientific technique
are power philosophies, and tend to regard everything
non-human as mere raw materials. Ends are no longer considered”
only the sKkillfulness of £ eprocess is valued.

Hegelian philosophy belongs to the new analytical
approach but one finds that there is no clean break from the
traditional approach.

Hegel is a theologian: his speculations were predominantly
guided by practical instincts of the higher life of man, by
the desire' to restore the moral and religious basis of human

existence, v/hich a revolutionary scepticism had destroyed.

His philosophical method, the dialectic, is a method of
reconciliation. For him, there are no antagonisms which
cannot be reconciled - there must always be a higher unity

within which antagonistic tendencies will each find a place.



Thus, if realism and Science appear to be irreconciliably
opposed, this can only be an appearance for, in reality, they
must form part of a higher unity.1

Thus it is stated that:

The universe reveals the workings, the development,
the realisation, the unfolding of a world spirit or

Absolute idea ... the universe is not unlike an
animate being that has a soul, desires, aims, intentions
and goals. The universe is spiritual; it has

directions; and the explanation of ordinary facts,
human actions, historical changes and institutions
may be grasped once we recognise how they are embedded
in this cosmic organism, how they are directed by the
cunning of the Absolute, how they play their part in
the Universe's progressive realisation of the world

snirit .2
Hecel's locic and his historical dialectic presupposes an
underlying metaphysic. Fojc Hecel, the whole is more real than
its parts, and among wholes the more differentiated are more
real than the less differentiated. The state is not only a
rational whole, but also distinguishable from other wholes
composed of non-rational and inanimate parts within the
rational ord$rY>f the whole by the fact that its parts are
rational and animate. The State is therefore the highest
real’ at exists and so is divine. As the dialectical
process of history continues, therefore, the syntheses that
fellow these, and antitheses become more and more complex andl
1. Passmore, J. (1957): A Hundred Years of Philosophy.

London, penguin Bocks.

2 Morton white (1955) : The Age of Analysis. Houghton Mifflin
Company, pp. 13-14.



accordingly come into greater and greater approximation with
reality. Finally, absolute reality in the form of a synthesis
that encapsulates the whole in all its complexity will emerge,
which alone we shall be able to know without contradiction.

In contrast to Aristotelian logic, which holds that
matter has either an attribute or its opposite,” given time,
Hecel's "dialectical idealism" believes thair there are
in-becween moments when it can be neithe This Hegelian
metaphysics enjoyed the support of the t _ious, philosophical
and evolutionist theories of his days.

whereas, G. E. Moore, one of the founders of the so-called
Cambridge school, represents a style of thought that is
essentially different from Hecel's. in his analysis, Moore
wanted to find definitions of the form. Where the right side
(the analysans) is to be synonymous with the left side (the
analysandum), tjfcVinSuld at the same time possess a more
refined gramatico-semantic structure. According to Moore's
methodical theory, analysis consists in distinguishing the
constituent parts of a complex content of thought, for example,
a concept or proposition, on his view, successful analysis
demands rigorously concentrated attention on the content,
careful inspection of it.

Moore was primarily interested in analysing certain
propositions which he took to be truths of ‘common sense’,

truths that are indubitable and known by every man, along with



analysis of concepts involved in such propositions. To give
an analysis of a concept, Moore suggests, is to discover

some concept which is the same as the concept being analysed,
but wtilcb can be expressed in a different way, "by referring

to the concepts which were not explicitly mentioned in the
expressions used to refer to the original concept. An
example may maeke this explanation clearer.JVtale Sibling is

a correct analysis of brother; the two cvgnc%pts mentioned

in the expression 'male sibling' are not mentioned in ‘'brother’
As far as Moore is concerned, conceptual analysis should
always be done in relation to other concepts in order to

clari %trandteerL?segell's phillosophy, on the other hand, moves
in scientific atmosphere, philosophy for him is continuous
with social, psychological, physical and mathematical
investigation. His views about philosophy should begin with
an analysis propositions. Russell contends that all
propositions can be reduced to the subject-predicate form,
that is, their relations are reducible to properties of the
terniE\between which they held. He defines a proposition

as an indicative sentence that asserts or denies something,
in other words, a proposition is a symbol not a fact, there

can be true or false propositions. According to him,
propositions fall into two classes - atomic and molecular.



10*.

An atomic proposition asserts that a certain thing
has a certain quality or that certain things have a certain
relation; it can be further said of atomic propositions that,
they mirror reality. For example, this book is red, this
is a cow with a pair of horns or that 2 + 5 is the same thing
as 7. All molecular propositions on the other hand can be
expressed as truth functions of atomic propositions that is,
their truth or falsity is wholly determined by the truth or
falsity of the atomic propositions which make them up;
for example, 'if it is Deoti 's» .S the red book"'. The
atomic propositions that make up this molecular proposition
are: 'The name written on the book is Deoti and the colour
of her book is red’.

Anmalysis,so far, can be said to imply a re-description
in other terms; the relation of one concept to another or
simply the use 3 propcsitions. Hence critics of the method
suggest that what is achieved might be no more than a set
of ideologically based prescriptions for the use of
educational terms . However, a general claim made by those
who apply linguistic and conceptual analysis to education

is that they are trying to clarify and understand what isl

1. Kirkwood, C. (1973): 'The Concept of Community'; in
Adult Education, Vol.51, No.3, p.147.
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meant in educational discurse, by examining the ways in which

words are used, and by charting what is often referred to as

a
their elogic’. This leads us to an explanation of conceptual

and linguistic analysis.

3.2 What is Conceptual Analysis ?

Although a number of approaches are covered by this title,
conceptual analysis is usually described as a 'second order’
activity because it is concerned with langua”~e”™ the medium
through which first order statements and questions about
practice and policy are expressed, rattier than first order
statements and questions themselves. Jnstead of considering
what should be taucht, how we should teach or how adult education
should be organised and similar questions, conceptual analysts are
interested in the meaning and logical force of v/ords such as
‘'teach' or what is entailed when the term ‘'adult education’
is used, it is the idea of 'teaching' and the idea of ‘'adult
education' which is the area of concern and a legitimate field
of study. But such second order issues are not wholly distinct
from first order problems, because if we believe as a result
of analysis that ‘'teaching' is a set of activities of a certain
kind carried out with certain intentions in mind, then what is

dene by teachers when they believe themselves to be 'teaching'l

1. Lawson, K. H. (1982): Analysis and ldeology: Conceptual
Essays on the Education of Adults. Dept, of

Education, University of Nottingham, p.3
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must be influenced by what that term is taken to mean.
Similarly, it is difficult to see how we can tackle first
order questions about how adult education should be organised,
except by drawing upon our understanding of what is meant by
the term 'adult education'. Values built into that concept
and revealed by analysis are likely to influence and underpin
judgements about the manner in which adult education should
be conducted.

In linguistic analysis which by definition is concerned
with words, empirical factors are excluded. At best, it is
possible to collect examples Iin speed, and writing of the ways
in which words are used. >/ can™"™™flect upon usage and chart
what we think are central and those that are peripheral.

..e can categorise strong senses and weak senses of terms as
when say, that it is a weak sense of ‘'education' to claim
that 'getting drunk was an education', compared with, say,
'attending courses' is nearer to the central meaning of
educa tion.

As earlier remarked, there are lots of approaches to
concep, r analysis and the following are a selected few

of such approaches.

3.2.1 Techniques of Analysis:

The methods of conceptual analysis varies; it all depends

on the nature of the question on hand. Some of these methods

are: isolation of conceptual questions; it is not only



important to isolate the questions of concept from other
considerations, but to deal with them first: because
considerations of fact and morality cannot be relevantly
applied at all until one has worked out just what they are
supposed to be applied to.

Usually philosophical questions do not have any single,
clear-cut solutions particularly when it comes to questions
pertaining to moral philosophy. Conditional answers are
normally given in order to illustrate the applicability of a
particular concept to various possible instances.

There are times when philosophical questions are difficult
to explain linguistically, one of the best ways a philosopher
can employ to tackle the question is to pick a model case.
Take for instance, a child who stole meat from his mother's
pot of soup, was caught and beaten, while this is an
illustration of the concept of punishment, in a contrary
manner, the concept of justice can be explained. If, for
example, twa™ Children (two siblings) stole from their mother's
pot of soup, and only one of them is beaten, it can be said
that the one beaten has been unjustly treated. There are
however the borderline cases. Suppose two children had two
pieces of meat kept somewhere, one cf them had stolen his
piece and the other has not, it was his legitimate share.

A rat comes along and ate up both pieces of meat. It would

not be right to say that both boys deserve the punishment
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of being denied their pieces of meat, it is only the former
that deserves such a remark. The point of all these cases
is to elucidate the nature of the concept by continually
facing ourselves with different cases which lie on the

border line of the concept.

But when situations within the immediate environment are
not sufficient to draw out our point in analys , Imaginary
inventions can be embarked upon. Ordinar'$™Jn<f ecgs are qui
distinguishable from fruits like mangoes, apples, oranges
and so on. However, we want to fin# out the essential
criteria for the concept so we tried to imagine fruits that
are plucked from trees round”T)\hape and has yellow yoke
inside instead of juice. Though we nay not be able to name
this imagined fruit, we are contented to know that eggs are
oval in shape and they contain yellow yoke.

Simes language is not used Iin a vacuum, care must be
taken when dealing with linguistic analysis. General concepts
are usually asked in everyday life, under the pressure of
particu circumstances. Hence we need to imagine, in the
cash °5s tny statement, who would likely make such a statement,
why he would most naturally make it and so forth.

Not all these approaches are equally useful in all cases.

The nature of the concept to be analysed as well as the

possible consequences of our analysis will decide what

particular approach or combinations of approaches we will use.
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3.3 The Datum of ordinary Language:

This brings us to the tradition of using ordinary
language as the datum from which to judge the meaning of
terms. Following Wittgenstein, it has become fashionable
to claim that the meaning of a word is its use. But words
are like tools in that they are selected for a particular
job, and in deciding on the use of a word, we J r to be
careful about whether we are begging the . by claiming
that its use is 'such and such' and that"”~should, therefore,
be taken to mean............ or whether we are looking at the
ways it is actually used. This is bo distinguish as Ryle'3
did, between ‘'use' and 'usage’, but such a distinction does
not help us to decide between ‘correct' and 'incorrect' or
between ‘central’' and ‘'peripheral' usage. A screwdriver has
a use but it can be misused as a chisel. This type of
situation and some other defects are what the analytic
critics have against analytic philosophy.

Popper in his critique of the analytic methodology
expressed that the business of both science and philosophy
is the search for truth, not the search for meanings.
Meanings are interesting when they are embedded in correct

accounts of the world. In replacing the analytic method

with his philosophic method, he says:1

1. Ryle, G. (1953): 'Ordinary Language' in The philosophical
Review, vol. LXIIl; pp.167- 86.
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One should never quarrel about words, and never
get involved in questions of terminology. One
should always keep away from discussing concepts,
v/hat we are really interested in, our real problems,
or in other words, problems of theories, and their

truth. 1

Analytic philosophers themselves are conscious of the
deficiences in its process and so, when analytic philosophy
of education was to be launched, care was taken to OXercome
these deficiences. In education, thus the analytic method
went through some revolution. Scheffler outlined the new
analytic programmes in terms of:

(a) a greater sophistication a: ‘'egards language, and
the interpenetration of language and inquiry;

(b) an attempt to follow the modern example of the
sciences In empirical spirit, in rigour, in attention
to detail, in respect for alternatives, and in
objectivity of method; and

(c) the use of the~techniques of symbolic logic
brought to full development in the previous
fifty years-.2

in sum, tention was to bring to the study of education
a "unic$*of scientific spirit and logical method applied

towards clarification of basic ideas."

1. Popper, K. (1972): objective Knowledge. Oxford,
Clarendon press; p.316.

2. scheffler, 1. (1954) : 'Toward an Analytic philosophy of

Education'; in Scheffler, I. (1973) Reason and
Teaching. London, Routledge and Kegan Paul.

3 Ibid, p.10
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The horizons of analytic philosophy had been set by the
early Wittgenstein; Philosophy was to leave everything as
it is; it was to explain the world rather than to try to
change it. it would therefore, have no truck with ideology.
Its interest would be in second order questions; i”.
concerned with reflective questions about scientific,
religious, moral and other first order activities.

This type of programme, according to Raywid's amounts
to the decontextualising of philosophy.v V thus distinguishes
two problems related to this strategjf»j~cne, in Dewey's
words is that:

/hen the context is sup;

elements become absolute, for they have no
limiting conditions. “Results of inquiry

valid within specifiable limits of context are
ipso facto converted into sv/eeping metaphysical

doctrine. ~
The other, Iin Raywid expression is that '‘conceptual analysis
serves up a ind of atomism ... Dby denying empirical
connection in 'the establishment of a concept.”™
With the recontextualizing of philosophical debate, the

ccnte”yis what is pertinent. For a recontextualised philosophy

it is within a particular spatio-temporal, cr historicall

1. DOASy, J. 'Content and Thought' 3ernstein, R.J. (ed.)
(1960): on Experience, nature and Freedom;
New York, Liberal Arts Press. p'. 56

2. Raywid, A. 'More Criticism of Analytic philosophy of
Education’' in sernstein, R.J. (1960): 1bid, p.26



situation that we define our concepts and choose the issues

we want to discuss; it is by referring to and being related
continuously to the context of their employment that concepts
avoid atomism or taking on a cruasi-metaphysical status.

in the course of this research therefore, we shall
employ both the traditional and the contemporary analytic
methods of research. The reason for this choice is that an
exclusive concern v/ith tasks of analysis ttended by
serious dangers, unless we make an investigation of those
metaphysical, religious, ethical presuppositions which
underlie the value-judaements that are made in education

particularly adult educationN V

3.4 A Concept of Adullt Edigcation:

The concept of adult education is not separate from the
concept of education in general. To understand the nature
and purpose of adult education, it is necessary and a
sufficient condition to understand the nature and purpose
of education in general. ,;hat appears to be at variance is
concerned with the normative issues which arise in adult
education.*

The concept of ‘'education* is broad and inclusive as

v/ell as complex; it embraces a large number of other concepts

1 Adult education has its own peculiar normative issues
which differs from those of general education,
please see pp.117 - 120 below.



such as teaching, schooling, instructing, aims and values.
Especially significant in such concepts as education is their
value content - the values which, whether their presence is
clearly acknowledged, tacitly assumed or simply not noticed,
powerfully influence our outlook and our actions. Education

is concerned with the ‘'worthwhile', therefore we might look

at what is identified as worthwhile. in the adul t
education, its worthwhileness revolves round: peculiar
value and purpose. To this end, an attempt will be made to =

analyse what education means in the context of an adult
setting.

In much of American writing ,~S”dul t education' is used
as to include all education (planned learning) done by adults.
Thus the great survey carried out by the National Opinion
Research Centre in 1963 lumped together in one enormous

*
miscellany such disparate things as literacy classes,

postgraduate courses, driving instruction, Bible study,1

technical training, dancing, tuition and University extension

courses. connotation given to ‘adult' here is a purely
chronol 1 one; it describes all the education which done
at a particular time of life. This presents us with so large

and various a collection of activities that, there is not
much that the educationist can say ibout the whole though

he may have much to say about any one of its parts.



But ’adult' has a qualitative as well as a quantitative
adult educatior.

meaning and/can be used in a narrower sense to describe a
particular kind of education, not just education which is
done at a particular time of life, in this sense, to be an
adult is to have reached, a certain stage of development and
to have attained social status. The salient characteristics
of this stage of development and this social si are very
simple and very obvious. A

An adult, as well as being over twenty, is:

(a) a free man, no longer under tutelage, able (within

the law) to do what he likes to make his own

judgements and choices;

(b) a mature man with some e¥% elri-ence of life, whose
personality, attitudes and social roles are becoming
fixed, though they may not be irrevocably fixed;

(c) a full citizen (and in many cases, a parent and the
head of a houssho}*ld) with all the rights and duties
of a citizen (and perhaps those of a parent and
householder).

So, by 'adult education' as it shall be conceptualized
in this research is meant education - planned processes of

learning which is not only undertaken by people over twenty

Wittshire, R. (1966): 'The Nature and Uses of Adult
Education® in The Spirit and the Form.
Dept, of Adult Education, University of
Nottingham; p.137
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determined
is culturally /7 but which, in its content, organisation and

conduct is relevant to and to some extent, determine- by
these characteristics of adulthood. Excluded are, casual
learning that is incidental to other activities, recreational
activities in which there is no commitment to learn even
though these may take place in an educational institution,
education done under comoulsion and education that belongs

to the period of tutelage and preparation for occupation.

3.4.1 Education for Individuation:

Earlier staoes of education are mostly concerned to a
considerable extent, with two tasjk™”™ First socialisation
and second, preparation for occupation. ‘e all have to learn
the language, habits, attitudes and skills that will

enable us to live as an accepted and normal member of the

society into which we happen to be born; we have to learn to
be English or YonioV or Igbo, ard this task of socialisation
takes up a greater part of the earliest stages of our
education * 11 have to learn too, how to earn our living
in that society; we have to acquire the knowledge and skills
that will enable us to fearn a living by producing goods and
services that society wants and will pay for, and this
preparation for work takes up a great part of the later
that is, secondary and tertiary stages of our education.

But adult education comes at a stage of life when these

tasks of socialisation and of preparation for occupation are
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more or less completed; the adult is, as earlier said, a
mature, responsible and free citizen. If in this phase

of life education starts up again, its tasks will be a different
one. Accordint to Wiltshire, 1 educational tasks will not be
that of socialisation, nor will it be vocational training

but rather something which may perhaps be described as

individuation, which he defines as "self discovery and self
development voluntarily undertaken”. He claj that
'individuation' is a significant and dominant aim in adult
education and it determines curriculum”~”jan isation and

method.

3y choosing to learn something voluntarily, the learner

is demonstrating that for him it is worthwhile, and decisions

are intentional. There are personal criteria of some kind
relevant to the decisimns,. Each individual is in effect
working out his owmn”*s”t Of educational criteria and his own
concept of educati©ft$ and we have what might be called an
individualis .ew of education. It is a view that would
fit in with the spirit of adult education, and there is a
real sense in which adult education is pluralistic. The
values ar.d objectives subscribed to by individuals are more
1?7.kely to be shared with other members of a sub-group than
individually conceived, because none of us is isolated

completely from socially constructed value systems but It

Wiltshire, A in Rogers, A. (1976) op, cit.. p.139



would be logically possible for some unique personal
collection of values and ideas to be regarded as a
personalised concept of education.

Like education, the word individual also requires
analysis because our understanding and interpretation of
concepts do influence our thinking, our planning and our
experience of the world around us; it is important therefore
to attemot some clarification of its content.

To be individual for example, someb’ whose wavs of
life are qu:(tje different from others, the way he reasons, or

wou

dresses/distinguish him from the rest of his associates;

or for somebody to be an individual (houn), is to be separate,

apart from others, in this sé&rtde, the word can be used of
both animate and inanimate ects - books, bricks, and
beetles, as well as human beings. Each of these is distinct

from every other, physically discrete; it occupies an
environment which- because spatially unique, is at least
to that extent minimally different from the environment

of every object. As applied to human beings, ‘'individual’
signifies ~ s”paratedness which is more than merely spatial;
it carries also a sense of psychological separatedness,

of being a distinct centre of consciousness which includes
awareness of one's self and of one's otherness, a distinct
personality as construed by psychologists is not possessed
by objects.

To be an individual is to be separate, unique and to
possess a potential for response and development; in addition

is the capacity for choice and self-determination.
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All organisms respond to appropriate stimuli; but only in
human beings is response a deliberate choosing. Not that

it is always so, for in many situations we respond automatically
through habit or instinct; but it can be, and often is, a
considered weighing up of pros and cons in an attempt to
sort out problems and make a choice independently of what
others advise or do. Such choosinc is characteristic of
human individuality, so that the greater 'tihe# tendency to
think of the person choosing as an individual.- The
foregoing analysis is a descriptive account of the concept,
it is only partially informative and as such not a complete
practical guide. It leaves unanswered such questions - what
degree of self-determinatiorN*o permit ? Choice of what ?
No doubt, these are value questions which lead us from the

factual to the normative.

3.4.2 A Normative Aspect of Adult Education

Adult education, according to the above proposed
rationale, ™ thet activity concerned to assist adults in
their quest for a sense of control in their own lives,
within’.their interpersonal relationships, and with regard to
the social forms and structures within which they live.
Assisting adults to develop a sense of autonomous control
in their lives is not to be equated with an atomistic

isolation; rather, such a sense of control is realized

1. Garforth, (1985): Aims, Values and Education.
Hull, Christygate press.
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in the creation and re-negotiation of personal relationships
and in the sphere of socio-political behaviour, as well as
in the realm of intellectual exploration, judgement and
discrimina tion. e i, \

In adult education, it is proposed that all involved
assist each other to identify the external sources and
internalized assumptions framing their conduct, and to be
ready to assess. Such critical awarene”™to”ll involve a
realisation of the contextual, provisional and relative
nature of supposed "truth", public knowledge and personal
belief. When there is a sepa between adul ts'
aspirations and the socially transmitted codes, values
frameworks and belief systems which are instrumental to their
behaviours, then, with the aid of autonomous reflection,
received assumptions, that is, assumptions which, after
careful consideration, are seen to be irrelevant are jettisoned.
Indemic to -ndcnii.eii L of assur i lions perceived as
irrelevant and inauthentic will be the transformation of
individual and collective circumstances. Such a transformation
w itl* 1 manifest in the re-negotiation of personal relationships,
in the attempt to re-create the conditions of work so as to
imbue these with some sense of personal significance, and
in an engagement in the alteration of social forms.

Adult educaticn, then, is concerned with facilitating

adult learning of a particular kind. It is distinguished
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from adult training, in which a set of previously defined
skills, knowledge and behaviours are transmitted to trainees
in a manner previously defined by the trainer, in training,
the emphasis is on acquiring and demonstrating the previously
defined skills, knowledge and behaviours in as correct a
manner as possible. For a training course to be regarded

as an example of adult education, it would have to have at
its curricular and pedagogic heart a willingness to consider
al ternatives,

In adult education, however, the internal change in
consciousness which results fro~~frticipation in teaching-
learning transactions has at its heart the fact of critical
reflectivity. A central’\’\&&feqie of adult learning explained
by Brookfield is that the adults concerned come to appreciate
the contextual and contingent nature of public and private
knowledge. ite”Ni*alize that the belief systems, value
frameworks agrfT behavioural prescriptions informing their
conduct are culturally constructed, not divinely ordained.

Endemic to this cognitive and affective change is the
awareness that the world is not composed of fixed and
unchallengeable givens of beliefs and conduct, but that
it is malleable and open to continuous re-creation.l
Following from this awareness is the realization that
individual circumstances can consciously be altered and that

adults can, in concert v/ith others, engage in a collective

1. Brookfield, £ (1SS5): 'A Critical Definition of Adult

Education’, in Adult Education cuarterlv,
Vcl. 36" KQ, 1 -—— u
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chancinc of cultural norms. Developing in adults a sense
of their personal power and self-worth is thus seen as a
fundamental underpinning to this concept of adult education.

So far, we have been concerned with the individualistic
aspects of adult education, but it should be noted that the
normal individual is not an isolate and what he does is in
most cases influenced by, and influences in turn, his relations
witn others. Thus it can be said of adult education that it

has absolute as well as instrumental value, that it is good

in itself as well as a means of geiming other goods.
3.4.3 A Concept of Adult Edu on
in the Kiaerian Centm

From the background of a recontextualized view of
education emerges an important consequence for the way in
which we come to define the concept itself. Thus, within
this paradigm, fcb”™ippropriate question to ask is not the
generic one, is adult education?', but the contextual-
ised one; 'St ought adult education to mean given
conditi™"”™x in ether words, given the Nigerian condition
whatN~cht adult education to mean ?

To give an answer to this type of question would involve
taking a cursory look at the state of affairs of Nigeria from
her political, religious and historical perspective. The
type of answer would thus be either descriptive or prescriptive

in nature, depending on who is answering the question.
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The politician is likely to give a prescriptive meaning of
adult education if he is trying to include the programme of

adult education in his campaign manifesto. While an educator

is likely to give the descriptive meaning of adult education
in its truth perspective if his ambition is to modify the
programme.

The Nigerian National policy on Education states that
adult and non-formai education consists ~/functional
literacy, remedial, continuing, vocatior*™~festhetic,
cultural and civic education for youths and adults outside
the formal School system.”

The Policy immediately go to state the objectives

of adult education some of which are:

(1) "to provide function” and remedial education for
those young people* who prematurely dropped out of
formal School system;

(ii) to provide further education for different
catecorie™™f -Completers of the formal education
system in -o'rder to improve their basic knowledge
and skills;

(iii) to give the adult citizens of the country necessary
aesthetic, cultural and civic education for public
enlightenment.”

The first aim might be interpreted as an ambition to provide

equality of educational opportunity for every Nigerian, while

1 Federal Republic of Nigeria (1981): National policy on
Education (Revised). Federal Government Press
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that it is
it could be said of the second / an aspiration of providing

what Mill in his Inaugural lecture named ,, an instrument
for directing the use of professional knowledge and for
bringing the light of general culture to illuminate the
technicalities of a special pursuit;1 and the third aim
strives at the attainment of a knowledge of public
participation, an ideal knowledge needed in a democratic
setting. Though these are aims, they could also be
interpreted as what adult education means i™fche Nigerian
context.

But are they really the meaning ofC~dult education
in the Nigerian context? Is it possible to achieve equal
share of educational opportunity in a country where some
areas are marked as educationally disadvantaged, and
such areas are given priority over and above the so-called
‘privileged’ areas? Is equal educational opportunity
compatible with this type of reverse discrimination ?

Ideally, adult education should involve no selection,
no entrance examination and no termination of education at
any point, ~Sve when the educand wants to take a rest or
wants no jnore. The participation of all citizens In
democratic decision making transcends the dictation of
content of education from above, it requires a type of

free and unhindered ordering of knowledge. It is thel

1. Garforth, F.W. (1971): John Stuart Mill on Education.
Columbia, Teachers College press.
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dictates of society that should form the basis of the type
of knowledge needed in an adult educational setting.

Whereas the meaning of adult education in Nigeria now
is still loose and vague, for the aims as stated are not
directed to the dictates of our Society as at present,
transitional preparation preoccupies the minds of th~ETled
and the ruling classes, the rural and the urban citizens.
The ambition is now to move from this poverty obsession
situation to a situation of positive value. '*Jfeoccu pation
to ‘build a nation where peace and justice, snail reign*,
in the words of the Nigerian Nation< 7 * :hem.

The foregoing is an expositi what philosophical
method is all about. In the course of this research, we
shall make use of this method by first of all picking out
major concepts, and then analysing them in order to understand
the principles by whi*™their uses are determined.
Thereafter, some crucial themes will be subjected to critical
analysis so as to Eliminate psuedo-problems that are likely
to arise a.t the practice and implementation stages.

Finallym we wil]ll take a synthesis of all the positive ideas
highligh%/edT in the process of our critical analysis of concepts

and issues of the topic and draw them together.



CHAPTER

CONCEPTUAL CLARIFICATION; ANALYSIS OF
CONCEPTS OF UTILITARIANISM

In troduction:

In this chapter, we shall concentrate on the analysis
of the concepts of utilitarianism. This will be done
in relation to other key concepts with a view to
establishing conditions for its realization, standards
to be used in its evaluation and its relative value. We
shall then examine these in relat ideal characteristics
of the adult - the springboard from which adult educations
aims arise. This exploretiorfc”ill assist us in our

evolving a reconstructed™J™ory of happiness in Chapter Five.

4.1 What is Happiness?
The word r_ﬁfﬁmness is basic to utilitarianism hence
it is necess:‘jjp review the various claims ascribed to
statements about what happiness is. It is doubtful whether
we can sufficiently put into words the feelings that we
experience when we feel happy, and, by the same token,
it is unlikely that we shall ever know whether the
experiences of two people who are happy are similar or

identical, and if so, in what respect? For example, one

man may find happiness in solitary pursuits and private
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pleasures, while for another, all cannot be well if he is
far from noisy company - ‘the madding crowd*, or confined
to his cwn resources. Again, some see happiness to lie in
material success of a very obvious kind, while for others,
it lies rather in contentment with the bare necessities of
life or even in ascetic withdrawal from the world.
According to Erich Fromm, a very comnon view of
haopiness nowadays is that it consists in 'the pleasure of
unrestricted consumption, push-button power and laziness' !
V/hile Grice holds that for a large number of people the
recipe is "marry a Dretty girl who can cook; have some
children, hold a job - it is ./tot critically important what
job - as well as the next man; earn as much as | can;
own nmy own house and car; encage in recreations and

entertainments to taste; love ny neighbour with some

fraction of ny enthusiasm for myself."2

1. Fromm, E. (1956): The Sane Society. Routledge & Kegan
Paul, p.201.

2. Grice, G. R. (1967): The Grounds of Moral Judgement.
C.U.P., p.165. ‘
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Whereas, Greenberg proposes that happiness is an on-going
series of instantaneous feelings which exist only in the
present and identifies the source of the feelings involved
with "a reaction of physical stimulus (which) creates a
force which joins other forces impinging on a person”.
But Smart and williams wrote that “Happy is a word which is
mainly descriptive (tied to the concepts of ccntentment and
enjoyment) but which is also partly evaluative” It is
because Mill approves of the "higher” pleasures ... then he
aoproves of the more simple and brutish pleasures, that apart
from consequences and side effects, he can pronounce the man
who enjoys the pleasures of philosophical discourse as 'more
happy' than the man who gets pleasure from push pin or
beer drinking".'

Happiness, however, is $fomething more than contentment.
Mill recocnised this*i“ien he wanted to call less worthy form
of happiness mere abb tentment. He wrote: "By happiness is
intended plea: and the absence of pain; by unhappiness,

pain and deprivation of pleasure“.3

Greenberg, A. (1965): "Communication on the Concept of

ippiness”. Philosophical and phenomenological
(esearch, vol.Ib, p.176.

Smart and Williams (1973): "Utilitarianism - For and
Against”. in J.J.C. Smart, An outline of a System
of Utilitarian Ethics. Cambridge, p.22

Mill, J.S. (1957): utilitarianism (first published in
1S61) U.S.A., The Liberal Arts Press, p-10
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There is an assertion that no concept has been discussed
more frequently in connection with efforts to understand
human happiness than the concept of pleasure. Along with
enjoyment and satisfaction, pleasure has often been either
identified with or made to serve as a crucial ingredient
of happiness in most utilitarian and empiricist oriented
accounts of the nature of happiness.

It will also be noted that there is a strong association
of pleasure and happiness which ranges across the spectrum
of philosophical treatment of happiness. Does happiness
then consist of pleasure ?

But the happy life is said to be the completely
satisfying life. And this again suggests that happiness
is more nearly to be identified with satisfaction than with
pleasure. The difference then between pleasure on the one
hand, and satisfaction and happiness on the other, may be
explained by the following example.

A man may enjoy his work but yet not be happy in his
work or, find satisfaction in it. The man may be a
professional fisherman; he may enjoy catching fishes, take
delight in the variety of species, shape and sizes and make
good sale, but he may feel that after all, catching fishes is
not a satisfying way to spend one's life; for, after all,

though
it is only a menial/skilled job. Anybody could be a
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fisherman; he would have preferred to be doing something else !
Now to say that fishing is only a menial job is to assign
it a certain place among human activities, to show what
kind of value it has for him as a human activity. That is,
it is to pass a value judgement. Thus, while it is true
that a man will not find an activity satisfying unless he
can, in general, take pleasure in the activity, satisfaction
requires, in addition to pleasure, that a man should believe
the activity to be in some way valuable o”~worth his while.
The right aptitude for a job is another condition necessary
if a man is to find an activity satisfying. Thus, the above
given conditions explain why men differ in the activities
which they find satisfying, aNa why satisfaction is different
from pleasure. * nm o *
There is no consensus as to what pleasure is. To some,
it is some kind of sensation and feeling while others object
to this view. Ryle's view is that pleasure is a particular
form of hee™iO' or attending to the activity enjoyed.
Perry's definition of enjoyment tends to support this view;
for "enjoyment is a non-evaluative, non-conative pre-attitude
towarfcKsone actual object for what it is in itself, which
object is a present doing, undergoing, or experiencing on

o]
the part of the subject".l

1. Ryle, G. . (1967): 'The Concept of Pleasure’.
The Hacue quoted in D.W. Erook (1973): 'Recent Work in
Utilitarianism". American Philosophical Quarterly,

ycl.10, .\N'o.4, October, 0.241.
Pcrr , .... " in j. ;. Brock (1973) Ibid.
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Aristotle's proposition is that:

Pleasure is an experience of the soul
(conscious self) and each individual finds
pleasure in that of which he is said to be

fond; e.g. a horse gives pleasure to one
who is fond of horses

Pleasure from these points of view has some value implications
and it is a cognitive based activity.

However. R.P. Sylvester takes pleasures to be a kind of
sensation and feelingjndhe argues that it is difficult to
see how any judgement over felt pleasures can be made.
Feelings, according to him, are whatever they are. They are
felt, he renarked. They come upon us and vanish. The
ephemeral and perishing nature of a pleasant sensation is
perhaps its most prominent feature. Pleasures, as they
occur, have no content. They Qnadve no additional meaning.
Content and meaning come abouty(are recognised when the
feelings, whatever they are, are spoken about; that is to
say, when they are categorised. One may experience a surge
of pleasure upon hearing the voice of one's favourite musician

t there is no assurance that the ne::t time

one hears the piece, one will be feeling the same again.
There is the possibility of boredom, of wrong environment or
lack of attention. Also, one may have a shock of pleasure

upon seeing a longed for son, walk into the room.2

1. J.A.K. Thomson (1983)(transl.) The Ethics of Aristotle:
The Nlcomachnean Ethics. England, penguin Books.

2. R.P. Sylvester (1958) "Pleasure: Higher and Lower".
Ethics. Vol. LXVII, Mo.4, July. pp.129-137
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But another time, one may feel the pain of anxiety. Pleasure
viewed this way can be given to people. Clark, for example,
says that pleasure can be given in various ways; by sending
flowers or sweats, satisfying whims and fancies, paying
compliments, and arranging treats. She denied,however, that
such things give automatic pleasure. A bunch of?jred hoses
may revive bitter memories and a visit to the t;e;tre may be
spoiled by a bad play but then, these are the ways in which
attempts to give pleasure are made and which are more often
than not successful.l

There are,however, objections to Qtiillitarianism, and a
common one is that of maximising the total or the average
net happiness while failing to take enough account of the
separateness of persons.2 A similar objection is that of
John Rawlsgwho claims that the utilitarian approach extends
to society as a whole the principle of rational prudence for
one person. This approach can be described to be that of an
impartial sympathetic spectator who imaginatively identifies
with each and every member of Society, thus conflicting all
their desires with one experience, which in turn makes it
possible to treat the internal ordering of the community as

though it were much the same problem as that of maximisingl

1. Clark, P.M. (1954): 'Some Difficulties in Utilitarianism'
Philosophy; Vol.29

2. Hart, H.L.A. (1938): 'Between Utility and Rights’, in
Essays in jurisprudence and Philosophy. Oxford,
Oxford university Fress, pp. 19'8-22/.

3. Rawls, J. (1971);. \ Theory of justice. Cambridge; Mass.,
earvard university press.
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an individual’s desired satisfaction. Thus, it allows

a society to balance the satisfaction and dissatisfactions,
the gains and losses of different individuals as if they
together formed one individual seeking the greatest
balance of satisfaction.

The problem is that a society is not like a person.

Adopting this approach amounts to treating the different
identities of persons as if they were of no more importance,
for the ordering of Society, than the different stages of
an individual's life are for its prudent ordering. But
a Society is composed of distinct persons, each with a life
to lead, a point of view, and $6 on. As distinct systems
of ends, persons cannot simply be cashed out as just so
many containers for valuable experiences, since the
boundaries between individuals are of more than merely
derivative importance and indeed define the very object of
moral concern.

The purpose of this simple analysis is to explain what

or psychological

is meant by happiness in the emotional”®sense. This type of

happiness needs no evaluation, for Mill himself

regards emotion or sensation as lower happiness. The higher

ehappiness' has to do with cognition and as such is to be

preferred,
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4.2 What Is meant by utilityl ?

The view underlying traditional Utilitarianism was that
the only things good in themselves, intrinsically good, good
per se, are certain experienced goods, a certain state of
consciousness. These were frequently summed up as pleasure
or happiness, by which was usually also intended the absence
of its contrary state of consciousness, usually referred to
as pain. The concept of experienced good might be extended
beyond pleasure to include such things as knowledge.

Bentham, for example, says that the word ‘'utility' means
"that property in an object where it tends to produce benefit,
advantage, pleasure, good, or happiness.” And, lest it seems
that he has more than one standard afoot, he immediately
reduces all the others to pleasure by saying that all of them
"come to the same thing". 1 In another place, he also mentions
'security’ in a content which seems to say that happiness
equals pleasure plus security. And, on the negative side,
he adds that it includes whatever tends to avert or diminish
mischi*™”~pain, evil, or unhappiness.
1. Bentham, J. The principles of Morals and Legislation;
Chapter 1, iii.

2 Ibid. Chapter 111, i.
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Likewise, Mill, objecting to critics who opposed utility
to pleasure, says that far from being opposed, they are the
same. He then goes on to subsume beauty, amusement, the
agreeable and the ornamental under pleasure as species of it.1

To tolerate the odour or sight of the droppings from
livestocks for example, because of their utility as cheap
fertilizers would be mistaken if applied to the word as it
occurs in the ethical doctrine of Utilitarianism, for this is
neither beautiful nor is it amusing, on this theory, whatever
(aside from pleasure itself) is good is so either because
it is directly pleasurable or because ut is a means to
something else which is. Consequently, whatever is indirectly
good is not something which can be properly contrasted with
utility, for that concepr r intended to be taken broadly
enough to include them all. Whatever is good instrumentally,
be it object, action, institution, custom, or law, is so because
of its tendency to increase pleasure (experienced goodness)
and/or decrease pain - and this is exactly what is meant by

calling it utilitarian and saying that it promotes utility.
4.2 Wh2yis Utilitarianism ?

The preceding discussion on the meaning of the word
eutility' no doubt provides a basis for the task ahead.

1. piest, 0. (ed.) (1957):. utilitarianism: John Stuart Mill;
U.S.A., The Liberal Arts Press Inc., p.3



134

Bentham explains:

By the principle of utility is meant that

principle which approves or disapproves of every
action whatever, according to the tendency which

it appears to have to augment or diminish the
happiness of the party whose interest is in question".l

Mill calls utilitarianism by the name 'the greatest happiness
principle' and says it is the creed "that actions™”™” right
in proportion as they tend to promote happine®T”™ Wrong as
they tend to produce the reverse of happiness. By happiness
is intended pleasure and the absence of pain; by unhappiness,
pain and the privation of pleasure.

in a more modern version, Pickard-Cambridge states:

The right act is that actv”~ich on the most
careful possible review cf all relevant factors
may most reasonably be expected to bring the
greatest good about.

The doctrine can thus be sunmed u> very simply: Maximise
haociness.

A few points need to be made in the clarification of this
concept. Nirst is that the doctrine intended is definitely
not a selfish one. Happiness is happiness, and since it is a
good per se, it is just as good in one place as in another.1l
1. 3entham, J. of. cit., Chapter I, ii.

2. Piest, C. (ed.) (1957) oo. cit. page 10

3. Fickard-Cambridge, .-ZA (1932) 'Two problems about Duty’
in MIND Vol. 41, p.340
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So, as the utilitarians explicitly insist, the happiness to
be maximised is that of the human community taken as a whole -
sometimes even all ’Sentient creation’. Utilitarianism
justifies and praises self-sacrifice but only on the condition
that it is for the sake of someone else’s greater happiness.
So happiness - unhappiness (or as is usually put,
pleasure-pain) is viewed as a continuum, usually linear,
centering around some neutral point. Here, then, arises the
hedonic calculus. The doctrine when elucidated is not merely
the injunction to produce as much happiness as possible but
ratnet to produce the greatest balance of happiness over
unhappiness - that is, pleasure over pain. Just as a state of
more happiness (pleasure) is prefersable to one of less, so is
a state of less unhappiness (pain) preferable to one cf more,
and so also is the neutral state better than either of the
latter two and worse than either of the former alternatives.
Further, since it total of various quantities which one
is to consider,”igiven quantity of unhappiness (pain) may be
morally neutral; 'or overcome by an equal or greater quantity
of happinesO pleasure). So, to determine the relative
desirability of any given state of affairs, add up the various
quantities of unhappiness (Pain) present throughout the

community, and subtract this total from the corresponding totall

1. Piest, 0. (ed.) (1957); oo. cit., p.21



of happiness (pleasure); the higher the net result lies on the
happiness - unhappiness continuum the better. Having thus
clarified the concept further, we can now elaborate the
doctrine’s statement as maximising the balance of happiness

over unhappiness.

4.3 Negative utilitarianism:

Negative Utilitarianism, which may never have actually
been defended by anyone, is the doctrine tnab”lane's duty is
to minimize unhappiness on the whole. The significant
difference between this doctrine and the theory as it has been
stated above is that there is no reference here to increasing
happiness. Increasing happiness may well be recognised as good
but it is not a duty. Happiness, as a positive quantity, does
not enter into one's calculations; there is no balancing of
happiness with unhappiness, no concern with the net result.

This theory hinvnbwever. one cor.seruence which alone is

*
a
sufficient immediately to render it untenable. since any
conceivable animal life will include some suffering, and since

this theory holds that the sole aim of morals is to rid the
world of suffering, it would follow that one should, if he
could do”o instantly and painlessly, destroy all sentient
creation. V/ith the extirpation of beings which can suffer,

sufferina itself would also vanish. Sven if it could not bel

1. Smart, R.N. (1958): "Negative Utilitarianism?", Hind,
Vol.67, p.542.
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done quite painlessly, it is at least quite plausible that
the cumulative total of the minor pains and unhappiness of a
life time would probably be greater than that of a quick
though violent death, so, on this view, murder, mass murder -
all would be a moral duty and a benefit to the ‘'victims’.
But surely no moral theory is viable which has%(sa consequence
the elimination of the moral community.

In an attempt to mollify this consequence”f¢ton has

argued that eliminating suffering is not J”eNsame as reducing

it or as arriving at the least amount of avoidable suffering

fcr all. His version is however misleading because it
lacks qualification. The least amount of suffering is
zero, and to reduce suffering s least amount is to

eliminate it. Chbvicuslv, what he seems to have in mind thouch
not articulated, is some™ qualification of some form such as
'the least amount consistent with ........ ' But what might
this*with* . b& Could it be 'Human life?' or 'human

life of some particular sort ?' The first is clearly

inadequate. s doubtful. that the second could be stated
in a way avoids a reference to happiness as a positive
quan ti d is at the same time both clear and plausible,

nor does any other plausible alternative suggest itself.

1. Acton, H.B. (1963) : 'Negative Utilitarianism.',
Proceedings, The Aristotelian Society, SuoDlementary
sol.37, p -——
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4.4 Utilitarianism, Motivation and Moral ;;orth:

Brandt1 points out that Utilitarianism is indefensible
as a theory of moral blameworthiness, for this depends not
merely upon consequences produced but rather upon other
factors such as whether the agent sincerely believed he was
doing his duty, the degree cf temptation, whether his act was
impulsive, compulsive, provoked, or not. It certainly
is true that producing consequences is not the wholle of ethics.
Consider, for example, these alternative actions: On the one
hand, a man does something to help his friend; on the other,
the friends acts on his own behalf, .producing the sane
consequences. The former, an altruistic act, would seem to
have a moral v/orth which the latter lacks. 3rovw/n considers
this to be a fatal objection to Utilitarianism, arcruing that
on this theory it would

make no difference to our judgement of the moral
value of an acfcv... whether the agent acted
rationally or irrationally, with good intentions
or bad ones, while he was well and conscious

or ill and unaware of what he was doing.
Now, Utilitarianism may perhaps be intended as (as

including) a theory of moral value. It may be intended to

imply the claim that the moral worth is the action's instrumental

1. Brandt, R.3. (1963): "Toward a Credible Form of Utilitarianis"
in  Morality and the Lancuace of Conduct; ed.
Casteneda and Nak'nnilcan, ;iayne State University Press;
p. 109

2. Brown, 3.M. Jr. (1952): "Duty and the production of Good".
Philosophical Review, Vol.61, p.299
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value. If so, then Brown's criticisms would be fatal to it.

However, Utilitarianism need not be intended as a complete

moral theory. In particular, it need not be intended to imply
a theory of moral worth. Remember Mill's comment in this
context, "the motive has nothing to do with the morality of
the action, though much with the worth of the ag’ént."i

In such hands as Mill's, the theory is intended only as a

theory of rightness and duty and as such i*V~bt concerned with
the intrinsic value of actions. Hence,or such theories,
Brown's criticism fails. The moral value of an act may well
depend upon something other than consequences while yet its
being a duty or not depends u that alone. So, Utilitarianism
is not necessarily committed to denying the distinction
frequently made betv/een a right and a good act. Uor is it
committed to denying/that a good act has a moral worth as
something distinct from the consequences of the particular act.
There are at least two possible explanations of intrinsic
moral value which are consistent with a Utilitarian theory of
du ty. rst is that an action has intrinsic value by
virtue of its being a kind of action which usually produces
good results. In this case, the value of the action is not
completely independent of results, but it is independent of

the results of the particular action which is enough.l

1. Mill, op. cit. T ch. ii, p.24 footnote.
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The second would say that a good action shines in the reflected
glory of a morally good motive and derives its non-instrumental
worth therefrom.

The failure to distinguish these two different issues,
duty and moral worth, mars many critiques of Utilitarianism,
as can be seen in the following two examples. Consider first
this exchange between Kaplan and Smart. Kaplani objects to
Utilitarianism; that, it is a tool better suited to

philosophical or political speculation than to indliirkdual

practical life on the ground that even if calculatiimns would
show that one should follow ce rules (keep one's promises,
tell the truth, even then it seems that it would be morally

preferable for the actioq”~o be done with spontaneity, morally
preferable that the action flow from some Aristotelian 'firm
character' rather than out of any sort of calculations about
total happinessr S '

Smart's reply to Kaplan is concerned solely by showing
that spontaneity has a place also in the Utilitarian's
life. 2 The reasons which Smart cites in support of his
contention that the Utilitarians need not calculate every
time are, first, that there is no need to do so since moral

rules serve as empirical generalizations telling us what it isl

1. Kaplan, M.A. (1959-60): "Some Problems of the Extreme
Position". Ethics, Vol.70, p.228.

2. Smart, J.J.C. (1960-61): "Extreme Utilitarianism: A Reply
to M. A. Kaplan". Ethics, Vol.71, p.133
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usually right to do, and, secondly, that it would be inutile
to do so ﬁince the advantages of calculation would frequently
outweight gisadvantages. But Smart's reply seems to be the
worst possible. He has saved a place for spontaneity all
right, but in doing so, he has missed the point of Kamplan's
objection and has stated Utilitarianism in precisely that form
:c which this objection is most applicable. Ka Sff has insisted
(correctly) that spontaneity in certain acts a moral beauty
which is independent of the results of tha*. particular act, and
Smart's reoly leaves him stuck with the contention that even
this spontaneity is of value only in so far it increases the
total happiness produced. However, both Kaplan's objection and
Smart's reply appear to overlap distinction unde, discussion
here. Even though Smart's reply amounts to little more than a
misunderstanding, Kaplan's objection could be turned by pointing
cut that although rutch can be said about the motivation of the
act and the character of the agent, this is not the province of
UtilitarianiscC/ ,It is quite consistent with Utilitarianism as
a theory oMTSthtness and duty that spontaneity in the
performance of duty has an additional moral worthr

As a second instance, consider an example of Ewing's.l

A ship sinks, and the life saving facilities remaining v/ill

carry to safety either A or 3 tut not both. Further, it is clearl

1. Ewing, A.C. (1962): Ethics. London: The English
Universities Press Ltd., p.45
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that 3's survival rather than A's will be most conducive to
the future production of human happiness, due, perhaps, to
some special talent or ability of B's. (This qualification needs
to be introduced explicitly, for without it a Utilitarian
doctrine would not arise at all. There would be merely an
instance of self sacrifice opposed to an instance of selfishness
v/hich the Utilitarian is quite as free as anyon >raise and
blame accordingly.) Now the alternative acti“Q”considered
are first, A's sacrificing his life for 3, second, S's
shoving A out of the life boat. Ewingcontention is that
a Utilitarian has no reason to tref< T to the other since
the consequence are the same in both cases, whereas in fact,
the first is noble and the secorb” base. 3ut let us not be
swayed by the moral horror >©™;his terribly cruel situation.
A choice must be made. rtner, it is given that, clearly.
S's survival will yield the most human happiness. On what
other basis could W écdsion be made ? Simply as humans, they
have equally thg”™pight to live. Can it not be plausibly
arcued that™I~s the one who should survive ?

Now certainly the first alternative gives the Utilitarian
no difficulty. In addition to being in accord with duty, A's
action is noble and he deserves praise for his sacrifice. Eut
neither does the second alternative bring Utilitariansn to
grief. B has brought about the situation v/hich should exist,

and in doing so, has done what he should. The question v/hich
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remains concerns 3's notive in this case. If he has saved his
own life cut of recognition of his cfuty to the community (there
is no argument here that this is likely) then he is rather
to be pitied for the choice he has had to make and the memory
he will doubtless carry with him than be blamed for making it.
If, on the other hand, his action was merely selfish, then it
is quite as open to a utilitarian as to anyone else to call it
what it .-/as and tc censure it accordingly. Ewing argues:

The very most the Utilitarian could .maintain

with the least show of plausibility would be

that the action of 3 was excusable aKnot

blameworthy, he could not possibly maintain that

it was positively admirable, yet we should all

admit that the action of A which- had practically

the same effects was net just excusable but
positively admirable. Utilitarianism cannot account

for this difference.
Indeed it cannot, but then It rleed never have been conceived
as an account of moral worth.

in discussing ftt~"sNsxample, | have assumed that B, in
pushing A out of the 'boat, was employing the only method
available to sav”~yhis life. The moral value question has
thereby beejNparrowed to that of his motive. The moral value
of means employed and the possibility of something of moral
value besides happiness in the results produced are different

issues and will be discussed later.

4.5 Utilitarianism as a Definition of Ethical Terms:
It is not clear that any Utilitarians has proposed his

doctrine as an explanation of the meaning of ethical terms.
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Perhaps the clearest case could be made against Bentham, who,
in a section entitled "Ought, ought not, right or wrong,
how to be understood"”, says:

When thus interpreted, the words ourht, and

right and wrong, and others of that stamp, N

have a meaning: when otherwise, they have none.
Obviously, the principle of utility is proposed as tge
standard of right and wrong, in sentham's words, ™ is

that principle which states the greatesirt S

happiness of all those whose interest i”™ in

question as being the right and proper, and2

universally desirable end of human action.
However, it night be argued that, if 'right* means something
like 'conducive to the general happiness', then the central
principle of Bentham's ethics, that an action is right if and
only if it is conducive to the general happiness, actually
says nothing more than thafjk action is conducive to the
general happiness, which, though doubtless true, is not very
illuminating, as Sidwlfek so succintly sums it up, under a
slightly differecrt interpretation,

the proposition that it is conducive to general

happins”®sji to take general happiness as an end of

action,, though not exactly a tautology, can hardly g

serve as the fundamental principle of a moral system.

Moore does, in principia Bthica, define 'right* as

‘productive of the greatest good'. However, since he adamantlyl
1. Bentham, oo. cit. . Chp. 1, X.
2. Ibid., chap. 1, n.2

3. Sidwick, H. (1962): The Methods of Ethics. London,
Macmillan & Co! Ltd., p.26a
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denies that 'good' can be defined in any way at all, what this
definition amounts to is but the explication of the (claimed)
relation between these two ethical terms. Further, in his
second book on the subject, Ethics, he seems to give up
altoaether the earlier opinion that he could define even
eright' and now argues only that the criterion, the treason,
for an act's being right is its utility, and since the criterion
of rightness is a different thine from rightness itself,
this is a different issue.”

Ross argues that most attempted definitions of ‘right’,
including the Utilitarian one, fail simply because it is plain
on reflection that "this is not what we mean by right, even

if it be a true statement about what is right.Brown also,

in a similar vein, agrees thak Utilitarianism cannot define
egood’', because these terms have their distinct meanings.
He points out that other philosophers deny the synonyms of
‘good’, and *productive ®f the greatest happiness’, and

insists that for the Utilitarians to assert their synonym is
arbitrary and doamatic. He argues that if the statement
'whatever maximises happiness is good' were really analytic,

then there w Id be no disagreement - just as there is no
. 3
argument about the synonym of 'married' and 'wed'.l

1. For a quite complete discussion of Moore's shift in
position on this topic see v.D. Ross, The Richt and the
Good, (Oxford: university press, 1961)“ ppl 5-11.

2. Ross, Ibid., p.9.
3. Brown, op. cit., p.305.
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These considerations would seem fatal to any claim that
Utilitarianism is a correct account of the meaning of these
ethical terms as they are comrronly employed. It does seem
true that this simply is not what most people mean when they

use these words. However, another possibility remains.
Perhaps Utilitarianism could be interpreted as bein”f >(as
including) a linguistic recommendation to the effect that
eright', _be defined in these terms. This proposal would
seem to come to grief, however, over the appropriate version

of Moore's open question argument. As Brown argues, continuing
in the above context, assuming this synonym, the Utilitarian
can neither explain the questions in which we ask for reasons,
nor can he give us any such reasorfer”

Granted that X is happiness maximising, the question
'Why is X right?'would nol™™ a legitimate request for
information but only a display of linguistic inadequacy on
the part of the auestionner. And beyond this impossibility
of intelligible phrasing of such a request lies the further
impossibility oY answering it. How could one who adopted
such a definition then argue in support of his principle that
a right act is one which maximises happiness ? What reason
could he give to support this central claim that one should
(an ethical term) so act? He could not turn rould again and
cite happiness maximization as support for this principle

for in Brown's words:
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the reason why anything is what it is cannot be
provided in any phrase that is precisely synonymous
with some other word for the thing. If ‘good

maximizing* means 'dutiful' then 'good maximizing!

cannot be the reason why a given act is dutiful."1

To pursue this question much further would open up the
whole topic of the Naturalistic Fallacy and lead us too far
afield. However, before leaving it, perhaps it would be
worthwhile to mention the replies that have been made by two
Utilitarians. Mill, without explicitly raising the question
of the meanings of ethical terms, states that the principle
of utility is the 'first principle' of morals, and like all
first principles, all those principles upon which proof is
ultimately based, it is not susceptible to proof. He went on

to explain that one cannot strictly prove that the end of

right action, or of commended activity in general, is happiness.

One cannot prove any ultimate end.

An ultimate end”™™” that by reference to which we prove
the propriety of adopting subordinate ends or particular rules.
The same kind Of tHing is true in matters of theory. proof
of the truth of statements depends upon reference to certain
ultimate_cri teria, which are not themselves capable of proof
but are "accented through some other procedure than proof.
Mill believes that the ultimate criteria, in the case of
theoretical proof, are truths received from the
experience of the senses and of feeling. He holds

1. Brown, S.M. Jr. (1952): op. cit., p.301
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that the acceptance of ultimate criteria for practical activity
is likewise a matter of experience, in this case, the
experience of desire.

we can prove that hard drinking is bad, that is,
it must be avoided, by showing that it is harmful to health;
and that exercise is good, by showing that it is conducive to
health. But we cannot prove that health is goock W 1 we can
say is that human beings desire to be healthy#1 The ultimate
end of criterion of human action is what human beings desire,
or ‘'happiness'. This cannot be proved, but it can be explained;
and the explanation may be called, in a wide sense of the word,
a 'proof' in that it helps us to accept the view proposed.
Mill's 'proof' consists:

(a) in explaining his vie//; and
(b) in trying to mee”objections to it.

And this is exactly what he has done in chapter iv of

Utilitarianism. He presented considerations which he believe?
are sufficient to lead his readers to accept the principle

as the first orinciide of ethics.1

Without belabouring this point further here, | refer
the reader to the very cogent arguments to be found in
E.W. Hall, "The proof of Utility in Bentham and Mill"
Ethics, Vol.60 (1949-50), p.l. See also: R.H. Popkin,
"A note on the Proof" in Mill, Ethics, vol.61 (1950-51),
p.66 and S. Moser, "Comments on Mill's Arguments for
Utilitarianism"” Inquiry, vol.6 (1963) p.308 .
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A similar move is without question made by Harrod.
HQ would meet the Naturalistic Fallacy head on. To the
objection that if 'good' is defined as 'happiness maximising'
then one can give no reason why one should maximise happiness,
that the statement 'whatever maximises happiness is good'
becomes a tautology, Harrod agrees as true. Indeed, he
continues, one can give no reason why one should maximise
happiness. But this is not peculiar, for i'tcifs beyond the powe
of reason to orescribe ends. Reason camNtde-temine means to
ends and the consistency of different ends, but when it comes
to choosing ends, this lies altogether beyond the scope and
capacity of reason. Ultimata ends are a matter of pure choice;
there is no ultimate reason for doino or praising anything.

To the opposing vie./ he \oyld attach the label, 'The

Rationalistic Fallacy'e

uti | I tarianijffI\ and Moral Reasoning:

On® objection which has frequently been raised against
Utilitariag”™nr is that it does not conform with ordinary
moral reasmming. Brown in highlighting this objection

considers a situation in which it is necessary to lie to

save a friend from death comments:

Harrod: "Utilitarianism Revised"; Mind, Vcl.45
(193S) , p.137.
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We do not calculate consequences

And iIf a man, under such circumstances,
were to make these calculations, we should
judge him to be immoral. »

To this objection, Smart remarked that one has only
to read the newspaper correspondence about capital punishment
to realize that the ordinary moral reasoning is in part made
up of supersititicus elements, of morally bad elements, and
of logically confused elements. He v/srned™hsl philosophers
not to yield to the untutored and undisciplined opinion of
the nman in the Street. “Surely, it is more likely that
ordinary nmen are confused here. sophers should be able
to examine the question more r‘étgionally.’l2 Herrod, in like
manner arcued that the nor il. opinions of the ordinary man
contains "many elements”™Pf dogmatism, survivals of the
past, and prejudices due to the accidents of history",3 and
further that most nmen are neither aware of ncr greatly
concerned over the lack of clarity in their thought on
such matterk

Alsp, tc the objection that one does not calculate,
one j V bbeys, Kabbot replies that it is true that most
people obey rules without ever considering their justificationl

1. Brown, S. M. (1952): op. cit., p.3C4

2. Smart, J.J.C. (1955); "Extreme and Restricted
Utilitarianism”, philosophical Quarterly , Vol.6
p.34G '

3. Harrod, R.F. (1936):"Utilitarian Revised", hind, Vol.45,
p.137
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but points out that, similarly, most factual beliefs are held
on no better basis than authority.1 This certainly does not
mean that authority is their sole justification. Life is too
short to go around justifying in full every factual belief,
and the same is true of actions. What is needed is some
method of justification to rely on in those situations where
justification is needed, as, for example, w/hen ef or
the moralitx, of an action is seriously challenged.

It is not that Utilitarianism has be™"resented by
its proponents as an account of the moi*™Veasoning process
of the ordinary man. It is rather those mAD raise  this
objection appear to bgogr?ing 'ordinary moral reasoning' as a
sort of moral tempiate/which theories must fit or fall.
:cw, if a theory, moral or otherwise, be completely out of
touch with what men believo that it never succeeds iIn
attracting adherents, then one would have to admit this as an
--rcument arainst it, *o doubt, but it is a very different
thing fron this N*adduce ordinary moral reasoning as though
it were a CQUtt of last resort from which there is no appeal,

as thoug divergence of a moral theory from ordinary

moral reasoning is eo ioso conclusively fatal to the theory,

Mabbott, J. D. (1953): ‘lioral Rules'; Proceedings of the
Sritish Acadeny, Vol.39, p.97. ~
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If ordinary noral reasoning, £a species, one supposes,”®
of common sense, were that authoritative, there would be very
little of either need or place for noral theory.

And in any case, it nay not be an objection to
Utilitarianism to point out that people do not ordinarily stop
to calculate consequences. This fact of human behaviour
night be explained in a number cf ways. Hume, for instance,
would explain it as habit. ! That we act way shows
the influence cf education; we have be™n trained not to

reflect. (Hume adds that is prcbat*PWto an advantage.)
But the truth of this or any other psychological theory

claimed as an account of thi ement of human behaviour

is in any case net gemarl™™ Regirdless of how/ it is thatl

v/e have come to act in this way, the moral philosopher can
still raise some gaestions such as: Is actinc this way

very iusrriried ? And if so, then by what ? is. it morally
correct to do at all this thing which we do habitually ?

And if it Is, then by what ? ‘'/hat makes it so ? Thus,

mere divergence from ordinary moral reasoning does not flaw

a theory, and, in particular, Utilitarianism, v/ith its claim
1. Hume, D. (1777); Encuiries Conc.er.iinc Human Understanding

and Concerning Tha principles of Morals; Int. by

L. A. Selby-3igoe, Oxford, Clarendon Press.
Sec. 111, ‘pt. 'fi.
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that consequences are what justifies an action, is not
detected by the fact that we do not ordinarily stop to
calculate them. It is no news to say that the reason why
one does a given act may be different from the reason Wwhich

justifies its being done.-

4.7 Measurement of Utility;

Whatever content utilitarians give the measurement of
utility, they almost without exception agree that morality
requires its maximisation. Since virtual? all our actions
affect the utility of more than one person, it must be
possible to calculate the total net utility to all affected
that is produced by each alternative action open to us in seme
situation (or at least possible to order the alternative actions
in terms of total net utility) in order to select that action
that will maximise utility. There will, of course, be
practical difficulties in r.ahing such calculations. These,wculd
generally centexj' arCUr.d the difficultyin gathering and the
uncertainty ie necessary information regarding consequences.
Such difficulties affect any interesting moral theory, though
they are-particularly acute for/teleological maximising theory.
More important and perplexing, however, is how the necessary
calculations can, even in principle, be made and whether the

logical foundations necessary to the intelligibility of these

calculations exist.
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Unfortunately, very little attention has been paid to
these problems by moral philosophers. Most discussions of
utilitarianism in books and journals of late simply assume
that it is possible to determine in any situation what is
required by utility - maximisation, and then go on to consider
whether this always coincides with v/hat is required by
morality. Precisely, v/hat utility measures, turn how
it can be measured, depends on which notior\”™ £he sort
discussed in Chapter One, the theory is formulated with, as
well as how that notion is construct

For example, if the theory is-:* terms of happiness in
its long term sense, then some measuremancf level of
happiness and correlation of properties of particular actions
with their effects on long term happiness will be required.
Cr, if the theory is In terns cf satisfaction of wants,
desires, or preferences, then there must be some means of
determining and”™aggregating such satisfactions.

Furthermore, there is the problem of the possibility
of actually applying any sort of calculus to such a thing as
happiness. Utilitarianism requires the balancing, in

calcul afcion, of a greater quantity cf happiness against a
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lesser, or of a quantity of happiness against a quantity of
unhappiness. But is happiness a sort of thing capable of
being weighed or measured, or is the quantitative idom but

a pretence ’?l It seems doubtful that happiness is susceptible
to being checked by weight.

Pickard-Cambridce in his defence counters, that
Utilitarianism is at least no worse off in this respect than
a theory which involves choice from amonas”™competing
Prina facie duties.

It surely is no more difficult, H& argues, to compare
a small happiness widely distributed with a larger one more
narrowly distributed than it i~io weigh the stringency of
such totally disparate prime facie obligations as, for
example, the keeping ofyg”pronise and the reparation of an
injury, This dpmears to be a partial solution.1

There is, least one point on which Utilitarianism
must agree; senthan certainly, and almost as clearly Mill
and Moore, conceived happiness as occurring in discrete units

which could be bunched together and counted. Just as said

1. As is argued by Duncan-Jones, A. (1957): "Utilitarianism
and Rules". Philosophical Quarterly, Vol.7; p.364

2. Pickard-Csmbridge (1932): on. cit., pp. 333-334.
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Our account of this Science will be adequate

if it achieves such clarity as the subject-matter
allows; for the sane degree of precision is not

to be expected in all discussions ... je must be
satisfied with a broad outline of the truth ... for
it is a mark of the trained mind never to expect
more precision in the treatment of any subject than

the nature of that subject permits.

It should also be added that Utilitarianism does not require
that every moral question have a single deternlinafe answer.
As regards the other issue relating to Quantitative
judgements, certainly we can make measurable arbitration of

some kind about happiness. It is clearly more productive
of happiness to feed a man than to”™™a”. him. prosperity as
opposed to depression unquestionably a time of greater
happiness on the whole.

Attempts have been made so far to find a oroof of
utility, for we cannot know the validity of a thing until
it has been proved; likewise we have tried to find a means
of measuring utiivV~arianism as it is believed that will
provide a Kind of a priori knowledge. Attempt will now be
made to locate such rules that have to be kept in order not to

violate the utilitarian doctrine.

4.8 Rule ar.d Act Utilitarianism:

Utilitarianism, as we have it so far, says that what

one should do in any given case is that act which willl

1. Thompson, J.A.K. (transl.) (1975): The Ethics of
Aristotle: The Miconachean Ethics.
penguin Books; pp. ol-SS.
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maximise the net balance of happiness over unhappiness.
Be that as it is, ethics is an eminently practical discipline.
While engaged in the study of morals, one should note the
fact thdt its theories must be suitable for practical use
in real life. It is on- their ability to function adequately
and properly in this role that they are finally to be judoged.
How then, is a Utilitarian goina to solve a oractical oroblem ?
Apparently when faced with a moral choice, he will be required
to perform calculations to see if any, and if so, which of the
alternatives open to him will produce the most happiness.
Unfortunately, it is not alW lations that allow for
calculations to be made. Take an example; When a child
toddles out into the street ®r wihen a non-swimmer falls
overboard something nusJeS]” done at once. It might be replied
that there is no need! for calculation in cases like these,
for the consequences of one of the alternatives is manifest,
and teat one is a disaster. But the prevention of this
disaster would not likely be the only consequences of the act,
nor woul4. the disaster itself be the only consequence of
doing somedthing else, so, a calculation would seem to be
required, for our theory states that the best consequences
are what is required, and how can one be sure without
calculating that this course of action would be the best

in the long run, all things considered. A successful moral
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agent must have some way of carrying with him general
principles to govern his action in such emergency situation.
Without some provision of this sort, Utilitarianism becomes
impractical.

Calculations may be uncalled for especially in a
situation v/here it is impossible for one to foresee all
the consecruences of one's action. Even in the absence of an
emergency, the actual application of the ) )i(t;rian calculus
would seem to be impossible, for how can one total up the
quantity of happiness produced when the consequences of
one's act stretch possibly into ture, far beyond one's
capacity to determine now what™ty will be. It would seem
that even in the more usual ~ijfcuations there would be no
theoretical end to possible calculations. So, it appears
that Utilitarianism must yield to the exigencies of actual
moral life, that it rifust find a way to make its claim that
consequences ajre”™hat justify an action compatible with the
manifest need for the functioning of general principles in
the control of conduct, soecifically, that it must avoid the
necessity for calculations to be made at every step.

Hbwever, it se ns that there are situations in which
individual calculations, even if done correctly, would yield
non-optimistic if not disastrous results. This is brought

out in an exchange between Kaplan and Smart.

1. Kaplan, M. A. (1959-60) : "some Problems of the Extreme
Utilitarian Position"; Ethics, Vol.70, d.228
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Kaplan distinguishes two different kinds of relationships.
Specific instrumental relationships are those in which the
people have only one thing in coomon - their goal. Direct
calculation is admitted to be possibly advantageous in such
cases. As an example, -he suggests sailors and their usually
correct almanac. It is perfactly all right to recalculate
at any timejfor here there is a strict achievement criterion,
reaching port. The other kinid of relationship, a diffuse
relationship, exists where there is no single common purpose
or achievement criterion. It is sucr™Cases as these in which
calculations in individual cases™VA wel 1l be harmful.
Marriage is offered as an example of a relationship. One
important to humans, which requires diffuse, non-instrumental
attitudes if it is to achieve its purpose. The point is not
that i1t v/ould be useless to act contrary to a general rule in
a particular case~h is would still be consistent with Act
Utilitarianism. The point is rather that the calculation
itself would be useless, for it would be adverse to the
narriag tionship which is much mere important than the
advantages of individual exceptions to the associated rules.

mart, J.J.C. (1960-61): "Extreme Utilitarianism: A Reply

to M.A. Kaplan", Ethics. Vol.71, p.133

Kaplan, M.A. (1960-61): "Restricted Utilitarianism?"”.
Ethics, Vol.71, p.301 (A Rejoinder to Smart's

reply).



160

So the rules should be followed, at least, Kaplan adds, until
it becomes clear that continuing the marriage is undesirable.
Likewise, the rules of society often perform the function of
stabilizing certain relationships and are validated by their
consequences. If such rules did not exist, the s ic
instrumental attitude toward individual actions might become
optimal, but this would be a generally less desirable situation.
As an example of a case where calculations does not
produce desirable results, he offers Dbfre case of lawn watering
in a time of water scarcity. Suppose that during hot weather,
there is an edict that no water must be used for watering
gardens, | have a garden and | reason that most people are
sure to obey the edict, and that as the amount of water that I
use will be by itself negligible, no harm will be done if | use
the water secretly. So, | do use the water, thus producing
some lovely flowers which give happiness to various Deople.
But by the san ;asonina, so should everyone. Thus the result
of everyone’~Nreasoning correctly on Act Utilitarian grounds is
the worse possible. Even if one unselfishly desires to maximise
happiness, he should act selfishly in such situations, for the
private would outweigh the negligible loss to the community.
The consequences of everyone's applying - correctly -
the Act Utilitarian principle in such situations is no doubt

undesirable if not disastrous. Kaplan concludes that in such
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cases the rules must be followed and breaches punished, but
that even then, society will not be secured until the rules
become internalized and individuals no longer desire to

break them even to secure a particular advantage. To avoid the
disadvantage of generally lawless behaviour, he concludes,

it is desirable that some rules must be followed automatically

all 'without calculating.

4.9 Freedom and Haopiness:

Happiness, as stated in chaptdt iy of- Utili tarianism,
is a collection of intrinsically desirable goods,
a collection that could easily include liberty along with all
the other things it includes. Thus, some elements of happiness
are ''‘associated with being hum&h"; they are "the permanent
aspects” or "essential el>ements of human happiness”.
Secondly, there are those elements which are acquired
requisites for on©r3x>wn happiness , such as Virtue, fame,
or power,2 and- the desirability of these acquired elements
is controlled by those goods "requisite for the happiness of
man as a creature of elevated faculties”. And finally,
happii involves choosing one's plan to achieve "a harmonious
orderj*hg and arrangement of the elements of a personality

fully developed in its capabilities and powers".

1. Berger, F.R. (1934): Happiness, Justice and Freedom: The
Iloral and political philosoohv of John Stuart Mill.
Berkeley, University of California Press; pp. 33-40.

2. Piest, 0. (ed.) (1957) on. cit,, p.6

3. Berger, F.R. (1984) oo.—cit., p.41

4 Ibid. p.42
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Therefore, Hill’s conception of happiness is partly
determinate and partially open, and the doctrine of higher
pleasures is fundamental to the account Mill advances.
3ercer argues that Mill's theory of value includes
freedom and security among the essential elements of fouman
happiness. First, 3erger arcues that Mill's account of the
higher pleasure establishes the paramount value of liberty.
According to Berger, Mill argues "that some pleasures are more
crucial to happiness, and thus more valuable."” Mill claims
that a "love of liberty and personal independence" is tied to
"a sense of dignity"~ that explains competent judges’
preferences; and Mill also claims this sense of dianitv
is possessed by all humans. On this basis, then, Berger
concludes that among the"essentials of human happiness, are
the constituents and requirements for an individual's sense
of being his or her own person, of developing one's life as
one chooses - a ;e of freedom, rower, excitement, and so on."'
Secondly, because Mill says "security is the most indispen-

sable of all necessaries, after physical nutrient"4, Berger

concludes that "security (and perhaps the sense of it)"~1

39rger, Ibid. p.38

Piest, 0. (1937) on. cit., p.6

3ercer, F.R. (1984) on. cit., pp.40-41, 231.
Piest, 0. (1957) op. cit., ch.v, p.25
Berger, ?.3. (1984) o0o0. cit., p.41.

ok wnN e
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is also an essential of human happiness. This suggestion
Berger is making is that freedom and security, like
physical nutrient are to be understood as essential to
happiness in that they arebasically necessary conditions
for experiencing the higher pleasures and human happiness.
In like manner, Gray’s treatment of Mill considers the
relationships between happiness and freedom. SUopti tuting
"autonomy* for Mill's term, 'individuality', Gray claims
that for Tiill, an autonomous agent engan,'ip rational
deliberation on the alternatives open to him", exercises
unimpaired all the normal capacities and pov/ers of a rational
chooser,"i and "his actions express principles and policies
which he has himself ratified by a process of critical

reflection".2 Since "autoﬁomy could be abridged both by

the interference of others”™ and by intrapersonal failings",g,
freedom is closely t.ieir to Mill's conception of autonomy.

If higher pleasures are treated not as states of mind, but
as kinds of activity of forms of life, then they are closely
tied to autonomy because mankind's distinctive, elevated
faculties are exercised only in making an autonomous choice.

3ut the mental pleasures are supremely valuable because

they are conceptually necessary ingredients of human happiness.1

1. Gray, J. (1983): Mill on Liberty: A Defence. London,
Routledge and Kegan Paul. p. 72

2. Ibid, p.55
3. lbid. d.72
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Therefore, Liberty is of paramount value because it is
closely tied to autonomy, which itself is valuable because
of its close connection with the higher pleasures essential
to human happiness.

Mill’s analysis ert happiness establishes that the
mental pleasures are markedly superior to other pleasures.
But feheir pursuit requires certain social conditions:
liberty and security. Liberty is valuable because it is
necessary for autonomy, and latter is valuable because it is
connected with the higher pleasure”. Understood in terms
of the reliability of established expectations, security too,
is valuable: it is an importar™Urerequisite for autonomous
choice, especially choosing one's plan of life.

The above explanation of the connection between
happiness, freedom. liberty and autonomy are fundamental
concepts on which this research work rotates.

The three values anong other values in adult education,
that is, freedom, liberty and autonomy deserve special
emphasis V>d as such, the rest of this Chapter will be

devo o their concepts and analysis.

w h a”utonomy Is:

'Autonomy’ was originally from a compound Greek work
(autos-nomos). It meant making one's own laws and
was used chiefly 1iIn a political context to

describe cities or States which governed themselves,
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UboO,

in contrast to colonies or dependencies governed from
elsewhere. 3ut the word is also used nowadays Iin a more
personal sense to describe people governing themselves'

as individual human being; holding their own opinions,
making their own decisions and generally managing their own
affairs. In this sense, being an autonomous person means
being independent and self-determining, master of one's fate
and Captain of one's soul. Its opposite is being dependent
and passive, a mere puppet controlled by someone else.

This broad, and general meaning encompasses a number
of ambiguities. Personal autonomy may be thought of either
as a right - iIn this sense, we speak of being 'granted’ it
or 'deprived' of it by others - or as an ability to exercise
that right and to manage dne's own affairs as when a child

is said to be 'not autonomous. Moreover, that ability
may be conceivg” as an actual competence in self-
management to Nexercised or enjoyed or as one that is
merely potential or latent to be enhanced or developed.

The las these senses is especially coomon in talk about

education, thouch the others are reoularly employed also.

Sdm&yCbjections:
But are any of these senses really meaningful ?
Objections are often levelled against the whole idea of

personal autonomy, suggesting in effect that it is an



empty fiction, a fanciful notion which has no application
in the real world.

These objections can be grouped roughly into three main
kinds. The first derives from the fact that every .individual
depends on society. Sociologists and psychologists alike
have shown that each of us necessarily relies on our
association with other people for both our mental and our
physical well-being. Prom our relationships with others and
from our rr.enbershio of social croudirH”s,we derive a vital
sense of personality and individu~”™identity, as well as
our language and our fundamental beliefs, values and world view,

Conseouently, the notion that any one of us could
make a truly independent decision is an absurdity; in order
to conceive ourselves and our situation we use ideas which
are generated and defined by others, and in order to act

effectively we rely on conventions and institutions which

of argument derives from psychoanalytic theory. Freud and
his followers have made us recognise that much of our

conscious behaviour is stamped by dnconscious forces, many
of which result from our very early experience. Therefore,

we can never be sure that we are really in command of

1. Freud, S. (1914): The Psychopathology of Everyday Life;
London, Penguin Books.
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ourselves in the way that the idea of autonomy seems to
imply.

The third kind of reason for doubting whether we can
ever be truly autonomous derives from philosophical theories
of determinism. These usually start from the premise that
every event must have a; cause. An uncaused event-would
simply be unintelligible, it is thought, for usually we come
to understand an otherwise mysterious occurr™Nte by finding
out why it haooened. since human actions events, thev
must have causes too; and so in fact we commonly express our
sense of understanding someone's behaviour; that is,
discerning the causes of their fXhdlict.  That is why when
we feel that we really under someone's behaviour, it
often seems predictable, inevitable, ’'just what we expected'.
3ut if their .icMons can be predicted, they appear not to be
autonomous, for a person who really could not have done
otherwise cannot ,properly be said to nave chosen freely
to act in the way he/she did.

All the objections reviewed above imply that no one
can truly be said to be autonomous (in an absolute sense).
A contrary argument is offered by Rare who contends that
everyone is autonomous. He draws a distinction between

‘acting' and merely 'behaving’', bet/een doing things consciously

1 Ragg, N.M. (1977): People not Cases. London,
Routledge and Kecan Faul , p.56.



168

and deliberately, on the one hand, and on the other, not
really 'doing' then at all but just moving unthinkingly;
for example, through instinct or automatism. He then points
out that all action (in his sense) involves conscious decision
and is to that extent self-determined, and that therefore
everyone who is not a mindless automaton is autonomous.
Clearly, this argument too threatens to deprive the idea of
autonomy of all practical relevance, but once again, the
threat is more apparent than real. For Rate also admits the
everyday practical difference between acting on one's own
obeying

initiative and 7/ someone else’s commands - he just prefers
to describe it as a difference in degree of "rationality"
rather than "self-determina(ljtifotn".i From Rage's argument,
one can conclude that th<“aesninc cf autonomy is vague and
ambiguous and that many arguments about it come close to
being purely verbal disputes.

irrespective of all theoretical objections, autonomy
remains a real, familiar and important notion. Though simply

described, it is not always so easily understood; hence

there is need to make its meaning clear.

The Goncent of Autonomy:
Autonomy has much to do with the exercise of choice.

Cne demonstrates one's essence as a self-directing being byl

1. Ragg, N. M. (1977): Ibid.



choosing - not just selecting, (for selection can be done
mindlessly), whereas choice is done deliberately and with

due thought. Thus as Dearden1 observes, personal autonomy is
manifest and experienced daily Iin a wide range of mental
activities like "choosing"”, deciding, deliberating, reflecting,
planning and judging".

Secondly, when one chooses deliberately one Is conscious
that it is really one who is choosing. One acknowledges one's
choice as being in character or what some writers call
cauthentic'. It reveals what Kaufman calls ‘'core' self,
that is, "that constellation of relatively deeply rooted,
important disposition, knowled' which helps us to anticipate
explains (a person's) actions over a relatively extended
stretch of his total behaviour". The autonomous nman is the
one who, in Rouseau's phrase: "is obedient to a law that he
prescribes to himself", whose life has a consistency that

derives from a coherent set of beliefs, values, and principles,
by which his actions are governed. Moreover, these are not
supplied to him ready made as are those of the heteronomous
man: te™ are his, because the outcome of a
still-continuing process of criticisml

1. Dearden, R.F. (1975): 'Autonomy and Education': in R.F.
Dearden, P.H. Hirst and R.S. Peters (eds.)
Education and Reason. London, Routledoe & Keoan Paul;
"pTTF".

2. Kaufman, A.S. (1973): 'Comments on Frankena's "The Concept
of Education Today", in Doyle, J.F. (ed.)

Educational Judgement. - papers in the philosophy of
Education; London, Routledge and Kegan Paul, p.48.
3. Benn, S.lI. (1976-7): Quoting Rousseau in ‘'Freedom,

Autonomy and the Concept of a person'; proceedings
cf the \ristotelian society, p.124
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and re-evaluation. The autonomous man is not merely capable
of considering reasons, he does consider them; and he acts

on then, '/hat is meant here is that to be autonomous, one
must have reasons for acting, and be capable of second thoughts
in the light of rne'v reasons; It is not tc have a capacity for
conjuring criteria out of nowhere.

To say that choice and rational criticism are necessary
for autonomy is not to suggest that ws choose or woul.d choose,
our principles as we choose our bags and shoes. It is rather
that we discover our principles changing as we discover
reasons for setting old ones aside as effipty that once we
thought serious and weighty. The critical junctures in our
lives occur when we discover that;™ principle or attitude
that we had taken to be coait™btive of our characters, as
making certain kinds of action unthinkable has been eroded
by our acceptance alongside it of others that now seem basic,
'e discover experientially what considerations really mattar
to us, or, whc nts to the same thing, who we really are.
Such discova”e” are possible only to the extent that we are
su tonomous.

irthl rightly points out that this very strong link

between the concept of autonomy and the ideal of rational and

ieliberate behaviour is one reason /by 'autonomous' is

Gewirth, A. (1S75) : 'Morality and Autonomy in Education’,
in Doyle, op. cit.
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generally used as a term of approbation.

One might be surprised that the idea of autonomy should
attract attention from theorists of adult education; after all,
autonomy is a simple and familiar notion, why should it be
deemed so important ? The. answer is to be found not so much
in the idea of autonomy itself as in its close logical
relationships v/ith other important concepts. Attempt will now
be made tc consider some of these briefly in order to show

how thev affect our understanding of what autonomy implies.

Maturity and Adulthood:

Since the caoacitv for autonomous behaviour develoos
durino childhood and adolescence and is deliberately fostered
in the course cf one's schookin™* it naturally has close
conceptual links also v/ith notion of :being grown up" and
matjre. some theorists indeed treat it as the very essence
of maturity. Knowles, for example, declares that "the point
at which he psychologically becomes adult”.“ But this is to
overstate the case. 7 all accept, surely, that people can
and should "~ fadult' in other ways besides self-direction;
in sensitivity and tact for instance, in wisdom and insight,
in .emotional depth, moral judgement and personal commitment.

Yet even if autonomy is only one element in being adult

it is undeniably a very important one for several reasons.l

1. Knowles, M.S. (1973): The Adult Learner - A Neglected
Species. Huston, Gulf publishing Co., p.45.
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The terms ’adult* and 'mature' (which are being treated as
more or less synonymous), have a complex set of meanings.
In the first place, they are evaluative. No single set of
personal characteristics qualifies as the universal and
objective pattern of adulthood. Hostler argued tha’tA each
culture has its om beliefs about what mature people should
be like, and those beliefs chance continually. To desicnate
particular attributes or behaviours as ‘adult' is therefore
to coomend them, to say that these rather than some others
should be aimed at in personal development. Presently,
personal autonomy is widely accepted as one of the most signifi-
cant characteristics cf maturity; but it has not always been so,
and, of course there are many other cultures today in which
attributes like obedience and conformity are valued much more
than self-direction and independence.

In the s ec ond, 'adult’ or 'mature’' can be used
either to attribute**certain characteristics to a oerscn or
to accord a particular status to him. The status of being
an adult carries with it a wide range of legal and moral rights
and duties, chief among which are a fundamental obligation to
share in the tasks and responsibilities of .Society, together

with a right to share in its decisions, a right to consult withl

1. Hostler, J. (1986): Student Autonomy in Adult Classes.
Manchester Monographs. The Centre for Adult and
Higher Education, p.llI
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others, a right to ignore advice, and so on. The characteristics
of adulthood are supposed somehow to correspond to these.

The legal right to vote, for instance, is granted by any
democratic society to those presumed (by virtue of their age)
to be able to exercise it sensibly. 3ut this is not true of
all cases. Many who are adult in years and in law sometimes
think and behave in ways v/hicn are far frcorm being adult iin
character. Thus the term ‘adult' is ambicuou:s in exactly the
same wav as ‘autonomy' itself, which was shewn earlier to
denote either right or an ability. The right of self-direction
is one of the most fundamental of those accorded by many
societies In granting someone the status of adulthood, but the
ability to exercise that jright sensibly may be lacking or
limited.

. N

Education for M

The idea -of autonomy is linked also with that of
ne as a person. This notion has come to be

very v@accented as a cuiding princiole in all the
helping”~professions. It is somewhat vague, admittedly, and

different theorists interprete it in rather different v/ays,

but the majority would probably agree with the analysis of

Downie and Telfer that: "to respect a person ... is to respect

him for those features which make him v/hat he is as a person
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and which, when developed constitute his flourishing".
In other words, it is not to respect him for his peculiar
achievements or abilities - for being him, so to speak - but
simply for being a human person.

The principle of ‘'respect for persons' means that one
must be concerned above all, to oreserve and enhance Deoole’'s

autonomy, albeit although with many other attributes of
human personality. Hostler2 explains that, in practice this
means allowing and encouraging people to run their own lives
as far as possible instead of making all the key decisions

for them.

4.13.1 Enuality:

The principle of respect for persons, itself relying on
the notion of autonomy, supports in turn the even more
fundamental principle of the equality of all human beings.

As a political and ethical slogan, this sometimes encounters
the objectloT™hat oeoDle are manifestly not eoual, that some
are cleveH or more talented or stronger than others - and
of course, we do differ very much in these respects. 3ut

being equal dees not necessarily mean being alike; rather,1

1. Downie, R.S. & Telfer, E. (1969): Respect for persons.
London, George Allen & Unwin; p.15 .

2. Hostler, J. (1986): Student Autonomy in Adult Classes;
Manchester Monographs, The Centre for Adult
Education; p.lII.
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it means having the same and degree of importance despite
the differences between us. Because of this, our belief in

equality depends very much on the idea of autonomy. Since

essentially it amounts to the conviction that "all ... have

the same status as choosers and creators of value'’, as Wiilson
puts it. All are presumed capable of sel irection towards

their chosen goals, and therefore all are to be accorded equa]
(negative) liberty for self exprei equal access to the
means of self-development and so on.

Thus one can see that the idea of autonomy, though
relatively simple in itself, is at the very centre of a large
family of important ccoceS”s. It is linked with equality and
so informs political and social thought; with respect for
persons through w”?icn it influences moral and ethical thinking;
and with adulthood toe, hence it has come to dominate the

theory of education in general and of adult education in
particuy & r

Freedom/L J-berty:

Evidently, personal autonomy presupposes freedom in some

sense, for one cannot be directing oneself if one is obliged

to do whatever other people want. But like autonomy itself,

freedom is a vague and ambiguous notion which, according to

1. eAlson, J. (1975): ’Self-determination and human equality’
in llcDermott, F.E. (ed.) Self-determination in
Social ork; P.outledge Prgon Paul, p.lu-
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Berlin/ has "more than two hundred senses", concentration
however, will be on two particular senses which have become
prominent in social philosophy, and which particularly finds
expression within the context of educational thought.

There occurs repeatedly in educational writing and
statement, or at least the implication, that there is something
essentially paradoxical in the concept of freedom. This
apparent paradox takes two forms; in one, it consists in the
contrast between ’'negative' and 'positive’ freedom; iIin the
other, in the opposition between freedom and limitation.

The following quotations illustrate thisj-
(a) ... the idea of freedom Is susceptible of a

number of interpretations. A preliminary approach

would include the distinction between negative and

positive freedom; freedom from and freedom for
Negative freedom is an indispensable condition for

positive freedom™.
there are two distinct elements in freedom:

(a) freedom from frustration or inhibition; and
(b) freedom for achievement or fulfilment.

And freedom-from is a precondition of freedom-for.1l

1. Berlin, 1. (1969): 'two Concepts of Liberty’; in
Berlin: Four Essays on Liberty. Oxford,;

Oxford University press. p.l*I

2. Curtis, S.J. (1958): introduction to the philosophy of
Education, university Tutorial press, d.12*

3. Jeffreys, M.V.C. (1955): Beyond Neutrality, pitman;
p. 24.
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(b) Freedom means discipline, because we must order
our own selves so that our forces work together
and not in conflict ... And freedom means dedication,

because, if our personal resources are to be

released with their full effective power, we must

be living for something beyond ourselves ... we must
in fact lead committed lives. There is no escape

from this paradox.”
"All the higher freedoms of the human being imply
the initial restriction and discipline essential

to the process of becoming ‘free' to exerc the
required skill. 2

S r
In its first form, freedom contains within itself both

negative and positive elements, in its second form from the
conjunction of prima facie incompatibles, freedom and restraint,
freedom and necessity. Thus Garforth provided a set of six
interpretative schemes for hijjk to be able to show how the
conceot of freedom is used ahd apolled to education.

According to him, the basic element in the scheme is the urge
of the individual human being, an organic creature, to growth,
expansion of activity, the actualisation of his potentials.
'Self-expressidO” ‘'self-realisation’, ‘conative impulse’,
"life-forced are other names for this urge he remarked.

1. Jeffreys, M.V.C. (1955): cp. cit., p.31

2. G. H (1952) : Freedom and Authority in Education.
Faber p.67.

3 F.W (1962): 'The "Paradox of Freedom";

Studies in Education. Hull, university of

TIUTTI  July.



178

For the purpose of his analysis, however, he called the urge
horme, hormic impulse or hormic energy following Percy Nunn.
He went on to explain that this hormic energy requires for
its activity two sets of conditions: one is negative - the
absence of restraint; the other is positive - the presence
of factors without which its activity is either impossible
or stunted. For example, a child may have strong musical
ability to develop and actualise which he needs both the
absence of restraint, for instance in the fofm of parental
authority, ill-health or his owmn disinclination and also
positive conditions in the form of cOJiano, spare time,
instruction and so on.

Given these conditions, the hormic impulse is able to
develop and express itself. Then the hormic impulse is freed
from restraint and also given the positive conditions needed
for its activity, choice determines the direction or area of
that activity. A note of clarification is needed here:
it is not simply the case that choice begins to operate only
when the conditions for activity are provided, in fact,
choice helps to decide those conditions; for what restraints

must be removed and what positive factors provided depends

on the purposes envisaged, on the direction already selected
for activity. Moreover, choice is itself partly determined

by the need to accommodate itself in particular cases to
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limitations which cannot be removed and to the inevitable
absence of opportunity. There is thus no straight-forward
logical or chronological order of dependence - negative
conditions, positive conditions, choice - so much as complex
of mutual relations to the total character of which is given
by choice.

The fifth item in the scheme is the fi*Ttnent of the
hormic impulse in effective activity within the area chosen,
the actualisation of potentiality. At ~fis stage, the
musically gifted child has found expression for his talent,
./hen this happens, there is a feeling of liberation, of power
released, of soontaniety and well-being and this is the sixth
and final item in the Scheme.

Conjoined with the idea of freedom and liberty is the
thought of power, opportunity or advantage, that any one has,
to do as he pleasefN Cr in other words, his being free from
hinderance qr*impediment in the way cf doing, or conducting
in any respects, as he wills. There are however, two things
which are paradoxical and conflicting in the interpretations
of the concepts of liberty. These are sometimes called the
'negative’ and the positive notions of liberty.

The notion of negative liberty is explained as consisting
in being let alone, not being interfered with, and positive

liberty consists in being self-determining, master of one's
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destiny, determining what happens to one, ./ith negative
liberty the key contrast is interference, the central political
notion related to it, that of protecting negative liberty
against interferences, V/ith positive liberty the contrasts
relate not only to interferences against which we are to be
protected, but also to lacks, obstacles, frustrations,
impediments to our choices and actions, and which need to be
removed and aids and facilities provided in order to enlarge
the individual's liberty. /ith negative liberty, all coercion
of the individual involves a total loss of liberty in the Icng
as well as in the short run, 7tth positive liberty, coercion,
as in compulsory education, compulsory medical treatment of
certain kinds, temporarily lessens freedom but it may enlarge
it, so that the coerced person in the long run enjoys greater
freedom than he would ,i v/Zithout the coercion.

Most of the tirtie, negative liberty is explained In a
negative way as consisting in being free from interferences,
in being let alone. There is something paradoxical and
unsatisfsctorv about any attempt to exolain a political value
or any—£Qal (educational for example) as an absence or some
kind. An absence can be a good, for instance, an absence of
ill-hnealth is a good, namely, the good of health. However,
it seems not to be possible to explain negative liberty along
such lines without either rendering it as not a concept of

liberty or identifying it with positive liberty, the liberty to
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make and act on the basis of one’s decisions; to be self-
determining, and master of one's destiny although it is true
that weaker or stronger accounts of self-determination can be
offered.

The negative characterization of negative liberty, to
avoid identifying negative with positive liberty one must
explain it in terms of being let alone, where an individual
who is let alcr.e, whether he be in a coma, parajyled, or
completely impotent because of natural or economic factors,
is said to be fully free. The victim of ~ stroke or an
accident who is paralysed so that he can neither speak nor
move but who is conscious, and who with treatment and care
could regain some of his powers, if let alone to die enjoys
complete negative liberty.

positive liberty, with its stress on the removal of
obstacles, hindrances, impediments, and the provision of aids,
facilities, is claimed'lto involve the absurdity that our lack
of wings and such like, constitutes a lack or want of freedom,
as the possession of wings and other attributes would enlarge
our range of action. This has led some exponents of positive
liberty N*"stress the removal only of human caused and/or
humanly planned impediments and obstacles. Another sense of

the notion in which positive liberty is used is that the word
liberty consists in the attainment of self-mastery, or,

in other words, the release from the domination of adverse
influences. This ’slavery’ from which men liberate themselves
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is variously described to include slavery to nature, to
‘'unbriddled passions’, to ‘'irrational impulses', or simply
to one's ‘'lower nature'.1 Positive liberty is then identified
with 'self-realisation’', ‘'self-fulfilment', or an awakening
into a conscious state of rationality. The fact that it is
contended that such a state can often be attained only by the
interference of other ‘'rational* persons who liberate their
fellow beings from their ‘irrationality' brings this
interpretation of liberty into open and strikina conflict with
liberty in the 'negative' sense.

For Garforth,2 there is no conflict between negative
and positive liberty. What appears to be paradoxical
he said, arose partly from linguistic confusion, partly
from misunderstanding. The linguistic confusion, he
explained, consists in the extension of the meaning of
'freedom’ from its primary sense of ‘freedom from' to
meanings which do not properly belong to it - in particular,
‘freedom for' which is not freedom at all but an expression of
purpose-cum-value, and fulfilment. The misunderstanding
consist”™ in our failure to recognise first, that we are

seriously misled by linguistic unclarity into the formation of2

1. West, E. G. (1565): 'Liberty and Education: John Stuart
Mill's Dilemma’. in philosophy, vol. XL, No. 40,
p.129

2. Garforth, F.W. (1962) ££. cit., p.299
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pseudo-problems, second, that limitation, commitment, restraint
and discipline are not negations of freedom but either
synonymous with it (restraint = 'freedom from') or co-conditions
with it for the achievement of fulfilment.

He concluded that three principal conditions must be
observed whenever freedom is to be examined for practical
purposes. First, there must be acceptance of the limitations
imposed by environment and by the individual's innate caDacity;
second, some possibilities of hormic activit®must be rejected
in favour of others and kept in restraint;, third, there must
be training and exercise of the faculties in the direction of
the chosen activity. He brieflymsummarised these as:

"(i) obedience to necessi< >S\/
(i1) commitment and restraints,
(ii1) training and self-discipline.”

Thus it can be said o¥-“Mreedom that one becomes free
not simply by aiming at It, and throwing off restriction but
by being educated into some other goals within a situation of
minimum interference.1 Furthermore, both positive and
negative interpretations find the ground in Mill's works.
What is neglected in both interpretations, however, is the
theoretical relationship between the descriptive concepts of

liberty and utility, on the one hand, and their normativel

1. Garforth, F.W. (1962): op. cit., p. 299.

2. John Stuart Mill: Utilitarianism ed. Mary Warnock (1979)
Glasgow; William & Collins, p. 195.
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concepts, on the other. Normatively, individual liberty was
justifiable only when it promoted individual development,
while in the concept of utility was contained an imperative
that the individual must be led to noble and high-quality
pleasures. Referred to these normative concepts the importance
of individual liberty shrinks, because it is only to the extent
that it promised individual development that it could be
justified.

If liberty was to be viewed simply as part of the
doctrine of laissec-faire and did not, in fact, promise
development, "ill could not accept it. Therefore, when he
declared the principle of liberty tc be. a sanctuary of self-
regarding activities which shoul exempted from any kind
of public intervention, he did nct mean that the individual
should be free to make a ch which might harm his own
character. Hill’s intent Was, rather, to protect the indi*ddual
from cne sway of maLi?c3"Js custom and vulgar opinions of the
majority, particularly what concerned him was the protection
of minority opinions, the excellence of which could be easily
ignored by the ignorant mass. "Genius" he wrote, "can only
breathe freely in an atmosphere of freedom (emphasis original).
He went on to add: "Persons of genius are, and are always
likely to be, a small minority”. In a condition of liberty
the otherwise fragile seeds of wisdom would break their

nutshells in the minds of the enlightened minority, to grow and

1. Mill, J. s. (1910) : op. cit., p.133
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ultimately to spread and take root among the masses.

The two imperatives - that is, the imperative for the
individual to have liberty and the imperative that he develops
his own character - reflecting respectively the liberty
concept and the utility concept, were essentially irreco.iciliable.
An individual, though he was theoretically free as far as
his action was self-regarding, was not free to downgrade his
character because, if he did so, it would bp~dontrary to the
principle of utility. For the majority pf the population,
therefore, individual liberty was permissible only with a
proviso that they should either improve their own character
(thus increasing the general utility of Society) or listen to
the wise opinions of the instructed minority.

Without the commitment of a free spirit to improve the
character of a nation, liberty would be rather destructive
than constructive. This, in fact, was Mill's justification for
reserving come exdepnonal cases from which liberty could be
withdrawn. For example, children, who were not yet mature
enough to judge aptly their own business, should not have the
same lihd'cty as their parents. The same logic was also applied
to someSof the adult population. Being an adult was not
sufficient reason for an individual to assume a full right to

his liberty. Before assuming the right, he/she had to prove
the maturity of his/her mental faculties; otherwise, his/her

liberty would only harm the general utility of Society.
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V/ith this explanations, it is not difficult any longer to
press for adult education along the lines of negative and

positive liberty.

1.15 utilitarianism and Education;
We now turn to a more, direct consideration cf the
preceding theory in relation to education as a whola™fcn
attempt will be made to work out and integrate this into

the aims of education in General and adult education in

particular.
Barrow in his book, Plato, Util itarianis:m and Education
argues that happiness is supreme. Thié tmn be inferred from

the following quoted passages:

(a) the notion of justice pei™pposes the
principle of happiness.

(b) the principle of happiness is the only
principle that commands universal assent and
therefore does not need proof. It must
be accepted as the supreme principle because
enmeshment, ancNhence happiness, is the only
thing that,all men necessarily desire, and
hence is the only thing that all men can
accept as morally desirable; and in lieu of
any formal proof to establish the validity
of any principle, we must accept the
universal agreement of mankind.

He went further to subsume other qualities under happiness

thus declaring

that equality should be interpreted as a
distributive principle, a formal principle
that takes its substance from the principle ofl

1. Barrow, R. (1975): Plato, Utilitarianism and Education.
London, Routledge and Kegan Paul. pi 93.



happiness and that the principle of freedom
is merely another formal procedural principle
that has to be interpreted in the light of
happiness.

Thereafter he went on to clarify his concept of happiness.
His analysis concludes that "happiness involves a relation
between two variables, the person and his circumstances."®
For an individual to be happy, he has to be enmeshed in his
circumstances. This is not, of course, to say that there can
be a specific list of circumstances necessary for happiness
to obtain nor can a specific type of character be delineated
as a necessary condition of happiness. Notice that there is
nothing logically odd in saying "X is poor and happy"” nor in
saying "X is unkind, a hypocrite, and is happy".

Some people who are rich are happy; some unhappy. Some
other people in circumstance A are happy and some are not;
they prefer circumstance B, while those in B prefer A and D
This shows that there are no necessary or sufficient
conditions about t rson or his circumstances. To say
"X is happy" tells us something about "X", but it does not
automatically tell us anything about "X's" character unless
we know something about the circumstances he is in.

Is 'X' clever? Stupid? We do not know. ‘X is happy* only
tells us that there is relationship between 'X' and his
circumstances, whatever they are, in which he finds himselfl

1. Barrow, R. (1975) : od. cit., p.14
Ibid. p.53.



1UO -

of such a sort that he is satisfied. Notice that to say
‘X" 1s happy and he is dissatisfied with his lot* involves
one in a semantic contradiction. A person attempting to
get out of a situation is not happy in that situation.
There is something Iin it, that does not satisfy him and being
in it makes him unhappy. If he stays and claims that he is
happy, then it could be either that he has altered his
desires or the circumstances have altered for hi

There are ... some necessary conditions

for attributing happiness and they are

the absence of certain conflicting attitudes

to one's situation such as frustration,

loneliness, agitation, depression, annoyance

or, more generally, misery.-

To be happy is to be devoid of such feelings which are
indicative of situation that ought not to be for a person.
Such feelings diminish one's relationship with his situation,
which is also to say that one's happiness is thereby
diminished. When one's relationship with one’s situation
is increased such that one is almost 'at one' with it, then
it may be said >tiat he is happy. In Barrow's expression,
"The individual is happy when he feels that he enmeshes with
his surrounding or situation”. Hence "happiness is the
feeling that arises out of and is dependent upon enmeshment"-2
More ct”arly, "A person is enmeshed with his surroundings”
means "... that he is in such a relation to his situation
that the demands of that situation are willingly met, andl
1. Barrow, R (1975): op. cit., p. 54,

2. Ibid. p.62
3. lbid. p.62
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the restrictions of that situation are not irksome".
A man is enmeshed with his job "if all aspects of his person
that relate to the job that is, his ability, interest,
enthusiasm, are suited to the job, and given the opportunity
. . 2 . 4

to find fulfilment". .To promote happiness, we "... correlate
the aspiration, attitudes, attitudes, beliefs, desires ... of
the individual with the demands and the ethos of the
circumstances in which he finds himself". More pointedly,
Barrow describes the manner thus:

The obvious way to aim at the creation of a

happy state, is to bring children up so that

there is this correlation between individual

and situation. ... In particular, given that

there are different kinds of functions to be

performed in Society it would be important

that the individual's character should be

adapted to meet th~specific role or situation

which, for whatever reason, he is in fact

going to face;
So far as happiness is the aim, the development of the
individual should >*cl low a course that relates the nan to
the way of life~pwill Iead the individual should
have attitudes, tastes and characteristics that suit the
overall manner of the life he is expected to lead.
If theXpdividual is destined to live a life in which
there will be very little formal guidance or structuring
1. Barrow, R. (1975) op. cit., p.63

2. Ibid. p. 63.
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from external pressures, he will need to have the kind of
character that welcomes making decisions, taking responsi-
bilities and acting on his own initiative. If he is
destined to live for the most part circumscribed by ' lou<
pressures, then he needs, if he is to be happy, to find

such direction acceotable.

Since it is difficult, if not impossible, to be aaamst
ehappiness’, the question to ask, then, isfﬁgfher or not
there is good reason to promote happiness. Barrow attempts
to establish that there are ccod reasons by showing that

all men necessarily pursue emx ft, hence, happiness.

But this is not to say that,A * erefore, the principles of
happiness should override any other proposed moral principle,
or else one falls into, the naturalistic fallacy. He then
suggests that the State can maximise happiness by exercising
control over the vidual and the situation he is in.

In Barrow's mind, educators are left with three basic

tasks:

3arrow, R. (1975) od. cit., p. 64.

Ibid. p.65 .
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(a) to produce sociable and happy citizens;

(b) to train all children from an early age to adopt

the norms of society;

(c) to determine the exact nature of education for the
child based upon the child's aptitud
demands of Society,*

Though Barrow is concerned with child edu
well relate to adult education.

We have no doubt been engaged in a thorough philosophical
discuss of happiness and this may appear to be too theoretical
and perhaps not actually called for in a thesis that is
looking at aims and objectives of adult education. The
purpose for such an exercise are two fold; firstly, adult
education is a new discipline of academic study and, according
to Akinpeluj,- it is justMeveloping its own crops of concepts
which are needed in any field of study so as to ease its
research and develop into a full-fledged academic discipline.
This is what attempted in this chapter, a concept of
happiness ~"S”yne context of adult education. Secondly, we are
making use of the instrument of philosophy to establish a
propei~jnderstanding of our main concern - that is, Utilitarianism
Akinpelu, J. A. (1968): Introduction to philosophy of

Adult Education. Ibadan External Studies Programme,
Department of Adult Education, University of Ibadan.
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After a thorough examination, we can now claim to have
established a solid foundation upon which to build the
applied study of philosophy of adult education.

The next chapter is a critical examination of the



CHAPTER  FIVE

CRITICAL EXAMINATION CF TYPES OF
UTILITARIANITS" IN CURRENT
ADULT cDUCATICN FORMS
5.0 Introduction:

he fathers of utilitarianism thought of it A cipally
as a system of social and political decisiom,”as ofifering a
criterion and basis of judgement of legislators and
administrators. This is recognizably a different matter from
utilitarianism as a system of personal morality, but it is
hard for a number of important reasons to keep the two things
ultimately apart, anc to stop the soirit of utilitarianism,
firmly established in one, frwv moving into the other. If
individual decisions or. personal matters ere made on a
utilitarian basis, thenviMose citizens willl both direct the s
same outlook on to~th”r views about whet should be done in
the ,-utlic sphe”™”andl also expect the legislature and the
executive & its decisions in the spirit.

IndeeVj, a utilitarian is likely to think that the case for
public uiSlitarianism is even stronger than that for private.
For one thing, the decisions of government affect more persons,
in the main, than private decisions. But, more than that,
he is likely to feel that there is something in the nature of

modern government which requires the utilitarian spirit.
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Private citizens might legitimately, if regrettably, have
religious beliefs or counter-utilitarian ideals, but
government in a secular state must be secular, and must use
a system of decision which is minimally committed beyond its
intrinsic commitment to the welfare of its citizens. Thus
utilitarianism can be seen almost as built into a contract
of government.

Thus Brenda Evan's message to adult educators is that
they should try to understand the policy process better
in order to participate more fully in it on behalf of adult
learning. She went on to explain that the incremental nature
of policy making in modem societies means that adult
educators must act politically in order to be effective.
Acting politically however,she expands, purports acting with
a sense of self-identity as a policy community and as a
pressure group in pursuit of aims which are recognisable as
aims in the current climate of politics. In this chapter,
we shall not only be concerned with the critiqgue of the forms

of adult education alone, we shall also be concerned with
that of utilitarian doctrine. .

5.1 General Objections to Utilitarianism:
It has been objected that utilitarianism is excessively
puritanical. For example, Brown”™ argues that since every

act is productive of good or evil, every act becomes a morall

1. Evans, B. (1987): Radical Adult Education: A Political
Critique. London, Croom Helm series, Consultant's
Introduction.
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Issue. Singer phrases this objection in some similar words
when he says:

One major objection to this principle

(of utility) is that, if consistently adhered to,

it would lead to moral fanaticism; to the idea

that no action is indifferent or trivial,

that every occasion is momentous -

If this objection is to be held on to, the situation would
probably be a serious one, because, not every occasion is
momentous. Moral reasons do not seem pertinent to such
questions as whether to have fried or boiled yam for breakfast.
To what extent, then, does Utilitarianism have moral fanaticism
as a consequence ? We shall try to discuss the topic by
considering whqt is meant by saying that a question is not a
moral question, or a given issue is not a moral issue.

First, one point must be clarified, a point which it may
be helpful to express in these terms: While many particular
actions (and some kinds of action, in general) are morally
indifferent, no action of any kind is morally irrelevant.

The latter is intended to mean that no human action lies
beyond &S r inds within which morality is applicable,

that there is no kind of act which whatever the circumstances

1. Brown, s.M. Jr. (1952): 'Duty and the production of Good';
Philosophical Review, Vol.61, p.299 -

2. Singer, M.C. (1961): Generalization in Ethics; New York,
Alfred A. KnopTl p.184
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would impossible as the subject of a moral Judgement,

There is nothing that a human being can do but that it is
conceivable that an act of this kind might be preferred under
conditions which would make it susceptible to moral evaluation
Let us consider this example, 'Sex is not a moral matter’'.
The truth or falsity of this we will not try to decide here,
but take it that if it is to have even a chance of being true
it cannot be interpreted as saying that it is impossible for
any act involving sexual indulgence to be wrong. So to say
that an issue is not a moral issue cannot mean, at least,
that the act or kind of act referred to is morally irrelevant
in the sense just explained. To say that an issue is not a
moral issue is to say rather that it is morally indifferent,
that morality makes no demand for either its performance or
its ommission, or that there is no moral preference for any
one of the (relevant) alternatives over any of the others.
It is in this sense that eating boiled yam for breakfast
(under most circumstances) is correctly said to be 'not a
moral matter’.

Coming back to the objection to Utilitarianism under

consideration here, if it is that on this theory no action
is morally irrelevant, then the objection can be overlooked,
for this is true and hence no objection. Consequently, the

objection must be that on a Utilitarian theory no action can
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be morally Indifferent. Thus, if true, would mean that the
application of the principle of utility would yield an
unequivocal and determinate preference in every case. But
this could be true only if it is also true that every possible
situation must contain precisely one alternative which
produces more happiness than any other. Until per impossible,
this last be adequately demonstrated, this form of the
objection may be dismissed as well. Utilitarianism does not
try to tell me what to take for breakfast/

The second line of objection centres around the inability
of Utilitarianism to account for justice. A Utilitarian has
no reason to recognize any moral difference between any two
alternative- distribution which yield the same total quantity
of happiness; Consequently, he is unable to provide an account
of moral desert, which is considered to be *a fatal defect
by many moral philosophers. To adapt an example from the
case of Moremi in lIle-Ife (I suppose this is a mere fable);
but we wer that a wicked god demanded from Ille-Ife
people a young boy for sacrifice~ failing which the whole
boys in the community would perish. One needs to imagine the
number of young boys that would be lost if no volunteer
emerged. Moremi, probably weighed the net balance of boys
that would be saved if only one is given up, decided to give

her only son to appease this angry god. Utilitarianism, as a
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consequentialist theory of ethics identifies certain states
of affairs as good states of affairs especially if the
rightness or goodness of actions (or of other subjects of
moral judgement) consists in their positive productive

relationship to these state of affairs.

Rawls, in his objection to issues such con tends
that "each person possess an inviolability justice
that even the welfare of Society as a whole rride".

Justice, according to him, does not allow that the sacrifices
imposed on a few are outweighed by the larger sum of advantages
enjoyed by many. But Utilitarianism would not raise eyebrows
if punishment of a scape-goat or the persecution of the
disliked people would in fact serve to maximise happiness,
then such actions would ~>e enjoined by the principle of utility.
Thus justice and fairness become rules of thumb, along
with other moral rules, to be given up whenever happiness
can be maximized by breaking them. Both Utilitarianism and
justice as fairness are concerned with consequences, i.e. ends;
what is at variance is their methods of calculation.
Utilitarianism is consistent with the aggregate number of
happy ends while justice as fairness would not care what the

ends become but that the rules must be strictly adhered to.

1 Rawls, J. (1971): A Theory of Justice U.S.A
Harvard University Press, p.3



In education and particularly adult education, the role
experience plays when it comes to decision making cannot be
over-emphasized. The strict reliance on rule would therefore
not be compatible with the nature of adult education*
Decision-taking at all levels tends to be political in nature
and there is always that tendency to want to refer to the
consequences of similar decision taken in times past in order
to be able to assess the likely result. When thus he talks
of political adult education, there is cause to determine

the limits of rules when it comes to taking decision.

5.2 The Case of political Education:

political participation is a characteristic right and
duty of adulthood, and teaching people how to make the most
of it is no different in principle from teaching them
parenthood or home management: one is still helping them to
meet the demands of adult life. Often, indeed, political
education has the same practical bias as other forms of
instrumental work, and aims to enable people to perform
specific political tasks. The idea of teaching the masses
to be able to vote wisely is one of the aims of political
education. This originated in the mid-nineteenth century,
when the British Constitution was still far from being even

outwardly democratic.

The radicals and reformers of the day wanted

political power to be distributed more widely, and
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pressed for universal suffrage; they realised, however, that
the vote is an instrument which can be used for good or ill;
and so they also wanted to prevent people from misusing any
power they might get. Education appeared to many of them
to be the most effective safeguard. Mill*, for example,
maintained that ‘'universal teaching must precede universal
enfranchisement' because he thought that if only people
understood fully the issues they were called to decide,
they would not vote for rash or harmful policies.

He was actually advocating the extension of elementary
schooling, but it was not long before his argument was adopted
by adult educators to press for xpansion of their own
work. At the turn of the century} for instance, Mansbridge
rested his case for the fledging Worker's Education Association
on the identical claim that education for the voters ‘'will
inevitably bring about right and sound action on municipal,
national affairs'. MOre recently, when the referendum on
Britain's entry to the European Community was imminent, the

same hope led many adult educators to arrange courses In order

1. Mill, J.S. (1910): Utilitarianism, Liberty, Representative
Government (edited by H. B. Acton) Dent.,
Everyman's Library; p.280

2. Mansbridge, A. (1944): 'Cooperation, Trade Unionism and
University extension' in Clark, L. (ed.)
The Kingdom of the Mind - Essays and Addresses
of Albert Mansbridge. London, Dent & Sons, p.2 -
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to explain the issues involved in that decision. The idea

behind the launching of MAMSER in Nigeria is closely related

to the above. Nigeria is preparing for its Third Republic

and everything is being done by the government to make sure
that the masses are carried along with the policies of the
government. Hence, there are mass mobilization rallies here
and there, a form of mass teaching for the dissemination of
information.

The WEA has recently offered a useful summary of objectives

for political education. These are "the encouragement of

active participation in society, the raising of political

consciousness and the development of the skills necessary to
take in the determination of public policy."1 While Hoggart
evaluates political education as "an essential part of the
curriculum of adult education, and considers it likely to
lead to activism rather than quiescence".n

This kind of aim however restricts the curriculum of
adult education. It only justifies knowledge which is useful
for making political decisions, therefore, it prescribes only

the Study of Economics, Law, Sociology and the like. This

limitation of knowledge has been deplored by many otherl

1. WEA National Meeting, 15 December 1984. WEA News;
Spring 1985).

2.- ACACE, (1973): political Education for Adults.
In troduction.



202.

adult educators, and have made various efforts to overcome
it. For example, Ridley suggests that groups such as the
unemployed could gain skills, could learn about their welfare
rights from adult political education. This instrumental
approach he argues, is more likely to gain public funding
because of its tangibility, and its avoidance of mass education
based on vague appeals to educating for democracy.

He rejects the claim that knowledge is power, since power
flows from socio-economic status. Ridley's conclusion is
that in an administered society, it is best to assist such

groups as tenants, residents' associations, and social

1 o « mn y “ ® .u

existing arrangemen;.

There are problems, however, with the group oriented
approach to political ition. Are all groups to receive
political advice’?A * @y are not to be offered advice, then,
on what ideological basis is the selection of groups to occur ?
Further group pluralism is barely the radical approach that
some advocates of political education imagine. The group
approach can be parochial unless the educator moves out from
where members find themselves to offer a wider and more

thkoretical political education,

1. Morris, C. (1963): The idea of Adult Education.
(1st Mansbridge Memorial Lecture). Leeds university

Press.

Arguments in contribution to political Education by
Ridley, F. quoted by Evan Brenda (1987) ££. cit., p.29.
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Finally, groups in the community can best be served by the
decentralisation of bureautic power rather than by a token
strengthening of their skills.

A reasonable way to extend the cur
education is that done by Crick and por
a broader aim. They developed their notion of
literacy. They mean this to cover not only ex
vote but also understanding the nature r
and of the political process. And they broaden the idea still
further by defining the subject-matter of politics as not
merely the acquisition and use of power in government but,

as the creative conciliation of differing interests, whether

interpretation means that almost any situation in which we
try to resolve a dispute can be extended to embrace any
subject which might cast some light on how we do it.

Up to now, this aim of teaching political literacy has
been advocated mainly for schools, but there is no inherent
reason to prevent it from being pursued in adult classes too.
Wrighg in fact maintains that it is more suited to adult

since they have practical experience of political activityl

1. Crick, B. and Porter, A. (eds.) (1978): political education

and political literacy - the report of the Hansard
Society. London, Longnan; p.4 -
2. Wright, A. (1980)s 'A Political Literacy Campaign ?

Adult Education. Vol. 53, No.l, (May).
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and therefore are more likely to perceive political relevance
in subjects which traditionally have not been thought to
possess it. It could be added that, unlike children, they

are also in a position to put their learning to use.

For Crick and porter1 declare that political educatioér% should
not merely aim at better understanding but should also excite
a productivity to action, and adults, as enfranchised citizens,

have one obvious means of action already to hand.

Is political Kdult Education Possible ?

Paterson's argument seems to suggest some doubt as to
even the feasibility in theory of the aim of promoting political
criticism. As for its practicability, adult educators themselves
have created some confusion and impediment simply because
they find it difficult to agree as to the purpose of political
criticism. For instance, Mansbridge stressed that it
would generate political wisdom, so that ‘support for the
Workers' Educational Association was seen as a sound political
investmerit against extremism'2 whereas, Fowler3 in arguing
that people should be taught to adapt to changes in Society,1

1. Crick, B. and Porter, A. (eds.) op. cit.. p.41

2. Fieldhouse, R. (1977): The Workers' Enucatlonal Association -
Aims and Achievements 1903-1977. Syracuse
University (publication in Continuing education).

3. Fowler, G. T. (1979): 'The Functions and impact of the ACACE
and of administrative and organisational change’;
Elsdon, K.T. (ed)(1979) New Direction - Adult”
Education in the context of continuing education;
being the proceedings of a Conference ... D~”pt. of
Education and Science, London.
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protests that it is not a question of whether these changes

are desirable or otherwise, rather, it is that they are
apparently inevitable. In other words, Fowler tacitly assumes
that it is always better to accept social change than to
resist it. Thus, Patersonl argues that adult education can

only criticise society effectively if it is compl< ely impartial,
and therefore he maintains that it should have itment

to any political or social values at all and should be

concerned with 'the development of persons' alone. But such

neutrality is quite impossible to achieve. Even Paterson

himself does not achieve it for he endorses Schefler's2 view
that 'the notion that education is an instrument for the
realisation of social goals ... harbours the greatest
conceivable danger to the ideal of a free and rational goal
which adult education should help us to attain. As Lawson3
points out, ideals about how people should develop as
individuals necessarily imply other ideals about how they

should live in company with each other. Inevitably, therefore,

to encourage personal development is also to help to create

a particular kind of society.

1. Paterson, R.W.K. (1979): Values, Education and the Adult.
London, Routledge and Kegan Paul. p.255
21 Ibid. p.-255

3. Lawson, K. H. (1970): op. clt.. p.1l69
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This is one reason why Dewey declared that "what a
society is, it is, by and large, as a product of
(quoted by Skilbeck). One needs to add, howe
education is, is equally a product of Socie&

Society thus fashion education just as much as education
shapes society. The two exist in symbiosis, mutually
reinforcing and moulding each other. The peculiar intimacy
of their relationship limits the extent to which people can
be taught to be critical. O,Sullivan,™ therefore offers an
assessment of the possibilities of political adult education

the most | feel that can be hoped for is that

students will come to appreciate the social

location of their beliefs and values, and come

to some realisation of how their consciousness

has been formed.

It may seem a modest aim, but it is quite difficult enough
to achieve, and at least it suffices to escape the charge
of indoctrination. So, while some adult educators profess

to teach social criticism and political involvement, many

others are helping to promote moderation and conformity.2

1. Skilbeck, M. (ed.) (1970): John Dewey (Education Thinkers)
London, Collier, Macmillan; p-163

2. O'Sullivan, D. (1980): 'Socialisation, Social Change and
Ideology in Adult Education’. in Adult Education.
Vol.52, No.5 (January).
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Feminism and Adult Education: The Nigerian Situation.

In recent years, the role of women has surpassed the
traditional profiles of motherhood, wife and caretaker of
the home. Their role has penetrated different facets of the
national economy. In times past, women were more or less
discriminated against as regards participation in economic
activities, such as full-time agricultural activity,
commercial and industrial ventures etc. There were slim
opportunities for women education. They were treated as
minors or, according to Akinpelu, 1 belongs, to the 'disadvantagedl
group; and are regarded as inferior or helpers to men. The
women in the past therefore had no confidence Iin themselves.

Right now, things are changing and the role of women
in the Nigerian Society is no exception. Many of them
according to Mrs. Rasaki,2 are findring themselves in the
position of bread-winners in addition to their other family
and societal problems. There is need therefore for women
to form themselves into educational groups where they will

be opportuned to exchange useful ideas that will create

pelu, J.A. (1988): 'Mobilizing the Grassroots and
the Unserved'; Paper presented at the N.N.C.A.E/
A.A.L.A.E. West African Sub-Regional Management
Development Training Workshop, held at the
University of Ibadan, February 14 -,24.2

2. Report of the Launching of "Better Life for Rural Women"
in Ogun State at Asero Stadium, Abeokuta on Thursday
25th February, 1988.

Mrs. Rasaki is the Chairperson of the Lagos State

Better Life for Rural Women programme. This programme 1is
a kind of Women's Liberation Movement aimed at the
improvement of the lot of Nigerian women.
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Earlier, a three—day workshop was organised in Abuja
in September 1987 aiming among other things, at mobilising
the rural wonmen to participate more effectively and efficiently
in the nation’s drive to ensure a qualitative and more
meaningful life for them. Generally, some of the aims of the
Better Life for Rural Women are:

(a) "To promote the interest of women in soc economic
and industrial development and to ensure that they are
not relegated to the background in these areas;

(b) to improve the honme life and the general status of
womren in the State.”

in order to achieve these and other aims, provision for loan

to start small scale business has been made through the

establishment of the 'Peoples Bank' in the States and Loan
through Cooperative Societies are made so as to encourage
small scale industries.

There is also the Nigerian Association of wonmen in
Business and some of its aims are:-

(a) "To stimulate and encourage wonen to take an interest,
and actively participate in the various development
activities within and outside their environment;

(b) to instil into Society, through Women folk, a high

standard of ethics and economic discipline conducive
to the realisation of a more productive and
self-sufficient economy.
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There are other women programmes such as National Council for
Women Development. They all tend to emphasize the changing
role of the Nigerian women both as a home manager and as a
social, economical and political developer. Unfortunately,

these programmes are not achieving the desired results because
it has been found out in various States that there are still

high illiteracy rate among women; insufficient enlightenment
programmes.

The need for adult literacy programme, therefore cannot
be over—emphasized. These women need to be able to read and
write in order to be able to understand the plans of government
Since however, from the point off viLew of a woman writer, this
idea of emancipation and participation of women in the affairs
of the State has emanated from the nmen folk, they may not
expect a huge success. Perhaps if more women are involved in
the programme, some of these impediments might be removed.
The suggestion is that women should be given more freedom to
shape their own lives.

The African man sees himself as a God-made lord over the
woman and programmes such as this may likely change the

so-called God-raade status of the woman. Though no one is
doubting the good gesture of the male folk, it will perhaps
be more advantageous for women to be more independent to
organise and set their owmn objectives. By so doing, they

will be able to allocate values to their success.
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5.3 Adults and the Need for School:

Utilitarians pay a high price for assuming that happiness
must be subjectively defined by each individual, an assumption
that frees them of the need to defend an objective conception
of the good. How is society to prepare children and adults
for the pursuit of their own self-defined happirdess ? In the
case of children, they cannot themselves determihe the
particular ends of education, nor Iin maximising m'their present
happiness a reasonable utilitarian stand or education if
only because the rest of their life i~likely to be much longer
than their childhood. While for adults, education is to help
them in their attainment of personal fulfilment.

We live in a world of change; so what will make people
happy in future is largely indeterminate. To make matters more
complicated still, education itself significantly shapes how
individuals will define happiness. In order to provide a
guidance, utilitarians need to find a standard that is not tied
to a particular conception of the good life and that is not

derived from the circular argument that initial education goes
a long way to determine the happiness of subsequent ones.
Thus, the major problems that utilitarians face in determining
the purpose of education generally stems from Benthamite
utilitarianism and his specific recommendation for educating
individuals.
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Benthamite utilitarianism takes the preference of
individuals as given and regards attempts to maximise
satisfaction of those preferences as 'goodl. 'Push pin is
as good as peotry; so long as the satisfaction a person
derives from each is equal and each contributes equally to the

happiness of others, as J.J.C. Smart points out, the latter

condition will almost certainly mean in practice that poetry
will be a better activity than
add to the happiness of others i .o __ n

critics of utilitarianism recognise that happiness, broadly

interpreted, is a minimally controversial good in that it

accommodates almost all conceptions of the good life. Very

few people want to lead an unhappy or unsatisfying life -
Utilitarianism maintains a neutral position among conceptions

of the good life, asking people only to recognise the equal

claims of all others to lead a happy life as they define it.

Bentham therefore listed secondary ends, which he assumed

were constitutive of every individuals happiness. Education

ought to supply learners with the means to:

"(a) avoiding inordinate sensuality (and its
N mischevious consequences);
b) securing profit-yielding employment;

(c) securing admission into ’'good company' from
which the previous advantage could also be
obtained;

1. Smart, J. J. C. (1973) in Smart and williams, op. cit., p.24
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(d) avoiding annui and the ‘pain of mental vacuity¥*;

(e) gaining a proportionable share of general respect”.

Surveying Bentham's list, we discover that each
secondary end is problematic. Either it is not clearly
derivable from happiness as an ultimate end, nor sufficiently
neutral among conceptions of the good life, or as indeterminate
an educational goal as happiness itself.

Even if self defined haoDiness may not after all end
up in absolute happiness, what about the other ideals which
people believe constitute happiness. These ideals are
argued, to be means that can lead to human happiness and as
such have been aimed at in education in various ways.
Eminent educational thinkers viewed these ideals
the right of everyone and as such should not be denied anyone.
For instance, liberty in form of speech, religion,
marriage, of the individual as a whole should be the
prerogative of a normal,just society. But does liberty
at the end of it all give all that it promised in form of
happiness ?

Before we can attempt to answer this question, we
sha ke a look at some forms of adult education and
determine the extent to which it tries to justify happiness
as an adult educational goal on the one hand, and how best

it is attainable on the other.
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5.4 Liberal Adult Education:

The essence of liberal education is learning which
is valued for its own sake. Consequently, it tends to
aim exclusively at promoting personal development, for*
philosophers have always argued that most things are valued
only because they contribute in one way or another towards
the living of a fully human life, which alone is claimed
to have intrinsic worth. Thus Lawson asserts that education
should be undertaken ‘'because man is judged to be important
and a more developed man is thought rbost important of all’.
Although essentially qui4e simple, the notion of
liberal education has generated over the years a multitude
of theoretical confusion and obscenities. The main reason
for this is probably that the idea of personal develop-
ment is itself dsfurttiamentally wunclear.

o

1. Bent_hamf1 J. (1843): Chrestomathia vol.8, p.8 quoted
in Amartya Sen and Bernard Williams (eds.) (1988):
V Nilitarianism and Beyond. New York, Cambridge
niversity press; p.264.

2 Lawson, K.H. (1970): The Concept of ‘'purpose’;
Adult Education, Vol.43, No.3, Sept., p.169,
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Kohlberg and Meyer- show that educators actually
employ several different models to explain it, and these
are neither logically consistent with each other nor
always appropriate for the task. Most of derive
ultimately from the philosophy of Aristotle,” who was
the first thinker to conceive the process of growth as
involving the progressive realisation of potential.

He postulated that every living organism is "potentially
all those things which it will be of itself if nothing
external hinders it", and thus he was enabled to understand
the cause of its development as a general emergence of
qualities which, so to speak, had been hidden in it all

the time. His idea has ever since dominated a universal
thoughit. It survives virtually unchanged in modern

psycholoay for instance.

1. Kohlberg, 'L."and Meyer, R. (1972): Development as the
aim of education; in Hazard Educational Review,
Vol.42, No.4, November.

2. Aristotle, (1941) : Metaphysics transl. by V/.D. Ross
0o. cit. , 104"a 1%$.
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Maslow asserts that each of us is bom with an "essential

inner nature"” of inherited instincts, characteristics and

abilities. Like Aristotle, he thinks that they exist
potentially within us, and so he goes on to explain the
course of healthy psychological development as consisting
in their progressive ‘'actualisationn».

This kind of theory is obviously the source of the
contemporary gospel of ’self-realisation* which asserts that
psychic health requires the complete fulfilment of all one's
potentials. It maintains that one should live so as "to be
that self which one truly is", to borrow Soren Kierkegaard's words2
It has become a popular doctrine Iin recent years and is new
widely held by educators as well as by psychotherapists.

But it invites serious intellectual objection unless it is
formulated with care.

One fundamental weakness which is pointed out by Peters3
is the tacit assumption that one's self always deserves to be
realised, and is never better suppressed instead. In another
guise, this is just the ancient belief that 'all potential

is for good'. Thus Maslow*s theory assumes that there is anl

1. Maslow, A.H. (1968): Toward a Psychology of Being.
(2nd edition); New York, van Nostrand, p.190

2. quoted by Rogers, C.R. (1961): On Becoming a person -
A Therapist's View of Psychotheraphy; London,
Constable, p.166

3. peters, R. S. (1966): op. cit., p.56
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innate urge to develop. Echoing Aristotle's words, he says
that one’s potential self has a dynamic force of its own,
pressing always for open uninhibited expression. In
educational theory, this truth has generated a popular
analogy with horticulture. The teacher is new commonly
likened to a gardener because, it is thought, his task is
to foster growth in human beings which, like that in plants,
is naturally disposed to occur. Up to a point, this metaphor
is helpful and illuminating, but it has unfortunate
implications if it is exaggerated, as D«arden explains.
The more the natural ’dynamic’ of the pupil’s growth is
emphasised, the less call there is for the teacher to
encourage it, and thus he is reduced to a ’'gardener’ of the
most minimal sort - in fact, to little more than a sympathetic
bystander and observer of his students’ development.
Criticisms such as these have led many psychologists
and educators to propound a modified and more sophisticated
version of the theory, in effect, they have rejected the
implication of Kierkegaard’s words, that each of us has just
one ’true self which we either realise or not. instead, they
maintain that we inherit so many talents and characteristics
that each of us is potentially many selves, as it were.
Dearden, R.F. (1975); ’Autonomy and Education’, in Dearden et al., (eds)

Education and the Development of Reason. London,
Routledge and Kegan Faul; p.65 -



In the course of our development, we therefore have to decide
which attributes are to be encouraged and allowed to flourish
and which are to be ignored or suppressed, thereby fashioning
ourselves into one kind of person or another. Growth involves
not only the realisation but also the choice of our potential.
Frank1l accordingly stresses that it pressents us with
the ’challenge to responsibility’. It is not a purely
automatic process, evolving in a pre-determined direction;
it has to be guided and shaped by us, and therefore we
necessarily become responsible for the course it takes. Many
people do in fact bear in mind an ideal of the sort of person
they are trying to become, which they use both to guide and
to judge their daily living. Those who do not are nevertheless
likely to be working towards such a goal unconsciously. For,
as Aristotle explains, we only conceive a process as growth,
rather than as mere purposeless change, when we see it to be

aiming at a target.

In relation to human development, such a goal usually
takes the form of an image of the ideally mature person, a
pattern of the perfect human being. In the past, such a

paradigm was handed down in art, or in religion; today,1

1. Frankl, U. E. (1978): 'Beyond Self-Actualisation and
self-expression' in Frankl: Psychotheraphy and
Existentialism - selected Papers in Logotheraphy;
penguin Books, Harmondsworth. p.53
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suggests Glasser, it is more likely to be promulgated by

the media and by advertising. However purveyed, it is

fundamentally important for understanding the function of

education. As Kallen says "adulthood, even if determinate
biologically, is culturally a variable ... Images of it are
collective ideals which the societies committed to those
ideals strive to have their young embody.

A crucial point to note however, in this, is that
there are many images of adulthood. The cultural history
of mankind records a host of them, and even In the western
world today there are several competing patterns of maturity.
The fact that we have to make \ choice between them means that
liberal education, like instrumental education, can never be
wholly neutral. Every attempt to foster someone's development
presumes that one ideal or another has been judged worth
developing towards. This is yet another reason why the
teacher cannot rightly be portrayed as a gardener who merely
cooperates with an automatic process of growth. Either he
approves the paradigm of adulthood which his pupil wants to
emulate, in which case he shares the responsibility of

choosing it, or he tries to supplement it with another ideall

1. Glasser, R. (1973): 'Leisure and the Search for a Satisfying

Identity; in smith, M. et al., (eds) (1973): Leisure
and Society in Britain. London, Allen Lane, p.60
2. Kallen, H.M. (1962): philosophical Issues in Adult

Education. Springfiela, Charles Thomas; p738



of maturity, and then his own commitment to a particular

set of values is even more manifest,

5,5 Education for Freedom:
The utilitarians uphold that liberty 1is a necessary

condition for the individual’s pursuit of happiness. However,

sphere in which the advocate of ronted with

cation”. 1

The question that readily comes to mind is whether freedom
provides a better standard than happiness by which to determine
what and how to teach individuals.

It could be seen that some of Bentham's secondary goals
for education are more compatible with an education designed
to prepare children for freedom than with one designed for
happiness. By preparing everyone through education for
profit-yielding employment, we are providing individuals with
the background conditions for free choice in a society that
attaches a price to most valued goods. And if admission to

good company facilitates access to many valued goods, then
education directed at securing such access will also increase
a child’s future freedom, in fact, these secondary goals

seem more reasonably connected to the end of future freedom

than to that of future happiness.1

1. Russell, B. (1955): John Stuart Mill: Oxford;
Oxford University Press, p.5®6.
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Securing profit-yielding employment and admission into
good company is no more consistent with the greatest happiness
principle. Surely, many types of employment that are not

often profit-yielding, artistic vocations, for example - can

be pleasure yielding, perhaps even moreso than jobs in
business. But if an individual has no independent source

of income, then income-producing employment is likely to be
essential to living a minimally happy life. e one accepts
the prevailing economic reality - that only independently
wealthy individuals can afford to be educated to pursue
non-income producing vocations then Bentham's educational goal
seems to follow. Similarly, if admission into good company
provides a ticket to gainful employment, then from a
utilitarian perspective, an education that enables individuals

to enter into good company may be sufficiently neutral among

concepts of life.
5.6 The Content of Education; Vocational or

Theoretical ?

Utilitarianism is usually commended on the grounds that
it supplies one standard, the common currency of happiness
by w all goods can be ranked. Educating children to be
capable of finding profit-yielding employment in their society
places very different demands upon schooling than does the
goal of educating children to think beyond the established

forms of life and thereby freeing them from the tyranny of



the present. The advocate of liberty can embrace both goals

in his theory. But, without some priority rule, the theory

will be inadequate to determine educational practice in a
non-ideal Society. The imperfections in our economic and
political institutions as well as scarcity of time and

resources demand that we choose between an education instrumental
to finding employment and what is commonly called a liberal
education.

The job of equipping learners for profit-yielding
employment seem to place very specific demands upon schools;
that they teach technical skills to future technicians,
secretarial skills teaching skills
to future teachers, and so on and so forth. But even Bentham
did not give priority to teaching more practical subjects
because they prepared people for specific occupations, but
because he believed that applied Sciences (for example) were
easier to learn than pure science. One can see that Bentham
upholds his interest for the higher knowledge in all its
ramifications. Only if one believed that learners particularly
children were destined for particular vocations and that
educators could discern their predestinations would the goal
of vocational training be this simple to implement educationally.
Otherwise, elementary, secondary and perhaps even higher

education must be broad enough to allow children themselves

to determine their future vocational plans.
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As regards adults, due to the fact
that vocations keep changing as a result of
economic upheavals, such specific vocational training might
not produce the desired results. |If equality of opportunity
includes the right to choose and not only the right to be
selected on grounds of merit, then even the demands on
education sufficiently extensive to expose chi] to many
types of intellectual skills, or skills and knowledge general
enough to be useful in many professions.

The resolution of this dilemma, if there is one, does not
depend upon a determination of which function is more important
expanding the minds or the job opportunities of individuals.
Perhaps more vocational education for the less-advantaged
would provide them with nere jc>b opportunities than they now
have. For when we argue for equalising economic opportunity,
we are not arguing simply that all learners should be prepared
for some job, but that all should be given an education that
prepares them for choosing a satisfying job that is not
wasteful of their talents. This is one reason why even if
a highly-specialised education is a pre-condition for certain
occupations, it should be chosen by, rather than imposed upon,
learners.

So much for the learners. The educators too have a role
to play in whatever form of educational setting they might

find themselves. The nature, purpose and status of adult



education are all causes of concern; as they are determinant

factors in judging the success or failure of both students*

and practitioners' objectives very often, in talcing decisions
as to how to go about their work, they often ask themselves
questions of values.

The issue of value decision is very
course of this work for the following re;
As will be noted in the introduction, it was stated that
attempt will be made to formulate aims which will be
suitable to adult education programmes irrespective of race
or religion, though Patersonl thinks this may be an
impossible task because according to him, educational values
are reflections of moral, religious and political stance.
The concept of value therefore needs to be clarified for

not until we know the meaning of value, it may not be wise

to make value decisions.

5.7 The Concept of Value:

The importance in human experience of values and value
judgements has long been recognised. The Greek pre-Socratic
philosophers were well aware of it; so too were their
contemporaries in other civilizations. In the fourth

century B.C., Plato's Republic presented a choice betweenl

1. Paterson, R.W.K. (1964-5): 'Values in Adult Education’.
Rewley House Papers, Vol.iv, No.3
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a society based on what he regarded as permanent and
unchanging values - the forms of Goodness, Truth, Justice,
and the rest - and a Society dedicated to the passing whims
of self-gratification. The same awareness of the importance
of values in ordinary life persists even up to the twentieth
century; by the very logic of his position, writes’ BeAntodc,i
" the educator is inevitably involved in the world of
values”; and peters : "Education necessarilly involves the
initiation of children into what is thought to be valuable” .2
Whether explicitly recognised or not, values have always
been powerfully and decisively operative both in societies
and in the lives of individuals. The word value is used to
indicate that something is regarded as having worth, as
attracting choice or preference. To value something is to
refArd it as choiceworthy, and it is fundamental to the whole
concept of value that human beings choose, prefer, commit
themselves to what they judge desirable, valuable, worth
having or experiencing; fundamental indeed, so it would seem,
to life itself and its higher levels, and a distinguishing
feature-of the human species. Choice, however, implies

free will and a rejection of the view that all decision is

1. Bantock, G. H. (1965): Education and values. Faber, p.12

2. peters, R.S. (1966): Ethics and Education. George, Allen
and Unwin, p.75 "
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determined by environmental conditioning or by a person's
psycho-physiological make-up. The centrality of free choice
in the concept of the value emphasises human responsibility
for the choice itself and for the consequences that follow
from it. Values do not simply have to be accepted or
perpetuated in unbroken succession from generation to
generation.

An important characteristic of values is. that they
carry with them an implication of consequences; and this is
done by a deductive implication by normal rules of inference.
Commitment to a particular value, such as affluence or personal
worth, carries by implication to further values and these
again to others, so that a whole pattern of commitment is
built up from the original value. For instance, if affluence
is taken to mean a state of copious material goods, it seems
to imply that material goods are desirable; that enjoyment
of them is superior to other kinds of enjoyment; that the
acquisition of them should be a primary human purpose; and
that the possession of material goods is a principal criterion
for assessing the worth of individuals. All these are
further value decisions which can reasonably be inferred
from the original commitment to affluence.

yet another characteristic of value is their relativity.
This does not mean, as is often supposed, that there are not

firm principles of right and wrong or that moral decision
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depends wholly on circumstances, or that it can be purely

egocentric and without reference to other individuals or to
Society, What it does mean is that value commitment is not
immutable but is related to individual and social needs and
circumstances; new values can be introduced into a pattern of
commitment or the emphasis in an existing pattern changed.

In this circumstance, one might want to know if there
are no absolute values, that is, values that are choiceworthy
and independent of time, place and circumstance. The Norwood
Report of 1943 has this to say:

Education cannot stop short of recognising

the ideals of truth and beauty and goodness as

final and binding for all times and in all places,

as ultimate values ... Education from its own nature
must be ultimately concerned with values which are *
independent of time of particular environment,

and in the same vein, Jeffreys claims that

the hist-ory of human thought suggests that

man will always recognise the need for ultimate
values which are timeless in the sense that

they provide standards by which changes of manners,
customs, beliefs can be judged, and in the light of

which the future can be planned. 2

3
Peters also writes of "ultimate values” which it is a
functioneducation to transmit: truth, rationality and
concern for others, he would include among them. In a world

of rapid change and moral uncertainty it is comforting,1

1. Norwood Report of 1943 on Curriculum and Examinations in
Secondary Schools; London, HMSO, p.viii
2. Garforth, F.W. (1985): Aims, Values and Education. Hull,
Christygate press, p.61

3. peters, R.S. (1966): Ethics and Education. London,
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no doubt, to believe in ’absolute* values like truth,
Beauty and Goodness; they give a sense of stability and
of direction.

It is true that there are certain ethical and aesthetic
concepts like justice, right, goodness, beauty, which are
common to virtually all societies; but the content of each

of these concepts may vary so widely as to produce quite

and have regularly satisfied such criteria as human need and
social cohesion, have now acquired an apparent permanence.
They have become widely accepted as providing rules for the
conduct of life and are vested with an authority, almost
a sanctity, which gives them a powerful normative and
emotional force; among* these are happiness, freedom and equality.
Agreement on such basic values is so widespread
that it has sometimes been assumed that mankind is moving
slowly, although with many digressions and much conflict,
towards universal ethical agreement. V\/iilson,d for instance,
argues that knowledge and experience have already brought a
large measure of agreement on ethical principles, and that
in the end we can hope for universal consent about at least

the most fundamental values. "It seems ... that thel

1. Wilson, J. (1961): Reason and Morals. O.U.P., p.152
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evidence for the likelihood of eventual unanimity is
overwhelming: and what is especially significant, it all
points the same way. We have not yet met a case where we have
had proper experience and yet failed to agree”. The
implications of this view irrespective of the fact that one
accepts it or not, is that values are experimenta ™ ~
tentative groupings, guides to further exploration of
experience rather than fixed goals. In the same vein, Dewey
writes: "Honesty, industry, temperance, justice, like health,
wealth, and learning, are not goods to be possessed, as they
would be if expressed fixed ends X be attained. They are
directions of change in the quality of experience. Growth
itself is the only moral 'end'.1l

To this objection could be raised that if growth is the
eonly moral end*, there arises the problem of what kind or
quality of growth is desirable or choiceworthy. Furthermore,
the danger of a belief in ‘'absolute* values is that it is
liable to fossilise our thinking about values, makes us less
open-minded, more resistant to change and less inclined to
attempt to effect it. Whereas, the present world situation
requires that we should be prepared for change in values,
that we should seek and encourage different expressions of

traditional values, that we should strike a balance betweenl

1. Dewey, J. (1948): Reconstruction in philosophy.
Beacon Press™ p.177
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conservatism and experiment. If we are committed to
absolute values, we may likely find this task very difficult.
We have seen from the above analysis, suggestion that
value choices are not wholly dependent on circumstances or
the whim of the person making them, then one might want to
ask the question as to how value choices are justified.
Take for instance, suppose | commit myself to belief in the
worth of persons or to happiness, tolerance or any other
value, how do | justify this commitment. In other words,
what is the justification for the choice of happiness as the
goal of adult education as is the case "Lth this researcher ?

There are three main classes of answer to this question.

5.7.1 intui tionism:

First, some philosophers have argued that values are
perceived intuitively; that happiness is choiceworthy is
not something that can be justified by strict logical
argument; we see it to be so, we know it by a kind of direct
mental perception; that human beings are valuable in themselves
is something which is obvious to any normal person who takes
the trouble to look around him and reflect honestly to what
he observes - and if he does not see it, if it is not obvious,
then we must encourage him to look more carefully, more

extensively and more reflectively, intuitionism holds very

strongly that terms like ‘'good* and ’ought* do not stand for
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observable qualities or relations and that moral judgements
are not inferences from any form of empirical generalization#
This process of seeing has been interpreted in terms
of two distinct sorts of models, both of which attempt to
ground moral knowledge on some kind of indubitable and
self-evident propositions. The first type of theoryf assumes
that terms like ‘good* designate some sort of property that
is grasped by a reflective mind. Moore, for example, held
that good refers to a simple non-natural unanalysable
property. That it is not subject to discovery by the use
of the senses or by the ordinary process of introspection
makes it to be non-natural. Yet, it is only when observable
qgualities are present can it be discerned. There is something
peculiar with seeing of this type; it ~oes beyond ordinary
gazing; it involves some sort of intellectual process.
A second type of theory is that which is held by Ross that
moral ..duties are founded upon a limited number of basic
prima facie obligations such as that promises ought to be

kept, which are known intuitively.1

1. Moore, G. E. (1903): Principia Ethica. Cambridge University
Press.

2. Ross, D. (1930): The Right and the Good. Oxford,
The Clarendon press.
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5.7.2 Naturalism;
A second class with a number of important variants
comes under the general heading of 'naturalism?®*; that is
to say, justification of value judgements is sought by
reference to facts about the natural world or about human
nature. For instance, utilitarians have argued that
"happiness is universally desired and is therefore desirable”;
conversely, pain is universally shunned and is therefore evil;
these are facts of human nature which they claim, have value
implications. Others have appealed to man's distinctive
rationality and argued that those activities are most
worthwhile which give mos' " T* * " reason;
peters is one of those. man' s
sociality; the fact that he (man) requires society, community,
in order to be human, whatever promotes community and
harmonious interpersonal relationships is deemed to be valuable.
Dewey, a pragmatist held that the test of values
is iIn their consequences - facts or events in the natural
world; if*these latter are 'good' (however this is
interpreted, but especially in the sense of promoting human
development and the enrichment of experience) then values

which produce them are choiceworthy.

1 Mill, J. S. (1910); of. clt
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5.7.3 Emotivism:

The third class, one variant of which has had much
support in the present time, is that value-choices are not
so much rational judgements as expressions of feeling or
attitude sometimes we use language to express or evince
our feelings and attitudes and we sometimes do so in order

to influence the feelings and attitudes of others. Thus

persuasive uses of words are intimately bound up together.
The approach as is argued by Stevenson and Ayer is in terms
like 'good* have meaning by expressing how people feel and

by getting others to feel in the same way.
analysis of
Stevenson's / "This is good" as "l approve this"; do so as

well is an illustrative example. The argument is that not
all words have meaning to moral terms in ways which brought
out what was distinctive of them. Thus, tc commit oneself

to happiness or freedom is not to relate oneself in some way
to something objectively existing - a value embodied either

in a culture or in ’reality' - but to say something indirectly

about one's own emotional condition, namely: 'l like, approvel

1. Ayer, A. J. (1936): Language, Truth and Logic. London,
Gollancz.

2. Stevenson, C.L. (1944): Ethics and Language. Newhaven,
Yale University Press.
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of, commend, esteem happiness or freedom*. And this is all
the justification it is possible to give - my approval of it.
There are objections to all three of these attempts
at justification, intuitionism relies too much on personal
vision and has about it, therefore, a certain air oA
arbitrariness; when two such visions disagree as they do,
how does one decide between them ? What evidemee can one
adduce, what tests apply to show that one is better than the
other ? There seems no satisfactory answer to this. It is
much the same with emotivism: if value judgements are merely
expressions of feelings or attitude , then | have as much
right to mine as the next man to his; the question ‘'which is
better'? does not arise, for they are both of equal status.

The objection to naturalism is no less cogent.

facts about
To argue from /human nature or the world around us to values,

from what is or is valued, is logically invalid; to have an
‘'ought' in the conclusion there must be an 'ought' in the
premises. For example, Mill's argument quoted above, from

the fact that happiness Nis desired to the conclusion that

it ought to be desired would be more valid if it runs thus:
all men desire happiness; what all men desire is something
that ought to be pursued. But the second stage in the argument
is not fact at all; it is itself a value judgement requiring

justification.
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It seems that there is no logically compelling argument
by which values and value choices can be justified. About
some, it is certainly possible to achieve a fair measure of
agreement. Most normal human beings prefer happiness to
misery, though there could be disagreement about what
constitutes happiness; within a particular culture (say in a
democratic setting) there is the possibility of agreement
about the value of freedom though there will be differences
of view about their meaning and practical application.

Religion too, is a means to conformity in value judgements
most Christians agree that ‘'love' <D joined upon them by
the teaching of Jesus though once again, the interpretation
of 'Love' into practical terms constitutes a source of
endless argument. Human nature, human experience, cultural
tradition and religious doctrine are important guides but
not final authorities in value judgements; there remains
(concluded Garforth), always an element of faith, of personal

commitment, and the possibility of experiment and change.

5.8 Values in Adult Education:
Paterson suggested that there are no special ‘adult
educational values' but that given someone's beliefs aboutl

1. Garforth, F. W. (1985): op. cit., p.66

2. Paterson, R.W.K. (1964-5): "Values in Adult Education".
Rewley House Papers, Vol.iv, No.3
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man's cosmic situation, and given his beliefs about the
nature of knowledge, of Society and of the place of education

in it- we have already been given his adult educational

values. He went on to explain that in order to understand
the nature and purpose of adult education, it is a necessary
and sufficient condition to understand the nature and purpose
of education in general. The fact that the aims of adult
education are simply the aims of all education however, does
not mean that teaching methods, administrative arrangements
should be the same; if the aims are to be realized, in special
circumstances of adult education, they need to be modified
accordingly. Like Garforth, he too opined that adult
education values are nothing but our religious, moral, social
and other general values restated within the adult educational
setting. He then went ahead to show how his notion is likely
to work out in a particular case by presenting in outline
fashion, the 'adult educational' value-position that might be
associated wi™h a particular world view.

A metaphysical frame of reference would see human
beings as inhabitants of a trackless world without signs,
which to the inhabitants respond to their call for intrinsic
meaning. If reality is significant, it is the inhabitants
who must 'invent' its significance. While epistemological
frame of reference stresses the significant reality as being

inverted by human beings, it follows that their knowledge of
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the world cannot be dissociated from what they are in
themselves and what they make of themselves. Knowledge is a
total response of the person who knows; it is personally
involved experience; it is knowledge as lived. Yet, for moral
frame of reference, human beings are absolutely incommensurable
with one another, for no two human beings inhabit the same
'world*. There can therefore be no ‘commun’ n beings.
But there can be communication between them that
one can witness the free self-expression of the reality which
is 'another', and one can exhibit his own reality in return.
This is the only way in which one man can help another to

attain ‘authenticity' as a person, that is, to accept absolute

responsibility for everyth’ has made of oneself.

From these, he gave e of derivative value-systems
These are: . e
(a) Social Resistance must be offered to all the social

forces which threaten to engulf personal identity or to
reduce individual responsibility. The mass man lost in
the anonymity of the crowd, has forfeited his spontaneity
and thereby his humanity.

(b) Aesthetic. Since not only one's own identity, but
significant reality itself, is an 'invention', an
artefact, artistic creativity is the archetype of free
human activity. The crucial function of art is to
construct a personality meaningful reality and to
communicate this reality, despite its essential
'inwardness, to others who are engaged iIin the same
project.
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(c) Educational. Education is a process of self-
refineraent by means of interpersonal communication.
The individual is educated by witnessing the free
self-manifestation of his fellows particularly his
mature fellows. The chief aim of education is to
develop ‘'authenticityl, to lead individuals to
acknowledge their sole responsibility for their personal
character and identity, and in this the educator must
respect the inviolable sanctity of the pupil's nature.
He must stimulate and disclose, not inculcate or direct.

To this end, impersonal, factual studies are essentially
irrelevant. The vital role in education belongs to

the critical and reflective studies, which foster an

urgent and committed self-quesi ng -1
This simple profile, he believes,may serve to illustrate
some of the ways in which the judgements of an adult

educationist are derived from his basic world views.

Now back to questions of the value and purpose of the
education of adults. We should try to see such questions as
eopen questions' of adult education, in the sense that they
needed and deserve continual restatement, and any answers

we give to them must be tentative and open to constant review.
We say this because of the controversy between those who
regard adult education as an essentially educational project

and those who regard it as an exercise in community development

or as a form of Social Service.

1. Paterson, R.W.K. (1964-5) op. cit.. pp.49-50.



CHAPTER SIX

UTILITARIANISM AS AN AIM OF
ADULT EDUCATION

6.1 Introduction:

We have so far in the course of this research
attempted a conceptual analysis of the term Utilitarianism,
and have found that Utilitarianism means "happiness and the
absence of pain". We have further discovered that happiness
is so involving that it does not constitute itself as a
straight goal to be aimed at. Though it could be claimed
to be a dominant end, it is, however, an end which includes
the attainment of other ends. It is these other ends that
we shall concern ourselves with in this chapter. The
rationale for this .adventure is the faith that these other
ends are capable of serving as focus for the purposes of
evaluation at the end of any particular adult education
programme. We hope that this will provide an answer to our
question of the possibility of breaking down happiness into
units of learning.

We shall therefore take a theory of happiness which is

believed to be specific, attainable and measurable
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6.2 A Theory of Happiness:
What are the ideals of happiness ? what is the
definition of happiness? what is the foundation of happiness?

Answers to these questions constitute a theory of happiness.

Ideals of Happiness:

There are at least three well-known philosophical
accounts of happiness or ideals of the happ These
are set out by Von Wright. He calls the first of these
"Epicurean ideals', according to which happiness consists
in having (as opposed to doing) certain things that give
one pleasure. For example, one might have pleasure from
having certain possessions, or from being well thought of,
or from globe trotting. Happiness for such an individual
consists, then in getting sufficient pleasure by having
enough of these pleasure-producing things; on this view,
the objects to berimed at would be pleasure-producing thir.cs.
we do not however see this as a perfect ideal of happiness
because there 11 be some people who would not be happy
receiving this type of passive pleasures. We may only look
upon A just one way of attaining happiness, which will

work for some people but not for all people.

1 Wwright, Von (1963): The Varieties of Goodness.
Routledge and Kegan Paul, London, p.41
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The second kind of ideal of the happy life is one that
is found in the writings of utilitarians, in which happiness
depends upon the satisfaction of desires. "Happiness, on
such a view, is essentially contentedness - an equilibrium
between needs and wants on the one hand and satisfaction
on the other".l On this view happiness is having one's
wants, either most of them, or perhaps one's important wants
fulfilled. There is however, a sub-class of this kind of
happiness known as the ascetic ideal. According to the
ascetic ideal, one should minimize one's wants so as to
maximize the chance of satisfaction and thus happiness.

The aim on this utilitarian view would be the fulfilment
of as many as possible of oneSg; needs and wants. That one
has suppressed some desi n order to avoid frustration -
a situation which we know leads to unhappiness does not
guarantee absolute happiness. To avoid unhappiness is not
the same as to b/Tftappy.

The third type of ideal of happiness given by '//right
is that found in Aristotle in which happiness is thought
to com m the pleasure that one takes in certain things
or activities - especially those that involve capacities
that one has made an effort to develop. For example, one
may enjoy playing ‘'ayo' game or wrestling; and the better

one is at these activities, the more one enjoys doing them;

1 Wright, Von (1963): £D. cit., p.93



and the happier one is. The ambition on this view would be
opportunity to develop and exercise these capacities as much
as one desired.

These three ideals, that is, having what gives pleasure,
having a favourable balance between needs and wants and their
fulfilment and engaging in enjoyed activities, do not, if
taken as separate ideals give an adequate accountyjf
happiness. Rather, the three Dut together would constitute

a complete ideal of happiness.

Happiness Defined;

Happiness will thus be defined in terms of wants and
satisfaction. A man will be uimmappy if he cannot get what
he wants, as such, ’happiness "Njs the name we give to what a
man wants when we consider the objects of his desire not
severally, but collectively. Getting what one wants is not
only a necessary condition of happiness but also a sufficient
condition. Happiness is thus conceived of as the satisfaction
of desire or pleasure. But what do we mean by satisfaction,
and what are those things if there are, that can arouse our
desire for wanting something? There appears to be some
confusion in this gquestion. Are we suggesting what we want
or that when we have decided on what we want, then go ahead
to find a means of satisfying them? Or are they both the same
thing? We would perhaps say that they are two different

issues. Though in treating them as separate issues, we may
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not be able to avoid ideas running into each other. We shall
take them as split issues, though not considering the issue
of sequence.

Thus we shall attempt to answer the question of what we
mean by ‘'Satisfaction'. VW shall elucidate this meaning by
breaking down into three component parts, what a satisfying

activity is.

Being Satisfied v/ith Something:

'‘Being satisfied' has an object, although a very general
one which is person relative. The central idea is ‘'being
satisfied with' something, and we shall try to explain this
notion. The idea of being satisfied v/ith something implies
that one's hopes, expectation”, requirements, demands, etc.
are involved. If a man says that he is satisfied v/ith his
accomplishments, he implies that what he has accomplished
does not fall short of his hopes and expectations, with the
aoals which he has, explicitly or imDlicitly set himself.
Thus, one”be satisfied or dissatisfied with one's job, one's
marriage, one's lots in life. It would seem in addition that
one could even be satisfied or dissatisfied with such things
as the national or world situation, so long as one sees
oneself bound up with these. It is difficult, however, to
see how one could be satisfied or dissatisfied with some

state of affairs which does not directly affect one
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When c le is satisfied with something, one need not
be satisfied with every aspect of it. One need only be
satisfied with most of it, or with the important aspects
of it, so that on the whole, one’s satisfaction with
something sufficiently outweighs the dissatisfaction with
it. Whether one is satisfied with something can be
determined by seeing whether cne feels satisfied’ with it.
The feeling of satisfaction needs some clarification here.
To say that one feels satisfied with one's job means that
one feels satisfied because one judges that the object of
some expectation connected with one’s job is realized, and
that one gets or expects to get is or will be worthwhile.
One thus feels satisfied with something only if one gets
a feeling of enjoyment 4caused by his judging that the
object of some expectation has been realized, we may
conclude that happiness is a matter of getting whatever
it is that one wants and finding it worthwhile when one
gets it.

Now let us see how happiness can be defined in terms

To want something is to desire it. We may want
to know as to how we come about our various desires. These
can be aroused psychologically, intellectually, and socially.
Thirst or hunger, for example, may lead to our desire for

water or food. Thus our desire for water or food will be
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satisfied as soon as we get what we want. However, a bottle
of Pepsi-Cola, which is equally liquid in nature may meet
our desire, but it will not satisfy it in the way water will.
So, for a desire to be satisfied, that which is desired must
be compatible with the natureof need. Food, for example,

is desired by a hungry personand not a thirsty one.

We may however have 3 desire, but not a will to satisfy
it. If one has a desire for intellectual pursuit, but
because one is a jolly fellow, and the meriments of the

society keeps inviting one toparties, to such anextent that
one finds it difficult to sitin one's library todo some
academic work, such invitations may obstruct one's will to

satisfy one's intellectual desire. That one has not enough
strong will to detach oneself from one’s friends is a great
impediment to one's desire; that one has not been able to do
what one wants in life therefore makes one feel unhappy.

So, it is not only enough to have a desire, but there must be
a will strong enough to enable one to be able to satisfy

such a desire.

There is need however, to make a clarification between
these three words: that is, want, desire and need. When we
say that we want something, the reason may be because such a
thing appeals to us. Such an appeal is always very frivolous,
arising out of ahstate of luxury. For example, one may want
a pair of blue shoes. But if one says that one desires a pair
of blue shoes, it means that a pair which is perhaps not as

expensive as the blue pair has been given to such a person.

Desire is a kind of reward for stewardship. I desire a
better treatment means that the treatment given to ne falls
short of nmy expectation. Again, these are not as weighty as
need. I need blue shoes will perhaps mean that no other

colour of shoes will meet the condition for which that
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particular pair of shoes is called for

Need is a kind of compulsion and always objective in
nature. W« may want to interprete need as frivolous, Iluxury,
appeal; desire as reward, expectation and treatment that is
related to one’s status; and need as compulsory, necessary,
rational demand which is objectively demanded.

But it may not be enough to only have a desire and will
to be acle to satisfy one's wants. Other conditions such as
aptitude, opportunity, privilege, need to be met. Though
these other conditions may be situations beyond the control
of an individual, yet because they could cause some
obstruction to the satisfaction
important they be removed.

So, the saying that a happy n who
gets what he wants in life is true to the extent that the
three conditions we have just enumerated are met.

We find a practical expression of method of attaining
satisfaction in Mill's account of happiness in his proof of
utilitarianism. Mill understood happiness or well-being
in terras of harmonious satisfaction of the desires of the
individual. His conception of well-being is his conviction
that man is a social, as well as an intellectual animal, and
that a large part of his happiness depends upon the satis-
faction of his social impulses and other regarding sentiments.
To know this, he suggested, involves enlightenment, if mnmen
sufficiently understand themselves, and are not distracted
by false conceptions of the human situation. Mill thus
opined that enlightenment wculd necessitate the provision of
liberty. He went on to give his reason for this.

According to him, the primary social factor in modern life
which blocks the way of individual and collective well-being
is the widespread interference of institutions, formal and
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informal, with individual self-development. For him, liberty
is both a means and an end, a condition of the general welfare
and an intrinsic component of personal happiness. He is

very specific about his type of liberty and these are, freedom
of thought, freedom to choose one's vocation and freedom of
association and speech.

What then are we to understand by the claim that adult
education is aimed at the promotion of the * 'S happiness ?
If educators are co aim at promoting the go ;heir learners,
their work is two-fold; partly a matter of enlarging
understanding and partly to do with shaping disposition to
behave in certain ways. The learner has to understand in
general terms, what his well-being consists in. He has to see
himself as an animal with su d such an array of natural
desires and to appreciate the way in which these desires may
take different forms owing to cultural influences and new
desires of all kinds be built up out of them.

It will be recalled that Hostler emphasised three
fundamental aim»H.n adult education. These are: ‘autonomy’
which, according to him, prescribes the student's right to
choose the classes he will attend. Autonomy in turn implies
individuality, which enjoins that he should develop in a

unique way.

Hostler, (1981): op. cit., p.56
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And it also entails equality in his relationship with
the tutor, whereby both of then develop through the process
of learning together. This type of equality no doubt, falls
within the ideology of radical humanism. And such humanism
is explicit in many adult educators' writings, suwfj!] as Rogers,
Knowles and Jarvis. One of the most significant of all
adult educators to adopt this position and to pursue it to
its logical conclusion is Paulo Freire and his work will be
discussed in this chapter.

One of the main aims of adult educators who have adopted
a humanistic position is the development of the self of the
learner and at the heart of Knowles' theory of andragogy lies
the idea of the self of garner. Xe shall therefore take
an analysis of the self and this will lead to a discussion of
the learning cycle in which learning is viewed as a process of
reflection upon”fjHperiences rather than memorisation of data.

bo far we'have been concerned with the utilitarian aims
of adult education. We have tried to bring out the elements
of happiness that can be incorporated in an adult education
programme. These elements can further be developed in the
curriculum process. Thus, happiness can become a part of the
curricula activity of the adult education programme. The
formulation of aims are for the achievement of particular
target. If care is not taken, the target which is aimed at

may not be attained. That 'care' is the means, the process
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or method by which the target is attained. A good aim can
therefore be spoilt or prolonged by bad means.

Therefore, when we say that we are aiming at something,
it might be right to ask why, the answer to such a question
may further lead to a further question how. To aim at

something is to have a good reason, whether psychological or

sociological. The success of a good reason depends heavily
on a good approach (method). It follows therefore that a
good aim plus a good method leads to a good end. It does not

follow however that a good aim tantamoun”™”™/a good method.
The two activities though related are <iot the same.
Clarification of aim is a necessary though not sufficient
condition for the establishment cf methodology. It is like
policy and implementation. X such, our next task v/ill be

the clarification of adult education methods.

Methods of Teaching:

Education j.~N”~iten regarded, in some way, as the
transmission dTyknowledge. But implicit in this type of
definition is an extremely limited teaching methodology.
This methodology is reflected in the idea that teaching is

a one-way communication process and that education is merely
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the communication of knowledge that should be acquired and
reproduced. However, there are a variety of other approaches
to teaching which Jarvisi outlined. These methods are
classified within a framework of three broad types:

didactic, Socratic and facilitative. Below is a brief

discussion of each type.

Didactic Methods: Didactic aDDroaches to beachimg generally
assume a one-way communication approach and that a selection
of culture should, for a variety of reasons, be transmitted
to the students to learn. This knowledge is usually taught
by the lecture, or some other similar mode of instruction.
Indeed, there is a sense in which the education versus training
debate can be placed within this context. Training, it is
assumed, emphasizes the learner's dependence and education
is viewed as creating a much more autonomous individual.
Didacticism signifies a form of education from above
in which the learner is regarded as an empty receptacle that
needs to be filled with the knowledge and wisdom that emanate
from thi icher. This approach does imply a concept of man
that be moulded by external forces, so that it is not

surprising that Bourdieu and Passeron claim that 'alll

1. Jarvis, P. (1983): Adult and Continuing Education: Theory
and Practice. London, Croom Helm, pp. 120 - 9.

2. Bourdieu, P. and Passeron, J.C. (1977): Reproduction in
Education, society and Culture. London,
Sage publications.
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pedagogic action is objectively symbolic violence insofar

as it is the imposition of a cultural arbitrary by an arbitrary
power*. Hence, in the process of teaching, the social
relationships of the wider society are reproduced and the
knowledge to be learned is presented to the learner.

Bourdieu and Passeron are also as clearly concerned about

the curriculum content as about the method whereby the content
is presented but they are mentioned here simply because their
approach emphasizes the method. However, they proceed to
point out that such pedagogic action presupposes an authority
to impose such symbolic violence upon individuals, authority
which reinforces the arbitrary power which establishes it

and which it conceals.

It might be claimed that this form of analysis is valid
for initial education but it is not true for the education of
adults because tne learners are voluntarily present and that
ouaside of the sc(I"xfc of the classroom, some of the learners
may be in higher positions in the social hierarchy than the
teacher s t education is not reproducing the social
situati S However, this argument'does not hold good, since
in the context of the teaching and learning, didacticism does
reproduce a hierarchial relationship and the fact that some
of the learners may forego their status within such a

relationship merely serves to reinforce the validity of
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such a hierarchical structure. That the learner is not
always compelled to attend adult and continuing education
classes hardly alters the fact that the learner may be
prepared to have his self moulded by agencies other than
himself in a manner that some might view as symbolic violence.
Didacticism is, therefore, a technique of control
insofar as the method by which the content presented is
authoritative and often authoritarian. Frequently, the
learner is expected to reproduce it but rarely is he given
the opportunity to debate it. in some liberal adult education
classes, debate often follows a didactic presentation, and
in these instances, it is clear that Bourdieu's and Passeron's
claim would be less valid, but then it might also be that
ultimately this teaching metnod may not be totally didactic.
Overall, didacticism that allows for no debate and expects
the memorization and reproduction of knowledge presented in
a form of educa from above is nothing but a means to
mould tihe individual to fit into the structure of the wider

society.

Socratic Approaches: Unlike the previous techniaue in which
learners are required only to memorize what is presented to
them from above, this approach encourages the human process
of learning. Socratic teaching methods are sometimes employed

in adult and continuing education. In this approach, the
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teacher either takes the students through a prepared, logical
sequence of questions or the teacher responds to the students’
response with further questions, so that the onus is always
on the learners to formulate their reply to the teacher.

One outcome of this process nmay be that the students reach a new

L. . : . had reached
position in logical knowledge from that which they / previously.

Alternatively, the teacher may have so
controlled the process that the outcome of the teaching and
learning process is that the students are left with the
culturally accepted knowledge and that since it appeared to
be arrived at in a democratic manner may be accepted and
acted upon more readily by the group as a whole; Since
Lewin and his associates discovered that where the participants
had helped to set group goalk, they would more likely be
committed to the outcome. In this instance, therefore, while
an impression of democracy is given, the outcome nmay merely
be a more effectiveS~etnod of control than didactic teaching
and, as such, vif‘retmains a form of education from above.

Howeve:ct fact that in this instance, students are
given the opportunity to reach their omn conclusions actually
does create a situation in which a more explicitly reflective
learning process is encouraged, in this instance, the agent

is less constrained by social pressures than he is when he

Lewin and his Associates cited in Jarvis, P. (1985):
The Sociology of Adult and Continuing Education; London,

Froom Helm.



is merely required to memorise and to reproduce that which
he has been presented. Hence the possibility of the learners
reaching conclusions other than those held by the teacher must
exist and, provided that there are no other methods of control
such as examinations, therefore, the teacher may be seen to

be embarking upon an educational process of equal:

Facilitative Methods: In this approach, the educator of
adults creates a situation in which learniqgtf may occur.
He may, for instance, seek to create an awareness of a special
learning need Iin the student; endeavour to confront a student
or students, with a problem requiring a solution; provide
the student(s) with an experience and encourage reflection
upon it. In all of these instances, an outcome of the activity
should be that learning has occurred, but the teacher's role
has not been to control the learning outcome but to facilitate
the learning process.

Hence, the potentiality exists in such a situation
for the learning outcomes to be totally different from those
which th” teacher had perhaps anticipated. This reflects
the earlier discussion on behavioural and expressive
objectives; for in facilitative teaching, the only possible
form of objectives that the teacher may legitimately have

is expressive, for the learning outcome should in no way be
controlled by the teacher. Thus, the education of equals

appears when this teaching method is employed. Even so,
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it might be objected that the teacher is in a position to
manipulate the environment, so that the learning outcomes
are still under the teacher's control. Such a possibility
must always exist though it might be claimed that this is
an abuse of the teacher's office. As Dewey, writing about
education of children claims:

It is possible, of course, to abuse the office,

and to force the activity of the young into channels

which express the teacher's purpose rather than

that of the pupils. But the way to avoid this

danger is not for the adult to withdraw entirely.
The way is, first, for the teacher to be intelligently aware
of the capacities, needs, and past experience of those under
instruction made to develop into a plan and project by means
of the further suggestions contri butea and organized into a
whole by the members of the group. The plan, in other words,
is a cooperative enterprise, not a dictation.
While Dewey's terminology nmay not be that which an educator
of adults might use, the sentiments are those of which he

might approv”™*"} We shall now take an analysis of the word

‘self’. S -

— (1938): Experience and Education. London,
sCollier-Macmillan Publishers, pp. 71 - 72,
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The Self:

The strategy-based radicals are in various ways concerned
with the humanity of the learner. Rogers,T for instance,
focusses upon both the self of the learner and the achievement
of freedom, vyet Rogers, like others of this school, spends
little time on the constraints of the social structure on the
self; this is a point to which further references will be made
below. Knowles, locates his first major difference between
andragogy and pedagogy in the concept off th”~learnert
claiminc that:

something dramatic hagpens to their self
concepts when people define themselves as adults.
They begin to see their normal role in life
no longer as being full-time learners. They see
themselves increasingly as producers or doers.
Their chief sources of self-fulfilment are now
their performer.ces as workers, spouses, parents,
and citizens -

The developmentaf. the person is clearly central to this
perspective but the above quotation raises a number of
auestionsNthat reauire further examination.

ﬂ-- "Rogers, C.R. (1969): Freedom to Learn. Columbus,

Charles E. Ohio Merrill publis'nina Co.

2. Knowles, M.S. (1980) The Modern Practice of Adult

Education. Chicago Association press, (Revised ed.)
p.45
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Knowles focuses upon the self concept of the learner
but produces no evidence to substantiate his claim that
adults see themselves as self-directed, even though he
acknowledges that children nmay also be self-directed and
he accuses Society of preventing this occurring.
Nevertheless, he makes no reference to the thorough discussion
of the self that various social interactionists and
phenomenoiogists have undertaken. For instance, I\/Iead1 argues
that the Self is the product of interaction between the
individual and, initially, significant others. In this
early socialization process, a body of knowledge, meaning
and experience acquired by individuals becomes detached from
the immediate experience of the individual and assumes an
independence. This detachrae™ leads to an individuation of
consciousness which permits the construction of schemes of
meaning which allow for the individual to interact with
himself as an objective reality in a 'l - ME dialogue.
Hence, he argues that both reason and the self-consciousness
emerge in ao individual as a result of interaction with
others .Sr.

iwo questions immediately demand didcussidn here:
is not the conception that the self is a creation of social

interaction a confirmation that man is created by Society,

1 Mead, G.H. (1938): Mind, Self and Society
University of Chicago press.



and, therefore, evidence that there is only one sociology?
And, secondly, is Knowles correct when he claims that
something dramatic happens to the self concept when people
define themselves as adults?

Mead was aware of the issue of the Social Self and he
discussed, but rightly rejected, the possibility that the
Self is an independent entity. However, is the assertion
that the self is a social evidence that man is merely the
product or the social group into which he i*s bcrn? This is
a view that was prevalent in Sociology during a stage in its

now finds
development but it is not one that / favour with Sociologists,

Wrong,il drawing on Ehe work of Freud, sought
to show that this resulted in an iS”™er-socialized conception
of man and one that is false to experience. Hence, the
problem is to explain hofa independent Self can emerge in
an individual since it IS 'the product of Society. In a
pluralist society,individual will be exposed to several
different inter tions of any reality, especially ever a
period of time, so that in order to understand that reality
the individual has to decide upon which of the interpretations,
if any, to accept and espouse. The more that the individual

is able to reflect and decide from alternatives, the more

likely he is able to emerge as a self-directed person.l

1. v/rong, D.H. (1961): 'The oversocialized Conception of
Man in Modern Sociology’; American Sociological
Review, Vol. 26.
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Not all people achieve the same degree of independence and
self-direction and initial education, with its traditional
didactic methods, with the exception of primary education,
may not encourage the process. ReismanX snowed that while
some adults are 'inner directed', others are 'tradition
directed' and even ‘'other directed'. Hence, it is suggested
that since the self is a social construct, some individuals
do not acquire as high a degree of self-directi’ as others
durina their socialization and initial educa Such
self-direction does not, therefore, emerge with adulthood:
for some, it occurs early in their lives and for others,

it may not appear until much later at all. Indeed,
other directed individuals may have what is known as 'Protean
Self' described by Sennett.

As a belief that one's “p&rsonality is always
undergoing fundamental changes, or is capable

of doing so. There is no core of ‘innate' human
nature or fixed social condition that defines it.

It is a Self'SO immanent in tne world that it is

a creature of immediate appearance and sensations.
This selfhood puts an immense premium on ‘direct’
experiences with other people; it detests reserves
or masks behind which other people are felt to lurk,1

1. Reisman, D. (1950): 'The Lonely crowd: A Study of
Changing American Character'. quoted in
Jarvis, P. (1985): £p. cit.
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because in being distant, they seem to be
inauthentic, not taking the immediate moment
of human contact as an absolute

Ther® is a sense in which some forms of adult education,
especially in its affective form, seek to remove the barriers
that prevent self-disclosure and endeavour to facilitate a
community feeling in which the participants reveal themselves
to each other. Sennett regards self ‘'disclosure of one’,
feelings to others' in an attempt to create Gomeinschaft

as something destructive to the participan-ts /Zince advanced
industrial societies demand individuals who do not necessarily
seek to share their feelings and certainly do not need to do
so. This inner-direction or self-direction may be a condition
of social maturity in such a society, but this is not
necessarily to be equated with adulthood in the manner that
Knowles implies.

Whenever self-direction begins it does not, however,
imcly the stratecy-based humanistic aim of seekina to ensure
the development O.f the self in the teaching and learning
transactio merely points to the fact that adults are
at different levels of self-development and independence
when they embark upon a learning project and that adult

educators may need to diagnose the degree of individual
development if they are to employ facilitative methods of
teaching and learning.1

1. sennett, R. (1980): 'Destructive Gemeinschaft' quoted
in Jarvis, P. (1985): op. cit., p.101

Ibid. p.102
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The third point in the quotation from Knowles that
requires examination is his assumption that the chief source
of adults' fulfilment is their performance as workers,
spouses, etc. The assumption here is that adulthood will
result in a social conformity and that in performing socially
prescribed roles, the individual discovers self-fulfilment.
The implications of this position are implicitly conservative
and that the social structures exercise no constraint upon
the individual. No consideration is given to the fact that

for many able persons, the constraints of the social structure

N t h o] S e lower in the social
hierarchy to be socially mobile upwards and to obtain the type
of employment that is intrinsically satisfying, so that
individuals are not all totally free agents in the way that
liberal adult education assumes. While a person may be free
to think, he may be constrained from acting by the structures
of Society.. This is where one finds it difficult to see the
reality Paulo Freire's method of liberation. He espoused
that the oppressed should free themselves from the shackles
of the oppressors. There is need therefore to examine his
teaching strategy with a view to assessing its possibility

of achieving a true liberation of thought and action.



The Teaching Strategy of Paulo Freire;

Any examination of the works of Freire would reveal
that at the heart of his approach is a strategy-based
radicalism, based upon a humanism that stems from his concern
for human beings, indeed, it is his ideological background
in a radical Christian-Marxism that makes his theory and

practice so uniaue and important to any understanding of the

education of adults.

From the outset of his literacy programme, Freire’s
aims were clear: they were to help people learn rather than
memorize, using the medium of literacy to create a critical
consciousness. He explains it thus:

If learning bo read and write is to constitute

an act of knowing, the learners must assume

from the beginning, the role of creative subjects.

It is not a matter of memorizing and repeating

given syllables, words and phrases, but rather,

of reflecting critically cn the project of
reading and writing itself, and on the profound

significance of language.
in hig, Writings, he describes fully the types of
learning strategies to which the stud nts were exposed,
including:working from their own level of experience, active
projects and group discussion. The educator is a member of

the group rather than its leader and his task may be that of

1 Freire, P. (1972): Cultural Action for Freedom;
Harmondsworth. penguin, p.29
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problem poser rather than problem solver. Hence, the
learners are encouraged to generate their own meanings and
to realise that there is a difference Between appearance
and meaning so that they are encouraged to analyse the
influence of the dominant culture upon the social reality
that they experience. Liberation begins when they realize
that apparently objective knowledge is ideological”™ The
process of reflection is, according to Freire,, one of the
characteristics of man himself and problem solving is an
element in the development of the humanity of the learner.

Problem-posing education affirms man as being

in the process of becoming - as unfinished,
uncompleted beings in and with a likewise

unfinished reality. Indeed, in contrast to other
animals who are unfinished but not historical,

men know themselves /C3* be unfinished; they are

aware of their incompleteness. In this incompleteness
and this awareness lie the very roots of education

as an exclusively human manifestation. The
unfinished character of realit;gc necessitate that

education be an on-coing reality.

It is“through problem solving that individuals become
conscious of the v/orld in which they live and by which they
can b "eed from the process of conditioning, in the act

of learning, individuals become potential agents, freed tol

1. Freire, P. (1972): pedagogy of the Oppressed;
Harmondsworth, penguin . pp. 5b-S7.
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act upon the world. Through the process of learning, man
becomes conscious of reality and the process of conscienti-
zation is at the heart of Freire's thinking. It is defined
as "the process in which men, not as recipients, but as
knowing subjects, achieve a deepening awareness both of the
socio-cultural reality which shapes their lives and of their
capacity to transform that reality”.'l The procs;ss of
transforming the world is for him a process or numanizing
it, so that the end product of the Drocessvof reflection and
action is one in helping to create a world where individuals
may be more truly human. It is a Utopian ideal but he
himself claims that unless education is utopian, either the
future has lost its meaning for men or men are afraid to
risk living in the future as creative human beings. Hence,
man is involved in a struggle against the oppressive and
dehumanizing structures of the world in a "precarious
adventure of transforming and recreating the world."

Among the vE\rengths of Freire’s position are that:
it combines theory with practice; it locates education within
the v/ide o-political process; it places the individual
within the context of a sociological framework within which

contemporary sociological theorizing is seen to be relevant;l

1. Freire, P. (1972). op. cit., p.51
Ibid. p.72
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it combines Christianity, humanism and Marxism in a radical
humanist, ideological position that is quite unique v/ithin
educational theory and it can be right to say, it is utopian.
The aim of Freire's pedagogy is to assist the oppressed
unveil this world of oppression and to commit themselves to
its transformation. When this ideal society has bsfedl achieved,
its techniques should belong to all people ensuring the
oermanent process of liberation, Here lies jor weakness
thay =
in Freire's thinking since it assumes™an egamMtadrian society
will be achieved - an assumption that, thereafter, will
require permanent liberating forces to prevent the structures
of society being reformed with another dominating elite.
In addition, he appears to assume that those of the masses
who have been educated will become revolutionary and this
could open him to the criticism that he is actually using

education to producerrevolutionaries. This, however, depends

on the motive of ~teh™.educator and the educand.
necessarily
Oppression, does not /relate to slavery; the aim of education

in a utilitarian sense has to do with collective activity
that will produce more happiness. The liberation of the
mind, the freedom of thought advocated for, by the utilitarian
is for the purpose of attaining cross fertilization of
opinion towards the solution of a problem. While the aim

may be different, the pedagogy of Freire no doubt, is good

enough for the process of adult education.
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Andraqgoglcal Approach:

So far, we have been examining the various methods that
can be applied in the education of adults without making
reference to a particular approach. It will be interesting
to know that all the above methods can be applied to children/
conventional education as well. That is, to say, th~Vthe
aooroach to any method determines the extent to which such a
method is workable, in order to effectively achieve our
objectives when we use any of the methods, s T * idragogical
approach will be more suitable to adult learners. Andragogy
is an approach to education for adults which constitutes an
alternative to the pedagogic appro; Andragogy can be
defined as an approach i.e. the total embodiment and expression
of a philosophy of education”™”~r adults. This approach is
aimed at, enabling people to become aware that they should
be the originators of their own thinking and feeling.“.i

The theory of ,syvdragogy stems from a distinctive set of
assumptions about the nature of adults, adult development,
learning, knowledge, teaching and education.

M. Knowles, a renowned adult educator whom many
people acknowledge as the originator of the andragogical

approach, based his idea on at least four crucial assumptionsl

1. Allman, p. and F.ackie, K.J. (1S81) : Towards a Developmental
Theory of Andragogy; Monograph 9. University of
Nottingham, Department of Adult Education, p.2
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about the characteristics of adult learners. He believed
that these assumptions are quite different from those of
child learners on which traditional pedagogy is based.
These assumptions are:

(1) that the adult learner's self-concept moves*
from one of being a dependent personality
toward one of being a self-directing human
being;

(2) that he accumulates a growing reservoir of
experience that becomes an increasing resource

for learning;

(3) that his readiness to learn becomes oriented
increasingly to the developmental tasks of his

social roles; and

(4) that his time perspective changes from one of
postponed application of knowledge to immediacy
of application, and accordingly his orientation
towards learning shifts from one of subject-

centeredness to one of problem-centeredness.

Knowles' basic assumption have further been expatiated

/v

by Allman and Mackie. According to these writers, andragogy
is a theoretical approach to the education of adultSjWhich
is underpinned by the following set of assumptions :-

1. \luman beings are Social beings, which means that
their nature derives from their interactions or
transactions within their social and historical
contexts; therefore, whilst contributing towards
the creation of self, society and history, they are,

1. Knowles, M. 'An Emerging Technology for Adult Learning'

in Tight, M. (1983): Adult Learning and Education.
England, Croom Helm. ~ D

an Ibid.
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in turn, influenced by what they and others have
created, i.e. the entire context.

An adult person who is thinking, learning and
critically reflecting is a more adequate social being.

The potential for continuing development of thought,
feeling and self during adulthood entails qualitative
change in thinking and thought structures which
distinguishes the adult's development of various
forms of competent thinking from that of the child
or adolescent.

Creative and critical thinking rather than the
uncritical reception of other's thinking is
preferable because these modes g”™Jiinking foster
the full development of the adult

Creative and critical thinking are most appropriately
fostered by a combination of group and individual

self-directed learning.

A continuing re-integr&tion of the cognitive and
the affective domains is an essential ingredient
for effective adult learning.

Knowledge “ari be seen as both an open system and

closed system. When it is seen as an open system,

it is something to which the learner can add or which

can be altered by critical thought. Even when perceived
as a Closed system it is something which can be used

by the learner to solve problems or to create new systems.

S . . . - . ,
Learning involves thinking, discovery, enquiry
critical reflection and creative response.

Education is not about transmission, but rather,
it is about selection, synthesis, discovery and
dialogue.

Allman, p. and Jackie, J. (198 ): on. cit. pp. 36-37
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This broadening of the approach arose as a result of
some critical statements about andragogy. To those critics,
Knowles' formulation of the approach is nothing but an
extension of the progressive pedagogy. The reason why
andragogy goes beyond and even contradicts pedagogy,” that
an appropriate theory of andragogy derives from all the above
distinct set of assumptions about the nature of adults,
adult development, learning, knowledge, teaching and education.
To apply the pedagogical approach to the education cf adults
is to ignore the difference between cognitive development
during youth and that which is possible during adulthood.

We have argued that happiness means the satisfaction
of desires. The choice of desire, thus becomes a determinant
factor to satisfaction. Therefore, if an adult is taught to
choose achievable desires, he has somehow been taught to be
happy. Achievable desires consists in one's capability,
aptitude and o unity, a specific aim of adult education
should theref be to teach the adult to discover his

capability, aptitude and where to get these developed.



CHAPTER SEVEN

CONCLUSION

In this concluding chapter, we shall address ourselves
to two main assignments. The first one will be to briefly
give a resume of the contents of the previous chapters so as
to highlight the cogent areas of profound concern in this work.
The second one will be the consideration of
of the findings of this research for the var
the Society that have a stake in adult education. These
include teacher training institutions adults of all
categories, and all our well placed p inthropists.

It also has great implications for policy makers and all
employment agencies. We cannot continue to pay lip services
to the need for adult education; the situation has arisen
that demands very urgent action and this should be done in

earnest by all concerned.

Summary of Research:

The question of aims and objectives is very crucial
in any activity - be it long or short term, in the sense
that they serve as focal point and at the same time, as

measurer of our endeavours. It is for this reason that



careful consideration has to be made when aims are accut
be formulated. At both the planning and implementation stages,
aims must be clearly stated so that everyone involved in its
course is able to contribute meaningfully to its success.
It is perceived that aims in adult education are prescriptively
stated, and this contradicts one of the criteria of adult
education that, adult education should be situationally
relevant and related to the learner.

Since happiness is an emotional
aspire to be with nature; we made effort to examine the concept
philosophically in the early chapters of this work. Such an
examination has included the various uses of the concept as well
as the possible interpretations of such uses. Our analysis
reveals that freedom of thought, autonomous decision making
and self effort are important elements for human happiness.

These elements are later founa to be the accepted
characteristics of\a normal adult. As such, the development
of these characteristics In a manner accepted by the
utilitarian doctrine tantamounts to developing in the adult
through education, the happy state.

Furthermore, we developed a theory of happiness which
makes the chooser of his well-being and therefore the

promoter/developer of his ideal happy environment.
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This is a situation that can be reached not only after the
individual has been able to realise his potential, but can
as well take an autonomous decision to choose between
alternatives. This, however, requires an exposure to efficient
teaching. The adult teaching is a process which enables
learners to be in control of their thinking. It involves
learning and thinking with others who are learning and thinking
There is no doubt that the adult is a social being whose
nature results from his interactions with his social context.

In addition, adults have important trait - the
potential to undergo changes in thinking throughout

\"

their entire life span. For this, they are able to develop
continuously, and take control over their thinking. To be
able to attain this educational ideal and remain in it for
life calls for proper instruction and motivation.

Apart from th# adult making efforts to attain his self-
fulfilling prophecies, other determinant agents contribute
immensely in making them achievable. Such agents are employees
of all types, higher institutions of learning, philanthropists,
policy makers, government agencies who are in charge of
financing and providing for adult education. W shall now

examine the contribution of these bodies in making a success

of adult education activities.
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The Role of Government Agencies:

The ideology of adult education is based upon needs,
access and provision.l These three situations call for
government assistance and direction. When we talk in terms
of needs in adult education, we are usually referring to
basic needs and community needs. Basic needs have been
clearly enumerated by Maslow; these are food, *****  love
and self esteem. Food is obviously the strongest of the four,
and will affect others if it is lacking. Maslcw says that self-
esteem is more important than the esteem of others. But
there is a critical rider to his identification of these four
basic needs. It is that the pre-condition for the satisfaction
of these basic needs is the free use of cognitive capacbitie_s
as a set of adjustive tools which serve to satisfy those?ileceds.

But, "the need for safety, belonging, love-relations
and respect can be |*H sfied only by other people i.e. from
outside the person.” Now to Community needs. Community needs

refers to the well-being of the general citizens by governmentl

1. Griffin, C. (1984): op. cit.

2. Maslow, A. H. (1970): Motivation and Personality.
Harper Row. Page 54.
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to ensure peace, better productivity, freedom to the extent
that the structure of Society is preserved. Continuing
education is the only means th:ough which adults can be
helped to find more meaning in life, gain some sense of
security, self-respect and independent significance*

The government therefore has an obligation to neke sure
that education is a continuous process. The present situation
which makes very meagre allowance for adu”vecucation snould
be reviewed. Employers should be mandated to set aside
special budget for re-training of their staff. At present,
in this country, there is no particular place set aside for
adult education classes and the National policy does not even
make provision for adult educators. Rather, the policy
says that philanthropists should come and to offer help
in adult education classes free-of-charge. All these
situation rrf.ka adult education to be a ..leaningless and
not too serious/activity. Firstly, there should be strict
regulations about where adult education classes should be held.

In view of our target clientele i.e. farmers and
markaJ2swonen in relation to literacy classes, government
coul™Khire sonme stalls right in the market places, so that
when these wonen cone to sell their items, they do not have

to walk too far to attend classes. Such classes should not
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be handled just by anyone who can read and write, but by
someone who had gone through a teacher training institution

and he/she must be a full-time government employee.

The Role of the Universities
Patrlcularly Department of Education;

Presently, only a handful of our Universities have
departmentsof Adult Education and it is only students who
belong to such departments that are exposed to courses in
adult education. Again, this situation should be reviewed.
All our education students should be exposed to, at least
the theory and practice of teaching adults and this course
will even maeke them better pedagogical teachers.

Universities have a great part to play in promoting
the culture of continuing education in this country. More
courses and professions than hitherto should be run on
part-time basis for mature students who cannot afford to
go on full-time studies. It should be realised that education
means money, such mature students should be given some
allowances to augment their expenses on books and travels.

Education as is known, is for the development of the
mind. There are sonme people whose interest in education
is not for employment but for self-actualization. As such,

Universities should review their entry qualifications as
regards mature students. They should not be made to go

through the rigour of Joint Matriculation Examinations or
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General Certificate Examinations.

From time to time, Seminars and Conferences should be
organized for serving teachers thus providing them the
opportunity of up-dating their knowledge and of learning new

research outcomes.

Role of philanthropists:

The enthusiasm of well-meaning Nigerians shé&uld not be
dampened by taking their activities for granted. One of the
criteria of adult education is that its aé&tivity must be
educational in nature. As such, the policy makers should
coordinate the efforts of these philanthropists so as to make
it meaningful and purposeful and, as much as possible, give
them a guideline as to what should be done. This coordination
would better be the burden OTy'the Department of Adult and

Continuing Education of each State Ministry of Education.

This Department will also ensure that the aims and objectives
of adult educetion policies fall in line with the overall aims
and objectives ‘he nation.

The Adult learners:

Many of our adults Clientele are not accorded the
necessary recognition that will enable them perform their
proper roles in the Society. Many government policies are
passed down to them without actually giving them the

opportunity to discuss and have full understanding of such
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policies. This type of situation further aggravates their
ignorance. More enlightening programmes should be embarked
upon now especially at this transition periods. It is a
truism that the MAMSER, the DFFRI are some forms of
enlightenment programmes by the government and they have been
doing a lot. There are still more to be done. It is not
just enough for then to tell the adults their rights and the
functions of government. The adults in oue Society too needs
to be able to partake in policy matters*N K such, a form of
library should be built in each LocalNcovernment, stuffed with
books but Darticularly newspapers both of this country and
of other countries.

Also, seme form of educative proarammes like the'head start*
programme of the united <S>tates of America can be organised.
This programme is a sort of formal school learning organised
so as to help parents understand what their children are
learning in school. political education/awareness could be
so taucht theoretically. Thereafter MAMSER will organise
discussion groups when they come to meet these people in their
various communities.

Moreover, the type of fanfair associated with Better Life
for**"*Rural Women Programme should be discarded. There is no
doubt that as an innovation, the programme needs to be

publicised, but there is a limit to which such publicity
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should be made. The programme appears to be superficial
now; it becomes deep only at the level of educational
involvement. Better Life Centres should be built all over
the place where these women will be exposed to both the
practical and theoretical, aspects of their trades. Specific
knowledge should be highlighted; such as our indigenous
vocations, mother-craft, and we must not lose sight of our

simple literacy programmes.

implications for Curriculum Planners:

Here, we shall examine the role the Curriculum planners.
Adult learners, no doubt are likely to have a strong sense
of what they wish to learn; and learning contracts are an
obvious way of dealing with that requirement. The problem
now is, how does a single teacher or curriculum planner
manoeuvre a programme that will meet the needs of the many
individuals in the class. Difficult as the case appears
to be, planning should be made in such a way as to meet
individual learning programmes. This means that the content
of what be learnt should be person centered and not
institutional centered. For the learner to choose his course
of study, he should first ask himself this question: ’'what
will | be able to do at the end of this study which | could

not do before ?f Whatever appeals to him are what he needs
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to know as a person. As such, provision for the curriculum
should be as rich as the number of problems facing a
particular society. These problems should be identified

and clarified and they will in turn be the bases of the
curriculum planning. One important objective to note in the
content of the curriculum of the adult learner i£~bhat the
learning programme focuses on critical thinking, critical
awareness, on problem-solving and the application of knowledge,
This involves familiarising students with assimilation,
analysis and synthesis of materials - facts, ideas,
hypotheses - in such a way that they are better able to solve
problems, arising in quite different circumstances.

This is in conformity with the ideology of adult education
which stipulates that the adult should develop towards an
identity of values and characteristics which he has chosen
for himself, not one which we have prescribed for him.

He knows what his personal ideal is, and he knows how he can
best reach 7it, and therefore he is best placed to judge

how/ far his learning has helped or hindered his development.

In this way, the learner can develop a sense of autonomy.

Adult Facilitators Role:

The role of the facilitator becomes imperative at the

point when the adult finds himself in the learning environment,
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We have found that amongst the characteristics of the adult
is his autonomy. It is through autonomy that he can

attain his self-realisation, social progress, pleasure,
some sense of morality and the human status. The facilitator
has to design some form of teaching that will encourage

and promote these traits. First, he has to develop in his
students a sense of independent learning. This can be done
through group discussions, group projects”™yogr even study
circles. In all cases, the Facilitator should avoid the
imposition of his own ideas. However, the need for the
traditional type of learning cannot be ruled out in adult
classes. This is because

from some traditional forms and meaning of knowledge such as
those stated by Hirst and Phenix. Therefore whether the
Facilitator is concerned with cultural or vocational
education, the need for an amalgamation of the general
knowledge cannot be over-emphasized if the learner is to
come out as a chooser. All that is important is that the
teacher should maintain a democratic control of the class

activity as well as a collegial authority.
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Adult Education in Society:

The need to create an educative society cannot be over-
emphasized. This has to do with the power of literacy which
Freire saw as a means of liberating the oppressed from the
oppressors. Kill too, placed a great premium on education,
though for him, he saw it as a means to attaining happiness.

He believed in the educability of all human beings and this
meant that men, women and children are susceptible to influences
which assist their growth towards goals which are deemed
worthwhile, be it happiness, freedom or what have you.

Education should therefore not be seen as the privilege of

a few, but as the right and the obligation of all. The value
to be derived from a si tuatioiC such as this is active
participation in decision making by all concerned.

There is no gainsaying the fact that participation in
social and political life is necessary for a positive conception

of individual happiness and psychological well-being. In order
to make participation effective, there is need to establish

a clear channel of communication. Again, the importance of
education/literacy is here established. But the education

that is jieeded has to be continuous. This is because of the
technological changes taking place every day.

For Nigeria to attain a Utilitarian Society,
a Society that cares for the well-being of her
citizens, that preserves the ’human right' of her

citizens, the creation of a learning Society becomes
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paramount. By 'learning Society' is meant a Society designed
to be supportive of individual lifelong education. If the
society is to be a continuous learning one, it has to be
conscious about education in its total sense; that is,
conscious of the educational relevance and potential of its
institutions and also of the general environment. By this

is meant the way of life of its citizens and such a society
must make up ner mind to maximise her resources iIin these

respects to the utmost. It is a Society which follows Dewey's
advise to look to all its institutions not merely for their
efficiency and productivity but also, and more especially,

for their educative potential.

The educative instrumentality of the society is convenient
fiction whose only reality lies in the individual persons who
are considered as constituting, as it were, its members.

It follows that the interest of the community is the sum of
the interests of the several persons who compose it. If the
Society iIs so important in the promotion/attainment of the
individual happiness, then it is Iimportant that education
should not be the confines of schools, Colleges, or
Universities - though these are important institutions where
educative influence is concentrated and focused on clearly

formulated goals.

Garforth, F.W. (1971): o£. cit. p.10
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The home, places of work, recreation centres, villages,
farms, are all potent educators. If this be so, education
in the utilitarian sense means a switch of focus from the
teacher in the classroom. It points to an education of
involvement, of participation, or experiment, of activity
rather than passivity. Such an education requires freedom
such that will allow the learner to choose the direction of
his interests and energies, establish his own interaction
with the environment. The idea of the learning Society sounds

good, such a community will ease the flow of information,

quick and clear information gives direction to what is expected
of the individual, and an ability to be able to perform to

the progress of one's community is an achievement that carries
a moral and religious sanction - 'to make the world a better
place than | met it'. This Ss an achievement and achievements

are immediate means to happiness.

The Utilitari morality does recognize in all human
beings the power of sacrificing their own greatest good for
the good of others - it is an altruistic theory - and so
recommends Education, which it claims to have power over human
character as an instrument to establish in the mind of every
indi-vi~- 1 an association between his own happiness and the
good of the whole.

If therefore this work generates the desired
attitudinal change, it means that Nigerians generally and,

in particular the adult group who hold positions of power
and, who are affluent would take it as both their civic and



283

and ethical duty to sacrifice their time, wealth, position,
intellect to alleviate the sufferings of their fellow

country nmen. Again, if this becomes the aim of everyone,
corruption, selfishness vandalism, robbery of all sorts

will soon become a phenomena of the past. This is what
utilitarianism is about - the improvement Oy”~aankind. Thus
disciplines of Adult ar.d Philosophy of Education would have
contributed a lot to learning in this country if the suggestions
put forward in this research gets to the arm of government

that deals with planning and inpiri“enting of educational

policies.
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