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QUOTATIONS

-

"For the body is not one member, but many ...;
now if the whole body were an eye where were the hearing? ...;
if the whaole body were the hearing where were the smelling? ...,
and if they were all one member, where were the body?

But now are they many members, but one body”

{1 Corinthians 12: 16-20)

Hence

“Am Du werde ich zum Ich (I become myself in terms of vou)”

Martin Buber in Smit (1934:104)
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SUMMARY

This study 1is conducted within the Department of Philoscphy of Education.
The researcher established that there are two rival claims in so far as the
role of the school is concerned. We live at a time where there is a great
taik on the rights, needs and interests of the individual. Such talks are
more often than not, founded on a big caption of individual avtonomy or in-
dividual freedom. As the position of the individual is exalted, schools
are also blamed for failing to enhance the status of the individual. The
second claim is that of the role of the school and society. 1In this regard
the school is meraly seen as an agency or instrument for a society. Its
task should therefore be centered arcund prenaring individuals for com-
munity service.

The researcher is therefore advocating that neither side should bhe afforded
predéminance over the other. To this end, the school should be seen as an
institution that should help bring about harmony between individual
autonomy and responsible citizenship. In order to confirm the supposition
on “a Facus on the Pesdagogical relevance of the scheoal in h_rman1z1ng
sducation for individual autonomy with responsible citizenship: Implica-
tions for s school curriculum”, the researcher stated his prohlem in a
guestion form like this:

Can a school manage to bring about harmony between individual automony
and responsible citizenship? What curriculum can be envisaged if a
compromise bhetween individual freedom and citizenship is reached?

Mathods of research included, among other things, discussions with members
of the public 1ike parants. The ressarcher intended to find out how
parents feel about the rola and the contribution that is made by schools.
Some members of the parent-community were alsg interviewed. Cartain ksy

figures in the society, at schools, universities, technikons and colleges
of education wers alss interviewed on the role that could be played by the
school in bringing about a2 compromise between individual autonomy and
rasponsible citizenship. Teachers of high schools and senior sscondary
schools were requestad to 11l in a questionnaire. Througn literature
review, discussions, interviews and emnirical investigation, the researcher
found that most people believe that the question of the pedagogical
relevance of the scheol in bringing about harmony betwsen sducation for in—
dividual autonomy and responsible citizenship has to do with an aim of
education. B8riefly, it hinges on what children will become after they have
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completed schoaling. Both parents and teachers agreed that the school can—
not be solely held responsible for the education of children. It was then
suggested that the school should work in close contact with the parent com-
munity. Aims and purposes of education should be decided by both parents
and teachers. The researcher also found that teachers and parents agreed
that there is nothing 1ike absolute individual autonomy. For this reason,
there is therefore a general consensus that proper education is the one
that prepares pupils to live both as worthy individuals and as responsible
citizens. An individual in this study was viewed as a person with his own
needs, wants, interests, rights and wishes which need not be suppressed at
the expense of those of a society. On the other hand a responsible citizen
was seen as a person wha does not only live for himself, but for other
pecple as well. The researcher then concluded that in executing their ped-
agogic tasks, both teachers at school and the parent community should real-
ize that the needs of an individual and those of a society are interdepen-
dent. There must be harmony between the needs of an individual and those
of a socjety. The school must therefore not only inculcate a spirit of in-
dividualism 1in pupils but also a spirit of community service.

Lastly, the researcher recommended that since the schoal curriculum dic-
tates what children will bscome when they have finished schooling, it
tharefore needs sericus attention. It is thersfore recommended that a
scheol curriculum should be designed in such a way that it encompasses both
the neads of learners and those of their societies. There is therefore a
need for further ressarch on the needs of learners and theose of their

societies. The school curriculum should not only be designed by a salected
faw. TYeachers, members of the public, the private sector, and if possible,
students, should all be consulted before a school curriculum is designed.
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CPSOMMING

Hiefdie studie is in die Departement Filosofie van die Opvoedkunde onder-

neem. Die naveorser het bevind dat daar twee mededingende aansprake ten op-
sigte van die rol van die skool bestaan. Ons beleef tans ’n tydperk waarin

gesprek op die regte, behoeftes en belange van die individu fokus. Sulke
gesprekke is merendeels op die basis van individuele outonomie of din-
dividuele vryheid gegrond. Terwyl die plek van die individu verhef word,

ward skole dan ook blameer dat hulle daarin faal om die status van die 1in-
dividu te versterk. 0Oie tweede azanspraak gaan cor die rol van die skool en
die samelewing. In hierdie verband word dis skool slegs as 'n agent of in-
strument van die gemesnskap beskou. Die taak van die skool meoet aldus op
die voorbereiding van die individu vir gemeenskapdiens sentreer.

Die naverser stel voor dat geensen van die bovermelde sienings die oorhand
moet voer nie. Die skool moet dus beskou word as 'n instelling wat hom
moet beywer vir die daarstelling van harmonie tussen individusle outonomie
en verantwoordelike burgerskap. Die navorser het dus ter bevestiging van
die veronderstelling soos vervat in " ’pn Fokus op die Pedagpgisse
Relsvansie van die Skeol in die Harmonisering van Opveeding vir Individuels
Qutonomie met  Verantwoordelike  Burgerskap: Implikagies  vir 'n
Skoolkurrikulum”, sy werkstuk in die vorm van ’n vraag geformuleer:

e gutonomis en
urrikueivm kan oor-
n skikking tussen individuele vryhe d an hurgerskan

Kan ’'n skool daarin slaag om harmonie tussen individuel
verantwoordelike burgerskap daar te stal? Watter k

weeg word as '’
bereik is?

Die metonde van navarsing het, onder andere, gesprekke met Tiads van die
publiek, met inbegrip van ousrs, behels. Die navorser het onderneem om vas
te stel heoe cuers por die rol wat skole spesl en die bydrae wat hulle maak,

o r

voel. Onderhoude is ook met sekere siesutelfigure in die gemesnskap geveer
{insluitende did by skole, universiteite, technikecns en on

por die rol wat skole kan speel in die daarstelling van 'n krmprﬁmTG +usenn
individuele outonomie en verantwoordelike burgerskap. Onderwysers by
hoBrskole en seniocr sekondére skole is verspoek om 'n vraelys te voltcoi.
Deur die nagaan van tersaaklike literatuur, besprekings, onderhgoude en
proefondervindelike aondersoek, het die navorsar bavind dat meesiz menss gic
dat die doel van opvceding die pedagogiese tersaaklikheid om harmenie tus-
sen opveeding vir individuele cutonomie en verantwoordelike burgerskap in-
siuit. Kortliks behels dit, dit wat die kind gaan word na aflocp van sy
skoollcopbaan, Quers sowel as onderwysers was dii sens dat die skool

reyskolleges)
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nie alleen verantwoordelik vir die opvoeding van kinders kan wees nie.
Daar is voorgestsl dat die skool noue samewerking met die ouergemeenskap
moet handhaaf. QOuars sowel as onderwysers moet die doelwitte en cogmerke
van opvoeding bepaal. Die navorser het ock bevind dat cuers en onderwysers
dit eens is dat absolute individuele outonomis onvervanghaar is. Om
hierdie reds bastaan daar algemens konsensus dat behoorlike opvoeding die
leeriinge voorberei om soos waardige individue en verantwoordelike burgers
te lewe. In hierdie studie is 'n individu gesien as ’n persoon wie se eie
behoeftes, verlangens, belangstellings, regte en wense nie onderdruk hosf
te word ten koste van die belange van die gemeenskap nie. Aan die ander
kant 1is ’n verantwoordelike burger ook gesien as "n persoon wat nie net vir
homself lewe nie maar cok vir ander. Die navorser het tot die slotsom
gekom dat dis ondarwysars sowel as die cuergemeenskap in die uitvoer van
hulle pligte moet hesef dat die behoeftes van die individu en dié van die
gemeenskap  inter-afhanklik is. Daar moet harmonie geskep word tussen die
behoeftes van die individu en dié van die gemesnskap, Die skool moet dus
'n gees van individualisme, maar ook van gemeenskapsdiens by lserling
bevorder,

Die navorser beveel Yzastens aan dat a2angassien die skoolkurrikolum  bepaasl
wat Kinders gaan word, dit dringende aandag verg. Daar word dus voorgestel
dat die laerplan so ontwerp most word dat dit aan baide dis behoefies van
die skolier sowel as dis gemeenskap moet voldoen. Daar is dus behgefte aan
verdare navorsing aor die behoafies van Iserlinge en hul gemsanskappe,
Laerplanne moet nis slegs deur 'n uitgesovekte handjievol mense ontwerp word
nie. Onderwysers, lede van dis publisk, dis private sektor en  indien
moont1ik, ook die learlinge, moet almal inspraak h& in die entwerp van 'n
skooitesrplan,

o+
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CHAPTER ONE

GENERAL TNTRODUCTION

1.1

INTRODUCTION

Schools as microsocieties have an arduous task of seeing to it that
educational tasks which started in the family are continued and
perpetuated. It utterly remains the task of educatars to help and
lead children en route towards adulthood. There are two views that
lie side by side concerning the ultimate end of education. One
vigw emphasizes that a person is educated to achieve individual
autonomy (freedom). The second view emphasizes that the individual
is educated to comply with the norms and values of society. The
first view is based on individuality. It is a view that promotes
individual interests. Its foundation is the ‘individual self’.
The second view stresses participation and involvement in communal
affairs. It stresses the importance of citizenship. These are
therefore two conflicting aims of education. This study is trying
to forge a compromise or balance betweén‘the above stated aims of

education — individual autonomy and citizenship.

There is a general consensus among various educationists that

_adulthood is the ultimate aim of education. It 1is fimportant to

lock into some criteria of adulthood. Duminy and Steyn (1985:19)

say that a person who has reached the stage of adulthood should be:

- a worthy and enhanced human being. This standard expects man

to behave with self-confidence and to have a positive self-

concept and not to experience an inferiority complex.
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- An independent and self-reliant person. This means that an
adult person should be able to take decisions on his own.
This means a person who can decide for himself and take in-

itiative in things.

- A balanced and a self-respected being. This norm expects an
adult person to understand himself. For example, he should
be a person who knows his weak points and strong points. He

should judge and accept himself as he is.

- A responsible being. This standard expects of the adult to
accept the responsibility for his or her own life and deci-

.sions, words and actions.

- A being who Tives meaningfully. Adults shouid continuocusly
attach personal meaning to 1ife. Adults do not easily accept
the ideas of others or allow them to dictate to them; but

they 1ike to form an impression of life.

From the ahove expositions one concludes that the stage of adult-
hood implies that a person lives in harmony with himself, he lives
in harmony with other people, he lives in harmony with objects
around him and finally he 15ves in harmony with God. It, there-
fore, becomes clear that each person possesses autonomy (freedom).
This autonomy must be harmonized with the individual’s association
with the world around him. The school is charged with the respdn-
sibility of educating pupils to know that proper freedom is the one
that goes with responsibility. At school there should be a time
when pupils are educated as individuals and a time when they are
treated as a group. During the second phase each pupil is expected

to contribute towards what is done in class. This contributicn is
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part of each puﬁiT’s share. It is important for the good of the
whole class {(group). Nash (1966:146-147) argues that sach person
is uniqhe and a good education will foster this uniqueness; for it
is a2 source of variety, richness, innovation, creativity and inven—
tion. Perhaps what is of prime importance is that while education
should make people autonomous individuals, it should alsoc make them
of contribution to their society. This means that schools assume

relevance in a twofold manner, that is to say that they:

- educate individuals in such a way that they become self-

reliant, free and able to decide an their own

- - educate 1individuals in such a way that they are able to

comply with the culture af their people.

" Nash (1968} continues to confirm that the process of finding
cneself cannot go in isolation. A growth in freedom necessitates a
grawth in socialization. What emerges from this 1is that proper
éducation ensures harmoeny between individual autonomy and

individual’s involvement in the 1ife of his pegple.

The freer we become, the more we would learn to see ourselves in
relatfon £o otﬁers andralsc in.relation to the world. This means
that we understand that our autonomy exists only when we interact
with the world around us. As persons we Tind our highest pos-

Fl

sibilities of freedom through responsible participation.

It is significant to mention the fact that for a school to bring
about harmony between individual freedom and responsible citizen—

ship, a wave of mistrust between the school and society should be
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wiped out. A bridge of contact between the school and society is
indispensable. Scheols are not only operating for the sake of

children, but for both children and society.

Griesel et al (1986:38) say that all pedagogic support aims towards

orientating the child so that he should increasingly understand
that his freedom entails what is good or ewil as embodied in the
communal philosophy of 1ife. The foregoing extract means that

education must produce both man and citizen.

The vyoung child’s eagerness to understand his social group and to
conform to its demands is an early indication of man’s desire and
drive to establish bonds of communality with the rest of the
society. If the child is not imbued with the culture of a society,
he will be left without a basis of common experience and knowledge
that is essential for civilized Tiving. It is a profitless exer—
cise toc help voung people to find themselves and to become what
they are capable of doing, unless they are impeliled to use their
talents for the benefit of mankind. {futhuli (1977:1) contends that
not only is man a socially being who essentially lives in groups
but every distinguisable human group is an aggregate of individuals
who follow a given way of life. At school the child is educated to
be .both ér worthy unique individual and a worthy member of a
society. For the school to execute its task properly, the keen in-

tarest of the society in the education must be sought first.

STATEMENT OF THE PROBLEM

Can the school manage to bring about harmony between individual
autonomy and responsible citizenship? What curriculum can be en-

visaged 1if a compromise between individual freedom and citizenship
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is reached? The foregoing questions form the integral part of this
study. The first question forms the major hypothesis. Claydon
(1969:132) quotes Rousseau as saying that; "e.. I believe that I
have taught my pupil to Tive because I have taught him to Tive in
harmony with himself and, more so so to gain bread. But this 1is
not enough. To live in the world, my pupil must know the way to
influence cother people, he must calculate the.action and reaction

of individual within a society.”

One can therefore deduce from the above extract that education deces
not only assist man to attain his own selfish ends. In Rousseau’s
argument, education does not only help man to get bread, but it
also prepares him for national service and sharing 1in the common
interest of his fellow men. When the society sends its children to
school, there is always a hope that they will at the end of it all
be of contribution to it. In this manner education becomes & major
capital investment made by the country or the community in its own

interests, and the maximum return is expected of it.

Jacks (1950) maintains that the school has a dual function to per-
form. It is concerned with the educational functicn and a social
function. In performing the first function, it is concerned with
individuals. 1In pefforming-the second function, fhe school is con-
cerned with society and state. The first function aims at the
productfon of a citizen. Whether these aims can be pursued side by
side 1is a problem which has puzzled thinkers in education in ear-
Tiest times and there has been a continuous cscillation between the

two poles of individualism and socialism.

Plato c¢oncentrated on the production of a citizen and he cut a

golden knot in his argument that the right-minded citizen, employed
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in the task for wﬁich his nature best fitted him, and the fully
developed and the happy individual were one and the same person.
Jacks (1950: 148) continues to say that it has never been possible
to accept this argument which in the use of the term "right-minded”

evokes serious questions.

Every child is born as a unique individual in fhe midst of other
people; cbjects and things. Every child, by virtue of the fact
that he is a human being, wants to come to an understanding of ob-
-Jjects and people around him. For a child to get full understanding
of himself as an individual, he is bound to mix with other people.
This study is conducted within the ambit of Philosophy of Educa-

tion. The researcher is trying to answer the following questions:

~ Can schools manage to strike a balance (harmony) between in-

dividual autonomy and responsible citizenship?

- What {5 the school’s position with regard to the person as a

unique individual and as a social being?

- Is there a need for schools to keep in constant touch with

societies?

- Is there a need for the school to educate children in socie-

tal norms and values?

- what curriculum can be envisaged if one talks about a com-
promise between individual autonomy and individual’s par-

ticipation in societal 1ife?
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One of the effecﬁs of education upon every child should be the for-
mation of his ideals both for himself and for society. It is ul-
timately these which determine the direction that society shall
take. Jacks (1950) further argues that though the teacher may be
suceessful in developing individuality, he will not feel that he
has achieved his end or acted fairiy by his pupils unless on the
cne hand, he has fitted them for life in the.world which they will
encounter. This includes a living in that warld, and on the other
hand send them out ready to change the world. One can deduce from
this statement that the child is born, grows up and becomes an
adult member of a particular cultural group. This child is there-
fore born 1into a given situation of cultural historical, origin;
and becomes a personality shaped by and for his particuiar cultural
context. Luthuli (1977: 43) rightly argues that since a person em—
bodies in the miniature much of his culture, many aspects of his
behaviour must be explained 1in terms not only of the individual

himself, but alsc of his culture.

AIM QF STUDY

This study is an attempt to bring about a balance between the 1in-
terests of the individual and those of a scciety. Briefly it aims
at a-compromiée between the “"I" and “We". Nash (1966:156) asserts
that a growth in freedom necessitates a growth through social ac-
tion and social responsibility. This implies that proper freedom
does not endorse 1isolation from society. It stresses cemmun}ty

service and involvement in political, social, economic or religious

1ife of other people.

This study purports to stir up a need for harmony between in-
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dividual autonomy and responsibhle citizenship. Ancther significant
facet of this study is to try and bridge the gap that exists be-
tween the school and scciéty. It is believed that if a bridge of
contact is fostered between the school and society, there will be
an agreement on the aim of education. The question of the freedom
of the individual and his participation in communal affairs can
also get attended to. Biyase (1988) cites Vert Willie, the author

of the "Ivory and Ebony Towers” as asking who can ask for a better

outcome of education than that it prepares people to be equal to or

sufficient for their tasks and responsibilities.

One can conclude this part by saying that to be sufficient for
one’s task involves judgement and this means Jjudgement in terms of
the societal norms. This clearly means that an individual is edu—
cated for himself, to understand the aspirations of society via

those of himself.

ELUCIDATION OF MAJOR CONCEPTS

Pedagagical

This concept 1is often used synonymously with the concept
"educational. Griesel {1986:11) contends that the Greek noun
" Pajdagogia” means “accompaniment” of the child {(pais = child,

agein = to lead, agogos = leader).

What 1ig at stake is that all pedagogical activities should concern
themselves with the child who must be Yead and accompanied towards
adueTthood. The child renders himself as a person who is helpless
and he needs the assistance of the adult person (educator) to be-

come what he ought to become. Accompaniment is a conditie sine gua
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non for the child to become what he ought to become. The child
needs help to explore, to conquer,  to orientate himself, to con-
stitute and to inhabit the world. - Eventually the child must learn

to share his umwelt (own world) with the world of his fellow-men

{mitwelt).

School

- The etymology of the word “school”™ derives from the Latin T"Schola”

which in turn comes from the Greek '0qu§"(schole) (Barrow
1981:32). Originally “Oko < meant leisure. The typically Greek
love of argument led to a shift in meaning to the employmeht of
"leisure” for “disputation”, then to 'Técture' and then.to school,
1n'something 1ike the sense of the Latin “schola” and of course our
own school. The Longman Dictionary of Contemporary English defines
the word school as a place for education of children.

Griesel et al (1988:9) succinctly maintain that the most important

‘task of the school centres around a more conscious, formal and sys—

tematised education which will assist the child to accept his per-
sonal obligation to a complicated community. It is then clear that
the most significant task of the school is to prepare individuals
for life. Life includes norms, values and the philosophy of life

of the people. Briefly, life means culture.

Education

Mlondo (1987:8) cites Landman and Van Rensburg (1984:27) as defin-
ing education as a practice or an educator’s concern 1in assisting

the child on his way to adulthood. Education is also defined as a

‘conscious, purposive intention by an adult in the life of a ~non-
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adult to bring hfm to intellectual independence. The first defini-
tion is embracive for it even hinges on the IQading and guiding ac-
tivity of the child by the eductor. The second definition is
rather narrow and atomistic in character for it only hinges on the
independence of the intallect. It is important to mention that
most educationists agree that the moment the child (educand) dis-
plays the ability to decide, to choose on his own, to explore, to
emancipate, the educator gradually withdraws his assistance. This
process is called "periodic - break-away™. It allows the educand a
chance of venturing into 1ife alone. He is given a chance to exer-

cise autopomous choice in a responsible manner.

Luthuli (1982) cites Redden and Ryan who view the phenomenon educa-
tion as a deliberate and a systematic influence exerted by a mature
person cn the immature person, through instruction, discipline and
human development of all powers of a human being, that is physical,
social, intellectual, moral, aesthetic and spiritual according to
their hierarchy by and for their individual and social uses and
directed towards the unison of the educand with his Creator as the
final end. Education is also seen as a social enterprise by which

people are subjected to the influence of a selected and controlled

environment so that they attain social competence and cptimum in-

dividual development.

Individual

The Oxford Dictionary of Current English defines the word in-
dividual as “especially for one person”. Griesel (1986:36) insists
that every child arrives in the world as an individual. His
solitariness (Latin = Sofitas = Tloneliness) 1is a fundamental

reality. He is personally responsible for his own 1ife and has to
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attain adulthood himself. Through education the "I” is revealed.
The c¢hild sees himself as he really is and this makes him ready to
associate with others for he knows himself very well. He knows his
weak points and strong points. To be an individual, one can only
be realized against other individuals. Individual here, is defined
solely with the understanding that it stands equal to other in-

e

dividuals.

For the purpose of this study the word “"individual®™ will be used
within the schaol context to refer to the individual child or Jear-
ner. W¥hen it is used outside the school context, it will be refer-
ring to a child who has finished schooling. This means a child who
will have been educated to take a responsible adult role in a

society.

Autonomy

For the purpose of this study the concept autonomy will be used to
mean individual’s freedom, freedom of choice, 1individual’s unique
ability to decide on his own and to fallow his own interests. A
major point that will, however, be stressed in this study, is that,
though education inculcates freedom 1in a person, it should be

freedom with responsibility.

Efficient Citizenship

"Efficient” as a concept used in this study means "what is good and
suitable for something”™. Though “efficient ¢itizenship” as a con-
cept may be relative in the sense that each perscn may have his own
perception of what "efficient citizenship” is, the researcher in

this study is aware of various guestions that may crop up. The
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concept is, however, used on the assumption that there may be cer-
tain criteria and conditions which may make people to come to a
general consensus. Briefly, the concept efficient citizenship will
be used in this study to mean responsible citizenship or an
individual’s active participation in communal affairs. The Longman
Dictionary of Contemporary English defines a 'citizen’ as a person
who is officially allowed to become a member™of a certain country
by birth or naturalization. He is expected to be loyal to his
country. He is expected to share 1ife with his people and to con-
tribute to the betterment of 1ife of his pecople. This includes
political, social, economic and religious life. He shares the joys
and sorrows with his people. In this study emphasis will be placed
on the fact that every individual, by virtue of finding himself in
a certain country or society, 1is bound to be of contribution
towards the betterment or enhancement of his 1ife and that of his

pecple.

Moore (1929:152-153) asserts that the purpose of the school is to
assist boys and girls in the selection, promeotion and realization
of those experiences yielding the largest Tife values. These ex-
periences are both individual and social in character, which means
that they concern the person as a unique being and also as a social
baing. Stone (1988:27) adds to the task of the school regarding
citizenship when he asssrts that: "the school is thus an organized

community in the sphere of teaching and education.”

It is important to note that the ahave extract refer to both teach-
ing and education. Teaching is a Timited concept and it only in-
volves instructional skills given to the learner so that he masters
the learning content. Fducation is wider than teaching for it

deals with the act of guiding and leading. Moulding is also in-
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cluded in education. Children are educated for themselves and for
a greater society. Briefly, the shool has a dual task to perform.
On the one hand it is responsible for the transmission of skills
and knowiedge to the child (teaching). On the other hand it edu-
cates the child on the spiritual roots or philosophy of life of his
pecple.  Stone (1984) calls this philosophy of life the ground mo—
tive or the spiritual faith of the people. The way people see life

js the way they want their children to be educated.

S8ir Richard Livingstone (1960:214-215) reports that citizenship
goes beyand voting, paying taxes, sittingon a jury and other
duties expected by a nation from its members. Properly conceived,
it involves all a man’s actions which touch his fellow-men, fellow
citizens and well being of the state. One may conclude that the
concept citizen, as it is used in this study, means a person who
has been wall socialized to be of help to his people. The school
is therefore seen as an agent of society (micro-society) which is
capable of dintegrating children intoe a large society (macro-

society).

Curriculum

tuthuli (1982:28) cites Redden and Ryan as defining the curriculum
as a body of content properly selected and arranged in a broad
sense to include subject matter, wvital experiences and activigjes
of a people. From this statement one may deduce that the cur-
riculum as educational practice is embedded in the phileosophy of
1ife of the people. It means that the curriculum should keep pace
with the people’s culture. When there are innovations and inven—

tions in the society, the curriculum is adapted accordingly. In
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this manner the curriculum meets the challenges and changes number

time.

The aims of the curriculum should be to develop in a child the fun-
damental human powars to awaken him to the fundamental interests of
civilized life. (Straughan and Wilson, 1983:39). The curriculum,
as one deduces, includes the feelings, thinking, social norms, pat—
terns, artistic expression, moral standards, the economic life,

lagal forms and religion of a people.

DELIMITATION OF THE FIFLD OF STUDY

Pedagogics as a field of study is so vast that it cannot be studied
in fts totality. It is therefore expedient to divide the study
conteﬁt into various pedagogical perspectives or disciplines. An
educational researcher has usually a spegific field of interest in
education ° and he therefore makes a reflective investigation
thereof.  Luthuli {1985) calls this area of research “"an area of

concern’” .

This study 1is conducted within the Department of Philosephy of
Educatien.  The major hypothesis in this study can be put in a

question form Tike this:

- Can the school bring about harmony between education for in-

rl

dividual autonomy and responsible citizenship?

Besides the above major hypothesis ather questions which this study

seeks to answer are:

- Should there be a link between the school and society?
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- should parents and teachers come together to discuss matters

related to education of children and the aim of education?

- What school curriculum can be envisaged in case of a balance

between individual autonemy and citizenship?

The study will concentrate on senior secondary schools and high
schools for the researcher believes that most of the children at
these Tevels enter into society after completing their schooling.
Admittedly, some of them further their education 1in technikons,
colleges and universities. For empirical investigation purposes,
perception of educators in high schools and senior secondary
schonls fTalling within the jurisdiction of KwaZulu Department of

Fducaticon and Culture will be sought.
PROPQSED METHOD OF RESEARCH

This research will, inter alia, be conducted with the aid of the

following:

- { iterature review: the researchers will go to relevant books

(both prescribed and reference sources), pericdicals,
newspapers, magazines, addresses and spesches to seek
relevant data.

- Parents, inspectors of edycation, leading figures and

authorities in education will be interviewed.

- Discussions with experts in education at universitiss, tech-

nikons and colleges of educatfon will be heid.
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- To validate all data found from literature and discussions,
empirical investigation will be done. This will consist of

both open-ended and close-ended gquestionnaires which will be

sent to teachers to complete.

- A1l data will aim at confirming the major hypothesis that the
school is of pedagogical relevance in harmonizing individuai

autonomy with responsible citizenship.

PROCEDURE FOR TREATING DATA OBTAINED THROUGH QUESTIONNAIRES

The data that will be obtained through questicnnaires wiil be
changed to percentages. The researcher will calculate the number
of raspondents per response and then convert this into percentages.

This will be deone hy means of a computer.

ANALYSTS AND INTERPRETATION OF DATA COLLECTED THROUGH QUESTION-
NATRES

Data collected from respondents will be analysed and interpreted
accordingly.

A

PROGRAMME OF STUOY

Chapter One:

This is a general introduction. It comprises of the statement of
the problem, aim of study, the elucidation of major concepts,
propased method of research. It is a chapter that gives the outline

of the topic.
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Chaptar Two:

In this chapter, the historical-philosophical past is scrutinized.
The aim here will be to look at those philosophers and
educationists who stress individual autonomy and also those that
stress citizenship. The school curriculum will slightly be
treated. A full discussion of the school curriculum will be made

in chapter 4.

Chapter Three:

This chapter is based on the role that can be played by the school
.in balancing up 1individual -needs with those of & socisty. It
facuses the attention on man as a unique being and also a social
being (a being with other individuals). Among other things, the
relationship that exists between the child and the adult at school
will be discussed. This chapter will also concentrates on the in-
terpratation of norms at school, the socializing task of the

school; aims of education for man, society and community.

Chapter Four:

fﬁis chapter w#ill dzal with the ééheol curriculum. The curriculum
will be discussed with the belief that it can help bring about har-
mony between individual autonomy and respensible citizenship. The
main heading will be on the school curriculum and ijts balance ~ of
individual and social needs. Various dafinitions of the curriculum
will be discussed. Different categories of curriculum designs like
the community centered curriculum, the society centered curriculum,
the discipline centered curriculum, the child centered curricium

will be discussed. Some approaches to the curriculum as given by
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some American scholars will also be highlighted. These will be the
child-centered position (the individualistic school). This school
of thought stresses that in designing the school curriculum, the
interests of the child should come first. The second school of
thaught by American scholars is that which emphasizes the interests

of the society above those of the individual person. In bringing

. about a balance between individual needs and sscial needs, the in—

teractive position (harmonizing position) as exposed by American
scholars will be highlighted. The relationship that exists between

culture and the curriculum will be discussed.

Chapter Five:

This chapter will be based on the empirical investigation. It will
caonsist of open—ended and close-ended questijonnaires which will be
completed by senieor secondary school teachers and high school
teachers. -A sample of respondents will be drawn from schools which
fall within the jﬁrisdiction of the Depértment of Education and
Culture (KwaZulu). The questionnaire will try to confirm the
hypothesis that the school is of pedagogical relevance in bringing
ahout harmony between individual autonomy and responsible c¢itizen-

ship.
COMCLUSICON

A focus on the nedagogical relevance of the scheel in harmonizing

educaticn for individual autenomy with responsible ¢itizenship:

Philosophical implications for the school curriculum is a study
that is conducted within the Department of Philascphy of Education.
The major impetus in this study is an attempt towards a compromise

gr balance betwsen education that promotes the interests of each
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individual being‘(unique individual) and those of the society. It
is based on the premise that the school should not oniy stress in-
dividual freedom in its educational task. The shool should not on
the one hand stress only the needsrof the society. This study at-
tempts to emphasize the fact that no side should receive
predominence over the other. If the school only promotes in-
dividual freedom, it will only result to a greup of educated people
who are less concerned about the interests of the society. Again,
if the society emphasizes its needs above those of the individual,
it will result in an imbalance. At Teast a compromise between the
two poles must be sought. For that reason, one cannot hope to
reach a point of harmony or compromise between individual autonomy
and individual participation and 1involvement in the 1ife of a
society, 1if one ignores the school curriculum. The school cur-
riculum determines “what cught to be". It is concerned with the
ends and purposes of education. It cannot therefore be 1left un-
touched when one hopes to balance individual needs and spcial
needs., Citizenship embraces both the interests (needs) of the in-

dividual and those of the society.

Chapter two traces the question of individual autonomy and citizen-
ship from the historical-philosophical past. Those educationists
and philosophers who stress individual autonomy and those that em-

phasize communal participation are discussed.
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CHAPTER TWO

A BRIEF HISTORICO-PHILOSOPHICAL SURVEY OF THE EDUCATIONAL PAST ON GUESTIGNS

OF EDUCATION FOR INDIVIDUAL AUTONOMY AND EFFICIENT CITIZENSHIP

2.1

INTRODUCTION

o

The relation of the individual to the saciety has been an important
issue in social and political philesaophy. It is alsc important in
educational theory because the schocl has a responsibility for es-
tablishing whatever relation is to be established between in-
dividuals and greater sccial group. Sometimes schools are
critisized for promoting an excessivé conformity in pupils and
thereby teaching them that adjustment to existing social order is
the greatest good. ©On the other hand, schools are also criticized
for permitting excessive individual autonomy, which 1t 1is said
amounts to 1ittle more than social anarchy and permits a generation
to gch up without restraint or direction. The preblem 1is often

stated in such terms as these:

(a)} which comes first (or should come first), the interests of

the individual or the interests of the society?

{b) Wwhich has priority, the rights of the society or the rights

of the individuals?

{c) Should education find its orientation around the needs of the

individual or the needs of the society?
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Though 2 number of scholars and educationists have been trying to
give answers to the above questions, no definite answer would ever
be found. Even if answers are given, a state of equilibrium or
compromise in so far as the problem is concerned, has not yet heen
reached. There has been a very conspicuous parallelism between the
problem of education for individual autonomy and a question of
educating individuals for citizenship. Such 3 gap has resulted in
two ’camps’ or 'educational blocks’®, that which could be termed a
camp for individualists and/or as some may call them liberalists

and a2 camp of socialists.

It remains 2 gigantic task that faces different societies to come
to a sglidified consensus on the question of the aim of education.
1t 1is generally believed by a number of educationists that adult-
hood is the ultimate aim of education. What is essential to note
is that adulthood as the ultimate aim of education has as its own
essences, - for example, self-reliance and independence are always
elicited as the ingredients of adulthoed. On the other side of the
coin, a person who has attained adulthood should be seen to be a

responsible and an accountable person.

Hei should be a person who is prepared to conform to the'norms and
values of his people. It stands to reason therefore, that it is
aften unwise to stress one angle at the expense of the other. For
example, too much emphasis on self-reliance and independence at the
expense of social service and individual accountability will be‘an
unforgivable blunder and a fallacious act. Van Pettern Henderson
(1947:104) rightly argues that: “Not that freedom can ever be ab-
solute. We do not live in isolation from one another and no man
can be free from the restraints of the group 1ife and group pres-

sures. But each man should have a voice in determining the
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policies which ‘have to control him. Free men can do and should
restrict their freedom. It is freedom to manage their individual
affairs and their common affairs for the welfare of all that man

wants and have a right to expect.”

If one scrutinizes the above extract, one notices that there is no
side that is afforded predominance above-the other. There is
neither side that is given utter rejection. Van Pettern Henderson
(1947} goes on to furnish us with both sides and their elements.
Individual autonomy and social participation are both mentioned,
but a fervent warning is that of over-endorsing freedom at the ex-

penise of conforming to a group and its norms and values.

Without striking a compromise between education for individual
avtonomy and education for citizenship, the problem of individuals
who always derive pride over their knowledge that has no fruits
will always bhe in the picture. 0On the contrary, the probilem of the
society or societies which assume that individuals are mere nonen-
tities that should be manipulated and expicited by the country to

achieve its selfish ends, will remain unrasolved.

It is essentially agonizing te hear suchrremarks as that of Ben-
Jamin Kidd as_ﬁuoted by Adams (1915:131) that the interests of the
social organism and those of the individual comprising it at any
particular time, are actually antagonistic: they can never be
reconciled, but to utter it in toto that they are inherently ’and
essentially drreconcilable, seems to be a sign of total despair,

In education we need harmony.
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A1l parts, all sides, all elements that constitute the educative
endeavour and the educational act should be harmoniously put
together for the educational aim to be realized. It is also inter-
esting to note that 1in responding te the assertion of irrecon-
cilability of education for individual autonomy and c¢itizenship,
Adams (1915) contends that here we must regard the qualifying
phrase "at any particular time” (as given by ¥idd) as applying both
to the antagonism and to the reconciliation. It may be that con-
flicting interests at any given time are inherently irreconcilable
at that time. But in a wider perspective, it must be possible to
reach a reconciliation. For after all, this opposition of the in—
terests of the individual and of society is only one way of the
many cases in which we find forces acting against each other in
order to produce a result that is favourable to the interests that
1ie behind both. The individual can make the best of himself only
in a particular setting in a state. The state can come to its
highest development only on the condition that each of the citizens
realizes that there is something best in him. Adams (1915) con-
tinues to ccnténd that the very limitations the state places on the
individual are means by which the individual realizes himself. In
a similar vein, Ross (1942) quotes Itard, one of the best teachers
who tries to forge a compromise between education that warrants
autonomy of the individual and the one that endorses citizenship,
and says that man’s nature is social as it is self-raging. We are
all members one to ancother, thus individuality is of no value and
personality is a meaningless term apart from the social envircnmént
on which they are founded and made manifest. Self-realization can
be achieved only through social servica, and social ideals of real
value can c¢ome into being through free 1individuals who have
developed valuable individuality. The circle cannot be broken. If

we bhelieve this, we may seek to make our school communities where
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indjviduality 1is not damped down, but is fostered through social
contact and opportunities of service, where distinctive contribu-
tion of each and avery member is welcomed and

encouraged.

In this chapter, the researcher is trying to give the historico—
philosophical base of the problem. The impetus behind this chapter
1ies on tracing the contribution of the variocus philosophical
theories and their relation with education or else their practical
educational 1implications. A number of philosophers and
educationists will also be discussed. Their views on the question
of individual autonomy and citizenship will be highlighted. Em~
phasis will be placed on the re1ation§hip between a particular
philosophical theory, and the aim of education. Philosophers will
be randomly selected from relevant literature. One other facet of
study that will be discussed will be a relaticnship that exists be-

tween a philosophy of Tife and a philosophy of education.

Lastly, 2 gereral survey of the curriculum will be made. It must,
however, be stated that the curriculum is not a major component of
this study, but it is of cardinal importance because of a2 strong
belief that it is through the curriculum that bg1iefs, aSpiratiops,
desires and experiences of a people are sxpressed and perpetuated.
The cultural idiom is also enhanced and advanced through the cur-

riculum,
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A_FOCUS ON SOME PHILOSOPHTCAT THEORIES, THEIR RELATIONSHIP WITH

EDUCATIONAL PRACTICE

Idealism and Fducation

Idealism is perhaps the oldest Western systematic philosophy of
Tife. Idea-ism might be a more correct-descriptive term than
idealism. The founder of this philosophy of life is Plato, a dis-
ciple of Socrates. The foundation of this philosophy of life is

the opinion that ideas ars the only reality. Plato explains the

origin, constitution and destiny of everything in terms of perfect,
external ideas. The idealists belisve that the Ultimate Idea em—
bodies the higher value. In the essencerand the aim of education

idealists:

{(a) belisve that education is essentially a process of unlocking

those potentialities that are innately present in the child.

(b) 1Idealisis also see the child as a pure idea of man possessing
the potentialities of fulfilling the demands of the realm of

ideas through the actualization of values in his 1ife.

(¢} T1dealists also emphasize the grandeur and worth of human

Tife.

(d) Human personality is of supreme value and it constitutes the

noblest work of Ged.

(e} This philosophy also stresses the exaltation of personality
or self-realization, the making actual, or real the highest

potentialities of the self.
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(f) Thes main task of education, according to the idealists, is to
foster that perfect pattern in each individual Tife. The aim
js to make one to become his highest true self.  But Rusk
{1965) in Ross (1942:1158) stresses that the common cuitural
valuss guard us against any possibie misunderstanding or
self~realization as implying an isolated or self-sufficient
attitude on the part of the individual.~ Rusk (1965) reminds
us that man’s higher or spiritual nature is essentially so-
cial and that the social is an expression of man’s raticnal

or spiritual, hence, universal nature.

{g) The idea of a perfect state, which is a world of dideas is
stressed in this philosophical theory. Power (1962:95)
quotes Plato as saying that, “Only by careful regulation of
individual action and by instilling in all citizens, from
birth on an exacting dedication to the state could unity be

preserved and maintained.”

whilst thére is emphasis on self-realization of the individual per-
son, one may conclude this part by saying that the major focal
point of the Idealists is not the individual per se, but it is the
state, a perfect one. Steyn et _al (jQBS) maintain that, “The
idealistic educator regards unification with the UTtimate Idea as

the ultimate aim.”

From this, cone may conclude that idealists look for something far
greater than the individual and his selfish ends, it is the state,

and more sa, a perfect one.
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Naturalism and Education

In this philosophical theory there is a constant emphasis on the
nature of the child and his natural development. Naturalists
helieve that the child possesses natural ability to master detail
of any kind. .Ndlovu (1990:36) cites Breese (1973:15) where he con-
tents that: "To what extent should the teacher-be allowed to take
the initiative and decide what the child should learn?”

From this extract or exposition it becomes evident right from the
outset that the major stress of this philosophy of 1life Ais in—
dividuality or individual freedom. This cannot only be stressed
within the ambit of the schecol situwation, but it even becomes
prevalant outside the school parameters when a person should be
grappling with 1ife affairs. It tends to assert and endorse aloof-
ness of individuals. Ross (1942:94) quotes Rousseau as saying
that, “Education is merely the fostering of natural development and
true education takes place when nature, powers and inclinations of

the child are allowed to develop freely. ..." Naturalists are in-

- tarested in ihe child as he is, rather than what he will do or be-

come when education has done its work., They regard exalted adult
standards of conduct as important in comparison with behaviour even
in its reprehénsive forms. They Took ét_éﬁacation not so much as
preparation for or as living itseif. Rousseau even said: "What is
to be thought of the cruel education which sacrifices the present
to an unknown future, that burdens the child with all sorts of
restricts and begins by making him miserable, in order to prepare

him for some far off happiness which he never enjoys.”
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~ This philosophy of 1life is against any move or major that tampers

" with the freedom of the individual, Rousseau sharply echoed: “Back

to nature, man is born free yet everywhere he is in chains...”
Pragmatism and Fducation

Ross (1942) contends that, “the pragmatists regards the child as a
potential, creator of values in a given environment; for him the
data of education are the child and his physical and social en-
vironment, the interaction between the two constituting the child’s

experience.”

Pragmatism in education aligns itself witﬁ naturalism in starting
with the child as he 1is (individuality) but perhaps more con-
sciously and deliberately than naturalism, it seeks to modify the
original nature of the child by providing him with helpful type of
experience, particularly that of social character in which he

directly participates. Llandman et al (1982:32) maintain that prag-

“matism is the philosophy of adaptation. They continue to say that

the natural needs and the attempts of man to satisfy these needs
are the most important aspects he can think about. According to
the pragmatists these natural needs make out a fair share of the
contents of human thought. This has the implication that all man’s
attempts to know are actually only a process of adjustment to his
environment. That is why there is continuous interaction betweéﬁ

man and his environment with the aim of improving the process of

adjustment (adaptation).

From the above exposition one can deduce that the aim of education
according to the pragmatist is not only geared towards exalting in-

dividuality but it also includes social adjustment. This is in
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short, citizenship which goes with the process of socialization.
Pragmatists, according to tandman et al (1982), believe in a method
known as the project method. They cite Kilpatrick in his book en—

titled “Foundations of Methods™ where he gives six steps of the

project method. These steps run as follows:

(a) Penetrating discussions by pupils to gain experience concern—

ing a particular subject.

(b) When problems arise, they should be slucidated and formu-
' Tated.
{c) Visits by a class to the school library to collect data for a

certain subject.

{(d) Formulating  hypotheses that could possibly scive the
probliems.
(e) Hypothesas must be critically tested in discussion.
R Organisation of new information to make further discoveries

and experiencging.

One recognises Trom the above set-up on methodology that prag-
matists favour 1ife experimentation by the child. Their eye is not
only fixed to the school situation, but it transcends the boun&-
aries of the scheal to reach the waorid of exploration and ex-
perience. This invalves gitizenship where the individual is intro-
duced and initiated inta the experiences of a greater socisty.
Many eductionists agree that education will not have achieved its

aim if it fails to integrate its individuals into the 1ife patterns



2.2.4

32
of a greater society. Ross (1942) further argues that pragmatists
show a tremendous faith in the individual and democracy, there is
an 1invincible belief 1in human progress and the perfectibility of
man; these being brought about by individpai development and

achievement in his social medium.

Existentialism and Education ~

Existentialists over-emphasize individual autoncmy and individual
exsistence in the world. The self reigns supreme according to this
philosophy of 1ife. Ndlovu {1990:32) cites Wingo {(1974:326-327) as
arguing that, "one of the most dimportant ideas in the
existentialist’s tradition 1is that man is free to choose and his
choices are undetermined by external conditions.”™ One might con-
clude from the above quotation that according to the existentialist
point of view there will be a number of individuals who are not ac-
countable and who are responsible to naobody. This may even result
to a stfict egoistic spirit whereby each person carss for his own
matters only. Wingo (1974:372) as quoted by Ndlovu (1990) con-
tinues to cite Satre where he maintains that; “man cannot be scme-
times a slave and sometimes free; he is wholly and forever free at

all”.

Landman et al (1982:62) cite Satre as arguing that man 1is given
Timitless fresdom. Man is doomed to freedom. Whether man wants to
accept it or not, he is absolutely free and he must assume this ah~
solute freedom. The freedem of the individual is, however,
threatened by other individuals. This threatening is called
'objectifying’ by Satre. This implies that one person is made into
a thing by another person, man’s path through 1ife 1is a way of

fear, which will come to nothing.



2.2.5

k-

33
From the above éxpositian one could deduce that there is a stress
of individualism in existentialism. The reference towards guarding
threats that are 1likely ta dinhibit external forces to the in-
dividual, 1is a further stress of individualism by this philosophy
of 1ife and tptal neglect of social service. Man sees that another
man is a threat tc him. For that reason, solitariness is advo-
cated. Man will, because of this philosophical theory, end up pur—

suing his own selfish ends.

Realism and Education

Realists assert that there is a real world of things behind and
corresponding to the objects of our perception. Realism is against
curricula consisting of studies that are bookish, sophisticated and
abtruse. Every now and then the educator is enjoined to abandon
his abstractions and concentrate on realities. Ross (1942:214)
argues that, "Thus today as always before, the realist enters em-
phatic protest against a cleavage between the work of the school
and the 1ife of the worid outside it. Only the vocational aspect
is to be stressed if education is to be directed towards a career

ar life.”

Communism and Education

Communism 1is a Torm of economic socialism -~ the socialist regards
the individual as subordinate to the state. The Latin word
“communis” means "common” or "collective”. This philosophy is both
based on dialectical materialism and also upon the idea of a class-
less society. Steyn et al (1983:104) argues that the sssence and
the aim for this philosphy of Tife is to assist the young to adapt

to a c¢lassless socisty. Fducation moulds the child to become a
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true patrict. The child is educated {indoctrinated) to serve the
community in whatever kind of work society should demand of him.
Each child 1is educated according to his own needs, which

are needs of the society.

Liberalism and Education
Freedom of the individual is overemphasized in this philosphy of

1ife. Landman et al (1982:42) quote John Stuart Mi1l where he says

that it is the task of the society to allow the individual the
freedom to think and to give him opportunity to express himself.
Freedom 1is an essential requisite for happiness. Landman et al
(1982) continue to argue that:; “the 1liberalist places the in-
dividual in opposition to the community. The community is then ex-
perienced as a threat to the individual. In the community the in-

dividual must constantly struggle for self-expression.”

One can deduce from the above exposition that the emphasis on the
part of the liberalists is freedom of the individual. This freedom
is limitless, uncurbed and unrestricted by anything. Landman et al
(1982:43) doubt whether there is anything Tike total freedom. They
maintain that, “the individual’s happiness is also only possible by
virtﬁe of the freedom of mankind.” This means, as one can deduces,
that man’s freedom cannot attain its zenith if it is not in accor-
dance with other people’s welfare. No matter how free a person can
be, he still needs other people or his fellow beings. His sharings

with people or with his fellow-men widen his freedom and its scope.
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PHILOSOPHERS AND EDUCATIONISTS WHO EMPHASIZE EDUCATION FOR RESPON-
SIBLE CITIZENSHIP OR PARTICIPATION IN THE INDIVIDUAL IN SOCIETAL
LIFE

Plato (427 or 429 - 343 B.C)

Rusk (1965:14) cites Plato where he aptly argues that: “Because of

- the multiplicity of human wants and of the insufficiency of anyone

individual to satisfy these by his own, the state is necessary.”

From the above extract, it becomes glear that Plato was rather
facussed more on & greater society than on the individual person.
In his Republic he stated categorically that the school was a place
for fﬁe cuitivation and preparation for c¢itizenship. Power
(1962:92) contends that: “according to Plato the individual counted
very 1little, perhaps he was but a tool to be used by the state to
attain civil ends.™ That Plato accepted what was more or less the
traditional Greek view, the one that made the individual a good
subordinate to that of the state is g¢lear from the ideals portrayed
in the Republic and the Laws that: "Only by careful regulation of
the individual action and by instilling in all citizens from birth
on an exacting dedication to the state could this unity be cbtained

and preseved.” (Power, 1962:95).

Platc saw the state as the most effective instrument that could be
devised and empowered for Tleading man to the higher 1ife in the
realm of ideas. The Platonic view on state unity may well be in-
terpreted to mean that man must sacrifice lesser ends for greater.
Verster et al (1982:4) contend that according to Plato the in-
dividual educational objective would be to subordinate to efficient

civil functioning and the individual would be expected to Tlook
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beyond his own happiness to the welfare of the state. What is ob-
served in all views and ideas which were espoused by Plato in that
the individual was only essential if at the end of it all he would

learn to serve the state.

Aristotle (384-322 B.C)

-

Aristotle believed that the best form of government was democracy
because it is the form most likely to be exercised for the general

welfare of all. Steyn et al (1983) quote Aristotle as saying that:

"Citizens ought to be educated to suit the way of life of the state
in which they live. children should be trained to be good persons

as well as good citizens.”

It 1is evident that Aristotle held that strict Spartan educational
ideal, that of training boys and girls to be subservient to the
demands of.the state. Power (1962:3-368) contends that citizenship
implied subservience to the state goals and severe penalties -
death, ostracism or at TJeast disgrace - were inflicted on young
pecple who failed in their patriotic duty to dedicate their energy
and their lives to the state’s inflexible cobjectives. Personal in-
terest, thought and hope were subjected to the state’s good. No
man was considered to be seif—sufficieni untc himself and the quest
for self-sufficiency was believed to have led from simple to more

complex communities.

Frankena ({1968) says that Aristotle believed that no man could do
everything, it is therefore evident that people share the meaning
of life by diversely using their talents and skills. From this, it
is clear that Aristotle saw the major aim of educaticn as the

preparation of people for life or citizenship.
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Claydon (1969) quotes Aristotle where he insists that: "The man who
is a c¢itizen is not a Unity but he is divided in himself, then his
world 1is to be measured by his affinity with the whole, with

society.”

Aristotle continues to say that society must therefore change dits
character for it does not now permit the folTowing condition: “To
be a unity as himself and always undivided within himself, man
must act as he speaks, decide his own course and invariably pursue

it.”

John Milton (1608 — 1674)

Milton saw the educator’s task as preparing the child for practi-
cal, social virtues of 1ife. To achieve this, the teacher must
have a comprehensive spectrum of man. Besides the intellectual
sphere, the teacher must alsoc pay special attention to the child’s
social, moral and religious life. (Verster et al 1882:47). It is
clear from this exposition that John Milton favoured a relationship
between educational practice and a philosophy of 1ife. Many
educationists show a remarkable consensus on the question of inter-
wovenness between a philoscphy of education or educational practice
and a philosophy of life. Luthuli (1985:81) rightly argues that
many educationists agree that no educational practice will be
relevant and meaningful, Tlet alone achieve anything if it is not

Pl

based on a philosophy of 1ife.

Michaal Eyquen De Mantaigne (1533 - 1592

Verster et al (1982:47) report that according to Montaigne, the

educator must prepare the child for a virtuous, practical and suc-
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cessful life. It is of cardinal importance, as Montaigne maintains

in Verster et al (1982) that the teacher should be selected with

utmost care, for it is under his guidance that the child will gain

experience of life; via among other manifold journeys.

Herbert Spencer (1820 -1903)

-~

Spencer was a naturalist who despised contemporary schools which
emphasized literature and tradition. 1In his views on education, he
placed as forsmost that which is practical and useful. The teacher
has the task of preparing the child for a varied, practical life.
He believed that children must be set to activities which led to
setf-preservation and which will prepare them for a career and a
future. In bringing up their children according to the latter,
parents and teachers will be fulfilling their civic duties and this
will make Tife mare pleasant for the pupils and for the gensral

welfare.

Karl Marx (1818 - 1883)

Marx and his collaborators did not entirely discard human freedom

but they believed that man makes his own history. Marx believed

that man’s fresdem is Timited by his environment which is not his
own choice. Material conditions faorm the framework in which his

freedem operates.

Curtis and Boutland {1953:572) maintain that: In a communist state
the individual is entirely subordinate to the collective, that is
the community. From the Marxist point of view had developed a

philosophical theory known as socialism.
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Maria Montessori (1870 — 1952)

Montessori was a Catholic, a democrat and a scientist. Ndlovu -
(1990:358) cites Kleinig (1982) where he says that: "In democracy,
the fundamental objective of freedom is to ensure for the in-
dividual an opportunity to express his unique personality, to be
different from his neighbours. The right to'be free, the right to
be different, finds its principal expression in academic freedom

and civil liberty.”

Like all democrats, Montessori upheld individual liberty and sought
to foster the full and free development of children. As a scien-
tist she aimed at education through realities by providing concfate
material and by crganizing learning situations for pupils. Curtis
and Boutland (1953:499) contend that Montessori indicates that she
is not unmindful of the child’s social needs and of the task of im-
proving society when she writes: "the discipline to which the child
habituates himself here js, 1in its character, not limited to the

school environment but extends to the society.”

Froebel (1782 - 1852)

Power (1962:5}2} quotes Frosbel where he says that: "Unity 1is the
dominant principle. All things are related, connected, unified,
whether or not this unity can be detected.” From this statement
one c¢an deduce that Froebel was against any individualistic %t—
titude towards education. Power (1962) goes on to maintain that
Froebel sanvisaged a two-fold aim of education, one part of the
aducaticnal aim was to produce in the individual a firm, pure and
strong will. The other part is to Tead and guide man (through

education) to clearness concerning himself, other people, nature



2.3.9

k-

48
and with God. Froebel meant that education’s chief purpose should

be moral and, in a broad sense, social.

John Dewey (185¢ — 1952)

John Dewey was a pragmatist and a democrat. He declared that
educétion must be thoroughly adjusted to fid1 all the changing
demands placed upon him by the community. The school, stimulated
by social environment, must represent a type of a micro-community.
Dewey maintained that the school should in turn produce people who
will themselves develop further in the service of the community

{(Verster et al 1982:23). Curtis and Boutland (1953:529) cite Dewey

in his "Education and Democracy™ where he insists that “since
education 1is a social process and there are many kinds of
societies, a crjterion for educational criticism and construction
implies a particular social ideal, and a society which makes
provisional space for participation in its good of all its members
on equal terms and secure flexible readjustment of its 1nstitutions
through interaction of the different forms of associated 1ife 1is,

in so far, democratic.”

From the above extract one can deduce that Dewey belisved that a
society must have a type cé-eduéétion which giveé the individuals a
personal interest in social relationships and control, and habits
of mind which secure social change without introducing disorder.
Verster et al (1982:25) continue to say that John Dewey does not
regard the school as a place where a child is prepared for 1life,
rather it is life itseif. .The teacher must, for this reason, use
direct, specific experience in teaching the child to be respon-

sible, have social 1insight and initiative and co—operate in the

cammunal sphere.
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From all that Dewey espoused about education, it is clear that he
acknowledged both the individual aim of education and the social
aim of education. He did not wish to see the society suppressing
the individual on the grounds that a person should comply with
societal norms and values. On the other side, he did not wish to
see the individual whe prided himself over his freedom without
using it for the benefit of his fellow-men.™ Dewey’s dideas on
education were always practice and activity orientated. Curtis and
Boutland (1953) cite Dewey as contending that: “Man is a spon-
taneous and socially active being who naturally reacts to stimulj
emanating from his environment. What man does, and not what he
says, 1is important, what he can do is more important than what he

knows.,"”

The above extract exposes the importance of the individual’s active
involvement in communal Jife. The individual’s sharings with his
people, his actions are, according to John Dewey, of paramount im-

naortance.

Martin Buber (4500 ~ 1953)

He came up with thg well-known propositiqn of the "I - Thou"
relationship. Buber said that man can only truly live through the
spirit which is to be found in the relationshp of the "I and Thou".
Man’s true destiny is to become a person. He must, therefore,
sacrifice his puny, unfree will, that is controlled by things énd
instincts, to his grand will, and this grand will involved a com-
plete change from his former attitudes towards life. Curtis and
Boutland (1953:562) cite Buber as saying that the self-willed per-
san is emphasizing his difference, but an unselfish man seeks to

share with others. Sharing is never gelfish. It belongs to a per-
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son - with whom I share just as much as it belongs to me. From the
above expositions, one can admittedly say it in_ toto that Buber
stressed that the person’s interaction with his fellow-men was im— -
portant. The "I - Thou” is indicative of the bond that should ex-

ist hetween two referents.

Michael Qakeshott -

Peters (1981:90) cites Michael Oakeshott as saying that education
is a two—way-process in which we enjoy an initiation into what one
could call ’civilization’ and in so doing we discover our own
talents, aptitudes in relation to that civilization and begin to
cultivate and then use them. From the above exposition, one

deduces that there are two principal points that are elicited.

- The point of discovering ocur own talents and aptitudes. This
is of importance in education as the child should be guided

to become what he ought to become.

- Sacondly, the point of utilizing our aptitudses in relation to

civilization.

One notices that the first point hinges on individuality and the

second one on citizenship where our talents are used for the better-

ment of our needs and for our fellow-men’s needs.
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A_BRIEF SURVEY OF PHILOSOPHERS AND EDUCATIONISTS WHO STRESSED
EDUCATION THAT EXALTED INDIVIDUAL AUTONOMY ABOVE SOCIAL PARTICIPA-

TION OR INVOLVEMENT IN SOCIETAL LIFE

John Stuart Mill (1806 — 1873)

Mil1l repressnts an existentialist philosophy of life. Existen—
tialists emphasize the principle of freedom and indeterminism.
Steyn et al (1983:69) maintain that for Mill, man is the individual
who seeks self-realization through scrutinizing and selecting
reality and it is imperative that man should be free to choose. It
is clear that Mill wanted people to feel the urgency of preserving
liberty and guarding against all forces that have the potential of
deriying the person his right to self-expression and self-
development . Mi11 hated government control and he believed that
the anly reasan governmental controel should be imposed on any mem—
ber of his will 1is toc prevent harm to other members of the com~
munity. According to Mill each individual should be fres to pursus
his own happiness in his own way and should be free to express his

thoughts and beliefs in his own way without fear of reprisal.
One conludes this part by saying that Mi11 followed 1in Sartre’s
footsteps by propagating an atomistic and individualistic, existen-

tialist philosophy of Tife.

Jean J Rougseau (1712 - 1778)

Most of his educational ideas were embodied in the Emile. Rousseau
was a naturalist in all manner. He believed that the needs of
educational change, 1incliuded a return to nature, a development of

the natural man, a simplification of the wholescmeness of childhood
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and the removal of cramping restraints and clumsy educational
machinery. What formed the basis, according to Rousseau was that
essential liberty of natural man should be safeguarded by education -
and really assured by lawmakers. Power (1962:476) argues that:
"Rousseau’s theory was concerned with facilitating the direct and
unconscious unfolding of the individual, with assuring the right of
a natural man through thwarting outer hindrances and everything

that might cause distortion.”

From the foregoing extract one may deduce that Rousseau and other
naturalists were against anything that tampered with the c¢hild’s
liberty. Rousseau even went to the extent of saying that man is
born free, yet everywhere he is in chains. Ndlovu (1990) cites
Breeze (1973:15) where he contends that: "To what extent should the
teacher be allowed to take the initiative and decide what the child
should Tlearn at school?” From this critical question, it becomes
evident that naturalists affirm rigid individualism. 1In Book One
(1) of the Emile, Rousseau asserts that the individual man
develops in rather than is moulded by society. According to Rous-
seau, the educational process is autonomous. Man should therefore
be educated to achieve his full individuality. 1In fact, he must
just be left to develop his individuality or freedom without being

tampered with.

Foxley (1911:7) quotes Rousseau as saying that "harmony becomes im-
possible. Forced to combat either nature or society, you must make

your chojce between the man and the citizen, you cannot train both

These are really words of despair, which if taken from their raw-

ness, a complete parallelism will always remain a feature that
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dominates between individual autonomy and individual’s participa-

tion in societal or communal life; in short, citizenship.

Sir Thomas Percy Nunn (1870 - 1944

Nunn was an idealist who regarded perfect individuality as a goal
which had not yet been realized in human experience, but towards
which it is the nature of every person to strive (Curtis and Bout-
land, 1983:529). It is evident from this that Nunn did see a need
of striking a compromise between individual autonomy and citizen-
ship. Nunn said that a man becomes what he becomes mainly as a
result of his reaction to his social environment. The influence
upon man was seen to be an intercourse with parents and brethrén,
of school fellows and school masters, companions and rivals,

friends and foes, amployers and emhioyees.

It is moreover easy to recognise the deep influence which the so-
cial héritage - the whole body of traditions and institutions of a
people - has upon the structure and the growth of the individual

mind.

One c¢an conclude this part by saying that Nunn saw that thers was
some conhection between the individual and society. This necessi-
tated the need of of strengthening the balance between the two

poles.
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Martin Luther (1483 — 1546)

Martin tuther rated the freedom and the individuality of each child -
very high1y, however, the greatest degree of freedom is found when

the soul has accepted godliness.

) THE RELATIONSHIP- THAT EXISTS BETWEEN PHILOSOPHY OF LIFE AND

PHILOSOPHY OF EDUCATION

Every system of educatian is an outgrowth of, and an attempt to
perpetuate a specific philasophy of Tife. A1l true education 1is

based on the philosophy of 1ife. Steyn et al (1985:118) rightly

maintain that: "Each and every philosophy of life has a very strong
impact on education. The way we see life is the way we educate.”
From the above quotation, one might conclude that the school cannot
stand aloof frcm.what society does. For the educative task to con-
tinue and progress smoothly, teachers have got to know those things
that people hold in high esteem. If the school is established in a
society that adheres to a Christian philosophy of 1ife, it is clear
that the school in such a milieu will sducate children towards some
form of godliness. In the school practice it will be stressed that
therse is a2 need to have a sound relationship with the Author of the
Universe. Man will be educated towards some form of perfection.
Subjects such as Biblical Studies and Religious Education will be
given a great deal of emphasis because of their content which is

said to promote the love of God.
THE SCHOOL CURRICULUM AND ITS FOUNDATTIONS

Luthuli (1981:41) rightly maintains that the school curriculum is

an actual precipitation of a particular philosophy of life. From
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this statement one may therefore conclude that the curricuium
should reflect and keep abreast of the everchanging societal

demands.

Far the purpose of this study, it is of importance to say that the
~society or the community upholds a philosophy of tlife which is
based on beliefs, values, norms, customs and aspirations of a
people concerned. If a society where the school is established
adheres or subscribes to a 1liberalist philosophy of 1life, the
school practice, in short the curriculum, will be designed in such
a way that it upholds autonomy ar freedom of each learper. If the
shool is placed where people esteem a communist philosophy of Tife,
the curriculum will be designed in a way that it will prepare
children to be of service to the State or community. If the
society upholds a pragmatist philosophy of 1ife, children will be
educated to use the knowledge they have gained in life situations.
Pragmatism stresses action {pragma). Children are thersfore edu-
cated to he of practical use and to adjust properly in l1ife situa-~

tions.

From the aforagoing discussion, it becomes c¢lear that the cur-
riculum dis & verbalization of a peopla’s philosophy of education
vith a view tc'actuaIiiing a particular knowiedge and-valué syséem.
Luthuli (1985) further states that the curriculum is the only
medium through which a philosophy of life becomes a reality. A
good teacher goes beyond the written curriculum to reflect the hid-
deon curriculum. Aims, content and methods are important elements
in curriculum design. They determine what ought to be. The way
the curriculum is designed determines the way we want children to

1ive as members of the society.
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CONCLUSTON

In this chapter, the researcher has been focusing on historico- -
philosophical past with an aim of seeing how educationists and

philosophers viewed the question of education for individual

autonomy and responsible citizenship. Various philosophies of

1ife, with their stands, have been cited. Jhose philosephers who
stress individual freedom and also those who favour cititzenship
have been given. It has also been exposed that educational prac-
tice is founded on a philosophy of 1ife. The philosophy of 1life

strongly influences the way people educate their yocung ones.

The following chapter will be based on the role that can be played
by the school in harmonizing education for individual autonomy and
responsible citizenship. Among other things, the following will be
discussed:

- The concept ’school’

- The fundamental relationship betwen the child and adult in

the schaool.

- The infefbréiation of norms as a harmonizing task of the

school.

- The significance of the school with regard to the child’s ex-

perience of normative reality,

- The schoel and its anticipation of the child’s future.
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Social interaction, shared responsibility, socialization as

the task of the school.

Aims and purposes of education for individual man, for

society and for community.

Education for individual autonomy ~and for responsible

citizenship.
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CHAPTER THREE

THE SCHOOL'S EDUCATIONAL TASK OF BRINGING ABOUT HARMONY BETWEEN THE PERSON

AS A UNIQUE INDIVIDUAL AND AS A MEMBER COF SOCIETY

R

THE CONCEPT "SCHOOL”

INTRODUCTION

Education should inciude both social objectives as well as in-
dividual objectives. Man is a sccial being by nature. As a social
being, it means that he must live in harmony and in orderly rela-
tion with other men as a member of the group; but 1; is necessary
to keep a right balance between the educational objectives which
guide the group conduct of human beings and cbjectives which guide
human beings as individuals. De Vries (1986) contends that man is
both & social being and a unique or individual being and education

should always seek to bring about a proper balance between the two.

Since the scheool is responsible for the education of the young, it

is therefore responsible in seeing to it that the needs of the 1in-

. dividual are harmonized with those of the society.

The concept "school” is derived from the Latin word "Schola” which
has been the general concept since the eighteen cantury for formal
institutions which aimed at the meoulding of children towards'a

specific aim (Steyn et al, 1985:199-200).

One can deduce from the abave definition that the schaool has a spe-

¢ciaTized task that it must perform. It is that of Jeading and

‘guiding children towards adulthood. In the course of this leading
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activity, chiidfen are moulded to assume a more active role as
adults. At school there is a face to face encounter between the
educator and the educand, buring the encounter between the -
educator and the educand, learning takes place. One must again
mention that proper Tlearning cannot take place if there is no
mutual trust, love and respect of each person’s dignity between the

educator and the educand. -

Though the school is an extension of the home iﬁ educating the
child, the way its tasks are carried out in educating the child
differs greatly from the relaxed atmosphere of the home. Whilst
the education that occurs at home is spontanecus and uncrganised,
school activities are dintenticnal and they sarve a particular

definite purpocse.

Many educaticonists agree that the school is basically the product
of cultural development as revealed in history, and its function is
to develop and form the knowledge and the vocational skill of young
people, to enable them to agguire the necessary cultural forms and
contents inte their own form of living. A school may then be
viaewad as one of the agents of society aimed at equipping the lear-
ner with skills under the guidance and the idinstructicn of the

teacher.

There is a close connection between the school and the society.
While the school is responsible to the learner for its sound educa-
tive task, it is also responsible to the society or to a particular
cultural group which it purperts to serve. The school serves the
interests, aspirations and wishes of a particular society. It goes
without saying,  as most educaticnists maintain, that a philosophy

‘of life of a particular people is always at the roots of a
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philosophy of education or the school practice, that is the school

curriculum.

Griesel et al (1990) confirm that the most important task of the

school 1is to assist the child during his emancipation from the
family as a macro-education milieu by helping him to explore the
wider macro-reality in which he will have to hold his own as an
adult. The school’s task is extremely complex. when the crisis
situation arises in the society, the school often has to bear the
brunt. It is argued that the educative task of the school should
he so wide so that the child as an adult of the future should be
able to hold his own in any situation. Whenever society fails in
its example, or whan new trends develop, the school is saddled with

yet another difficult task.

In general the educationa] function of the school may be described

as a:

-~ secondary educative institution, constituting a particular

route towards the creation of a life-world

- extensicn, formalization, supplementaticn of the primary in-

structive upbringing of the family situation

- an institution that offers the increasing opportunities for
salf-realization and far more independent asscciation with
the spheres of knowledge and skills. Learning maturity im-
plies character and ability to accept with responsibility the

task of living in harmony with one’s fellow-men.
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The Fundamental Relationship between the Child and the Adult in the

School

The educator and the educand encounter each other in an educational

situation. Griesel et al (1990) argue that in the classroom situa-

tion as pedagogic situation a unique 1interrelatedness exists be-

tween authority, understanding (knowing)} and-trust. The foramen—
tioned essences form what is called the relationship structure.
Among others, this means that a relationship of authority is incon-
ceivable without a relationship of trust previocusly having been ac—
tualized through which a child together with an aduit will venture
into the future. The child’s needs for direction prompts him to
reach out for an adult. The child trusts that the adult will ac-
cept him. No educative teaching will take place in the classreoom
situation if mutual respect, love and trust are forced to make room
for distrust, hatrad and anxiety. It is the teacher’s prime task
to win and ta retain sverv pupils confidence. Once again, it
should be emphasized that there is no prescribed formuia for this.
A teacher’s 3abhility to make the classroom situation a safe place

for a child is of paramount importance.

Griesa] et al {1990) further assert that: “the educator and ths
educand are both actively involved with a common mission in 1ife in
as much as they are working together to heip the child become an

adult in a responsible manner.”

From the above sxposition it becomes evident that the pedagogic en-
countar and the pedagogic engagement are prerequisitss for any
authentic pedageogic activity to occur. The process of venturing

together pedagogically between the educater and the educand cannot

-geour  if therz is no pedagogic encounter and engagement that are
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both based gn love, respect and mutual trust. A child cannot be
properly led and accompanied towards adulthood if the educator does
not show love for him. The child wants to feel safe and secured.
It 1is also important that a child shows respect for the educator’s
authority. The child should trust that the educator possesses
knowledge fof the demands of propriety and normative reality. For
'this reason, the educator has a scund mandate to guide and accom-

pany each child towards adulthood.

For the purpose of this study it must be emphasized that though the
educator leads the child towards independence, self-reliance and
autonomy, it 1s freedom with responsibility that is important in
this study. As an individual, the child is expected to be a
responsible and a worthy citizen whilst he maintains his freedom.
His contribution in communal 1ife is entirely needed. This means
that no individual can claim to have escaped the dictates of a
philosophy of life of the people he lives with, Education that is
provided by the school is also-.inconceivable if the school is not
prepared to take into cognisance the norms, values and aspirations
of the pecple as part and parcel of the learning content, that is

the hidden curriculum.

The Interpretation of norms as a harmonizing task of the school

No school can function effectively without participation and active
interest of parents and the community in the education of their
children. The schogl principal and the staff must make it their
duty to involve parents in school activities. The pedagogic sig-
nificance of close co-operation between the school and parents can-

not be sufficiently emphasized. The school principal has a

-specific function in this regard. Smit {1981:148) maintains that
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as a pedagogic Teader of the school he must involve teachers in his
staff and pupils’ parents in tha collective pedagogic action to
realize optimal pedagogic effectiveness in the school.

From the above exposition cne can deduce that there is a need for
the schoal principal to open channels of communication between the
pupils’ parents and his staff members. This can help bring about
‘understanding between the two parties -~ nparents and teachers.
Parents and teachers will get a chance of discussing matters relat-
ing to children’s progress at school, the selection of norme and
values that can be incu]catedrin pupils. In short all matters of

common interast can be discussed.

The significance of the School with regard to the child’s ex-

perience of Normative Reality

The child Tiveé in his child-world and the school attempts to
bridge the gap between the child-world and the adult-cuitural-
world, The school is doing this by simplifying the complex cul-
tural worid of the aduits. Guntar (1988) asserts that it iz the
task of the school ta guide the child in the norms and values which
will guide meaning to his cown way gf 1ife. For that resason, the
learning as an intagrated part of the educative event aims at
prasentiﬁg the child with subjéct contents which will bring him new
insight and new dimensions for a meaningful existence. The teacher
must therefore interpret and present the learning contents in a way
that the child becomes awarsa of the demands of proprisety. This “is
by no means indoctrination. By learning the child gives sig-
nificance and meaning to the learning content with a view to ac-
quiring knowledge. The teacher as the presenter of meaning dis-

closes the contents of the varicus subjects to the child so that he

- can experience them meaningfully. While Tearning, accompanied by
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the teacher, the child acquires meaningful knowledge through his
participation, and he builds up a reservair of experience which
will enable him to live in an increasingly higher level, that is,

to become more and more adult in an everchanging reality.

Perhaps what is worth noting from the above exposition is that the
échool has a tremendous role to play, that is, the one of seeing to
it that an educated individual with his autonomy, 1is able to T1ive
in harmony with his society. He should become a worthy citizen
among other citizens. It may_be a viable and a sound argument to
reiterate the fact that the school should have a diversified cur-
riculum so that it caters for the interests and potentialities of
almost all its learners, but it could as well be an honourable and
a noble exercise for a school to undertake the study of those needs
which are basic and fundamental for its society. Education is
provided by and for the society. The society ultimately remains
the consumer of the school products. It may, for example, be of no
use for the govermment to provide schools for high technolaogical

advancement in a place where people still need schools that will

~ cater for their basic needs. This boils down to the fact that

there are many factors that must be considered before a school is

estabhlished, like demographic factors.

The School is directed at anticipating the child’s futurs

The child’s Tearning act is directly concerned with his becoming an

adult. Du Plooy et al (1982) contend that: "To anticipate means to

lock into the future and generally the child loocks forward to the
unknown and adventurous experiences that await in the future with

expectation and inquisitiveness ...”
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The foregoing extract means that the child’s act of TJearning is
directly concerned with his becoming an adult. Industry and con-
centration in the learning event usually go hand in hand with posi- .

tive expectation for the future.

A child who is lazy to learn reveals a negative and poor conscious—

ness of the future. Poor home circumstances!rpersona]ity problems,

or other negative factors can have a detrimental influence on the

quality or intensity of his involvement in the learning act.

- The result is that his achievement becomes poorer and poorer,
and his already inadequate self-esteem receives a further

blow.

- This failure in the learning situation can also affect the
future. The courage to venture and the necessary self-
confidence to accept the challenges the fuyturs halds for him,

will é]sc be affected.

To summarise, the fearful child’s learning intention is very weak

and he cannot conjure up a clear vision for the futurs.

The School acts intentionally and never co-incidentally

Steyn et al (1985) and Griesel gt _al (1990) maintain that teaching

is always characterised by an organized progression. This means
that thorough planning is essential as far as the school time-
table, division of work, the curriculum and the learning sontent is

concerned.  Al]l school activities must therefore be well-though-
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out, planned and implemented purposefully. Teaching can only be
successful if it proceeds in an organized manner. If the work s

systematic, the child is not confused.

Haphazard, unplanned, hit-or-miss methods lead to the particular
disruption of the particular relationship that should nct exist be—
tﬁeen the teacher and the child. Reality is never chaotic, in fact
it presents itself as an organized and ordered structurs. This

demands careful planning and anticipation. A1l new knowledge:

- needs to Tink up naturally with the experience the child has
already acquifed. A good example may be that of a child who
comes from rural areas. The teacher should be creative and
original encugh in his delivery of the subject matter by
selecting examples which are familiar to the child's Tevel of
understandihg. A Biology teacher, for example, can arrange a
tour to places or outskirts next to the school. In his
teaching he can make use of tress and plants which. pupils
know. This mzkes pupils to understand the subjsct hettsr.
The love of the subject can alsg be inculcated in pupils in

this way.

- New knowledge must alsno proceed from what is simple to what

is complicated.

- Knowledge must also proceed from the whole to the parts and

back to the whole.

The last mentioned point emphasizes a very important idea, that is
individuality and totality. The emphasis in this study is harmeny

that should exist batween individual autonomy and individual par-
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ticipation in communal affairs. De Vries (1986} reports that:
"8ince the child is dependent, in need of help, his meeting with
others is a conditio sine qua non for human existence 1in a human

warld.”

The faregoing extract simply means that the child as an individual
is always in constant meeting with peop]e. At school he meets the
teacher and his peers. Outside the school he meets elderly people.
All this means that the child has to share his Tlife with others
wherever he may be. This does not mean losing one’s integrity and
identity. It means contributing and participating in what others
do. This 1s to the ggod of that particular individual and thea
people with whom he lives. 1In order to train the young in the ways
of the adult socciety, they should gradually be given more and mora
independence. They should experience more freedom with respon-

sibility as they grow.

Social Intaraction and Shared Responsibility as Embodiments of har—

mony between individual autonomy and responsible citizenship. The

. School’s task

Another feature of a democratic school community is that respon-
Sfbiiity is learnt, in appropriate ways by'ycunger as well as older
pupils. At all stages, and in work as well as in play, schoo]
children should be given a chance of organising and participating
in what they ars doing. Responsibility grows from having 2 rols &0
play in the group. It is through the role that he plays in the
group that the child’s feeling of significance in the group grows,
and if he does not feel significant in the group, he cannot feel
responsible. It can only be learnt by practice., If a child starts

by being given a task well within his powers, he can then make
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progress by gradually taking more difficult responsibilities.
Ezewy (1983:1} contends that: “every member of society participates
in the activities aof the society according to his or her in-

dividual expectations.”

The above extract implies that the individual is bound to par-
ficipate in the life of his people. He invoives himself without
losing his autonomy. His expectations and needs are alsoc accom
modated in the process of participation in the sacietal life. This
is for the good of both the individual and society. It should be
noted that men pursue their interests in a particular social group
or social system because the possibility of doing so hresents it~
self to them in their immediate social envircnment. The contribu-
tion they make is to the society as a whole. Socisty does not
operate as an unco—ordinated mass; rather it operates through its
social systems of groups, each with specific functional expecta-

tions.

Ottaway (1853) further says that the child grows through an enlarg-
ing circle of social interaction. This means that the c¢hild be-
comes involved with more and more pecple. Social interaction is
the name given to any of the possible relations betwsen persons in
groups as sccial units. It is through sacial interaction that cul-

tural patterns are passed from one generation to the next.



64

Diagram showina the Enlarging circle of Social interaction

National Community

Cinema Radiq Theatre, Art, ete

L

Local Community

Wark Gréﬁgg

_ézhool Chhrch Clabs

Play Groups,Friends,

Gangs etc

:t Family

igura IV : Qttaway (1953:147)

The earliest social situation of the baby is with his mother. He
then gradually becomes aware of all those who attend to him, and at
some stage is said to “know™ his father and recognize various rela-
tives and friends who from time to time appear. He becomes a mem-
ber of a family group, and it should be noted that there are many
possible variations of this earliest group which can have diffarent

influences on the new member.
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As a young child learns to talk and to walk about his way, he makes
friends and joins in play groups within or outside the home. The
family and all groups in which the members have c¢lose and intimate
relations, are known as the primary groups. These groups are
characterised by what are sometimes called “face-to—face” relation-
ships, where all members get to know each other weil. A circle of
sacial interaction is entered when the child goes to scheool. This
will probably be his first experience of a secondary group in which
as distinct from the primary group, he will know all the members in
close face to face association; although he will get to know his

own class .in this way and other groups within the school.

Secondary groups also have some kind of paramount organisation
which persists while membership changes. As the child grows older
many other possibilities of group life open up befora him. He may
jein informal gangs, hobby clubs or social groups of a primary
group character while still at the junior schoal stage etc. This
process of interaction continues until the child becomes an in-

dividual in the national community.

From the above axpesition it becomes svident that there is no point
or stage in life where man finds himself being alone. He is always
an individual among other iﬁdividuais. They together form a
society which is usually characterised by closely-knit and water-
tight state of normativity and binding values. Lithuli  {(1977:28-
29) confirms that when a number of people live tagether, they are
said to be a society, but this refers to the fact that all of them
are awars of the extent of their consciousness to their social mede
of 1ife. Sceiety can be said to imply having scmething in  common
such as sharing the same language, similar beliefs and convictions,

in short the same culture or way of life.
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Cohesion is ancther important element of the school’s harmonization

of the 1individuals with society. Eﬁery member of a society con-

tributes in it in order that society or group remains an in— -

divisible whole. The cohesion of a social unit such as a group in
the society or the entire collection is the resistence to division.
Cohesion may be due to allegiance to the larger unit, good overall
co—ordination, mutual interest or interdependence, intersection of
ties and the quality and the strenght of ties. Ezewu (1983)
asserts that: "if society or social unit is to exist and maintain
continuity, there is a need for cohesion.” From the aforegoing ex-
position one can deduce that all members of the subsystem must be
bound together by allegiance each one of them owes to the system or
by mutual interest arising out of the existing of well-defined and
clear cut goals. In order to foster cohesion, mutual interdepen-
dence must be recognized and felt by all members. Added to this is
the division of Iébour in the society, which tends to be cne of the

powerful forces of cohesion.

Conformity, cc—operation and intsraction are alsoc important com-
ponents if the scciety is to remain as a closaly-knit and water-
tight state. To preserve the existence and the continuity of any

saociety or <social unit all members are expectad to conform to the

norms of that society or social unit. The continued individual

participaticn in a social system is the result of the readiness and
willingness on the part of the individual tc act in conformity with
the norms of society. When two or more people congregate tem-
porarily or permanently for some specific purpose, such congrega-
tion demand from them the spirit and practice of co-operation.
Every member of a system or society has a status or statusses,

Since society 1is a group of people interacting with one another,
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the concept of dinteraction 1is of great importance to the
sociologist. Interaction in any social system consists of the fol-

Towing interrselated features:

- Interaction should be purposeful in the sense that it should
be directed towards the attainment of the goal clearly recog-

nized and accepted by each of the interacting members.

- Interaction should be interpersonal in the sense that it in-
valves on the part of its members a conscious awareness of

the existence of each other.

- Interaction is reflective in the sense that it involves a
critical appraisal of the situation that happens to arise,
and an individual can develop within himself an awareness of
the censeqﬁences of belonging to a group that can effect in-

flucence or alter his attitude towards himself and to others.

- Intaraction can be historical in the sense that sgvery in-
dividuzl develops to a greater or lessar degrees the awaraness
of recant or more remote past, which when consciously ex-

perienced, affects individual interaction in the present.

The Socializing Task of the Schosl

Johnson (1888:110) argues that: T“socialization is learning that

enables the learner to perform social roles.”

What emerges from the foregoing extract is that not all Tlearning
qualifies tz be socialization. It goes without saying that some

learning may he irrelevant to the motivation and the ability neces-
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sary for partiéipation in social norms. It also means that for

proper socialization to occur the school should help the child to

attain social harmony in a competitive milieu. This can be done by .

helping children to realize the importance of understanding others,
of overcoming selfishness and egocentric way of life and acquiring
an altruistic attitude. This helps the child to realize the impor-
tance aof Tliving for cthers. Helping the child to attain social
harmony amounts to awakening of social conscience. One can there-
fare say that socialization is the process by which individuals ac-
quire the already existing culture of groups they come into.
Schools are always socially contextual. Mncwabe {1987:781) avers
that the purposes schools are to serve must be extracted from the
saciety. This means that whatever is practised at school ought to
be a natural reflection of and ocught to be determined by a
philosophy of life of a people. This necessitates a people—
oriented education and school practice. Luthuli (1982:27) rightly
argues that the aims of the school curriculum, for example, should
stem directly from the concept of education held in esteem and

cherished by a particular society.

For the purpose of this study, it means that those who design the
curriculum should take it 1into congnizance that the curriculum
should embody the needs of the society the individuals are going to
sarve, This does not mean suppressing the needs and interasts of
children, but a properly selected learning content will include
hoth the intarzst of learners and their scciety. A diversified
curriculum, for example, usually caters for the needs, antitudes
and ahilities of almost all learners. Added to the needs of lear-
ners are the needs of the society. A balance betwsen the needs of

the individual and the needs of the community must be maintained.
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The school should assist children to apply the social experiences
gained at school +to situations in a wider society. Teachers at

school should provide opportunities for social experisnce in order

to attain social harmony, hoping that children assimulate them and .

become sccially mobile and not social misfits. Schools help
children acquire social customs, codes and traditions of a sogiety.

They influence children’s style of living and modify youth’s ten-

dencies to oppose social habits, norms and values of a society.'

Schocls should create social integrity in children. Social values
like fairness, honesty, co—operation, social reliability, sportman—
ship must all be inculcated 1in children. Another contribution
towards socjalization is the.cpportunity given by the school for
both sexes {male and female) to meet and learn to respecf the op-
posite sex. Schools further help children to select influences
which children can handle at a particular age. Schools in co-

operation with parents help protect children from bad influences.

AIMS AND PURPOSES OF FEDUCATION FOR THE INDIVIDUAL (MANY, FOR

SOCTETY AND COMMUNITY

Perscnal Respensibility

Man does not live instinctly. He takes decisions and is respon-
sible for his deeds and actions. This is perscnal responsibility.
van Zyl and Duminy {1976:26-27) maintain that no person can escape
being responsible for his actions 2and his decisions. Respon-
sibility does not develop spontanecusly. Education aims at leading
the child to become responsible. This requires an attitude of
willingness to devote onese2lf to one’s task. Man’s task dces not
begin when he is a mature aduit. Becoming a responsibis adult is

the task of the child. Education aims at accompanying *he 1in-
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dividua? child to understan& his world and his responsibilities.
He is a child desiring to become an adult. The becoming self-
reliant or becoming adult of the child indicates that with the halp
of the pedagogic support, he eventually reaches the position where
he can and wishes to be self-responsiblae for his own self-
determination. Self-responsible - self-determination 1implies a
being aware of the significance of his existgnce and clarity with
regard to self-evaluation and understanding. It also implies that
with the help of educators the child has achieved understanding of
his own human dignity, but that he has also to come to self-
realization of continuous self-moulding if he wishes to remain in
his own becoming human. Every person is unique. Education aims at
allowing the unique child to attain the skills, knowledge, norms
and convictions which he need to fulfill his task adequately and
responsibly. Batlantine (1983) says that each new generation of
children learns the rights and wrongs, values and roles of the
society into which it is born.  This means that in learning their
roles children are socialized or taught how to meet the experiences
placed upon them. This alsc means that the sociely is assured of a
new crop of individuals who understand the rules that maintain the

social aorder.

Education opens up new perspectives in the life of the educand. It
helps him to understand his world and to enrich his own life. This
demands personal participation. Education does not aim at giving
the educand everything. It aims at awakening the desire and an in-
terest to accept 2 perscnal responsibility for one’s education and
for ane’s future. Becoming responsible for one’s 1living, to be
economically 1independent and hot to be a burden to cthers. It

means beginning to understand one’s duty as a human being.
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Responsibility in the Community

Personal responsibility means living as a human being ought to do
in a world with fellow humans or fellow beings. No community can
be prosperous and peaceful unless its individual members col-
taborate to harmonize the world. Therefore education aims at
making the child at home in his community. He should feel that he
belongs to the group. Educétion a2ims at bringing the child into
the social world. The adult-to-be must follow his vocation in a
community. Vocational guidance and training cannot be separated
from education. An attitudé of vocational rasponsibility is
developed in a community of industrious grown-ups. If the attitude
of responsibility has been awakened, the desire to make the correct

choice and to follow a suitable training will follow.

Schools aim at eddcating children to be productive members of the
society by passing on of culture. {Ballantine, 1983). The school
also helps in selecting training and placement of individuals in

society. Primary and secondary schools are .also expected to

relieve =ocietal ills and to improve the standard of Tiving. For

instance institutions of higher education producge research, writ-
ing, new technolegy and social policy. Improvements in socisty are
anticpated rasults. The individual takes part in politics, in
recfeational programmes, 1in ecocnomic affairs, 1in cultural ac-
tivities, 1in religious 1ife, depending in individual participaticn

and responsibiiity. .
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Manhood and Womanhood

Every child is born as a boy or a girl. It is the aim of aducation
to bring the boy toc manhood and the girl to womanhood. In every
community the man and the woman have certain roles to perform.
Girls and boys see and hear what men and women ocught to do. They
start their roles in life as boys and giris whp ought to become men
and women. It is important that boys should learn how to behave
themselves in the company of girls. Girls should know how to treat
bdys. Men and women have to live together. They have a co-
operative task. They need educational assistance to respect each
other. Young men and womeﬁ need guidance for married 1ife and for
planning their own families and being responsible for their own
children. Young women must know the consequences of a vocational

career and motherhood.

The Aims_and purposes of education for the Community

No community can exist unless it agrees to a certain order or way
of Yiving. In this way the history of the peopls concerned plays
in important rale. Van Zyl and Duminy (1978) say that the accepted
way of living is the result of long tradition. This means that if
tradition does not change, it becomes stagﬁant. There s no
progress. The result is conservatism and traditionalism. Sound
tradition always shows signs of change, renovation and progress.
If changes are tco rapid, there can be no tradition. Bewilderment
is the result., Usually in a very sound society tradition and
change characterise the way of living. There are institutions that
guarantee order and safety. These institutions have a guarding and
a binding function. They protact the traditions which arse valued

as warthwhile. They tie ¢tha people with the same tradition
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together. They‘unite those who belong together because of common
history and tradition {experiences, knowledges, values and faith).

At the same time the values have a directive and creative function.

Fducation and Society

Moorish (1972:203) says that society is not cgmposed of a number of
institutions in compliete isclation from one anocther, although some

tend to be more isolated than others.

Perhaps it is important to say that members in a society are adults
who are aware of their togetherness. They share most of the
things. They do most of the things in a similar manner, for ex—
ample, they speak the same language. They follow similar cultural
patterns, Their close affinity is strengthened, inter alia, by the
bonds of chserving the same norms and values, Molnar (1961:45)
maintains that education can never he separated from and considered
apart from society which formulates its goals and metheds for

youth.

From the above exposition one can deduce that there is a2 necessary
relationship between education and society. Education is seen as
an activity of society. Man is born a potential member of the
society, and through education he progressively becomes conscious
of the way of 1life of his society and his rights and duties in
society. It is one of the tasks of society through education, to
mould, guide and direct its potential members to enzhle tham to
take their places in society. A youth becomes a full member of
society when his behaviour is in accordance with that of older mem—
bers who have full social consciousness. It is thus correct to

conclude that there is a wvery close connection between man,
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society, education and adulthood. Bekker (1976:20)} argues that

education today does not operate in vacuum. Qur concepts of what

constitutes knowledge, values, origin and essence of things agperate .

through traditional and cultural patterns. VWhat is important to
note is that education has a binding function. It aims at awaken-
ing an attitude of respect for the past, for the history of the
people, and the ideas for its ancestors. Kpowledge is essential,
but not enough. If the younger generation have to identify them—
selves with thair own people, education must awaken interest,
respect, and love. They must accept these as their own, belonging
to the present and the future. The past must be made meaningful

today and tomorrow to assure the engagement of the youth.

Education for Individual autonomy and for responsible citizenship

The purpose of this study is to try and provide guidelines for har-
mony batwesn education that promotes individual autonomy and the
one that promotes individual’s participation in the 1ife of his

people. The crux of the matter is on the compromise that muyst be

- forged if a balance between individual autonocmy and citizenship is

to be attained. Neither of the two sides should raceive
predominence over the other. Individuals should not think that
education gives them a right to live for themselves anly. On the
othér hand the society should not think that individuals can be
manipulated in any manner. Free individuals should ses the need of
being of contributicn to the society. Fresedom should be freedem
with responsibility. The school should dnculcate in pupils

knowledge that promotes freedom with responsibility.
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AUTONOMY ANMD TNDEPENDENCE

Kleinig (1982) asserts that the autonomous person is not just a .

chegser, far a chooser may simply choose to go along what is put to
him or her. Initiating agency as well as choice is involved. The
autonomous pefson is not only responsible to himself, but to others
as well. This means that there is nothing 1jke absolute autonomy.
There can be no such thing as bare and unrelated individuality.
Some form of society is necessary for the development of self-
conscicusness and personality. The individual is always in need of
a group. Man is a social being. Man is both an individual and a
citizen. As an individual, man takes care of his social 1ife, his
family, his economic 1ife, his religion, political and religious
Tife. It must also be =aid that man alsec needs other beings for
his 1ife {political, social, economic, religious, educational etg.)
to go smoothly. tife means sharing. The school must inculcate a

sense of belonging (to a society) in pupils.

Learning to be autonomous takes place 1in a social context and

~autonomous desires, decisions and behaviour, presuppose a continua-

tion of saocial relatians. Every healthy person is dependent on his
fellow men in the sense that he wants to be like them {although he
wants to be different from them and wants them to approve of him).
The.whole idea of education is, indeed, hased on the assumption of
the insufficiency of individual 1ife and the necessity for incor-
porating external values into it. Nash (1961:138) goes on to say
that if we were satisfied with the isolated child as he is, we
should not find it necessary to bring him with cother children in an

institution to educate him.
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The dnstruction 'that is given to the child may be based on in-
dividual learning or individual learning strategies, but the thing
remains that the child as an individual human being need and longs
for association with other children. This alsoc holds true for a
mature person. An auvtonomous adult person also needs other
autonomous adults. Man needs other men. An adjusted person is the
one who reflects his own society, his class or group with least
distortion. The autonomous person is capable of conforming to the

norms of his group.
THE SCHOOL AND EDUCATION FOR CITIZENSHIP

True educaticn is a preparation for life — a means by which the in-
dividual is prepared to fit intoc the society. This is the function
which must be performed by teachers in schools. Education in all
its forms, infcrmél, formal and non-formal should thus educate the
individual to fit in his society socially, politically, education-
ally and economically. Harber et al (1984) and Ragley (1905) agree
that: "it is through the school that the future of the race can be

_influenced with great certainty.”

From the above quotation one can conclude by saying that 1if the
school is éuch an important agency in initiating ihe yéung into the
society, it therefore holds true that it must maintain contact with
the community. Such contact will make the parent community to know
what the school, that is to say teachers and pupils, expect of
them. Teachers will alsc know what parents expect from them.
Teachers will also get exposed to customs, needs, mores, beliefs

and traditions of the community. Nxumalo (1980:145) says that the

g
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success of socialization 1ies in the realization by an individual
that he belongs to a certain physical world which is inhabited by =

particular peaple.

It is clear that a person who has been well-socialized understands
that he is not alone in the world as an individual, but he is with
other people. These people expect of him ohedience, respect for
laws aof society and a good stand of morality. He must he prepared
to serve leaders and to preserve traditions. It is expected that
he will create, add to what has been found and finally vacate only
after having tried hard to be fesourcefu] to the world. He must
assist the world to accommodéte more and more peoplie, and satisfy
their needs and desires in its expansion. Such realizations are
not automatic. They are learnt in school directly. They ars con-

tained in the curriculum.

GOOD CITIZENSHIP IN A DEMQCRACY

Gunter (1988:203) assarts that the concept “democracy” 1is under-
stoad in the political sense. It cannot be defined better than in
the words of Abraham Lincoln, that it is the government of the
people, by the people, for the people. It means that as a social
ideal democracy allows all citizens or members of the community to
satisfy their basic needs as unigue individuals and also as members

of a society.
Good citizenship rests upon:
- the means of communication whereby all members individually

and cellectively are intelligently articulated with each

other.
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- The spirit and ability to co—operate effectively.

- Sufficient organisation by means of which intelligent co- -

operation may become effective. These constitute the avenues
- Jeading towards the socialization of members in a democracy.
True democracy exists when every citizen contributes as an
individual and controls collectively. ., Moore (1929:31-39)
says that a good ciiizen is the one who is physically com-
petent, self-reliant, vocaticnally—oriented, worthy member of
the home and household, personally efficient, cultured

citizen, holds membership in an organized community.

One can conclude this part by saying that the citizen should take
care of his life as an individual, his life of the family and the
1ife of the society to which he belongs. This means that a ¢itizen
is both a unique individual whe should consider his own needs. He
should also behave socially for he is also responsible for other

people’s welfare.

~ CONCLUSION

This chapter has been attempting to highlight the role that could
be played by the schaol in bringing about'harmony betwen education

for individual autonomy and education that promotes individual par-

-ticipation in communal life. Jeffreys (1950:14~18) contends that:

"the central problem of social life as it presents itself to the
individual and to the community is to reconcile these rival claims
of self and community or society.™ From the foregoing extract one
can deduce that the problem of bringing about a halance hetween the
claims of the individual and those of tha society, is a matter that

needs sericus attention. To achieve a happy balance between ex-
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treme individualism and social conformity is one of the most press-

ing of social concerns. It was, inter alia, revealed that the

schaal is accountable both to man’s 1ife as an individual who is .

unique and alsc to man as a social being. To say that the school
is responsible for the integration of the young into the society
means that  there is a connection between education, society and
adulthood. The school should make individual pupils aware that
they are neither separate nor seif-sufficient. Society too, is
neither a mere sum of individuals nor is it a supsr-ego, but it is
a complex relationship to which the term ’personal’ is appropriate
as indicating both the rationaf and the moral nature of the as-
sociation and la]so the fact that full human 1ife is possible dnly
through community. The school, as it was revealed in this chapter,
should educate pupils to know that the "personal’ also implies com-
munity, because no human being can come to full personal stature in
1solation; Thé growth of persconality 1is in fact a sogial ex-

perience.

The next chapter (Chapter 4) will be a survey of relevant 1litera-
ture concerning the curriculum. The curriculum here, is discussed
with a strong belief that societies’ and schools’ purposes ares only
met through the curriculum. The curriculum dictates a very impor-
tant course whereby the future of pupils is ‘determined. Whether
people are educated to be free persons, with no obligation to the
society, that will be contained in the schoal curriculum. Whether
individﬁa1s are educated to be of total service fo their societies;
that will be dictated by the school curriculum; hut for the pur-
pose of this study, mention of the curriculum is made with the un-
derstanding that in defining schoel purposes a balance or harmony
must be sought between individual autoncmy and individual’s par-

ticipation in the life of his people.
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CHAPTER FOUR

A BALANCE OF INDIVIDUAL AND SOCTAL NEEDS: TIMPILICATIONS FOR THE SCHOOL CUR-—

RICULUM

4.1

INTRODUCTION

~

In the previous chapter it was shown that the schoocl cannot

praperly execute its task if there is no smooth relationship be—

tween it and a society. The school curricuijum becomes an important
variable whenever deliberations of harmonizing individuals with
their socieéies are made. The school curriculum dictates the
course to run. It maps out the direction and future aims of
schooling. Mncwabe {1990:75) asserts that: “...the aims and pur-
poses of education‘should be concerned with the kind of society the
young people are prepared for, what Kant called ’a possibly im-

proved condition of man in the future’.”
The conclusion that is derived from the above assertion is that -

- education does not operate aimlessly, but it has aims and

purposes.

- education prepares voung people for a certain future. In a
nutshell, this means that eduction is the guidance given to

the young people to assume their roles as adults. ‘

- It goes without saying that the school curriculum is of prime
necessity whenever ohe tries to bring about harmony between
the interesis of the individual and these of a society.

tevit {1971:314) supports the above view when he warns that a
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curriculum based on theory about individual perscnality which
thrusts society, 1its demands, 1its structure far into tha
background and ignores them entirely can be nothing, but im~
complete and doctrinaire, for the individuals in question are
in fact members of a society and must meet 1its demands to
some degree since their existence and prosperity as in-
- dividuals depend on the functioning of the saciety. Put dif-
ferently, one can also éay that a school curriculum grounded
only in view of social needs or social change must be a
doctrinaire and imcomplete. The reason for saying so, is
that societies do not exist for their own sake but for the

. prosperity of their members as individuals as well.

Van Pettern Henderson (1947:32) argues that: "to achieve a happy
balance between extreme individualism and social conformity is one
of the pressing sécia1 problems. It has its repercussions not only

in educational world, but in all phases of social organization.”

The deduction that one can make from the foregoing extract is that
- the 1individual 1is dependent upon society for his development.
Scciety is also dependent upon its individuals for 1its progress.
This means that 1individual welfare and social welfare are inter-
dependent. Since individual needs and social needs are fundamen-—
tally 1interdependent, it would ssem to be a mistake to stress cne
pale at the sxpense of the other. At least a balance between in-
dividual autcnomy and responsible citizanship ocught to ke main-
tained. Since the school curriculum is concerned with the future

of both individuals and society, there is a need to scrutinize it.
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THE PLACE FOR A CURRTCULUM IN FDUCATION

It is necessary to point out that consensus has not yet besen
reached on the meaning of the concept curriculum. The reason for
this 1is that it is a very comprehensive concept. Many different
interpretations, meanings and emphases have been assigned to it.
The Latin origin of the word "curriculum” 11@§ in the word ’curere’
which means a race course. The concept implies a relatively fixed
track of terrain (learning content) which must be covered
{mastered) by the participant (learner) in order to reach the com-
ing post {(learning result). Kelly (1977:6-7) cites Hirst
(1969:143) who defines the curriculum as a combination of
programmes of activities that involve the course to be run by
pupils in being educated. The deduction that one can make from the
above definition is that it excludes from ocur consideration all as-

titivies that de not contribute to the education of pupils.

It is interésting to note that numeraus educationists agree that a
curriculum cannot be restricted to activities and programmes which
are arganised, planned and guided within the schocl parameters.
Zais (1976:8) contends that there are writers who favour the
broader definition of the curriculum or hidden curriculum. This
implies that there are those aspects of the curriculum that are un-
plénned or unintended. They are therefore overlooked. Social
roles, for example, form part and parcel of the domain of the hid-
den curriculum. Sex roles and attitudes, 1including many other
aspects of living, are learnt in this way. Implicit in any set of
arrangements are the attitudes and values of those who create them.

These will be communicated to pupils in this accidental and perhaps

"sinister way. Ragan (1960:4) gjves an eclectic definition of the

curriculum. It states that the curriculum is a specialized learn-
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ing environment deliberately arranged for directing the interests
and abilities of children toward effective participation in the
Tife of the community and the nation. It is concernsd with helping |
children enrich their own Tives and contribute to the improvement
of society through the acquisition of useful information, skills
and atitudes. From the faregoing expositicn one may deduce that
the problem with which the curriculum worker‘js concerned, is not
merely that of deciding whét subjects to be taught, of improving
the mind or of increasing knowledge. It is a problem of improving

individual and community living.

VARIOUS CATEGORIES OF CURRICULUM DESIGNS AND THETR IMPLICATIONS FOR

AN INDIVIDUAL, SOCIETY OR COMMUNITY

Before embarking on various categories of curriculum design, it is
important to scrutinize what curriculum design entails. Moletsane

{1988) cites the following as components of curriculum design.

- Aims, goals and/aor objectives.

~ Subject matiter or content,

~ 7 Assessment/checkpoints/evaluation process.

According to thase components the said design has to do with the
arrangement and the pattern of how the content is arranged, plus
the type of methodologies engaged. However, the main thrust of
curriculum design is the organisation of the content and the prin-
ciples behind such an organisation. Whatever pattern for dealing

with the problem or field of curriculum, planning is followed., It
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will have to include in some faorm the following four components

sections which are alsa the four stages of the enterprise (a) For-

muiation of aims; (b) Selection of content; (c) Structuring and

organisation of content for actual implementation or trial run;

(d) Evaluation of teaching and learning effectiveness.

CATEGORIES GF CURRICULUM DESIGN

Neagley and Evans (1967:4) cite the following as the categories of
curriculum designs. These are named according to their emphasis

either for a child, society or community.

The Child-centered curricuium

This means the crientation of the curriculum towards the individual
to be educated. Under this plan the information and skills of dif-
ferent areas of the curriculum are directed towards meeting the

needs, interests and purposes of children.

The Activity curriculum: is a curriculum design in which educa-

tional experiences commensurate with pupils’ interests and develop-
mental states are co-operatively planned by teachers and pupils, in

which problem soclving is the dominant method.

The Experience curriculum

This 1is a recent addition to the individual oriented type of cur-
riculum design. It is similar to the child-centered curriculum in
emphasizing the concerns of the child as the centres around which

the curriculum is organized. However, it differs in

]

ne respect,

namely, its exponents claim that children’s interests and concerns

L - O
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cannot be anticipated and that, consequently, little pre-planning
can be done, except in broad general outlines. On the extreme snd
of the scale there are those who claim that the curriculum must be

planned by pupils and teachers on the spot.

Curriculum designs emphasizing society

Realizing that the individual does not function alone but rather in

a society, the social functions curriculum became an extension of

the child-centered-curriculum. Under the social functions plan,
the curriculum is organized around the major functions of social
1ife, without 7Jlosing sight of the needs and the interests of

children.

The Community-centered-curriculum

This curriculum deéign utilizes the life of the lTocal community as
the centre arcund which the educational program is organized.
Learning activities are planned to assist pupils 1in wunderstanding

and adjusting to activities, culture, interests, rescurces and

needs of a community. The community-centersd curriculum is usually

found in community schools {Neagley and Evans, 1967).

GUIDING LIFE CR GUIDING PRINCIPLES IN A SCHOOL CURRICULUM

Educational goals are c¢riteria for a program for a scheol. In
trying to answer the quasticon of the source for goals of education,
Lee and Lee (1950:147) assert that the goals of education are fun-
damentaily from two sources, (i) the nature of the c¢hild himself
and (ii) the society 1in which he lives and grows. A deduction

which can be derived from the foregoing extract is that curriculum

HLFE w0
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designers should design the curriculum in such a way that both the
interests of the child (individual) and the society are accom-
modated. It must also be pointed out that the greater the social,
the sconomic, the palitical, or broadly speaking, the cultural dif-
ferences, the greatar the difference in goals for education. These
vary not only with the country but also with areas of the country,

with communities, and sven with parts of communities.

- The curriculum 1is the strategy by which schools attempt to

fulfill the goals for education.

- The world in which the child Tives and grows is the source of

content for a curriculum.

- Child study provides basic principles for determining choice

in selection from the strategy of the curriculum. ////

- The curriculum then contains the concepts, understandings,
knowledges and skills as wall as beliefs and purposes for a
society which are calculated to the most useful in develon-

ment of children toward specific goals.

- Experiences should be selected as to utilize the important

aspects aof thinking.

-~ Experiences should be selected as to make possible successfyl

achievement by the child.

~ Expariences should be selected and guided as to make provi-

sian for individual differences.

B W i o
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- Experiences should be selected and guided as to be suitahle

for maturation level of the child.

- Experiences should be so selected and guided as to meet the

needs, purposes and interests of children.

- Experiences should be so selected and guided as to give con-

sideration for emotional development of children.

- Experiences should be so salected and guided as to be educa-

tive rather than miseducative.

- Experiences should be so selected and guided so as to develop

social values.

Having scrutinized the guiding principles for a curriculum, it is
of impartance to pay attention to some criteria which Lee and Lee
{1950) and other educationists presume to be ¢riteria for a good

curriculum.

- The curriculum should make possibie learning experiences
which result in the greatest development of a1l children
‘towards continuing self-reaTization. One can add to this
statement by saying that a goocd curriculum should, inter
alia, develop in pupils the ability to analyse, criticize and
synthesize data. This is called critical thinking. Children
should develop the ability to process and evaluate thoughts.
They should learn to explore other possible interpretations
of ideas and to analyze facts put bafors them. Critical
thinking 1injects into the cbject some critical consciousness

of the perceiver, sc that the final interpratation is an in-

A s L
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ternalized idea of the thinker. Nxumalo (1990:9) insists that

if teachers can adhere ta critical thinking, children will be

able to think for themselves and take calculated decisions

expecially in 1ife. From this emanates a very important
point that educators should pioneer the way for critical
thinking in pupils. This can be done by way of giving pupils
topics to handle in groups or as individuals. Children
should be given projects that will call for dindependent ex-
plaration. During this period the teacher breaks away from
the child but he does this for a while so that the child at-
tempts to solve problems alone. When the child encounters a
problem, the teacher gives guidance and assistance. Examples
of school activities, projects and programmes must also be
drawn or selected from concrete life situation. In this man-
ner the c¢hild is able to note the interwovenness of the
school and éociety. Examples which are salected from the
child’s milieu bring more light to what the child is taught.
It incﬁlcates interests in the child for he learns what he is

familiar with.

The curriculum should be broad and flexible encugh to an-
courage selection of learning experiences and geared to the

need and purposes of each individual at any particular time.

As already mentioned, the curriculum should make optimum use
of the lsarner and the learning process. From this statement
one can go on to mention the fact that the aptitudes, inter-
ests and abilities of learnars are not the same, the cur-
riculum should therefore be designed in such a way that this

fact is accommodated.
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- The curriculum should produce continuity of learning for al)

children.

- The curriculum should develop the cultural and the social
values of a nation as well as thase of the immediate com
munity.

- The ocurriculum should provide for a balanced and integrated
'program to ensure each child’s living more effectivaly in his

world through greater understanding of it.

- The curriculum should provide each child with a basis for

evaluating further changes in his world as they occur.
SOCIAL DIAGNQSIS FOR CURRICULUM DEVELOPMENT

Thomson {1973:7) argues that: "...the people of every society are

confronted with the problem of teaching its immature members the

 ways of culture.” From this statement that is given by Thomson,

one miust indicate that the guestion of imbuing the young with the

culture of the adult folk is not just raw indoctrination. It dces

not mean that vyoung members of a sogiety are Jjust passive

recipients of what has besn created and fashioned by other opeopla.

It means that for any society there are habits, ideas, attitudes
and skills which enjoy the pride of members of a society. In a
nutshell, these values, norms, beliefs and traditions ars held in
high esteem and they have been shaping the 1ife of a pegple for
years. A socisty therefore wishes that these be transmitted from
generation to generation. This can be reflected in no better way
than in the school curriculum.  The curriculum, as one deducss,

cannot therefore be axclusively individualistic in character. It
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must encompass both the‘needs of an jndividual child and those of a
society. Harmony must be sought at all cost. Nxumalo (1990:5-6)
continwes to cite Bruner {1974) where the latter speaks about the
personal and social relevance of a curriculum. The category of so-
cial relevance of a curriculum implies that whatever is taught,
should refer to the serious problems facing the world. The
problems facing the world may even affect our survival as species.
The second category of a curriculum is that of personal relevance.
This 1implies that for a curriculum to be relevant, it should be
self-rewarding. This se]f-rewarding should be real, exciting and

meaningful.

. From the above expositions one derives the conclusion that educa-

tion is essential not_on1y to individual fulfillment but alsc to
the .vitality of national life. Heyneman (1971) quotes Julius
Nyerere, the president of Tanzania as saying that the state educa-
tional systam has to foster the social goals of living together for
common good.  This means the inculcation of a sense of commitment

ta the total community in children.

CULTURE AND THE CURRICULUM

A culture is a fabric of ideals, beliefé, skills, tecols, assthetic
objects, methods of thinking, customs and institutions into which
each membaer of a society 1is born. The way individuals make a2
living, the games they play, the stories they tell, the heroes they
worship, the music they play, the way they care for their children,
their family or organization, their modes of transportation and
communication, all of these and countless other items toc numerous
tc mention, comprise the culture of a pecple. Culture is that part

of the anvironment which man has made himself. A culturs consists

24
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of things peopie'have learned to value, to enjoy, and so on in the
course of history. Education is directly related to a culture it
serves, it is ﬁever separate or autonomous. The school curriculum
is always, 1in every society a reflection of what people think,
feel, believe and so uh. Smit (1957) even goes to the extent of
stating it in toto, that to understand the structure and the func~
tion of a2 curriculum, one needs to understand_what is meant by cul~
ture, what the essential elements of culture are and how these are
organized and interrelated. What Smit is endorsing is that there
always remains an interdependence or interwovenness between a

school curriculum and culture.

THREE CATEGORYES OF THE ELEMENTS OF CULTURE

Universals:- includes all the things that are generally accepted
by members of a éociety. Individuals may eat the same food, use
the same language, possess the same religious ideas, wear the same
style of cliothes, practise the same or similar political ideals and

greet one ancther in the same way.

Specialities:- Those elements found ameng only a portion of the

adult population, things that only a part of a people know or can

do.  Each occupational area has a set of knowledge ard skills

unique to its practitioners. Also, 1in scme societies, the recog-
nizable social elite or the Tlower social c¢lasses have ways of
thinking, believing and behaving that are unique to each group.
The wife in a very rich family, for example, deces not work to earn

income.
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Alternatives:- 1include those ways of obtaining results that depart

from the accepted techniques and procedures. Essentially alterna—

tives are those elements about which the individual can exercise .

persanal choice. For example, 1in America, one may chooss between
private and public education. Alternatives usually include the new
or innovative of a culture and after gaining acceptance are likely
to be absorbed either by the specialities or universals (Thomson,

1973).

Since the curriculum is interwoven with the whole cultural fabric,
it follows that as culture undergoes serious modifications, the
curriculum will also become an object of concern, especia]iy among
the more sensitive members of the teaching profession and of a
sgciety at largs. The adequacy of the old curriculum for new cul-
tural circumstances will be searchingly questioned and c¢hanges in
the curriculum préposed. In societies experiencing little cultural
change, the culture will be largely taken unconsciousliy by an in-
dividual although a school, where it exists, will emphasize certain

elements of a cqulture making them explicit through verbalization.

~On the other hand, in societies where fundamental associations are

breaking down under the impact of new social forces, fewer stan-
dards of conduct and elements of culture will be picked up and
these will tend to be inconsistent and conflicting. The problem of
maintaining a stable, integrated culture in such a society will,
therefore, be quite different from the problem in a static system.
The demands made upon the school with regard ta this problem will
correspondingly be taxing, and failure to meet them will be more

fraught with social disaster.
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EDUCATIONAL OBJECTIVES: INDIVIDUAL OR SOCTAL

Another underlying curriculum issue 1is that of the nature and .
source of educational cobjectives. Granted that the educator in a
society derives his moral authority from a democratic tradition,
the prohlem faised by this issue may be stated as follows: 1Is the
educator in a democratic society primarily, concerned with the
déVETmeent of the potentialities and the capacities of an in-
dividual or is he concerned with certain social objectives?  Put
another way, are educatiunal_ chjectives to be determined by the
needs ar interests of an individual or by those of a society? Taba
{1962:30) asserts that questions emanating from whether educational
ohiectives are individual or social in outlook have resulted to =a
division that he]péd perpetuate thermany 'versus’ arguments that
have plagued education ever since such as “individual® versus
“social neads” and the 'child centered’ versus “community centered’
school. Three major positions have been taken with respect to this
problem {(of individual versus social ends in education: (a) the

society centered position {b) the child centered position {c) in-

_teractive position (harmonizing position)}).

The Society—centered position

Frazer et al (1990:84) report that this position emphasizes social,

cultural and economic milieus as components of the curricuium.
This means that advocates of the society-centarsd position hold
that the objectives of education are primarily social. They insist
that the purpose of education is to prepare the individual to live
in a kind of society. Accordingly, those who adhere to this posi-
tien (society-centersd pcsition)- affirm that the social group in

which the learner finds himself as well as the ways in which and
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the extent to which he associates and co-cperates with the group,

at home and in the community of which he forms part, determine the

extent to which he becomes part of the didactic situation. It also .

dictates the manner in which he will participate in didactic ac-
tivities. In this regard the teaching profession becomes a very
impértant combonent in a society. The teaching profession serves
society and thus accounts to society for its actions. The cur-
riculum.'according to the socciety centered pasition, is one of the
systems by means of which the teaching profession fylfills its man-
date in a.society. Smit (1957) continues to say: ~...educational
objectives will be found in the beliefs, attitudes, knowledge and
skills required for participation in the common life of the group.”
From the foregoing statement by Smit (1957) it becomes evident that
society and its cultﬁre are significant variables which must be
taken into consideration when 2a curriculum is designed. The
society-centered ﬁosition stresses the fact that the individual in-
terests of a2 child should not be wholly neglected, but these inter-
ests are not of primary importance. The important thing is that
the individual child should become the kind of person desired by
society. For this reason, the child is expected to acquire the
outTocks, knowledge and skills demanded by it. Consequently, em—
phasis is placed on discipline and on the mastery of a curriculum
determined almost exclusively by social rather than by individual
objectives. This position (society-centered) goes to the extent of
saying that educational practice is strongly ccnnected with politi-
cal, social, technological, economic and religious functicns of a
society. Society expects a school curriculum to be up to date with
current development and future tendencies, especially as they
manifest in technology. In fact, technology is afforded greater
significance in society to such an extent that society can ba

labeTled as being technocratic in outlook.
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The Child-centered position/Individual centered position

A second major group takes an almost diametrically opposed posi- -
tion. The ultimate purpose of education in democracy, they argue,
is the development of the individual. 8Smit (1957:550Q) asserts that
this child-centered school, whose most of its advocates are found
in America, insists that education, in purpose and content, must be
based on individual needs, capacities and interests. It has not,
however, conceived individual needs and interests primarily in
terms of economic and social success. Almost without exception,
the adherents of this school of educational thought have emphasised
the development of intelligent, rich and wesll-balanced per—
sonalities, and many of them have been keenly interested in far-
reaching social reférm designed to produce a more democratic
society. Influenced by recent discoveries in child growth and
development, theﬁ have argued that an education built upon adult
purposes and interests is inadeguate. Children are not small, im—
mature adults, but persons in their own right. As such they have

capacities, needs, interests and purposes of their own, which can

~be ighored cnly at the riks of retarding the development of the in-

telligent and healthy personalities.

Hence, the educator must recognise that the needs and capacities as
well as interests of children are different from those of adults.
Moreaver, this group contends that while it is true to a certain
extent that these capacities, needs and interests are common to all
children at any given level of maturation, it is also trus that
every child is in some sense unique. Differences in original na-
ture are compounded by differences in experience and circumstances.

Children, as well as adults, vary widely in their interests,
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abilities and temperaments. To insist that every child pursues the
same educational program in the same way 1is simply a mistaken

sacrifice (Taba, 1962).

Accordingly, the child—centered educator argues that the curriculum
cannot be deriﬁed solely, even primarily from the demands and re—
guirements of society without doing violence to the normal
processes of maturation and to the facts of individual differences.
Learning, properly understood, s not a mastery of other people’s
learning but progressive growth in the intelligent direction of the
puposeful activities. Smit (1957:551) contends that this school of
thought advocates that the heart of the curriculum din the public
- school should consist of a wide variety of purposeful activities
based on the present éapacities, interests and nesds of the lear-

ner.

The demands and requirements of society must naturaliy be taken
into account, but the eduator must never forget that his first duty
is to help the child, at each stage of development, to live a rich
.and a complete Tife in order that his capacities and abilities may

reach their fullest stature.

From the above exposition one might deduce that the child-centered
school of thought is strictly individualistic. In terms of this
school, the needs of the society as they should manifest themselves
in the curriculum, assume a position secondary and lower than those
Qf the child. Interests and capacities of the individual child are
of paramount importance in terms of this school of thought. This
results 1in the unchecked autonomy of the individual. Because of
the variance of the society-centered school of thought and the

child-centered school of thought, American scholars have come up
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with a school of thought that acts as a harmonizer between the two
extremes. This is known as the interactive-position. It tends to

1

take the middle position. .

The interactive-position (harmony between the child-centered and

the societv—centered curriculum)

-

Advocates of the interactive position have socught to formulate a
consistent educational theory which would include 1in a coherent
system the essential values of bath the society-centersd and the
child-centered approaches to curriculum building. Representing an
important wing of the progressive education movemeht, the group
holding the interactive position shares with the 1individualistic
wing the emphasis up&n growth, interest, and purposeful activity in
education. It insists that education must have meaning for the
child 1in terms wof his own experience rather than in terms of the
requirements and activities of adult Tife. At the same time this
gfoup is impressed by the patent esvidence that human perscnalities

are shaped - and their destinies are primarily determined by the

“nature of social institutions and of the group structures charac-

teristic of the society in which they live.

The interactive group rejects the basic assumption of the child-
centered school - that the needs and purposes of children come from
the natural unfolding of an innate, private, inner perscnalilty ex-
pressing itself largely in terms of the demands on the environment.
On the contrary, this group asserts that the interests, the pur-
poses, and the needs of children are governed by the way the child
is related to the social groups in society and to the occupations,
institutions and social ideals of that society. Those who support

the interactive theory agree with the contention of the society-
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centered school that the ends of education cannot be in purely in-
dividualistic terms. Man is a social animal, Tiving in and through
the cultural framework of is saciety, and his human as distinguised .
from the biological nature, 1is a social product, hence that which
members of sogiety share in common and which is essential if any
society at all is to be possible — is fully as important as the

fact of individual differences. -

The Educational significance of the interactive (harmonizin osi-

tion

Taba (1962) continues to contend that educationally, the interac-

- tive position has three significant positions. It means first, as

opposed to the child—éentered school, that the neads of children
must not be identified exclusively with their present interests of
felt needs. Meeds represent lacks as well as desires, lacks being
defined in the light of socially desirable characteristics and be-
haviour. An important aspect of any goocd educational programme,

therefore, 1is designed to reconstruct the interests and attitudes

_of the learner, just as other aspects of the preogramme ars designed

ta reconstruct his overt behaviour or his intellectual beliefs.
Thus it is impossible to construct an edugational programme solely
from the felt needs and interests of children. At the same time,
the interactive theory alsoc means, in opposition to the traditicnal
society-centered position, that the felt needs and interests of the
learner cannot be ignored. These needs must be rediracted if tie
child is to achieve a wholesome, integrated personality, and his
unigue interests and capacities must likewise be developed in a so-
cially _desirable way 1if his potentialities as a citizen and as a

persan ara to be realized.
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Even that positién of education designed to cultivate the common
rather than the unique, to reconstruct his interests and to supply
his lacks, must be related meaningfully to his present interests .
and drives if it is to be effective. This linkage is possible be-
cause his present interests are largely a social product which may
be altered by different social experiences and demands, and which,
since they are social products, possess a certain continuity with

the interests society wishes to develop in him (Smit, 1957).

The 1linkage is difficult, 1if not impossible, when a2 curriculum
based on the demands of the adult society is imposed without regard
to the needs and interests of the child personality. Consequently,
the interactive position insists that the curriculum - the edcuca-
tional experiences through which schools seek to direct the growth
of the child - must be selected with refarence to both the present
desires of the child and the demands of the society, rather than

with respect to sither of these criteria alone.

From the foregning exposition one notices that the shocal should
provide those educaticnal experiences that will, in any given case,
best utilize the present desires, drives and motivations of the
learner 1in activities designed to direct his growth towards the
ends desired by society. The main thrust of this siudy is to bring
about a balance between education that fosters individual autoncmy
and responsible citizenship. It, therefore, holds true to mention
that the scheol curriculum will have to balance up the needs of the
learner with those of his society. The society wishes to see an
individual 1learner becoming a citizen one day. The society wants
to see him assimilating its norms, values and aspirations. A1
these should be coherently and systematically verbalized in the

scheol curriculum. This also means that the school curriculum
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should be diversified so that it aptly caters for the needs and
potentiajities of all Tearners, but at the same time it should ac-
commodate the interests of the society as they are inherent in nor-

mativity or philoscphy of life.

INDIVIDUAL AND SOCTAL INTERESTS SERVED IN A SCHOOl CURRICULUM

-

From the foregoing discussion it became clear that the school can-
not hope to esteem the interests of an individual above those of a
society or vice versa. At Xeast a balance between the two poles
{interests of an individual and those of a socisty) must be forged.
It therefore goes withouﬁ saying that there is a dire need for an
eclectic curriculum. This curriculum encapsulates both individual
and social needs. It stresses the fact that the curriculum should
include both 1intended (planned} and unintended (unplanned) school
activities. Another name that is used for the unintended aspects
of the curriculum is ’invisible curriculum’ or "hidden curriculum”

(Zais, 1978).

This study is concerned with the role that a school <can play in
bringing about harmony between individual autonomy and responsible
citizenship. A school curriculum which can help bring zbout this
harmony will have to be founded on the understanding that subjects
which are included in the curriculum serve both the npeeds of
children and those of society. Alexander (31967) avers that:
"...most educators agree that the study of humanities, the socia]l
sciences and the sciences have been described as fields of
knowledge which are essential sources of contents for the elemen-

tary and secondary school curriculum.”
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Elements drawn from these fields constitute much of the gsneral
education and a common cors for all pupils. It is agreed that more
advanced study din each of these fislds should be available in the
secondary school so that students with particular interast and ap-
titude in cne more fields can pursue it to greater depth than is
appropriate in general education of their schooling.

One must again reiterate the fact that the learner’s aptitudes,
needs and interasts play a major role in designing the school cur-
riculum. On the other hand the wishes, needs and aspirations of a
society are of paramount importance. Consequently, one may cite
the following subject packages with a view that the interests of
both children and society can be accomodated in them. Among
humanities the f011oking subjects can be included: histery, geog-
raphy, economics, art, music and languages. In Iearning history,
for example, children may know about their past, present and fu-
ture., They may, as part of citizenship, know about the heroass of
their country. In music children may learn to discipline them-
selves, to do things co-operatively (co-operation), to become

- singers and end up singing for monetary purposes.

Among sciences one may cite science and mathematics. The sgien-
tific base and the complex knowledge of technology of modern
society make it dimperative that all c¢itizens attain minimum
Titeracy 1in the natural and physical sciences and in mathematigs.
They need to do so if they are to understand the natural and the
social world in which they 1live and grasp the implications of
public policy decisions about matters involving technological
problems as automation of industry or the contreol and the use of

nuclear energy.
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Information from these fields is essential for many vocations as
well as for safe and healthful life in an urbamnized culture. The
nation needs scientists, engineers, economists and competent tech- .
nicians if it is to maintain its leadership in world affairs. From
the technical side, one may stress the importance of drawing, trade
theory and practice, wood work, metal work. In the commercial
stream, subjects 1like accounting, typing,_ shorthand, business
economics, computer science, bookkeening and many others may be in-
cluded. These help children to fit in the private sector and in-
dustry. This is part of citizenship. A child may, for example,
become a bookkeeper. In balancing books for shopowners he may get
money to earn a living (individual aim} and on the other ektreme he
uses his expertise for the welfare of other people. In the
agricultural package; subjects like agricultural science, hiclogy,
botany, =zoology, animal husbandry, field husbandry, practical
agriculture, agronomy may, inter anlia, be included. In home
economics one may mention subjects like home economics, housecraft,
neadlework and clothing. In art subjects 1ike art, music, design,

sculpture, painting may be included.
CONCLUSTON

This chapter has been an integration of relevant literature on the

school curriculum. The foregoing discussion 1is based on the

"premisa that the school curriculum dictates the course that the

school should run. It is in the school curriculum where aims, ob-
jectives and goals of both individuals or societies take shape. If
the saciety beliaves in an individualistic motive whereby the in-
terests of the individual assume a position higher than those of

the society, this 1is reflected in the school curriculum. If the
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society holds a view that the interests of the entire groups exceed
those of its individuals, the curriculum is designed in such a way

that it refiects this trend.

It became evident in the above discussion that a sound curriculum
is the one that is based on the interplay, interactivity and har-
mony between the needs of the individual and those of the society.
Various categories of curriculum design were discussed like the
child-centered, activity centered and society centered curriculum.
Besides all various views about the curriculum, it was maintained
that the curriculum cannot be expected to escape or dignore the
peaple's philosophy of life because adult members expect their cul-
ture to be handed down from generation to generation. Guiding
principles for a échool curriculum were also discussed. A brief
exposition of criteria for 2 good curriculum was also given. It
also became clear in the above discussion that the curriculum can-
not afford to remain static as culture of a pecple changes. A good
example 1is that which 1is given by Luthuli (1977) and other
educationists that as a result of the influences brought by Western
culture, the Black man’s culture and image had to change. This
meant a new aim of edycaticn, based for instances, not on subsis-
tence econcmy, but on material culture. Numerous exanpies of
change c¢an be givan ragarding the changed image of the Black man.
Culture 1is therefore both stat{ﬁ and dynamic. If the culture ax~
poses some symptoms of dynamism, it also impels the same dynamism
on the curriculum and its nature. The curiculum must always he
adapted to new trends and challenges that face people and their

philosophy of life.



107
The above discussion also revealed that a one-sided type of the
curriculum, for examp?é, the one that stresses the interssts of the
individual learner at the expense of those of the society is unwar- .
ranted or vice versa. American scholars have, for example, recom—
mended an interactive school of thought which tries to harmonize
the interests of the individual with those of the society. They
maintain that the curricujum should be an integration of those two
poles or camps and an equilibrium between both of them must be fos-

tered.

Subject-packages which could harmonize individual avtonomy with af-
figient citizenship were also given. These were gleaned from
relevant literature and from the researcher’s personal experience.
It was mentioned thét the curriculum should show diversity so as to
encapsulate the needs of the individual learners and these of the

soaisty it purports to serve,

The following chapter is based on empirical investigation. Its
major aim dis to wvalidate all data which has bean accumulated
. through the reviewing of literature. It is basaed on a question-
naire that will be completed by teachers. Teachers will be asked
te fi11 in the gquestionnaire. This will be trying to get their
perceptions c¢n the role of the school in harmcnizing education for
individual autonomy with responsible citizenship. It is belijsved
that through the use of the guestionnaire, the major hypothesis

will be confirmed. .
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CHAPTER FIVE

DESCRIPTION OF A RESEARCH METHODOLOGY

THE CONCEPT "METHOD"

A method is a way by which a gystematic procedure is used when the

phenomenon is analysed. The word "method” is derived from both

Latin and Greek, Methods, meta + hodos. The method is determined

largely by the nature of the phenomenon or by the sphere of the

phenomenon’s investigation (Van Rensburg, 19881).

WHAT IS MEANT BY RESEARCH?

vailiant and Valliant (1977:1) see research as a process of arriv-
ing at solutions fo problems by using a systematic, controlled and
empirical approach. The process goes beyond “personal experiences
and rgasoning and makes it possible for a scientist to put his pre-
dictions to an impersonal, objective test. Whitnay (1950:21) con-
firms the above view of research by saying that research is simply
a systematic and refined technique of thinking, employing special-
ized tools, instruments and procedures in order to obtain a more
adequate solution of a problem than would be possible under ordi-
nary means. It starts with a problem, c¢ollects data or facts,
analyses these cgritically and reaches decisions based on the actual
evidence. It invalves original work jnstead of mere exercise .of
personal opinion. It evolves from genuine desire to prove some-
thing. It is guantitative, seeking to know not only what, but how
much, and measurement 1is therefore a central feature of it.
(Whitney, 1950 quotes C.C. Crawfard of the University of

California.).
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TYPE OF RESEARCH USED IN THIS STUDY

The type of research that will be used for the purpose of this in-
vestigation is called descriptive research. Gay ({1976:19) main-
tains that descriptive research involves collecting data in order
to test hypotheses or answer questions concerning the current
status of the subject of study. Descriptive data are typicaily
collected through a questionnaire survey, interview or observation.
Since one is asking questions that have not been asked before, in-

struments usually have to be developed for specific studies.

NATURE OF STUDY

This research study aims at investigating the Pedagogicl relevance

of the School in harmonizing education for individual autonomy with

responsible ¢itizenship.  Another important facet of this study is
that of the curriculum. The last menticned aspeci is based on the
premise that cna cannot talk about the question of praparing in-
dividuals for the future and at the same time ignore the school
curriculum, for it is in the school curriculum whera the aims of
the individual and those of the society are harmonized. Briefly,
the major hypothesis in this study 1is the school’s pedagogical
reievance- in bringing about a balance between indivfdual-autsncmy

and responsibie citizenship. The following gquestions, therafore,

fall within the ambit of tha major hypothesis.

- Poes the school educate individuals for absolute in-

dividualism, oar freedom {autonomy) witout participation in

communal or societal affairs?
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- Does the school manage to bring about harmony between fresdom
and responsibility so that those who are educated can have

that endorsed in their hearts?
- Is there a gap that exists hetween the school and society?

Other hypotheses which are part and parcel of this study are based

on the questions that follow.

- Is there a need to include norms and values of the people as

part of the curriculum?

- Is there a place for culture, civic studies and good citizen—

ship in the curriculum?
- Does the school succeed in its task as a socializing agent?

- Is there a need for school guidance so that individual
autonomy 1is bharmoniously balanced up with responsible

citizenship?

- Is there a need for sound partnership between the schogl and

society?

It must be explained that more questions will emerge as the
researcher presents his datat The research instrument thatrwill be

used to carry out this research will be the questionnaire.
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DEFINITION OF THE QUESTIONNAIRE/QUESTIONMATIRE TECHNIQUE

The technique wherehy the researcher believes that an impersonal

approach will suffice and according to which he puts his questions
on paper and submits them to the respondents, asking them in turn
to write their answers aon paper, 1is called the questionnaire. In
the questionnaire, the completion of the farm is done without any
outside influence. The questionnaire is efficient and practical
and is widely used in educational research (Fox, 1969: 548). Tuck-
man (1978:196) affirms that questionnaires are used by researchers
to convert the information directly given by people into data. By
providing access to what is insidé somebedy’s mind, this approach
makes it possible to measure what this person knows, likes and dis-

likes and what he thinks.

Types of questionpnaires

There are two types of questionnaires, the closed or structured

questionnaire and the oren or unstructured guestionnaire.

Mahlangu (1987:79) asserts that open questicnnairéé do not suggest-
answers. They call for the respondent’s free response in his own
words. Goond (1%83) goes on to say that thé open-anded aor fras
respanse questionnaire frequently goes beyond statistical data or
factual data into the areas of hidden motivations that lie behind
attitudes, interests, preferences and decisions. No clues are
provided and no provision is made for a greater depth of response
in an open questicnnaire.  Mahlangu (ibid) contends that the

respondent reveals his frame of refersnce and the rszason for his
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responses. This kind of questionnaire is difficult to interpret,
tabulate and summarise. In responding to open guestionnaires, sub—
Jects may omit certain points or emphasize things that are of no

interest to the researcher and of no importance to the tesearch.

The_closed questignnaires

These questicnnaires are sometimes c¢alled categorical question—
naires. They call for short, check responses. They pravide a
"yes” or "no”, a short response or for checking an item from a list
of suggested responses. In this type of questionnaire, provision
must be made for responses which cannot be anticipated.. Providing
an "other” category permits the respondent to indicate what his
most important reason might be, one that the compiler of the ques-

tionnaire may not have anticipated. The c¢losed form guestionnaire

"is less costy to fil1l, takes Tittle time, keeps the respondent on

the subject, 1is relatively objective and is easy to tabulate and
analysa, It also minimizes the risk of misinterpretation (Good,

1963:270).

For the purpose of this study, the ressarcher will employ both
closed and open questionnaires with the motive of probing into the
pedagogical relevance of the scheool in harmonizing education for

indivigual autonomy with responsible citizenshin.

A Summary of c¢riteria that are helpful in constructing guestisn-

naires

- It must be short enough so as not to take too much time and

so that the respondent will not reject it complstely.



116
- It must be of sufficient interest and have enough appeal so
that the respondent will be inciined to respond to it and

complete it.

- The questicnnaire should obtain some depth to the response in
order to avoid superficial repiies.
- The ideal questionnaire must not be too suggestive or too un-

stimulating, particularly with reference to choices.

- ° Questions must be asked in such a way that the responses will

not be embarrassing to the individual.

- Questions must bhe asked in such 2 manner as ta allay
suspicion on the part of the respondent concerning hidden

purposes in the questionnairs.

- The guestionnaire must not be too narrow, restrictive or

Timited in its scope or philosophy.
- The responses to the questionnaire must be vaiid, and the en-
tire body of data taken as a whole must answer the basic

question for which the questionnairs was designed.

- The questionnaire should be attractive in appearance, neatly

arranged and clearly duplicated. (Good, 1983). ‘

5.5.3 Advantages of the guestignnaire

- The guestionnaire permits a wide coverage at a2 minimum ax-

pense of time and money.
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it reaches people who are difficult to contact.

It lends itself well to the collaction of data which can bs -

obtained in no other way.

It is useful when it is impossible to interview 1individuals

personally. -

Wider coverage makes for greater validity in the results by
promoting the selection of a larger and more representative

sample.

RBecause of 1its impersonal nature, the questionnaire may
elicit more candid and objective replies and theraefore more

valid responses.

The questionnaire permits well-considered and more thoughtful

answers.

It enhances progress in many areas of educaticnal research
and brings to Tight much information which would stherwise be

lost.

It gbviates the influence the interviewer might have on the
respondent.
A well-compiled questionnaire can be assessed without loss of

time (Mahlangu, 1987).
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Disadvantages of questionnaires

Rummel (1964) and Mahlangu (1987) agree on the folilaowing disad- .

vantages of questionnaires.

1

Because of its apparent simplicity, it appeals to the amateur

investigator and may be abused.

There 1is usually a high percentage of guestionnaires which

are not returned.

If the response is poor, the validity of results will be af-

fected.

Bias may arise from the respondent’s lack of understanding of
the questioﬁs or resentment may be felt at the interference
in his personal affairs. Falsifications for various reasons

and bias of none response should be considered.

The ahility or willingness of the respondent to provide in-

formation will affect the validity of the results.

Members of lower intellectual and lower educational grcﬁps
tend not to answer questionnaires and, if they do, they
usually introduce an element of invalidity by their inability
to interpret the questions and to express their response

clearly.

The respondent may have 1ittle interest in a particular
problem and therefore may answer the questionnaire indis-

criminately.



5.5.5

119
- The questiéns may be misinterpreted and such misinterprata-

tion may be almost impoassible to detect.

- The completion of a Tong questionnaire is time consuming.

Pilot study

A Pilot test or a "try out™ of the questionnaire is a very impor-
tant phase that should under no circumstances be ignored. NdTovu
{1990) asserts that a pilot test is conducted on the questicnnaire
to finﬁ out its utility and correctness. A pilet study is essen-
tial in that it refines the que#tionnaire and locates potential
problems. Luthuli {1990) cites Dreyer (1979) as emphasizing that
pilot study shoulé be conducted before the final study. In fact,
the less research experience one has, the more he will profit from
pilat study. §i1ot study improves the quality of the final study
design and increases one’s chances of obtaining clear cut results

in the final study.

Luthuli {1990) contends that new approaches to the problem may be
rayealed. Unforeseen administration probiems may occur. The

researcher may even decide to abandon his original idea in favour

‘of ancther on the basis of the pilat study.  Mahlangu (1987:82)

cites Bailey (1982:148) as saying that the pilot study may bs un-
dertaken on a "captive audience” such as co-workers or students.
The respondents of the pilot study help the researcher to modify

areas of sensitivity.
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Permission to coﬁduct the study/research

Professionalism demands that the researcher gets permission before
conducting his research. He can get such permission by writing
Tetters to authorities of the institutions where he intends con-
ducting his research. This results to the acceptability of the
rasearcher by both respondents and their authorities. This alsc
helps the researcher to conduct his research with confidence.
Prior permission also shuns suspicion by authorities and respon-
dents of the institutions where the researcher wants to conduct the
research. The respondents relax when completing the questionnaires
bacause the researcher has authority and there is no fear that the
raesearcher may use the knowledge gained from oauestionnaires for

other hidden or ulterior motives.

Cover letter

A cover Tetter addressed to the respondent must accompany the gues-
tionnaire. This letter should explain the purpose and value of the
study and the reason for including the respondent in the sampls,
The structure, content and appearance of the covering letter should
promote the study to such an extent that the respondent is

motivatad toireply to the questions (Mahlangu, 1987).

' Mahlangu (ibid) reports that the status of the person who signs the

latter 1is impertant as it is a determining factor in the return of
the guestionnaire. If possible, it may be helpful if the letter is
signed by a person of high status, for example the Dean or Head of

Department in a university. This signature is likely to be more
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persuasijve than it would be if the letter was signed by an unknown
person. If there is a sponsor for the study, for example, a foun-

dation, this should be mentioned in the covering letter.
Anonymity and confidentiality of respondents should be assured. If
there are respondents who will be interested in the findings of the

research, they enclose a stamped, self-addressed enveiope.

Follow-up study

A planned follow-up is necéssary if one is to reach the maximum
percentage of returns. If the quesionnaire has not been returned
soon after the initial mailing, a post-card reminder should be sent
to the respondent.. After that, a second mailing of the question-

naire along with a new cover letter is recommended.

Both Rummel (1984) and Mahlangu (1987) agree that perhaps a dif-
ferent approach could be taken in the second cover letter to per-
suade the respondents to complete and return the questionnaire.
Factors which may encourage a2 high return are the salection of a
worthwhile topic, the addressing of the questionnaire to a group to
whom the theme has an interesting and psychological meaning, a
follow-up or a series of foi]ow—ups but-nct en;uéh to cause an-
noyance to the resspondent, and an offer to mail the resuits to
those who are interested. The reminder should be sent about two
weeks after the date on which respondents are supposed to have

received the guestionnaire.
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Lack of response

Ndlovue (1990) asserts that if there is a high lack of response, a
small group of non-respondents should be interviewed. This will
result in the researcher knowing why the respondents did not
reply. It may be that they realize that there are no significant
dissimilarities between their responses and thoss of their col-
leagues. The other reason for not replying to the questionnare
may be that the non-respondents do not concern them as a group or
sample. If this is the c¢ase, questions that concern non-
reépondents can be excluded from the guesticnnaire. Questions can
then be restated to involve only the desired sample. Mahlangu
(1987) strongly maintains that the validity and relizbility are
important components of the gquestionnaire. The gquestionnaire must
measure what 15 intended to measure. It must also be consistent.
Respondents may cheat in the questionnaire if they remain

anonymous.

Sampling

Introduction

Luthuli  ¢19080:211) cites Wiersma (19380:187) as saying that a
sample is a subset of the population, the population to which the
ressarcher intends to generalize the results. Gay (1976:868) sup-
ports the above definition when he maintains that the population
is the group of interest to the ressarcher, the group to which he

or she would like the results of the study to be generalizable.



5.5.10.2

5.5.10.3

123

Sampling and thé methods of selecting a sampling

Sampling is the process of selecting a number of individuals for a

study in such a way that the individuais represent the larger
group from which they are selected. The individuals selected com
prise a sample and as it was mentioned above, the larger group is
referred to as the population. The purpose of sampling is to gain
information about a popu]atioh, rarely is a study conducted that
includes the total populaticon of interest as subjects. In fact
not only is it generally not feasible to use the total group, it
is also not necessary. Gay (op. cit.) contends that if the group
of interest is unmanageably large or geographically scattered, a
study of this group could result in considerable expenditure of
time, money and éffort, Further, 1if a sample is well salected,
research results based on it will be generalizable to the popula-
tion. The degrée to which the sample represents the peopulation is

tha degree to which results for one are applicable to the other.
Kinds of sampling
Sampling is usually divided into two categories:

* Probability or Scientific_Samples - this kind of sampling is

done by one of the several methods to ensure that the sample
is typical of the population as circumstances permit. In
gther words, it increases the confidence that the results ob-
tained from samples are identical to those that would be ob-
tained from using the whole population in the study. Gay
(1976) asserts that thers are four basic sampling techniques

or procedures.
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(1) Random sampling (ii) Stratified sampling
(iii) Cluster sampling (iv) Systematic sampling.
* Non—probability/non-scientific Sampling

»

This sampling usually involves picking the subjects by con~

venience, which does not promote convenience in resuilts.

Simple Random sampling

Nisbet and Entwistle .(1970:26-27) assert that in simple random sam-
pling every individual has an equal chance of appearing in the
samp]e. Random sampling is the best single way of ohtainipg a rep-
resentative sample. It involves defining the poputation, identify-
ing each member of the population, selecting individuals for the
sample on a completely chance basis. A random sample is generally

selected using a table of random numbers.

Stratified sampling

Stratified sampling is the process of selecting a sample in such a
way that identified subgroups in the population are represented in
the sample proportion. That meani they exist in the population.
Stratified sampling can also be used to select equal-sized sampTés
-from each of a number of subgroups if subgroup comparisons are

desired.



Cluster sampTing'

Often, it is difficult to obtain a 1ist of every population ele— -
ments; but lists of groups or clusters are available; for exampie
lists of hospitals, circuits, schools in a district and homeroom
classes in thaose schools are easier to construct than is a list
citing every chiid in the district. Cluster_sampling, as it s
discerned from the above information is sampling in which groups,
not individuals, are randomly selected. Any intact group of
similar characteristics is-a cluster. The steps in cluster sam-
pling are similar to those in random sampling except that random

selection of groups (clusters) is invelved, not individuals.

Systematic sampling

Ndlovuy (1990) ciies Gay {1976} as saying that a systematic sampling
is a technigque used when a roster of members from which selection
can be made is availahle. Such members can be such that they can—
not he randomized. Perhaps the randomization process would not be
appropriate due to lack of manpower and finance. Ltuthuly (iQQG)
supports Ndlovu (1990) by saying that: "Ordinarily this method uses
lists of names or identification numbers.” Once the size of the
ﬁsample is known and the first person is seljected using é random
method, the remaining persons in the sample are chosen on some type
of systematic basis, such as svery seventh person er every other
person. Aftar the first subject is identi?ied, the location of all
other sample members is automatically determined. The drawback of
systematic sampling 1is that it might skip some important portions

of the population who are grouped together on the Jist. Daspite
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the advantages of scientific sampliing procedures, many educational
researchers employ non—scientific sampling techniques because of

the convenience and usually low cost.

Non~scientific sampling technigues

Judgement sampliing .

There are two types of judgement samples, viz.

% Purposive or expert sampling: In this instance experts

select few particular and typical cases to represent the en—
tire gréup or pepulation., This sample selection is usually
hased on judgement and reason. Experts, because of their

judgement and reason, believe that the sample chosen w111,-
indubitably, represent the entire populatien. For example,
few students may be chosen as typical cases to represent the
whole student bady. Another sample may be that of a school
principal, who through his reason and judgement, choosss a
particular teacher to be interviewed by the press. The
teacher who is chosen is a "particular case” chosen to rapra-
sent tha whole staff or teaching personnel. There ars in-
numerable examples that can be cited with regard to judgemant
sampling and particularly purposive or expert sampling, but
the current researcher believes that the forementioned ex-

amples suffice.

* The second sampling design under judgement sampling is called
quota sampling: Ndlovu (1990) cites Rummel (1964) as saying
that in gquota sampliag, rasearchers ensure that certain types

of population elements are represented. For example, they
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may need both male and female elementary teachers. They
decide on the desired number of each and select teachers un-
ti1 this criterion is reached. It is not necessary that the -
quotas for each characteristic be proportional to the exis-
tence of those characteristics in the population as a whole.
Luthuli {op. c¢it.) says that researchers may want a certain
characteristic to be overrepresented in-their sample. To ob-
tain a 1large sample of highly gifted students, it may be
necessary to select proportionately more gifted students for
the sample than exist in the population. The sample may have
10% gifted students whereas the population may only have 1%.

Accidental sampling

This research procudure is used by the researcher when it is not
easy to construét a list of population elements or when such lists
could be constructed only with great difficuity. With this kind of
sampling, researchers take cases at hand until the desired number
it reached or until they chtain all the cases available. Sampling

consisting of volunteer subjects are cobtained by such procedurs.

In this study the researcher used accidental sampling with the aim
of focusing an the pedagoéica}ﬁreleQance of-the schcéf_iﬁ'harmoniz—
ing education for individual autonomy with rasponsible citizenship.
Accidental sampling is a valuable sampling technique, although like
any sampling tool, it has its own Tlimitations. The current
researcher, however, used this research tool to conduct his
research. It must be emphasized that the researcher usually

chooses a research instrument that suits his needs.
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PRESENTATION, ANALYSIS AND INTERPRETATION OF DATA

Introduction

The researcher conducted interviews with parents, experts in educa-
tion, at Universities and Colleges of Education. Discussions were
also held with other knowledgeable figures in.the community. The
researcher alsa held discussions with teachers who were later on
requested to fill in the questionnaire. Permission to conduct this
empirical study was obtained from pricipals of schools that were
visited. In all the researcher got ninety (90) teachers to respond

to the questionnaire.

These teachers were found in schools which are within the jurisdic-
tion of the Department of Education and Culture (KwaZulu). Some of
these teachers were found at Mehlesizwe Circuit, others at In-
kanyezi, others at Ubombo Circuit. The researcher get the permis-
sion of the princinals of schools to use their teachers as respon-
dents. The researcher went personally to schools of teachers who
campleted the guestionnaire. The researcher administersd and col-
lected the questionnaire persconally. Where teachers were unahle fo
complete the guestionnaire in the presence of the researcher, the
rosearcher Teft a stamped énve]opg for a feacher‘ (respondent) *to

post the guestionnaire. A1l expenses which were incurred when this

© survey was conducted were borne by the researcher. Data was then

analysed by means of the computer. .

The whale aim behind conducting such a survey was to test the major

hypothesis on the pedagogical relevance of the school in  harmoniz—

ing educaticn for individual autonomy with responsible citizenship:

Implications for a school curriculum.
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5.6,2 Questionnaire for teachers

Instructions

Kindly choose only one answer from various alternatives that are
given. Indicate your answer by merely ticking [V] or making a
cross [x] on the box/frame/square representing your answer. Be
faithful to your answer. Do not reveal your name as the informa-

tion given will be kept confidential and ancnymous.

SECTION A: PERSONAL PARTICULARS

NUMBER OF PERCENTAGE
TEACHERS
Male 45 50
Female 44 49
Responses 89 99
Non—responses 1 3
Tatal a0 . 100

' According to the above record 50% of the respondents were male
teachers. 49% Comprised of female teachers. Only 1% did not
respond to the question. This means that there was a siight dif-
ference between male and female teachers’ response to the gquestion.

The response was therefore positive.
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2. Age Range:'
NUMBER OF PERCENTAGE
TEACHERS
20-29 Years g8 64
30-39 Years 27 30
40-49 Years 3 3
50-59 Years 2 - -2
60 and above - -
Responses Qa0 100
Non—responses - - -
Total 90 : 100

The above table shows that 64% which is the greatest percentage of
the respondents ranged from 20-29 years of age. 30% Ranged from
30-39 years of age. Only 3% of the gﬁt;1 sample ranged from 40-49
years of " age. These are pecple who can be said to be of middie
aga. Only 2% of the total sample, which is a group of respondents
whao are nearing retirement age, responded to the gquestionnaire.
The data also shows that not a single respondent ranged from 60
years of age and above. (ne can therefore deduce that most of the
teachers who are teaching at high schuolé and secendary schools ars
people who are young. They are still fresh and willing to face new
challenges that the teaching profession presents to them. More of-
ten than not, young people want to know, to explore, to discover

Fl

and to experience nsw things.

- Most af the children they teach are a little bit below thesir
age range. One can further conclude by saying that these

teachers are still keen to communicate with c¢hildren. The
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reasgn for this 1is that most of the things and ways of be-
haviour which are known by children are also known by these
teachers. Pedagogic engagement is therefare based on under— -
standing between teachers and learners. Both the teacher and
child can venture freely into the educative situation and
even discuss the question of individual freedom and the
education’s role regarding the quastian of citizenship. It
is pedagogically permissible for the educator and the educand
to discuss the aim of education. In a pedagogic relationship
which is characterised by love, aceptance and mutual trust,

an educator and an educand hold a dialogue freely.

3. Marital Status:
NUMBER OF PERCENTAGE
TEACHERS
Married 33 a7
Single 46 81
Divorced 2 2
Widowed 5 §
Rasponses 86 95
Non-responses 4 , 4
Total a0 100

This statistical data shows that a preponderance of teachers, that
is 51% was single. 37% Of the respondents are married people. 2%
was divorced. 5% was widowed. On the basis of a greatest percent-
age of the respondents being single, one can say that teachers who

are single do not have a lot of commitments. They can therefore
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devote ampie time to their work. ©On the other hand one can also
say that people who are single believe in freedom. They are free
people with lass commitment. Usually teachers who are single are
rarely found in committees which include parents and teachers.
Perhaps they still believe that community service is still a remote

concept to them or that it is for those teachers who are grown up.

b o

4, Academic Qualification:
NUMBER OF PERCENTAGE
TEACHERS
D~degree - -
M~degres - -
BEd/Hons _ 1" 12
B degree 15 18
Matric 81 68
Std 8 2 2
Responses a0 100
Non-responses - -
Total a0 100

Only 122 of the total sample possessed post-graduate degrees
{B.Ed/Hons). 18% possessed junior degrees. % of the respondents
possessed Std 8. The majority, that is 638% of the respondents,
possessed Std 10 (Matric). This means that most of the teachers at
high schools and senior secondary schools are academically unéér—
qualified. Since most of teachers possess matriculation, it is
clear that they cannct earn the respect of children. Nowadavs
children show interest in teachers’ écademic gualificaticns. The

moment they establish that a teacher is academically under-
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qualified, they doubt his espistemic stand unless a teacher proves
the contrary. Experience has also shown that teachers who are un—
derqualified are not stable and relaxed. This results to 1in— -
feriority complex. Problems of the relationship of trust will
ahound when one party between the educator and the educand feels
that his integrity is challenged. This will also affect openness.
Problems accur when there is a break of commypication between the
adult and the child and in this particular case between the teacher
and the child. The pedagogic relationship is established when the
educator and educand accept each other. The adult educator
{parent, teacher) who trustingly and sacrificially accompanies
(l=2ads) an adult-to-be, is a blessing to such a child. Complete
trust in the child for whom he cares is nothing, but love, without
trust, love disapbears. The same is true for a chiid. Trusting
love, or loving trust requires courage from the two opposites in
the educative relation. Smit (1984:79) avers that it gives to both
freedom tgsether with trust, faith and self-confidence in the sure
knowledge that educative Tove and laving education are the greatest

power in the world.



134

5. Professioné1 Qualification:
NUMBER QF PERCENTAGE
TEACHERS
UE/HED 9 10
SSTC/SSTD/SED 8 g
87D/PTD 37 - 41
JSTC/SEC 22 24
PTC/SPTD 14 18
Responses g0 160
Non—-responses - -
Total . a0 100

When one scrutinizes the above table, one notes that 10% of the
.;eachers possesséd a post-graduate diploma. 9% of the respondents
possessed Senior Secondary Teachers Certificate or Diploma, .3} 4
possessed STO/PTD. 24% of the respondents had JSTC/SEC. Those who
possessed PTC or SPTD formed 16% of the total sample. UED/HED and
§88TD/STD are taken as relevant professiocnal gqualifications for
entrance into Secondary, Sentor Secondary or high school teaching.
It is therefore agonizing to note that teachers who possessed these
diplomas (UED/HED/SSTD/STD/SED) did not even amount to 50% of the
total sample. This shows a great need for teachers to upgrade
their professional gualifications. This will help them to get an
indepth study of new trends, knowledge and skills of various sub-
jects they teach. Authentic guidance of the educand by the eductor
calls for the latter to be properly qualified to execute his/her
task efficently.
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6. Teaching ekperience:
NUMBER OF PERCENTAGE
TEACHERS
Less than one year 16 18
One to five years 35 39
Six to ten years 26 . 29
Eleven to fifteen
years 9 10
Over fifteen years 4 4
Responses 90 100
Non—responses - -

Total 90 ' 100

The above data shows that the response to the questien was posi-
tive. 100%, which is the total sample size, responded to the ques-
tion on teaching experience. 18% of the respondents had taught
less than one year. The majority, that is 39% of the sample had
taught between onhe to five ysars. Only 29% of the entire sample
has taught between six to ten years. It is also noted that only
10% of the respondents has taught betwsen eleven to fifiteen vyears.
One also notes that only 4% of respondents had taught over fifteen

years.

- There is an adage that says that: “experience is the best
teacher.” Knowliedge and experience are of great significance
for a teacher to exercise sound and effective guidance and

accompaniment of children to adulthood.
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T. Please indicate your post rank:
NUMBER CF PERCENTAGE
TEACHERS
Principal 11 12

Vice Principal/

Deputy Principal 6 .
H.0.D. (Admin) 2
H.0.D. (Subject) 6
Assistant Teacher 65

AR B R

Responses 90 100

Non-responses - - -

Total a0 100

Az shown above, 72% of respondents, which is a majority, was a
group of assistant teachers. 7% was a group of Head of Departments
for various sgbjects. The Head of Departments who were responsible
for the administrative part of the school formed 2% of the entire
sample. Vice Principals or Deputy Principals formed 7% of the
whale sample. Principals formed 12% of the entire sample. Since
the majority of teachers (72%) are assistant teachers, one can, in-
dubitably, say that these teachers enjoy constant face to face en-
couter with children. Assistant teachers, unlike Principals and
Vice-Principals, communicate constantly with children. They can
then discuss problams that are prevalent in the classroom situa-
tion, including the aim of education. Assistant teachers get ;11
the time teo ask children what they intend becoming in life. When
there is a healthy relationship between the teacher and the c¢hild,
communication is possible. It is very important for an sducator to

have a sound understanding of the nature and destiny of children in
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general, plus a sound knowledge of a particular child with whom he
is dealing. Both the educator and the edugand must discuss
criteria of adulthood. There must be s dialogue between both of -

them. Du Plooy et al (1982} contend that the educatieon situation

is a situation of encounter in which a dialogue (conversation) oc-
curs between an educator and an educand, is concerned partly with
the present but especially with the future, when the educand (non-
adult) will progressively live like an adult as a mature, morally

indepandent being.

SECTION B: THE SCHOOL AND THE QUESTION OF INDIVIDUA! FREEDOM
(AUTONOMY }

8. Do you think_ thera 1is anything 1like absolute dindividual

freedom?

NUMBER QF PERCENTAGE
TEACHERS
Yes _ 28 29
Ng 49 R4
Uncertain 15 17
Responses aa 100
Non—responses - -
Total a0 100

It s dinterssting to note that the greatest percentage of raspon-
dents, 54%, indicated that there was nothing like absolute freedom.
29% said that there was something like absalute freedom. 17% of

the total sample indicated that it was uncertain about the whole
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jdea of absolute individual freedom. Since the majority of
teachers, 54%, confirmed that absolute individual freedom does not
exist, it means that the school cannot design its educative ac- .
tivities in such a way that they only meet the needs of the in-
dividual. When education eventually heips people to exercise their
freedom (autcnomy), it must also be borne in mind that an din-
dividual is an individual within other individuals. Man lives in a
world of relationships, that is relationship with himself, with ob-

Jects, with people and with God.

9. Do vyou think that the school should educate children to con—

sider their own interests only?

NUMBER OF PERCENTAGE

TEACHERS
Yes 138 26
Ne 69 77
Uncertain a K
Respanses a0 100
Non-responses - -
Total g0 . . 100

According to the above statistical data, 77% of the respondents in-
dicated that the children should not be educated to 1ive for them-
selves only. Only 20% of the whole sample indicated that children
should be educated to consider their interests only. The smallest
percentage, 3% of the entire sample, showed uncertainty. Since the
majority of teachers (77%) said that children should not be edu-

cated to consider their interests only, the school cannct therefore
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stress herocic individuality in its education (Smit, 1984:104). 1In
one of his works Martin Buber once said Am_Du werde ich zum ich (I
become myself in terms of you). On the whole I discover myself in -
relation te others. The foregoing statement also nullifies what is
sajid by the school nihilist, 1Ivan I1lich, 1in his 'Deschooling
Society’ when he says that the learner (an dindividual) must be
guaranteed his freedom without guaranteeing to society what learn-
ing he will acquire. Obvicusly the individual is given preference

above society (Stone, 1988).

10. Do you think that children know what individual autonomy is

all about?
NUMBER OF PERCENTAGE
TEACHERS
Yes 21 23
Mo 60 67
Uncertain 7 8
Responses as a8
Non-responsas 2 2
Total a9 . 100

Only 23% of the entire sample indicated that children knew what in-
dividual autoncmy entailed. The greatest number, 67%, indicated
that children did not understand the whole idea of individ;al
autonomy. 8% of all respondents showed that they were uncertain
whether children understocd what individual autonomy was all about.

Only 2% did not respond to this question. One can therefore con-
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clude by saying that there is a dire need for all parties which are
interested 1in the education of children to conscientise them about

the idea of individual freedom.

11. Do you agree that it is the task of the school to explain the

concept of individual autonomy to pupils?

-~

NUMBER OF PERCENTAGE

TEACHERS
Strongly agree 28 31
Agree . 54 61
Strongly disagree 3 3
Disagree 2 2
Uncertain 3 3
Responses g0 100
Non—-responses - -
Total aQ 100

A1l respondents respondad to this guestion. 31% Strongly agreed

that it was the task of the school to explain the concept of in-
dividual autonomy to children. 3% 8aid that the task of explaining
individual freedom should not be the responsibility of teachers at
schanl only. Those teachers who formed 61% of the whole sample,
and this was the majority, agresd that it was the task of the
school to explain what individual autonomy 1is 211 about ‘ to
children. This means that most teachers are aware that children
are entrusted to their cars. They are aware that they do their
duty on behalf of the scciety. It is therefore their pedagogic
task to lead and to guide children in all manner. Parents have

entrusted children to teachers, to care, lead, guide and accompany
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them en route to adulthood. The ability to make an independent
choice or to exercise one’s freedom properly forms an important
criterion of adulthood. Teachers have therefore a responsibility -
of Tleading children towards responsible freedom. Smit (1984) says
that the school acts in Toco parentis. Teachers at school act like
parents who pathetically listen to all problems which children en-
counter. They should solve children’s prcblems on individual
autonomy so that children are led towards responsible independence

and responsible self determination.

12. To what extent can the scheol principal help in explaining

the question of individual freedom to pupils?

NUMBER OF PERCENTAGE
TEACHERS
To a great extent 55 51
To some extent 33 37
To a lesser extent - 1 1
To no extent at all i i
Uncertain - -
Responses an 100
Non-responses - -
Toatal a0 100

rl

The principal at school is the pedagogic leader. He is not only a
manager or an administratoer. It is thersfore interesting o note
that §1% of all respondents concurred with the fact that the scheool
principal can help, to a great extent, in explaining the question

of individual Treedom to childran. 37% of the sample said that the
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principal can help explain the concept of individual freedom to
some extent. Only 1% said that he can help to a lesser extent.
The deduction that one derives from the above statistical informa- -
tion is that teachers do believe that the principal is the leader
and organiser 6f pedagogic and educative activities. That is why
61% agreed tﬁat he can help explain individual autonomy to a great

extent. . -

It must also be noted thal teachers are aware that a principal can-
not and should not be solely held responsible for all pedagogic ac-
tivities. 37% of all teachers said that the principal needs assis-
tance of other people so that he executes his tasks effectively.
Both the pringipal and teachers combine their pedagogic and educa-
tive efforts for fhe good of children. It is the child that must
be led teo fulfil his mandate as a responsible autcnomous individual

in society.

13. Do you perhaps support the view that the class teacher can

help expliain individual autonomy to pupils?

NUMBER OF PERCENTAGE
TEACHERS
Strongly support the
view 84 71
Support the view 25 28
Slightly support the
view T - -
Do not support the )
view 1 1
Other {(specify) .ceeno.....
Responses 90 100

Non-responses - -

Total a0 100
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The above table shows that the majority of teachers {(71%) strongly
supported the view that the ¢lass teacher can help explain in-
dividual autonomy to school children. 28% of all respondents also

supported the view. Only 1% of the entire sample did not support
the view. The reason why the greatest percentage (71%) strongly
supported the view that the class teacher can help explain in-
dividual autonomy to chi]dren, is that class teachers are in charge
of particular classes. A class teacher is responsible for the wel-
fare of his class. He is a person next to the children. He acts
as a father or mother. Children can therefore confide in him. He
should communicate with them so as to get their problems in school
work and in general matters. In the course of the discussicn be-
twaen the c¢lass teacher and his pupils the question of individual
‘freedom can come fo the picture. The close relationship, the bond
of 1love and acceptance between the child and the class teacher can
result to fruitfu] discussion. Mutual involvement and engagement
between the class teacher and his children will occur when there js
love and mutual trust. Mutual trust results in mutual creative
participation. Smit (1984) cites Van Zyl (1977) as saying that it
is not true that the educator is mainly a giver and the educand a
mere recipient. The latter’s smile, his uninhibited, guideless
condour, is the return he makes to the educator. The adult-to-he
allows himself to be gﬂided, but his rebeptiveneéé-ié_by no means
mere passivity. He does not simply submit to the demands made on
him. There is therefore a dialogic relationship between the class

teacher and his class.
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14, Do you believe that children could have confidence in their
subject teachers if they are the cnes who are given authority

to explain what individual autonomy is?

NUMBER OF PERCENTAGE
TEACHERS
Strongly believe 50 58
Believe 26 29
‘Do not believe 1 1
Believe to some
extent 12 13
Uncertain : 1 1
Responses 90 100
Non-responses - -
Total a9 100

Subject teachers are in charge of various subjects that they teach.
In the course of their teaching, the question of individual
autonomy can also be discussed. According to the above statistical
information the majority, which is 56% of all respondents strongly
believed that subject teachers can receive conficence of children
if they are given the task of explaining individual aytonomy to
children. 20% of the whole sample of respondents alsc believed
this. The point that needs to be emphasized is that subject
teachers do not do their tasks alone. The school is also a place
for relationships. what a teacher for a particular subject fails

to explain to children can be explained by his colleague.
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A subject teache? should therefore 1live in harmonicus relationship
with other teachers so as to execute his tasks effectively and
propaerly. A subject teacher who 1lives 1in harmony with other -
teachers and with the children he teaches, {s a happy person.
Children accept a call for discussion of dindividual autonomy by

such a subject teacher.

16. Do you agree that Vice-Principals, Deputy Principals and
H.0.D.'s can play an important role in telling pupils what

individual autonomy entails?

NUMBER OF PERCENTAGE

TEACHERS
Strongly agree 64 71
-Agree 23 28
Disagree - -
Strengly disagree 1 1
Uncertain 2 2
Responses a0 100
Non-responses - -
Total a0 100

The foregeing statistical information shows that 71% of all respon-
dents strongly agreed that Vice-Principals, Deputy Principals and
Head of Departments can play a role in telling children at sc?coT
what individual autonomy entails. The reason for this 1is that
Vice-principais, Oeputy Principals, Head of Departments are the
right-hand men to principals aof schools. They work hand in hand
with principals. They jointly initiate and direct pedagogic and

sducative activities. What the principal is unable to explain to
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teachers and chi!dren should be explained by his right-hand man.
The Vice—Principal, Deputy Principal or Head of Department supple-
ments where the principal Tlacks. Sometimes he is given by the -
Principal instructions to give to pupils. He should therefore be
an open person sg that children can ask questions where they en-
counter problems.

16. Should a need to conduct studies in individual freedom arise,

how often do you think such studies should be conducted?

NUMBER GOF PERCENTAGE

TEACHERS
Very often 57 63
Often 29 32
Somet imes 2 2
-Seldom 1 1
Uncertain 1 1
Responses 90 - 100
Naon-responses - -
Totai aa 100

63% of the respondents, .. which is a majority, indicated that should
a need to conduct studies in individual freedom arise, these
studies must bhe conducted very often. Another big percentage of
respondents, that is 32% indicated that these studies must be Fon—
ducted. In other words they agree with 83% of the entire sample,
but to a lessar degres. Only 2% said that studies on individual
freedom can scmetimes be conducted and only f% showed uncertainty.
It is therefore evident that the school has a responsibility of

conducting studies in individual freedom. Children at school ought
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to be educated tb know what individual autonomy is. They need to be
eduated how they should behave themselves as free individuals in a

socisty.

17. Do you perhaps consider it necessary for all parties, that is
the school, church and community to work together towards ex-

plaining individual freedom to children?

NUMBER OF PERCENTAGE
TEACHERS
I consider it very
necessary 75 83
I consider it neces~
-sary 14 16
I consider it very
unnecessary 1 1
I consider it un—-
necessary - -
Uncertain - -
Responses a0 100
Non-responses - -
Total 80 100

According to the above statistical information 83% of all teachers,
which is a majority, agreed that all parties, the school, c¢hurch
and community, should work together towards explication of din-
dividual autonomy to children. These teachers considered thi§ to
be very necessary. Though to a smaller degreee, 16% of the total
sample Size concurred with a group that formed 83% of the sample
size. Only 1% considered the working together of the school,
church and community towards explaining individual autonomy to

children unncessary. All teachers responded to the guestion.
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SECTION C: THE SCHOOL AND THE QUESTION OF CITIZENSHIP

18. Do you think that the school should consider itself as an in- -

stitution that is separated from a society?

NUMBER QF PERCENTAGE
TEACHERS
Yas 13 14
No 76 as
Uncertain 1 1
Responses a0 100
Non-responses - -
Total a0 100

- Tt.is clear that the majority of teachers, that is 85%, maintained
that the school should not be conceived as being separated from a
soéiety it purports to serve. This means that the schoal practice
should be founded and grounded en a philosophy of 1ife of a pegple.
Harmony between the school and the society must be spught and main-
tained. Smit (1984) argues that no school can function effectively
without the participation and the active interest of _the parent
community. The principal and staff must make it their duty to in-
valve parents in school activities. The pedagogic significance of
close co—operation between the school and parents cannot be overem-

phasized.
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19. Do you think that there 1is at present a gap between the

school and society?

NUMBER OF PERCENTAGE
TEACHERS
Yes there is a big -
gap 80 89
There is a small
gap 8 g9
There is no gap
at all 2 2
Uncertain - -
Respunses 90 100
Non-responses - -
Total a0 100

| HF?nm the above table one can make a conclusion that there is a need
to" bridge the gap that presently exists between the school and
.society. 89% of all respondents indicated that there is still a
big gap between the school and society. Only 9% said that thers is
a small gap. Of all teachers who resonded to this guestion, anly
2% indicated that there is no gap at_a]l. When Warren Clewlow,
Chairman and Chief Executive of Barlow Rand .opened Alexandria
Technijcal Cellege, he echoed that education, by its very nature, is
at the heart of social and political change. It is-the medium by
which culture, values and norms are transmitted from gengratio? to
generation (The Daily News, 9 September 1991). The forsgoing words
by Warren Clewlow imply that there is a strong need for teachers

and parents to work in close contact.
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20. Do you think that there is a need for teachers and parents to

work together towards inculcating a sense of community
service in pupils?
NUMBER OF PERCENTASGE
TEACHERS
Yes 88 a8
No 2 2
Uncertain - -
Responses 90 100
Non-responses - -
Total S0 100

The above data shows that ¢8% of all teachers indicated that there
is a need for teachers and parents to work together towards incul-
cating a sense of community service in children. Only 2%. of the
whale sample disagresd with the majerity. Children must therefore
be educated to live not only for themselves but Tor other people as

well.
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21. 1Is there a need for both teachers and pupils to sometimes

visit some places of work in a society?

NUMBER OF PERCENTAGE
TEACHERS
There is a great -
need 81 a0
Sometimes there
is a need 9 10
"There is no need
at all - -
Uncgrtain - -
Responses g0 100
Non-responses - -
Tatal 90 100

It is interesting to note that the majority, that is @0% of all
teachers who responded to the above question, indicated that there
is a great need for teachers and children to visit some plages of
work in a society. This is within the scope of educating children
for responsible citizenship. This 1s also in line with vocatiocnal
guidance which 1is an important facet of citizenship. Warren
Clewlow, chairman and Chief Executive of Barleow Rand continued to
make thesa words when opening Alexandria Technical College: "We
need to understand that our traditional concept of education will
have to be re-thought with more emphasis given to technical skjlls
and the ability to function in a modern society.” (Daily News, @

September 1991).
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From the above statement which was echoed by Clewlow it impliies
that children must be exposed to the world of work. FEducation must
also be designed 1in such a way that children will cope with the -
standard of technological advancement. In the Zululand Chserver of
11 October 1991, there 1is a report of Empangeni High School
children who recently visited Bell Company in Richards Bay
(Zululand Observer, 11 October 1991, paged). One of the fears
facing young people when they enter the business world is that they
do not know what to expect. For this reason Empangeni High School
sent Std 8 pupils ta Bell to see what is done there. This served
as an eye opener for children. On arrival they went through the
Bell induction, including a video on the growth of the company.
The scholars were organised in such a way that they got to work on
time, worked normal hours, like Bell workers. They showed initia-
tive 1in what they weres given to do. The scholars proved to be
friendly, he!pful and co-operative according to the report that was

given by managers of Bell Company.

ra
[

. Should a strong need for meetings between teachers and

parents arise, how often should they be held?

NUMBER OF PERCENTAGE

TEACHERS
Very often 65 72
Often 11 12
Sometimes 14 16
Seldom - - 7
Uncertain - -
Responses aa 100

Non-responses - -

Total 90 100
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72% Of all respondents said that teachers and parents should meet
very often should a strong need for meeting of these parties arise.
12% Of the total sample concurred with the majority, but to a .
lesser degree. Only 16% of all teachers sajd that meetings betwesn
teachers and parents should be sometimes held, but not very often
or often. A general deduction is that the majority of teachers
feel that they cannot do their padagogic tasks effectively if they
ignore the co—operation and co-responsibility of the parent com-

munity.

23. Bo you believe that Parent-Teachers Associations are impor-

tant for the question of citizenship?

NUMBER OF PERCENTAGE

TEACHERS
Vary important 84 a3
Just impaortant 6 T
Unimportant - -
Uncertain - -
Responses 90 100
_Non—responses - -
Total 90 100

The foregoing statistical data shows that 93% of the teachers who
responded to the question agreed that Parent-Teacher Associations
are very important for the gquestion of eitizenship. A group of
teachers who formed 7% of the whole sample agreed with the
majority, though to a lesser degree. They say that Parent-Teacher

Associations are just important, and not very important for respon-
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sible citizenshih. pDuring their meetings, teachers and parents are
able toc discuss prohlems encountered by teachers and their children

at school.

Smit (1984) asserts that co-operation between school and parent
community can be established through the establishment and wsell
planned functioning of teacher-parent assogiations and by holding
parents’ days and parents’ evenings at school. There is a need for
speech and prize giving ceremonies where parents are invited to see
thair children being given prizes for academic performance or par-
ticipation 1in other extra-mural activities. As gualified peda-
goguas, teachers must provide parents with expert advice and
reguiarly dinform +them about pedagogically grounded methods which
can be used to help pupils realize their possibilities {potential}

to the full.

24, Do you believe that there is a need for more Teachers Unions

or Teachers Associations which will discuss the gquestion of

citizenship?
NUMBER OF PERCENTAGE
_TEACHERS .
Yes a1 ag
No T 8
Uncertain - -
Responses 89 Q49
Non-responses 1 1

Total 90 100
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Most teachers believe that the educational aim, and for this par-
ticular purpose, educating children for citizenship should be dis-
cussed in Teachers®’ QOrganisations meetings. There is a need for -
more teachers organisations. This was confirmed by 90% of the
respondents who responded to the question. Only T% said that there
is no need for teachers organisations. Only 1% of the entire
sample did not respond to the question. _ On the basis of this
statistical record one c¢an, undoubtedly, say that there is a need
for more Teacher’s Organisations which will, among other things,
took into the guestion of preparing pupils for active community

sarvice.

van Wyk {1983) says that teachers organisations are voluntary as-
sociations of memﬁers and are focused on the co-operation of the
voluntary professional activities of teachers and on piaying a role

as a profession‘staff association to the fullest extent.



156
25. In your opinion, is it good for each teacher category, that
is Whites, Coloureds, Indians and Blacks, that each one of
them forms its own Teacher Associations to discuss and ex-

plain the question of citizenship to pupils?

NUMBER OF PERCENTAGE

TEACHERS
Very good 55 61
Good 13 14
Fair 15 18
Not at all LY 6
Uncertain : - -
Responses 90 100
Non—-responses - -

Total a0 100

61% Of all teachers said that it is very good for each teacher
category to have its teacher association. For example, it 1is a
good thing, as it 1is shown in the above table, that a group of
White, Coloured, Indian or Rlack teachers, may each one of them,
form her own (particular) Teachers®’ Association. This will give
each group a chance to discuss particular education matters.
Educaticn cannct be divorced from the question of a life-view.
Smit (1984) says that all education is coloured by 2 particular
view of life. There is no such thing as neutral education. Black
neople, for sxample, do wish to see their culture being raprasehted

in the school curriculum.
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26. Would you recommend that White teachers, Coloured teachers,
Indian teachers and Black teachers meet so that they discuss

matters of common interest on the question of citizenship?

NUMBER OF PERCENTAGE
TEACHERS
I stronglhy recom- =~
mend 80 89
I recommend 9 10
I do not recom-
mend 1 1
Undecided about
the issus - - -
Responses 90 ' 100
Non-respoenses - -
Total 90 100

As it is reflected above, 89% of all teachers strongly recommended
that theré is 2 nead for teachers of all racial groups, especially
in a South African context, to meet so that they discuss matters
which are common to all of them. This means that the question of
citizenship has both particular and universal matters. Matters of
common intarest can only be discussed if White, Coloured, Indian
‘and  Black teachers meet. 10% QFf all teachers alsg recommended
this, though to a lesser degree, that there is a need for teachers
of all racial groups to meet. Only 1% of the entire sample did not

-

recamnend meeting of all racial groups.
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27. Do you think that it is valid for each school to have a Stu-

dent Representative Council?

NUMBER OF PERCENTAGE
TEACHERS
Yes it is valid Eal 80
Sometimes it is
valid 13 7 14
It is invalid 3 3
Uncertain - -
Responses 94 100
Non—responses - -
Total Qg 100

802 OFf respondents which is a majority indicated that it is valid
for each school to have a Student Representative Council. Such a
council affords students a chance of exercising a leadership role.
Those who are ted 1learn to be subjective and submissive to
autharity. Those who Jlead others Yearn to take their work
seriously. From the above statistical record, it is c¢lear that
most teachers fael that children learn to discipline themseslves in
sych student representative councils. They learn to cooperate with
their leaders. In a nutshell; they learn to utilize their freedom
with responsibility. Cooperation among members of a society is an
impartant component or embodiment of citizenship. The school c¢an
therefore inculcate this spirit (of cooperation) if children -are
given a chance to listen to one another. They learn to be respon—
sible citizens. Of all respondents, only 3% said that it is in-

valid for each school to have a Student Representative Council.
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28. Would vyou suggest that students’ meetings be monitored by
either the Principal, Vice-Principal, H.0.D. or any staff

member appointed by teachers?

NUMBER OF PERCENTAGE
TEACHERS
I strongly sug- i
gest 60 67
I suggest 22 24
I do not sug—
gest 8 g
Uncertain - -
Responses - a0 100
Mon-responses - -
Total 80 190

Teachers felt that students’ meetings should be monitored by a per-
son who is an authority like the Principal, Vice-Principal, Head of
Department cor any staff member appointed by teachers. 67% Which is
a majority of all respondents confirmed the foregoing statement.
24% of the total sample also concurred with the majority, though to
a lesser degree. Only 9% would not suggest that students’ mestings

be monitorad by a person in éﬁthurity.
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29. If you feel that students’ meetings must be monitored by an
adult person, which of the following statements would you

give as your reason?

NUMBER OF PERCENTAGE
TEACHERS
Pupils need autho- =
ritative adult-
guidance as 42
Pupils are irre-
sponsible 3 3
Pupils are chaotic B 5

Pupils do not re-

spect one anot-

her . 3 3
Pupils will orga-

nise strikes

when they are

alone 4 4
Pupils misbehave .

and can use

their freedom

carelessly a8 42
Responses a0 100
Total a0 100

The above statistical record shows that those teachers who fasl
that students’ meetings must be monitored by 2 person who 1is in
authority _ believe that children cannot guide, assist or accompany
cne another en route towards adulthood. For a child to become what
he ought to become, an authoritative yet sympathetic guidance of an
adult person {in this case a teacher) 1is needed. A group of
respondents who concurred with the above view comprised of 42% of
the entire sample. Another 42% which 1is yet another group of
respondents who formed a majority maintained that students’ mest-
ings need to be monitored by an adult person because when they are

alone, they misbehave and uss their freedom irresponsibly. A
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general deduction that is derived from all this is that for peda-
gcgié encounter, pedagogic engagement and pedagogic guidance to
take place there must be inequality of status between the one who .
Jeads {an adult) and the one who is led (a non-yet-adult). Two
children of equal status cannot guide or lead each other. It s
only an adult who knows what adulthood entails.
30. Would vyou say that there is a need for each school to know

what values, norms and traditions are held in high esteem by

the society each one purports to serve?

NUMBER OF PERCENTAGE
TEACHERS
There is a strong

need 80 89
There is a need 2 2
There is ahso-

Tutely no need 2 p
Unecertain 6 7
Responses a9 1040
Non-Responses - -
Total a0 100

A general deduction from the above table is that the majority of
teachers (89%) feel that there is a need for each school to know
what values, norms, aspirations and traditions are held in higq as-
teem by a scciety each school purports to serve. No =choel can
function properly if it ignores the cultural idiom of a people it

claims to be serving.
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31. In your cpinion would you say a citizen is a person who:
NUMBER OF PERCENTAGE
TEACHERS

Understands and

participates in

sacial Tife of

his people 5 6
Understands and
participates in
economic life of
his people 1 1
Understands and

participates 1in

political Tife of

. his people - -

Understands and

participates in

all the above 76 84
Lives for himself

only - -
Is none of the

above 8 9
Responses 90 100

Non—-Responses - -

Total a0 100

84% Of all respondents bhelieve that a citizen can generally be seen
as a person who understands and participates in social 1ife of his
people. He should also understand the economic set-up of his
society so that he can remedy its ills and weaknesses if these are
prevalent. He should also understand and participats in the
political 1ife of his people. 1In short, this means that a citizen

is not all by himself self-sufficient.

As a free individual he needs other people to consalidate his
freedom and that of other people. Brubacher {1068) cites Aristotle

as saying that since a state as a whole has 2 single end, it is
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plain that education of all must be one and the same. Again, it is
- wrong for any citizen to think that he belongs to himself ... for
each man 1is a part of a state, and the treatment of the part is

naturally determined by that of the whole.

32. Do you perhaps think that all schoois should have a subject

in civics or good citizenship?

NUMBER OF PERCENTAGE

TEACHERS
Yes 86 96
No 1 1
Uncertain 3 3
Responses 90 100
Non—Responses - -
Total a0 100

96% which is a majority of all teachers who responded to the ques-
tion, felt that all schools should have a subject in civics or good
¢itizenship. In this manner responsible citizenship will be jncul-

cated in children.
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33. Would you suggest that children need education on intercul-
tural studies so that they get a wider understanding of

citizenship?

NUMBER OF PERCENTAGE
TEACHERS
I strongly sug- M
gest 76 84
I suggest 14 16
I do not sug-
gest - -
Undecided - -
Responses 90 100
Non-Responses - -
Total 90 100

A general feeling of almost all teachers who responded to the gues-
tion 1is that there is a need for each school to have intercultural
studies. This will serve as an eye-opener because children will
get to know about other people’s culture besides their own. Know-
ing about what other people’s culture entails is a significant com-
ponent for citizenship. It results to comparison of cultures.
Through such comparison, one can visualize some specialities and
uniQersaIs of culture. This means thaose elements of culture which
ars peculiar to each cultural group and also those aspects and ele--
ments of culture which manifest themselves as commonalities fo{ all

cultural groups.
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34, Do you feel that boys should be given education that is per-

culiar to them as part of education for citizenship?

NUMBER OF PERCENTAGE
TEACHERS
Yes 87 a7
No S . 3
Uncertain - -
Responses 90 100
Non-Responses - -
Total 90 100

a7% which is é majority of all teachers felt that there is a need
to give boys education that is peculiar to them as boys. They
maintained that thié is an important component of citizenshin.
When boys are sometimes educated alone, they get some crucial and
critical ingredients of how they should behave when they reach
manhood. Responsibilities of manhood are explained. Boys also
feel free to ask questions, for exasmple, in pertinent matters that
invalve their sexuality. They are also taught how a boy should be-
have in the presence of girls without being offended as it would
sometimes be the case if such teachings were given in the presence

of girls.
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35. Do you think it will be within the scope of citizenship to

give girls education peculiar to them as giris?

NUMBER OF PERCENTAGE
TEACHERS
Yes 83 92
No 4 5
Uncertain : 3 3
Responses a0 100
Non—-Responses - -
Total S0 100

A preponderance of teachers {92%) agreed that it will be within the
scope of citizenship to educate girls while they are alone. This
will enable thém to get education that is peculiar to them as
girls. .They are also educated in womanhood in this manner. As it
is the cass with boys, those things that are crucial or critical
about girlthced are freely explained when girls are alone. The
teacher feals free to talk a “language that is perculiar to them.”
The teacher can, for example, explain bodily changes that occur
when a girl reaches a certain stagse. When this is done in the ab-
sence of boys, girls feel that their status is not victimized.

They alsc ask guestions on matters where they need clarity.
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38. Do you agree to the fact that it will be within the scope of
citizenship for boys and girls to be given sufficient time to

be together?

NUMBER OF PERCENTAGE
TEACHERS
I strongly agree 81 = 90
I agree 8 8
I strongly dis-
~ agree - -
I disagree - -
Uncertain 1 1
Responses a0 -100
Non—Responses - -
Total 90 100

0f all teachers who responded to the above question, 90% which is a
majority strongly agreed that girls and boys should get a2 time when
they are educated together. This is within the scope of citizen-
ship, Both girls and boys, for example, get to know how to behave

in the presence of each other.

Manhood and womanhood are important components of adulthood. The
society neads men who will respect their womenfolk. On the other
hand, society needs women who will respect their menfolk. A1l this

is within the ambit of citizenship.
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SECTION D: THE SCHOO! BRINGS ABOUT A BALANGCE BETWEEN INDIVIDUAL

AUTONOMY (FREEDOM) AND INDIVIDUAL PARTICTPATION TN COMMUNAL {IFE

37. Do you think that it will be a wise idea to invite experts in
educat ion, politics, economics and social studies to come to

school to talk on individual autonomy and c¢itizenship?

NUMBER OF PERCENTAGE
TEACHERS
It is a very wise
idea 68 76
It is a wise idea 21 23
It is very unwise
idea - -
- It is unwise - -
Unwise - -
Responses 89 29
Non-Responses 1 i
Total g0 100

The above data shows that 76% of the total sample which is a
majority felt that it 1is a very wise idea to invite experts in
education politics, economics and social studies to ceome to schools
to lecture con individual autoncmy and citizenship. 23% of all
teachers alsc saw the invitation of experts to come to schools as a
wise idea, though to a lesser extent than those teachers who formed
the majority. Only 1% of all teachers gave 2 negative respdnse.
Firstly, it must be indicated that teachers are aware that they
cannot run school activities alone. They need concerted assistance

aof people of various categories from a society.
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Secondly, teachers are aware that the guestion of the pedagogical
relevance of education in balancing individual atucnomy with
responsible citizenship has to do with the ultimate aim of educa— .
tion. The ultimate aim of education pertains to what children will
become after they have been educated. Will they be individuals who
exalt the egocentric self, that is selfish freedom, or will they
become responsible citizens who will be _prepared to use their
freedom for the good of other people? A1l this implies the nature
of adulthood. For the school to tackle the question of individual
freedom and c¢itizenship, there is a need for other parties tgo have
a share in education. Itris interesting to note that recently the
society inciuding the world of industry and the private sector have
- seen need of being of contribution to education. A team of Worid
Bank investigators recently visited South Africa. This team came
with an aim of studying the country’s education system and problems
likely to arise in bringing about equal education for all. Another
objective of the team was to build a data base so that if and when
the quesﬁion of loans or assistance arise, the bank will hage scome
criteria and background information on which to base its decisions.

(The Daily News, Tuesday, 1 Octcber, 1991).
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38. Would you perhaps suggest that the question of individual

autonemy and citizenship be discussed during subject-

- society—meeting?
NUMBER OF PERCENTAGE
TEACHERS
Yes 187 87
No 11 12
Responses 89 3]
Non—-Responses 1 1
Total 90 100

There is a general agreement among some teachers that the question
of individual autcnomy and citizenship should be discussed during
subject society meetings. 87% of all teachers whe responded to the
above question confirmed that there is a need for individual
autonomy and citizenship to be discussed during subject society
mestings. Subject societies are held by teachers to discuss
nroblems encountered in various subjects. Prohliems which are an-
countered with the teaching profession in general are also dis-
cussed.  Subjacts societies are therefore a good platform for
teachers to discuss specific (particular) and general (common)} mat-

ters.
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9. To what extent is the guidance service important for a gues—

tion of individual freedom (autonomy) and citizenship?

NUMBER OF PERCENTAGE
TEACHERS
To a great extent 81 a0
To some extent 8 _ 9
Less extent 1 1
No extent at all - -
Responses 90 100
Non-Responses - -
Total 80 100

90% of all respondents said that the guidance service is important
for a question of individual autonomy and citizenship. This group
of respondents, which of course formed a majority said that the
guidance service was important, to a great extent. % said that it
was important, but to some extent. Only 1% said that it was impor-
tant to a lesser extent. One can therefore make a deduction from
the above statistical record that the guidance service is of
paramount impertance. Visser et al (1982) say that there are three
types of guidance: (i) Educational Guidance; (i1} Vocaticnal
Guidance; and (ii) Personal Guidance. Studies reflect that school
guidance not only gives children insight inte the future but also
induces a greater interest in school work. Pupils begin to ap-
preciate that there is more to schooling and that they can be
helped with various complications of their lives as well. Discus—
sion with pupils, especially those who wish to study further,
should include decision-making, subject choices, tertiary institu-

tions, admission requirements, how to secure a place and how to
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finance one’s studies. The guidance teacher or guidance officer
can discuss about the aim of education with pupils. Pupils can
voice their opinions about what they want to be in 1ife, whether
they want to Tive for themselves or for other peopie as well.
Pupils need to be able to do a thorough self-assessment. It there-
fore becomes necessary to develop an awareness of their own

abilities, interests and values (City Press, 23 June 1991).

40. Would it be necessary for Colleges of Education, Univer-
sities, Technikons and other pre-service institutions to ac-
commodate some studies on individual autonomy and responsible

citizenship in their training programmes?

NUMBER OF PERCENTAGE
TEACHERS
Very necessary 81 a0
To some degree it
is necessary 8 g
81ightly necessary 1 1
Unnecessary - -
Uncertain - -
Rasponses 90 100
Non-Responses - -
Total 30 100

Teachars genarally agree that Universities, Technikcns, Colleges of
Education and all other pre—service training instituticons should
accommodate studies on individual autonomy and citizenship. 930% of

all respondents, which is a majority, confirmed this.
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41, Do you think that it will be important to organise seminars,
sympasia and conferences where bath teachers and members of
the community will make an-indept study of individual

autonomy and citizenship?

NUMBER OF PERCENTAGE
TEACHERS

Tt will be very

important a5 94
It will be import-

ant to a certain

extent : 4 5
It will be less
important 1 1

It will be to-
tally unimpor-
tant - -

Responses a0 100

Non—Responses - -

Total 80 100

Seminars, symposia and conferences are important hecause that is
| where teachers and parents gather together to discuss matters af-
fecting educaticn of their children. It gives parents and tsachers
a chance to have face to face encounter. Teachers felt that it
will be a very 1important thing to organise seminars to discuss
problems affecting education in general and the gquestion of in-

gividuai freaedom (autocnomy) and citizenship in particular.
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42, How often do you get a chance of attending in-service courses

in a year?

NUMBER OF PERCENTAGE
TEACHERS
1 attend them once
.in a quarter 17 - 19
I attend them twice
in a quarter 12 13
I attend them once
in a semester 10 11
I attend them twice
in a semester 7 8
I rarely attend
in-service cour-
ses 15 17
I do not attend
them at all 28 32
Other (specify)
Responses a0 100
Non—-Responses - . -
Total 90 100

From the above data, it becomes clear that the greatest parcentage
(32%) 1is a group of teachers who do not get a chance of attending
in~service courses or in—service training programmes. During in-
service training programmes, teachefs are trained and educated in
new methods, skills and techniques which they should use when
educating children. It is also during the attendance of in-service
training programmes where teachers discuss their general educ?tion
probiems. The tonic on individual autonomy and citizenship can
also be discussed because it has to do with what childran will be-

come after they have been educated.
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43. Is there arlibrary at your school?

NUMBER OF PERCENTAGE
TEACHERS
Yes 14 15
No 76 - 84
Responses 9 t0n
-Non-Responses - -
Total ' 90 100

The above statistical information shows that 84% of all teachers
who responded to the guestion said that there were no libraries at
their schocls., Only 16% of the total sample agreed that there were
libraries at their schools. At schools where there are libraries
children may get extra information. One must alsc indicate that it
also depends on how the school attaches importance to the library.
Referencial scurces that supplement ordinary reading sheuld be made
available in the library. Extra knowladge of individual freedom
and respansible citizenship can be found if schools build Tibraries

and stock more books for children to read.
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A BALANCE OF TNDIVIDUAL AND SOCIAL NEEDS: IMPLICATIONS FOR A SCHOOL
CURRICULUM

44, In your gpinien who should design a school curriculum?
NUMBER OF PERCENTAGE
TEACHERS

- Educational plan-

ners i1 12
Directors of

Education/Chief

Inspectars/Circuit

Inspectors 1 1
College and tiniver-

sity authorities 6 7
Experts from socisty

representing commer-

.cial, political,

economics, social

and religious world 5 6
Principals and teach~-

ars 3 3
Subject-Societies 2 2
A1l the above groups

should contribute 61 68
Uncertain 1 1
Responses a0 100

Non~Responses - -

Total a0 100

The school cannot perform its task of harmonizing individual
autonemy with responsible citizenship if a school curriculum is ig-
nored. On the questicn of who should design a school curricdlum,
68% of the respondents, which is a majority of the whole sample,
said that a school curriculum must not be designed by a selected

faw. For a curriculum to represent the needs of the individual and
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those of a cemmuhity, educational plarners, directers of education,
experts representing commerce, politics, social life and religious

Tife should 211 combine to design it.

45.  Which subject group is offered at your school?

NUMBER OF PERCENTAGE
TEACHERS
General group a0 a3
Commercial group 11 12
Science group 5 6
General and Science 15 17
Commerce and gene~
ral 3 3
Commerce and
science 4 4

A1l commercial,

science and gene-—

ral 21 23
Science, general

commerce and

technical 1 1
Qther (specify)

Responses 80 100

Non—-Responses - -

Total a0 100

Generél]y most schools offer a general option (group). There is
therefore an urgent need, as many teachers feel, to diversify the
curriculum so that it addresses the needs of individual learners.
Addition must be made to this that a balanced school curriculum is
the one that serves both the needs of the individual learner and
his society. In other words, it must be perscnally and socially

relevant.
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Khathi (1990) cites Badenhorst (1987) as saying that: “Education
is, after all, designed, instituted and maintained for pupils so as
to meet his particular educational needs and also those of the com—
munity and society of which he forms part. The universal prin-
ciples of education must therefore be applied in such way that
they meet the educational expectations of the pupils and their

parents.” -

The above quotation suggests that the teacher should realize that
he or she has to perform his task within many boundaries and
“Timits. He cannot therefore always do as he pieases, but must be
guided by his given circumstances, the expectations entertained and
the demands that are made by principles and norms. It 1is important
to remind teachéfs that they ought te interpret the ocurriculum in
such a manner that pupils become interssted in what they learn and
be motivated fo acquire as much knowledge as pessiblie from school
which will enable them to actualize their potentialities and apply

this knowledge relevantly to the society.
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46. How often are psychological tests and aptitude tests con-

ducted at your schaol?

NUMBER OF PERCENTAGE
TEACHERS
They are conducted
very often 16 _ 18
Sometimes they are
conducted 29 32
They are seldom
conducted 35 40
They are pot con-
ducted at all 9 10
Uncertain - - -
Responses 30 100
Nen-Responses - -
Tatal 90 100

Most teachers indicated that psychological and aptitude tests are
seldom cénducted at their schools. The group which confirmed this
formed 40% of the total sample. There is therefore a need for each
school to organise for the conduction of psychological tests.
These he]p educational authorities to measure the level of thinking
of each child, his mental ability or IQ is alsc measured 1in this
way. This makes the child to get education that is in accordance

with his level of thinking and mental capability.
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47. How many times do subject advisors visit your school in a
year to give you guidance in methods of teaching and for ap-

praisal purposes?

NUMBER OF PERCENTAGE
TEACHERS
Once a year 14~ 16
Two times a year 33 ar
Three times to
five times a year 3 3
Five to ten times
a year 1 1
Do not come at all 29 32
Uncertain 10 1
Responses 90 100
Noh-Responses - -
Total 80 100

37%, which is the majority of teachers who responded to the above
question, indicated that subject advisors come to their scheol two
times a year. Teachers of various subjects encounter particular
problems with their subjects. For example, a teacher may fail to
use correct methods and techniques of handling a particular subject
for a particular topic. If this is the case, pupils are affected
because they do not get all explanations in the subject. Teachers
therefore need constant expert guidance of subject advisors sco that
they improve the way they teach their subjects and the way 'they

guide children.
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48, How many times do inspectors of education visit your school
for official inspection purposes and for general guidance in

school work?

NUMBER OF PERCENTAGE
TEACHERS
Once a year 57 83
Two times to five
times a year 17 19
Five times and
gver a 3
Sometimes they do
come : 10 11
Do not come at all a 3
Uncertain . - -
Responses 90 100
Non-Respaonses - -
Total a0 100

General dinspection by inspectors of education is needed. The
majority of teachers 63% said that inspectors come to their schools
once a year. Constant visit of circuit inspectors and assistant
inspectors at school is urgently needed. Inspectors of educatien
are there ta guide teachers on matters regarding their educative
tasks. They give schools specific guidance and general guidance.
Specific guidance is used here to mean that guidance which concerns
handling of various subjects by teachers, teaching skills, tech-
nigues and strategies. They alsc guide principals and vice-
principals in matters pertaining to school administration. Above
all, they alsoc guide teachers on how children shculd be led towards
aduithood. For this reason they should attend meetings for parents

and teachers,
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49, Do subject advisors, inspectors of education or whoscever
does inspection, give each teacher his/her inspection report
with ccmments on the teachers performance after the inspec- -

tion has been completed?

NUMBER OF PERCENTAGE
TEACHERS

Surely they make

it a point that

each teacher gets

the inspection

report : 15 17
Sometimes the

teacher is given

the report 26 29
No, teachers are

not shown reports 44 49
Uncertain 1 1
Responses 86 96
Non—Responses 4 4
Total 90 100

49% of all teachers who responded to this guestion, which 1is a
majority, said that teachers are not shown inspection reports or
inspection comments after the inspection has been completed. This
discourages teachers for they do not get to know how they fare in
their schoolwork. Teachers therefore feel demotivated to handle
their subjects properly. They think that inspection is just in-
+imidation and it does not result to their improvement. The’ way
teachers guide and lead children en route towards adulthocd can be

improved if they get inspection reports from inspectors.
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50. Do you agrée that subjects 1like music, guidance, physical
educatien,

arts and c¢rafts, good c¢itizenship should be

seriously taught and examined?

NUMBER OF PERCENTAGE
TEACHERS
Strongly agree 64 71
Agree 32 25
Disagree 1 1
Strongly dis~ '
agree 1 1
Uncertain 1 1
Responses 90 100
Non-Responses - -
Total 90 100

A greatest percentage (71%) of all teachers strongly agread that

subjects 1ike art and crafts,
Fducation should be =seriously taught and examined.
believe that these subjects
pupiis.
cooperative, patient and enduring.

elements of community service in pupils.

Good Citizenship, Guidance, Physical

Teachers

inculcate some valuable values in

Art for instance, teach pupils to be creative, innovative,

sential for résponéibTe citizenship.

Good citizenshin inculcates

A1l these values are es-
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51. Do you tﬁink that extra—-curricular activities like soccer,
athletics, nethall, volleybal, teniquet, debate, speech and

drama, S.C.M. should be given ample time at school?

NUMBER OF PERCENTAGE
TEACHERS
Yes _ 90 o 100
No - -
Responses 90 100
Non-Responses - ~-
Total 11 ] 100

A total sample of 100% confirmed that the extra-mural activities
are important. They must therefore be given enough time at school.
They also inélude a hidden curriculum. Certain values are incul-
cated in the child when he participates in a certain sporting ac-
tivity. For example, 1in music hq ts educated to discipline him-
self, to cocperate with others, to know the importance of har-

monious relationships.
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52. Do you feel that there is a relationship between culture and

the curriculum?

NUMBER OF PERCENTAGE

TEACHERS
Yes 89 99
No - -
Uncertain 1 « 1
Responses 80 100
Non-Responses - -
Total 90 100

The abgove tahle shows that 89% of all teachers who responded to the
abave question felt that there is relationship between culture and
the curriculum. Only 1% disagreed with this. It means that educa-
tion cannot be separated from what society wishes its children to

becoma.

ANALYSIS AND EVALUATION OF DATA

The aim of this empirical investigation was that of trying to con-
firm the major hypothesis that the school is of pedagogical
relevance in harmonizing education for individual autonomy with
responsible c¢itizenship. Another important facet of this survey
was that of scrutinizing 2 school curriculum which can be of use in
trying to harmonize the interests of the individual and thosa of
society. As it has been shown, the questionnaire was divided into

Sectien A: General Information: Section B: The school and the gues-

tion of individual autonomy: Section C: The School and the question

of citizenship: Section D: The school and its harmony of individual
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: Section E: A

and social aims (dindividual autonomy and citizenshi

balance of individual and social aims: Implications for a schoal

curriculum.

The major hypothesis was tested by items 8, 9, 16, 17, 18, 19, 20,
21, 22, 29, 30, 31, 32, 33, 40, 41, 42, 45, 51, 52 and 53. On the
basis of the data obtained through the above yesponses, a general
statement can be given. Most teachers indicated that the question
of balancing individual autonomy with responsible citizenship is a
task that the school cannot execute alone. The reason for this is
that schools do not only operate for the sake of children, but they

are also held accountahble to the society from which children come.

Most teachers, 'however, baelteve that the schaol has got to sducate
children to Tive as happy and free individuals, but they must alsa
understand that their freedom sntails tremendous respensibility.
A1l pedagogic support aims at orienting the child so firmly to the
futurs and to adulthood, that while he is con his way to proper ful-
filment of his destiny, he will increasingly understand that his
freedom as an essence of human existence is freedom with a2 mandate.
It is accompanied by individual conscience, a knowledge of com-
mitedness to fundamental values, that is, a conscious continuous
affirmation of freedom through cbedience to the éuthority of con-
science. Freedom means that without becoming a2 spineless, slavish
confarmist, man is bound to the demands of propriety as embodied in

his philosophy. (Du Plooy, st al 19383)

A balance of dindividual and social aims has implication for a
schoal curriculum, It must be designed in a diversified manner so
that the intersst of each learner ars accommodated. Consultations

with society must alsg be made. Children are not only educated for
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their own freedom as indivduals. They are educated to take a stand

in life as autonomous individuals who are prepared to contribute to

the 1ife of their own people. This implies denocuncing, but not -
destroying, the self for the sake of the other selves. Man is
Dasein. He is a unique man among other beings. Most teachers who
responded to the questionnaire confirmed that there is nothing like
absolute individuality/autonomy. Teachers have confirmed that ex-
perts from cutside the school must be invited to talk on the sub-

ject of individual freedom and citizenship.

- CONCI USTON

The whale thrust hehind using the questionnaire as an instrument of
empirical invesﬁigation has been an attempt to confirm the supposi-
tion that the school 1is of pedagogical relevance in harmonizing
education forkindividual autonomy with responsible c¢itizenship.
The chde is sducated not to live as a2 self-centered being, but a
being who uses his freedom in participating in communal affairs of
his people. The people with whom he Tives, need his cantribution,
be it in politics, social area, 1in economics or in religion. This
does not make man a spineless conformist. Man lives in a2 constel-
lation of relaticnships. Man must therefore be viewed not as a
self-sufficient being only, but as a social being who inhabits the
world of relationships. Heidegger, one of the existentjalists,
describes man "a being in the world™. This is a physical world
(umwelt). It is a world of people who relate to each other
{mitwalt). In such a world the person uses his freedom to form his
own world (efgenwelt). Man must be properly guided so that he does
not booast his ego at the expense of his fellow men. Man should
properly relate with himself, the world of objects, other people

and finally with God. The apostle Paul tries to explain this when
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writing to cne of the young churches in Corinth. He categorically

points that: "... For the body is not one member, but many ..., now
if the whole body were an eye where were the hearing? ...; if the
whole body weré the hearing where were the smelling? ..... , and if
they were all one member, where were the body? But now are they
many members, but one body.”™ {I Corinthians 12: 16-20).

The implication which is derived from the above guotation is that
responsible citizenship entails interaction, cohesion among dif-
ferent members of a society. It calls for each member as a part of
a society to sacrifice his individual autcnomy and to live for
other pecple as well. This research has confirmed that most
teachers feel that the child must be educated to live as a well-
balanced individual in a harmonious society. To achieve this happy
balance of individuals with their society, the schoel curriculum

comes to the picture.

The chapter that follows is based on the findings, cenclusians,
pedagogical imnplications for the study and recommendations and
suggestions for further study. All these data will be based on the
review of relevant literature, interviews and discussions that the
researcher held with various people regarding this project and em—
pirical investigation, namely the questionnaire Qﬁﬁch was completed

' by high school teachers.
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CHAPTER SIX

SUMMARY, FINDINGS, PEDAGOGICAL IMPLICATIONS, RECOMMENDATIONS AND SUGGEST-

6.1

IONS FOR FURTHER STUDY

INTRODUCTION

In this study the researcher sought to focus on the pedagogical
relevance of the school in bringing about harmony between education
for individual auctonomy with responsible citizenship. Questions
that prompted the researcher to undeftake this study are based on
challenges that face the school, especially in a changing society.
The researcher has identified two rival claims that people have
against the school. Some pepole view the school as a place for im-
proving the lives of children. According to this c¢laim it is
believed ﬁhat by sending children to schoal, they will, at the end
of the day, come out being improved, ennobled 2and better in-
dividuals. In this manner freedom of the individual is exalted or
hald in high esteem. On the other side, there are those people who
believe that sducation should enable the individuals to hecome bet-
ter members of a society or responsible citizens. In the Tlatter
case, education merely becomes socialization. It is cut of these
two claims that the presant researcher started to note an imbalance
that exists between the claims of the individual and those of a
society. When this problem was identified, the resesarcher saw a
need to harmonize the two claims, that is individual autonomy and
responsiblie citizenship. As it was mentioned in the introductory

chapter, the problem was stated in the following manner:
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(i) Must the ‘school concern itself with the needs of an in-

dividual or those of a society?

(ii) 1Is the school of pedagogical relevance in bringing about a
compromise  between  individual autonomy and responsible
citizenship?

(iii) Does the school need the assistance of the parent-community

fo help bring about this harmony?

(iv) What implications does the envisaged harmony have for a
school curriculum? Can the school shape lives of individuals
and those of their community through 2 school curriculum? If
that be thé case, what possible form can a scheol curriculum

take?

In Lrying to answer the above questions, the researcher interviewed
certain members of the public. Literature review was also used as
another tool for research. tater on the theoretical framework
gained through the review of literature was validated by the use of
a gquestionnairs. The questionnaires which were completed by
teachers aimed at confirming the suppesition that the school is of
pedagogical relevance in bringing about harmcny betweeh education

for individual autonemy with responsible citizenship.

SUMMARY OF FINDINGS AND CONCELUSIONS

Through the review of literature, the use of ouestionnaires, the

researcher established the following:
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- There is a need to look closely into the role of the scheol
as a guiding and a leading agency. It was found that the
school 1is not only concerned with teaching but it alsao con- -
cerns itself with education. This +inveolves accompanying

children en route towards adulthood.

- It 2also emanated from this study that the question of what
children will become when they are adults involves the aim of
education. There 1is therefore a need for the school to be

definite about its educational aims, goals and objectives.

- It was also found that the school cannnot properly execute
its task of leading and guiding children without working in

close contact with parsnts.

Gunter (1988:210) confirms this by saying that: "... for the saks
of the .chiid’s education, it is essential that the home and the

school should work together in harmony.”

On the basis of the forsgoing assertion one can say that the scheol
really links the home and community, it forms at it wers, the
bridge between the home and society, and as such, the school has a
very important functien to pérferﬁ in the social uﬁbr%hging of

every genaration to become good citizens of a community and state,

i_e., the goal of social adulthood.

- It also became clear that there is a nead to make sxtansive
studies on the needs of the individual children, those of
their parents and those of a school. Once again, it is of

importance to clarify these concepts to children, individual
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autonomy ahd responsible citizenship. Teachers were found to
be having a responsibility to discuss these concepts during

their subject-society meetings.

On the basis of literature review and the empirical study
that was conducted, most teachers confirmed that there is
nothing like absolute individual freedam. Again, it was also
revealed that society cannot be expected to suppress jts in-
dividuals. Through education people should end up knowing
that they are educated to live for themselves as well as for
other people. Mxumalo {1980) cites Steeves (1962) as saying
that educafion includes all the needs of all c¢itizens, al}
the programs, courses and school organization that are set up
to mest these needs. It therefore means that the school must
serve ;he engd of the society in general {citizenship). At
the same time the school must be more than a mirror reflect-
ing the dimage of society. Education must alsoc become a
pracess through which individuals achieve the means to ad-

vance sociaty.

For pupils to get more insight into how they should Tive as
autoncmous indjviduals and as responsible citizens, schools
should have 1libraries where pupils can glean mcre informa-
tion. Another very important finding was that if we talk
ahout a halance of individual zand social needs, we are talk-
ing about “what ought to be”. ‘What ought to be’ is‘ as-
saciated with the school curriculum. There was therefare a

general consensus among teachers who responded tc the ques-

tion which asked whether a curriculum should include both in-
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dividual and social needs. Teachers felt that there is a
connection between. a people*s culture and a school cur-

riculum.

PEDAGOGICAL IMPLICATIONS FOR THE STUDY

-

On the basis and strength of all data that was collected, this

sfudy is seen to be having the following pedagogical implications:

- The school should do its best to see to it fhat studies on

-the question of individual freedom and responsible citizen-
ship are given. This may be in the form of lectures or
tatks. iﬁ this case teachers give speeches or addresses on
freedom and citizenship. Experts from members of the public

could also ba invited to address children on this topic.

- The topic of education for individual autonomy 2and respon—

sible citizenship has to do with the aim of education. For
this aim to be realized, that is for harmony ta be possibly

reached, there must be sound teacher-pupil relationship.

Pedagog1c relationship shou]d be chararter1sed by 1love, ac-

ceptance and mutual trust betwﬂen the educator and the
educand. When there is such a relationship the educataor and

the educand will venture together pedagogically.

- Where there is love, acceptance and mutual trust, there is a

dialogue. This means that the educator and the educand will
be open to each other. There will be verbal communication,
Such communication will impel the child to confide in the

teacher. He feels that he is accepted by the teacher. The
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child will tell the teacher what he intends becoming in fu-
ture. The teacher will then guide the child properly by
telling him that proper freedom is freedom with a mandate. -
Tt is autonomy that is not egocentric, but it is the one that
prupé]s and motivates a person to take interest in .the af-
fairs 6f his fellow-men. Mncwabe (1985} is of the opinion
that nations of the'ibrld educate chi]drén; having in mind as
one aim that their geﬁerations should become a useful mass of
citizens to the communities to which they belong. This means
that education prepares the individual to assume his role as
a citizen in the community. The role of a citizen in a com
muhity must be defined 1in terms of values and goals that
their community cherishes and the means whereby the community
can, thraﬁgh co—operative effort, realize its goals. This
requires the interest, participation and the co-operation of
the in&ividuaIs in their roles as citizens at various com

munity levels.

At school children should be assigned some tasks where others
fead and others are led. This inculcates discipliine, co-
operation and responsibility which form the basis of the

esprit _de corps. This spirit is vital for responsible

6%tizenshi§; _ It ensures co—ope}ation aﬁd re;pect of another
man’s pasition and status. One can sum up by saying that the
whole idea of citizenship may be said to be founded on the
Biblical saying which says that: “you shall love your néigh—
bour as you love yourself.” (Mark 12:31). It is only when
the school and society inculcate the sense of Tlove in
chi1dren.that they will 1learn to transfer such love to

others.
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RECOMMENDATIONS AND SUGGESTIONS FOR FURTHER STUDY

Having held discussions with various people, reviewed literature -

and conducted empirical investigation, the researcher would wish to

make the following recommendations and suggestions:

';. . The school cannot alone execute itsask of bringing about

ﬁarhbny betueen.individua] autonomy and citizenship. The
" researcher, therefore, recommends and suggests that parents
and teachers meet to addess this question. Parent-teacher
relationship can only be improved when both teachers and
parents are aware thaf they need each other so that they dis-
cuss issues pertaining to what children will become when.they
have ccmp]éted schooling. The principal and staff can invite
parents to meetings organized by the school., Parents can
also be 5nv1ted to parents’ days, parents’ weekends, parents’
eyenings; sympdsia and conferences and sao on. Consultation
and communication between teachers and parents will help
break the barrier that exists bstween the school and scociety.
Both teachers and parents will have to form parent-teacher
assaciations where matters of common interest will be dis-
cussed. A parent can only get to know about his child’s in-
 tentions 'cbn;érnfhg educatién, dn]yiéhen he discusses-with

~ teachers.

. Teacher-pupil relationship must be improved, for itf is
through a relationship of love and trust where a child will
feel free to discuss with the teacher. The discussion of in-
dividual avtonomy and citizenship demands sound teacher-pupil

refationship.
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' Teachers should sometimes organize some tours and visits to
the society to see what it does. These visits should include
some places of work. This is part of school guidance. It -
also serves as an eye-opener to children. They will end up
learning to love other people. This will inculcate in them a
: _desire to serve others.

':Certain members of the public must be invited to schools to
address pupils on the isue of individual autonomy and respon-

sible c¢itizenship.

Verbal communication between the child and the parent is very
vital and the researcher suggests that parents be open to
their children. They should allow children to feel free to
discuss their desires. This will give parents a chance of
knowing hore about their children including their praoblems in

schoaol and life in general.

In order to inculcate a sense of responsibility in children,
it 1is suggested that children be exposed to what respon-
sibility is all about. For example, children could be given
 freedom to elect their own student representative councils.
Here"they learn to respect and fb he suhhfssive to authority.
Leadership roles whiéh are important for citizenship are
learnt in this manner. Children can also be allowed, with
supervision of teachers and parents, to attend social gather-
ings, political gatherings, economic and religious gather-
ings. In this way they learn to explore all aspects of 1life.

This helps them to have a wider meaning of life.
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Tt is also suggested that there should be a study on inter-
| cultural studies so that pupils Tearn about other cultures,
besides their own culture. Children should not anly be con— -
fined to knowing their own culture, but should learn to com-
pare cuitures so that they note similarities and dis-
 similarities among cultures. This is within the scope of

citizenship. = = : -

Since it was maintained in this study that the school cur-
riculum is very important for a héiance that can be forged
between individual autonomy and responsible citizepship, the
researcher has the folléwing suggestions regardiﬁg a school

curriculum:

- The schoal curriculum should be designed in such a man-
nér that it represents both the needs of the individual
and those of a society. | This study stresses that
neither side should be afforded predominance over the
cther. Harmony must be maintained. It is therefore
recommended and suggested that there be a research
bureau which will investigate and make recommendations
for a sound and balanced school curriculum. Zais

7 (19&6) a;éues that arba15héé&mreurr{éulﬁm is the one
which, among other things, is founded on philosophy and
the nature of knowledge, society and culture and the
individual. Regarding the importance of societf and
culture, it is argued that schools were invented by so-
cial groups to secure the survival of the cultural
heritage. It is therefore not surprizing that society
and its culture exert an enormous influence on the cur-

riculum. The nature of the individual human organism
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influences the curriculum on at least two levels.
First, the biapsychalagical nature of a2 man places cer—
tain limits on the content and the organization of the -
curriculum. Zais (1976) continues to say that man is
capable of learning only what his genes will allow him
to learn. Second, -and no less 1important, man’s
philosophical conceptions of his own nature will exert
a significant fﬁf]uence on the curriculum.  For ex-
‘ample, notions about the innate goodness or badness of
man will greatly affect the curriculum. If a man is
perceived as innately good, the curriculum is likely to
allow learners substantial Tatitude in pursuing their

studies. (Zias, 1976)

In summarising, the researcher wishes to point out that the cur-
riculum is diécussed here, oconly with a belief that the school can-
not successfully bring about a balance of individual autonomy with
responsible citizenship, without having guidelines for such a
balance being accommodated in the school curriculum.  According to
the scheme given by Tyler in Salia-Bao (1982}, a curricu1um maker
Tooks at three sources of curriculum: (i) Student: (ii) Society;
and {iii) Subject — from which he or she derives general, tentative
objectives.  These tentative objectives are then screened using
philosophy of education and psychology of learning screens. Next,
the objectives that survive this screening are stated precisely in
terms.of measurable learner behaviours. These precise objeciives
are the ends for which the teacher designs effective instuctional

methods. This can be represented diagramatically as follows:
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Source Source Source

Student ) ‘ Subject

|

- Screen tentative general objectives

Screen : ' Screen
philasophy of : o k philosaphy of ;
education ' % learning !
_ i

precise instructional
objectives

Figure 2: Tyler rationale: Salia-Bao (1989:10)}

The above diagram is given bécause it somehow correlates with what
the present researcher is suggesting, rthat a sound curriculum will
have to be based on the needs of the individual and society. Tyler--
in Salia-Bag (1989:10) goes on to say that a school curriculum
should be founded on the study of the student, the study of society
and the study of subjects. It is clear therefore that the only
source of the curriculum which is added to what the present
researcher is suggesting, 1is the subject to be learned by the in-

dividual.
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To summarise, the researcher suggests that a curriculum will have
to be diversified so that it meets individual differences of all
learners. Before learners are referred to a certain subject group, -
. they should undergo & screening of psychological and aptitude
tests. The curriculum will have to be designed in such a way that
enables - the - individual to think and to analyse facts on his own.
Subjecfs that'incu]cate independéht thinking-and critical judgement
should be included in the curriculum. In this manner the cur—
~ riculum will be relevant to the needs of each child. It must,
hawever, .be emphasized that a releyant curriculum is the ogne that
- will not oniy promote individual needs, but it should alsc incul-
cate a sense of bé]onging to a certain society. It must instil
citizenship in children. In an address entitled “Relevance 1in
school curriculum” delivered in Accra{Ghana), Nxumalo (1990:12)
quoted the aims and objectives of eduation for citizenship as
espoused by ‘the Florida Department of Education and Ministry of
Education respectively. Their aims and objetives are as follows:

Under Citizenship Eduation:

- all students shall acquire knowledge of various political
systems with emphasis on democratic institutions

.7 Tall students shall devéluﬁ ski]ig required for particiﬁéﬁicn
%n the process of public and private political organisaticns
and for influencing decisions made by such organizations, in-
cluding competence in judging the merits of competing politi-

cal ideo1cgies'and of candidates for public office.

From the above views ane gets the impression that citizenship is
not theory but practice. A person canot call himself a citizen un-

less he is prepared to participate in the political, economic, so-
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¢ial or re]igiohs 1ife of his people. Society must also not sup-
press its members on the grounds that it needs their contribution.
Individuals should freely participate in the affairs of their -

people.

THE NEED FOR MORE RESEARCH
The researcher would like to admit that this study has its own
shortcomings and limitations. Perhaps the chief shortcoming is

that its scope on the question af the school 1is somehow narrow.

- When one talks about a school, one is expected to cover a wider

ground. In this study the researcher focused his attention on high
schools and senior secondary schools. The role of the foregoing
schools in brinéing about harmony between education for individual
autonomy with responsible citizenship was surveyed. The study
would have shéd more light to the problem if the researcher had in-
¢luded advanced institutions like Colleges of Education, Technical
Colleges, Technikons and Universities in his empirical investiga-
tion. Nevertheless, various people in Colleges of Education, Tech-
nical Colleges, Technikons and Universities were interviewed. In
this regard, their views on the role that the school can play in

hringing about harmony between education for dndividual autonomy

' and'respcnsible citizenship were assessed.

The researcher would wish to reiterate the fact that it is always
imposéible for a researcher to cover a vast ground. As it was men-
tioned 1in chapter one, Pedagogics as a field of study is so vast
that it cannot be studied in its totality. It is therefore ex-
pedient to divide the study content into various pedagogical part

perspectives or disciplines.
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It may be seen as a matter of scratching the surface of the iceberg
for the current researcher to have focused his attention on the
hiéh schools. The researcher, however, chose to make his inves— -
tigation 1in high schools deliberately. . The first reason is that
most of the pupils who complete high school education, especially
among Blacks, do not go to advénced institutions of learning. They'
usually enter into places of ybrk in the . society. On these -
grounds, the present fesearcher even went to the extent of suggest-
ing that'the school curriculum needs serious and urgent attention.
The reason being that one cannot talk  about the pedagogical
relevance of the school in harmoniz{ng education for individual
autonomy with responsible citizenship and at the game time ignore

the school curriculum,

It is in the school curriculum where aims of an individual and

saociety can be accommodated.

It is also interesting to note that the researcher d4id manage to
make generalizable findings and conclusions in spite of the limited
scope that he covered in his research. A number of problem areas
were identified while this study was being conducted. Some of
these problems are isolated and pinpointed as possible lines for

further research in the following areas.

. The secondary school educator and the inculcation of freedom

-

with responsibility in pupils.

. An  dinvestigation into the role and contribution of good

citizenship in fostering communal spirit in pupils.
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. Conscientization and socialization as educative tasks of ad-

vanced education institutions.

. The school’s view of individual freedom.
f  A focus on éociety’s and school’s perception of democracy.
. Education as a comﬁunity’s investment. )
. The school curriculumrin a changing era.

. Parents as partners in education.

. An investigation into the significance of Parent-Teacher-

Pupil relationship in school organization.

CONCLUSTON

In this study the following points have been unveiled:

- The school cannot be solely held responsible for the har-

monization of individual autonomy with responsible citizen-
-Ehip. Barriersrthat éi{st betﬁeen parents and teachers Qi}l
have to be broken. Communication channels between teachers
and parents should be broadened so that they both gst a

chance of discussing the aims and purpases of schooling.-
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The quest%cn of absolute individual autonomy does not exist.
Both parents and teachers should work cooperatively in
educating children to 1ive not only for themselves, but aiso -

for other people. Children must be eduated to become respon—

sible citizens.

There 1is a need for research into the weeds of a society and .
those of learners.  This will help curriculum designers in
designing é curriculum that caters for the needs and inter-

ests of the individual learners and those of their societies.
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APPENDIX

A FOCUS ON THE PEDAGOGICAL RELEVANCE OF THE SCHOOL IN HARMONIZING EDUCAYION
FOR INDIVIDUAL AUTONOMY WITH RESPONSIBLE CITIZENSHIP: IMPLICATIONS FOR A
SCHOOL CURRICULUM

QUESTIONNAIRE FOR TEACHERS

AIM OF THE QUESTIONNAIRE

The aim of this questionnaire is to focus on the pedagogical relevance of
the school in harmonizing education for individual autonomy with respon-
sible citizenship. The major hypothesis is that the school should work
towards a compromise of the interests of the individual and those of a
society. In addition to this, the questionnaire is also based on the im—
plications that the harmeonization of the individual and social aims has for
a school curriculum.

INSTRUCTIONS

Kindly choose only one answer from various alternatives that are given.
Indicate your answer by merely ticking [V ] or making a cross [ X ] on the
box/frame/square representing your answer. Be faithful to your answers.
Do not reveal your name as the information given will be kept confidential
and anonymaus.



SECTION A :

PERSONAL PARTICULARS

i. What is your sex?

2. ¥hat is your age range?

3. What is your marital status?

Male

female

20 - 29 years
30 - 39 years
40

t

49 years

5Q

59 years

60 and gver

Married
Single
Divorced

Widowed

4. What is your academic qualification?

D-degree
M—degreé
B.Ed/Hons
B.degree
Matric

Std 8

5. what is your professional qualification?

UED/HED
SSTC/SSTD/SED
STD/PTD
JSTC/SEC
PTG/SPTD

[« N 7 5 B - M L I ] F- N AR L5 I -V R )
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6. Your teaching experience is:
Less than one year
One to five years
Six to ten years
Eleven to fifteen yearé
-Over fifteen years
1. Please indicate your poest rank:
Principal

Vice-Principal/Deputy Principal
H.0.D. (Admin)
H.0.D. (Subject)

Assistant Teacher

SECTION B : THE SCHOOL AND THE QUESTION OF INDIVIDUAL
FREEDOM (AUTONGCMY)

8. Do you think that there is anything 1ike absolute
individual freedom?
Yes
No
‘Uncertain
9. Do you think that the school should educate children
to consider their own interests only?
Yes
No
Uncertain
10. Do you think that children know what individua] autonomy
is all about?
Yes
No

Uncertain

o W N
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i1. Do you agree that it is the task of the school to explain
the concept of individual autonomy to pupils?
Strongly agree
Agree
Strongly disagree
Disagree '
Uncertain
12. To what extent can the school principal help in explain-
ing the question of individual freedom to pupils?
. To a great extent
To some extent
To a less extent
To no extent at all
Uncertain
13. Do you perhaps support the view that the class teacher
can help explain individual autonomy to pupils?
Strongly support the view
Support the view
Slightly support the view
Do not support the view

Other (please specify)

14. Do you believe that children could have confidence in
their subject teachers 1if they are the ones who are
given authority to explain what individual autonomy is?

Strongly beliesve
Believe

Do not believe
Believe to some extent

tUncertain

m W M

[ I L

F N L
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16. Do you agree that Vice-Principals, Deputy Principals and
H.0.D’s can play an important role in telling pupils
what individual autonomy entails?

Strongly agree
Agree

Disagree
Strongly disagree
Uncertain

16. Should a need to conduct studies in individual freedom
arise, how often do you think such studies should be
conducted?

Very often
Often
Sometimes
Seldom
Uncertain
_17. Do you perhaps consider it necessary for all parties,
that is the schoal, church and community to work
together towards explaining individual freedom to
children?
I consider it very necessary
I consider it necessary
I consider it very unnecessary
I consider it unnecessary

iincertain

SECTION C : THE SCHOOL AND THE QUESTION OF CITIZENSHIP

18. Do you think that the school should consider itself as
an 1institution that is separated from the society?

Yes
No

Uncertain

o AR WM ok W N
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19.

20.

21, -

22.

23.

223
Do you think that there is at present a gap between the
school and society?
Yes there is a big gap
There is a small gap
There is no gap at all
Uncertain
Do you think that there is a need for teachers and parents
to work together towards inculcating a sense of community
service in pupils? :
Yes
No
Uncertain
Is there 2 need for both teachers and pupils to some-
times visit some places of work in a society?
There is a great need
Sometimes there is a need
There is no need at all
Uncertain
Should a strong need for meetings between teachers and
parents arise, how often should they bo held?
Very often
Often
Somet imes
Seldom
Uncertain
Do you believe that Parent-Teacher Associations are
important for the question of citizenship?
Very important
Just important
Unimportant

Uncertain

b D M
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24.

25.

26.

27.
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Do you believe that there is a need for more Teacher
Unions or Teacher Associations which will discuss
the gquestion of citizenship? :

Yes

No

Uncertain
In your opinion, 1is it good for each teacher category,
that is Whites, Coloureds, Indians amd Blacks, that
each one of them forms 1ts own Teacher Associations
to discuss and explain the question of citizenship
to pupils?

Very good

Good

Fair

Not at all

Uncertain
Would you recuﬁmend that White teachers, Coloured
teachers, Indian teachers and Black teachers meet
so that they discuss matters of common interest
on the question of ¢itizenship?

1 strongly recommend

I recommend

I do not recommend

bUndecided about the issue
Do you think that it is valid for each school to have a
Student Representative Council (S.-R.C.)?

Yes: it is valid

Sometimes it is valid

It is invalid

Uncertain

[3 BN S T~ B AN
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28,
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a1.
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Would you suggest that students’ meetings be monitored
by either the Principal, Vice-Principal, H.0.D. or any
staff member appointed by teachers?
I strongly suggest
I suggest
I do not suggest
Uncertain
If you feel that pupils’ meetings must be monitored by
an adult person, which of the following statements would
you give as your reason?
Pupils need authoritative adult guidance
Pupils are irresponsible
Pupils are chaotic
Pupils do not respect one another
Pupils will organfse strikes when they are alone
Pupils misbehave and can use their freedom carelessly
Would you say that there is a need for each school to
know what values, norms and traditions are held in
high esteem by a society each one purports to serve?
There is a strong need
There is a need
There is absolutely no need

Uncertain
In your opinion would you say a citizen is a person who:

tinderstands and participate in social 1ife of his people

Understands and participate in economic life of his people

Understands and participate in political life of his people

Understands and participate in all the above
Lives only for himself

Is none of the above

How N D o A W AWM
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a3.

34.

35.

36.

Do you perhaps think that all schools should have a
subject in civics or good citizenship?

Yes

No

tUncertain
Would you suggest that children need education on inter-
cultural studies so that they get a wider understanding
of citizenship?

I stronly suggest

I suggest

I do not suggest

tUndecided
Do you feel that boys should be given education that is
perculiar to them as part of education for citizenship?

Yes

No

Uncertain

Do you feel that it will be within the scope of citizen
ship to give girls education perculiar to them as girls?

Yes

No

Unceftain
Do you agree to the fact that it will be within the scope
of citizenship for boys and girls to be given sufficient
time to be together?

I stronly agre

I agree

I strongly disagree

Uncertain

= W N
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SECTION D : THE SCHOOL BRINGS ABQUT A BALANCE BETWEEN INDI-

VIDUAL AUTONOMY (FREEDOM) AND INDIVIDUAL PARTICIPATION 1IN
COMMUNAL 1LTIFE

37. Do you think that it will be a wise idea to invite
experts in education, politics, economics and social
studies to come to school to talk on individual auto-
nomy and citizenship?

It is a very wise idea
It is a wise idea

It is a very unwise idea
It is unwise

38. Would you perhaps suggest that the guestion of indivi-
dual autonomy and citizenship be discussed during
subject—scciety meetings?

Yes
No
39. To what extent is the guidance service important for a
question of individual autonomy (freedom) and citizenship?
To a great extent
To some extent
To a Tess extent
To no extent at all
40. ¥ould it be necessary for Colleges of Education, Univer—
. sities, Technikons and other pre—service institutions to
accommodate some studies on individual autonomy and re-
sponsible citizenship in their training programmes?
Very necessary
To some degree it is necessary
S1ighly necessary
Unncessary

Uncertain

T S
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s Do.you think * that it will be. 1mportant to organize
... - seminars, symposia and conferences where both teachers
“o- and Mrs of the commmity will make an indept study
',:,;of 1nd1v1dua] autoncmy and c1t1zenshtp° -
It will be very important
It will be important ta a certain extent
- It will be less important
it is totally unimportant
42. How often do you get a chance of attending in-service
courses in a year?
I attend them once in a quarter
I attend them twice in a quarter
I attend them once in a semester
I attend them twice in a semester
1 fare]y attend in-service courses
I do not attend them at all ‘
. Other (please specify) ..cccvvnn..

43, Z_Is there a 1library at your school?

Yes

No
44;,ﬁf1n'your dpiniun uho.should design a school curriculum?
" Educational Planners .
Directors of Education/Chief Inspecturs/ﬁircuit Inspectors

College and Un1ver31ty authorities

Experts from snciety representing commercial, p011t1ca1
_economic. andArel1gious.uor1ds e

Pr1nclpals and teachers
Subject-Societies
. A1l the above groups should contribute

Uncertain

E "
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46.

47.

229
which subject group is offered at your school?

Genearal Group
Commercial Group
Sciencé Group
General and Science
Commerce and General
‘Commerce and Science
A1l commercial, Science énd General
Sciénce, General, Commerce and Technical
Other (please specify) vveceervcnnecnn-
How often are psychological and aptitude teéts conducted
at your school?
They are.conducted very often
Sometimes they are conducted
They are seldom conducted
They are not conducted at all
Uncertain
How'many times do subject advisors visit your school in
a year to give you guidance in methods of teaching and
for appraisal purposes? '
Once a year
Twice a year
Three times a year
Four times a year
Five to ten times a year
Do not come at all

Uncertain

e
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48. How many times do inspectars of education visit your
school for official inspection purposes and for a -

-general guidance in school work?
'Gnce a year
Two times to fjve times a year
Five times and over -
. Sometimes they do come
Do not come at all
Uncertain
49. Do subject advisors, inspectors of education or whoso—
ever does inspection, give each teacher his/her inspec—

tion report with coments on the teachers performance
after the inspection had been completed?

Surely they make it a point that each teacher gets
the inspection report

Sometimes the teacher js given the report
No, teachers are not shown reports
Uncertain '

50. Do you agree that subjects Tike music, guidance, phy-
sical education, arts and crafts, good citizenship
should be seriously taught and examined?

Strongly agree
Agree

Disagree
Strongly disagree
Uncertain

§t. Do you think that extra-curricular activities like
saccer, athletics, netball, volleyball, teniquet,
debate, speech and drama and S.C.M. should be given
ample time at school?

Yes

No

[ TN L B - N 7~

,WN

—

[S BV



231

52. Do you feel that there is a relationship between culture
and the curriculum? ’

Yes
No

Uncertain

THANK YOU FOR YOUR CO-OPERATION!?
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