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S ABST§>pT”1" ST
In almost every country, education has become such ‘an

L S

iimportant commodity that governments ‘are constantly under

pressure to cope Wibh an _ever- increasing demand for ‘more R

places in every level within our educational institutions

What is not evident however, is the nature and exact

returns- expected both by the public and the rec1pients of

odity known as. education )

Sometimes ‘he government's expe'ted returns fnpm educational
seem to b&.incompatible w1th the individual -
expectations ther times» the general educational

obJectives are at variance with the educational practices

‘they are supposed to Justify L . . N

‘~Thus the-study undertaken here is a thordugh

“exahination of yet another attempt to justify educational

practices | The Justification /which is in a form of an.?
educational theory, is based on an ethical theory commonly
referred to as utilitarianism The 1nterest to evaluate the
plausibility of utilitarianism derives from the fact that most

) R
ofs the educational practices offered n the former British

Colonies are based on distorted versions of utilitarianism. - .

s Ve
The study shows that education as we commonly understand

’it, has two basic functions preparing one ‘as an individual

as well as a member of a certain community, In light of this,

‘“vs.education has to develop in an individual, both individualist

¥
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and collectivist values or'ideals ‘ However it 1is further -
sh@wn that utilitarian educational theory, even that wqich
Barrow advocates, fails as a justification due to its

tendency to develop in individuals individualist ideals at

.the exgeggeqef*eedlgctivist.ideals.. The cenclusign\that

utilitarian educational theory (even the most plausiBle),

;isluntenable'as a justification.of educational practices

is'aJEZVed ataby making a caSe that as a general ethical

'.t ory, utilitarianism is a poor guide to human conduct

_iThe general conclusion of this study is that the
) . Jo2 . i co . - ot
educational system in Kenya should attemptvto inculcate in

studehts, a balancﬁd/éikt of - both individualist and
\

‘collectivistdig\als This- task can only be fulfilled if the

utilitagian elements are seen’ within deontological principles

>
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Chapter T - =,

A INTRODUCTION. e T
. Ny S
it\ A Brief Statement of the Problem

In the Western WOrlG3 education has been rEgarded as the -
most eff101ent institution for reforming societies for the‘
bezter. This faith that is placed on education as a means -

of improving societies 1s ea51ly revealed when we look at tne

werk of acknowledged educational theorists such as Plato

- e

-jAristotle, Thomas Aquinas and Dewey, to mention Just a few

: the colonized“African nation§ were fighting for political'

During ‘the interaction between the West and the rest of the,

N

wcrld, the.faith in~educati0n as_a\meanS-of improving(ghe'u'
well-being of societies has been spread'andkreinquced.»

During the era of Colonization,sthe African Continent had p

'picked up a share of this blind faith in education

A

That the African Contineﬁt had acquired the same faith, SR
% . v

'fin education as a means of improving the well being of

'jsocieties became more evident during the 19603 when most\of'

, P 5 v
,independence For instance, fp May, 1961 the African states R

N\

. -held a conference on Development of Education in Africa

This took place in Addis Ababa The Conference was Jointly
{

eiorganized and convened by the Director General ot UNESCO and ':_ :

f~the Executive Secretary of the United Nations"Economic_f .
3 One of the most important 'j,,j} TR DR |

i-recommendations to come out of the conference 's deliberations"»

'Commission for Africa

e, 3 i
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was- that education in Africa shduld be geared primarily

towards-manpower development As we shall see later, the .
. recommendations of this conference (commOnly referred t0°as/

the Addis nbaba Conferenceg set the pace and the‘direction

that education was to take in most of the new African states'

during the 19605 agd the 19705 Th%s,»in almost all newly

3 independent Africaﬁ states, there was, a call for the expansion S

O_

of education in order bo develop middle and high level

9

1.specialists who would take over the positions in the

government or. the private sectors left by the Colonial°
o S ) TR S o SRR
’governments BRI u fﬁ,f.. ig : :' R '1,?

'However, partly as aﬂresult of the edueational p01101es\

:which were inclined towardsxeducational expansion and partly due

c @ e

'b. Lo the rewards that accrued to positions held by those who

had acquired formal education, there developed amdhg the

@

f’African people an insatiable desire for formal education gBut;,v,

"during the late 19605 and early 1970s, the unrestrained
".erducational expansion in Africa brought about unexpected and

LS

'_unwarranted cohsequences Among these consequences were

'Junderemployment unemployment and the creation of a

q - \1,

’Jvdistinctive class structure establishing a new minority of

7‘rich people on- one hand and a majority of pgor people on the

other During the 19805 these problems have become so intense”fo”

;in sqme African states that they are threatening the survival o

,of these very states.c "’;f.yc“‘ amE S

As usual many countries have realized the magnitude of
_ e .
the problems of underemployment unemployment and class

N 't

"structureé which are identified with unrestrained educational
e v i. ‘ : : SN . L

.4' “ . PN
L \ CoLiaell
R
. ;
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exgansion, Agai>, many scholars have addressed themselves

X ‘ .
\ !

‘to \hese’problemk< The scholarS'mostrinterested in these
) < i~
proble from historians, sociologists, and

economists to anthropologists and planners. While I do not
doubt for a moment the contribution that these scholars have ’
made towards understanding angd eventually overcoming problems‘ "
associated with educational expansion, I want‘to contend that
part of the problems tfat face most of the forper clonized
Africanxstates (particularly_the%former British Colonies} is'/
thatAtheir educational policies derive their foundation on
ill—conceived versions of\utilitarianism'inherited from the

\ - -

education system offered during the Colonial period. Td;

argue my case, I will discuss Kenya's educational policies . .r

'and practﬁoes before and after independence. .

‘Having successfully show$ the utllitarian assumptions
) . . o [y
behind educational policies and practices before and after -

independence in Kenya l‘shall then attempt to indicate‘that

i

althOugh there are positiye elements\siiiin a utilitarlan-. ~
< _
based education, as a.theory’of educatl 0, utilitarianism 2
- .

(even in the most plausible form) must be found wanting. To
make this case stand, I will briefly discuss various forms of
<utilitarianism that have evolve@ ever since the traditional

form was first articulated by. Jeremy Bentham and John Stuart

Mill In terms of arrangement the discussion ig this
a o
section will appear: as Chapter II
Although I have claimed that both pre- independence and

e
posf/indepengence educational policies in Kenya are based on

'“shades of utilitarianism, this fact has not been brought to
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the attention of the eaucationlits g@in, although many

modern,phllospphers such as J.J.§. Smart and B. Brandt‘have

argued a strong case for utiliter aniem as a. plausible

ethical theory, few nave~attempted to use utilitarianism as

a Justlfication for educational policles and practices.

Chapter 111 w111 be a §1scu351on of Robin Barrow s bold’ o k
clain that utilitarianism is the only acceptable justification
of hnman conduct. In Chapter IV the concept of happiness,
which 1s the cornerstone of utilitarianlom will be dlscussed
Chapter V will be a study of Barrow's attempt.to

specifically apply a utilitarian ethical theory as‘a‘
justification of educational activities. However, it 1s
important %o point'out that Barrow is discussed here not so

¢

much for his allegedly sound philosophical arguments for the
form of utilitarlanism he adyocates, but flPSt as a provider
of historical background and second, for the insight that his . «
arguments throw with regard to the weaknesses of a utllitarlar—
based educationgi theory

In Chapter VI, an attempt wlll be made to offer a more -
plausiblevphilosophical base for Kenyan educatibnal theory
and practice. Finally, Chapter VII will be a recapitulation’
and conclusion of the main points in the thesis.

2. Some Literature Relevant to
the Problem '

)

(1) Kenya: Béckground Information

. Kenya has an area. of about 59bmillion hectares and only

2 percent of this is water-covered. As the country stretches
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across the Equator, it displays a variety of climatilc N

conditions; ranging from the snow-capped peak of MoudEJKenya'
at 5199 metres to the humid tropical coast:and the deuis
equatorial forests to a rather harsh arid.area with a mean'
rainfall of less than 200-230 mm. Although Kenya's economy

depends on agriculture, only about 18 percent of its land

- can support agricultural actlivities without the aid of’

irrigation.
-“Currently, the population of Kenya is about 16 million

(1979 census) and growing it the rate of 4 percent per annum.

.More than 90 percent of the peoplé live in the rural areas.

About 20-25 percent of the rural population is in arid and
semi-arid areas while the rest are concentrated in high

potentialvareas The country 5 population 1s composed of

about 4o different ethnic groups of African origin The

rest of tﬁe population is composed of Asians, the Europeans

and other smaller racial groups. Kenya was under the British

vColpnial rule for,over 50 years until December 12, 1963 when

v

the country gained its political independence. -JJ/,

(11) Pre-Colcnial African Traditional Education

It has been acknowledged that African sociegieSchad
thelr ?wh forms of education prior to the Colcnial.period.
This.is dueiperhaps to the realizatibn that euery community
needﬁ to uave a way of pa551ng on accumulated knowledge to
the young,'ensuring the survival of the community Africam
traditional- education was primarily informal rather than
fo%}al, as is the case with-the Western type of education.

5N
Y -
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:thig_sense of belonging to a group.
’ \

s

Although there were*no formal schools, traditional eduoation
embraced all the dimensions of the communlty life which |
included skills in various occupations such as farming,
fishing, huntnpgiand gathefing; the occupations that the
young were prepared to:occupy were partly dictated by the
geographical and climatidal conditions that the particular.

soclety lived in. Apart from the learning of skills, the

young people were introduced to the norms and the religious

beliefs that the community held. - Most important, traditional
education introduced the youth to what was'considered good
and what was considered a "evil and how these concepts

gopd or happy life.2

‘kglated to what the community considered as the ooncept-ofh

Talking loosely of African traditional education may seem

like) y to imply that there was one nom@geneou s indigenous‘

L . .
Africa soclety beforeﬁthe period of Colonization. This is <
far from the truéwnature ot/thg/sitﬁation then and now.

However, although Afridaﬁ socleties were different and were

W

“involved inkdifferenj cultures, they all seemed to emphasize

one -thing: awsocial ensitivity which made one lose oneself

-

in the group. \It was the goal of education then to Inculcate

/
3 This point is further

emphasized by Jomo kenyatta (the first President of Kenya)

/
-Wwhen describing the traditional education system of the

\

Gikuyu ethnic group. when he states that | =

The striking thing in the Gikuyu system of education,
and the feature which sharply distinguishes it from the
European system of education, is the primary place

' given to personal relations. Fach official statement -of



—\ ‘educational policy repeats this well-known declaration
that the aim of education must be the bullding of
character and not the mere acqulsition of knowledge
But European practice falls short of this practice;
knowledge 1s the dominating objective oﬂ\the European
method of teaching in Africa as a whole a d, as long
as exams rule, it is hard to see how anyth ng can be
given: primary importance. Y

Thus, 1t 1s with the personal relations that the Gikuyu
education was'concerned”with'right>from the beginning. -’
Consequently; this'type of traditionalAeducation could make‘
individuals detest any selfish tendencies that- might appear

in the community As Kenyatta puts it, the selfish or self-

: regardihg person has no name or reputation in the Gikuyu

community. An indivlidualist lS looked upon with suspicion

and is nicknamed "Mwebongia”,;or one who works only for -
himself/herself and is likely to‘end‘up'as a wizard.2
One mistake that is often made when discussing

traditional African education is*to treat it»\as if it Wag so
. S I
perfect. that 1t would need no improvement Even if we put
- N

traditional education within the context it operated within,

we will find that 1t was more inclined towards‘retention.of x

‘the past rather than encouraging the youth to be more

- creative. Again, for those who praise it-as if 1t could

solve all our soclal problems, they_need to be reminded_that
the concept of social awareness inherent in traditional
education was narrow- operating within a clan or a small
ethnic group To be of any use today, the social awareness’
has to go beyond one ethnic\group, embracing other ethnic‘

groups to form the new states. African traditional education

may have had weaknesses but it was efficient in that it could
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‘that of the missionaries; explorers,and traders. Among these

interested in Kenya as being within 1ts own'sphere of

- specific ends

make the young feel a part of a 1arger community, which i

e ‘L,

survived by 1its méﬂbers working together This was the
picture when Western education was introduced to Africa for

the first, time. - . -,

(111) Colonial Education

The first Substantiai Western influence in Kenya was

groups, the m1551onaries were the most interested in the“

education of the African. peoples This 1is understandable,

since their main objective was to convert the African people

to Christianity. .However,‘as the British government_became

-

Anfluence, it became more and more interested 1n the education

‘of the African peoples. Like the missionaries, the British N

government saw the education of the Africans as geared towards
. “

7

That the British government was interested 1n African

education became especially evident in 1911 when the Colonial

3

government established a Department of Education under the

'directorship of J.R. Orr.6 Two years later, on April 30,

1913, Orr and other government officials met to establish
some guldelines for African schools. During the meeting it
waSrreCommended that the Colonial government in Kenya
estaoiish primary (elementary) schools Which emphasized

technical and agricultural instructions.’ The thinking behind

this recommendation was that; in the past, the Africans

tended to produce only what was sufficient for their own

\



. *_ |
requirements If the recommendation proposed was carried
out, then the African would develop meroantile habits of
industry, which would-improve ndt only‘t\e local'production,
but also the outside labour marketlg ‘Fo xample by ’
teaching improved techniques in agriculture, African schools &‘
would increase production in African reserves and at“the
same time release some labourers who would ?ork in the
European\estates.g T@rpuththe same oint in another way,
the African was ‘being trained to.be a-uSeful member of the
British Empire v He/she was supposed to contribute to the
well-being of the Empire for its well- being would be his/her
well-being. .-~ g

“The interesting point about the 1913hproposal on
'African education was the way'it ignored‘the African.
interests, even when it was assumed that they were a part of

a big empire The Colonial administrators such>as Orr saw"
“only how the Africans could be renderedbmore useful\in\terms
of Seing able’ to. perform certain tasks for the benefit\o\
| fthei@olonial government at still cheaper rates. As Robert
L. Tignor correctly points out, the proposal revgalsbthe
extraordinarilyutilitarian view of education. Education
was always seen as an‘instrument for effecting conversions
(through missionaries), facilitating economic development
ang producing loyal subjects 9°

The next major policy with regard to African education T
came in 1919. This policy was a result of a. special
commission set up to give further guidelines as to the type

of education that the’ Africans were to get. The commission
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- education was to take,

v;

was, composed of the government officlals the European

-

settlers and the mis sioharies, three groups that played.a -

major role 1n_influenc1ng the direction that African

10 The‘Commission rejected the earlier -

~ proposal that the Colonial government establish Africarn

6y . o

' schools. lnstead, 1t was recommended that.the government

continue giving financial support to the schools’ which had

\ .

been established by various missionary groups. 'However, it

' was also recommended that the Colonial government ask the

missionary schools to offer two speciflc types of education
besides ‘the religious one. First the missipnary schools

were to provide Africans W1tn literary training up. to ll

years of age Second technical education was to be offered

to students between the ages of 12 to 18 years. What seems
evlident 1is that the government oftic1aic5 the settlers, and‘the

miSSionaries had a stake in African education. Africany'

‘education was structured in such a way‘that it'would serve‘

the interests of these three groups. When the interests of ’
the three groups conflicted, which was quite often, each group
opted'to go 1ts own way, which meant providing Africans with

a type of education which was biased towards a specific goal.

: The.best i11llustration of how various groups attempted'to

influence ,the goal and _Stl”l,lCtUI’e ofAfrican education bef‘iore

independence is given by John ‘Anderson in The Struggle for
. < A ' B

the SchoOls o : : o - o
But the missionary groups were’ﬁog happy with the

direction that African education was taking in British

Colonial'Africa, following earlier government educational
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policies. Thus, the Committee of the Conference of

Missionary Societies in Great'Britain'and Treland submitted .
'to the Secretary of State a memorandum tha% included a
recommendation for the establishment of a permanent
jeducational advisory committe%~within the Colonial office.
Following a meeting in 1923 to\consider the above
memorandum the\Secretary of State for the Colonies appointed
the Advisory Committee to look into the question of Native

Education, in the British Tropical African Dependencies

The AdVisory Committee published its recommendations in

1925 in what *is now known as the Education- Policy in British

Tropical Africa. 11

¥

The recommendations of this Committee were different

[

from the earlier policies in that there is. emphasis on the

t

African 1nterests rather than the interests of the. Colonial

government In light of this, the authors of 1925 policy asked

that education of the Africans be adopted to the African

-

. living conditions. This' meant that the type of education that

the Africans acquired be suitable to them in their colonized

situation "~ The programs offered in African schools included

| instructions on health the use of the environment

handicrafts preparationfor home 1ife and the use. of leisure
?

time In terms of the medium of instruction in the school,

vernaculars were used in the lower grades while English was

used in the higher.grades.,

T Ten _years after the 1925 memorandum, the Advisory

Committee on Education in the Colonies published another |
]

policy the Memorandum on the Education of African

»

—
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/,follows

' put:into practice depended~mainly on how the Africans, the

12

Communities. ! The 1935feducational-policy was an extension'

of the‘lQES“recommendations The most: important

recommendations in the 1935 policy could be- summérized’asx
4 S ¥
(1) to show the educational signlficance of the _
inter-relation of all the factors in community
- 1life. How the school could make its most
- effective contribution only as part of a more

- comprehensive program -directed to the’ improvement” —
of the total l1life of the community.

© . (11) fo show a clear recognition of the intimaté
' - connectlon between educational policy and economic
policy,gﬁemanding a-close collaboration between -
~ the ferent agencies responsible for public
,, agriculture and schools.l N

The ‘Memdrandum had established very easily how the
- . “ ) - .
ffction of African education was to be understood. On the

one hand, the school life was to h% related gs’ciéiely as

possible to the institutions and traditions of the ‘society

“of which the students were a part. On the obher~hapd ' school

1ife was supposed to provide to students knowledge and skills .

which would prepare'them for social progress and to cope
with changes taking place,in their traditional communities 1k
Ehat was most important it seems to me, is the sincenity‘

portrayed in the British educational policies for the -

African education 'in 1925 and 1935. Whether or not these

el

polrcies were put into practice is another questiona Finally;

9 e . i . B . . P . .
as’ wenshall see, whether” or not the above policies could be - ,\\
g . . “ . :

missionaries, the goVernment administrators ahd the settlers

interpreted them (policies)

'

Despite the collaboration sought between the settlers
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missionary societies and the Colonial government with regard
.toTAfrican education, things did not always work.weli‘when
it'came_to practice. This was the case,despecially‘with the
miSSionary~societies, who suspected the government and the
settiers"motives for supporing African education The
,conflicts between the three - interest groups occurred mostly
whHen it came. to higher education These continuous conflicts-'
saw the establishment of different types of educational
- institutions in Kenya; 1nstitutions that werz to feature

L}

‘prominentiy during,the later'ye%fsiof the history of Kenyan
~education. Thus, around 1925 and after schools such as J/
Native Industrial Training Depot at Kabete the'Jeanes School
and Alliance Q}gh School were established lSsh |

4 .
N%_ize~lndustrial Training Depot (NITD) was in a way a.

‘response to the settlers' oressure for more trainincr of\
African artisans who were to be employed in the cities and

in large European farms 16 The school was expected to teach.
the rudimentary techniques in<building.‘ By 1928. the school"s

- course offerings included instructions in carpentry,
‘blacksmithing, painting, joinery, masonary, brick laying and

-tailoring 17 h

The Jeanes School was ‘based on the recommendation of

‘the Phelps -Stokes Commission published in 1925 which

: emphasized education that would help thé Africans to adjust t
to their environment - In these types of" schoolsj teachers 'K;

_were instructed on tech ques of simple hygiene, sanitation

and agriculture, among ther things The graduates from~the

_ school were expected torreturn to thelr home areas and ‘-
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practice what they had learnt
Alliance High School at Kikuyu was established in 1926

as a result of -a conference of the Protestant missionary
groups that werevalready operating.iniKenya.at this period.
To start With the institution was proposed as a college
where Africans would be given advanced training in
preparation of African Christian leaders for the hoped for

. African church.~.In the.college, four«courses were suggested:

'theology, education, medical instruction and industrial
training.18 The Colonial goyernment,,with a-lot of pressure

tf‘*\ from the European settlers, did not'like what the‘Protestant'
,missionary groups were‘proposing.. Thus; the government ‘ |
officials'cautioned the missionaries against any attempts to
offer too much:literary education to the'Africans Mindful

, of the government's view on African education, the missionary
groups modified their original plan and opened Alliance as a.VF
Junior secondary school. To be admitted to the school a
student had to have a School Certificate of Education ~ The

a graduates from the school obtained a Higher Certificate'of
Education after three years of study. The programme in the

‘ school was structured in such a way that the first two yearS-

“Awere devoted to general, or what is commonly kaown asl
vacademic,,education;‘ During the ‘last year, the instructionS"w

were primarily in agriculture teaching and commerce 13

R J
As a result of the early introduction of varied
educational'opportunities,‘the;Africans.responded well; Guy
Hunter puts the‘point well when heﬁsays;'ﬁWhilefat'first the

European System ofbvalues and-schooling'Was_oftenvviolently
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rejecigdﬁdr neglectedi\a time came when Africans suddenly saw in
1t th:i\\salvation both from their poverty and from their
"inferiority' to the developed nations n20 Although there’ are
'vmanv ‘reasons why Africans developed iﬂterest in. Western education
perhaps the most important one was the benefits that accrued to
the ‘new knowledge For examplef the few Africans who wgre .-\ :
fortunate to. acquine the new educational skills of reading and B
/writing had a better standard of. living than the rest of the
tommunity. Teachers and clerks became the‘standard to be emulatedi
by the’ community . In other words,‘all of a sudden the type of»/j';

traditional agricultural activities came to be identiffed with
. e ? ‘
backwardness while book learning was identified with progress 21

But while the enthusiasm for more formal education

ycontinued it also became apparent that the Africans were
‘becoming selective in terms of the content of" education

loffered to them This is an: important point to- make for 1t

.vfintroduces another interésted group (the Africans) apart from' -

those mentioned earlier which was going to play a prominent -
role with regards to African education vIn Kikuyland in

\
particular the growing interest in formal education meant

_that the/missionaries who- controlled the sc ools were to open
up more educational opportunities As well as offering more
Liliterary education, the missionaries were also attempting to , j‘ﬁ
inculcate their ggstern-Christian customs to the Africans -

~ One of the earliest cultural conflicus between the"\
"European and the Kikuyu people centered 04 the circumcision

' of girls This custom was 80 fundamental to the Kikuyus

ihat most of them were not willing to comprémise it

o



(o . R : .
X oy ﬁ\
" in order to acquire Western education which was. offered in B

the miSSion schools In order to acquire literary education
without compromising the Circumcision of girls the Kikuyus
;started what was known ‘as. independent schools or "bush ,.5}
: schools" In these schools, students wene offered primarily
literary education (though of inferior quality since: the
teachers were mostly unqualified) Many historians think that
i’gthe circumcision controversy. was the first step towards the

_ development of nationalism among the Kikuyu people

For our purpose some pointsccould be ‘made from the

- /

historical development cited above. First the more education

the Africans acquired “the more they saw it as a means of ‘
economic development As Tignor points out by 1930 many
Kikuyu families looked upon education as the most important
economic alternative to agriculture 22 Secondly,vin the early
' stages, the Africans had come to prefer academic education to
‘wtechnical and practical education with regards to their economic ?
returns each type of education enjoyed This was partly as aii
result of‘careers occupied by those who graduated from the
'first educational institutions for Africans such as Alliance |
'High School, Native Industrial Training Depot ‘and Jeanes School. ‘

“In other words the graduates from Alliance had a bett.ﬁ

A

:wchance of getting better paying JObS than graduates from th -
) other two types of institutions Another reason which- g
:the Africans press for more academic education was the :
—fact thatothis was the type of education that was being
offered to the European students _ The Africans saw techhical

~and practicaleducation as being inferior to academic
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The Africans' aspirations for more education grew even

Stronger after World War II. This was partly due to the new

- awareness of the outside world thaf\some Africans had

acquired, and their roles in 1it. Thus, through the

Colonial government and the missionary schqQols' efforte,

‘the nuhoer‘of African children in.maintained aodvaided schools
had grown from 23,164 in 1924 £o 150,000 in 1948.%3 But even
}this degree of expansion could not ‘cope with the new
'd°appetite for formal education. To- create more space, more

-unalded pleaPy schools were started

P [

However, as the expansion of formal education continued,

1ts standard began to dw#fer. This was pointed out by the

Beecher Report of 19M9 when 1t said that only one-fifth of
all primary teachers had themselves atteﬁded a full primary
school-course. On top of that; even the mission schools were
overcrowded, understaffed and had no adequate books or
'equipment.2u In light of the above problems the Beecher
Report reoommended to the Colonial goverpment that African -
education be more qualitative than qugggfﬁ;tive

Speciflcally, the Report offered three suggestions to
overcome the 1OW—qua1ity eduoation that the Africans were

- . ?
getting: ‘one that the inspection duties at the primary

" school level be improved by employing more European and -

3

African staff, two that the teaching staff be improved by
making® sure that all the teachers had at least eight years of
prlmary education and three that thé school system be reorganized

into prlmary, intermedlate and secondary divisions. > The
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importance of chese diViéiOnﬁwW?§ that at each stage,vén

o effective sélectiZn in terms cf examinations would take place
to ensure that onl” those who were qualified went on to the

. next hlgher stage. Further, by dlviding ‘the educational
system into stages, the government was able to make some
estimates of the proportion of the African students who

- could benefit from higher education This was one of tie
first attempts to relate Afrlcan education with manpower
planning. It was also at thlS time that examinations became
SQ popuiar as a»medns of contqolling who advanced to the next
stage on the educational ladde;. \

| Flve years prior to iﬁdependence,}leSB, the tempo of
educational expansiou in Kenya quickened, particularly at tbe
higher levelsf.‘This'was due to the evef'increasing signs
that the Africans were g01ng to have their own government,
The Afrlcan govefnment would requlreiwell educated Afrlcans

- who would take over the Jobs which were occupled by the
expatrlates Thus wlthin these five years the number of
Afrlcans enrolled in 1nstitutions of higher learning increased

26 This was made poSsible by increase in bursary and

fourfold,
scholarship awards within and outside the country For
instdnce, through airlifts of students whlch were organized
by Tom Mboya, the then Secretary of Kenya African National
Union (K.A.N.Uﬂ); the number of Kenyan students in the U.S.A.
rose from 60 in 1956 to 1000 in 1963.27 s the expansion of
education was taking‘place at every level, thereuuere other

radical changes within thé system. For example, in 1960,

English'was introduced as a medium of instruction in African
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achools (from‘standard 1 and over) instead of the previous

\\ .

polioy where vernacular tongues were used in the lower
standsrds (grades) snd English in the upper standards.

Again; forgthe first time, African and Asian students were
admitted In what were exclusively Luropear schools

From the brief outline given above,. some important factc

can és summarized. Firstly,.the pre-Colonial education that
most of the African peoples were praotising ovef-emphasized
the relationship between the individual as a member of a
certain community. In.other words, the individual's well-
.being was always viewsd'from ohe perspective of how well
he/She fitted as a member of aréfoup. This type of education
was deficient for it did not encourage individuals to be more
creative aS=individnals. -Education was primarily composéd of
lthe youth interpreting the knowlédge and norms that had
accumulafeo'in a community over the years. For a community
where innovative and risk- ~taking attiozdes are not encouraged
in individuals, improvements of general welfare is usudlly

\

Secondly, Western education was introqﬁced to the

slow. )

Africans for various specific purposes. ,The missionaries
weré using éducation to convert the Africans to Cnristianity.
The’settlersfintended that by edutating Africans, they would
be:ablé to provide cheap lébor, which would mean |

more proflt from the farms. For 1ts part, the Colonial
government needéd iocal adminlstrators who would help to look
after the 1arge‘oolonies at a minimum cost. Although these

groups had different ideas about the purbose of education in

«
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Africa, they had one thing in common: they all 1gnored the
intef%st that Africans themselves might have had in Western,
e@ucation._ That'these groups ignored the African interests
in education needs some explanation. I think it could be
said tnat the missionaries the settlers and'the Colonial
government were interested in the Africans, but tne point is
that these groups‘only saw the African well-being impnoving
es a result of the'well—being of the British Empirel
improving. The mistake that was committed 1s to take that
what was good for the British.Empire was necessarily good for
the Africans who were coioniZed. This 1s a form of .
utilitarianism where the greetest happine%s of the greatest
number is to be accomplished by attempting to improve the
commnnity in general, If the missionaries, the settlers, and
the Colonial administrators considered the African interests.
as explained above, then we could say a rationaiiied» -
utilitarianism rather than utilitarianism was being followed.
This 1s because these groups took the African interests for

L@

granted.

‘ Finaliy, although the Africans accepted western ‘
edocation, the main reason for their acceptance was for its
economic value rather.than fon its social functions. In “
other words, the social element which was very strong in
traditional African education, was losing ground to the
iqeconomic'growth which was strong in Western education‘.2 This
’was due to the improvement of standard of 1ife4€or those

: Africans who had an early chancg, of acquiring Western

education under the missionaries. This way oprerceiving
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Western education as a sure means of economic growth, both

for the *individual and the society at 1arge,bwill have far

reaching implications after Kenye\éttained~?oiifiogl

independence from the British government. As shall be seen,

- thls Western education whichﬁhad lost its social functions

produced.an African who .was more,individualistic;iand;wno

saw education first and foremost as his/her only means of
. _ N
economic: growth. In his/her mind, economic growth had come

" to be equated with personal growth.

(iv) After Independence

In 1965,_the3politically independent K%nyan position and |
the direction that the new nation was to take wae spelled‘out
in a government docunent; "Sessionel Paper No. 10: AfriCan

Soclalism and its Application to Planning in Kenya:" (From

now on it will be referred to as 'African Socialism.') In’

~'African Socialism' it was stated that‘Kenya wanted'progress,

but this progress would not be easily achieved by reverting

/

to pre Colonial conditions To accomplish the progress_

expected, the best of Kenya s heritage and Colonial legacy

had to be recognized and mobilized for-a carefully planned

attack on poverty, disease and lack of education. This had

to be done in order that social Justice, political equality§

human dignity and econonfic welfare for all Kenyans could be

29

attained. Two points need to be made here. OQOne, the new

Kenyan government was not going to be radically different

4

from the Colonial government in terms of basic goals. »Two,

. ieducation was seen as one of the tools that would help to

bring about the basic goals stipulated in '"African Soclalism';

| —
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N |
namely pdiitical equality,'social‘justice, human dignity and

economic welfare.

While it is shown that'theAnew_nation would pursue both
social and economlic goals, 1t was rather clear that in theory,
the former goals would prevail over the latteriones in terms
f:@fbpriorities. This 1s moted explicitly wﬁen'in '"African
Socialism' it 1s asserted that'poiiticai equality, social
-Justice and human dignity will not be sacriflced to achileve
more material ends quiekly, nor will these obJectives be
_comprom;sed te@ay in the faint hopetthatbby SO doing, they
couldbbe reinstated’more fully im some unknown and faf distant
future.3o |

How does education feature in the above assertion? in

Y

tlthe.latter pages of 'Afficanbsecialism', the government-goes.om
to state that at this stage of Kenya's development (in the
eafiy years ofvpoliticai indepehdehce); education’was meant to
‘serve economic ratherxtﬁanFSOCial.goals. However, the

| government qualifies this statement by pointing out that in -
addition to its economic benefits, widespread education shoula
"develop in people good c1tlzenship, promote national unity and
_encourage proper use of 1eisure time 31» What 1is important to .
point»out'at this Juncture_is-tgat the social role of education
as‘an.institution has taken a back seat even at the level of
'govefnment policies. 'Secondly; and‘perhaps more importantly
for our purpose, while'the‘fole of educgtion stresses economic
'growth, the same education 1s expeeted}tQ brimgyabOﬁf sueh

social goals as good citizenship, national unity andﬂsocial-

Jjustice. Thus, we would agree with Kenneth Prewitt that Kenya
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inherited not only the apparatus of formal schoollng from the
British’ColoniZers, but also the idea that education is :

‘indispensaple to both social and economic development.3?

(v) Educational Structures

The'structurevof Kenyan education has not seen
substantial changes'sincevl963 33« There are- seven years of
primary (elementary) education after which students sit the
Certificate of Primary Education (C P. E ) examination, which:

%is the first of a series of government public examlnations
Those students with the best scores join secondary schools
where they would continue with their education; )They form
'about 14 percent of all the candidates " After two years of
secondary education (junior high), students may wish to sit
thd next government public examination: Kenya Junior Secondary
Education (K.J. SkE ) This examination is: not compulsory and
onlv those 1in private secondary schools who wish to” Join the
government-maintalned secondary schools or‘those who, due to
‘various»reasons, are not able to continue_uith their education
for two more years, sit K:J.S.E. After four years of
secondary education the students have to sit the East African
Certificate of Education (E. A. C E.) examination. The few
students who qualify by virtue of ‘having the best scores join
higher secondary school (Forms Vv and VI), where they continue
with their education for two years At»the end of two years,
these students sit East African‘Advanced‘Certificate of
Education (E.A.A.C.E.). Again, the few who scoretthé highest
marks join the uniVersitvahere they continue forAthree~years

for a general bachelor's degree.
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(vi) Edueation Expansion

| In 'African Sooialism', it had‘been,stipulated thag the
most important policy for alleviating immediate'problems wouldb
be that.which‘providedia firm basis.for rapid economié¢ growth.
Further than‘this, it was‘aiso emphasized that other immedtate

prog’ems such as the Africanization. of the economy, education

and employment had to pg handled in such ways thatdwould not

jeopardize growth 3% It 1is in light of this proposition,,
among other things, that edueation saw a rapid expanSion in

Kenya after 1963. Thus the government plan was to train

~ enough middle and high level manpower that would be capable of

generating economic growth in the new nation.

| To grasp the nature of the expansion of education that
took place after independence and its'implications, a few
examples are in order. At the primary ievel the government'

intention was ‘to make sure that all the school -age chilldren

" had an opportunity to attend school. Thus, by 1972, there were
about 180,000 students in Standard 7 (Grade 7) alone in the
~country. Of this number, it was estimated that only 80,000

»would be able to continue w1th education in post- primary

institutions 35 The pressure to expand education at the

primary school level 1ntensified even more when the government

announced that 1t was going to provide a four- year 'Universal'

free education_to all Kenyans. The result was that between

1965 and 1975, the primary‘school level enrolmentltripled.36

<

To absorb"this increasing number of primary school

students, the government chose to expand educationyatxthe‘

secondary SChooi¥$€§g?..vThus, while, for example, there were
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+ 158 government-maintained, 19 government partially-maintained,
and M83’private schools in’l970,.the government could‘not.cope
with every demand for more secondary school places.37 This
point is demonstrated by the fact that in l972wthevprivate
secondary schools comprised 60 percent of all secondary school
students enrolled .38

Expansio? of education at the primaryvand secondary levels
led to a demand'for fuller expansion at the higher levels. For
instance’-invthe.l97o—7a government plan; it was expected that
enrolment at Form V Would be increased'hy 189 percent from the
l968‘___enrolment.39 At the university level between the 1967/8-
1973/4 academic’years the enrolment at the University of
Nairobi rose from 707 to 3, 587 students, which 1s a UO? percent.’
incr_ease.uO Unfortunately, for-a poor‘country like Kenya, the
general expansion of:education‘was too expensive for both'the‘
government'lthe'students' parents and relatives For example,
by the l970s the government alone’ was spending 33 percent of
its’ annual. budget on education About M3 percent of the money
earmarked for educatron went to primary education 41 To
‘assess whether this expensive expansion of education fulfils
'.the basic ObJeCtheS outlined in 'African Socialism'A 1t‘isq
important to undeﬁstand the content of education offered at

i
variousﬁlevels of schooling

(vil) Ehe Curriculum Content

The content of Kenyan education is very similar to what
one would find in schools in Britain " Subjects such as
. TN
mathematics science geography, English religion, mugic, art

and crafts are taught at various levels.
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At the- lower primary levels the emphasis i1s on numeracy,
English and Kiswahili and Simple numeracy. At thevhigher .
primary levels, (Standards 5 6 and 7) English mathematics‘
science, geography and history are the popular subJects for
they comprise what Wlll be examined in C.P.E. There are three_
examination papers in;C;P.E.: English, mathematics and general
paper. The general paper is comoosed of questions on
'geography, history'and general science.b Thus, although
subjects such as Kiswahili,“music,karts and crafts are
officially on.the school curriculum at eyery level, no teacher
or student will pay much attention to them at the final vears
of primary education. A1l theheffort is put on the
“examinable subjects, |

But while the curriculum content in.primary school is
similar in every school “the quality often differs from school
to school or from one location to another For example 'during,
‘the Colonial period schools were usually categorized as 'ﬁ*
~'B' and 'C' and each category corresponded ‘to ‘a racial grouping
'Al schools were 1ntended for the Africans, 'B' schools were for
the AsianS‘and 'O! schools were for the Europeans. While the
A schoolS'Were the wOrst qualitatively, the 'C' schools were
the_best Even'after this type of grading had been abolished 1in
1963 the qualitative differentials still- exist 1n some of these

L

old primary schools.

(viii) Government Maintaf%ed Secondary ' —
"~ Schools

As 1t has already been indicated the "admission to

secondary school normally depends on the C. P E. results.
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Further, the type of gdvernﬁent secondary SChoollthat one k)
enters again,depends on the scores. JFirst,;we have the
‘national_secondary schools. The most notable characteristics'
. of these-séhools is'that they_recruit nationally, takin% .
~students with the best scores and_these schools are weil;
established in terms of teachers and equipment.u,2 Next we
have provincial secondary schools which recruit from w1thin‘
the province They take those students who have good scores
fkbut not good enough to secure places in the - 20 national

secondary schools. Provincial secondary schools are fairly

new but are’welliequipped. A SN

o (ix) Private Secondary Schools_

There are two distinctive types of prirate schools;
First, there are 'Harapbee' schools (self—help).; Next; there
are privape secondary schools that are owned and rdn by an
1ndividual or a group of individuals  However, ‘despite this
’financial ‘and administrative distinction, the two types of |
' schools have important similarities -One,»they recruit their
students from those who could not secure places in government—
maintained schools due to their low C. P E. scores. Two, the |
schools are fairly new and poorly equipped in terms of staffb
and equipment (the teachers are, in most caSes, untrained) 43
Threey these ‘schools are a poor replica of the government-'
:maintained secondary~schools,»providing-a;relatively lowf
: qﬁality‘education.qu ,'\ - B . P - |
| To underline the*fact\that private schools are-a:low5‘

quality educational institution vis-a-vis the government-

maintained school, itiis.noted that in 1969, while 37 percent
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of the students in government schools obtained Divisions I gnd

-

IT (1st and 2nd standings) in E.A.C.E., only 11 percent from

pr te schools did as well. “Agailn, while:32 percent ef the

st ts fromvprivate schools failed the E.A.C.E. examinations,

only. ercent of-students from government schools did as
poorly.V/The understanding among most people 1is that private
schools provide a second'chance for students to continue with

45

academiC'education As the fees 1in private schools are

sometimes four times that paid in government -maintained schools

‘students from finanCially poor families are not able to continue

in any’ academic education if they score low marks in C.P.E.

"~

C(x) Village Polv technics - R : .

These are low cost post primary training centres which

are . b1 in the rural areas They are a response to a.

'largft 55 primary school graduates who in the first

7/

N

;ot'secure places in.government;maintained schools
iipoor‘C“P E. ‘scores and again they could not join
,ools, probably due to financial constraints, and

}ey could not find any wage employment that they

Le

'f’;d There were about 53 Village poly technics

between 66 and 1972 ‘ As David Court observed the essence

ofbthesej st;tutions is the attempt to br ak the conventional

academic orientation of secondary schools -Thelir objectives

are quite expl*cit in the sense that they are oriented towards
1

training which 1s rooted in practical needs of,particular areas
27

in the country The curriculum in village poly technics

includes masonary, tailoring, carpentry and metal- work
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(x1) Institute of Technology
(Self—Help)

As village poly—techniCS‘sprang up'to absorb primary

schoolvgg%duates»who could'not'join the;regular secondary
'ischQOlsvand could not»secure“employment, by .1973 there was
a felt need to absorb .the secondary. school graduates who
| met the same fate. QThus, althoughvtherewwere more openings-

v ot : ,
for secondary school graduates who could not secure.places

~in higher secondary schdols; there were still some ‘who
needed’some/kind of training if they were to get employmentr
"Institutes of technology were started (dn a gelf-help basis)
to provide this needed training It should e observed here
that there is an important similarity betwe n students who |

joirmr village poly—technics and’ institutes f technology

consider themselves as failures vis— —vis their

academically;

counterpart who are ablé to continue wi

‘oriented educatio ~_ This attitude 1s cdnfirmed by soc1ety

e governme’t salary structure R

hat fact. The |

‘and. government agencies
bamong various professions attests

implication is: that practical and technic ' trainingYare

h’ e generally conceived as inferior career preparatio

L 1

'requiring less intelligence ' //“
’ Two p01nts could be made from what has been said above

.oﬁ% the students and the society at large trust education

;(academically oriented) to provide them with opportunities

U\»for JObS while in reality 1t is not always suited for ‘that

,frole | On the other hand the social role of education is

o completely ignored by the recipients (students) and the
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: public except for the rhetoric of the polit1c1ans ln the
‘final result we' find ourselves stuck with a system of ."
.education where 1ts social role that would for example,‘
contribute to political equality, social justice and human

, dignity, are campletely overshadowed by economic

considerations. Instead of playing. an important role in
‘unifying people, education in Kenya categorizes various N
| people for various jobs,according to the level of formal'
educatiOn achieved This categorization‘becomes.more
cruCial when we realize that society S reward system is
i;highly correlated wlth the level of education that one has

‘attained. R _‘,. - “_ . | o | -\

(kii) Regional Disparities of Educational e : .‘\\_\
‘ Qpportunities ' o PRI .

The categorization of Kenya s citizens ‘on-the basis of

the- level of formal education gets more complicated when one .
realizes the extent of regional inequality of educational
opportunities As mentioned earlier, some of these d
‘~mpdisparities are historical although they have tended to _f"4
continue. For*example, the people who lived in areas around
 thRe early missionary stations had the advantage of realizing{c
the benefits that accrued to formal education before people“'

»

- in other areas Again, these areas whose inhabitants had a ~

-~

.head start in welcoming formal education are usually the same o

areas that have a high economic potential This trend

'lcontinues even today For instance Central Province

"“za Province and Western Province with the nighest economic.'
: . Aﬁ»q ,‘ . S . : L




S had éQout“EO-MS*perCent of all their teaching staff untradned.
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potential have the hiéﬁest percenbages‘of participation in
fgrmalveducation~£han any other.provinces except Nairobi.u8
| Again, as was pointed out earlier, the disparities of
edﬁcation opportunities have{been qualitative as well. Fof‘
example, in 1972, the four largest yrban centnés; Nailrobi,
.Mombasa; Nakuru and Kisumu.had over 9M.pePCegf,of their
primary schdol teaching staff professidhaily tféihed as

49

,,Oppgsed to 75 percent in the ryral areas. _During the same

yea};‘65 percent of primary school teachers in the urban
areas had had secondary educatioh b?ﬁmore. On the.othévv

¥
A

- hand, except for ten rural diStriéts, all the other areas
ST ' 4

- T ) . : ~
Thus, although there are many factors other than teaching

spafﬁ énd eqﬁipment that affect tﬁe success of students in
fd}ma; education, iﬁ is fain to sayithat overall,.urban*areas
glve s£udenfs a better chance t; contiﬁue with formal
,g%ucatioh}ﬁhan othér”areas.ktAs 1976 statistics show, *although
oﬁly about 14 percent of,pr;mary school graduateSWWere
admitted to secondary‘schoolé, in Nailrobi aloné.é%gyf 80
percent of those who sat C.P.E. secured secondary school
places.SO

The distribution of secondagy“school pléées show the same
disparity as that in primary school. Thus,-1n 1968, Central
ﬁfrovince wlth.less than 15 ﬁércent of the Qgtionalﬁpopulation
hag 21 perce?t'of government-maintained seezndary school

places. By 1976, the governmght-maintained secondgry places

doubled and the private séhools tripled in Central Province.

o \
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Dufing fhe samé year, North-Eastern Province,‘with 2 percent

of the natlonal population, had only 1 per€ent of government-
maintained secondary school places and no pfivate.school
pplaces.Sl The observéd educatlonal 1nequalitié§ and the

fact that socliety's reward system, to a certain extent,
correlates with the level of formal education one or a .group

of people have attained,‘has a devastating effect on national
unity. This fact becomes more evident when it is realized that
in most cases the regional distribufion of educational
oppdrtunities correlates highly with ethnic grouping.

Frém what has been dbserved above, 1t is evident that
formal education perpetrates inequality throughout the
country. But 1i1f the same education is intended to foster
socialycommon values such as political equality, unity, human
dignity and social justice, how do thé government planners
handlg this contradicting phenomenon? First, the government
has attempted to impzogéafegional inequalities by building
more schools in areas that @ave beeh lagging pehind. This
move has not been véry succesgful due to the goyernment's
financial constrainﬁs, Second, the educationalvplanners
seem to explain away the ineqqalities within the educational
system by adopting the liberal theory that is éommonly
réferred to as meritocraticrselection.52 The educational.
policy that embraces the meritocratic selection theory
permits sizable differences between individuals, Zroups or

regions within a society, even whén that society is

' {
..committed to the egalitarian principles as Kenya has done 1n

~
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lAfrican Socialism'. Equalilty, as it is;understood within
the egalitarian-contexts 1s transformed into equality of
opportunity. Thus, 50 long as the oppgrtunities seem to be
thére for evefyone to acqﬁire fermal edﬁcgtion; the |
inequalities are morally acceptable This was the logic
- expected in the minds of students and their’ families when the
government decided to proyide 4 years primary universalpfree
education in 1974, Again, this has been the spirit behind
the general expansion of education. The adoptioniof the
meritocratic selectieﬁitheorj could only have a fair chance
of 'success if 1t was possible to provide = reasonable degree'
of equality of educational opportunities throughout the
countfy. But es 1t has been suggeéted, the'government is not
in a position to achieve’that.>

However, even granted that the government succeeded in
proVi&ing a reasonable degree of equality of edubetional
opportunity, and so long as education is conceived of és a
meansbof securingna Jjob, thefe would not be enough job-
positiogs fot all tHose with. a certain level of formal
educatie'. This has been the case, particulariy in the 1970s
when high4level jobs have been scarce as coﬁpared |
~with the early 1960s The situation has caused a lot of
frustration among students a?g their supporting relatives

when the benefits that are identified with formal education

fail to materialize. This.is perhaps the frustration
that is brought about by the intense competition

among students for the few available goods.

a
» .
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The Kenyan educational policies-that écCept differential
educatiénal achievement between individuals or gfoups by
adopting the principle of merit;craﬁic selection have been
effective for éome'time~now. ‘This_has been partially due to
bthe society's belief that the competition for the éqarce
goods has:been a fair one. For most of the people, especially
the studeﬁts'~relatives with little formal edﬁcation, when '
one fails to scbre enough mafks in an examination, this is
atﬁributed to ﬁhe sStudent's personal weakness. But aé Court
has bointed out, the tenabllity of the above educa;;;hal
policies that generate ineqﬁality~in thelr emphasis oﬁ‘high-
levél‘manpower’selection Will be whether they could péntinue
wiﬁhout alieﬁating, to the point of iolenf outragey ﬁhe
masses of the populétion who are not seiected-forAthev
prestigious careers.53

The basic problem: the tension bepween the selective’and
social roles inherent in Kenya's‘eduoational system has been
identified by various scholars, particularly those with a
sociological background. Twolof these scholars (Lewils
Brownstein and Dharam Ghai) will bé briefly cited,'hot only
because they claim to have spotted the problem, butxhoré .
importantly, bééause each has offered a tentative eaucational
strategy. Brownstein has suggésted a conscious creatioh of
two educational systems; one to meet the needs o% the rural
seéﬁor and another to meet the needs"df the urban sector.

- The two systems, according to Brownstein, would .have a commdng

base at the primary school level. ‘In other words, primary school

3

,
~r
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‘education will be aimed at providing basic skills Qf
1iteracy needed for success in eithef urban or rural sectofe
of the economy, and not as a preparation for any particular.
Job., 54 "o differentiate who Joins which of the two
education systems, an examination (aptitudefteSt) will be
administered.55 |

The urban—oniented secondary school system will contiriue
catering to the needs that formal education has been
identified with ‘urban wage employment The rural orien%ed
secondary school system has the following three broad alms:
(a) to raise the general educational levels of students,

“ (b) furnishing students with information on rural development
and (c) - training the students for speCific runal oriented
employments 56 | |

Ghai, on hils part, euggests an integrated educational
system wnefe the following broad 'aims will be emphasized:

(a) tne'preservation and transmission of culture; (b) the
inculcation of appropriate values and attitudes, (c) skill
fornation, and (d) promotion of the innovative and eritical
abilities in individuals.>'

Looking at Brownstein's educational strategy, one cannot
help wondering whether iﬁ could solve the basic educational
problem in Kenya, particularly if one keeps in mind what has
already been‘discnssed. As pointed out, the-categorization
of people or students does not in itsélf,matter, rather it~
is how the categorization is perceived: Thus,/therebis no

doubt that the urban-oriented secondary schools’ that

Brownstein suggests would be the more popular from the

"
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standpoint of individual gains., The reasons for this are not
hard to figure out when one realizes that'even at the'noment,
gqvernment secondary schools are seen as preparing an
individual for wage employment that is generally better
rewarded than'rural employment. At the end of the primary
level of education, students would be preparing in every way

so that the result of the’axamination led‘them to join urban-

oriented secondary schools. For those who did not manage to-

Join the urban-oriented secondary schools they would

conslder themselves as having failed. ' This line of thinking

" 1s confirmed by the fact that in 1967, it was estimated that

workers in non—rural agnicultural activities (most_of them

urban-based) weare receiving five times the yearly Wages of

58

workers on large farms. What we are saying;here 1s that so

long as academic education 1s perceived:as more wOrthwhile in

economic terms and rewarded accordingly, the strategy offeredf
is not going to alleviate our basic educational problems

That is why I think Brownstein has made.the same mistake that
Robin Barrow makes, as we shall see later, in offering a type

of education that categorizes people and at the same time

ignoring the Judgments that accrue to these )

59

catagorizations. Strike,seems to be making'the same *

p01nt when he- concludes that a theory which believes that
the distribution of self esteem can be changed without

changing the distribution of achievement and-inCOme is at .

best incomplete.60 _
Ghal's educational proposal seems to have all the
r

ingredfents expected of an educational system. The trouble
T
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ie/;hét when scruti;§z§§ carefully, the strategy seems to
harbor the same contradictions that hdve been discovered‘.
earlier. On one hand, education is supposed to encourage
people dnto one cohesive group through the assimilation of .
.common. cul;ural values. On the other hand education is
expected to select people for various careers _If Ghai
believes that the.two seemingly opp031ng roles ofveducation
are important the way he doee; then he has to show how they
(rolesj could'be made to work within the same educational
system.

Tge problem with most of the critics' of Kenyan education
after independence is that they are either too eimplistic or
vague. For example, advocating social or career education or’

‘ both 1s not g01ng to be of much help, Again show;ng that
»the education system in Kenya was inherited from the British
system of education in itself will_not be of much hélp |

either;f If Somc of the educational goals seem éobbc
empha;ized in practise and others overshadowed, theh wevought
to find out why. To attempt to find out Whéksome goals seem
to be overshadowed eVen_when they are assumed to be anong the
educational goals, welneed to trace the oasis of some
educationalpoliciesformulated immediately after independence
in 1963. |

3.  Some Educa%ional Policies and

Statements .in Kenya After
Independence ,

+ Even béfore independencevit was qulte clear that the

expansion of education was to_continue under the African



- 1ts report in 1964-19
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y / : . _
government. For instance, Kenya African National Union

(one  of the major political parties before ihdependence)

stated unequivocally that 1t intendqd that every,child in

: " . 61
Kenya Qthld have a wln_ﬂu of sevenl years free education.

This objective waS-conflrmed bvaresbdent Jomo Kenyatta‘in
his address at the State Opening éf-Parliamenf when he said;
"Education is perhaps the greatest single foundation'of
effective nation-building,"%? | - .

The first. government eduoational policy after
independence 1s what is now commonly known as the Ominde

Commission Report. The Commission was formed a few days

before the independence-day. When the-Commission established

>

it had this to say as regards
education expansion in th® primary level:

Looking out over the next thirty years we see radical

“ transformatlon of our national 1life, for which large
numbers of citizens will remain permanently unfitted,
unless provided in their maturity with opportunities
for training. Save in rare exceptional instances, the
minimum foundation for such training consists of the
fundamental education in respect of, literacy, numeracy,
manual dexterity and general knowledge of the world
furnished by the primary school. To use an economic
metaphor, a primary education is the minimum basic
educational requirement for take-off into the modern
sector of national life. Those that lack such -
advantages are liable to remain for the rest of their
days largely outside the range of modern ways of living,
‘unable to benefit from training or to share greatly in
the rewards of a developed -Bconomy and becom%ng in the
end an impoverished resjdue of a bygone age. ‘

As regards secondary education, the Commission}commented
that it remained true tﬁat to'sﬁpplyythe}real needs of Kenyé,
a much more positive attitude towafds‘pracﬁical océupations
was necessary. The COmmissién Qent on to argue for,

a broadening of théhconcept of secondary‘eduéatioﬁ
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in two respects. First, we would like to see a
development of certain types of post-primary education
which are de51gned to provide an outlet, not as
hitherto, primarily into the university, the professions
and various white-collar occupations, but into the
.production side of industry includin%‘agriculture

we would like to see a wider range o¥ options in the
established secondary gﬁhools and a less academic
treatment of subjects.

- Five years after independence, Kenya's %overnment sauw
fit to establish another oommission under the chalrmanship of
.Ndegua (tne Ndegwa Commission). Although 1ts terms of-
reference went beyond tne eonfineS'of education, the
.oommission had SOmething'to‘say about educational objectives.
Thus, in its Report of 1971, the commission listed the

following as the primary goals of Kenyan education:

'a) Education must serve the prlmary needs of national
development

b) Education must assist in the fostering and promoting
of national unity

c) Education must prepare and equip the youth of the
country so that they play an effective role in the
life of the nation, whilst ensuring the opportunities
are provided for fuIl development of individual .
talents and personalllty of the nation. ¢

d). Education must assist in the promotion. of socidl
equality and train in social obligations and
responsibilitieés. . _

e) The educational system must respect, ster and

develop our rich and varied cultures, g%
‘Looking cgosely'at the Ominde Commission Report aboye,
there appears to be a basio'common ground both»at primary and
' secondary levels: the emphasis on economic development. When
,.literary and numerary}instructions are:offered at the;‘
primary level, the reason 1s that these skills are ~means to
future training for various careers, This economic-oriented

educationwis nicely illustrated at the end of the quoted
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passage, when it is warned ﬁhat Ehgserth/IHEk.formal
education Will be uniable to benefif fromrthe ﬁraining as.

- offered or share therewérds of'a developed ecenomy;v |
~According to the thinﬁihg;of the commission, being outside
the range@ofdWestern_education would almost.%utomatically

" mean one is outside the range'df modern life. To be‘outside,
:modern 1ife would meanlbeing outside-the_réngeiof the ideal
life. What seems interesting“i§ that ﬁhefe is no iﬁgication
that the idealsvsuch as poiitical equality, human dignity or
sqeial justice are a part of the ideal 1life, even when these
ideals were lauded in 'African Socialismi, as. being among the
educatieﬁai goals. When economic growth.takeé preeedehce over
other goalsﬂ 50 does~education’fof‘ecohomickgrowth.

H
- At the secondary level, the story is §ﬁe same, with a

vgyiaeien in approach. Hefe there 1s a call_formpraetical__'
beducatioh,«especially in the agricultural'sector of economy.
Academic education is;critieized for not equipping the yduth
with prdper skills for thes careers they anticipate..‘Ae,v‘
we{realiée, academic or what is commonly known, as liberal
edueatibn is most likely to inCuleete in the youth; some’ of
the social-~oriented ideals stibulated in 'African-SoeialiSm'.~
But educatioh for econemicigrowth‘is too important to warfant
ignoring.ﬁhe social iaeaIsewhich might be developed in the
&outh if general'educetion was offered. 1In a word, economie
deﬁelopmenﬁ'is»given a highér”priority‘as_é national goal
' fﬂan the deVelopment‘of'goals s&eh‘as national uﬁity or
political‘eduélity., . |

- Unlike the Ominde Commission Report of 1964-65, the

'
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Ndogwa Commission Report of i971 includes social—Orientéd |
ideais'within the national educational goals. In‘fact; 1t 1s
in every way.a carbon copy of "African Socialism™. Like
'African Sooialism', thédeegwa Commission RepOft is vagué.
For example; to say that edncation must sefve the primary
needs of natlonal development is open to all sorts of
.interpretation. ‘National development‘fould mean deVelopment’
of both economic and.social ideals among the youth,'of‘as
in the Kenyan‘case; it could meﬁngonly economic'development.’

| Howemer, 1t is important to point out once more that
nowhere is 1t shown that social idéals identified in
'African SooialiSm' are not important‘as national goais. The
fact of the?%fgter is that eithér they‘are taken:as sscondary
vis-a-vis eoonomi0~growth or it is assumed that‘they will
develop as economlc growth isipursued. jWhatever the case
might be, economiolgfowth is'too important a nationai.gOal
to be comprom;sedzfn”favor ofagoals such as national unity.
or.socilal jugtioe. |

‘The Ndegwa CommisSion;Report féveals anothef'interesting>

point when it states thatfeducation must equip the youth ‘
of the countyy so that they can plan an effective role in the
lifs of the nation whilst ensuring the oppo%tunities are |
provided for full dgielopment of individual talent§ and the
personality of the nation. The point is important for it
shows the government's commitment to develop the youth both as
individuals as well as committed members of a particular

‘state. For example, taking économic_deVeiopment as the most

important national'goal, how is the goveinmsnt going to
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encourage efm‘"“7’{growth’in an individual and the nation at
the same t:?
;ce, the government has assumed that
‘yrowth will be enhanced when every

54ts to play his/her part by generating

5in private or as an employee of the government
jduals' economic growth has comé to be

identifi; ‘fth individual satisfaction of deSires_for VaPlOUo
economic ) 1s (particularly material goods) Since these

goods are f ken in short supply a new phenomenon arises:
competitiof; btween individuals over these scarce goods, To

overcome a sTguation where‘individuals'competeufor a few

available goods, ecoriomists have recommended the nation

produce more. jlhat 18 not easily realized‘is'thatithe‘more

" economic good ;;nbindividual acquires,_theamore.he/she
demands. ot |
To me the government of Kenya is adopting a utilitarian—
based national policy where the greatest happiness within the
natlon is arrived at when each individual is capable of .
satisfying his/her economic desires to the best of . his/her
ability, This: type of utilitarianism is plausible only if
there are enough economic goods for all those who asoire.
to them The only question that might be raised 1s whether
or not the satisfaction of mgterial goods should be the
ultimate goal for human beings However sinqe the economic
goods are scarce and ;;me individuals have differing‘ability

and initiative for - economic growth then inequalities between

individuals or groups with regards to the satisfaction of

b
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economic desires is inevitable. How then does the

gover_ment attempt to reduce inequalities of economic growth

witHin the state°

ttempt to reduce economic inequalities within a

g state in a way requires that in some cases that the

government interferes with individuals' freedom to pursue_'
their own economic'growth From the quotation from the'
Ndegwa éommission“heport the government avonds interfering
with individual development as much as possible But as we
saw e'rlier,/the government of Kenya has a way of

legitimizing economic inequalities within the state by

'pointing out the natural differences between different B )

individuals in terms of talents and initiative'; Thus,

since some, people are highly talented, it is contended it .

'1s fair for them to have more economio goods than those who

are less talented.‘ Tbe basis of this meritocratic theory is
aptly identified by Gunnar Myrdal when he says that the
modern economi% speculation has never really gone beyond the

'forms in which it was originally set**the philosophies of

': natural law and utilitarianism and the psychology implied

-\
in‘these philosophies of hedonism 66 This is the economic.

.theory which Kenya government has opted for. Thus;'since

education 1 regarded as the most efficient means of

o+
economic deVelopment the government takes that by offering
I Y

' equal educational opportunities to every individual, each

will have\equal economic opportunities If inequalities

between individuals oceur, 1t will be on account of
L]

individual natural differences. o

Q
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’national unity were to be considered Kiswahili would be a-

'related to Kenya government's=assumption thgt economic growth

Another indication of utilitarian underpinnings within
educational policy is on language policies For example,
the Ominde Commission.Report stipulates that "Economic:

development and higher standards can be3achieved,only through

~access to- science and technology In today s world the

language of science and technology is eminently English n67

What the Committee was doing was to evaluate the worthlessness

—

— ,
of various languages But this evaluation was strictly based

on economic returns as if this was the only national goal

that the society wished to pursue. If such ideals as

.more appropriate language to serve as a medium of
.instruction since 1t was spoken by more Kenyans than English

'.!which was. used only by those who had had formal education

This is how the English language was Justified as, the medium

_'of instruction in schools while Kiswahili was recommended just

as one of the subjects (compulsory) in the: curriculum
Finally, there is yet another distorted version of
utilitarianism 1nherent in our educational policies This is
.

is equivalent to national growthﬂﬂ.Thus the gquernment

('Y

»spends so much money to educate a selected number’%ﬁtKenyans w e

__as a means of producing high level manpower ' The basic

thinking behind this 1s thet the manpower produced will

-Igenerate economic growth, not only for these individual
'professionals but also for: the nation as & whole, 50 that inv
’the end, the greatest happiness of the greatest number of

‘:Kenyansrwill be realiaed. ‘This version“of utilitarianism"
AR @ , o v . i -

-
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would be plausible at least in some cases, for example, in

a situation where the séfvices of qualified doctors or
teachers are enjoyed by the_zommunity at lafge: The only
problem £hat arises in the case of Kenya is that since
deontologicdl principles suéhias_national pride,‘nationail

service and national unity are compromised to economic

_growth in our educational system, the individualist goals are

b

- 1ikely to.prevnil over natioqél goals, when these two happeh

to conflict.
A common case 1is the situation where individualsiare
of fered governﬂent scholarships “to undertake a'partidular

program (outside the country) that is deemed to be

invaluable for the nation as a whole. At the end of the

‘program, the individuals decide to take jobs in the foreign

country (whose stanaard of iiVing is highgr than the’Bpme
country) instead of going back home wQereltheir services are
likely to be needed most. The:presupbosition that education
toﬂtrain.needed professionals is more worthwhile than general
or liberal education‘is the reason behihd the government;s
preference of higher education over mass or univergal-free
education. 0%1

| in ending this introduétory chaptef, it 1s important to
point out that fhé‘types of utilitarianism déscribed here are

rather distorted versions of traditional u%ilitaﬁianism as

it is usually applied in a social context. For instance, ’

. ) ¢
educational pollcies in Kenya have been found to be ' %

utilitarian-based since education 1s consldered to be the

-

most efficient means fbr'securing economic growth., Economic




groﬁth is then considered mostly as the only means of
satisfying various desires that we have acquired. | Thus, 4it 

* is when most of these economically based de31res are satisfied
that the greatest happiness of the greatest number of
Kenyans 1s attained, it is assumed. But if these versions
of ut;litarianism presupposed 1n our education policies have
been found wanting as a basis of a sound and évolving
educational system, thén we need to find out.wﬁether dr ?ot
any of the various forms of well articulated utilitarianism
would offer a plausible féundation; not only for educational

© activities but also for human conduct in general. This issue

will be briefly discussed in the next .chapter.

»
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Chapter II

'FORMS OF UTILITARTANISM

‘This chapter highlights various'forms of utilitarianism
- that have sprung up since Jeremy»Bentham first provided-os
with a rather well articulated fo;m of whatweils usually
referred to as cléseic%l utilitarianism.‘_The méin purpose of
this undertakiog is to relate these forms of utilitarianism
with Robin Barrow's form of utilitarianiem, which he claims
to provide a plau<1ble Juetlfication of education

In the hlstory of philosophy, there have been numerous
theories that have attempted to provide Justiflcations for ;'ﬁa :
human conduct. One type is what 1s commonly referred |
to as teleologioal ethloal theories. The basicltenet of
teledlogical theories is that the only accéptable reason for
an action to be judged right is its potentiality to briné
about the good orAtrue end. Among the teleological ethical
. theories is the utilitarian theory:" Jeremy~Bentham and John
S. Mill ere the most staunch proponents of classical |
utilitariamism; According to Bentham and Mill, en action. is
to be epproVed or disapproved with referende*to fts tendency
to promote the greatest happiness of the‘greatest number.
Bentham and Mill are able to arrive at this positién
due to;their convlction that heppiness is the only good that

 human beings strive for. This conviction that human actions

" are ultimately directed towards happiness is sometimes.
L. ‘:.i/\‘ N . N
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referred to as-"hedonism”. Hence, the classical |
utilitarianism that Bentham@nd Mill advocate is often
eaptured by what is commonly known ‘as "hedonistic i
utilitarianism", V |

But although Bentham and Mill agree that the goodness or
the badness of an action has to be assessed withwreference to»
its tendency to promote the greatest happiness of the
greatest number, their conceptions of happiness differ.
Bentham takes a good‘action as that which has the tendency to
promote a greater balarice of pleasure over pain for the
greatest number. Thus,.a state of happiness 1is achieved when
the amount of pleasure out—weighs the amount of pain that an
action promotes for the greatest number. To put the same
point in a summary form, happiness depends solely on the
quantity of pleasure over pain that an action promotes

Mill agrees with Bentham that in assessing the goodness
or the badness of an action, one would have to take into
account the quantity of pleasure that an actlon is liable to
promote for.the'greatest number, HoweVer, Mill .also . contends
that an assessment of the goodnesg‘or the badness of an o
action would be,incomplete if thigquality of the pieasure thatﬁ
f‘ié liable to be promoted is not taken into account. What Mil1l
is'saying is that while two or more actions might have the
potential to promote the same amount of pleasure for the
T greatest nunber, these actlons are 1likely to differ with .
reference to the quality of pleasure that each promotes. As

he aptly puts the point, "It is)qUite compatible with the true



N | k
utilitv principle to‘recognize the fact that some kinds of
pleasure are more desirable and valuable than others. ne
Thus, while Bentham's conception of happiness refers only ‘to
the balance of aggregate experience of pleasure over that of

pain Mill's conception demands that the quality of those

experiences be taken into.account. This conCeption of

happiness, where the quality of pleasure that an action

promotes 1is considered has led some scholars to wonder »

whether Mill could be correctly described as a hedonistic

utilitarian theorist. To distinguish him from Bentham Mill

has beenisaid to be supporting what is sometimes referred to

—

P

as "eudaemonistic utilitarianism".
There are, however, philosophers who find utilitarianism‘

a plausible;ethical theory_but,who further argue that the
goodness,or the badneSS of human actions should not be

assessed only with reference to the greatest happiness of the
greatest number ihese scholars are essentially saying that

N

there are other ultimate goods that human beings strive for

besides happiness. In the light of this argument then, the-

' /‘

goodness or the badness of human actlons should also be -

| assessed with reference to their potential to promote other

humat goods besides happiness Scholars who support the

above position are usually sald to be subscribing to

A Y
'agathistic' or 'ideal utilitarianism' 3 G.E. Moore is
identified as an ideal utilitarian theorist due to his

proposal that personal affec ion “human underst@nding,<{

creativity anﬁi Wtemplation, beauty, gaining and

{7y

—
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appreciation of knowledge are goods that human beings strive

4

-

for.

WhenbMoore, Mill and Bentham are discusSing knoWledge,
pleasure and happiness, they are essentially dealing with a
- basic component of utilytarian ethical theory (or any/other
ethical theory). Each scholar is attempting to provide an
answer to the seemingly simple question; what things are “good
for hUman‘beings to strive for? This question is lo%ded in
the sense that 1t has to agdress itself,damong other things,
o both 'moral:'and 'non—moral' values on one'hand and
H;'intrinSic' and 'ex%rinsic' values bn the other. The question
‘Lis further complicated by various differing definitions that
each ethical theorift tends-to attach to the above terms.

Qonsequenti Z2ism 1is the other baslc component of
utilitarian ethicél‘theory This component stresses the~‘
point that the goodness or the badness of human actions- are
to be Judged only with reference to their consequences Like‘h
the value-theory above, the‘consequentialist component has
'witnessed‘various differing views in the course of the
development of_utilitarianism. In the firstnﬁﬁace, there are
thoSe'scholars who assert that the goodness or the badness of
an action. is to be assessed as 1t takes place fndividually.
For example, the goodness or badness of telling the'truth‘is
to be deterﬁinedfby considering each indiVidualvcase of
telling the truth as it occurs‘rather than as part of a
~general practice of telling‘the truth.” Those who hold theb

. above position are said to be proponentslofAActéutilitarianism.
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Act-utilitarianism seems a plausible principle for

i‘ guiding human conduct. This is due perhaps to the fact that

\

everyone is expected to take thelcourse of action that in

AN

his/her mind 1s liable to produce good consequences rather

than,bad,consequences{’ However, a thorough understanding -

~of Act-utilitarlanism tends to reduce 1ts credibility. For

Instance, if one were to be guided by the above principle,

'then it wouldfrequire that he/she consider the merits and

demerits of every ‘single action he/she takes, no® matter how
simple. 1In ordlnary life this practice would be almost

impOssible to carry out. The practice is almost imp0551ble

in the sense that it demands that we ignore the wealth of

‘\experience that 1s buried in history. Further to this, it 1s

often argued that even if the practice of considering the
merits and demerits of every action 1is poss1ble the practice
itself is 1ikely to produce negatlve rather than positive
results. For;example, by the time one decides whether or @5261
to save a drowning person, the person would have drowned ~

already. 'Proponents of Act-utilitarianism, such as J.J.C.

~Smart, counter‘the-above.argnment by saying that an Act-

'utilitarian would be able to take a course of action without

prior direct consideration of the merits and demerits of his/

her action, and yet live up to the Act—utilitarian.principle.5

To exemplify his~point, Smart cites a case where an

individ r““;”“'ipn’is gulded by some pdst habits rathér than

a

by ?s consideration of the possible merits and

demg action. Such cases are'to‘happen where

N




‘enough time to consider the probable consequences of a

~particular soursg of action. However, Smart quickly adds .

rules would_he more useful 1n-guiding human conduct in

57

the individual either has not enough facts or has-mot

that when such @asesvoccur,nthe habits or the rules have
to be regarded as'rough guides rather than firm rules that

onelhasbto conform to allithe time.6 Smart's admission of

- ‘ : v | | )
.there being cases where,habits would be useful guldes to

certain actlons seem to be an 1ndication that well-thought

e

b

soclety.
Most of the utllitarians who are opposed to Act4

utilitarians argue-that the goodness or the badness of an

action has‘to be assessed with reference td its conformity

7 : ,
to a rule or rules that are based on a utilitarian ethical

theory Thus, ‘due to thelr emphasis on following rules

philosophers such as R, B Brandt are usually said to be in
7.

support of 'Rule utilitarianism' Rule- utilitarians are
able to OVercome some difficulties that the Act utilitarians
are confronted with. ‘For instance, a:Rule—utfiitarian does ~

not have to decide the merits-or demerits offtelling

: the truth every time the occasion arises He has simply e

‘ to follow the moral rule which has been established by

noting that, generally, telling the truth'hasamore merits
than demerits But although the Rule utilitarian is

able to overcome some of the difficulties encountered

by Act—utilitarianism,‘he faces problems of‘a different

kind. A common problem that is oftén cited against a,

Rule-utilitarian is that he/she is liable to bectme a’ rule o
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worshipper in the;sensegthat he/she_would conform to rules
rigidly, even when he/she has time to reflect on a
particular course of action or when he/she probably has more

knowledge about the consequences of follow1ng such actions
|

than was available when the rule was established

r

Furthermore, it seems difficult for a- staunch Rule~

) l

utilitarian to be able to initiate reform on some rules that

might have outlilved their usefulness

>

N There 1s another form of utilitarianism which differs
| _

from both Act- utilitarianism and Rule- utilitarianism and

i which is sometimes regarded as an- improvement on both Its =

v current standard view is that what is essential 10 assessing

the goodness or the‘badness of an action is to conSider what
would happen if everyone were to take such an action This

form of utilitarianism is usually referred to as 'Generalized-

] utilitarianism' Like Rule- utilitarianism, Generalized

]

"utilitarianism avoids some difficulties by creating new ones. .

One noted difficulty that Generalized utilitarianism has to
confront is in cases where if everyone took ‘a particular ﬂi\
course of action the consequences are not aIWays as good as
.would have been had some of the people abstained The most,~

everyone conformed to the rule of not crossing the lawn, the

consequences would be good in the sense that the grass will

,‘.

not: be destroyed But if a few people broke the rule and

crossed the lawn, the grass would not be destroyed and yet the o

few would have saved time which they could use for other

2

Lited example is that of crossing the lawn Thus if( ;‘”5»5‘

TR T TR S
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useful activitles. This being the case, the good produced by
some people takling a certain course of action while others
abstained.seems to be greater than when everyone took the ‘
same course of action. Anothen difficulty that Generalized
utilifarianism nas to contend with.is.that we do not always
know how to interpret tne'term 'everyone'. To overcome this
difficulty; sometimes the term is interbreted to mean
'everyone who is in the same circumstances'. Even this
incerprefation is not completely free of problems. For
lnstance, how are we to interpret the phrase ;same
circumstances'? Are those who do no% gftach much value to
the lawn and those who do to be categorized as being in the
same clrcumstance? "This 1is .a problem that advocates of
Generalized utilltarianism have to wrestle with

From what can be learned from the dlscussion above, it
seems obvious that there are essential differences between
Act- utilitarlanism, Rule- utilitarlanism and Generalized

utilitarianism. However, in his muchrespected work, Forms

and Limits of Utllitarianism, David Lyons has persuasively

argued that the assSumed qualitative difference between actions
within Act-utilitarianism on one hand and actions within
elther Rule-utilitarianism and Generalized utilitarimnism
fades away when all the relevant conditions for the
consequences of actions are taken inéojaccount.B The crucial
condition that is roften ignored Lyons{asserts, is that the
consequence of a particular action whether within Act-

|

utilitarianism or Rule-utilitarianism 1s always judged in-Lhe



light of 'others doing the same’'. Lyons reached this
conclusion by demonstrating the fact that for many kinds of
actions there are 'thresholds' which must be ﬁaSSed before
effects of certain kiﬁds are prpduced.9 For instance, there
is-a certain frequency of lawn-crossing that 1s needed before
any damage could occur. Thie damage 1s what' Lyons refers tq
as a 'threshold effect’, which in our case cough not occur if
only one lawn-crossing took place.r® At the end of the

‘cited work, Lyons finds utilitarianism of whatever form an
inadequate ethical theory; One of its weakneeSeS is that it

1s not able to account for human intentions and motives for
follcwieg a particular course of,ac;;;tion.11 Further, the
theory ignores rights, duties angd obllgations which are not
eXclusively grounded. in producing good or preventing evil. 12

, Recently, Donald Regan has come out with yet another

form of consequentialist component of utilitarianism which

-~ S

he fefers“to as 'cc-operative ut;litarianism'. Regan's work
is based on the,premise that tﬁere is a qualitatite difference
between Act-utilitarianism on one hand and Rule—utilitarianism
and Generalized utilitarianism on the other. As we have

seen, this is what Lyoﬁs has already refuted. According to
Rega®, the qualitative difference between the two forms of
utilitarianism is based on the 1ntuitions that whatever is

the correct moral theory, it ought to be good for individuale'
to follow as individuals on one‘hand whille on the che}‘hand

a correct moral theory ought to be'good for,}everyone' to

follow.13_ Like\Lyons, Regan recognizes the fact that
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whenever we are assessing the consequendésvbf a'partieular
acMion, we always assnme that. others would take the same
course of action. But we go(ynow that not everyone is going
to take the same action that we have opted to take.: This
being the case, the Judgment of whetner or not one's action
is good snonld always take into account those people who are
not willing to take the same course ofaction that”we have
ltaken. For example, 1if it requires six people to push a gar
and only two are willing to push, then the best course of

action would be for the»two not to push. If six people

\

required to push the car are willing to push, then their °

collective action will have gobd consequences Thus , Regan
concludes that for utilitarianism to work each agent ought

to co- operate with whoever else is ready to co—operate in the -
production of the best consequenees possible given the
behavior of non-co-operators. 14 This conclusion requires
that for any course of action that an indiVidual takes he/she
has to understand'the‘behav1or of those others who were
willing to take'the same course of action and those{who are
not, otherwise he/she will not be able to satisfy co—operative
utilitarianism. Regan's form of utilitarianism has the merit
of showing the logical connection’ between an individual and

l
'society within a consequentialistic ethical theory. However,

like other forms of utilitarianism, Co-operative ‘

.utilitarianismfis ekposed to new problems. For example, the

theory 1s so e$mplicated that in some cases the consequences
|

of adopting it would be negative rather than positive. A

/
/

|
i



case 1in point 1s a situation where there is a child molester
in a»oertain neighborhood. An individual within the
neighborhood decides to report the case to the relevant
authority, but realizes that other memhers within the
neighborhood would not volunteer as witné%ses even 1f they

: . ,
are all aware that this behayior is taking place. _According
- to Regan's Co-operative utilitarianism above, the best co&rsé
of action for the concerned neighbor to take is to forget
that éhild—molesting ever took place within the neighborhood.

He will do so since other neighbors are not willing to

co-operate. | )

~.

It is againsf thTs diverse backg;jynd that Barrow /
develops his version of utllitarianism which he then applies °
'”to'éduoation.ererver, aithouéh Barrow's utilitarianism
reflects both the consequentialiso and the-value—theofy
compoﬁents,'he'séems,more-intorested,With the latter. bAs we
mentioned earlier the_value;theory or the axiological |
component of utilitarianism could be conceived asvbeing
composed of two distinct kindé of valoeé or goods; moral énd
nggfmoral values. Moral valoes are essentially concerned
with the act of man in living a communal 1ife. Thus, a
utilitarian would consider a certain éction or rule to be
good in the sense that 1t enhances communal life for toe

greatest number of peoplé living as a social group. Equally,

e

e

an qction or rule 1s to be considered as bad in the sense that
it impoverishes communal 1ife for the gfeatest.humber of

people living as a social group. As G.H. von Wright aptly
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)puts it, whether an action is morally good or ‘bad depends

63

upon the way in which it affects the good of variods

beings. 15 In the'sense that a moral good has been described,
above a good action is" 1ikely to be prailsed while a bad
action is likely to be blamed in a society For example,
under the utilitarian theory, telling the truth is 1likely to
be praised in that it aids communication in a community (the
~assumption here being that telling the truth helps efficient

communication and that efficient communication contributes‘to'

[+
the happiness of members of the community in general). In

the same way, lying is likely to be blamed in the sense that
it hinders communication in a cOmmunity.4 In a word, truth-
telling'and lying are morally good and morally bad actions
respectively. |

wNon-moral values on the other hand involve things or
activities that are considered as good or bad by individual
human beings regardless of whether or not human beings lived
a communal 1ife. 'Following this line of-thought, various
philosophers-have singled out- some goods suchﬂas happiness,
the appreciation of beauty and the search for trutp:\and .
identified them with non-moral values. 16 It is within this
area of Barrow s venture to apply utilitarian theory that T
am mainly,interested in. In this respect, Barrow has argued

that the only plausible justification for educational

activities derives from the version of utilitarianism that he

' advocates. For instance, given two types of activities such

as reading a history text book or playing soccer, a
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utilitarian like Barrow weuld afgué that reading history
text is good while playing éoccer is bad. This is to say
that reading history is more worthwhile than playing soccef.
What thls might mean i1s that the greatest'numbef of people
are likely to.derive the greatest amount of pleasure as >
individuéls from reading of a history text book than in |
playing soccer. In ofher words’, reading‘a hiStOPy text book
is here considered to be a more worthwhile human acti&ity
thaniplaying soccer, but not that one should be morally
praisédvor blamed for reading a ﬁistory text book of for

|

playing soccer respectively. )

With the above realization in mind, the next three

chapters will be composed of a thorough discussion of

Barfow;s utilitarianism in the field of -education.
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Chanter TIT.

BARROW'S HEDONISTIC UTILITARIANISM

i

Barrow's ethical theory that is to be considered here is

scattered in‘his works such as Moral Philosophy for Education,

Platql Utilitarianism and Education, Common Sense and the

Curriculum and Happiness. 1In Plato, Utilitarianism and

Education in particular, Barrow follows three basic lines of
argument: The first is that Plato's. views in the Republic are
utilitarian in inclination.  The sénond is that utilitarianism
is the only acceptable ethical theory. The third is that the
- first two above claims have important implications in the
philosophy of/education particularly in providing the only
acceptable justification for various activities that take
pléce‘in our educational'system.l In this chapter, only the
CFirst two claims will be discussed. The third-claim will be
taken up\in the later chapters. '

Was Plato of the Republic a utilitarian theorist? One
of the points that Barrow uses to show that Plato subscribed
to utilitarianismiis "the text where he (Plato) claimed that

3

,actions such as telling the truth dr returning what is bwed
are not considéred good or bad in themselves but only in the
sense as to how they . affect the state or the individual
concerned, 2 On the strength of the example above Barrow is
willing to declare ‘that for Plato, good actions are those
that comtribute to the happinens of thé‘state and consequently,‘

67
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to the happiness of the individuals. Thisiassumption seems to
be equivalent to what was referred to in the first chapter as

the consequentialist element inherent in utilitarianis? ut

1s the evidence Barrow uses enough to allow us to idegtify

Plato with the consequentialist theories? Whether or not

' . L i
Plato 1is a consequentialist wlll partly depend on the use of

. the term 'justice'

{

In Book II of the Republic,: Socrates argues that there,
are some thingsewhich are good, not only for their
consequences or after effects but for their own sake. The

‘examples he cites include understanding andhealth.3

Again,
in Book iV, Plato identifies thnee parts of individuals'

souls. Justice then is defined as the correct relationship

it.u But attaining justice in an individual does notsfuggest

: between these parts of the soul as J.D. ‘Mabbott aptly ijts

that something else is hoped fer. ;Like the example of health
given in Book II,ijustice is what is hoped for. Thus in a
rather very bfief way, there 1s not enough evidence that would
‘allow us to identify the term justice only with the |
consequences of our actions ‘

) ﬁBut even granted that my argument, against‘identifying
Plato withfconsequentialist theories, whether or not itvis
plausible to associate him with the type of utilitarianism
that Barrow advoq@tes wilgﬁgepend on how we interpret the

term Justice vis—a—vis the ternm happiness n some parts of ’
©
.the Republic, Plato distinguishes three natural” classes of

| :'y .
,ﬁgcitizens: the tradesmen the soldiers and the rulers. In -



lsuch a state,.justice is aehieved when every elass of
citizensengagesin aotivities that each have the best
ability for. 'Thereoare two important characteristics
‘detectable in a just state. The first is the efficiencyl-
-; which is'achievedfwhen every individual Stieks to hbS/hen
natural class /specializing and therefore performing well the
function or the activity that he/she i1s suited for. The
second one is tha<;there are no conflicts that occur: when
’different individuils or classes attempt to engage 'in the
same activities rather than only those who have the best
ability. The picture created here is that of a state where
the pefformance ofwsoeial functions is well eo—ordinated.

RN R . R - ¢
What we have to show 1s that this type of co-ordination or

| harmony witnin a state oould be identified wlth happiness, as:
Barrow conceives iu 2

There is some;truth in.thinking ‘that the greatest
happiness»éOuld"bevaohieved if everyone in a state engaged in
 what he/she had the best ability to perform. However, the
above 1s not a sufficient condition for the greatest happiness
' to be achieved in a state. For example, it does not mean
that what one has the best ability to engage in 1s what he/
fshe ‘has the most desire to engage in. Hence it is not
'necessary that what one has the bestpability,tovengage;in will
generate the greatest amount of pleasure in an individual.
\For instanCe, itﬁis perfectly norm?l for one to want to
engage innwthematicsrather than in farming even when he/she

~would do better in farming than in mathematics

et
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Another argument that is used to link justice &harmony)'\\—Q/
with happiness is when the term 'eudaimonia"which appears
in various parts of»the Republic is translated as happiness.
As has been pointed out, if it 1s correct to translate
eudaimonia as‘happiness then the;e would be ample avidence
that Justice could be equated With happiness 5 - But when we
~ take the same term 'eudaimonia' as 1t 1s used by Aristotle in
Nicomachean Ethics, we have reason to doubt that the'term.
could be identified with happiness. Thus, Aristotle asks
| what 1s the supreme good that is attainable by human action
and the answer given 1s 'eudaimonia' : However,,eudaimonia is
identified With living well and doing well, . For other people,
'eudaimonia is identified With pleasure wealthf health of
honor 6 The point to make here is that eudaimonia is not
identified with any single activ1ty or good but with liVing
well or a good life. Consequently, eudaimonia cannot be
identified with pleasure which is the essentégg %isment in
Barrow S conception of happiness . This point is going'to be
taken up in Chapter I1T. ) |
t Yet another point that could be used to show that Justice
could not e‘identified with happiness is where Socrates in
the Republic explioitly denies the claim that good 1is. -
identifiable with pleasure,7 Barrow counters this by saying
that . . . 1t is ouite coherent for someone to argue that
pleasure and good ‘are not synonymous, but that nonetheless &
what is morally good has to be decided essentially by reference

Ty

to considerations.of pleasure anzipain.n8 Barrpwvis,tryins to

AN
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argue tnat although Plato was opposed to the. idea of
identifying the good with pleasure, this in itself does not
necessarily show that he was opposed to thé idea of
determining what is the good by referring to what maximizes

pleasure.9

'This is.a good argument but‘it falls short of
Barrow's strong statement that what is morally good has to‘be
decided essentially by reference to pleasure and pain.' Thus
Barrow S aftempt to identify his conception of happiness with

- Plato's conception of justice has no. support.

But even-1if we had a good reason to believe that Plato.
equated Justice with'happiness; we would still be required’to
show that he (Plato) took happiness to be the most superior
good that all human beings.strive for;‘both as individualsb
and-as a community. This task i1s necessary in the sense that
it is possible for someone to recognize happiness’as‘one oﬂ§‘
'the goods that human. beings strive for without at the same
time implying that happiness is the most superior of all the
goods that human beings strive for ‘Barrow is aware of this

.problem, especially when he realizes that in the Republic the
‘status of knowledge and truth seem to subordinate even Justice

gcaw in some contexts To tackle this problem, Barrow asserts that

F

-~ (

. ’Min the Republic the pursuit of knowledge and truth is an

»aimportant goal fox human=beings - But he adds that pursuing’//,
knowledge and trgth is one with understanding Justice both i_/,,/////~
the state and in individuals. That being the case, B/rrow}‘
argues that even 1f it is claimed that a human being values

. the pursuit of knowledge and truth he/she does so since it

L

’
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happens to be for him/her a necessary means for maintaining
the just state and also because the pursuit is necessary for
the justice of the rulers,«who are philosophers. 1Qc

The mistake that Barrow is making, 1t seems to me, islof
attempting to identify Justice in the state with Justice
within individuals In the Republic we. have seen that Justiceu.

is achleved when individuals in their natural classes -

tradesmen, soldiers and rulers - engage in those functions or .

-
1

“ activities that they are best suited for s;The tradesmen
‘provide the state with Such utilities as clothes and food, ‘the
soldiers prOV1de the state with security from external attacks
~and the rulers govern the state :\If this is & fair way'of |
presenting Plato then it meaﬂ% that although the pursuit of
knowledge and truth is a necessary condition for achieving .
E .Justice in the state it is not a sufficient one///ﬁhat the
| tradesmen and so‘ldiers engage if@ is equally important in the 4

process of achieving Justice in'a state.A When it comes to -

justice in an individual however, tﬁ‘ tradesman will achieve
it by conce"rating on. activities that are rggﬁted to'
L temperanee, the soldier will achieve jus@ice by" engaging in f

¥
. activities that are related to cpurage and - finally, ‘the rulers
Pabhte

—_— -

- williachleve Justice by engaging in activities that portray

,/;i//r//IHteiiect But the interesting thing 1is the. point that/Plato

v makes to the effect that there 1s something which is greater f"
than Justice itself. This something 1s the object of the _p
highest form of knowledge and by relation to which Justice

derives its value, Plato contends : This is what Plato refersr'

< . L v . P - X
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L

)

to @5 the Form of Good. The Form of Good is both the
goal as well as the basis of knowledge. }Again' this Form
of Good is the goal that the philosopher rulers are

- striving for, for they are the only people who are caoable
of achieving 1t. What we have fhen is a case where the B
Good not only cannot be identified with justice, -but is
superior to it.11 But since the Form of Good 1s the |
goal of-the highest form of knowledge, then only the
bhilosopher—rulers have the abllity to etrive and even
achieve Phe‘Form of Good which 1is the highesf goaliﬂhat a
huma@ being could strive for. The tradesmen and the ,
soldiers have to be-COntented with What'they are pursuing
not'oeCaUSe they-aim‘at the ultimate goal for alhuman
beiné but only»because‘they have no ability to pu;sue
the highest Form of Good. If the above afgument is
correct then 1t shows that for Plato, knowledge 1s the

‘ ultimate goal for an indiv1du 11 to strive for Thisl

\
conclusion is reinforced when Plato asserts that justice in

o,
the individual is achieved when the rational element
~takes confrol‘of temperanceoand courage, the other - . ¢

elements thatioompose a human'soul. ;All'in all, no

g’\‘— . . { ,

evidence 1n the Republic suggestS'that;Plafo subscribed

to a utilitafian‘ethical\theory, as Barrow would have us

o , . \
belleve. T .

™.

Tt 1s one thing to show that Barrow's claim'that Plato’s.

Republig is utilitarian in inclination is 1mplausib1e, but yet

% g
another to show that Barrow s utilitarianism is» implausible

!

-
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Thus, how does Barrow sustain his claim that utilitarianism
N .
1s the only acceptable ethical theory even after it has been

dissociated with Plato? Barrow starts his argument with a
major premise that when‘free,.eVery human oeing always
attempts to engage in activities that are likely to generate

12

pleasure rather than pain. By this he means that wbatever

"one chooses to do 1s directly or indirectly influenced by the

potentiality ofﬁtne actlvity chosen to generate pleasure. For
“

instance, if one chooses to marry, the basic reason to get

"married 1s that the person perceives that a married state is

likely to generate more pleasure in him/her than the unmarried
state that the person 1s already in. "Agaln, éven when one
decides to perform a difficult task, the only plausible
explanation 1s that, the pleasure anticipated 1s greater than
the pain now.being experienced. The point that Barrow is’
trying to'make, it seems to me, is that{no‘a%tivity could be
regarded as worthwhile in itself. Any. activity 1is only
wofthwhile-with reference to 1its potential to generate
pleasure)or minimize pain in an individual. This is the case
becauSe the ultimate goal for all human belngs 1s to have
pleasurable experienpes and/or minimize the painful
experiencesf But iest;we t%ge Barfow to be an;egoist, he
does,vhowever, recognize that every individual in a soclety -
is pursuing the same ultimate goals- happiness. Hence,
according~to\Bafrow, an individual is not only going to

engage in activities that generate the greatest’ happiness in

him/her as an individual but these activities should have



the potential to generate the greatest happiness for the
greatest number. However, it s important to point out that
under Barrow's version of utilitarianism, the individual's
consideration of others' happilness 1s somewhat egolstic. For
'example, an individual 1is not likely to engageiin activities
that he/she has reason to believe would generate the
greatest happiness for the greatest number, if he/she is not
, included.
Barrow also asserts that various actiyities that ‘an
individual may choose to engage in nill vary with reﬁpect to
the quantity of pleasure they are liable to generate Thus, »
when an activity generates more pleasure than pain in an
individual or socilety, we would normally'describe the
' individual or societyvas happy. On the other hand, when an /
activity generates more paln than pleasure, we would say that
the individual or society is unhappy. One of the implications
to be derived from the above assertion is that an individual
could be engaged in activities that generate pleasurable
experiences without necessarily being happy. By contrast, an

®
individual or society could engage in activities that

| generate painful experiences without necessarily becoming
unhappy This 1s so because, for one to attain afﬁappy state,

the amount of pleasurable experiences has to outwelgh the

o

amount of painful experiences, Barrow would argue. Another
point that is important for our discussion is the .
realization of the swiftness through which Barrow's -conception

of pleasure collapses into a conception of happiness. That is

e e



‘to say, happiness strictly refers to.the balance of pleasure

over pain.13

Th® amount of pleasuce or pain is arrived at by taking
into account the intensity and the duration of pleasure or
" pain that an acﬁivity ls 1ikely to ge;erate in an individual.
For instance, in a society where pre—maritai sex 1s
prohibited, an individual engaging in it might experience
intense pleasure over a short period of time but on a long—
term goal, this activity 1s likely to generate more pain in
the individual (gu*lty conscience for the rest of his/her
1life). On the other hand, it is normal_for a student to
forego some activities such as all-nigho partying or danciag,
activities which HEYshe believes to have the potential to
Vgenerate much pleagurg~for a short time in order that he/she
prepares for a major’ examination that he/she perceives to
-promise long-term pleasurable experiences. In a word, theﬂ
painful experiences that the'student eagures for a short
while 1s seen as outrWeighed by the oleasurable experiences
expected over a long period of time; Barrow would aféae.

However, whether or not the quantity of pleaéafe that a
particular activity generates in an indi?idual is endugh to.

#

lead him/her to a happy 1life depends both on the" nature of
the 1ndividual as well as his/her situation. 14 The nature of
the 1ndividual, according to.Barrow, includes his/her
physicaljand-mental make-up. The mental make-up ¥ncludes . -
‘his/her prejudices, aspirations heliefs, knowledge and

taste 15 .Here it should be noted that the nature of the

- -~
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Individual or rather his/her character partly depends on the
basic potential inherent in an individual. When i1t comes go .
describing the situation of an individual as the other |
component conditlon for his/her happiness, Barrow finds 1t
difficult to be precise. This, as he explains 1s due to the
fact that there are not any particular sltuations or |

i

'circumstances‘that have to necessarily hpld in Order for
pleasure to be generated in an individual. To oyercome this
problem, Barrow negatively describes the situatign that would
be necessary for an individual to be happy. Thus, the
necessary situation for one to(be happy includes the absence
of frustrations, loneliness, agitation, depression,'annoyancef

and misery.16

To illustrate the above claim, an individual may or may
Fnot derive pleasure from doing mathematics depending on
whether he/she has both the ability and aspiration to engage
In the activity. That is to say, the individual 1s liable to
derive pleasure from doing matgg;atics if he/she has the
ﬁability to engage in the activity and that this is the
activity he/she has the desire to engage in.  This example
helps to deponstrate the point that Barrow 1is trying to make,‘
that ,tne/giser the relationship between the individual s
a ility and his/her aspiration to engage in a certain
¥ activity, the narrower the gap between his/her achievements
Q\ and his/her aspirationse Consequently, the narrower the gap
r§§ between the ;ndividual's achievements and his/her aspirations,
lthe happier his/her 1life would become. 17 On ‘the contrary,
' ek |
O o ‘
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5the wider the gap between th; individuai's abllity and.

\aspirations to engage 1in a certain activity, the widervwould
ée the gap between his/her achievements and his/her o
aspirations. Equally, the wider the gap between the
individual's‘achievement and his/her aspirations, the more.
painful his/her 1ife is likely to become. .ﬁue to these two
cohditions that must -hold for one to:be'happy, there are tpo o
ways in which an individaal might become unhappy (failing.to
enmesh with the situation as Barrow would like to put it).
Firstly, he/she may have the a%%lity but no aspiration
(desire) to engage 1in a certain activity Secéndly, he/she
may have the aspiration but not,the,abiiityito engage\in the
‘activity. For example, if the individual's ability to do

h mathematics was rather low while his/her.aspiration to become
! mathematician was high the gap between his/her achilevements
and aspiration as far as mathematics was{concerned is 1likely

>

to be wide. This 1s then likely to cause Truegrations The

&

frustrations would account for his/her unhappy life. But had V
the same 1individual had great abllity for.painting,‘and had .
he/she decided to engage in painting rather than doing .
mathematlcs, then according to Barrow, he/she 1s likely to be

L4

a happler painter than a happier mathematician. e i

The moral of the above paragraph is that different
.activities are liable to generate different quantities:
.pleasure depending on the nature of different individua‘aq
" the situation they find.themselves in. 1In lighthofithisf
| conclusioh, alpartiCularyactiwity would be regarded as

\./.: ” o
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. worfhwhile with reference to the Quantityiof'pleasure over
pein that it 1s 1ieble to generdte in a partichlar |
individual and not the' quantity of pleasure over pain the
activitv is liable to generate in any human being in general,

’ regardless of the'individual's say, ability, knowledge,
opinions andbaspiratiohs. It should be noted that as far as

*.vafious activitles are ecceptsble in a socilety, they have the

' same.worth. It is only when they ere considered wlth regards

[N

v~ ko tpe nappiness of different individuals that they.tend to
o L : '
3 /”Rihaveﬂdifferent values. This type of argument 1is borrowed from

~» Plato's Republic. ’ B
We have Just shown whaé it would take for an individual

to lead a happy 1ife. But fhat does it require for a society
to lead é happy life?g Like Plato,'Barrow has noted_that in'
every soclety individuals are endowed with differenfv
abilities which‘enable them te ehgage in different activitiesi
As_indieeted earlier, some individuals_have,great ability for
engaging in mathematics while qthers have great ability.for)

engaging in painting pictures for example' "Thus, & happy
sofiety is that in which every . individual 1s able to engage
‘in activities for which he/she has both the-ability and

‘ aspiration To make it possible that each individual in a
societyileads a happy life, the‘society.has to make sure that

- there .are enough épproved'aspiratibns (activipies or things“
that different ;ndividuals would 1ike to’attaiﬁymﬁhicnfare

“ compatihle with various abilities which various individuals

;possess; Secondly, the society has to ensure that each

-
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iridividual discovers and 1is engaged 1in those activities that
he/she has the abiiity for.i It is when these two conditions
gfe fulfilled that a happy society is guaranteed. According
to Barrow, one of the functions of education isifo help
individuals to discover their talents.

HaQing briefly outlined Barfgﬁ's utilitafian theory,~it
seems to me appropriaté'at/this juncture to consider whether
it‘is.tenable as a ggide for human conduct. To inig}ate the
task, two basic polnts are to be oonsldered. Firstly, it
seeﬁs obvious that there are some common gdals»that tend to
unite huﬁan beings in a socilety; things such as the need for
securlty or pro-creatlon which elther one cannot ‘acquire as an
individual or that they are necessary so long as an individual
fives as a member of'a‘gocial groub. However, beyond such
common goals, differént individuals or groups'afe\bound to
have différent gOéisl Ofﬁen times, these goals are opposed to
‘each‘other§"A case 1in point 1s a situation where ayhusband

and a wifq have a limited‘amount‘df money;to_spend for

£
@'y

’ entertainment evéry week-end,. The husbana 1¥kes to drink in
order tp relieve himéelf of a week's exhaustion. But ‘
whenever he drinké he cannot aigﬁgd tp take_thé‘wife out for
a movie, which she“habpens to like. ssuming tngt'there'are~
§omm6n goals that Juétifytthé'éOntinuatiOn of their
Sfél‘ationship, 1t 1s obvious that the two have different arde
conflicting goaié. Thus, in order [for the husband ﬁo"leadia
happy 1ife;.the;wifé is forced to an unhabpy_lifé herself; |
But\b{\ioarse,thelﬁxs@and and thefwife ﬁay(try-to make

. oy
\\‘
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a limited amount of money'to spend for recreational services.
This.money is only enough either for:a football field or an
ice-rink. Two-thirds of the city—dwellers prefer watching
football games while the’remaining one-third prefers watching
hockey games. If we take the greatest pleasurefofthe_
greatest number to be the ultimate guide to all human
actions, the pleasure of the two-thirds of the city-dwellers
will have a priority over that of the remaining one—thirdr

~ That being the casa, the city administrators would-naturally

opt to construct a football field rather than an ice—rink

N

This is another interpnﬁtation of the greatest happiness of
the greatest number principle, where the happiness of the.
majority overrides that of the minority “As we have already
seen, Barrow attempts to avoid this type of utilitarianism by
advocating a well ordered society where confl%pts betWeen
individuals or groups are at the minimum. Bu@ ir our- .
hypothetical case above is possible in a real world, then -
this type of utilitarianism where the minority re forced to
suffer under the majority, cannﬁ@ be avoided so far as |

A

conflict of interes¢>%ys a ﬁ?alitﬂ in social life.
S e .

4

“The examples I*have cited above emphasize the fact that
.individuals or groups do have different and conflicting goal®
or wants. ‘This is rather a simplification of the issue on my
,pﬁft The truth of the matter is that the mere fact that
different fhdividuals 9r. groups do have different goals or
wants,_doeS'not in itself bring about conflicts Rather the

conflicts appear it seems to me, when the attempt to pursue

«
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some goals'by an 1individual or group tend to interfere with

goals or wants being pursued by another individual .or group

.To take our example again, had the husband and the wife had

enough money to spend every week-end, their differences would
not have come to a head.

There are someicases,_hoWever, where differences of(‘
goals or wants between individuals or groups bring about'
instant conflicts. For'example there might be a couple who.

i

have differences with regard to the. question of having a
child. The husband wishes that the couple have. their own
child The wife is opposed to the 1dea of having to bear

children at all.: In such a situation the conflict is S0

- strong that it is difficult“to resolve. without one party

incurring heavy losses by compromising his/her goals or wants.

-In order to avoid a compromise, the couple are likely to opt

for divorce. In a real world, this type oﬁ conflict (where a

compromise is difficult to come by) is experienced although

-‘.4,

it is not typical. This is in a way saying that most of the

differences in a society could be resolved if the parties

-

involved are willing to sacrifice something they have wanted
to do or have. ' :
: , \ | B P
The second basic point to be considered when evaluating

the tenability of the implications of Barrow 5 utilitarian

| theory is that although it is true as the previous argument .

\w]

indicates, thatindividuals or groups are bound to pursue

-different and’ at times conflicting goals, it is equarly true

E

that different individuals or groups are likely to want to
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pursue similar individual goals. ‘gpr instance, there will be

N

more than one person in a\SOClety who has the ability and

desire to become either a farmer.or a soldler. The protlem,
however, arises where there are too many people who have the ,
ability and the desire to pursue the same goal Oor engage 1in |
the'same activity even when that particular goal or activity {

is limited to only one person or a few. people For instance,

‘ there might be many people with the ability and the desire to

“replace the retiring Prime Minister of" Canada To becone
the Prime Minister of Canada is the only way that, the people

concerned would attain the highest degree of happiness. The

_ problem is that only one person is required to take the Job

of Prime Minister of Canada at one particular period in time
\

~ This would mean that all except one will be prevented from‘_

T engaging in a career that they had both the ability and k o,

|

aspiration From what we have already discussed, all the .}

above people except one would be prevented from the process of .

{

narrowing the. gap between their achievements and their
aspirations hence reducing the amount of happiness that each

person would have attained had he/she a chance to be the

A

Prime Minister of Canada Thus in a society where different

»

indiViduals or groups are “likely to want to pursue similar

individual goals, Barrow s uh:ilitarian theory 1s not going to
be a good guide 'to human actions To put this point in ’~

A

another way, Barrow s theory is liable to work only in’ a

5 ociety where there are enough goals or wadts for all those,;’

who have the abilities and the desires for them. ? | '1'>..“‘_v:,
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The conclusion arrived at aboyev that Barrow's
utilitarian theory 1is untenable in our kind of society, hasL
been adopted by many scholars though for different reasons

In particular, in his review of Flato, Utilitarianism and

Education, R.S. Downie has claimed that one of Barrow's
radical defects in the work 1s in his taking the position that
utilitarianism is the view that happiness is the supreme good
. that human beings strive for Contrary to the above position
Downie contends that a doctrine of happiness that”Barrow
describes is only contingently a utilitarian doctrine, that it
is neither necessary nor sufficient for utilitarianism to‘
‘maintain happiness is the supreme good 18 DOWnie continues'to
: argue that the essential point that Barrow does not seem to |
see 1s tha; utilitarianism is a theory not about what is good '
7 but about what is right or what our dutie; are or the .

’ relationshfp between the right and the good 19

It seems. to me that Downie's. criticism is. wrong in two’ T_'}

counts One, his criticism of Barrow for taking happiness as
the supreme good for human beings as a necessary condition for
the doctrine of utilitarism is implausible ' To me, as far as
’Barrow is referring to the traditional theory of utilitarianism
as- expounded by Bentham a%S J S Mill happiness as the
supreme good for human beings, remains a necessary condition
Again contrary to Downie s claim Barrow is aware and in fact

‘identif es the form of utilitarianism associated with G E

‘Moore (discussed in Chapter I) where the consequential element

} of what we do is emphasized whereas the question as to What
» . [ . ' \.‘ . N .--',

( ’ *Q»
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good we strive for is~ substituted with other goods which -

v

Y

includes happiness 20 Downie has failed to see that Barrow
has eXplicitly'rejected ideal utilitarianism in favor of : 'J;i”
’ hedonistic utilitarianism 21&;_ cooe & T

¥ ¥

The secono and perhaps the mor@ sErious objectio%,to |
Downie S criticism of Barrow, is the claim that utilitarianism
1s about what is right rather than what 1s good From the
analysis carried out in Chapter I, it is evident that
| utilitarianism is composed of two basid elements: °the_ - fl‘??,' e
consequential element and the value theory element}‘ This ‘
simply ’means that within a traditional\utilitarian theory for ;:P‘:
(example, actions are: assessed as good or. bad with refer%nce to }ﬁ il‘;‘
fthe part they play in contributing to- the greatest happiness_;s¥ :
of the greatest number The point thaJ is often ignored by
'many utilitarian theorists is the manner in which the ip;-yag ifftzhsf

consequences in this case happiness or pain, is arfived at

Thus, whereas there is a distinction between the rjght actions

i

M
1

X pthat Downie s criticism is rather coanSi

o

'.attempting to define utilibarianism as o

. .zTﬁconcerned with what is gogd (the consequenges)t a"" “th
“what,is right (the manner 1n which the{goqd“

. L
i

e o
///ff’/izﬂis theories whi
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as deontological ethical theorleg that tend to worry nere

atout wﬁaﬁ is right rather than what is good. ‘-Q, . ‘
One of the main reasons why Barrow's éthicai theory is
wrong, as 1llustrated by the tﬁo objections raised above, is
that it is based on a false premisé, a premise which 1s
-bofrowed from Plato's Republic. The false premise is that
ﬁhere is no distinction between an indivigual and the_state

LY

he/she lives in (an individual is a replica of a Staté). In
i .
©oa word, Barrow, influenced by Plato, fails to take an
individual anrd a state as two.dist}nc@ entities which have
some basic similarities but at the came time sqmé essential
differences.” Due torthis false start, Barrow is/forced to
tﬁeat moral and ncn-moral values‘as if théyyéelonged to the
same'category. Hence, he continues to argue as 1if values or]f
- ' the goode that human beings strive for as individuals are
falways thé sane that they would strivé_for & a;society. xfor

\

exanple, harmony might be a top priority as far as sociai life

i

is concerned but this =ame good might not featurg as
prominéntly in the life of an individual as, say, self-
development. The problem becomes even more complicatgd
some@imes when we reallize that there are some values‘such as
happiness which could easily fit within both moral and non-
moral ca;egories. In such a case, both the individual and the,
state would be said to be'striving"for happiness. The tricky
part is that although it is likely that both the individual
and’ the state are striving for the same good, happiness?vthere

are bound tb be differences with regard to how each entity

Ekv
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what they have the-best ability and aspiration for but where

.

the minority are frustrated) w\thout the individual memberes o

gf the'society Being happy. Tﬂ put the point more explicitly,

i

. . ) S . . .
Barrow takes the economic¢-pririciple of division of labor

found irn the Republic where pedple come to direct their

erergy to”'the hest of fheir abilities with a view of the needs
of the statc as being important as thelr own need. Guided

B

b v

()

this principle, each individual in .the Republic pursues an
B " . . . ) ” ) N . :
activity that meshes well with cthers for the benefit ofi

22

all The mistake that is commitﬁed héye is attempting to

generalize the eccnomic principle above to apply not only to

- moral (social) wvalues but tc all activitles that go on awithin

¥ . ; ‘
a society.. The truth of the matter 1s*that what' one has
ablility to engage in involves not only activities that arg
geared towards moral 1life, but the wholie of human life, which
A __k - . - .

o includes ‘an iédividual's private life. . .

Barrow's version of utilitarianism that we have been

“ ¥

discussing is patched up»with'a principle of distfibutive
AV , o , ‘ :
Justice (a principle whose natural home 1s outside the

?ﬁ

téleological theories). This énables him to avoid rsome of
the\problems‘that;philosophers such as Bentham ha&e been

accused of. For example, Barrow is able to argue that human

“

cactivities should be geared towards the greatest happiness of

the greatest number buf that the happiness should be fairly

\
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+ ~

discributed amongs the members of the scciely in quection. . ¢

O

However, so long assutilitariaﬂ’SK#is baced on.the argument . R

;

‘ugtifies the means, I feel the thecory 1s

v

nat the end

ethically'wfong. For instance, yvou may have a sbciet;\where

| . . e | \‘ ' ‘ ”

educat}on is récognized as the good to be pursued‘py everyone

in future.  But would it be ethical for the governmént

Qf¢icials teo eliminate those Qho are Stili opposedvto the,

idea, "even if this is the only way that universa1'éduCation

in that Society coulg be achleved? If we followed the
utilitarian‘pféscription, attailning uriversal education would » o
justify the eliminatibn £ those members of the societfy that

were opposed to the idea of universal education.
But how does Baprbw respond(ko the accusation that” the
) - \\ ( }‘ . ) ’ .
ethical thecrv he advocates allows\{or the elimination of the .

A

minority who might'be»opposed to a éolicy tbat is aiready
popular in a‘society? ‘Barrow is 1ike1y to answer his critilcs
Jin two ways. Fifst, he has élready pointed out that within
the utilitariahism that he holds isbwritten anuassumﬁtion

that nobody's claim to a share of happiness can simply be

-~

ighéred;23 Second, he makesgipmdnt of distingulshing

between Act—utilitayianism and Rule—utilitarianism,.a move

‘which seems to be ‘Gesigned to come into grips with the above

A8

accusation. My view is that the two points ralsed are ot . t

capable of reducing the force of the accusation as we shall \\\

see below. . : : . ‘
Barrow's first point can be answered by showing that even

if utilitarianism does consider the happihess‘of every



dangerously threatened by ‘the action of t%e mlnorltv

the majority, S0 1ong as Various irdividuals are

"to pursue olfferent activ1eweo, The o

i B
o -

rossitility of fachflclng the happinesc oP th@\minorlt”

‘dncreacec ecpec i 11\ if the happlnesc of the ma] orit\ is .

To answer Barrow's-Second‘point, one needs to unacvstand:

_the distincticn he makes between Act-utilitarianism znd Rule-

& wro believez that every single act should be ascessed on

3 : : : .
usilisariarnism.. Thus fQr BRarrow, an Act-utilitarian 1s one

-~

utilitarian principles, whereas the Rule-utilitarian believes

that'in asSessing any. individual act one should consider
whetner it 1s de51rable on utnlitarlan pr1n01ples that suckh,
ar."act® < hould generallv be performed if it seems that it
wou‘d Tot be oeilnaole that 1t should general’v be performed,

then 1u-onou1d not be performed ‘even if in particular

01rcumstanceo\1t might promote happiness 24 Barrow then

v

‘declares his preference- for Rule-utilitarianiSm over Act-

utifitarianism. To® support his case, Barrow cifes the act of
#illing human beings. Thug, 1if we adopt Act—utilitérianism,
specific cases of killing might be acceptable»so long as their

eonsequences promoted more.happiness in a;society than not

kllllng, he aﬁ!ﬁ Barrow attempts to dvold this conclusion

~which is contrary to our intuition by pointlng out thHat even

1f one. genuinely belleved that kiiling, say, some individuals

promoted more happiness in the ooclety than not killing them,



.

the act will e£till te wrong for it could be shown that the

likely increacse in the number of'actual killings,, and the
~ ) > . N

IR
.

ir eVitat'e in

@]

:ease 1n the unce“*aint” that we shall all have

: Co . . v ' .
.as to whether we are geing to live.out the day or be killed

by some sincere but misguided individual will obviouslw -lead.

~ .

. to considerablv less happiness in general than the adoption

5
of the rule agalnst kllllng would do. 25

This is a weak argument for it is pOsSible £o show that

sﬂecifio cases of killing do not o sgearily leal to ozn Inors
of ¥killings or wncertainty - conseguences that:.are liable to

decrease happiness in a society.. In fact, some cases of

o

(]
Y

(D

re li'el”ltc oo

<

bers

v

“3tor ocroro

killing, szr, 2 4i

C

more nappiness in a soclety than a decision'against it. . What

\ I‘
~

we are aying is that depending on the c1rcumstanqes an act
of killing scme human beings has the same probability of
either increasing or decreasing happinecs in a society. For®

Barrov's argument to holo hé has not onlv to.show that an.

@ 4

act of\xilling is . likely to decrease happiness in. a communityftu’

&

but also that.n¢ act of killing ever promctes happiness. In

other words, Barpow has been able to show that. sometimes an

act of killing could result in a decrease of happiness in a-
society. However, he has not been able to show that kllling

produces pain in general, and therefore should e prohibited

Barrow's claim becomes even more suspect when he a its (by

=

i plication) that killlng in self-defense is a rule that

could be sustained on utilitarian grounds. As in the case

already discussed, there are no utilitarian grounds 'that could

?




Ladde b

‘ve used To show that kKilling in self-defense alwalc prometes

naprpinecs. in a society while other types of killing prcomote

I

5 mere interesting case, particularly for thoce
¥ - .

=31 *% education 1s Barrow's attempt to support the

value 57 truth or the pursuit of truth on utilitaria@ grounde .

| _ . i " |
Rarrow corncedes that there.are-cases W ege telling the truth

»1snt promote more pain\ghan happinecs. Fowever, he goes ON
to gtate that.if an occasiorn. ever arose in which.1t.was

. N

cuprested that in the interest of happiness pecple ought tcC

- pe prevented, from pursulng truth,.no philosopher, not even a .
utilitarian one would aCceDt‘nhis.- Barrow does not conceive

of such a case 1r which 1t 1s plausib1" aintalhed 1t would

55

+

~te in the interects of the long term happlneus of the

[

greatest numbern te,issue a blanket restrlctlon on the purSuif
cof truth per se. But'agaih like the, case of killing, it
can be shoxn thau a general restriction on the pursuit of |
trath mig t promote happlness. For example, people would be
hanpier generallx if they were prohiblted from reading

materials which show that they will all die from a nuclear
. \"""E-—n—-.

war even if it 1is true they were goingvto.dle and the}e was

hothihg to prevent the disaster. Here again, Barrow fails to

<

support'the value of truth on the strength of a utilitarian

ethical theory" Thus, althqugh in the two examples (k1lling
¢
an pursuit of truth) he attempts to avoid the negative

concequences that are 11kely to occur when one adopts Act—

utilitarianism, tﬁb gistinction between Act-utilitarianism

A
i3 : N
'

7
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respectively) by adeopting unstated principles, rrinciplies
’ .
that wculd seem on arain to be outside the utilitariar

n
o
[ €]
3
ct
<
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N

et cand A s s r ~ s 3
non—d{_;itcrlan ~rheories. A cace 1n ﬂo nt . is

}_

where utilitarianiem supporte the principle of undversal free
T ] . ‘ . . E‘
health care, believing that this 1s &he vest peclicy .for

generating happiness of the greatest rumber. A non-

utilitarian etnical theory mignt also support the principle

o

. !

of universal free health care, believing it tc be one of the

. [ e : ) .
human rights. Although the two dist irctive theories support e
weid T .
N - ;x"' A 3. . N . .
the same pollicy, the di fe“eﬂce would occur if the princiyple

of universal free health care ceasgs to be the best method,

for generauiub thé greatest happiness for the greatest number
~in which case utilitgrians would abandon the~pdiiéy. On the
other hand, the‘non—utilitariahs would still uphold the
pr1n01pie of universal free health care even when it ceases
to venerate the greatest happiness to the greatest number
since ‘to them (non utilitarians) the importance of the
'prlncipie is not based on happiness In Speaking of rlghts
E Bowie and R.L. Simon put the same point rather aptly

whe they saypthat one might refine utilitarianism so that

the rules and practices justified on utilitarian grounds were

.
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Juctifiena on ocome CUner non- utlllvafl n ethical trheory..
N ' \ rl
o e aveaa1 At e e by AT
Howevgr, tne crcential difference is that shoula the worid
N ‘ . . -

oy - e e 1 s TS ~yr a7+ 1 e 2 4
crance and cuch utilitariar resuit no lonrer chtain, the
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rules and practices Trat proTect voilvidugl rishuoiowceuid bg

surrendered.

: - . o B
Up to this stage, my basle obiectlons have only

Gemonctrated the untenability of Barrow's ethicel theory as
fne az i-s procedural aspects are conterngd. "In a . word, the
questicrn that hzo been dealt with 1E whether -or not an

AN

hN

=2 s

inciviaua. 2

¢ well as a state would enhance happinecs by

[€2]

fcllowins the poilcle escribed by Barrow. The question

0

tnhat remaing unanswe}ed now 15 whe-rer cr r.ot Barrow's‘cLaim
tnaglall numan & .1v*tiee are always directed toward the

rreatect nappiness possitle could betadequaﬂely defendea. 7o
addrecs ourselves O Tnic que:tion,'it'is importéqt, I“think,

to analvze the concept 'happlness' vis-a-vis Ravrcow's N

o

conception of happiness. ¢ In partictlar, the analvsis 1s
intended to helﬁ to clar 1fv, firstly, the rel@tionship between

v A - \
bappln@ss and aulsfactlon' secondly, the relatlonsnip

s

tetvieen happiness and 'gléasure', ané finally, theS claim th

there is no qualitative dlstlnctlons betWeen pleasure derlved

i

from different human actlvities. These issuei will be taken uf

&

fin the next‘chapter,
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Utilitarianism and Education,

R. Barrow, riato,

(London:: Routledge & Tegan Paul, 1975), p. 1.
: v . 5 ‘
2. .. .

X , FM, Cornford, The. Republic of Plato; \1th introduction
gnd notes. (London: Oxford Unlversity Press, 1G45), Bk.wl:
331—336.' Any other: reference’from the Fepublic Will be
~fror Cornford's work. ‘above.

3 y

~Repubtlic, Bk. II: 357C. v .o _
“republic, Bk. IV. . , :

5 »

public Utdlitarian?™, in
Plato, Vo#., II:.A Lol ection of Fesays; Zthics, Politics,

J.0. Fabbott, "Is Plato's Re
<

ahd Philosopnv of Art and Religion./ Modern fZtudles in -
08
1

" Prilosophy. Edited by G. Vlastos, (Notre Dame, Indiana:
University of Notre Dame Press, 1978),.ps 62.

(@AY

Nabbott, Ibid., p. 62.
Republic, Bk. V: 505.

" (B ’
Barrow, Op. cit., p. k0.
E RS .
91n the discussion of his ethical theory ®roper, Barrow -
indicates that pleasure i1s a necessary condition for -

happiness . , v W -

lOIn the Republic, Plato'argues that either. the

philosophers have to become rulers or rulers have to become
philosophers if justice 1s to be achieved in a state.
i _

¥ . .
llJudging from the Anald%y of the Sun given by Plato in
the Republic, the Form of Good 1s both the object and the

4 basis of knowiedge, and knowledge includes that of a just

state. \4

/ 12Barrow Op. cit., p. 77~

L4 13Barrow Moral Philosophy for Education, (London
~ George Allen % Unwin Ltd. 1975), p. 94. ,

- 95
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Barrow, Ibid., p.

17 g M L ~
Barrow, Ib®., p. 79. o
18 ' | ' 5 ‘
hilooobhical Quarterly, Vol. 26, No. 103 (April,
1976), & 167. o X [y
o Ivdid., p. 1¢7.. _ . . , , . {‘
' » “U5.E. Noore proposed personal affection, human’
umderstanding, creativity and contemplation, beaut», Eainlp'
und appreciation of know.edge as the goods that humah. beings
ought «tco strive for. , . , R »
2‘Barrow has indicatedhin his various works that

napriness 1s the only ultimate value and that all the Ouﬁer
values ane in a way a means to achieve happinesuw :

22y Re 1dea 1s borromed from G. VlastOC'iglatoniu .
Studiep, 2nd Edition, (Princeton Princeton bmlver51tv

T5F1), p. 118. , o

o) . . B ! Lt . ) N g . .
“3Barrow, loral Philosophy for Education, p. 99.

N

'2uBarr0w, Itid., p. 96. " T ' . -
. ! N '\
Ssoron, 18 ¢
Barrow, IbXd., p. 96. ‘
26Barrow, Ibid., p. 107. \j  ; :i
N.E. Bowie and R.L. Simon; The, Individual and the O

Political Order: An Introduction to, Social and Polltical
®hilosophy, (Englewood Cliffs, New Jersey, Prentice-Hall Inc

1977), p: 52.
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¥E CONCEPT OF HAPFPINESS®

' , _ ' . .

The previous chapter dwelt mainly wfthpthe'cohsequential
// elehent of utilitariani m. Tfis chapterAwill Adwell on the
/ ) _

other basie element of the abon ethical theor3 the value-

.
. : ¢

‘elenent " The value element oP any ethical theorv concerns .

itself mainly with question5~abeut_what things are worthwhile

<

N N 2 e
o oo the ulvinzrs

t
1
)
t

f:r'humani-ﬁ. -ilivariguism takes nappinecs
meal tnat a;l_humai‘tein;s strive. 7or. Eutlthe term '"harriness '
1s rather elusive both in its ordinary and philosophical
.contexts 1t is‘with this point.in mind that the presentﬁ
analy(sic of the tern ‘happiness‘ is intended only to th:

3

some li~ht on one op the bas1c problems of the thesis
whether or not the utilitarian -based value- element proposed.

. by Barrow is enable lnis‘pnoblen is also related to
another proolem wnat wouhhtxaregarded ac a happy 1ifv(ﬂ“ﬂ
good liie for human: beings to lead?

(1) The Relationship Between
‘Happiness and Pleasure

In Moral Philosophy for Education, Barrow agrees with

F3

'Bentham that PO happiness depends on the satisfaction of
pleasures and the avoidance of pains happiness is that
feeling which arises out of the satisfaction of desires or
ithe experiences of pleasures l However, in a more recent

work, Barrow attempts to clarifj the concept of pleasure in



N
3
il

preparation lor the distinction he .intends to make“qetween
pleasur -and 'hanpiness' He asserts that we may USG
SR
4
pleasure‘ to refer to pleasurab S sensations sucb as sexual

~_
release or scratching away a tickle.# qecondl,n we-mav use

§

pleasure' to refer to pleasurable states of consCiousness,
brOught about\bv doing something .or undergoing some
.experience such as writing books or p%aying~football

(24

*fiugn Barrow does npt say it, explicitly; his’writing here.

cu._ -ote that +o.en we talk of"pleasures', normallv we,refer_
© ‘the second sense since the activitiles that'bring them L//
about are co-ex.ensive with human activity.3 .Having sald

that Barrow then declares that pleasures in the sécqnd

-~

sensg~ére the necessary and sufficient ingredients of

»

hap;iﬁess. But what is the distinction between happiness . o

and p.casuo o : | ) _ : L
‘Ba intends to sbow the distinction between the two

tv pointing out that one could experience pleakure without

2

.ecessh 11y becomf§g happy 5 For 1nstancé: Within a’
particular period of- time, one might be able -to satdsfy onlyi
some of his/her deSires leav1ng the others unsatisfied A\
case in point is a Situation where an indiVidual is able to ;
'satisfy his/her hunger but "is still not ab}e to satisfy his/i
=her aesires for week end entertainments and reading Again,‘
,one could experience some pleasure withgut becoming happy in

k(’

a 51tuation where the satisfaction of various desires is very
2

low. For example, an individual might have a great desire

for either becoming a successful musician or athlete



%

¢ .

’Howeve" the indiVidual might have li tle potential for

v

engaging in- the5c activities and thereiore end up deriving -

v

1ittle plea ure from them What the two.examples show is

that happiness is seen. both as. the aggregate of pleasurable

, mOments over a period of time ds well ag a balance of

pleasure over pain, according to Barrow

'If we take the first part of the conclﬁsion,.that

.
A

happiness is the,aggregatenof pleasure over a_period_of time,
. and'the'term 'pleasure’ to mean the immediate satisfaction
4 . . \ ; R

of deSires then it seems to me that‘the'proposition does‘not S

v

- hold. Uor example, }t is perfectly correct to say that "i_

« .

feel - happy tha‘r I am attending this conference on- philosophy o

of knowledge ln the same wav, I could say that "I am '

-

Ipleased” (experiencing pleasure) that "I am attending this

‘conference orn, philosopny of knowledge.' On the. other hand

_one could say that he s happ" with the way hlS Ph D program

RA
is g01ng or ‘he is pleased with the way his Ph D program is

'going. These examples indicate that in  some contexts the

)

terms 'happiness‘ and pleasure' are synonvmous, both

appllcable to immediate as well as aggregate experiences.of

\pf%asure over a con51derable duration

¢ :
Barrow is not alone with regards td his position onvthe.d-

. relationship between. happiness and pleasure This is

|

eXemplified by Jeanaﬁustin who asserts that . unlike bliss'or; ‘

2 . ®

' ecstasy, or significantly, pleasure, happiness cannot be

momentary, and though in fact it may not endure, it cannot be

~ seen. as essentially‘tranSitory.~ She’goes on to argue that



J h *,

happiness 1s an assessment that we are willing to make about
bther people or about our past rather than about our present
condition.® The immediate problem that Jekn Austin faces
here 1s that, according to her definitﬁon, we ‘are in§
océpable of’assessiﬁa other peopleg' and our oWl past
happiness. and not the present. But as we have already
indicated, in the ordinary sense the term 'hapbiness‘ can be
applied to describe not only past.but also the pre§entj
pleasures. This 1s an indicationcthatAthe asserti?n that
happiness.deScéibes past ¢1easur¢5 rather than present
pleasures aOes not help us to distinguish thévtwo terms
(happiness and pleasurej. In other wordg3 the distinction
- between happinegs and pleasure cannot be éxplicated‘by saying-
that 'happiness' stands for past pleasure While 'pleaggre'
st;nds'for present bleasures. Again, Earrow‘skp cceptidn of
happiness as the aggregats of pleaéufe over pain doesd however
open up other.problems,’othe: than the one cited above.
Thus,{to experience happiness, all that one has td do is make
sure that his/her desires are satisfiled toathe fulleét. But ~
since it 1s the quantity of pleasure that is needed, it 1is
possible for one‘to choose to satisfy just a few of his/her
desires which are sﬁre to derive moré pleasdre in him/her
than if he/she tried to sa@isfy all the,pléasures. This
makes 1t- even easier fbr an individual to know what activity
to engage iﬁlwhen,given“two or morevactivities.to chbose from
for he/she is‘dealiné with only one condition; the activity

that generates maximum pleasure. For example, an individual

'
v 1



| \/ | 101

: . , : _ (- )
might choose to engage in beer-drinking the whole day rather

than taking the normal meals. From whét we know (those who
drink), this would be a good choice. The individual 1s
”likelj to experience a lot of‘pleasure the whole time he/she
;s drinking, more'than he/she would otherwise ekperience if
he/she decided to take the normal meals. Thefimplication of
this exampie is fhat it allows us to say”fhaﬁ'the'individual,
who éngaged in beer-drinking the whole day was happier than
he/she wculd have beeﬁ; had hé/she just taken the normal
meals of the day.

Of course, Barrow ﬁight Coﬁnter the abo&e argument by
saying that the individual cited above 1s likely to have a
terrible hangQOQer (painful experiences) orvhe/she may be so
sick that he/she might be unable to do his/her important
duties, something that might result iﬁ painful moments. Ail
the above could be perfectly tfue but would be missing the
5@&1 issue at stake. That 1s, even if Barrow were able to -~

/ show that taking the no;mal meals of the day wguid be a more
important activity for the individual than drinking beer,
the rééson would not be that taking the meals would be more
pleasurable,théﬁ beer-drinking.‘AHere, eating seems to be an
acti%ity that satisfies a human need which does not ’
necessarily involve pleasure as a justification.

Another example that seems to work against Barrow's
claim that happiness is eguivalent to the aggregate of
pleasure over pain is when an individual gets 'High(”as a

result of taking drugs. The drugs glve so much pleasure in



him/her in such.a way that he/she behaves as if all decires
had been fully satisfied.- If we were to take Barrow
seriously we are likely te sa§.that this particular
individual was happy. Once again, Bérrow might be.able to
counter onr argument ny saying that our drug addict would
also have some 'I;ays' during whien time he/she would be
experiencing much pain. His argumenﬁ would only hold if the
rain .experienced during the 'lows' 1o nore than the pleasure
experienced during the 'nigns'. Béﬁrbw could also argue thatQ
by taking dfugs, the addict.would be shortening nié/her life.
But this would force Barrowffo admit that a long, less
pleasnrable 1ife is more worthwhile ﬁnan'a\short, very
hgppy (pleasurable) life:7 'If this 1s allowed, then Barrow
would be‘using a different criterion for evaluating the two
types of l1life other than the aggregate of pleasure over pain.
This would be contrary te?tne ethieél theory he proposes.
Altnough our 1Intention in the last few pafagraphs was
to show some differences between pieasure and happiness, we
have only managed to “indicate tnet contra%y to’Barrow's
belief, there seemf to be eome human values or goods that
are not based,on pleasure. And if we take Barrow es
arguing that a p}easurable life is equivalent to a happy
life, ﬁ%en a nappy 3ife 1is not'always.a wortnwhile life for
it 1acks'Some_ofntne goods essential for a worthwhile life.
But if we take§% happy 1life to be equivalent to a worthwhile
life,‘then a happy life demands more than a person engaging

in activities that generate an aggregate of pleagurable

%
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éxperiegces over painful experiencégﬂ

| However, it can also vk shown that the term "happiness'
bis‘sometimes used to refer to the‘satisfaction of particular
desires. For instance, in Eésﬁern philosophies sqch ag
Buddhism and Sikhism, there is a tendenc§ for'regarding the

ordinary desires like wealth, sex and self-respect as major

causes of suffering that man incurs. in 1life. Thus, in order

to aﬁtéin happiness, Buddhism ana.Sikbi;m prescribe that.%an'
abstéin from the above desires rather han ;atisfy them.
Thé”idea ﬁere is for man to ffy to absfain from plegsures.
that stress individuation and concentrate on‘thosé
;-activities_such as meditation which ére pelieved to lead the
human.Soui into becoming a part of the universe.‘ This is

why D.J. Kalupahana asserts that although emphasis on
happiness as a goal of ethilcal conductmseems to give Buddhisﬁ

theory a utilitarian character, there 1s nevertheless a

_ifference petween the two. The difference 1s that

whi !
oY

Utilitarian happiness includes pleasure derived frbnk\\\
. _ /

thé‘senses, in Buddhism, sense—deri&ed pleasures such as ﬂ
~having sex are perceived as contriguting to suffering rather
than %appinesS.8 What the Buddhist ethicgl theory seems to
defonstrate .1s that It is not the satisfaction of every or
‘any human‘desire that brings happiness to an individualz but
only true satisfaction of some of'tﬁé désires;eﬁesires that
are considered 1mportant. ‘Thisvexample reveals an

s

evaluative element that 1s inherent fn some uses of the term

'happiness'.

(\ | “
. . . . . . 5 1.
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But over and aboye demonstrating that happiness_is a 
feeling.thatione gets when his/her important desires (those\
considered to be more worthwhile)‘aregsatisfied, our example
also indicates that perhaps the satisfaction, or
.contentment that comes with 1it, {s not as important€an
element of the concept of happlness as Barrow wants us to

A 4

‘believe. Barrow's emphasis on - satisfaction as: being an

&

essential -element ogﬂthg concept of happ;nessllu’shpwn When.
he states that anlindividual will be fgiatively happy wnen
the gap getween nis acnievement (satisfaction) and his goals
(desires) is narrowed. That the eomplete1y happy man, if
»sueh a thing were nossible?iwould be able to do or realize
~all that he wanted ‘to reallze, everything to: which he, had a
pro-attituce (or for which he had a desire) weme fulfilled

\
Here happiness is seen as being identical to satisfaction or

contentedness.” ’

Tnere are various examples that seem to militate

, against Barrow's perception of happiness as, satisfaction.
First, if happliness were identical with satisfaction, then
'people would likelv choose to engage in activ1t1es that are
nather simple to perform; these would be activities that
human beings would derive so much pleasure from with the

. least pain. ’Logically,‘one wogld even be oonsidered aslbeing
happy 1f‘ he/she had no desires to satisfy. Secondly,_
sometimes when‘an”individual is interested in activities

such as the search for truth, he/she 1s liable to‘expenience

2s much pleasure during the actual pursuit as well as from-
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the recults of the uursuit. Thirdlv, there-seem to be
situations in our lives where the pleasure derived from
ore's ability to engage in an activity seem%wto over ride
‘theléleasure generated from the outcome of the activity.n&A
eqse in point is where a mOuntain—climber'is ready to fsce
‘so many risks in order that he/she can reach the topfof é
Q;ar:iCular mouusain. lf’the aim of climbing the mountain
wes,only te reach the tob, then the mountain-climber upuldn
have msny‘optiens;‘he/she could; for example; use a
bellconéer to reach the top in which case he/she will be
satisfied. These’ three examples show that there are other
tvpes of pleasure besides that of satisfaction This p01nt
is -well illustrated by von Wright when he iuentifies three
forms of pleasure: (a) actlve pleasure,‘whicﬁ an individuals
derives‘froﬁ engagiug in activities'ﬂhat he/she is.k6en'On
doing; - (b) passive pleasure, which 1s attributed'te she

» .
senses, and (c¢) pleasure of satisfaction or contentedness

vthat we feel on getting that which we de51re or need.10
Although I do not quite see the difference- between
von Wright s (b) and -(c), I think he is right in
disbinguishing (a) from (b) and (c). FollOWing my line of
argument then, (b) and (c) would be equivalent to the
pleasures one experiences when his/her des1res are satisfied
while (a) would be equivalent to the pleasures thar one ‘
experiences when’in the process of satisfying desires or
wants. If this argument isvplsusible, then Barrdw seems.to

)

nhave reduced various forms of pleasure into only one form;

H
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the pleasures derived from Satlsfled desir& This is’whv I
would concluae vith von erght that it 1is futlle to try to
’reduce various forms of pleasure'to one or several others,;

although there might be some logical connectfenlbetweeﬁ
»them.ll ’ ) ' o -

However I might be accused of a@tributiﬁg to Barrow a

claim which he does not make exp1101t1y that hag?iness is

‘equivalent to oontentment. Thus, Barrow says, ... 1t

4

seems to me “sensible to,fegard contentment 3s a species of
happinees.”12‘ He goes. further to say that even 1f there 1is

a distinction between ’happlnese¥ and 'contentment', thls in

L

itself(does not show that happiness cannot be categorized.ln

" terms of contentment.l3_ The pr?blem with this klnd of claim

is that although he admits that,contentment is only a specieq

of happlnees, he does not spe14 out other species that might -
‘be Within theAeoncept ol happlness and at‘least indicate how V
they‘are related.to contentment. .bee.importantly'for our
‘ puvpose, Barrow does not show that even 1f there may be

various species of hagpiness human actions are only geared

towards happlness that is characterized in terms of

s

;contentment

Barrow's perception of happlness in terms of .

. &
contentedness or satlsfactlon is related to another claim
that he makes; the claim that there are no specific

conditionsvthat”are 15gicelly necessary to happiness.lLl He

supperts his elaim-by showing that all that 1s needed for one’
- ~ ST
to experience happiness 1s to make sure that the gap between

-



his/her goals.and achlevements is narrowed. For instance,

if one 1ike§ to dance and to travel, he/she would 1likely be

happy 1if he/she were able Lo sat isfy_those desires; This -

Clalﬁ seems to me pldu ible in the enée éhat different
_people are likely, to have different goalsfthat they would
- wish to setisfy besides the baslc ones such as those of‘the
senses. To Satisfy these different goals woularrequire
different conditiors.

[ But a2 harder look at the apove claim indicates that 1t

¢apries a half-truth. This point becomes clearer when

narrow dilscusses the difference between 'being happy' and

N

“ e
v

'feeligg nappy'. Tirsty be pcints cut that the

_ byt Y ;
importance of the two phrases is related to the question
mhewher an 1na1v1aual is necessarily the bect Judge of his

. 1
own lfxemplnessr5 After a rather long dlscussion, Barrow [

vﬁconcludes that orov1aed the agent knows what 'happlness'
vmeans” and is not facea w1tn problems of comparlson it 1is
di’flcult to conceive of en§one better placed to determine
whether he is or 1is not happy.l6 To_take our example,vlf an
4{ndividual derived more pieasure'from dancing and travelling
- in various.countries, it Would be impossible fef anyone else
to kﬁoﬁ.(experience) exactly’wbat the individual feels. The
best that ohe can do is éo associate the age;k4j>behavior
with the feelings that 1t normally-repreeents

As we know,

« this method of assessing other peoplefS'feelings is not
oL . .

reliable in some cases. However, we cannot discount the

method for it works well in some cases. For example, 1f we
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came across someone who has just WOon $1 mlllnon in a lottery,

we mav expect him/her to be happy (having pleasurable
feelings), even 1f we cannot experilence his/her actual

feeling. The only “oblem is that we cannot be absolutel

-

sure +hao he/she is feeling happy . Barrow's. Klalm that the:
agent 1s the beau judge of whether jf«not he/she 1is happy 1s
W

more realistic in a situation wherefwe are dealing with an

indivmua“f 11i% e-span or a consioerable peﬁlod of tlme—ooan
Thus, although it may be .fairl y aceura e to say that the |
age%t is happy ‘as a result of winning $1 mllllon, it is
gifficult to make the same claiﬁ withrregard to the ageht‘s
llfe span’ Forrexample due to mistrust of other peopie"
handling ‘his/her affalrs and aleo due to his/her 1nexper1ence.
/,kn nandllng Cuch blg sums of money our lotterv—winner might

end‘up peing soO worrled about the prospect of losing all the

money. - In cther words, our lotterV—winner COuld be

1

eyperiencing much pain, wniXe cutvsiders believed nim/ner

to be happv

The weakneSS of the claim that the agent is the best

©

authority with regards to his/her happlness emerges when
Barrow adds ”prov1ded the agerit . .‘.vlS not faced by
problems of comparison. .o *ghe point revealed here is
that as soonvas one admits the possibllloy that one's
happiness ecould be‘oompafed With others, one 1is fofced to
,acknowledgevﬁhat in a way he/she 1s not the standard of his/

her own hapoiness In my view, it is not only possible to

‘compare someone s happiness with others but. we do it all the

f
i
7
] v

-



ime. This point is well illustrated by the following tHo
examples. One; when small children are.seen pléying'with
TOYsS, it‘i; usually-recognized thatiihey are having fdn or
they afe"héppy. But, if on the Othéy hdpd, We hawg adults
whdse'hopby'is'po play with toyve, 1t is iikely‘that we are.
not going to say that these adults are happy, even though
they may be experlen01ng a lot of pleasure This is becadse

- wé do not usdallv expect adults to be happy by plav1ng with
toye. Two, we may havc a handlcapped man who seems to. be
happy playing basketball in a wheel—chair. ‘The notable poiﬁp
is that althougﬁ’wé.admit,that the handicapped man is happy
playing basketpall in a wpeel—chair,rWe are not ‘ready to
.éxchangé our lives for his, even, if we qonﬁider'oupiprésent
life not as happy as we might have wanted;‘ Thus, altmpugh
btoth the children and the pandicapped man are happy in’pheir
own wavs, their types of Happipeés is stili below a certain
concelved standard of happiness. {If Qe take'happiNeés as ah'
affirmative assessment of one's: 1ife, then therenare~tWO
ways of lodﬁing at it. Ope; a person is considered to be &
happy only wh§n he meet; the standards he/shé imposé; on |
himself/herself (which take into account his/her talents).
mhat is to oaj e&en if others‘considefed the héppiness of
';childwen and the handicapped man too low, ~and wOuld névef
switch places with them, 4t remains that they (the chlldren
and the handicapped man) are happy. On the other hand, 1f
someone °is engaged.in activities that argvconSidered to be
below hi%yhér ébility.and,capacity,Phe/shenis 1ikeiy pot to .

?



be gonsidered happy though he/she may be deriving a lot of
_ N et 17 '
pleasure .from the activities.

The point made above that sometimes happinessz 1is
attaineo ‘when one engages only in certain activities that
are regardea to be representative of one's abilitv and

¢
capaclty rather than'deriving pleasure:from any type of

aCbiVlbleS is reinforced by Barrow;l8"Barrow points out
that haopiness is something that onlr creatures with
consc1ousness carn experience Consc1ousness“is necessar&

for happiness because happiness or. lt° opposﬂke comeSLinto
being w1th the emergence of des1res .satisfactions and such
concepts’ that implv a degree of freedom and manoeuverability}
in thought.197 Earlier we fhdicated that Barrow supported the
idea of happines: as»theksatisfaction oildeSires, which
brings with it the atmospherg of contentment. But as far
a5 we are aware, animals'and human'beings share someAdesires
‘such as those ofleating and matiné.. UnleSS Barrow is willing
to credi‘ﬂanimals with consciousness the satisfaction of
their desires such as, eating and mating wowld not result in -
’ happiness (pleasure) That ié to say,'although the amount of
. pleasure the animals derive 1n engaging in. eating and mating |
is. more than pain it would not amount to happiness This
conclusion becomes»more crucialvwhen we realize that there

are some hlman beings who display the same desires as animal}

but who seem to lack the kind of cobsc1ousness that Barrow is

. referring to. I am thinklng of a hi h degree of_mental

,retardation where an individual is fiot capable'even of'the R
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most rudimentary cperation that is normally identified with
concept-formation. If we follow what Barrow has Just said,

the individual described above wOuld nct be saild to be happy'

&

J
since he is inoapable of. hav1ng a concept of happiness, even

if he 1is capable of Satisfying,most of” his desires, however -

(?//

simple they might turn out to be To put the same- point in
another way , it s&ems, as if a human being is onlv happy when'
\ .qée engages 1in activities that. he is conscious of, where - . .
consCiousness is supposed to be the element . that
distinguishes humans from other beings
Barrow seéms to be attempting to differentiate various

¢

'actiVities as generating different pleasures without at the
same time acknowledging these different forms of pleasures.
The probler he encounters for example, in taking |
_consclousness as the distinguishing element between human
activities (pleasures) and that of other creatures is that
mentally retarded people and’ small children are 1eft out
Barrow might be able to overcome his problem by noting that
even if we took happiness to be the satisfaction of de51res,
?there are two aspects to it. One, there is the subjective
aspects where happiness is the satisfaction of desires with
»regards to individual abilities If we view happiness this
way, then various types of pleasure that are derived from
.actiVities which for- example, children, mentally retarded -

‘ and physically handicapped people and even brilliant people

envage ~in,- would beuaccommodated Two, there is an objective

aspect of: happiness which Barrow seems to apply without
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Vacknowle e ng; When happiness 1s viewed objectively, the
saulsfactlon of some human de51res would be con51dered as
more appropriate w1th regards to contrlbuting to happiness
“than others.20 " Thus, althougn she mentally retarded people,
for example, are 1ikely t6 attain happiness?by satisfying J
their desi%es this'happiness 1s 1ike1y'to be seeh as being
of a lesser standard than the happlness that wpuld bev

attalned when one engaged in- act1v1t1es that are taken to be

|

rerresentat’ of human beings. In Barrow slcase5 the L

1
activities that are renresentative of human Heings are those

v

that involve consciousness;~ In my view, both the subwectlve

and the objective aSpects are/essential components of the
concept of happlness | | ~

Altnough we have glven §0. many. examples trylng to
flgure out all the di”ferent sorts of act1v1ties that are
capable of producing happlness, and in what contexts‘they do
so,vwe are-stlll at a. loss. We do not yet seem to Dbe able
to give a plau51ble dlstinctlon between pleasure' and et
'happiness.v Perhaps we would benefit by observ1ng what
Mortimer J. 'Adler refers to as the psychologlcal' and the
'ethical' meanlngs of the term 'happlness' 22) When we use
its psychologlcal meaning, the term- 'happiness' connotes a
kmental state of satisfaction or contentment that ex1sts

~51mply in getting what one ﬁhnts ‘On the other hand, when

we use 1its ethlcal meanlng, the. term stands for a whole

human life well lived, a life enriched by neal good - all the

/

possessions a human life shoqu have as. well as all the

&
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usually. expecteo of ‘normal adults . What is 1nteresting and

-
o
(WS

23

perfections that & human life should attain.

By adopting AOléP ‘8 ethical meaning S? the term

_'happines , we are able to overcome most of the problems

that .have been raised An various examples cited previously.

-

For instance the actiVities of‘eating and mating would be
cons1dered worthvhile in their contribution to the surVival
of human beings, even if these activities do not necessarilj
produce pleasure Some pleasures would be seen as more
worthwhile than others, in the sense that thev contribute to
the well-belnv of human beings while other pleasures ‘are not

seen that<wav.' ~inallg, the happiness (pleasures) generated

in children in playing with toys and in the handlcapped in

'pléging basketball in a wheel chair is conSidered worthwhile-“

to a certain degree but falls short of the happiness that 1s
important to note when using the ethical meaning of
'happiness' 1s that it 1s not by virtue of say, certain,

pleasures or the state of mind they cause in our mind that

forms the basls of our deciSion that, say,‘ some pleasures

contribute to happiness (ethical) ‘Rather, - it 1s the. waywwe o

view these certain pleasures or states of mind thev cause in -

©

us. As A R Louch puts it, "o seeing something as

pleasant or painful is to see it as- constituting grounds for

n.ltS pursuit‘ 2&\ Again coming from another direction, R. M

b

Hare demonstrates the point.in question by noting that words

" have both a 'descriptive' as well as an 'evaluative'

o ) - _
element.-Sv Fornwords such as pleasure', 'desire', 'good', or
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"happipe®c', the evaluative element overshadows the
) W B . \N—w\

descriptive element, Hare contends.

Thyg,pwhen we talk of a happy life, we are essentially

referriné to the human

life which we would recommend that

~

every huﬁan'being strive to live rather than necessariiy
asking human beings to li&e this or that life, say, a life
of pleasure or a life that‘is dominated by intellectuail
activities.' With'some édjuStménts, Barrok's'conception:of
happiness agrees very much with Adler'g psychological &se of
the term 'hapﬁﬁness'. But as we have“demonstrated in the
varibu; éxgmples, the psxcﬁological meaning of 'happiness'
cannot form‘a plauéible basis’df'our éonduct. fn other words,
ngt all'our activities are directed towards psychological
happiness as Barrow has a%tempted té argue. Rather,‘when
Barrow claimed that happiness is the pasis of luman !
a;tivipies; he must have meaﬁt the ethical meanih lﬁ‘the
term; happineés that 1s synonymous with gobd iifé}'ﬁAdler
Summaéized the éhara@teristics'éf this: type of happiness(wheﬁ
he says:
\ Only hapbiness itself - a whole good 1life - 1ls an
ultimate end, never a means to be sought for the sake
of somé other good. Happiness, being the sum of all
real goods, leaves no other to be desired. That 1is
why happiness should never be referred to as the

summum bonum (the highest good), gut rather as the
totum bonum (the complete good).2

(2) The Happy Life
In sectlon (1) we have already established that:
(a) ~’“Although happiness and pleasure are equated in some

cases of ordinary language use, the two terms are
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distinguished in important ways;

(b)Y Even 1 happiness wefe to be equated with pleacure,
there are neVertheless various types of pleasure‘
tesides that of satisfactlon that Barrow ceems to

- advocate;

(c) Some human activities seem toAbe directed.toward
goals' other than pleasure;

(da) Happiness displays an evaluative element in both

i+s subjective and obJectilve components.

. I: ‘ . A4
However, even though we have come up with various uses

“of the term 'happiness', it is rather difficult for us to

determine which of.these usés are important by lookKing at
the ahalysis as suéh. Thus, we can only determine the
priority of importance‘of various uses of the term
'happiness' -in 1ts relation to our basic problem. Our basic
problem has been to examinejthe tenability of the
propoéition that happiness 1s the only ultimate goal that
511 human beings strive for; a goal that human beings are
willing tb sacrifice théir énergiég and time pursuilng. If
tnis is a fair description of our Qriginal problem for this
chapter, then I would say that this is essentially the
problem which in?ol&és the definition of whaﬁ would be the
best 1life for maﬁ; the 1ife that one would wish'to

ergage in. Barrow's bo;itioh is that the best

1ife for ﬁa% qua man is the pleasurable life, where all

numan activities are directly or indirectly directed towards

pleasure as the ultimate goal. As is already evident from
+
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\ our analysis, in. seétion #1), Barrow is wrong 1in biaiming
that the }aoo’ 41f@.for\man AQ\that where all activities are
directed_toward pleasure. E. Telfer supports this vlew when
: {

she asserts that 1t cannot be argued that all‘thev
‘iﬁgredients of eudaimonia (which she takes to be the ideal
1ife) are by définition pleasurable.27

But it 1s one thing to point out that Barrow's : N
uonceptlon of the. happy or the good 1ife i$ implausibleAyet.
another to come up w1th a better alternative 28 ThJé, the.
challenge ahead lel be-an attempt to propose a more
-plausible conception of the good life;'a iife that every person
would like to live as a human being. The iméortanoe‘of
haVlNU a oroper conceotlon of the good life for a,hﬁman belng
ie 1ndlcated by the caliver of the scholdrs who ha¥e shown

interest in the challenge. Here I am thinking of Platc 1n

The Republic and Aristofle in The Nicomachean Ethics, as

,hrepreéenting the older generation and W.K. Frankena 1in
Ethics’and Telfer in Happineé? as representativerf the
modern generation. Ror instdﬁgf,‘Aristotle, like Barrow,
recognizes that man derives pléasure from engaging‘in
various activities, some of which he/she shares Q;tﬁ animals
and plants. But unlike Barrow, Aristotle also points out
that a human being~derives more suﬁefior pleasures from
activities'that are chafacteristic of human beings in
general. Aristotle's cla¥m is basically that to determine

what activities would contribute ‘to the happy 1life for'a

numan being, one has to ask wnat powers and activitiles are



\

.peculiar and distinctive to human peings. For Aristotle,

t

contemplative activities anDWhat distinguish a human being.

from”otnef beings,‘particularly tBe animals. So,-to attain

a happy 1life, one has to engage‘in contemplative activities.

One p01nt to note here is that tne difference between,

-’»contemplatlve activities that are said to be’ dlStlnCtiV€~Ol

\ .

human beings from others such as eating or breathing that

he/she shares with plants and}animals is qualitative. That

ié to say, contemplativekacfivitigs are considered tc be more
worthwhile than others that hnman beings share with plants
and animals.

Aristotle's argument that the concept of the happy life -
has to take into account the natyfe of théibeiné'in>question
séems piausible in a way. For instance, a man would be anle.
to enjoy the activity of thinking, only if he has the
potential for tkis type of activity in the first place.

- fgain, activities such as eating,‘mating‘or breathing would
be neceséary only due to the natufe of the belngs that engage
in them.r\LQ\is yhen Aristotle's conception of the good 1life
is defined pnrely in terms of contemplati;e'activities that
a éertain'cpncern'arises. This way of condeiving the good

life for human beings seems unfortunate in the sense that it

‘tends‘to iénore or take lightly the importance of some
activities that would naturally contribute to tnz concept of
the good llfe for a human belng, even 1if these act1v1t1es

are shared w1th plants and animals For example, eating and

breathlng arée activities that are so important for human



she asserts that:

X
1ife that they neea no more onulflcablon As we gaw 1in
. .

,'section‘(l), these types of activitles are essential for

human survival even if he/she does not<?gcessarily'derive
; V=

pleasure from them. Walkie seems to support this point when

B

Fven if one agrees that ergon defines the creature, one
can disagree about how man, and hence his ergon )

-~ [function or character] should be specified. For there
are many competing descriptions of man and his various
abilities which would mark him off from other animals
‘while yet leaving room for the nutritive, locomotive,
and - sensory capacitles which he ev1dent1y and crucially
possesses but which are ignored if he is describedr
simply as a rational creabure 29

Another point thé@_could be raised here 1is that
contemplative 1life cannot be plauslibly defended bV merely
showing that it is tne type of 1ife that dlstingulshes human
beings-from other creatures. To me, that -would be
essentially arguing that what 1is unique in a being 15 what
is worthwhile, wnlch is a fa11a01ous argumenu similar fto the
ﬂ!turallst ¢ Fallacy that G.B. Nbore attempted to expose
whereby what is,good 1is identlfled w1th a particular natural

bwect like pleasure. .Further tce thls, if we takev

contemplatlve llfe to be the good llfe for a human being and -

then identifled contemplative 11fe with theoretlcal
act1v1tles such as phllosophy or mathematlcs it would’be
rather clear that contemolatlve activitles would not
represent a unique element that is inherent in all human
‘beings. This 1s so because not every person 1s capable of

dq}ng theoretical activities such as mathematics or

philosophy;‘
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However, Aristotle mignt be"éble.to counter the
acouqation above that his conception of the good 1iie
o0\np1a\s aCt‘Vltles that are directed toward important
needs that humans. share withxplants‘and'animals.‘ He can do
this by indicating that while activities that are direcﬁed
toward nubritive and 1ooomotive needs,.for example, ave
%ﬁmortant tneir importance is recognizable onlv in
reiabion to the contemplative activities ' Tnis would be 'so
in the sense that activities in the first oategorv could be
seen as a means to conuempiative activities which in this‘
context would be treated as ends. In my. view - this argumeni
is wrong for it continues to downplay the importance of
activitieg within the first category. One is forced to see
the activities such as eating as having no value except in
relation to contemplative activities. This is due to-Our
tendency to think that those activities that we refer to-as
.meano are aiways 1n1erior to those actifvities that tnej are
a means to. Rather than vieWing activ1ties_that man shares
~with plants and animals as a means'to‘contemolative
activities and therefore less worthwhile, I am inclinéd‘to
think that both these categories of activities contribute to
hdngnjlife;'éach category making a unique contribution to
the good life for’man qoa human'beiné.
There 1s another suggested way of overcoming the
problem brought about. by defining the happy 1ife for man

strictly by his»rational tendencies. This 1is done by

interpreting the contemplativé activities more broadly to4
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‘include most‘of the activities that “human beings ﬁéﬁally.
eng?ge'inbbsuck as pbllosoph121ng, mountaln cllmblng, money-
makiné and dancingq What thlS implles is that over and

abov the basic activities such as eating, breathlng and

- mating, an 1nd1v1dual wouldNbe llkely to attain a happy 1ife"

by engaging himself/herséWf 3ﬂ one or all the human
activities, since they all reveal a contemplatlve element
'But as iﬁ’has been pointed out by Barrow on many occasions,

[

for an individual to derive any pleasure from an activity,

" he/she will requirekability to engage 1n it. However, sihce

ééch-indiVidual 1s 1likely to have different abilities for
different activities, different individuals éfe likely to-
derjve more pleasure bV engaglng in certaln act1v1ties than-
‘they would otherwise do 1f they engaged in alternatlve
acp1v1u1es. The‘moral of this argument is that apart from

the basic ‘ones, human activities are diverse and that each

_ of the activities 1s a case where the rational elements that

are ldentical with human béings ére diéplayed. Thue
activities such as moﬁntaih?climbiﬁg, dancing and
philosophizihg would not be reéardéd as qualltatively
different from each otheré-»In'light of this,bthé philosophic'
life. (where an ind1v1dual engages 1n phllosophlvlng for most
of his/her life) would- be seen as the life of a philosopher;

jipe indiv1dual who 1s partlcularly 1nterested in phllOSOpth

- activities as the distinctive activities that hold his/her

interest most.30

The above paragraph leaves an impression that apart from
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&he basic activities, each inle1dua1 is gE-nr to pursue his
own happy life; a life where he/she will be engaged in
activitiés thaf he/she has the-best ability for. This is
what Barrow has been saying all-along. The issue was raised
and discussed i&}séction,(l) of this chapter. Thus, it wae
shown that children, mentally retarded ahd-physicaliyi o
handicapped people were 1ikely to‘attein a happy life by
engaging themselves in activ1t1es that required,Qimited
abilities. But although we would acknowledge that the above
greups of people were leadihg happy lives, we WOpld not
trade our lives fo: theirs. What this shows 1s that besides
the personal happy 1ife, where an individual is engaged in
act1v1t1es that he desirels and has the abllities for, there
is yet another notlon of the ioeal life for the ideal person
Thig 1is the happy 1ife that everyone wOuld like to attain.
»The ideel 11ife is conceived by #aking into account the
" elements that are most valued in a human being. What this
. means is that among the many‘potential abiiitieS inherent in a
- person, é fev are regarded as more sunc?iqr.%,For examnie, tre
rational or speculative ability inja perseh ;eems to be valued
very highly in almost every soclety. The personal happy 1life
and the ideal happy_life are related in that‘as an individual
strives for the former, he/she is in é sense‘striving for the
1atter For 1nstance, ‘when a. boy is slxeyearslold he may
 pe Sald to be 1eading a happy llfe (engaglng in activities

that are commensurate to his abllitles) but at the same tlme

he 1is expected to\nérrow the gap between his personal happy



1ife and what the soclety considers to be the ideal 1ife.

Another point that needs fo be emphasized at this Juncture

N

is the:fact thatnalthough some of the highly Valued bumaﬁ ~

abllities, such ac rationallty might transcend any one

‘society, %ﬁeir standard_df aSSessment is‘based on society.
That 1s to Sa\,vuhe rational abllity in hunanivy,; for exanrle,

could not be con°idered as valuable regardless of what the

societv thought atout it. This point 1s aDcl” put b\ Richarad
Kraut whern Le st ates that there is no system of evaluation of

happ}‘¢ife that goes beyond culture, so that the worthwhile

. elements that are gilven as composing the happy 1life could

only make -sense 1f they were viewed within\a traditionﬂBl
It haS been demonstrated I hope that human actfvities

could not be alrecteo toward one slngle end Such as plea°ure

without affecting an Individual's happy life adversely. This

is due to the fact that there are other human needs that

necessarllv depend on thelr ability to glve pleasure to an
individual. Further, 1t hasg.peen pointed out that though not
every human activity 1s directed towards obJects of pleasure

pleasure seems to be one of the elements that an individual

strives for as he pursues a personal, as well as an ideal

happy "1life. However, e could still ask whether a happy

1ife (in its evaluative aspect) would be‘achieved_if an
1nd1v1dua1 were to engage in activities that led to one final
ObJeCt, be51des the ba51c ones such as those: concerned with
nutrition.32 What we are essentially asking 1is whether there

is one ultimate goal which is so superior in worthwhileness
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such that all human beings would attain -.a happy life if

vtnelﬂ act1v1tles were dlrected towards it. Thisc hds to be

a goal Wthh all human act1v1tles and obgectlves will be a
means to and one tbat cannot be sub tltuued with another

without adversely affectlng the concept of a happy 1ife for

.

marn.

_The first thing we have to note is the fact already

3

established that alunougb pleasure seems to be a necessary

N

element of a happy . ife, it is not a sufficlent one. Thus,

the ultimate goal We>aré 100“1ng for muct be dlSulnguleEd
from that w?oqe worthwhileness is baséd on ghe.méx1mum
pleacure which we have dlSCOunted " The earller example of a
mountaln cllmber who has to. ”lsk so much to reach the toh of
a partlcular mountaln heips to reveal another dlmenuion of
man that it seems to me cannot ‘be ignored if the happy 1life of

AT A

the ideal happy 1ife. As we saw, the mountain—climber‘
attalnc a sense of achievement?lf he reaches tbe top of the
mounuain trrough his own initiative and effort But we couLd.
not necessarily say that the man risked his life merely to
reach the tob since reéching the top of ﬁhe.mountain wbuid'
have been realized.through oﬁher.léss dangerous methods.

This means fhat the sense df aéhievement thét the mountain-
cllmber attains in reachlng ‘the top of the particular
mountain through hlS own partlcipatlon ang effort seems to

transcend any.hedonlstic pleasure which might have

accompaniéed it. Again, when th€ scientist makes a unique

rerscn aua ruman belng i geineg to be clove TO Tne concept oi
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’ contniouticn in the field of knowledge he/she attains,af

sense of achievement tnat is. imposSible to. get if he/she’
%

1uw reeo abouv tne unioue contribution in a SCientific

“journal. In a sencse, the achievement of-a human being

EY
il

through his/hen own. 1Pltlatlve and effort seems to reinionce
T or reaffirm his/her self esteem. 1 To me,_the above are
iiiustrations of human beings' tendencies for self—
'realization - %'rl\f . ~%ﬁ;¥r

Bht a7+ﬂ0ufb sel”—realization seems to be an.
'indiSpensabWe element it .does not indicate that it is
sufficient for ‘the attalnment of a happv or a good life
For inStance - we may have a cancer oatient who is also a ‘(
brilliant SCientist. -Given tipe, the cancer- patient |
scientist is- Sure that ‘he couldc\nvent a drug which would
cure any type of cancer; This 1n;ention woui@‘help tne
cancer-patient scientiSt.to attain'a‘sense of fulfilment as
well as eiiminating.his pain;i'However, if there was another
scientist who 1s on tne Verge‘of inventing a cancerécuring
drug, 1t would be fair for us. to assume that the. cancer-

2

patient,scientist would, on one hand, hail the invention as
it would ‘likely mean the end of his pain On the othe; hand
the cancer-patient scientist would be. missing a chance to
realize himself through the invgntion of the cancer- curing'”
" drug. Thus, if the above example 1s acceptable,’ it indicates
that there are occasions when the goal of self- realization, |
shonld oeoyershadowed by the goal of eliminating pain‘ |

“

Our discussion in the last two paragraphs helps us to



conclude that the concépt of a happy life is such. thatehuman

activities are directed toward various goals rather than
. . ' \ : .

only one. And that pleasure and Self-realization seems to

be likely ingfedient’s of the ideal happy life. Goals such
7 ~N

pleasure and self-realization seem to be w1th1n the 7"ealm of

'-,obgectswthat many scholarS'regara as inurlns1c_values 33

The conclu51on above seems toxagree'with Frankena when he
asserts that the ‘g00d life will be a "mixed lifeﬁ which is

composed of activities and experiences that are enjoyable or

hoth excellent in some degree and enjoyable.3u

R

Our discussfon above creates an impression that there is

an all-embracing ideal habpx life for all human beings.
However, the truth cof the matter is that,the'oontent of the

‘ideal happy life i= nd to vary due to variations

tol
This point isihicely echoed by

¥

concerning huma
, k “
Frankena when hée

fixed order or pattern [of happy life]
For everyone, as ' ato and Ross .

fature may be .much the same everywhere,
} is, otherwise psychology would be
jible; however, human nature seems to

v fixed conception of it to be drawn’

I doubt thafd
can be laidf@
thought. i
and I believe]
‘virtually impé8
vary much for§
up in detail.3

VSpecifically,” e ideal happy 1ife would in some cases

| difﬂer;due to histgrical variations. Frankena eites»an‘
"exemple:of'this kind wi - fie asserts that ALN. Whitehead's
‘ideal happy life emphasized ingre&ients SucL as‘novelty,
'redVenture, cohtinuity anc traditiossas,opposed to autonomy
 authenticity aﬁd seif~expressieh,,values that form fhe ' %
36

backbohe of the concept ¢. the good life today. A similar

o o




point is made in Dau Nash's work Models of Man, Wwhere each

model of man seems to portrav a concept of an 1dea1 happy
life that empha51"es partlcular goalc that are cons1dered

to be 1ntr1ns1c values for man of a partlcular perldﬁ‘ourlnr
the hlStOPy of Western society. | For 1nstance, Aquinasf
ideal man was one who lived a life. (the, ultlmate happy life)
that emphasizes the contemplation of the truth as revealed
hy'God the Supreme Being,37 as opposed to Rousseau S natural
man ;ho was tc live a life that emphasized personal

: ) ) < . .
38 _In other cases, the content-of the ideal_happyﬁt

v

freedom.
111e mlgnt dlffer due to cultural varlations For example,h
it 1s common Vnowiedge among the African people that the‘
concept of the ideal happy 1ile has to 1nc1ude s’ arrled

life, probably with chlldren - Finally, the 1deal |

“'happy ilfe might differ due to the- dlfferent arrangements of .
‘its content.‘ Th1° p01nt is agaln well demonstrated bv mos t
of the African countrles that were colonized In these

countries, the urge to self- reallzatlon in terms of self—

determlnatlon and self expre5510h became SO urgent that Fll

S

’

other goels were to be subordinated to them Thus, the three

magor varlations or human nature dlscussed 1n thls paragraph

demonstrate that the content of the 1dea1 concept of happy

‘1ife is undergoing changes all the time though 1ngred1ents

like pleasuré?and sélf realizatlon seem to be rather stable
Barrow has trled to 1llustrate the plausibllity of his

, ethicalvtheory,'diSCussed in Chapters III:and IV, by appljlngl

it in the field'of4education.: That-being thefcase, our next



ﬁask will be an attempt to challenge the proposition that
utilitarianism offers the'mést plauéible:jusﬁification for

education. In light of ‘this,

- the next chapter will be
concerned with this particular issue.

o ¥
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Chapter V

BARROW'S UTILITARIAN THEORY AND EDUCATION

At this point Barrow's theory"thatvhuman actions could
only be plausibly justifiéd with referénce to the ability to-
éenerate the greatest happinéss fof the greatest number has
been expounded and resbonded ﬁo.liBeing confident of" its
plausibility, Barrow adopts the fheory to Jjustify activities
within the educational system. The reason for making this
move 1s due to his conviction that if a socilety has a
fundamental aim such as, happiness of freedom for all;'the
educationagl system, like any other institution, is exbected
to contribqt; to that aim or goal. Again, this claim is
supported by his further conviction that politicél aims,
methods and praétices on the one hand and educational aims,
methods and practices on the chér are both Jjudged and
valued by refefence to ethical values‘.1

To remind ourselves, Baffow has claimed that

!

for a socieﬂ& to attain the greatest haﬁpiness, there has to
be harmony between individuals and.their §ituation or |
_circﬁmstanées. To attain this harmony, either the
individuale or their circumstances have to béé)édifiéd, or
even both. However, Tor Barrow, the most imgortant task of
education is that of modifying individuals in order for them\
to come to terms with thelr circumstances.

Although/Barrow is ready to apply his theory within the

131
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fieid of education in general, the most succinct

application 1s found in the area Qf cufriculum content.
Here, as is already clear from préViéus chapﬁers, tHe
cénnection between utilitariaﬁism and durriéulum lies in

the fact that the reasons given for the inclusion or
exclusion of varioﬁs activities in\én‘educational éurriculum
only makes sense in light of the utilitarian ﬁremise. ‘This

defense of the curriculum content based on utilitarianism is

expounded in his Common Sense and-ithe Curriculum. But to

T

avoid misunderstandings, Barrow hastens to point out that
his defense 1is primarily concerned wilth the,queétion of what
thechHtéQt of the curriculum should.be, andfpot,how to
present 1t -for teaching purposes.

In order to make the necessary mddifigatioh that an .
individual reguires to attain harmohy, aﬁd consequently to
attain happiness, Barrow suggests a four-stage education.
In the first stage, children are to be given training in
"health, literacy, numeracy and morals. ‘Although these
aitivitieé are not what individual children should be engaged
in in 1ife they are preliminary requirement's for those |
activities thaf;children are likely to engage in in futureﬁ
In light of this, Barrow,points out'thaﬁ training in these
activities'is sé basic in the sense that not to be concerned
about them is to act in a way that is 1ikély to diminish the
opportunities for pleasure and inerease the opportunities

for pain as far as both individuals and the community as a

whole are concerned.3 This being the case, Barrow rejects

\ | .



133

“the gducaéional prdposal‘that a child should be encouragéd
to engage oﬁly‘in those activities thatbhe/she_sﬁows interest
in. |

In stage two, the individual should Lo encéuragsd to
engage in subjects rélatedkto natural séiehce, mathematics,
religion, fine arts, lfteratufe and history. Although
Béfrow;attempts.to justify the irclusion of thé above
activities (subjects), each on its mefits;'tﬂe basic
argument 1is the~same for allvof them: the utilitarian
pr’inciple.L1 What Barrow seems to be saying is that ali the
pfoposed actiVities in the curriculgm’in'stage two‘ére likely
.to generate greater happ;nessvih‘individuals in general
than any‘othér alternatives that might be opted for. Barrow
" insists that this is not the étége where individual choices
are made as to what actilivities are worthwhile for him or her
dn utilitarian grouna. As he puts it, the curriculum shouid
seek to prbvide the individual with the wherewithal tOfﬂake
genuineiy informed choices for ‘himself as to which activities
helwishes to pursue,’and that‘the more we obefxpp to
individuals the possibllity of informed choice .between
activities, the more chance they have'of finding the true
satisfaction for themselves.S,

In stage three, students continue to pursue history and
iiterature.‘ On tdp of these, vocational studies and .optional
activities are inproduced at this stage; The reason for this
- arrangement is that although each of the proposed activitiés

is likely to cenerate pleasure in general, neverthdiess,

3
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each individual's pleasure from a particular activity will
depend partly én his/ﬁer'ability_to engage ;n:it. For |
'example,“én individual{who‘has.a high ability for engaging
in mathematics wiii dégive more pleasure from thé activity
than another individual with less ability. Again, what
activities that one dpts for in education'have,to be closely
~connected with what he/she.plané to do inM 1ife in terms of a
career or a hobby. To put. this point in~another'way, at the
third stace, rather than jfust introducing the individual to
what is considered worthwhile in a utilitarian perspective,
education attémpts to revéal the abilities that each
individual pdssesses for the various récommended,activities.
These are the activities that the individual is reéoﬁmended
to engage&inAin order to attain the greatest happiness. In
light of this, thebﬁourth stage of‘education is only for
those individuais who have displayed an ability to engage in ‘
philosophy. |
~  Having briéfly laid down the utilitariég principle
applied as the basis of assessing what actlvities are
educationally worthwhile and which ones are not, next we
consider the arguments that.Barrow develops in order for him
tobarriQe at this pérticular eonclusion.l Fipstly, we shall |
consider the argument that attempts to éhow’that an activity
like 1iterqture is'intrinsically‘Worthwhile while ' playing
bingo 1s.-not. Secondly, we‘shall see whether the argument

.put forward for some educational activitles to be compulsory

while otherg such as geography or philosophy are to be

/



“had a happler: l1ife than another person who successfully

offered acs coptions is tenables.

- Barrow has élready agreed with Benditt's conclusion

thaf there 1is no ideal 1life which 1is such that a person who

liveS it successfully is necessari1y happler . o than a
person who successfu}ly lives another sort of life.6 This
means;‘for‘exaﬁéle,”that‘a pérson_ﬁho spent ‘his. life doing
mathematics sucdeséfullyzwouid:hot neceSsariiyfclaim to havé
spent hiS'life'doing cooking. The essential point beling made
here 1s that everything being equal, the pleasure derived

from'eitherjdoing mathematlcs or cooking is of the same

quality. However, the  above contention notwithstanding, in

by

Common Sense and the Curriculum,‘Barrow has attempted to show

*

~that within a society, some activities such as literature or

history are more worthwhile (having a greater po%ential to
génerate pleasure in anindividual or the society in general)
than, €ay,playing bingo. Before setting up the argument,

BarrOw spells out the context'wi;:in which it (the afgument)

shoulq be Judged. Thus, he asserts that it would'be possible

to concelve a world where engaging in bingo games would be

Dy e e : g
more worthwhile than doing literature. However, it would be

‘absurd to maintain that in any society remotely resembling

the complex.%QdustriaL‘societx with which we are familiar,
that-the guantity of pleasufe geherated@by doing litera£ﬁre
or playing bingo games 1is équa1.7 |

Barrow first supports h;s‘aréument by sayihg that for

those who have the ability to engage in both literature and -



bingo succesefﬁlly; the chancee are that they would‘prefer
itoeengage in ehe former rather-than in the latter. This 1s
rossible because fhe individuél will be able to have a.
direct comparison between the amount of pieasure'he/she

‘ _deri&es when doing‘literature and when playing bingo. The
bargument becomes more vuineraﬁle it seems to me, when BarrOwl
adds that even for those who are capable of d01ng only
literature or'blngo, it will bé‘p0>51b1e to reallze that the
“,fOfmer is mQre Wcrthwhile than the latter if during the
.com?arison one coneiders the duration, the fecundity, the
extent, direct or indirect cohsequences Of the pleasure
generated in. engaglng in the two act1v1t1eo, rather than Just
the 1nbens1ty.8 To put the argument simpl:, 11terature gains
“over bingo in terms of geénerating the greatest happiness for
the greatest'number if one considers conditions other than".
the intensity of pleasure that each of the two activities is
liable to generate. This is so(in the sense that literature
hae ereat instrumental value in‘kerms of pleasure3véinée, by. .
its nature, it has the potentia%;ty.to affect signiflcant
changes in’the individual in respeet>of hie outlook, hie
insight, his perceptiensrand his 1deas. ?hese significant
changes within an'individuél would have repercuseions on the

? ‘Onvthe other hand,

sum total of pleasure in the community.
playing blngo games haé no further consequences beyond the
immediate wleasure that pléying games gives. Thus, when the

game 1s over, 1t is all over. Barrow attempts to-wrap up

the argument Dby adding. that playlng ‘bingo necessitates and



gives scope only te the capaciti e5 " of an intelligent
: ) e . > _ 10

chimparizee, while dolng literature demands more.

But is the above a fair claim for Barrow .to make? It

seems to me that there are flaws in the argument supporting .

the above claim. The flaws are readily reveaﬁed by

S .
observing the follow1ng points. Firotly, itoio opoorlins
have a case where the abgregate pleasure generated by . 2

L

playing bingo 1s greater than that generatea oy d01nr

_litera;ure, even 1f we have to consider other conditlon
such as duration or fecundity besides that of intensity.
For exampie, it is possible for an individual to attailn

’ ‘ {
more pleasure by playlng ‘bingo for a week than he/she would
LS

L4

1f he/she chose to do literature ¢nstead Secondly, even
'granteo that. doing literature generates indlrect pleasure in
terms of affecting slgnlflcantfchangeslen the sum total of
‘pleasnre in theicemmunity,>fhis invitself dQes not‘indicateg
that 1iteratunebhas'tne monopqu‘oeer bingo:ferysuen'changes.
ror instance, ﬁla&ing bingo couldﬁ;ffect tne,community in the
sense that[the meneY'won miéht‘be denated‘to charitable
organizétions,'an act that.isicapable of boosting the
happinese of the comnuni" as a wbole.bbFurthef thanlthat,

it dées'not follow‘that fhe_significant changes that are
likely to occur invan individual in terms of insights,
cutlook and ideas will necessarily have positive_effects upon
the community."Barrow geems to be aware of this preblem wnen\\

he cites famous people (who had been engaged in worthwhile

activities) such as George Gissing.and Baron Carvo who

“s



brought na“iob-po andbod‘ in their lives. An important
v'pOinp to no te here is tnat alphough he recognizes the
weakness in his argument Barnow does not respond to it.
Rather, he asserts that it would be reasonable to regard
dOing literature as a worthwhile activity. on the utilitarian
grQund and that it would also be reasonable to suggest tnat

P

the pnenomenonvef,literature is likely to contrdbute more
pleasure- to tne,cemmunity as a unole than playing bingo.ll

Tn summary, it has notibeen_demonstrated that dding
lJiterature generatea mere pleasure than playing bingo,

eipner within an i“leldual or upon a community

Consequently, 1t has rot been demonstrated that literature
.is a more worthwhile aeﬁ%iity ?o-ineludelin the edueational
 curriculup than bingo from the utilitarian point'of view.

The assertion that pla”ing bingo necessitates and give°~
scope only to the capaCiuies of an intelligent chimpanzee
while doing literature demandu more than that is rather
;inte esting, coming fron a. utilitarian 1like Barrow Thus
‘while‘une assertion may be true, it seems to me that it could
not be sustained on the baSlS of a utilitarian premise In
‘fact tbe point that Could be made from this is that doing
pliterature generates a type ozgpleasure that is more %
agreeable to human beings (having more intelligence‘than
chimpanzees) than the pleasure generated by playing bingo.
This is another way of suggesting that the pleasure generated

by doing literature is more worthwhile than the pleasure

generated by playing bingo as far as human beings
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are concerned,  If

gwere to accept this conclusion,
then he,would’be'emb,: Mills"vensiod'ofv
ntilitarianism‘rathei3 :Lham'g; something he has. .
constantly atteju' Jeiate'himself from. That
: Barro@bis unintel :fnhracing Mill's version -of -
utilitarianism i$1,r f.revealed when, as indiggged in
Chapter ITI, he af; d;to define 'happiness'. Berrow
pointe out that hai 555 ie something.that only ereatu}es
“with conjgiousness?‘ {lexperience. Conseioueness is
neCQSSarj to happineilkbecause happinegs comes into being

i de51neu which 1mplv a degree of  x

due to the emergence 4§
’ V : : TN

freedom and manoeuwer.ﬁhlipy in thoubht, Barrorvcom;aww~u

Agaln, that Barrow's shift from Bentham's to Mills"v5~;i;t\

of dtllluaflanlsm is uni“tentional is revealed by his

‘accusation bhat philO'ﬁ ‘like P H. Hiret‘s Justification

of edueetiOn is baeed ; the false asoumption that man 15 a

raeional animal Barrow ﬁiiiii7@$§

he says

cecusation well when

One cannot help but suspect that . behind the emphasis on
mind-development of some philosophers, is lurking a '
- speciles of naturalism: man is a rational animal,
therefore he ought to be a rational animal, therefore .
- the more he practices ratlonal inquiry, the better he
‘is., But it hardly need be gsaild that the premise does '
not lead to the ‘conclusion. v

The interesting p01nt is that the same accueation couldvg
be levelled against}Barrow by formulagang his elaim that man
is happier engaging i 4intellectual activities. Therefore,
to be happierl man;dﬁth to ené%ge in intellectual actiVities,

therefore the more he engages in intellectual activities, the
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happier he is. Thus, unless other reasons are to be gilven,

- the argumehu above canuot be usedfto justify the inclusipn
of liteiature in the curriculum Without borrow1ng fron

| outside‘the-ver51on of utgiitarian thedry that,Barrow
& ; ' '
-supports.

However,. even if»Barhow succeeded in showihg that someh
actiyities such as 1iterature or mathematics are |
' educationally worthwhile while playing bingo 1is not
wouid stil1 demanc that he demonstrate why some activities N\

are optional. Pa row attemots the following eyplauation

e . . . R - 2 - -
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sense that they have extrinsic ¥alue. In other words, theSev

.activities are necessary means to other worthwhile pursuits.

This group of activities includes the‘acquisition of
. . , _

liter'acv and numeracy ’Secondly, there are compulsory

o i :
act1vit§e° that we have reason to believe have the . potential'
to generate pleasure in indiVidual agents, but‘we have no way )

| of knoWing-this'ahead of time due to‘the compleXity‘of these

‘activities. Natural science is cited as an example .of this

"‘k

‘type of activity Thirdly, there are compulsory activ1ties
in the sense that they appear in the curriculum in order to
[,»11'ivf',provide the understanding of other types of awareness |
t? | beSides ?he scientifichawareness. No example is. cited for
~this group but from peading Barrow, religion would make a
prefect candidate o

ourthly, ‘there are those act1v1t1es which are compulsory

for. every student in the sense that their worth resides

a



essentially,in‘theirﬂadvantage to thé~individual in
conductin”‘his/her life to his/her‘own satisfaction as well
as the satlsfactlon of the rest of the communlty 13
Literature and hlstory would make perfect examples of this
group of activitles o . o
i The optlonals in the curriculum will be those
activ1ties that are relatively complex but which we _have
‘breason to belleve are sources of considerable satisfactlon |
to some agents and are, at- worst not 1n1m1cal to the - |
satlsfactlon of other agents. 14 Optional‘subgects include
geography, cooking and phllosophy “In a. sense, °theSe’are
: the actlvities from which 1ndiv1duals would likely form‘
.hobbles and careers, with each 1nd1v1dual engaging in those )
~activities he/she has the best aoilltles for.
The dlstlnctlon between compulsory-and optlonal

actlvities w1thin the currlculum is based on Barrow s
prop051tlon that our world 1is made up of two bas1c |
interpretative attitudes: sc1ent1fic, rellgious, moral and
'aesthetic © By bas1c interpretative attltude Barrow means a
"fundamental conception of what the world is- about or a»v1ew as
- to the terms in hlct ex“stence is ultlmately to be egplalned |
- By awareness he means different sentlments or feelings tﬂat
“.contemplation of some phenomenw is bound to arouse 15 o ':ﬁt
Essentially, ‘Barrow's argument is that it is necessary |
_for an 1nd1v1dual to understand these types of 1nterpret1ve

and awareness if he/she is to have a falr chance of attainlng

‘maximum happiness within a communlty ‘In llght of thls,"

3



compulsory activities (except the basie ones like literacy)
are intended to offer that type of understanding of the

| world to every individual student. But the problem with
this argument is that it 1s based on a premise whose tr&th
is not obvious. Fér irstance, there are many people in thils
‘wofld who do not believe 1n a Supernatural Beinngr Beings,
a bellef which forms the basis of thHe religious interpretive
attitude‘thaf‘Barrow is referring to. Ihrshort,kBarrow
would have to show that the world could only be understood
through ‘the types of interpretative and awarenesc he 1s
referring to and no ovli2n. Moveover, v mranteg
true that the worid'cOuld be understood oﬁly through the
above categorization, 1t still remailns alprgctical guestion
as to whether uﬁderstandingvthe world this’way guarantees
more pleaéure in an individual or community than if the
individual remained ignorant. An example against.this way
of thinking 1s a situatlon where the atheist continues to
have a happler 1life than those who have falth in‘both
scientificuand religious interpretations of the world.
Another point to be noted here is the distinction thgt
Barrow makes between what 1is educationally worthwhile froﬁ :
"what ié both educationally and generally worthwhile. Thus,
he asserts that annactiéity 1s educationally worthwhile if
it is worth the while of- the person being educated to engage
in-it. He glves reading as an example of an educationally

worthwhile activity in the sense of being a necessary

condition .for doing 1iterature.l6 On the other hand, an



“and to widen the scope of what actlvities are worthwhile.

}—
)

activity c=uch és literature 1s not only educationally
worthwhile, 1t is aléo worthwhile in general from the
utilitarian point of view. The point to keep in mind 1s
that Barrow usés“the same criterion (the utilifarian
principle) as a basis of justifying education as well as

V-

general activities. This move is opposed to some '
justificatiqné of educatioﬁ proposed by some philosophers of
education. For example, although White is ready to justify
some human}activities as educationally worthwhile, he ﬁoints
out‘that what i1s educationally worthwhile may not be'
necessarily worthwhile in general 1ife.l7 Eveﬁ if it

turned out that what is edugationally wér%hwhile 1s also
worthwhile in general 1ife, 1t may be so on di%ferent
grounds.’ Following this argument, White regards activities
as educationally worthwhile primarily due té thelr

5

potentiélity to improve an individual's ability to choose

18
Whether or not what 1s worthwhile for an individual is what
genérates*maximum pleasure, it is.not the business of education.
However,‘whén 1t comes to determining what is worthwh}le iﬁ
general lifé, various criteria which may or may not include
hedbhic happiness will be considered,-White would contend.‘

ror i s part, Peters*regards some human activities directed

towards the pursuilt of knowledge and truth as educationally
<

‘worthwhlle while recognizing that there are other activities

in peneral life whose worthwhileness is based on the

criteria that are different frcm the ohes‘used for educational



”actiVities.lg The purpose of referring to White's and
.Pete?s' wsrk is not so much to support their views on this
issue, but rather to indicate that even if their proposed
Justifications of education may‘have their own problems,
they have a sﬁfsngth that is lacking in Barrow. fhey have a
reasonabls“way of distinguishing betWees activit%es which
aré educatiénally.worthwhile from activities thaf are. -
considere@ worthwhilé in general. Here I am thinking of a
value 1ike pleasure which 1s worthwhile in ceneral but which
may not be educationally worthwhile and if it is, it may not
command'the same priority it has in general 1life.

As it has been indiéated,at the end of the 1as§
paragfapﬁ, attempts to justify,education, particularly
formal education, have been quite popular. This is primarily
due to the amouht of resources of both material and human
capital that goyernments are forced tb spend“to support an
ever-increasing need for this commodity’. In arguing their
cases in supﬁort of education, variops philosophers of
education have used the occasion to cqmménx on ths
justificétion of education thét is bssed on happiness.

In this regard, Peters.cltes three problems that
anybody who opts to justify education in terms of 1ts
potentiality to promote happiness has to contend with.2o
vFirstiy;ythere is no 1sgica1 connection between education and
happiness; For instance, msny:pqople are uneducated but

perfectly happy, Peters argues. Secondly, happiness 1s a

complex state.of mind which depends at legst upon having



desires that are fulfilled and the planning‘of their

satisfaction so that they do not conflict. More than this,

“happiness also entails having general expectations that are

magched by the circumstances. - In light of the fact that
the;e is a conflict between different desires of an
individual, education is not an effective tool for the
attainménp,of happiness, Peters suggests, Lastly, Peters.
asserts tﬁat happiness also dépends on the objective
condi£ions‘which may change due ;o events that the person may
not be responsible for. This .belng tﬁe case, there would be
nothlng much ﬁhat education could offer to Ilmprove the
sit&ation; | |

Peters’ first cited problem has been acknoﬁleﬁgé by
Barrow when he asserts, fof cxample, that those intellectual
quallties developed through edugation guarantee nothing and
certainly are not necessdfily conditions for héppiness{ The
only point ﬁhat Barrow wishes to‘make;“it seems to me, is
that in an open or democratic sociepy, the developed
intellectual disﬁosi@?ons are contingently likely to promote
happineés ovérall,gl However, Barrow's attempt to defend
this” position on tﬁe assumption that it is basedr on the
realities of an open society exposes him to a much more basic
problem, as shall be seen later in the -chapter. '

In his second problem, Peters coﬁcurf with Barrow that

o
i

. i o
“happiness is a:.state of mind which\partly depends on having

'

the general expectations in 1ife matched with the prevailing

dircumstances. But Peters goes further to indicate that the



schedulihg oilindividuals* desires is necessary if
happiness was to be attained. As we saw earlier, Peters!'
bosition 1s supported by his conviction that there are not
only other values that human"béings strive fons but these
values do sometimes conflict with happiness and that these
conflicts aré 1egitimate, Barrow has an easy way of
dissolving conflicting de81res within an 1nd1v1dua1 he
would encourage those activities that are directed toward
those de81reu that are 11kely to generate the greatest

- ©

pleasure in an individual. What seems to be suggested here
- 1s that there are no gen&iné conflicts bétween inéividuals'
desireé. if there appears to be a conflict, 1t is only
because;we'léck the proper knowledge/as to whé% desires have
the best chance of generatlng the greatest pleasure in an |
1nd1v1dua1 Peters' third problem is just an emphasis qf
the point that:§ven if we were able to control the indidddual‘
by educating him/h#r, still there are many events that ar
likely to cause interferencé, préventing him/hey from i\\\
achieving happinesé. | g “ \
In his contributién to the topic, Dearden concurs w1th -
both Barrow and Peters to the effect that happiness is a |
state of mind which is determined by the match between our
perceived 1ife and the explicit or implicit picfufe which we
have of how we wish our lives to be. 22 Again, llke Peters,
Dearden discounts Barrow s claim that education 1s ultimately

aimed at happlness. He does this by 1ndicating‘that

education is gppropriately concerned with other values



beside° hao es .23

Speaking.to the same problem, O'Hear concurs with the
above philosophers of education that happiness has at least
to do with the matter between one's desires on one hand;:and'
reality on.tha.othef,zu Again, like Peters, O'Hear
reoognizes that it 1is partly due to the complication involved
between desires and reaiity thaf thé connection beﬁweeo
education'and bappinéss isbstill problematic.l For example,
an individual may be quite conteh@ with his/her lifé'Without
having anyv education, while another indlvidual may. be
educated and yet have all sorts of problems which would
‘_1ike1y curtail his/her happiness.lpO'Hear furﬁher polnts out
that an individual's happiness depends also on the way he/
she perceives his/krer 1ifé, and expectations, and that the
floﬁer fhese expectations are, the more likely for them to ba"
’saﬁisfied. This‘is a view that he would share‘with Barrow,

O'Hear makes whdat seems to me to_pa\an important point
when he asserts that an individual's exﬂssiitlons in life
could be legitimately or morally lowered byXthe use of
edpcation. For examp;e; it would be comgon to make sure
- that everyone engaged in activities thajmhhey had the best
ability“for in order to ensure maximumvhappiness in the
commuﬁity But O'Hear points out that 1t would be
questlonable whether educators would be satisfied with only
fitting people to certain roles in the 8001ety 25 This

concern brings to the open one point that seems to be

underlined by each of the philosophers of educafion discussed



above to the e"%ect that although education is not opnosed
to happiness as §uch, it is more suitable for achieving
other human values such as féspect for persons or for truth
‘and other’ﬁéluesjthat sometimes conflict with happiness.
This 1s why i think O'Hear is correct in sayipg thét it will
‘be'an 1lnadequate education that saw its role in terms of
aeliberately restrictingbthe intellecfual énd the moral
horlens of chlldren for the sake of happiness.

O'Hear's point becomes even more ev1dent when Barrov
claims that his justification of education 1s based on an
open 5001ety,‘a 5001ety where democratic values.are
cherished. He demonstrates this claim by pointing out that
although it is légically conceivable thét dogmatic people
would be iappy, dohiétism'is confingentlw at-risk if the |
realitv consists in a soclety wherein it is recognized that
littlé cén be regarded as hneéuivocal and certain.27 What
Barrow is essentially saying 1s that although dogmatism.
might—actually contribufe to Happiness'in some sociefiés such
as totalitarian ones, it has little chance of dolng so in an
open%society. Thus,vassuming‘that an open soclety
contributes to a more:wbrthwhile'type of life than a
totalitarian society, ip becomes interesting to note that.
Barrow's educational theory'ﬁestricts,‘rather than
encourages, values that form the basis of living in an open
soclety, all in the name of happiﬁess. »In‘light of this, if-
it is-trué that educational aetivities ought tovpfépare

individuals for what is considered to be a worthwhile way of
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1ife, then Barrow's educational theory 1s inconsistent with
the way of life that he regardS'as worthwhile.

For tae dake of arguﬁeﬁt, it is possible to accept
Barrow‘s theory thatgthe selection of the activities to-
include in a Curriculum‘bé based on the utllitarian
principle. However,-we Qould still challenge the theory in
“that 1t wauld be impossibie to implement fully'in aﬁaaotual
.sitaation. The challénge\is based on Barrow's claim that
maximum happlness will be attained in a society when
everyone has a chance to éngage in actlvlties that he/she
has the—desire and the best.ability for,‘provided it is not
narmful to the rest of society. "This situatiOn»obtains when
competition betweenvindividuals or groups wanting to engage
in the same activities 1s eliminated, hence the elimihation
of frustratioa_which'Barrow takes to be a contradiction to
happiness.28 Barrow's claim that a situatiocon in a soclety
Cwill bevafrived at where maximum happiness is achieved-in
the sence that evervone has a chance to engage 1n
activities‘that he/she has the most desire aad the best
ability f:r, iz undercut by various Qounter—examples.

For instancs, in a country where there 1is a shoftage of
manpower for particular professions, the gbvernment may
decide t% give priority‘to eéucationallactivities that are_
likely to lead individuals to taking.these professions. A
common case has been for governments to lay more emphasis,

say , in mathematics or sclence in educatlonal institutions,

) hoping that enough people Wlll become teachers in mathematlcs
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or science, if these are the-aréaS'that have great demands
at.a pariicular.time. If such a sit%ation prevalls, then
those. students who are good at:mathematics or science have
a chance to engage in activities that they have the best
ability for, and possibly desife. However, those students

who have the best ability for activities other than L

mathematics or science, say, 1iterature'o£-history,_may be
discouraged'from~engagingthémselves with,the latter '
activities. This discouragement.would be either due to ?éor
proépects that the Students"will'evér have a chance to
engage iﬁ-literature or history in the fuﬁuret or the
government may have only so much money earmarked for thesé'
educational aétivities._ Thus, this is one situation in an
educational system where not all the individual stﬁﬁents~Will
" nave a chance to do what they have the best ébiliﬁy for, even
if that is wﬁat they wanted to do.

The - second coﬁhter—ekémple is a situation whefé students
are engagéd in activities which would lead them to careers
" such as engineering. The‘students ma& have the'best.
abilities for'thege activities.. Oh top of that, these
students may -have the strongest desire to become engineers.
However, it may just turn out that there are only a few
openings for englneering careers. ﬁere; one of-theylikelyv
thingé to habpen is that some of the students will take the
availéblé.engiheering job openings whilevothers will try
their luck elsewhere. Even if they may be fortunate enough

to get othey jobs, it would mean that the latter students

.{‘
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will likely b€ doing things that they did not have the best

~tapilfty for and probably things that they do like as much.

Once again, these students might end up being frustrated and

unhappy while thelr counterparts (those who got engineering

’-jobS) will have a chance te_maximize their happiness.

Barrow's positibn, which is the fbcusvof the above two

counter-examples, 1s based on the assumption that maximum

happiness in a society is attainable only when everyone has

he best ability to do what he/she desires. However, there

.are cases where people seem to attain more happiness by

engaging in activities that they do-not.have greater

abilities for than in activities that they have greater

abilities for. For instance, we could have a situation
where a student has the best ability for engaging iﬁ a
certain'activit&, but He/she,does_not want tebengage in it.
Another commen case is that Where a student takes sutjectS‘
such as chemistry, methematics and biology in high school

even when he knows well that those are not his best subjects.

”The student may have decided to take those subjects because

he believed they would lead him to profe551ons 1ike medicine.
b

'Further, the student may be aware that medicine 1s rnot- going

to be the best career for him in the pense that it is not‘
the area that he expects to excel in. What 1s interesting is
that he may have decided to do 211 the aboée even when he was
aware that his best'subjects weré history and literature and
that he was bound to_makeva brilliarh\history or 1itereture

professor. The reason ggven for this seeming anomaly is that
- o _




the society has'more respect for docfors than for history or
A 1iteratﬁre professors, and that the individual in question
would be happier as a poor (less abilitys doctofithan-asfé
brilliant professor inchistory'or literature. Howevef, this
argument doés not, in any way, suggest that the individual
student would‘not be happier %f?hewhad greéter’abiljt;@r\for
becoming a brilliant doctor. 4A11 that it’iﬁplies.is/thét the
individual student wouldkﬁe relatively happiler eﬁgaging, eQenv
pooriy, in 4ctivities that ére genégélly consideréd.as |
worthwhile than he would be engaged in élternati?e activities
- that‘he‘has the pevter abilities for, Bﬁt w;ich‘he and tr.e
society conSidér as less worthwhile., The moral #f this
eiample,'it seems to me, is that there are situations where
.Ahappiﬁess does not solelyvdepend on the amount of
psychological pleasure that is derivea'from’cértain
adtivitiesggbut also on the sécietyrs general conception
with regards to the'woythwhileHQSS‘of these barticular
activiﬁies-vis—a;vis other acti;itieé.

As 1s evidenced by‘the example above, 1t seems to me
| that Barrow's major problem is precipitated by his fa;lure‘
to pay more attedtion to the relationship between the
 r;individua1 and the Society‘he lives in; To put the same
point in another way; Barrow seems to have ignoréd the
essentlal role that socletal norms play in determining tﬁe‘
v_general worthwhileness of various aétivities. Thus, 1in the

exposition of his educatiocnal %heory, Barrow regards

individual students as if they each came from a different
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lanet, and that they were attending educational
p kY

institutions with no previous general common preferences as

. regards various activities} The only common preference

() N . ' . ’ )
between 'these students 1s thelr quest for the greatest.

amount of pleasure possible. .One has even to wonder how
these students came to share the view that pleasure 1s more

wortnwhile than anything else.

As a final assessment Barrow's.ethical theory falls

:short as a Jusu ification of education due to i1ts failure to.

take into account some important elements of human nature.
The‘consequenceaof this failure translates into an
educational theory which is either too incluSive or too
excluSive, as Will be shown by the following cases. ‘Wirstly,
the:theory is too inclusive in the sense that even if we
agreed that every HhHuman being strives for pleasure we hawe
no way of distinguishing what 1is usually regarded as animal’
(low)Lpleasures from human ‘pleasures. Since the theory is
‘notféépabie of this'essential function, activitieS'such as -
playing bingo would qualify as an educational activity, SO
long ‘as it has the potential to generate the greatest amount

K

of pleasure in a soclety. This point has been noted by

H

| fite in his criticism of happiness as an aim of education 29

“ghus he 1dentifies two interpretations of happiness In

' one sense, the term 'happiness' is equated to a life of

_pleasurable sensations, Within. this frame of reference,

drug addlctle

) Y.

‘qualifv to gt

'f;—induced satisfactions would

55 in an individual. In the

(]
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second sense, happiness is'achieved'when an individual
attains avcomplete satlisfaction of his/her desires as
oossible White asserts. These desires.may orfmay not
include pleasurable sensations This ‘is a more inclusive
Vinterpretation of happiness in<$@e sense that both machine—

induced and weight lifting satisfactions for examplek wouldf
qualify to bring about happiness in an- indiVidual 30
Again even granted that we are able to recognize those
activities that are worthwhile for human beings from Lhe
utdilitarian point of view, still we would be required to be

i

.able to distinguish activities that are educationally
wo thwhile from activities that are worthwhile in- general
For instance, what would be the essential difference between
‘mathenatics as an educationally worthwhile activity and
bingo as .a worthwhile activity in general? This problem is
confirmed when Barrow takes both health *tralning andu
© literacy training as educational activities.31

Secondly, the theory 18 too exclusive 1in the sense that
even 1f we were able to recognlze that pleasure is a good‘
that Human beings‘strive for? it would ‘be wrong to gake that
;pléasure (of whatever kind) 1s the only good that 1s required
for‘the well-being 6f man. Ewing put.the point r&ther aptly
when he asserted that utilitarians are right in 'holdiné that-’
v'whatever is good (worthwhile) is pleasant but that they are
wrong in thinking5what is good is only so because it is
pleasurable._?’2 Ewing seems to support an edrlier agreement

‘with O'Hear who saw education as having varlous alms rather

!




thanijust,one aim: the'achievement'of the greatest amount of
pleasure'possible in a.society. If this is a fair argument,
then it would mean that the selection of our curriculum f
content has to balance the various aCtivities aimedbat-
various worthwhile goods that tend to be drucial 1n

achieVing a happy society This is where societal norms come
“in, in the sense of the society S general grading of the
degree of worthwhileness of wvarious educational activ1ties

at a particular period in time.

Although most of what has been said about Barrow's
educational theory is rather negative, it does raise important
points for educatprs. the firm connection between formal
education andvfuture'indiVidual careers. In light of this,
1t could be argued that although'it is not useful to narrouﬁ
the curriculum content to prepare students for particular JObS
'students would be well served if our educational system could
attempt to prepare them for occupations that they were likely
: to engage in 1n future The implication of this argument is
"that education has two basic roles. On one hand, 'it is.
expected that education will develop dispositions that are
commonly regarded as worthwhile On the other‘hand 1t 1is
expected that education will prepare inﬁividuals for
attaining what each regards as worthwhile This issue will be
examined further in the next chapter, when wes;EYempt to

“propose the basis of how Kenya S educational tem could be

\

improved in order to- successfully rise to. the challenges of

ke

today and tomorrow.
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Chapter VI

TOWARDS A COMPREHENSIVE PHILOSOPHY OF :
EDUCATION IN KENYA - S

After theldescfiption and brief analysis of both Kenya's
énd Barrow's educational systemé, a few general remarks could
be made. One, the framework portrayed in both systems are
within what 1s commonly refefred‘to as the Western liReral
democratic theory of sociefy.l Western %iberal democratic
theory has varlous shades of meaning. However, one of its
essential characteristics 1s the respect 1t places upon
principles of equality and liberty as these“are paséd on the
dignity of human beings in general. 1In the case of Kenyay
'"African Socialism’ advocates'education that woﬁld help fo
achieve political equality, equal opportunities and»soéial
jusfice,on one hand and freedom of conscience, freedoﬁ ffém-
want, disease and exploitation on the other.2 In Barrow's
case, the educational system argued for presubposes that the
individual is living in a democratic or what he calls an
'open socieé&ii Thus, although he emphasizgs the importance-
of happinesg as the ultimate goal that every individual
should a&r%Ve for, he does not deny the importance of the
principlés{of equality and liberty. The thy difference is .
that he cgrceives.these principles as contributing to

happiness,@hich, for him, is the ultimate goal in human

life.
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Two, in both educatlonal systems, intellectually-
oriented educational activities are'valded more than those
that call for iess inteliegtual engagement. However, the -
reasonsvfor adopting this position are different in both

yétems .For Barrow, intellectual activities are geﬁ%;ally
expectéd to generate a greater ‘amount of pleasure in an
individual and the soclety at 1arge than the less
intellectuallg-inclined activitfes. The Kenyan educationalr
system on the other hand, favors intellectually-inclined
_activities‘fbr they are highly rewardédkbaﬁh by the
government énd thexsdciety, as qompared-with the less
intelléctually-inclined acggVitigs.

Thfee,rthere is a donviction-;ﬁ“both systems that a
good or hapﬁy life is thét where each individual attempts to
do what he/she has the best ability for. For example, in
'éhe Kenyan case, economlc grdwth and all the values it
stands for will be maximized if everyone played his/her part
to the best of his/her abiiity. Thus, edﬁcation is regarded
first anda}oremost as a tool that an individual and the
nation need for economic U“owth What this amounts to it.
seems to me 1s tha® in both systems education tends to
~encourage actlvitles which are mostly geared towards non-
moral goods such as pleasure, economic growth or self-
‘\‘\agtpaliéation while ignoring those actlvities %hat are
gearéé\fowards moral ideals such as,equality, social
justice or national unlty

€

In the absence or in a 5001ety where moral values are
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»
down-playved or overshadowed by non-moral values, there is

often intense competition between various indlviduals or

4 o
o

grogpé; each trying to pursue what each considers to be

worthwhile. While there is always a degree of competition

in a communal 11fe, a situation has been reached in Kenya

o : (
where individuals or groups seem to see each other as )
. /

r
enemies; conceiving the other individual or group as having

the potential to restrict the attainment of one's goals. (“
- :

Thus, €ince educatieon is regarded as the most efficlent means.._
‘ ¥ : T,

~

of attaining these non-moral values, then it is understandable
why there is increased competition for’formal'education at'
every leﬁel within our educatlonal system. |

‘~But, élthough there are fundamentélnsimilarities betweén*
Barrow's and Kenya's educational systems, there 1s one
'importént difference. This stands out when Barrow contends

\
that all human actions, educational activities included, are

ultihately’directed towards hedonistic pleasure. This is to
say that activities that are recommended as educationally.

worthwhile are those that have the highest degree of

generating pleasure both in an individual and the sotiety at

~
-large. In Kenya, educational activities are evaluated

Mk

‘priMarily bybtheir'potential to equip an individual and the

soclety with economic power. It is this ecbnomic power thaf"

enables the récipients'to satisfy their various desires,

‘which are mostly desires for maﬁeriél.things,

The outcome of our analysis of the two educational

systems is that both experience the same problem since they

L



are based on the same foundation: utilitarianism. But

utﬂgitafianism i1s just one element of a broader theory} the

Western liberal democratic theory of soclety. To attempt to
grasp what might be the basic problem inherent in the twor
educational systems, 1t seems to me that we would have to

rd

look closely at some of the most essential characteristics of
liberal_democratic theory of soclety, bartighlarly the
principles of equality and liberty. This will essentially be
an attemptvat Seeking to understand how an educétional system,
particularly in.a young nation llke Kenya, would assist both

individual and national development at the same timei

(1) Liberal-Democratic Theory

in a number of essays, C.B. Macéherson has thrown some
light on what might be at fault in the libéral-democratio
theory of society_.3 lacPherson has argued that over the
years, there have%@evelopedvin thejWestern world two vilews
of man that seem fE be inconsistent.u% On one hand,ﬁthere is
a view of an iﬁdividual as a consumer of utilities. From
this perspectisye an individual is essentia11§ treated as a
bundle of appetites or deéires that démand éatisfaction, In'
light of this, a good society 1s seen as that which
encourages an individual to maximize the satisfaction of hié/
hen;desires whlch are infihite in néture. On éhe éther hand,
théré is'within the liberal—democratic theory a view of an
individual as having equal righté to make the most of

himself-herself. Viewed this way, an individual 1g seen as

7




an exerter and an enjoyer of his/her unique pbwefé. Thus, a
pood society would be that wﬁich allows.an individual ‘to
: develop his/her.own uniqué attributes as far as possible.
The first perspective of én individual is éptly demonstrated
by Bentham's writings while-the second perspective is
demonstrated by J.S, Mills' writings, MacPherson suggests.5
The problem’arisés, however, when ‘one attempts to
maximize, as far as possible, the satisfaction of his/her
desires or utilities. Often,bthe individual will find
himself/heréelf blocking others'from maximiz;ng thelr
désires; For exampie, an indiviaual might have a stgong
desire to become a.leader of the world while another person
.has a strohg aversilon fof“being subjected to someone else's
rule.. The problem is that under the liberal-democratic
.theory, each of the two individuals has equal rights to dé'
what‘they desire. ‘Thé present dilemmé prompts us td ask a
fundamental questidﬁz %Fat is the bésis of the proposition
that individuals in a liberal-democratic society have equal
rights,‘éach‘to strive for his/her iﬁdi&idual goals? A
guick answer wouid be that in a liberal-democratic society,
individhais are equal. That 1s to say, in a'liberal—,‘
democratic society each indiyidual has to consider otﬂers as \
beihg as important as himself-herself. However,'whén orie
looks around, the‘chances are that he/she wouId see_mdre
différences than similarities.“Some people are rich, others

are poor, some people are brilllant, others are not, some

people are compassionate, others afe not, Thus, the question
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st111 remains; why do I have to treat others as I would
treat myself even when what I see are differences between
myself and others in almost every aspect? As Vinit Haksar

_ AN
puts 1it:

- An egalitarian. . . . has to face the same problem about
how sound the foundations of egalitarianlsm are, he has
for instance, to justify why people are worthy of equal
respect and consideratlon in spite of differences in

qualities such as ragionality, intelligence, moral
sense, . and autonomy

There are various arguments that could be developed for
© treating others as oneself. Firstly, 1t hds been a popular
‘move 1in the West to censider human'intellect as the most

essential characteristic of hnman beings. When thie is

taken as-a plaueible premise, then every human being is
supposed %9 have the intellectual capacity which is

displayed in various ways, each accordinglto an individual‘s
potential and initiative. jhus,.on thé4question of the human
intellect, human beipgs could be saild to be'basiceliy:equal.
This is what Gerald F. Gaus has déecribed as thé liberal's

7 ,
This
]

argument is not very convincing in ‘the sense that though we

conviction of the 51m111tude of human belngs

/may have the same starting point (intellectual potential),
our development may take_different directions, some of which
are dlametrically opposed to other beople’s 1nterests. Inqa
word, the argument does ot indicate why I hare to treat
others as myself simply becéuse we. have the same starting
point even after our interests and goals differ in the
later stages of cur development. There is a second-

argument which also hinges on the intellectual element that is



inherent in human beings. Thus, if we take MacPherson's
second:premise that every individual'haé qual rigﬁts to
“develop or qc?ualize\himself/herself, then 1t could be
érgued that one of the areas to be developed is the
individual's intellectual abilities. To develop these
intellectual abilities successfully,.an individual would
need othérs to stimulafe and criticize him/her. More than
that, an individgal expefiences a Sense of achlevement if
what has been déﬁé'is appreciated by others.u This sense
of achievement is even greatér when one is appreciated by
people he/she respects.‘ For example, one's>self7eéteem
would be greater if his/her achievements are recognized
and appreciated by people hé/she takes interest in
(parents or others)/than when strangers do.

Thé third argument hinges on the diver%ity-of human 2
potentiéi and 1its inéquality of disfribution among various
individuais. "Thus, although we may Be,basically the(samé
as the first argument sﬁggests, each individual excels in
some capacities whiie'bthers excel in other capacities.

For instance, some people will develop to be artists while
others develop to become musicians, mathematicians or
athletes. dFor an individualtto‘develop to the hlghest
standard, ﬁe/she would need other people to supplement what
he/she lacks.. Sometimes we may nbt even deyelob certaln—

. abilities, h§£ because we do not have the potential for them,
but becaﬁsé»we.haVe to choose éome émong numerous abilities.

Here again, we ﬁéed others in order to develop ourselves to
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the highest anda d of human deVelopreno possible. As

Rawls put io, we must look to other\\go attain the

‘excellences that we must leave aside,'vr\lack altogether.

This seemsrto be-a perauasive argument, particularly at
the political level. .For example, one would allow others
to contribute their talents in the governing og’;ocial life
with theAunderstandlog that one is going to benefit in the
process. Axad when one contributes to governing others,
he/she would not do anything that would harm others or
block their development in the senae that b& doing so, one
would be indirectly‘blocking his/her chances of
development. ' | L .
The above argument 1s rather weak in the sense that it
takes that lndividual development involves developing or
actdalizing-all the potential abilities that he/she is
endowed with. 'The truth of the mattep 1is that an

individual is Tﬁkely to develop those abilltles that are

&pproved and encouraged by a partlcular society. However,
. oreven granted that most of the.,abilities to- be developed in
- an individual are those that are approved by society, it is

o still possible that one would be unable to develop all those

abilities that are needed for what is regarded as the

hlghesy standard of human development to be achieved.

% ;
- But over and above this the two g%ecedlng arguments are

v

weak ln the sense that they are based on 1ndiv1dual needs

or satisfaction. For example, one would have no compe?ling

1

reasdf¥ for treating others the same way he/she treated

>

~a
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nimself/herself if he/she-did not conceive them as means to

his/her own development. Despite this weakness, thece
‘arguments give some plausible (if not conclusive) reasons
why we should treat .others the same way as we treat
ourselves. The arguments allow us to conceive the
development'of‘others as equally worthwhile as ours even
if we have to concelve their development as part of our
development, and even 1if <i see ourselves'as different from
tnem in numerous ways. Cakl Cohen seems to be undehlining
this point when he suggests that the principle . of human %o-
equality is a moral one not concerned with the empirioallj
deter"1nable characteristics of human beings: their size,
‘strergth,‘color or intelligence 2 In light of this the
strength of the principle of equality in liberal- democ;atic
theory is that it would be mOre worthwhile_to'regard othere
‘as our equals basically,‘rather than treating them as
different. Thé differences between human beings should then
be seen Wlthln this ba51c equality ang should be used
;pOulthGlV Our attempt to improve others' welfare would,

in this case, be an attempt to improve ourselves, although °
_in an 1nd1rect way. |

But although the arguments above suggest thag an
individual's 1nterest with other people 1s based ‘on self- .

interest, this self interest could be identifiled in two .

wayé. First, there 1s a in which we are interested
<

" with other people for our short-term goals This type of

- self- 1ntereut is well- exemplified by say, an individual
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N
buving another person some lunch with the understanding that
¥
thl* person would be useful 1f the individual who bought

the lunch wants a certain Job in the government. Again, an

individual might show a considerable interest in charity

ofganizations in order to ‘build a high-profile image that

" he thinks would be an asset to entering public life. The

¥

&

“problem with this type of self-interest is that the’

individual iénores his/her long-term interests with others,
oeelng +hem as enemies in some ways.
The other type ofuself interest is that where the.

individual cdonsiders others and their interests_on long-

- a

term goals. This 15 the_tyoe of .self-interest that we have

explicated above. One needs to be appreciated by those

- —

‘he/she respects. Thus, not to consider others'-inferests is

indireotlyvnot‘to consider one's interesgs.

What seems tovbe suggested'hefe is t’ao although there
1s an 1nherent tension between ind1v1dua1 interests vis-a-vis
those of others w1thin the llberal democratic theor&ggf%%
soclety, 1t would work fairly well 1f,emphasis is put on
the more stable 1ong—term interesﬂs that we have in |

: : 3 o : .
relation to others, rather than the egoistic Interest that

is portrayéd in the first type of self-interest. If this is

done, 1t would be more likely to see soclal goals emphasized

" in the soclety witHout at the same time 1oéing touch with the

1nd1vidual

‘My speculation is that the baslc problem with Barrow S

and Kenya's sys:;%s of'educatlon is-that they are both
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_ based?on a distorted version of utilitarianism that tends®

Ato over- en“hasize the ma\imization of 1nd1Vl§/MI\buP5uit of
personal gratification at the expense of moral goods In-

the 1ight of this, a form of individualism is created in *
such a way that individual interests are conceived as b;?}
‘different and at times opposed to soclal-related goods.

Thus, when education is saild to develop.individual SR L
abilities,‘this development 1s taken to be rightly based on |
~what we have referred to as individual shorteterm interests

rather than 1ong term interests which require that one
cOnSiderwothers' interests as well. 1In a word _the:

educational systen advocatedvby Barrow and practised in Kenya
undermines the moral principle of eduality'of'humans as

w®

moral beings. This makes 1t easien for us to.understand why'
A - ’ % ,
moral principles such as political equality, unity, and -

“social justice are only given lip—serVice within Kenya R

edu'cational system, as opposed to economic growth. | §
However, it 1s easy for one to commit a fallacy in

thinking that just because a system of education based on

one (pOSSibly distorted) version of utilitarianism has been

found wanting, 1t has nothing to offer. in Chapter IV it

vwas angued that a more plauSible concept of 1deal happy 1ife

lS paf which is composed of various ingredients considered

e '

worthwhile for a human being as, such Further, it was
argued that one of the ingredients of an ideal: happy 1ife 1is
~ pleasure. ‘One way of generating pleasure in an individual

is' found when the particular individual engages in those;
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activities he/she likes and has the best abllity for., Hewed
frow an educational context the 5001et5 would be happley 1f

eaucatlonal 1nst1tutlons succeeded 1in guiding 1nd1viduals

y

to concentrate on activities that oqu zenerate some

v

pleasure in them, among other things. To put the point in.
" another way,'lt will be an 1nadequate educatlonal system

that dlvorced 1tself from the task of preparing people for

!

various satisfying careers w1thin the soc1ety The only
problem arlses when utllitarlans require that the |
utilitarian consideratlons in educatlon_always over-ride
other conciderations The Suggestion;thaticould h§ made 1s
”that 51nce an 1deal happy life 1is 1ikely to involve both

moral and non-moral values, a successful educational system

,,,'

will attempt to- enCOurage act1v1t1es thak enhance moral and
'non—mo?al values.

The discussion above, however, leaves open at 1east.w
Y,

I'L' .

four p0551b111t1es One,. some versioniaof utllitarlanism do -
not really deal w1th distlnctively moral goods at all Two;

some versions do cover man of humans' nee& d moral oods
g >

t

but not with enoughm?f them or not in any adequatelyﬁ%

systematic way. Three, %here are : ver81ons stressing the s -

’ ,-

greater measure of communa happiness, rather than aim%ng :
to‘maximize individuals' happlness, above allg which are
moral}y.adequate. Fonr, there are othef.verSions which ,
focus-dn indiyidualsi-intepests‘more than the community

4
which are morally adequate

—

Another p0351b111ty now needs to’ be considered, which

o
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may pertain more to the needs of people such ag the [founders
of Kenya, who sought to create, direct and unify a new free
nation oup of a diverse colonized peoples. This version

\ I }

attaches the utilitarian and individuallstlc elements of

personal freedoms, 1lncentives and a positive competition.to
deontological principles from a range needed .to make

genuinely national and socially beneVblent existence
possitle. This possibility will be explored in relation to
education, particularly the training of future Kenyan

s
’

teachers. o _ ‘ )

(11) Educational Theory

Perhaps we-could "aptly illustrazﬁlthe ideals that were.

espoused by the first fouhding members of Kenya nation by

qﬁoting‘a:passage froanom¢"Kenyatta, in a speech he gave
during the Independerice Day (December 12, 1963) celebration.
During the séeech, Kenyatta sald:

Today is rightly a day of great rejoicing. But it must

alse be a day of dedicatlon. Freedom is a right, and

‘without 1t the dignity of man is violated. But

freedom itself 1is not enough. At home, we have a duty
to ensuré that all our citizens are delivered from the
afflications of poverty, ignorance and disease.
Otherwise freedom for many.of ‘our people will be
nelther completeaﬁbr meaningful. We shall count as
our friends, and welcome as fellowW-citizens, every
man, woman and child in Kenya - regardless br race,
tribe, colour or creed - who 1s ready to help us in

~ this great task of advancing the social well-being of

" 211 our people.l0

-

From the ideas presented above, it.seems qulte evident .

that although the-original Kenya government phildsophy of

f

.eddcatigq was 1n great part ut;%?tafian in inclination,



distincpions need to be made as?pp'the essential elements '
inherent in the philosophy. Fir tl\, th¢ pgneral Kenvan
governmént favored individual rights (for everybody
regafdiess of race or creed) over collectivism, and
therefore encouraged in@ividualspto have the chance to
pursue activities accoréiﬁg.to a pcbéonal conception of
happlness More than that, the goVernment was ready tev/
provide 1ncent1ves to motivate change and progress Hence,
/
we could say that tgp govergment sought to encourage the
pursuit bf.the greéfest possible happlness for the greatest
number of hard-working individuals. Like Mill and
Benthanm, tﬁe goevernment SOught‘tO increacse the happiness -
of the,greatest ﬁajority, that as many Kenyans as possible
would lead enjoyable lives. Adam Smith seems to hgve this
same idea of an individual's self-seeking as the mailn
spring of soclial benefilts (*he beneficient 'invi51b1e hand').
Smith went even further by saylng that: "By pursulng his own
ihterests, maﬁ fyequently promotes the interests of the
-society more’effectually than When he reaily intends to

promote it.”ll h :

Secondly, the original Kenya/government‘s aims‘weré not
atomistic, and d1d not form thej minimal state' as taught,
for example, by Ayn Rand. In other words, Kenya was not
meant to become a loose, parely-related cOliection of
egocentric indlviduals that Rand was thinking about, when

she said_that the only proper moral purpose of a government

was to proteggim%n's“rights, which essentially meant

!
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protecting him from physical violence and the right to his
own life, to his own liberty, to his own property and to the
pursuit of his own happiness.12 The happiness of the
greatest number of individual Kenvans was meant to be | |
secured through natlonal unity, national pride, national
concultation, national co-operation, national identity and
awareness, a natiohally—strong economy.and polit&ggl
government. To put this point in anothér way, h%ﬁing'taken
ocver & colonially-gcvgrned group of divided regiéns,
distinétive ethnic sub—groups-apd languages, which were a
healthy source of conflicts, the original Kényan covernment
could nct nave favored a largely individualistid or

tatomictic!' form of utilitarianism.

T+ ther follows that the kind of teleology or

utilicarianism and the wind o7 individual Syeedeom TO

. { ) . . -
purcue happiness that wers advocated rY o othe fipst Tounders
“of ¥enya pref;rrfs%i ~eptgin zoods that could oniy

be justified on the basis of deontological principles which
favored a collectivist attitude ard habits,' It was
presupposed that the child in school must be taught to
revere certafn,goods not only for utilitarian reasons, but
alsg for non-utilitarlan reasons. This idea 1s echoed
below wheﬁ,it is stated by some Kenyan that:
The aim of education should be the creatlon of the
capacity to live a fuller 1ife, not to enable 1ts
advocates to obtain a 'white collar' job, buy an
expensive car or avoid dirty hands. It 1s surely
unnecessary to point out how, in the past, material

criteria have been allowed, nay even encouraged, Dby
teachers to corrupt students in this matter. Instead

N\
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of whnat education can Ltuy, the older children should be
taught to consider how it can help them to help others,
and so build a sturdy nation of upright, self-
respecting, hardworxing citizens.

Apain, 1t was presupposed that the child in school will

_be taught to see himself/herself both as someone whom

Kenva gives varicus opportunities to-compete, excel or

pfosper more than others if the potential 1is there,;andias
someone whose well-being dépended on the due coneern for the
weil—beingiof other Kenyans, his/her family and neighbprs.
He/she was to be taught to see himself/herself ac a
liberated atom éﬁd alsc as a mode inhering in a natural
substance called 'nation'.

Above all, the first founding members of Kenya

did net wish to educatenKenyans in a form of pseudo—

utilitarianism whereby happihess is confused with some vague

idee of the right to pursue hedonistic happiness in the
sense thatv the greatest number might pursue it, but only a
highly competitive, self—centered and eventually . ;
privileged minority of citizens wiph highly—prized positions
would actualiy feel very happy. The danger revealed by any
government that took the above route 1s that utilitarianism
easily gives way to selfish hedonism unless it is taught in

Y

effective conjunction with the kinds of -deontological

principles and collectivist attitudes stressed prev1ousl§

This 1s so because, some goods such as patriotism and self-

identity.are so valuable in building a nation out of diverse'

ethnic groups and cultures. That is why I think it wasx

appropriate and still is for Bertrand Russell to pose fhe
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question: "How can we eombine that degree of indlvidual

initiative which is necessary for progress with the degree

of social cohesion that is necessary for survival?”lu

One of the common weaknesses of utilitarian-based
social 1life is the inherent confusion about what gooos are
essential for human beings and -what are not. In the case of
the social 1ife that education system is a part of, the
economic—related desires have been over-emphasized at the

expense of other goode or desires. . But 1f my argument in

<

Chapter IV that the concept of happiness is composed of various
values, both utilitarian and deontological is correct, thern cur
efforts to satisfy only utilitarian desires 1s bound to

fail in producing a happy life 1in us. John King-Farlow seems
to be expre sing the same point when he says: '

For those of us whose ideal well- being is more like 7
Aristotle's, many types of pleasure will form an
essential part of a person's flourishing. But of
course there will be for us a ber of other intrinsic
goods that are at’ least as essential to happlness

(construed as personal well-being).
‘d

The unfortunate thing is that in pursuit of what we

wrongly conceive as happiness or the good life, we reduce our

-chance of ey achieving 1t. The point 1s best demonstrated

by ourginsatiable appetites to consume in an attempt to
S@tisf all the desires we have developed. Our activities
have resulted in the destruction of the environment and with

itwthe depletion’of non- renewable goods.
' The original Kenyan government was not at all blind to

-~ -~

tzg;problems of ecology and scarcity. However, the last 25
y

. - F ’
s have shown the dangers f pollution, over-consumption,

8 , S \

=



o

erosion and scarcity, to be far more threatening to the whole

human race at present than almost anyone had suspected. L

Ingividual happiness now turns out to be far more dependent
- i-\ i )

. 1 L
ernn self-discipline, and on national and international co-

dperation than ever before. »Thus, the greatest happiness of
_the greatest number requires much more restrictions from a
EQSQVOLEHt and wise}society, on personal consumption, and on
certain forms of competition than Bentham‘or Mill would have
- foreseen. \ AR

Ryt how are we coing to evén begin to pursue a happy

1ife wnder ‘he circumstances we find ourselves in?®

Perhaps by being much less greedy and envious ourselves;
‘perhaps by resisting the temptations of létting our
luxuries become needs; and perhaps by scrutinizing

our needs _to see if they cannot be simplified and
.reduced. 16

(-

" . {7
. R e R
(111) Educaticnal Practice . ‘%ni@v
: . BN ‘i‘
S

Although we have indicated that the educational uyetem

in Kenva creates inequallties by virtue of 1ts emphasis on
manpower selection, it can.étill be asked'wnether there are
ways that education could ennancensocial values among
Kenyans. I think a case could be'made for the view that
education'should play a socializing role in Kenya. Firgt,
we have already indicated that the content’of Kenyen .

education includes such subjects as mathematics, science,

history, literature, English and Kiswahili. Other than
" facilitating an individual in securing employment, these
subgects are likely ‘to help individuals to understand - '

themselves and others, and this might improve‘Social life.

(%
S



For instance, studying of literature would help students

to understand various hiddqn characteristics of individuals

~and the way they are likely to behave under certain

conditions. "The combination.ofaliterature and history could
be invaluabie, particularly in Kenya where -there are various.
ethnic groups, in the sense that 1t might help these ethnic

groups to appreciéte others' cultural differences. If this

'goal were achieved then, it would defihitely enhance unilty

w

among thesge ethnic groups, a goal that Kenya's_govérnmeht
wishes tb achleve. Learning’to use Kiswah*li in Kenya would
be another method of attempting go make the Kenyana have a
national self identitv of their: twn It 1s one language
that ib easy to use, both by those who have had formal
education and those without. It is the language whiqh has
not onlv the‘potentiai to unite different ethnlc” groups,
but those with formal education and those without, a problem
that has been created by the situation where those who have
had.formal education would use‘Engllsh in their day—to—day
liveé, a }anguage that 1s not Underétood by those without
formal education,

- Other than acqqiring’various forms of knowledge, formal

eduoation has the potential to train Jindividuals inythe

soclety to develop'rational abilities. For instance, by

‘engaging in various intellectual activities, one is. liable

[

to come to respect elements of good reasoning such aé‘
respect.for truth. If this tool is developed in an

individuai, 1t 1s likely to make him/her a better
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i
participant in the unning'of secial-institutions‘ The
i.porténce of a wel —developed rational ability 1s
derllnea 1n political participation and by the fact that,
in 'African SOCiallS.', pOlithal equality 1s one of the
pasic goals that Kenyastrives to achieve. In his support

of the development‘Qf'rationality in individuals, Kenneth
Strike makes the point that the ability to participate

veffectitely in collectivefdecisiens requires more than tle
right ¢ vote or the rights of free speech;‘éssembly and
petition'[Americaﬁ(CaSe]. Itvrequires the capacity to
understand one's intefests and to understend»how to effect
decisions.17 The above arguments seem to strongly suggest
that formal education couldoe utilized to foster social
values among KenyanS. Conseqpently, this WQUld méke a
stron;‘case'fpr the govefnment to provide equal educational
opportuNW“ feroell Kenyarns.

But ore peoint needs to be made., The fact that formai
education is 1iab1e"to ‘enhance social common values in
ind1v1duals aoeD not loLically negate the other fact that
educatlon could play a selectiVe nagé& For example the

Q ‘ degree of- rational development cannot i“\kqual in all people.

" Agaln, different individuals are likely'to'excel in different
intellectual activities such as‘mathematics)‘science,
literature, musie and Kiswahili to the extent of makiﬁg,

A

careers'out of these.activities. The important point to.note
b | P

is that categorization of people with regards to the formal
education they have attalned and the JObS thry occupy is not

o ‘ \

)
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a negative tning to do. The trouble arises when this is not
seen within a social context at a point when we start
rewarding people according to the leyel of educational
attainment.; In particular, this occurS’wnen people are paid°
accordlng to the jobs‘tney hold (which is'nignly influenced
ny the level of formal education'oﬂe has attained) rather
‘than on doingkthe jab well. It is'unen this happens that we
start identifying tne uortn'of a person with tne position
s

e/sne holds in the- soc1ety, forgetting his/her worth as a
human belng It is this sltuation that has er0ded the
‘unifying functions in formal education bv e;phasiz1ng the .
differences in indlviduals at the expense of éhe common goals.

The-social functions of education are further undermined

in the Kenyan educational system by tnejway content is
' presented. For instance, 1in the scnools; students try to
memorize facts rather than undgrstand the'material{ This 1s~
understandable slnce the students are only interested in
attainlnp the hlghest sc ores 1in various publlc examinatlons 18
Thus, tne‘intellectual development 1ntended for indlvidual

>

students is not likely to take place under the above'

7

'circumstances

7
- <
\
I'e

(iii) Education for the Future
‘ ‘ Teachers ‘ < ¥

o

The, future teachers in Kenya must be prepare?@fo educate

the students to be happy (ethical happlness) as good Kenyans

as‘well‘as being good members of the whole human family. 1In

)

other'words, the collectivist element espousedlin[African
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traditional education has to be redeemed end impreved in our
studentz. In ﬁneir attempt to steer the students towards a
happy 1ife, the teachers must be ready to instil in the .
young minds what‘is the.best in the individualist and

collectivist traditions. But to succeed in this endeavor;

)

the teachers must themselves understand how to steer between
the obvious extremes of the above traditions,»'To test
whether the prospective teachers have a grasp at the issue

at ‘hand, I would set them some passages which very much

o

represent the extreme individualist\and cqllectlvist

traditions. The passages will be drawn from:philosophers-
o

such as‘Ayn.Ran@, Adam Smith, Xarl Popper and Robert Wolff

on one hand and Piato, Hobbes, and Hegel on the other.
Belom_abe some exambles of appropriate passagesbthat 1

would use to evaluate the future teachers. | “ B

(a) rrhere can be no compromise between freedo% and -
government controls; to 'accept just a et <
controls' 1is to surrender the principle of o
inelicnable individual rights and to substitute *
for 1t the principle of government's unlimited
arbltrary power, thus deliverlng oneself into
gradual enslavement

- - _
(b) Thé rational end of than bis life in the state and
if there is no #®ate thgre ason at once demands
that cne be founded. PErmlssion to enter.a state
© ‘or leave it must be given by the state; thils then
‘¢+'1s not a matter which depends on individual's
~arbitrary will and therefore the state does not
rest on contract, for contract presupposes
arbitrariness. . - Toe

The prospective-teachers will be asked tb comment on the
above passages and particulquy show their resoﬁfeefulness‘in

atteptlng to. find acceptable compromise between the two.

Hav1ng a worthwhile career is what has caused so many



problems-in our educatvional system. _Certeinly, otudents
have been forced to. favor certain careers mefely‘on’economic
grounds. Unfortunately, such careers are fewer than the
number of those who are capable ‘to take them, Teachers
would certainlv help the situation if they attempted to
1nculcatejto the students the idea that various activities
are capable of bringing®about a satisfying life to
indlviduals ano the nation as a whole,.even when they are
low.in economic Value Teachers must be capable of

"8
improv1ng the syllabuu in such a way- that there will be &

*) @
wide range of actiVitieo from which careefs will be chosen.
However, as, 1t has already been indicated, the moral

coritent of our education 1is-a reflectionlof>the moral content

o
7

of our socilety. oL Hence, other sphePeS of the’larger -
society has to plaj a supportive role 1if the changes
suggested in our educational svctem are to be effected.’ For

example, teacHing i5 one career that commands little respe

- . ‘ i : _ ’

'within the Kenyan soclety at present. Two factdrs have
_perhaps played a'méjor role in contributing to the low

respect the teaching career seems to be enjoying. One, most of

>

those who are in the teaching career had not chosen 1t as a

career. It was. perhaps a second chance after the chosen
\ ‘ -
career was hard to come by .Other times, the teachers are not -

trained, sirce they are taking the job until a chance for the
[ -

«

chosen career opens up. . Two, the teachers are among the

least paid professlons, - 4 .

N

Due to the above facts, teachers have very low morale,



least to reach the same level with other,oiviléserVants.

AN

financial reward... ' R : - \
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a factor that makes them <dess effective 1in thePr jobs. To
improvifthe morale of the teachers, it should be-a-government

polioy not to employ or train teachers frOm.tnose students
" “ : . :

~whe havé elther no interest in teacning or those who are

academically poor. .On the question of rewarding system,

teachers could certainly welcome an increase in salary,vat

However, since economic .rewards afe in short supply in our

o
4w

o el ‘ ‘ . . ' ’ -
‘;d'ﬁ@try, other means of rewarding good performance should

‘be dnvented. TFor example, téachers who performed well might

»

- be elected,to be members of respected spcieties or

‘associations. The government could also establish a system

~
¥ ' - e . .
of merit in stages, which is not nécessarily assoclated with
' e i

\

The'teaching profession could also‘be'improVed,“as wellgt

as other pfofeSSions, if our institutions of higher learning

(colleges and universities) were reorganized in such a way

.

that sqme compulsory general courses pertaining to
oollectivist‘and‘individualist life are ‘offered to all

students regardless of their aspired future'professions.

Z‘For example every student should be exposed to some

important- writings of some of the p%}losophers mentioned

_ earlier (those who hold extreme positions on either

Lo é‘

dollectivist or 1nd1vidualist ideals) o - ,;{?

Having given the above suggestions, I am aware of the

»likegy accusations against me, that these ideas are too

abstract. qur.any_effective ohange to%take place‘in'Kenya,

~

my
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we need'a few strong-willed and dedicated Kenyans who are
ready not only to propound what they belleve in (even if
this i1s not popular) but who'are also readv to'live those
ideas fE.Gl Schumacher pufs this p01nt aptly when he says\
~"An ounce of practice is generally worth more than a ton of

theoryl ee

Future teachers must be able to show how*a-strong

)
,federalism (thinking as a Kenvan) can be separatednérom the
idea that the only ‘kind of meanihgful success 1s federal or

_international success, They must be able_te—shoﬁ:how Kenyan

education can lead people to feel fulfilment inltheir"life's

U’j-

ambitions in a‘dountry that 1is strongly united.
In order to be effective in-exposing'the Students to-
tHe dangers'that threaten the well—being‘of human beings,
teachers need to be knowledgeable about pollution and other
ecologically related problems. They must be adﬁe to explain
that mostfof the above problems are results of human beings

9

unconstrained consunption of non- renewable good$

ln conclusion, I\will submit that the goals dlscussed f
above could only be justified partly 1n a grouphcentred
,utilitarianism aCd partly .by reference”’ to underlying
deontological principles . Again these national goals
could. be realized partlyvin in#ividyalist or 'atomiSticf
‘;terms-and partly,in“collectivistic terms. Thus, the-original )
utilitarian tone of the Kenyan government spokesperson Sn .

education as well as the utilitarianism advocated by Barrow,

have to be understood as being qualified by a strong holistic
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concern fbr'unifﬁed nati al goals and communal well—Being.
To puu the point in-another\way, ptilltarlanism is a valuable
key, however, it is’ valueless without a lock that it fitsﬁ

V.
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Chépter YiI

‘BECAPITULATION AND CONCLUSIQ

o«
=

~

- Chapter I is primarily a statement of the research to

be undertaken. The problém of the thesis 1s an attempt tc
assess the plausibility of the utilitarian-based educational

veten. The reason for being interested in utilitarianism is

w

hat (to borrow from A.C. MacIntyre) the root of Kenya's

ct

educational system llies deep in‘our whole form of social

life, a form made articulate and sgelf-conscious in

{

utilitarian morall and pélitical theory.’ 1In order to
understand the ¢oﬁhggiion betweenvutiligarianism and Keﬁyavgl
educational sy§fem3gsome‘backgy9und is offefe% invterm;_of:
pre-Colonial African traditional educatiOn; Colonial ﬂfriggnf
educatioﬁ and post—independence~educationf Withix'?é;k.o;

~the above categories, aims, structure and content are -

described and assaFSed{ At the end of the asseééhent, it is

-

\*\\realized that essentially,education is supposed to have two

fuﬁbtions. On one hand it prepares an .ilndividual for
- particular skills. On the other hand, it prepares the
individual to be a member of a certain community. In other

o

jwords, education 1is éxpected to Sélect and prepare indiyiduéls
for individual speciaiized duties and at the same fime

develop in the individual some shared dispositions -
dispositions that are common. to people in é'coﬁmunity heyshe

1ives 1in.

: ‘ - 186
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chévcr although there is ﬁo contraoic;ion bétweeﬁ
the process cf‘preparihg iod;yiouals ooﬁh as Lndividuals
ar welil as cocial oéings,othe fact of;%he matter in Kenyza
todar 15 that the rols‘of.eduoaoion Is seen more a:s &

Preparation lor careers rather than‘for the development of

w

social dis

‘w

spositions.  This, it was realized, has been a

-

crend irherited from Colonial educatior. In light of this,

ct
o
D

mo

3
@

formal education one attains (climbing the

adder;, the better the prospect of securing a

[¢3)
9}
!
Ca
[ﬂ
N
}J
O
3
w
’.‘)

be%zerAioo. Af the eno‘of the_line, the worthwhileness of
i;én individual.has oomc to be identified with the type of

’ob ohe'occupies, whicy in ﬁurn_is Vefy much corfela%ed with
the doéree\of formalrgdqcagion that one had attained.

Thus, the competition that ensues as individuals attemprt to |
climb the educaticnal ladder in order ‘to secure Jobs, s
- \ A A |
destroys,any ct iance that t tre eoucatlonal system might have

had of,devélop1nr socially worthwhile dispositions in

e

dlviduale. After analyzing some educational policies

foermulated immediately after Kenya attained=its political

7

independenoe it 1is reallzed that they are based on a
dist orted version of utilitarianism.

The basic objective in Chapter IIlhas been to
*,nderstand the basic tehets of‘ the: ethical thepry we wish
to eva1~gate In light of this, utilitari®fiism is shown to
be subsumed under the ethical,theories cohmonly rofefred
to as téleological. The basic tenet of teleologlcal

€

theories is the fact that human conduct 1s judged to be

PEEERY
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right or wrong with reference to ite poten ‘ial canacﬁtv to

tring about what is réegarded to be the good or goods that |
human beingc sirive for In its traditicnal definition
utilitarianisn states that the worthwhileness of anyv humar

actions is to be udged with reference to their potential

t0 generate the greatest happiness for the greatest nunter.
, : e .

This definition is «credited to Jerem" Bentham and TQ S

111 who are regarded as the fathers of utilitarian ethical

«

theory.

Ever s*nce tire formulation of traditional ut11i*arlanlor

i

there has developed many other forms of utilitarianism,

FEowever, all these other forms are taken to be moalflvatlono\

£

of the traditional form of utilitarianism. Thus, apart
from the traditional form, the following forms of

utilitarianism are briefly discussed: Act-utilitarianism,

Fule-utilitarianism, Seneralized utilitarianism, Ideal-
, .

.utilitarianism anc Cg-c;era:iye—utilitariéﬁism The brief
discussion is aimed at hlghllghtlng tbe strengths and
eaknesqeq of theee forms of utllltarianlom as seen within
utllitarlanism as a general ethical theory. During thet
course of the discusslon, 1t ¥s realiZed that utilitarianism
as a general theory.is‘composed of two bésic elements: thé

~consequential and the value-theory elements. The

consequential element deals with questilons on the procedure

to be followed in bringing about the good or goods to be

.achieved. The v&lue—;heory element deals with questions

\'regarding the type of good or goods“po be achieved.” Agaln,

.
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the vaiue-tneory-element 1s composed c¢f moral and non-moral

at the end of the .chapter, it it shown that Barrow's

cicn of utilitarianism which forme a larsge part of the
¢

resgearch at hand, is close&y,related to traditional

4y - , ' ,

¢m expoundef by Bentham. It is further shown

-exposition. of his version of uti}itarianism,

‘Baerrow concen:rates more on the §§n-moral than the moral
CW

catyects ¢l the value-theory. In his defense of

Tiiit 1au1sr Barrow has an immediate task: to make a
cdse that his version of utilitarianism is the only

rlausitle Justification of educaolonal activ1t1es wlthin an

i

educational system.

v

In Chapter III, the main objective has been to briefly

discuss Barrow's version of utilitawmdanism as'witnessed in

(€]

rks such a

o
4]
<
oY)
-
}‘J
o)
<
@]
o

Moral Philosophy for Education,

“lato, Utilitarianism and Education, Happiness and Common

Cense anad tne Curriculum. The chapter dpens with an (\
. . . b . ' : .
attempt tc show that Barrow's .claim that Plato's educatriona’l

+

theory in the’Republic'is urilitariahism is unwarranted. In
llght of this, it is de;2>strated that while there are

occasions in the RépubliC'when Plato gave an impression that

ne aavocated a consequentlal element in his ethical theorv

5

there 1s strong ev1dénce suggest;ng that he conoelved of

3

some goods as being good for their own sake rather than just
for their after effects. This point 1is exemplified by the

suggestion by Plato that harmony within an individual soul’

LY

%
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nave no_baSew

hedonistic bapnlness to be the ultimate cood
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that human
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the ultimate and
. &
strive for.

in a society’jthe

re capable‘of é%riving for the ultimate

’

task in this chapter 1s to. briefly

as follows: One,

the ultimate goal for evéry human
. . X i

Two, every human being diﬁectly or Indirectly

cengages in activities that-are direttly or indirectly

geared toward ajtaining the greatest happiness for the

greatest number.

the greatest happiness

‘Three,

whether or not a society attains

for the greatest number depends ‘on

whether or nét every 1ndividual engagei‘in aCtiV1tle° that

o
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woul

and the best’

— B

W
'3
bj‘

ow's version of util

‘ideac ic shown to be

“ — K . -,‘,,' Fal M
the best abtlliizies for. ‘hus,
.o ¥

reatest happiness for the

One, vevond the common coco

ernrage in activities that

.A(

riurber
d malke sure that eacb and
activities that he/she
ébilities for. e ,
itarianisﬁ coupled with sore

untenable

b=

&

| e

- goeds, Individuals

are likelwv to conflict wiih what
. , N

cirers are ercaring in, making it inpossible for one to

engage Ir wnat he/she decires and has the best abilities f

unrestricted Two, there are
' - 3 ! ' .
Erours 1in a soclety would lik

ultimate poail (happiness) by

goals mignht be
interested and

any chance of pursulng them,

_pursuizsvtha:‘they either hav

abllitiesto engage in, or bo

-dare a means

cases when individuals or

ely want to pursue the -

engagingvin cinilar but
to the ultimaze

onliy few of

[

1 4
that

W)

50 scdarce
have‘the best abiliﬁiés.haVe
forcing others to engage in
e 1e§s intereét in or less

L

ﬁh: A(casé‘where individuails

~ aspire to pursue thHe same but limited goals is dramatized

Ly pointing to the leadership race for the next*Prime

*

Minister of Canada. L
- "y
Finally, in this chapter

» utilitarianism as an

te

in practice for two

o

ethical ﬁﬁgzry is found wanting so long as 1t explicitly or

implicitly maintains that the

Thus, .policies dérivedﬂfrom'§

14@ ’ Aj VAivmi

end justifies the means.

uch an ethical theory are

[
N
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pound tC gererate very unethical Drac iceéz, it 1s claimed.

A7ver disposivir of the consequential element 1in

utiliterianism ix Chapter III, our major tack.in Chapter IV
. N : ) - * ,
is to demorstirate that the element of value-theory in

./‘

Barrow's etinlcal theory is also wrong. In a word, an

attempt 1s made tc make a case that Barrow'c~§ﬁjlnition of

happinese colell in terms of pleasuif, f?‘rauluy. In
secticr 1, Zarrcw's assertlon that happin riess 1is

ne arrregate of plreasurable experiences Tver painful

ezpeﬂienges cvera period;bf tiﬁgviS'picked up . Argainst
the Implicit claim that the term 'happiness' iSfuéed for
‘past/plﬁ&ﬁ&rable moments, 1t is shown'that‘in ordinary
language,\both the term *happih;SS‘ and 'pleasure' are used
inferchan:eably either for 1mmed1a e or past pleasures.

As fo

=3

the c¢laim that h_pD ness 1s the aggregate of pleacsy
over pain, it iz demonstr a:cd thét there are cases such as
teép—drinking, or drug-taking by’drué—addicts wbich'have
high potentia: for génefating pleasure in indiVi@uals in a
‘society Lut which We tend to refrain from doing. %If pleasure
were to be tne ‘ultimate goal thénsthere’would be no reason
for “efralnlng from engaglng in these act1v1t1es to the
best Qf our abllities, or until we have discovered other
activities that surpass them in‘termsvof generating the
greatést happiness within us. ~ To make our caée even more
forceful, it is demohstrated that there are some activities

fich as eating whose worthwhileness could not be assessed’

o _
solely with reference to their potential to generate the

3



.greatest pleasure of the r“ea“esv number.

bt

(el

RS

onstantly rejecfed the Millian
(Cooe oo 1 rat

rcedtion that different aetivities are liable to generate

ir. 'individ uals pleasures that are qualitatlvely diflerent.

nstance, doing mathematics generates a more wcrthwhile

pleasure in an individual than blayin* bingo, M1il w%uld
: : - & =3 {

_1aeﬂtif,an» hapriness with satisfaction or contentedness.

argue. Barrow claims that happiness is attained wken B
e . ‘. a R Y
individuais in a socilety are able to satisfy all their

o . ) _“ r ., )
desires az Tar as 1s humanly possible.  Tris is in a way

i

Hoviever, it ras been demonstrated that apart from pleasure

that 1s a talned as a result of satist1ng some aeslres,
: ,

there are obher types of pleasu¥res. 5leasurevwﬁlch is

usually generated in the act of climbing a mountain is
. _ .
different from the pleasure thaa 1s experienced when the

4
+

moupitain-climber has reached the tep{of the mountaiqﬁ it
; . _ : N

i ontehded. Further, Barrow 1s shown to be inconsistent
when he‘later claims that hagpiﬁess.is.somethihg thas on’
creatures with consciowsness (huhans) can experience. (This
latter claim 1s shown to be sapporting the view ﬁhat~fhere'
are’some'pleasurable experiences, prdbably by ogﬁer‘
creatures without consciousness’ (animals) which would not

quak&fy as happinéss g Thus contrary to his basic

contention that there is no qualitative difference between

mpleasures éenerated from diﬁferent'activifies, it 1s shown

I3
P

that there are indeed various types of pleasures and that

some are regarded to.be more worthwhile than others.
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At the end of cection 1 pf this chapter, thanks to ﬁf
~ . . . . R ,? oo L
arl insight from Adler, 1t is emonstrated th there are
. : . o “ s .
two gencec ¢ the term 'harpiness'; the stctoWoglcal and

-t

the etnical Jb“” . Happin esg in the pSychologiCal senge,
which Barrow has adopted, is rot cap able of explaﬂn1r~
. . N |

human conduct. On”the other hand, Happiness in the ethical

\
sense which doié rnot necessaril: depend on pleasure, is

&\ s .
to be arecle of forrlng a basis of an ethical theory.

n
‘f

'5‘
+

tter sénse, a happy l1ife 1g equated with a gcod

’

life rather than wiilh & pleasurable life.

~ In sectien 2 of the chanter an attempt 1's made to
5

understand the concept of happiness in ore.xztionc ip to

d happy l1ife, and what this entails for a human being. In

‘

4

light of this, 1t 'Is claimed that what would be consid. ved
as an ideal happy 1life is usuzliv composed of various
= A

1n“WLdients such as self-realizatior ioanure,

authenticity and.creativitﬁt 'The_ingredients‘that make up
an:ideal 1ife’ that the inﬁi?igyals‘emulate,are not alwaysb‘
'Stable, as they are °Om€t1me° thoug t to be. For‘instance
'the compositiob'and tne emphasis put on varaous 1ngredients
iu.bound to change from one societv to another or from one
-generatlon to another. But the 1act point notwithstanding,
there are some ingredlents such as pleasure and self-
realization which seem to be always present in ény
plausible conCeDt'of‘énvidéal héppy life. 'However the

_1deal happy 1ife has' to be governed by some moral principles

if it has to be truly an: ideal good life for an indlvidual



o

‘1lving in a particular societ§f As Wllllam K. Prankena

artlrputic " . . ., one's life may be better cr worse in
) . . . . ‘ ) : - ' .

itself becausepit includes morally right or wrong acticn,"

! - . b» . '. 3 - ‘\ . "
. Chapter V is but an application of Barrow's version of

_ utilitar tar*sr in_a apECific social institution: the field

B

of education. ' The main obJective then is to tri and

demon rate that even in the field of EGucatlon (a

(/14

S \ : R
spec i case that Barrowvnas chosen), Barrow';?utltitar;anlsm

vt

S untenable._ Tris is an‘*mportant undertaking in the

Jte

Senge tnat a refutation of Barrov's urili tarlanlsm in

'
[ 288

gereral wo ’Ld not" recessarll” amount to ite refutatlon as,

..
3

2 justification of human act iv1t1e° in a spe01f1c %gciaa

\

context. N R
To start with, Barrow's.claim that his version of
utilitarianism is the most plaﬁ%ible Justification of

veducational activities is Mriefly described. Thus% as 1in

the ?ener l case, the connectlon between utilltarlanlsm and

'the currlculum is the fact tnat tne reasons advanced fol

-\

the 1ncluslon or eyclus1on of various~activ1t1es in an

2 -

educatlonal system would only make sense in 1ight of the

utilitarian premise Barrow contends . _ R \

In Common Sense and the Curriculum Barrow recommends

o -

. ( !
-a lb-stage educational system. However, 1t is only at stage

v

3 where students are requlred to select educational

‘» »

»actlvitles Whlch seem to generate the greatest happiness for

‘ themselves as 1nd1v1duals According to Barrow the

5
activ1t1es that. are 11ke1y to generate the greatest

© . . »



literature is liable tovgenerateimore happiness in'both‘the

? ’ LA0

. T
.

happiness to students are those that they excel in.
To make a credible case that activities he recommendss:
as educatlonal activities are more worthwhile than other

activities he wishes to excludé, ‘Barrow compares the study

of literiture and playing bingo. For him, studying

6

Y

individual and the- society than,playing.bingor We have °

countered this argument bylshowingxthat if. the objective of

'educational activities was to generate the greatest <

s 2
happiness in students, then plajing bingo would ﬁéve the same

cnance (or even more) of generating happiness as studying

v

‘literature. Wurther Barrow S 1nconsistency, first noted in

Chapter IV is shown to persist when he states that plaving
binao neceQSitates and gives scope only to the . capacities of

an intelligent chimpanzee,.while doing literature demand5r

_more CAs noted iv the discussion of his utilitarian ethical

‘

theorv in general Barrow - is attempting to smuggle in a

o nillian version of utilitarianism w1thout admitting it.

The next task is for Barrow 0 distinguish betweenw-
oompulsory and optional ctivities within an educational
system. He argues that there are- basic interpretative

péﬁSpectives:of reality.~ In order to have a better chance

* )

of Eeading a happy 1life (hedonistic) individuals oughtfto

be aware of these fundamental conceptions of reality It{

is with regard to. introducing the students to the- basic

¥

: conceptions of reality that SubJeCtS related to literature,

natural science'and religion are to-be recommended as

———n

‘V.

1
: ¢



[ o .
\; B had . 197

compulsory or the core curriculum in the educational system,
Barrow argues. Optional subjects, on the other hand, are
those educational activities which may have potenfial to
. S,

generate the greatest haﬁbinéss in various individuals but
which we have no gooé reason for requiring that everyone
engage in.them. This point is*related to career choiceé or
hobbies‘that individuals would have to make.

Barrow's argument in support of gpe digtinction between

compulsory and optional educational activities is showr to

be implausible by demonstrating that an individual need nc"i

understand or appreciate the fundamental conceptio%ﬁ of

reallty in order to attain J happy life in the hedonistic
sense, Flnal¢y, Barrow's theory of educaticn is found to be
inconsistent. The educational theory 1@ inconsi tent in .the

"‘r

sense that, while 1t 1u %uppooed to apply within a
democratic (openl societw the educkhtional agctivities
[ & .

related to values such as respect for truth, and respect for
_ . B ~
others' opinions would have to .be pglven a 1over pI 1ority over

r
»

activities that are likely to generate happiness. At the

end of the chapter, 1t is suggested‘%ggt Barrow's basic

problem emanates frOm his attempt to force education to
perform successfully two functlons that seem to be
%%ametrlcally opposed to each other' to prepare 1ndiv1duals

both as individuals as well as memberu of a 5001a1 svstem

“while not offering a plausible basls that 1s needed,

Chapter VII 1s an attempt to offer a philosophical

position that would be capable of generating both

e
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individualist and Collectiviét ideals 1if 1t formed the baéis
of our educational system. To starf with,‘it is contended
that utilitariaﬁgsm as an ethical theory 1s subsumed under
a more broader theOPY; the Western liberal &emdoraticlﬁheory

of society. One of the essential elements of Western theory

N

oclety 1s respect for equality on one hand and liberty

3

of
on the other. To attain 1ife that does justlce to these two
moral principles,_a philosophy that+s balances indiviéualist
and collectivist is the most appropriate, it is shown.

Thus, the proper function of edupation is to develop 1In
our students both ihdividua}ist and collectivist |
vdispositions. But 1in order that an educatipn system based
on the above philpsophical positions be effective, future
teachers are expected to understand hbw‘the extremes of
individualist and collectivist philosophical posifions could

',.:4

be avoided.



Notes on Chapter VII

lA.C. MacIntyre, "Agalnst Utllitarianism", in Alms in
"Edugation: A Philosophic -Approach, Edited by 7.H.B. Hollins,
Manchester: Manchester Unlversity Press, 1964), p. 1.

i 2W.K- Frankena, Ethiqg,iQDd ed., (énglewood'cliffs,

Jersey: Prentice-Hall. Tnc., 1973), p. gl
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As a token of our appreciation of his efforts on behalf of
international students and in‘recbgnition of the. leadership he
has shown in the establishment of the International Student
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the International Student Centre Advisory Board hereby grant:
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APPENDIX B

LEGISLATIVE ASSEMBLY

ALBERTA
- ‘Decenber 5th, 1983.
Mr. Paul Kuria Wainaina, ' : o
544 Michener Park, T .; ; CT
Edmonton, Alberta. - : —_—
T6H 415

‘Dear'Mr. Nainaina:

I realize it is several months since the success of
Universiade '83 has gone on the record as yet another truly bright
spot in the history of our city and its remarkable -- aliost unique
-- ability to respond positively when volunteer-work is needed for
such a.worthy'cause. However, 1 did want to write to you as your
representative in the Legislative Assembly in order to acknowledge
personally what has been achieved by you and all the other '
volunteers who did so much to make the Games a success.

World-wide attent1on was again focused on Ednonton and we
were able to point with pride to the fact that Edmonton could not
only compete with other nations and cities but -that we are. now
considered to be among the experts in the world when it comes to
such an event. v .

In writi g9 to you now to express the sincere apprec1at1on
of your fellow Albertans for a job well done, I also take this

opportunity to offer you. good wishes for the festive season and the
New Year.

Neil Crawford,
: _ "M.L.A.,
- Edmonton . Parkallen.



